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1 Mission Statement


The overarching mission of the Applied Mathematical Sciences program is to enable students with the skills
and learning experiences needed to solve interdisciplinary mathematics problems relevant to government,
industry, business and academic research. In carrying out this mission, the Applied Mathematical Sciences
program will foster the intellectual growth of individuals who will develop analytical and computational
frameworks to solve society’s challenging and important problems of today and beyond. The program in
Applied Mathematical Sciences contributes to the greater mission of the University of California, Merced
(UC Merced)1 and the School of Natural Sciences2 through its research, teaching and service.


The study of applied mathematics takes on a broad variety of meanings. The Applied Mathematical
Sciences program at the University of California, Merced defines applied mathematics as the application of
modeling, analysis and scientific computing to solve problems relevant and important to the real world. This
focus on applications to real-world problems does not imply that this program abandons or ignores rigorous
mathematics. In fact, this program emphasizes the use of rigorous mathematical treatments to problems of
practical interest. It is true that in the study of practical problems, one cannot always develop a complete
and rigorous mathematical theory that one aspires to create for purely abstract mathematical problems. For
applied problems, we rarely have all of the information required to solve the mathematical problem at hand.
Data are always incomplete and noisy. However, striking an optimal balance between complete abstraction
and pratical applicability is an interesting mathematical challenge in and of itself. It is this balance that this
program strives to achieve.


The Applied Mathematical Sciences program at UC Merced seeks to fulfill its research, teaching and
service mission in three distinct areas:


• Lower Division Service Courses in Mathematics – The Applied Mathematical Sciences program
offers lower division mathematics courses required for many of the majors at UC Merced. Our objec-
tive here is for students to learn the fundamental problem-solving skills needed to succeed in their own
academic goals and objectives. For that reason, we emphasize learning mathematics conceptually and
concretely by exploring topics analytically, graphically, computationally and verbally.


• Undergraduate Major and Minor in Applied Mathematical Sciences – The Applied Mathematical
Sciences program offers an undergraduate major leading to a B.S. degree in Applied Mathematical
Sciences. There is also an Applied Mathematical Sciences minor for students in other majors seeking
more training in applied mathematics. The curriculum is designed to provide courses in the funda-
mentals while allowing for building expertise in an application area through the emphasis tracks.


• Graduate Studies in Applied Mathematics – The Applied Mathematical Sciences program offers a
multidisciplinary research and training program for Master of Science (M.S.) and Doctor of Philoso-
phy (Ph.D.) students who want to study applied mathematics. A requirement of all graduate students
is gaining experience teaching undergraduate students. This requirement provides graduate students
an invaluable experience that has important intellectual and practical relevance to their education.
Moreover, these graduate student teachers provide an important component in the education of our
undergraduate students.


1http://www.ucmerced.edu/about ucmerced/mission.asp
2http://naturalsciences.ucmerced.edu/about-school
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2 Learning Goals and Outcomes


The Program Learning Outcomes for the Applied Mathematical Sciences program are given as follows.


Upon graduating, we expect students completing the Applied Mathematical Sciences major to
have become effective problem-solvers, meaning that student will be able to


1. Solve mathematical problems using analytical methods.


2. Solve mathematical problems using computational methods.


3. Recognize the relationships between different areas of mathematics and the connections
between mathematics and other disciplines.


4. Give clear and organized written and verbal explanations of mathematical ideas to a vari-
ety of audiences.


5. Model real-world problems mathematically and analyze those models using their mastery
of the core concepts.


The Applied Mathematical Sciences program learning outcomes (PLO) were developed during the 2008-
2009 academic year by the applied mathematics faculty as part of the campus-wide preparation of its Ca-
pacity and Preparatory Report for Initial Accreditation3. We refer to each of the enumerated items above as
PLO 1, PLO 2, PLO 3, PLO 4 and PLO 5 throughout the remainder of this report.


The Applied Mathematical Sciences major and its program learning outcomes reflect at least four of Uni-
veristy of California, Merced’s Eight Guiding Principles of General Education4 explicitly in the following
ways.


• Scientific literacy – Students take a broad variety of science courses that are required for the School
of Natural Sciences as well as those courses within each student’s emphasis track. (PLO 1-3, 5)


• Decision making – Students develop mastery of quantitative skills that help to form an important
component in making complicated decisions. (PLO 1, 2)


• Communication – Students develop their ability to give clear and organized written and verbal expla-
nations of mathematical ideas to a variety of audiences. (PLO 4)


• Self & Society – Students learn to recognize the relationships between different areas of mathematics
and the connections between mathematics and other disciplines which brings about awareness of
diverse perspectives. (PLO 3, 4, 5)


UC Merced is a student-centered research university. To that end, Applied Mathematical Sciences stu-
dents learn many of the fundamental skills needed to perform theoretical and computational research. The
faculty are dedicated to providing research opportunities for students. Students have already participated
in research with applied mathematics faculty as well with collaborative multidisciplinary teams of faculty
where they can see first-hand the impact that their theoretical and computational work is having on an ap-
plication field.


In addition to aligning with the guiding principles of the entire university, the Applied Mathematical
Sciences program complements the vision and mission of the School of Natural Sciences5. The Applied


3http://accreditation.ucmerced.edu/sites/accreditation/files/public/Required%20Essays.pdf
4https://collegeone.ucmerced.edu/content/guidingprinciples
5http://naturalsciences.ucmerced.edu/about-school
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Mathematics program contributes actively to the goal of providing students a multidisciplinary and interdis-
ciplinary education. This program does so by a strong commitment to innovative undergraduate curricula.
Like other programs in the School of Natural Sciences, Applied Mathematical Sciences uses a “core + em-
phasis” curricular model. The core is designed to give students a rigorous learning experience in analytical
and computational mathematical analysis and methods. The emphasis tracks are comprised of significant
coursework in another field of study which allows students to study a broad spectrum of problems across a
number of disciplines.


2.1 Assessment of Program Learning Outcomes


The applied mathematics faculty are involved actively in assessment of the Applied Mathematical Sciences
program. Since this group of faculty is relatively small (8 senate faculty members currently), we have chosen
to work together as a whole committee to manage the program. Ever since the 2007-2008 academic year,
the applied mathematics faculty have met after each semester to go over student data we have been acquiring
for each of the courses. Moreover, this group of faculty holds a discussion on what worked well and what
items require attention and change. In addition, the applied mathematics faculty and staff discusses and
plans the instructional staffing of courses for the upcoming semester. An important part of this discussion
is how any decisions translate to larger issues within the School of Natural Sciences. Very often, these
discussions lead to a strategy for informing and working with the School of Natural Sciences Dean’s Office
to ensure that these decisions are commensurate with what the other programs in the school are doing. As of
the 2008-2009 academic year, the applied mathematics faculty have instituted subcommittees charged with
overseeing the management of the lower division service courses, the upper division core courses and the
graduate courses throughout the entire academic year6.


These regular meetings serve several purposes. For example, they provide an opportunity for the applied
mathematics faculty to evaluate continually the Applied Mathematical Sciences program. These meetings
keep all of the applied mathematics faculty abreast of the issues that the entire program faces. They provide
new faculty the opportunity to become acquainted with the management of the program directly so that they
can learn quickly how they can participate actively in the program. Finally, these meetings help the applied
mathematics faculty to align their work with that of the School of Natural Sciences and the university.


As a result of these meetings, the applied mathematics faculty have made several changes already to
the Applied Mathematical Sciences program to achieve better its program learning outcomes. We list these
changes below.


• Restructured student placement tests


• Restructured Math 5: Pre-calculus


• Adopted new calculus textbook


• Developed a new calculus sequence


• Reorganized the core curriculum for the Applied Mathematical Sciences major


More details on these programmatic changes that the applied mathematics faculty have made appear in the
status report in Section 11.


6see Section 2 of the “Data Section for the Self-Review of the Applied Mathematical Sciences Program at UC Merced” for more
details.
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2.2 Existing Formal Assessments


As part of the Applied Mathematical Sciences contribution to the university-wide Educational Effectiveness
Review for Initial Accreditation, the applied mathematics faculty have conducted an initial assessment of
PLO’s 1 and 27. The applied mathematics faculty have decided to do an initial assessment of PLO’s 1 and 2
in the two critical “transition” courses: Math 121 and Math 131. Math 121 is the first upper division course
for the major in which students learn intermediate and advanced analytical methods for solving ordinary
and differential equations. Math 131 is the first upper division course for the major in which students learn
numerical analysis.


In this initial assessment, the faculty assessed student work by applying an initial rubric to embedded
homework and exam questions. The applied mathematics faculty found that there was a diversity of opinions
regarding student performance. Through a subsequent discussion, the applied mathematics faculty found
that the diversity of results lies in each faculty member’s application of the rubrics to the student solutions.
The faculty agreed that using only three tiers for assessment (i.e. good, fair and poor) is too coarse. For
future assessments, the applied mathematics faculty plan to use a rubric based on the “Holistic Grading”
that they use often for grading student work.


In addition to the embedded questions, we conducted a student focus group to obtain some indirect
evidence to evaluate. The students gave statements about the Applied Mathematical Sciences program that
were largely positive. From the results of this student focus group discussion, the applied mathematics
faculty gained a lot of valuable insight from the students that we plan to use to improve the curriculum. In
particular, the applied mathematics faculty are considering ways to provide students more early computer
programming experiences, which the students requested explicitly. In addition, the applied mathematics
faculty are considering novel ways to incorporate the development of mathematical communication skills
(written and verbal) throughout the curriculum.


2.3 Proposed Plan for Future Assessment


The Applied Mathematic Sciences program is planning to perform formal assessments of all of the PLO’s
over the next several years. The document AMS PLO Assessment.pdf gives several items that the applied
mathematics faculty will consider in the near future as we prepare for additional assessments. In addition,
we anticipate two major items to consider for future assessments.


• Evaluating the effectiveness of our lower division mathematics courses for preparing students for
success in the majors that these courses serve, include the Applied Mathematical Sciences major.


• Evaluating the effectiveness of our upper division mathematics courses for fulfilling the academic
mission of the Applied Mathematical Sciences program.


The lower division mathematics courses are extremely important courses that serve the entire campus.
Assessing the effectiveness of these courses necessarily requires input from all of the other programs on
campus to whom those courses serve. In consulting with colleagues at our sister campuses, we have learned
that the Department of Mathematics at UC Davis holds a regular “calculus summit” for representatives from
other programs to discuss the expectations and the overall mathematical preparedness of students coming
from lower division mathematics classes. The applied mathematics faculty plan to initiate a similar “lower
division mathematics summit” in the near future. In doing so, we hope to collect valuable input that we will
then use to assess our lower division mathematics courses.


7See the file AMS PLO Assessment.pdf accompanying this report.
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For the upper division mathematics courses, there remains a great deal of assessment to be done. Pro-
vided that we develop and deliver the capstone modeling course as scheduled, we will be analyzing student
data to investigate this program’s achievment of its program learning outcomes. Other important measures
include the analysis of alumni success in graduate school and the job market. Using results from these as-
sessments, the applied mathematics faculty will re-evaluate the Applied Mathematical Sciences major and
make changes continually to ensure that those students are earning a degree that makes them competitive
nationally in their future goals and endeavors.


3 Curriculum


3.1 Core Courses


The core courses in the Applied Mathematical Sciences program are given below.


• Math 121: Appied Mathematical Methods I – Fourier Analysis and Boundary Value Problems Intro-
duction to Fourier series


This course is offered every Fall Semester. It covers the physical derivation of canonical partial
differential equations of mathematical physics (heat, wave and Laplace’s equation). Students learn
separation of variables, Fourier series, Fourier integrals and general eigenfunction expansions.


• Math 122: Appied Mathematical Methods II– Complex Variables and Applications


This course is offered every Spring Semester. It introduces students to complex variables, contour
integration and theory of residues. Students learn also how to solve partial differential equations by
Fourier and Laplace transform methods.


• Math 131: Introduction to Numerical Analysis


This course is offered every Fall Semester. It is an introduction to numerical methods with emphasis
on algorithm construction, analysis and implementation. Students learn programming, round-off error,
solutions of equations in one variable, interpolation and polynomial approximation, approximation
theory, direct solvers for linear systems, numerical differentiation and integration and initial-value
problems for ordinary differential equations.


• Math 132: Numerical Solution of Differential Equations


This course is offered every other Spring Semester in alternation with Math 142. It is a continuation
of Math 131. Students learn how to solve numerically initial-value problems for ordinary differential
equations, iterative techniques for solving linear systems, numerical solutions of nonlinear systems
of equations, boundary value problems for ordinary-differential equations and numerical solutions to
partial-differential equations.


• Math 141: Linear Analysis I


This course is offered every Fall Semester. It covers applied linear analysis of finite-dimensional vec-
tor spaces. Students learn matrix algebra, vector spaces, orthogonality, least-squares approximations,
eigenvalue problems, positive definite matrices and the singular value decomposition with applica-
tions in science and engineering.
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• Math 142: Linear Analysis II


This course is offered every other Spring Semester in alternation with Math 132. It introduces stu-
dents to applied linear analysis of infinite dimensional vector spaces. Students learn inner product
spaces, operators, adjoint operators, Fredholm alternative, spectral theory, Sturm-Liouville operators,
distributions and Green’s functions with applications in science and engineering.


3.2 Emphasis Tracks


Students in the Applied Mathematical Sciences major must complete at least 17 units of approved course
work from other programs toward the completion of an emphasis track. At least 10 of these 17 units must
be upper division courses. Some examples of emphasis tracks include physics, computational biology,
economics, computer science and engineering, and engineering mechanics. In addition, students may create
their own customized emphasis track with approval by the applied mathematics faculty so that they may
pursue their own individual academic interests.


3.3 Elective Courses


At present, the Applied Mathematical Sciences program does not offer any elective courses within the
program. There are some developments of new, elective courses in progress. However, the core is the
top priority for the applied mathematics faculty until the number of faculty grows to cover adequately the
teaching needs for the core.


3.4 Changes to the Curriculum


This is the first review for the Applied Mathematical Sciences program. At present, the applied mathematics
faculty have made some changes to the core curriculum. These changes are described in detail in Section
11.1.5. These changes are currently under review by Undergraduate Council. A summary of the changes
the applied mathematics faculty have made is given below.


• Eliminate Math 121 and replace it with a new course, Math 125: Intermediate Differential Equations.


• Eliminate Math 142 and replace it with a new course, Math 126: Partial Differential Equations.


The reason for these changes is to provide students a three-course sequence (starting with Math 24: Linear
Algebra & Differential Equations) that builds and develops student skills in analytical solution methods
more smoothly. The applied mathematics faculty decided that the current core curriculum does not achieve
this development smoothly enough.


4 History of Program


The documentation of the history of the Applied Mathematical Sciences program in the manner given by
the “Undergraduate Program Review Guidelines” is as follows.
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4.1 Date the program was approved and date admissions were open


Several of the lower division mathematics courses were created and approved by the founding faculty prior
to the arrival of the first applied mathematics faculty. Most of the early effort by the founding applied math-
ematics faculty focused on the lower division mathematics courses needed for the opening of the campus,
e.g. Math 5, Math 21 - 24 and Math 32. In January of 2005, the School of Natural Sciences held a retreat to
discuss strategic planning. During that retreat, the founding applied mathematics faculty developed a pro-
posal entitled, “A Program in Applied Mathematics” (see the file UCM Applied Math.pdf). This strategic
planning proposal emphasized research initiatives and the development of a graduate group. It was not until
April, 2005 that the founding applied mathematics faculty wrote a proposal for the “Mathematical Sciences”
major (see the file Mathematics majorrevised4.18.05.pdf). Undergraduate Council (UGC) approved
this proposal, after revisions (see the file mathmajor5.23.05.doc). The major was available for fresh-
men students starting in the 2006-2007 academic year. It was available for junior transfers starting in the
2008-2009 academic year.


4.2 Name changes or mergers of the program and dates associated with those changes


In Fall 2006, the applied mathematics faculty submitted a request to change the name of the major to “Ap-
plied Mathematical Sciences” to be more explicit about the program’s emphasis on applying mathematics
to real-world problems of practical interest.


4.3 Administrative home of the program


The Applied Mathematical Sciences program is within the School of Natural Sciences. Currently none of the
core applied mathematics faculty have appointments elsewhere. However, there are several affiliate faculty
from all three schools on campus.


4.4 Degree(s) offered


The Applied Mathematical Sciences program offers a B.S. degree in Applied Mathematical Sciences and an
M.S. and Ph.D. degrees in Applied Mathematics.


4.5 Program learning goals and outcomes


See Section 2.


4.6 Degree requirements – date of the last version required by UGC and the URL where
posted.


The following degree requirements are available in the current catalog as well as on the Applied Mathemati-
cal Sciences website for the major, http://appliedmath.ucmerced.edu/major-requirements.html.


Students majoring in Applied Mathematical Sciences must adhere to all UC Merced and School of
Natural Sciences requirements. For the Math/Science Preparatory Curricula, students majoring in Applied
Mathematical Sciences must take:


• Math 21: Calculus I [4 units]


• Math 32: Probability & Statistics [4 units]
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• Phys 8: Introductory Physics I [4 units]


• CSE 20: Introduction to Computing [4 units]


• CHEM 2: General Chemistry I [4 units]


The additional requirements that must be met to obtain the B.S. degree in the Applied Mathematical
Sciences at UC Merced are:


Applied Mathematical Sciences Requirements (63-64 units): The Applied Mathematical Sciences major
consists of 16 courses (5 or 7 lower division and 9 or 11 upper division, depending on the emphasis track
chosen) designed to give all students a common foundation of core knowledge specific to the discipline, plus
breadth in an application area.


• Lower division courses (20 Units)


– Bio 1: Contemporary Biology, ESS 1: Introduction to Earth Systems Science or ESS 5: Intro-
duction to Biological Earth Systems8 [4 units]


– Math 22: Calculus II [4 units]
– Math 23: Vector Calculus [4 units]
– Math 24: Linear Algebra and Differential Equations [4 units]
– Phys 9: Introductory Physics II [4 units]


• Upper division courses (24 Units)


– Math 121: Applied Math Methods I [4 units]
– Math 122: Applied Math Methods II [4 units]
– Math 131: Numerical Analysis I [4 units]
– Math 132: Numerical Analysis II [4 units]
– Math 141: Linear Analysis I [4 units]
– Math 142: Linear Analysis II [4 units]


• Emphasis tracks (19-20 Units)


The student must complete at least 19 units of approved course work from other programs toward the
completion of an emphasis track. At least 12 of these 19 units must be upper division courses. Some
examples of emphasis tracks include physics, computational biology, economics, computer science
and engineering, and engineering mechanics. These examples appear in the sample course plans.
More application themes will become available as new programs on campus develop. The student
may design their own emphasis track with approval from the faculty program leads for the Applied
Mathematical Sciences major.


4.7 Advising guidelines


At present, there are no formal advising guidelines for the Applied Mathematical Sciences major beyond the
documentation of the degree requirements. However, the applied mathematics faculty work closely with the
School of Natural Sciences advising staff to clarify policies and procedures for this program. The applied
mathematics faculty will consider the development of more formal guidelines in the near future.


8For the Computational Biology emphasis track listed below, students must take BIO 1 and BIO 1L: Contemporary Biology
Lab
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4.8 Dates the last review was initiated and closed


This review is the first one for this Applied Mathematical Sciences program.


5 Comparison Programs


Nearly all applied mathematics and/or computational mathematics programs at the other UC campuses are
programs or specializations within their respective mathematics department. One exception is UC Santa
Cruz. They have an Applied Math and Statistics department in the Baskin School of Engineering that is
separate from the Mathematics department in the Division of Physical and Biological Sciences. This Ap-
plied Mathematics and Statistics department has a graduate program and undergraduate minors in applied
mathematics and statistics. There is also the Computational Science and Engineering program at UC Santa
Barbara. This is a joint program of mathematics, mechanical & environmental engineering, computer sci-
ence, electrical & computer engineering and chemical engineering. However, this is a graduate program
only.


A direct comparison of the Applied Mathematic Sciences program at UC Merced with other UC pro-
grams is difficult, as no other program has a similar structure. This difference is not accidental. We have
chosen deliberately to position ourselves in a way that emphasizes applications. In particular, this program
require explicitly that students choose an emphasis track in which they take upper division courses, so that
they can apply the mathematical techniques they learn in their applied mathematics courses. This program
promotes interdisciplinarity directly, but it does come at the expense of a deeper mathematical training.
Other Applied Mathematics programs in the UC system all require their students to take more mathematics
courses, but do not require their students to learn another field in which to apply mathematics.


There are a few other notable programs in applied mathematics nationally. The programs most similar
to this one are in the Departments of Applied Mathematics at University of Washington and University of
Colorado at Boulder. These two programs as well as nearly all of other comparable programs co-exist with
a traditional pure mathematics program.


Historically, applied mathematics departments and programs have developed after forming a traditional
mathematics department. At UC Merced, we have been developing applied mathematical science alongside
the other innovative programs in physical science, biological science, earth systems science, and computer
science. This co-development of applied mathematical sciences with other programs on campus is a sig-
nature for this program and for UC Merced. Because applied mathematicians are trained to be interdisci-
plinary, they can act as one unifying group on campus who lead the charge for interdisciplinary research and
education.


6 Strategic Plan


6.1 Curricular Evolution


The curriculum of the Applied Mathematical Sciences is continually evolving to meet the needs of its stu-
dents as well as make the best use of growing faculty expertise. Since the applied mathematics faculty
have been designing the curriculum continually and developing new courses for it over the past five years,
we anticipate making more changes as they learn more about how effective the curriculum is at achieving
the program learning outcomes. Already, as documented in Section 3.4, the applied mathematics faculty
have made changes to the curriculum as they have learned how to teach students more effectively. There
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are no specific plans or time-line for this evolution. Rather, the applied mathematics faculty will design,
develop and deliver new courses as prototypes, very often using student input, and make changes and ad-
justments as necessary. For example, this initial review has provided the applied mathematics faculty the
first real opportunity to evaluate carefully the curriculum in its entirety. In doing so, we have been mak-
ing the changes documented in Section 3.4. Moreover, this evaluation has helped the applied mathematics
faculty in developing more frequent assessments as part of its regular duties for each semester.


6.2 Changes in the Student Population


The student population at UC Merced is growing rapidly. However, the number of Applied Mathematical
Sciences majors is relatively small. The applied mathematics faculty anticipate a reasonable rate of growth
(in comparison to the projected growth of applied mathematics faculty) in the major over the next several
years. Nonetheless, the Applied Mathematical Sciences program will require several more faculty needed
to sustain this growing program. Within the School of Natural Sciences Strategic Plan9, the applied mathe-
matics faculty call for approximately one new FTE per year up to approximately twenty faculty total for the
growth rate of faculty.


Table 1 shows the progression of the student-to-faculty FTE ratios over the past 5 years. These data are
taken from Tables A and D of the file UCM Academic Program Review Data - Math.xlsx prepared
by the Department of Institutional Planning and Analysis. These data show that the student-to-faculty FTE
ratios are high, but not extremely so. It is clear also from the data there is a very fast growth in the student
population. To maintain reasonable student-to-faculty FTE ratios, it is crucial that the growth in applied
mathematics faculty continue as stated in the School of Natural Sciences Strategic Plan to meet this ever-
increasing demand.


Table 1: Summary of faculty workload/productivity.


AY 2005-6 AY 2006-7 AY 2007-8 AY 2008-9 AY 2009-10
Faculty FTE (fFTE) N/A 9.75 10.70 14.3 15.5
Student FTE (sFTE) 131 190 261 309 396
sFTE/fFTE Ratio N/A 20 24 22 26


The demand for teaching the lower division mathematics courses is growing at an enormous rate which
far exceeds the applied mathematics faculty’s capacity. To meet this demand, the applied mathematics
faculty and the School of Natural Sciences hire several staff lecturers each year to teach these courses and
make use of graduate student teaching assistants. Although staff lecturers and teaching assistants provide a
valuable and necessary service by teaching these courses, there are several ramifications that may or may
not be understood.


Staff lecturers and teaching assistants require continuous support and oversight throughout each semester.
These duties are the responsibility of the applied mathematics faculty and the School of Natural Sciences.
Even though the applied mathematics faculty largely do not teach these lower division service courses, they
are involved heavily each semester with visiting classes, providing advice to staff lecturers and performing
nearly all of the major administrative tasks. Each of the applied mathematics faculty spends a great deal
of time each semester with administrative tasks associated with lower division mathematics courses, even
though they may or may not be serving as an instructor of record for one. This service is not acknowledged


9http://naturalsciences.ucmerced.edu/sites/naturalsciences/files/public/documents/strategicplan.pdf


10







as a formal teaching effort. For example, this work does not earn teaching credit or service recognition. To
that end, incentivizing faculty to continue to do this work is a challenge that will need addressing in the
very near future. An inadequate solution to this problem affects adversely the quality of instruction that our
students receive.


The number of staff lecturers that the applied mathematics faculty can hire is subject to budgetary con-
straints. These budgetary constraints are often at odds with the student demands for classes. For example, to
prepare for the 2009-2010 academic year, the applied mathematics faculty, in collaboration with the School
of Natural Sciences’ Dean’s Office, planned their staff lecturer hiring based the projected budget. Due to
the poor financial landscape in California, the total number of staff lecturers were cut overall. However,
as the academic year approached, the applied mathematics faculty found that the number of courses and
sections needed for the incoming class of students far exceeded the capacity of the hired instructional staff.
The applied mathematics faculty had to request the resources to hire more staff lecturers, seek them out,
interview and hire them. Under this short time-scale, the applied mathematics faculty were able to hire a
few more staff lecturers to increase the teaching capacity, but not enough to meet all of the student demand.
There remain students still who are not able to take the lower division mathematics courses that they need
this year. It is critical to the success of this program that the UC Merced administration work with the ap-
plied mathematics faculty to formulate a clear plan for resource allocation. The current situation causes an
enormous amount of unnecessary stress on faculty, staff and students. It is simply unacceptable to continue
in this manner any longer.


Some alternative strategies for rectifying these opposing forces include increasing class sizes and in-
creasing the teaching load. The applied mathematics faculty have made some concessions on these two
items. The class sizes have increased and graduate student teaching assistants teach more sections, for ex-
ample. However, the applied mathematics faculty feel that this is a very poor solution to this problem. Both
staff lecturers and graduate student teaching assistants have a set workload which cannot be exceeded. Thus,
increasing class sizes and having an individual teach more sections can only lead to poorer quality of instruc-
tion which, in turn, will lead to student dissatifaction – both of which are completely counterproductive to
the mission of this program. The applied mathematics faculty have already experienced this situation in their
first effort to deliver Math 5: Pre-calculus (see Section 11.2.1). The applied mathematics faculty will need
to work with the School of Natural Sciences and UC Merced administration to address this ever-growing
problem. Maintaining the status quo is no longer going to be acceptable. Doing so undermines the quality
of education that the applied mathematics faculty are dedicated to maintain for this university.


6.3 Plans to Shift Programmatic Emphasis or Learning Outcomes


At present, there are no immediate plans to shift the programmatic emphasis or learning outcomes of the
Applied Mathematical Sciences program. Instead, the applied mathematics faculty will take the next several
years to continue to assess the program learning outcomes throughout its curriculum to identify and discuss
the effectiveness of the curriculum. The applied mathematics faculty anticipates forming a plan for any
programmatic shifts or changes to learning outcomes by the time of its next review.


6.4 Approaches to Developing New Strengths


The most important way to develop new strengths for the Applied Mathematical Sciences program is hiring
new faculty. New faculty fortify expertise in the core of applied mathematics while bringing new research
areas to the program. These new research areas of expertise allow for the development of new courses for
students. New faculty bring also a new perspective on how to enable students to achieve the goals of this
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program. As mentioned above, the applied mathematics faculty plan to hire one new faculty each year to a
build-out of approximately twenty applied mathematics faculty.


6.5 Plans to Merge or Subdivide to Achieve Programmatic Focus


There are no immediate plans for merging or subdividing to achieve programmatic focus. At present, the
eight senate faculty who comprise the applied mathematics faculty work autonomously, for the most part, in
managing this program. The applied mathematics faculty work currently with other faculty in the School of
Natural Sciences on issues of academic personnel and strategic planning. In the very near future, the applied
mathematics faculty will seek to form their own academic “unit.”


7 Faculty


The entire applied mathematics faculty is listed below


• Harish S. Bhat (began in July, 2008)


• François Blanchette (began in July, 2006)


• Boaz Ilan (began in July, 2005)


• Arnold D. Kim (began in July, 2004)


• Lei, Yue (began in July, 2009)


• Roummel Marcia (began in July, 2009)


• Michael Sprague (began in July, 2005)


• Mayya Tokman (began in July, 2005)


7.1 Information on Markers of Quality


Markers of quality are listed below for each of the faculty members.


• Harish Bhat


– 2005 First Place at the Stanford-Berkeley-Caltech Innovators Challenge, in collaboration with
E. Afshari and A. Hajimiri.


– 2005 Student Paper Prize and Travel Award for 2005 IMACS International Conference on Non-
linear Evolution Equations and Wave Phenomena, UGA.


– 2000-2003 National Science Foundation Graduate Research Fellowship, Mathematical Sciences.


– NSF Grant: Collaborative Research: Algorithms for Simulation and Design of Analog VLSI
Lattices (DMS-0913048),


• François Blanchette


– 2005 MRSEC Fellow, University of Chicago.
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– 1999-2002 Canadian National Science and Engineering Research Council Post-Graduate Schol-
arship, type A (1999), type B (2001).


– 1999 MIT Presidential Fellowship.


– NSF Grant: Simulations of surface tension driven flows and interactions between fluid flow and
solid particles (DMS-0808129).


• Boaz Ilan


– 1990 Shai Blaiman Contest in Mathematics and Computer Science V Second place (national),
Israel


– 1999 Vladimir Schreiber Award for Excellence in M.Sc. Studies in Mathematics, Tel Aviv
University, Tel Aviv, Israel


– 2001 Marejn Foundation Award for Excellence in Ph.D. Studies in Exact Sciences, Tel Aviv
University, Tel Aviv, Israel


– 2002 George S. Wise Award for Excellence in Ph.D. Studies in Mathematics, Tel Aviv Univer-
sity, Tel Aviv, Israel


– NSF Shared Instrument Grant: MRI: Acquisition of Composite Femtosecond Lasing Systems
for Broadband Non-linear Static and Dynamic Optical Analysis of Organic and Semiconducting
Systems (DMR-0821771)


– NSF Grant: Luminescent Solar Concentrators Based on Semiconductor Nanorods (CHE 0934615).


• Arnold D. Kim


– 1999 Department of Applied Mathematics, University of Washington Award for Teaching and
Service


– 1999 NSF VIGRE Research Associate, Department of Applied Mathematics, University of
Washington Award


– NSF Postdoctoral Fellowship, Ultra-short optical pulse propagation in random media (DMS-
0071578)


– DOE Grant: A Center for Computational Biology, US Department of Energy (Co-PI and Deputy
Director)


– NSF Grant: Mathematical investigation of light propagation in tissues for physiological moni-
toring and tissue imaging (DMS-0504858)


– Specer Foundation Grant: Forum for Excellence in Higher Education: Improving Writing and
Mathematics at UC Merced by Developing an Undergraduate Research Journal and Redevelop-
ing Pre-Calculus


– NSF Grant: Focused Research Group on Inverse Problems in Transport Theory (DMS-0553569)


– NSF Grant: Inverse Scattering Theory for the Radiative Transport Equation (EEC-0616228)


– NSF Grant: Direct and inverse problems for reflectance optical tomography and spectroscopy in
layered tissues (DMS-0806039)


• Roummel Marcia
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– NSF Grant: Second-order methods for large-scale optimization in compressed sensing (DMS-
0811062)


• Michael Sprague


– Fall 2001 Outstanding TA Award, Univ. of Colorado at Boulder, Mechanical Engineering


– 2003 Young Investigator Fellowship, 7th US National Congress on Computational Mechanics


– 2003 - 2005 NSF VIGRE Postdoctoral Scholar


– 2007 Multi-scale modeling and computation of convective geophysical turbulence, NASA Na-
tional Leadership Computing System (NLCS), 1.25 million hours of CPU time on the 2048-
processor Columbia supercomputer to perform numerical simulations for rotationally constrained
convection.


– 2006-2008 Hydrodynamics control by highly accurate numerical simulation and modelling of
the filtering processes and membrane separation, 8000 euro/year for three years to support travel
of French researchers to collaborate with M. Sprague and R. Lueptow in the USA.


• Mayya Tokman


– 2005-2006 AAAS Policy Fellowship


– 2002 Marshall N. Rosenbluth Outstanding Doctoral Thesis Award, APS.


– 2001 W. Carey Prize for Outstanding Thesis in Applied Mathematics, Caltech.


– 2001 The Frederick A. Howes Scholar in Computational Science Award, DOE CSGF Program.


– NSF grant: Projection Methods for Multiscale Problems in Plasma Physics and Applications
(DMS-0317511)


7.2 Faculty Contributions


Each and all of the applied mathematics faculty have been actively involved in curriculum development,
pedagogical practices and several other teaching and learning-related matters. Drs. Kim and Tokman put
together the initial proposal for the Applied Mathematical Sciences major. Ever since that initial proposal,
each applied mathematics faculty member has been providing valuable contributions to the program includ-
ing making changes to the core curriculum and developing new courses.


In fact, the applied mathematics faculty have developed two graduate courses so that graduate student
teaching assistants can develop their teaching skills and learn the values of teaching undergraduates well.
These courses were developed originally by Dr. Sprague in collaboration with Dr. Laura Martin in the Center
for Research in Teaching Excellence. Since that initial development, Dr. Lei has been teaching these course
and leading their on-going development. These two courses are described below.


• Math 201: Teaching and Learning in the Sciences – Students will be introduced to ‘scientific teaching’
- an approach to teaching science that uses many of the same skills applied in research. Topics
will include how people learn, active learning, designing, organizing and facilitating teachable units,
classroom management, diversity in the classroom and assessment design.


• Math 399: University Teaching – This course is centered on a student’s classroom experiences as
a Teaching Assistant in an undergraduate Applied Mathematics course. Provides a faculty-directed
opportunity to implement teaching practices presented in the course Teaching and Learning in the Sci-
ences. Course will involve video-taping of teaching, peer review, and weekly meetings with faculty.
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The applied mathematics faculty are also involved actively in general education. The course, Math
91: General Topics in Applied Mathematics developed by Dr. Blanchette, is a sophomore seminar course.
It gives an introduction to a variety of concepts useful in applied mathematics including floating point
arithmetic, methods of proofs, random walks, stereographic projections, transforms, etc. It is meant to give
students an opportunity to learn about the Applied Mathematical Sciences major.


In addition, Dr. Kim has participated in the general education course, Core 1: The World at Home:
Planning for the Future in a Complex World. Each and every semester since UC Merced began, Dr. Kim
has given a lecture entitled, “The Language of Mathematics.” This lecture introduces students to the general
concepts of mathematical problem solving, and compares its aesthetics to those in art and music.


7.3 Student Evaluations Data


In Table 2, we present a summary of the student evaluation data for courses taught by ladder-rank applied
mathematics faculty. In particular, we give the average over all student ratings for the category of “Overall
effectiveness of this instructor.” The scores are given on a scale of 0.00 to 7.00 with 7.00 denoting the
highest rating. The Excel spreadsheets contained in the file Student Evaluations Data.xlsx gives
more details.


All of the student evaluations data are not readily available. For example, all student evaluation data for
the Fall 2006 semester was lost due to a stolen computer. Moreover, the School of Natural Sciences has
been steadily improving its collection of student evaluations over the past several years. Nonetheless, we
are able to draw several conclusions based on the data that are available.


Table 2 show a consistent excellence in instruction. Across lower division courses, upper division
courses and graduate courses, the applied mathematics faculty have demonstrated clearly that they have
been effective teachers. The mean score of those listed in Table 2 is 6.49 with a standard deviation of 0.49.
The inaccuracies of student evaluation ratings notwithstanding, these data reflect the applied mathematics
faculty’s dedication to quality of instruction.


8 Students


8.1 Retention, Time-to-degree and GPA Data


The data that exist for retention, time-to-degree and GPA are contained in Table H of the file UCM Academic


Program Review Data - Math.xlsx prepared by the Department of Institutional Planning and Analysis.
At present, there are not many meaningful statistics to draw due to the infancy of this program. There


are several issues that need to be explained with the student success information. First, in the case of
Applied Math, there were no undergraduate majors until Fall 2006. Hence, there are no data for the 2005-06
academic year. Second, the retention/graduation rate data are for first-time freshman students who initially
declared Applied Math as their major; this data does not include students who switched into Applied Math
after their initial cohort year. Since there were no Applied Mathematical Sciences majors in Fall 2005, there
is not a cohort yet that has reached the 4 year graduation milestone. Therefore, we are not able to report any
meaningful graduation rates yet.
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Table 2: Summary of student evaluation ratings for course taught by applied mathematics faculty.


Semester Course Rating (out of 7.00)


Fall 05
Math 21 6.20
Math 22 6.92


Spring 06
Math 22 6.90
Math 24 6.31
Math 32 6.80


Fall 06 no data available


Spring 07


Math 23 6.17
Math 24 6.56
Math 30 6.53
Math 232 7.00
Math 223 6.80
Math 291 7.00


Fall 07


Math 21 6.59
Math 121 6.71
Math 131 6.65
Math 221 6.50
Math 298 7.00
Math 399 6.71


Spring 08
Math 24 6.82
Math 122 6.33
Math 222 6.86


Fall 08


Math 121 6.90
Math 131 5.59
Math 141 6.77
Math 221 5.60
Math 232 6.75
Math 298 6.60


Spring 09


Math 21 6.32
Math 22 6.73
Math 23 6.65
Math 91 6.50
Math 122 6.82
Math 142 5.46
Math 223 6.50


Fall 09


Math 21 6.31
Math 32 5.79
Math 121 6.53
Math 131 6.14
Math 141 6.50
Math 221 4.64
Math 231 7.00
Math 298 6.78
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As part of the mission of UC Merced to be a student-centered research university, the applied mathemat-
ics faculty have supervised several undergraduate students in research. Below is a list of these undergraduate
research projects.


• Mr. Paul Tranquilli worked with Professor Kim on a project involving the numerical solution of a
variable coefficient Fokker-Planck equation. This research resulted in the publication: A. D. Kim
and P. Tranquilli, “Numerical solution of a boundary value problem for the Fokker-Planck equation
with variable coefficients,” Journal of Quantitative Spectroscopy and Radiative Transfer 109, 727-740
(2007).


• Ms. Julia Clark worked with Professor Kim on a project involving the multiple scattering of polarized
light. This research resulted in the publication: J. Clark, P. González-Rodrı́guez and A. D. Kim,
“Using polarization to find a source in a turbid medium,” Journal of the Optical Society of America A
26, 1129-1138 (2009).


• Ms. Sydney Montroy and Mr. William Douandju have been working with Professor Blanchette on a
project to study the potential of settling particles, typically sediments, to act as heat carriers. This
research resulted in the submitting of a paper to the journal Physics of Fluids which is currently under
review.


• Ms. Maureen Long, Mr. Anthony Grimes, and Mr. Brent Rich worked with Professor Sprague on a
project to study a microfluidic mixing device. This research resulted in the publication: M. Long,
M.A. Sprague, A.A. Grimes, B.D. Rich, and M. Khine, “A simple threedimensional vortex mi-
cromixer,” Applied Physics Letters 94, 133501.


• Mr. Paul Tranquilli has been working with Professor Tokman on a project to develop efficient and
safe wood burning stoves that address the global need to reduce indoor air pollution – one of the top
10 global health risks, according to the World Health Organization. Recently, Mr. Karl Loepker and
Mr. Mark Bailey have joined Mr. Tranquilli and Professor Tokman on this project.


8.2 Student Profiles


Table 3 shows a summary of Table G of the file UCM Academic Program Review Data - Math.xlsx


prepared by the Department of Institutional Planning and Analysis. These data reflect the broad diversity
of the Applied Mathematical Sciences students. In particular, it is important to acknowledge that 60% of
our majors at Fall Semester, 2009 are first generation college students. Moreover, as of Fall Semester, 2009,
approximately 40% of our majors identify themselves as Hispanic.


That the female-to-male ratio among Applied Mathematical Sciences majors is approximately 3/7 is typ-
ical nationally. However, the applied mathematics faculty would like to work actively to increase the number
of female Applied Mathematical Sciences students in the future. As a result, the applied mathematics faculty
will develop and implement strategies to attract more women students to the Applied Mathematical Sciences
major.


8.3 Comparison to National Norms


Due to the limited data that are available presently (see our explanation in Section 8.1), we have not been
able to perform a comprehensive comparison of our students’ achievements to national norms. Nonetheless,
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Table 3: A summary of Applied Mathematical Sciences student profiles.


Fall 05 Fall 06 Fall 07 Fall 08 Fall 09
Total Majors N/A 6 23 38 57


Gender Female N/A 33.3% 26.1% 34.2% 26.3%
Male N/A 66.7% 73.9% 65.8% 73.7%


Race/Ethnicity


Black/African-American N/A 16.7% 4.3% 7.9% 7.0%
Asian/Pacific Islander N/A 16.7% 43.5% 28.9% 19.3%
Native American Indian N/A 0.0% 0.0% 0.0% 0.0%
Hispanic N/A 16.7% 13.0% 18.4% 40.4%
White N/A 33.3% 34.8% 31.6% 24.6%
International N/A 0.0% 0.0% 7.9% 3.5%
Unknown N/A 16.7% 4.3% 5.3% 5.3%


First Generation College N/A 33.3% 39.1% 44.7% 59.6%


First Language


English Only N/A 33.3% 26.1% 10.5% 10.5%
English & Other Language N/A 0.0% 8.7% 10.5% 14.0%
Non-English Language Only N/A 0.0% 17.4% 10.5% 14.0%
Unknown N/A 66.7% 47.8% 68.4% 61.4%


we have attempted to draw some early comparisons of Applied Mathematical Sciences students to those
across the entire UC Merced campus.


Table 4 shows some example comparisons between averages of the Applied Mathematical Sciences
students and averages of all UC Merced students (including the Applied Mathematical Sciences students).
These examples are part of a more detailed analysis given in Table F of the file UCM Academic Program


Review Data - Math.xlsx prepared by the Department of Institutional Planning and Analysis.


Table 4: A comparison of Applied Mathematical Sciences students to those across the entire UC Merced
campus.


Fall 2005 Fall 2006 Fall 2007 Fall 2008 Fall 2009


Ave HS GPA
UCM Students 3.4 3.46 3.47 3.42 3.44
AMS Students N/A 3.24 3.47 3.47 3.59


SAT Total
UCM Students 1071 1552 1560 1544 1538
AMS Students N/A 1425 1765 1598 1519


SAT Verbal
UCM Students 520 505 511 507 504
AMS Students N/A 410 568 523 480


SAT Math
UCM Students 551 542 542 535 530
AMS Students N/A 585 657 573 562


SAT Writing
UCM Students N/A 504 508 502 503
AMS Students N/A 430 541 501 477


The data shown in Table 4 indicates that the students majoring in Applied Mathematical Sciences have
similar academic backgrounds to those across the entire UC Merced campus except for SAT Math average
scores. For that case, the Applied Mathematical Sciences students have consistently a higher average score
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than those across the entire UC Merced campus.
It is tempting to draw more conclusions from this comparison or attempt to make more, but doing so


would be subject to objection. At this early stage of the program as well as the entire UC Merced campus,
we do not have sufficiently rich data to draw more meaningful conclusions.


8.4 Teaching Evaluations and Assessment


Table 5 shows a summary of student teaching evaluations data. In particular, we have computed an average
score over each semester for which we have data in the following three categories:


1. This class is well organized.


2. The instructor displays enthusiam for the subject matter.


3. Overall effectiveness of this instructor.


We computed these averages over all mathematics course for which we have this data. Thus, these averages
include classes taught by staff lecturers serving as both primary lecturer and teaching assistant.


The scores listed in Table 5 are given on a scale of 0.00 to 7.00 with 7.00 denoting the highest rating.
The Excel spreadsheets contained in the file Student Evaluations Data.xlsx gives more details.


Table 5: A summary of averaged student evaluation ratings.


Fall 05 Spring 06 Fall 06 Spring 07 Fall 07 Spring 08 Fall 08 Spring 09 Fall 09
6.13 6.42 No Data 6.32 6.34 6.31 6.32 6.27 6.25


From this data, we have found that the instruction of the Applied Mathematical Sciences program to
be consistently good to excellent. The lowest average of 6.13 for Fall Semester, 2005 can be attributed
largely to the Math 5 class. This class was given in a large lecture format and was largely unpopular with
students. Since that semester, we have changed our method for teaching this course (see Section 11.1.2 for
more details). Ever since that time, we have seen consistenly high average student evaluation ratings.


The applied mathematics faculty are dedicated to providing instruction to our students of the highest
quality. We are continually striving to improve our teaching so that our students can experience a truly
positive learning experience. The data we have collected thus far indicates that we are successful, but we
will continue to seek ways to improve both the measurement of our teaching quality as well as our teaching
quality, itself.


9 Diversity


The Applied Mathematical Science program has a strong committment to diversity in its students. The data
shown in Table 3 shows that this program has been successful in recruiting students from a diversity of
backgrounds. The applied mathematics faculty are continually developing methods to encourage students
from a diversity of background to pursue the Applied Mathematical Sciences major. One example of this
effort includes a special breakfast meeting during a campus recruiting session for perspective students and
families. This meeting included a seminar by Dr. Mark Johnson, who has had a variety of jobs as a profes-
sional mathematician including Yahoo!, Netflix and as an analyst for the St. Louis Cardinals baseball team.
Because many of the UC Merced students are first generation students, the applied mathematics faculty feel
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it is important to program events for entire families. Moreover, an important part of recruiting students is
showing them the broad variety of job opportunities that students graduating with a B.S. in Applied Mathe-
matical Sciences have. Another recruiting event involved a seminar talk by Dr. Helen Moore who has held
research positions at Genetech as well as a specialist in diversity at the American Institute of Mathematics.
Dr. Moore spoke of numerous opportunities for young female mathematicians in industry. In the near future,
the applied mathematics faculty plans to hold more of these recruiting events to encourage all students to
pursue a major in Applied Mathematical Sciences.


The Applied Mathematical Science program has a strong committment to diversity in its faculty. For
recruitments of new faculty, the applied mathematics faculty adhere to the guidelines set forth by the faculty
of the School of Natural Sciences. In particular, a search committee puts together a detailed hiring plan.
Included in this plan are specific strategies for obtaining a diverse applicant pool. Some example strategies
that the applied mathematics faculty have used include the following.


• The job advertisment has an explicit statement that encourages women and underrepresented minori-
ties to apply to the position.


• In addition to posting advertisements in appropriate professional society job lists, the applied math-
ematics faculty posts the advertisement to the Association for Women in Mathematics (AWM), Pro-
fessional Opportunities and the National Association for Mathematicians (NAM) and the Society for
Advancing Hispanics/Chicanos and Native Americans in Science (SACNAS).


• The search committee chair send emails with the job advertisement attached to Dr. Ricardo Cortez
who represents the Summer Institute in Mathematics for Undergraduates, Dr. Bill Massey who repre-
sents the Conference for African-American Researchers in the Mathematical Sciences, and Dr. Carlos
Castillo-Chavez who represents the Mathematical and Theoretical Biology Institute. All of these three
research programs are for young mathematicans from diverse backgrounds. In this email, the search
committee chair requests that the representatives distribute the email to lists of mathematicians who
have participated in mathematics programs that emphasize diversity.


Near the close of the faculty candidate search, the list of applicants and their diversity data are compared
to national standards for diversity and then reviewed by the Dean of the School of Natural Sciences. If the
candidate pool is not sufficiently diverse, the search is extended for the purpose of obtaining more candidates
that lead to a sufficiently diverse applicant pool. Prior to bringing out candidates to interview, the search
committee chair fills out the “Affirmative Action Summary” form10 (UCM-AP22). The search committee
takes special care to maintain diversity across its rankings of candidates from the original candidate pool
up to the interview list. In fact, the results of the candidate rankings must be approved by the Dean of the
School of Natural Sciences prior to brining any candidate out to interview.


10 Alumni


There were 7 B.S. degrees in Applied Mathematical Sciences awarded in the 2008-09 academic year. Here
is what we know of our graduates.


• Ms. Alaena Alilin is a graduate student in Applied Mathematics at UC Merced.


• Mr. Jimmy Hiep Nguyen is a DVT Engineer at Juniper Networks in Sunnyvale, CA.


10see http://academicpersonnel.ucmerced.edu/pdf/AP22 Aff%20Action%20Summary.xls
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• Ms. Mary Panos is a Level 7 Associate at In-N-Out Burgers in Merced, CA.


• Ms. PeiChen Shu is an R&D Engineer at Landmark Technology in San Jose, CA.


• Mr. William St. Claire is a graduate student in Cognitive Sciences at UC Merced.


• Mr. Paul Tranquilli is a graduate student in Applied Mathematics at UC Merced.


• Ms. Veronica Young is a graduate student in the Department of Biostatistics at George Washington
University after a student fellowship in the Research Alliance in Math and Science at Oak Ridge
National Laboratory.


The degree data is not available yet for the 2009-10 academic year. That data will not be available until
December, 2010. However, there have been 5 applications submitted for Spring 2010 graduation.


11 Status Report


Section 4 gives a historical account of the Applied Mathematical Sciences program ever since its first pro-
posal to the School of Natural Sciences in January, 2005. Section 4 goes on to discuss the name change
from “Mathematical Sciences” to “Applied Mathematical Sciences.”


11.1 Description of Programmatic Changes to Date


Section 2.1 gives a list of programmatic changes that have occurred thus far. Below, we describe each these
changes in detail.


11.1.1 Student Placement


At the beginning of the 2007-2008 academic year, the applied mathematics faculty hired Ms. Cheryl Hedges
as the Math Coordinator. One of the first issues that Ms. Hedges attempted to address was placing incoming
students in our lower division mathematics courses correctly. A survey of the educational reserach done on
this issue shows that student placement is an inherently challenging issue, but one of critical importance for
obtaining student success, especially for underrepresented minority students.


For our inaugural year, the applied mathematics faculty used the “Calculus Readiness” test written by
the Mathematics Diagnostic Testing Project11. Several other UC and CSU campuses use these tests for
their placement. At that time, the test was a “pencil and paper” multiple-choice test only12. The applied
mathematics faculty made decisions on student placement based on the test scores using results from other
institutions that used this test. Essentially, there is a single cut-off score. If students scored more points
than this cut-off, they were advised to take Calculus I (Math 21). Otherwise, students were advised to take
Pre-calculus (Math 5). Incoming students took this placement test during student orientations the summer
before they began their studies at University of California, Merced.


Due to the inconvenience of this testing environment to students, the applied mathematics sought an
online placement test. For the next several years, the applied mathematics faculty used the Maplesoft-
MAA Placement Test Suite13. These tests were designed by a panel of university mathematics teachers


11http://mdtp.ucsd.edu
12The MDTP has recently developed an online test that the applied mathematics faculty may evaluate for future use
13http://www.maplesoft.com/products/placement/maa.aspx
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and approved by the Mathematical Association of America (MAA). However, the test did not come with
recommendations on placement based on test scores. The applied mathematics faculty set cut-off scores for
this test based their evaluation of the test and their opinion on expectations for student preparedness.


By performing an analysis on former placement scores, Ms. Hedges worked out several scenarios for
different placement score cut-offs. Included in this analysis are predictions for distributions of enrollments
as well as student achievement based on final course grades. After presenting this analysis to the applied
mathematics faculty, Ms. Hedges led a discussion that led to our current cut-off score. In the end, this data
analysis gave the applied mathematics faculty the confidence in their decision.


The applied mathematics faculty have continued to monitor the results of the placement cut-off score
to make sure that it continues to be effective for placement. For the 2008-2009 academic year, the applied
mathematics faculty have migrated to an open-source solution called WeBWorK14 to administer the place-
ment test. The faculty worked together to write this test based largely on the Maplesoft-MAA test. The
challenges in placing students into mathematics courses correctly are ongoing. Nonetheless, it is clear from
these initial experiences that the applied mathematics faculty makes decisions best using an analysis of the
student data available.


11.1.2 Restructuring Pre-calculus


In Fall 2005, the campus’ inaugural semester, roughly 140 students placed into Calculus I or II, versus
approximately 400 who placed into pre-calculus. The pre-calculus course, Math 5, initially followed the
model of most large universities: students met in a large lecture (200 students/class) several times a week,
and also met in small discussion sections (25 students each) with a TA. We adopted Treisman workshop-
style discussion sections, so students spent a majority of their time working on problems in section, rather
than watching the TA solve problems. We chose as a text the #1-seller for this course that several other UC
campuses use.


Early in the semester, however, we began to detect real difficulties: student performance on the first
midterm exam was dismal overall; the esprit de corps of the class was poor within just a few weeks; and
students and teachers alike seemed frustrated by the course, but were unable to figure out how to make
dramatic improvements. Among other challenges, everyone in the course felt that there was a lack of
coherence: the text leapt from one topic to another, initially moving, for example, from absolute values one
day to solving equations the next, to rectangular coordinates the next, and so on. Students felt like they were
not making progress in building deep understanding of any particular topic, and felt instead like they were
simply revisiting material they had seen in earlier math classes, only at a much faster pace. As one colleague
stated: “How can they be motivated when the reward they perceive for surviving this class is more of the
same in future semesters?” Of course, the students’ perceptions were inaccurate, since the calculus courses
offer much more intellectual stimulation than the inaugural pre-calculus course, but the students had no way
of knowing that.


While we predicted a high failure rate for students’ final grades, we were unprepared for the ultimate
statistic: over 50% of the students did not pass the class. (This number does not account for students who
dropped the course sometime during the semester.) Worse, we all had concerns about students who passed
with a low-C: while they may have “passed,” we did not feel that they are well prepared for future courses.
This was deemed by all as a simply unacceptable outcome.


During the middle of the semester, we began to search for a different model of teaching this class,
looking for best practices at other large universities. We identified an outstanding one at the University of


14http://webwork.maa.org/wiki/Main Page
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Michigan, which has a long track record of helping large numbers of students excel through their intro-
ductory courses. After corresponding and visiting with the University of Michigan faculty in charge of the
program, the applied mathematics faculty decided to implement Michigan’s model for the Spring semester.
This adoption represents a huge shift for this large course in which we have responded to the students’ needs
in a very short time.


Some characteristic key features of the new course include:


• Elimination of large lecture: Students now meet solely in small classes of 25-30 students. Homework,
tests, and final grades are handled by central course coordinators, but each instructor is in charge of
his or her students’ learning. Among other benefits, we aim to form “learning communities” within
these small classes.


• Active learning: Students learn best when they themselves are actively engaged in the material, mak-
ing sense of things for themselves rather than watching someone else do math. Lecturing is minimized
in this course; instead, students are expected to read the text ahead of time, and the instructor then
gives mini-lectures interspersed with students working on challenging problems in groups for the bulk
of the time.


• Use of a different text: We now use the text, Functions Modeling Change: A Preparation for Calculus.
This text has a clear theme – functions – which immediately gives the course coherence. Furthermore,
it is written with the expectation that students have seen all of the basic skills necessary in earlier
classes; the focus here instead is on using those skills to treat mathematically interesting scenarios.
There is a great deal of real-world data in the problems, and consistently functions are examined
symbolically, numerically, graphically, and verbally (the so-called “Rule of Four.”)


Overall, the applied mathematics faculty have found this new pre-calculus course to be more effective
in enabling students to learn the skills they need to succeed in calculus. The small class sizes allow for more
personalized attention to student needs. Moreover, these managable size allow for effective active learning
modules in class. Although student success attributed to these items alone are difficult to measure directly,
the applied mathematics faculty believes firmly in this restructured pre-calculus course.


However, there are some recent developments that require a renewed attention to pre-calculus at UC
Merced. We are finding that as the enrollments grow, the number of students who need pre-calculus is
growing beyond our capacity to teach students using this structure. We have already limited enrollments
by prioritizing students by the needs of their declared majors. Moreover, we have found that there is a
significant fraction of students in pre-calculus whose mathematical preparedness is lacking for success in
this course. This fact is problematic because the applied mathematics faculty is restricted from developing
courses below this level since those courses would not be university-level mathematics courses.


One conclusion that seems to be drawing near is that the growing number of students requiring math-
ematics training at the pre-calculus level is beyond the capacity of what the applied mathematics faculty
can do with the resources available to them. Because this item affects not only the School of Natural Sci-
ences, but the entire university (these students are very rarely Applied Mathematical Sciences majors and
are, in fact, other majors in all three schools), the applied mathematics faculty believes the university needs
to consider this issue and take a more active role in addressing it. The applied mathematics faculty have
called already for a new structure for addressing the needs of students requiring basic mathematics training.
The applied mathematics faculty can no longer meet the needs of this important population of students by
themselves.
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11.1.3 Calculus Textbook Adoption


The applied mathematics faculty decided early on to adopt a single textbook that would serve all of the
calculus courses: Math 21, 22, 23 and 30. The original text was by Hughes-Hallet et al. For several reasons,
the applied mathematics faculty and the students in these classes voiced concerns over this particular text.
To respond to these concerns, the applied mathematics faculty met to evaluate several other textbooks after
the Spring Semester of the 2006-2007 academic year. After several discussions, the applied mathematics
faculty decided to use the text by Stewart. The applied mathemaics faculty felt that this text aligns better
with the goals and objectives of the calculus courses. The applied mathematics faculty have found that both
students and faculty enjoy the use of this text. It has been the text for Math 21, 22, 23 and 30 ever since.


11.1.4 New Calculcus Course Sequence


Dr. Lei, Yue, who serves currently as the applied mathematics faculty member who oversees the calculus
courses expressed an observation about our calculus students. Subsequently, Ms. Hedges performed an
analysis of the student data which helped to confirm a consistent and significant divide between two major
groups of students:


1. Students needing at most two semesters of single-variable calculus;


2. Students requiring vector calculus, linear algebra and differential equations.


These two groups of students have very different motivations and objectives for taking calculus due largely
to their specific academic goals.


The applied mathematics faculty have found that reaching both groups of students effectively and help-
ing them to achieve their educational goals in the existing Math 21 and 22 courses is becoming more and
more challenging. For example, to focus on the needs of the first group of students to develop and practice
their problem-solving skills needed to understand the fundamental concepts in calculus requires time away
from some of the technical details that are needed by students in the second group. On the other hand,
preparing students in Math 21 and 22 for the material in Math 23 and 24 only serves the proportion of
students who will go on to take those courses.


To address this problem, we are proposing this year a new, two semester calculus sequence comprised
of the courses Math 11: Calculus I and Math 12: Calculus II. These courses are under review currently.
These two courses are designed to meet the needs of the first group of students listed above. We will remove
the existing course, Math 30: Calculus II for Biological Sciences since we will be replacing that course
with Math 12. Consequently, Math 21 and Math 22 will be tailored to meet the needs of the second group
of students listed above. We are tentatively going to change the name of Math 21/22 to Calculus I/II for
Physical Sciences and Engineering, respectively, since these courses serve those particular majors. Thus,
we propose that those majors requiring at most two semesters of calculus take Math 11 and 12 and those
majors requiring more than two semesters of calculus take Math 21 and 22.


11.1.5 Reorganizing the Core Curriculum


After our first cohort of Applied Mathematical Sciences majors went through our core curriculum of applied
mathematics courses, the applied mathematics faculty determined that this core required some reorganiz-
ing. In particular, with respect to PLO 1, the applied mathematics faculty found that students were having
difficulty making the transition to rigor required for upper level mathematics courses focusing on analytical
methods. Students were not meeting the applied mathematics faculty’s expectations. Through individual
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discussions with students, the applied mathematics faculty determined that students felt that the difficulty in
the content changed too abruptly from the lower division courses to the upper division courses.


The applied mathematics faculty meet in the summer of 2008 to discuss this matter. From this dis-
cussion, the applied mathematics faculty have decided to reorganize their upper division core courses that
focus on analytical solutions methods. In particular, the applied mathematics faculty reorganized the content
across the entire core so that students could develop their analytical problem-solving skills more gradually
and in a more naturally progression.


In particular, the applied mathematics faculty paid more attention to the transition that students make
from the lower division Math 24 course to the current Math 121 course. The new course sequence, which
is under review currently, eliminates Math 121 and replaces it with a new course, Math 125 and eliminates
Math 142 and replaces it with a new course, Math 126. The sequence of Math 24, Math 125 and Math
126 gives students a three-course sequence in which students build and develop skills for solving ordinary
and partial differential equations. By having this three course sequence, students can build smoothly and
continually their analytical problem-solving skills rather than having three disjoint courses. Included with
these changes are pre-requisite changes to ensure this smooth and continuous progression through these
three courses that has an appropriate inclusion of material learned from those pre-requisite courses.


11.1.6 Capstone Modeling Course


As part of the development of the program learning outcomes, the applied mathematics faculty constructed
a map of the current courses that make up the Applied Mathematical Sciences core curriculum. For each
course in the core curriculum, the applied mathematics faculty examined each of the five program learning
outcomes listed above and identified if this course provides an introduction (I), develop (D) or mastery (M)
level appropriate for graduation. The resulting map is given in tn Table 6 below. This map provides a way
to visualize the intellectual development of students as they progress through this curriculum.


Table 6: PLO map of the current courses in the Applied Mathematical Sciences core.


Course PLO 1 PLO 2 PLO 3 PLO 4 PLO 5
Math 5 I I I
Math 15 I I
Math 18 I I I I
Math 21 I I I I
Math 22 I I I I I
Math 23 D I I I
Math 24 D I I D
Math 30 I I I I
Math 32 D I I I
Math 121 M D D M
Math 122 M D D M
Math 131 M D D D M
Math 132 M M D D M
Math 141 M D M M
Math 142 M D M M
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A quick survey of the map in Table 6 shows that there is a deficiency in developing mastery for PLO 3.
Among all others, PLO 3 requires the most academic maturity since students must be well-acquanted with
the other PLO’s of this program as well as the PLO’s of other programs to which they synthesize and apply
all of their skills. By participating in the excercise of creating this course map, the applied mathematics
faculty decided in the Summer of 2008 to make this issue a priority.


To address PLO 3 at the mastery level, the applied mathematics faculty will develop a capstone course
in mathematical modeling. This course will serve several functions. One such function is to provide a
unique experience for the Applied Mathematical Sciences majors that include a series of activities designed
to enhance their knowledge and appreciation of applied mathematics while preparing them for entry into
a graduate program or placement in government, industry and business. Other functions of this capstone
modeling course include avenues to assess the program through projects, presentations, and research.


We plan to develop a prototype for this course during Summer 2010. This development will include a
sample of the current Applied Mathematical Sciences majors. These students will survey different modeling
problems and help choose which problems may be relevant and interesting to future students. By Fall
Semester 2012, we plan to deliver this capstone course.


11.2 Current Limitations on Assessment


The Applied Mathematical Sciences program has been operating since Fall Semester, 2006. Thus, the
main limitation on assessment has been the limited data available to assess certain aspects of the program,
e.g. there are very few alumni from this program. The applied mathematics faculty is dedicated to taking
the next several years to establish its culture for assessment as more student data emerges.


To conduct future assessments and carry out the plans above, the Applied Mathematical Sciences pro-
gram will require several resources. Several of these resource needs are under consideration or under de-
velopment within the School of Natural Sciences, the Center for Research on Teaching Excellence and
Institutional Planning and Analysis. Other resource have not been addressed adequately by this university.


A critical component of all future assessments is evidence collecting. For the past several years, the
applied mathematics faculty benefitted from the work of Ms. Cheryl Hedges, who acted as Math Coordina-
tor. Ms. Hedges collected student data from all of the lower division mathematics courses and produced a
summary analysis of that data15. The applied mathematics faculty used that data each semester to conduct
meetings and make plans for the following semester. This data and analysis was critical for the applied
mathematics faculty to consider changes to the curriculum as well as in designing more formal assessments
to investigate concerns more deeply. Unfortunately, Ms. Hedges moved on from that position and it remains
unfilled due to the current fiscal situation. However, School of Natural Sciences’ Dean Pallavicini saw the
need for this kind of data collection and analysis for all of the programs within the School of Natural Sci-
ences. Consequently, she has been allocated staff support to help the programs within the school, including
Applied Mathematical Sciences, continue their routine data collection and analysis.


An important area where this data collection and analysis will be crucial is for the lower division service
mathematics courses, especially with the ever-growing number of students needing Math 5: Pre-calculus
and even more fundamental mathematics skill building. The implications of assessments made by the Ap-
plied Mathematical Sciences program on these lower division courses are far-reaching in that they affect
several other programs on campus. As a result, these assessments will have to be done in cooperation and
coordination with those other programs. As we have mentioned in Section 2.3, the applied mathematics


15See the files discussed in Section 6 of the Data Section for the Self-Review of the Applied Mathematical Sciences Program at
University of California, Merced.
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faculty plans to form a “lower division mathematics summit” to gather all of the programs to whom these
courses serve. We hope that our colleagues in other programs will help in this coordination.


The Center for Research on Teaching Excellence has provided a great deal of support already to the
Applied Mathematical Sciences program assessment. They have helped to organize this initial assessment
including holding the student focus group meeting. The applied mathematics faculty value greatly the
work that this center does for this program. As the applied mathematics faculty prepare to conduct future
assessments, they will look even more to this center for help and support.


The Department of Institutional Planning and Analysis has provided the majority of the data used for
this report. Through that work, there have been some initial discussions on how to collaborate to create a
dynamic database of student data – a larger scale version of the data collection, analysis and summarizing
that Ms. Hedges did earlier. We hope to collect meaningful student performance data each academic year
that the applied mathematics faculty will review and use to make decisions for each upcoming academic
year. This larger scale effort is crucial for addressing the lower division mathematics courses that affect the
entire campus.


The major challenge in addressing the future assessments lies in coordinating all of this data collec-
tion and analysis coming from different offices. Ultimately, this work is the responsibility of the applied
mathematics faculty. To that end, the applied mathematics faculty have reorganized themselves to address
these and other matters. Although the applied mathematics faculty value this assessment work, it does come
at the very real and substantial cost of time away from other scholarly duties. While this problem is ac-
knowledged widely across this campus, there exists no real solution. Perhaps as this campus becomes more
developed, it can afford to have faculty members spend the time and effort needed for these administrative
duties through methods such as teaching relief and acknowledgment of administrative work in academic
personnel matters. However, at this early stage of this university, there is no method to free up time to per-
form these administrative duties. Moreover, there are several more severe time expenditures such as faculty
hiring, academic personnel work and many others that conflict with the work needed to manage carefully
this program. All of these important matters take time away from the scholarship responsibilities of the fac-
ulty. The applied mathematics faculty are concerned deeply that this university has not addressed adequately
the faculty workload associated with the administrative needs to build, develop, run and evaluate this new
program successfully. Simply stated, this university gives conflicting messages regarding this work. The
applied mathematics faculty are striving to strike an appropriate balance between what we perceive as nec-
essary work and scholarly duties even though this university continues to inadequately address this matter.
We hope this university will begin to work on this matter immediately.
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1 Approved Undergraduate Program Proposal


The file Mathematics majorrevised4.18.05.pdf is the program proposal submitted to and reviewed
by Undergraduate Council (UGC). After receiving comments from UGC, the revision given by the file
mathmajor.5.23.05.doc was approved.
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2 Program Administration


2.1 Administrative Profile


There are three main programmatic areas of work: (1) lower division service courses, (2) the applied math-
ematical sciences major and minor, and (3) the applied mathematics graduate group. In addition to this
programmatic work, there are other administrative duties requiring attention such as resource allocation,
hiring and promotion as well as accreditation which is done by the program lead or chair. The personnel
associated with these areas are listed below.


∙ Program Lead/Chair – Arnold Kim


∙ Coordinators for the Lower Division Service Courses – Lei, Yue and Arnold Kim


∙ Coordinators for the Applied Mathematical Sciences Major – François Blanchette (lead), Roummel
Marcia and Mayya Tokman


∙ Coordinators for Graduate Studies in Applied Mathematics – Harish Bhat, Boaz Ilan and Michael
Sprague (lead)


2.2 Faculty Membership List


∙ Harish Bhat, Assistant Professor, School of Natural Sciences


∙ François Blanchette, Assistant Professor, School of Natural Sciences


∙ Boaz Ilan, Assistant Professor, School of Natural Sciences


∙ Arnold Kim, Associate Professor, School of Natural Sciences


∙ Lei, Yue, Lecturer with Potential for Security of Employment, School of Natural Sciences


∙ Roummel Marcia, Assistant Professor, School of Natural Sciences


∙ Michael Sprague, Assistant Professor, School of Natural Sciences


∙ Mayya Tokman, Assistant Professor, School of Natural Sciences
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3 Student Information


3.1 Current Undergraduate Students


See the file UCM Academic Program Review Data - Math.xlsx.


3.2 Alumni


There were 7 B.S. degrees in Applied Mathematical Sciences awarded in the 2008-09 academic year. These
students are listed below.


∙ Ms. Alaena Alilin is a graduate student in Applied Mathematics at UC Merced.


∙ Mr. Jimmy Hiep Nguyen is a DVT Engineer at Juniper Networks in Sunnyvale, CA.


∙ Ms. Mary Panos is a Level 7 Associate at In-N-Out Burgers in Merced, CA.


∙ Ms. PeiChen Shu is a R&D Engineer at Landmark Technology in San Jose, CA.


∙ Mr. William St. Claire is a graduate student in Cognitive Sciences at UC Merced.


∙ Mr. Paul Tranquilli is a graduate student in Applied Mathematics at UC Merced.


∙ Ms. Veronica Young is a graduate student in the Department of Biostatistics at George Washington
University after a student fellowship in the Research Alliance in Math and Science at Oak Ridge
National Laboratory.


The degree data is not available yet for the 2009-10 academic year. That data will not be available until
December, 2010. However, there have been 5 applications submitted for Spring 2010 graduation. Those
students are listed below.


∙ Mr. Oren Gazit


∙ Mr. Karl Lopker


∙ Ms. Sydney Montroy


∙ Mr. Luke Poole


∙ Mr. Bryan Sims


3.3 Benchmark Data


See the files UCM Academic Program Review Data.xlsx and UCM Academic Program Review Data


- Math.xlsx to compare benchmark data for Applied Mathematical Sciences students with students over
the entire UC Merced campus.
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4 Admitting and Advising Students


4.1 Advising Guidelines


At present, there are no formal advising guidelines for the Applied Mathematical Sciences major beyond
the documentation of the degree requirements. To that end, the advising staff have prepared planning sheets
for Applied Mathematical Sciences majors with different emphasis tracks. Those planning sheets are given
by the files


∙ MATH Planning Sheet-Comp. Sci & Engr 21810.pdf


∙ MATH Planning Sheet-Computational Bio 21810.pdf


∙ MATH Planning Sheet-Economics 21810.pdf


∙ MATH Planning Sheet-Engineering Mechanics 21810.pdf


∙ MATH Planning Sheet-Physics Track 21810.pdf


∙ APP MATH Planning Guide-Minor.pdf


The applied mathematics faculty work closely with the School of Natural Sciences advising staff to clarify
policies and procedures for this program. The applied mathematics faculty will consider the development
of more formal guidelines in the near future.


4.2 Degree Requirements


The degree requirements are contained in the catalog copy. The most recent catalog copy to be approved by
UGC is given in the file AMS Catalog Copy.doc.


4.3 Courses Taught


See the file Math Enrollments.xls for a list of all mathematics courses taught along with enrollment
figures. The file Math Courses Instructors.xls gives a list of all of the instructors for mathematics
courses broken down by semesters.


4.4 Recruitment Materials


The two main recruitment materials for the Applied Mathematical Sciences program are the website:
http://appliedmath.ucmerced.edu and the brochure (see AppliedMathBrochure.pdf). In addition,
we have included a sample recruitment letter (see the file Letter to Applied Math Students.doc) and
a sample email (see the file Recruitment Email.txt) that we have used to recruit potential students into
this program.
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5 Faculty Information


5.1 Harish Bhat


∙ Ph.D. in Control and Dynamical Systems, California Institute of Technology, 2005.


∙ My areas of expertise are: (1) analysis and simulation of electrical circuits using ideas from linear
and nonlinear waves, perturbation theory, and numerical analysis; (2) analysis of models for gas
dynamics and compressible fluid flow using methods of geometric mechanics and Hamiltonian partial
differential equations.


∙ For 2008-09 academic year, served on the faculty search committee and the graduate admissions
committee. For 2009-10 academic year, served on the graduate program committee.


∙ 13 peer-reviewed journal publications, 3 peer-reviewed conference publications, 5 manuscripts sub-
mitted and under review. The 5 key publications:


1. H. S. Bhat and B. Osting [2009], Diffraction on the two-dimensional square lattice, SIAM Jour-
nal on Applied Mathematics, 70, 1389–1406.


2. H. S. Bhat and R. C. Fetecau [2009], The Riemann problem for the Leray-Burgers equation,
Journal of Differential Equations, 246 (10), 3957–3979.


3. E. Afshari, H. S. Bhat, and A. Hajimiri [2008], Ultrafast analog Fourier transform using two-
dimensional LC lattice, IEEE Transactions on Circuits and Systems I, 55 (8), pp. 2332–2343.


4. H. S. Bhat and E. Afshari [2008], Nonlinear constructive interference in electrical lattices, Phys-
ical Review E, 77, 066602.


5. H. S. Bhat and R. C. Fetecau [2006], A Hamiltonian regularization of the Burgers equation,
Journal of Nonlinear Science, 16 (6), 615–638.


∙ Professional awards and honors (three lines maximum):


1. 2007: awarded three-year $95,452 grant from the National Science Foundation to develop nu-
merical methods and optimization algorithms for the design of high-speed analog circuits.


2. 2005: first place at the Stanford-Berkeley-Caltech Innovators Challenge, in collaboration with
E. Afshari and A. Hajimiri.


3. 2000: awarded three-year National Science Foundation Graduate Research Fellowship in the
Mathematical Sciences.


∙ Five most recent conferences:


1. 2009 SIAM Conference on Mathematics in Industry, San Francisco, CA.
2. 2008 IEEE Asia-Pacific Microwaves Conference, Hong Kong, China.
3. 2008 International Symposium on Antennas and Propagation, Taipei, Taiwan.
4. 2008 Fall Western Section Meeting of the American Mathematical Society, Vancouver, Canada.
5. 2008 Spring Western Section Meeting of the American Mathematical Society, Claremont, CA.


∙ Service to the profession: refereed papers for Proceedings of the Royal Society: Series A, Journal of
Nonlinear Science, Physica D, and Journal of Physics A. Evaluated a grant proposal for MITACS (see
http://www.mitacs.math.ca/index.htm).
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5.2 François Blanchette


∙ Ph.D. Massachusetts Institute of Technology, 2003


∙ Area of expertise – Fluid dynamics, with an emphasis on suspensions (particle and heat-transport,
instabilities) and free-surface flows (coalescence, drop dynamics, mixing within drops).


∙ Committee Membership – Lead of the Applied Mathematics major, Member of search committees for
lecturers and faculty members. Membership in the program’s commmittees and other services to the
program or university


∙ Dr. Blanchette has 13 peer-reviewed publications, 1 patent, 1 proceedings, 2 poster presentations. Five
key works include the following.


1. “Partial coalescence of drops at liquid interfaces,” Blanchette, F., Bigioni, T.P., Nature Physics,
Vol. 2 (4), pp. 254–257, 2006.


2. “High-resolution numerical simulations of resuspending gravity currents: Conditions for self-
sustainment,” Blanchette, F., Strauss, M., Meiburg, E., Kneller, B., Glinsky, M.E., Journal of
Geophysical Research-Oceans, Vol. 110 (C12), C12022, 2005.


3. “Flow lines and mixing within drops in microcapillaries,” Blanchette, F., Physical Review E,
Vol. 80 (6), 2009.


4. “Dynamics of drop coalescence at fluid interfaces,” Blanchette, F., Bigioni, T.P., Journal of Fluid
Mechanics, Vol. 620, pp. 333–352, 2009


5. “Particle concentration evolution and sedimentation-induced instabilities in a stably stratified
environment,” Blanchette, F., Bush, J.W.M., Physics of fluids, Vol. 17 (7), 073302, 2005


∙ Professional awards and honors


– NSF (DMS) grant: “Simulations of Surface Tension Driven Flows and Interactions Between
Fluid Flow and Solid Particles,” 2008-2011.


∙ Conference participation and lectures


– Meeting presentations: APS-DFD meeting (2001, 2003-09), SoCAMS (2004), Dynamics Days
(2006).


– Seminars given at: MIT (2000-03, 2005), UCSB (2003, 05), U. Chicago (2005-06), Beijing
University (2005), Stanford (2006), U. of Alberta (2006), U. of Waterloo (2006), York U. (2006),
UC Merced (2006-09), UC Berkeley (2006), UC Davis (2007), CSU Bakersfield (2008), CSU
Fresno (2008).


∙ Service to the profession


– Reviewer for: Petroleum Research Fund (grant), NSERC Engineering and Natural Sciences
(grant), Physical Review Letters, Journal of Fluid Mechanics, European Journal of Mechanics
-B/Fluids, Physical Review E, Physics of Fluids.


– Presentation Chair for APS-DFD meeting (2005-2006).


6







5.3 Boaz Ilan


∙ Ph.D., Tel Aviv University, 2002


∙ Area of expertise – the interface between mathematics and real-world phenomena. Dr. Ilan uses
differential equations and numerical computations to model problems in laser propagation and solar
science.


∙ Since 2005 Dr. Ilan has served on various UC Merced committees, including:


– Applied Math Search Committees (2005–2009)
– Applied Math Graduate Committee (2009)
– School of Natural Sciences Academic Resources and Planning Committee (2005-2009).


Dr. Ilan participated in several outreach events, including Bobcat Day and Dinner With A Scientist.


∙ To date Dr. Ilan has 28 publications in peer-reviewed journals. Five significant journal articles:


1. M. A. Hoefer and B. Ilan, Theory of two-dimensional oblique dispersive shock waves in super-
sonic flow of a superfluid, Physical Review A, Rapid Communications, 2009.


2. K. A. Mitchell and B. Ilan, Nonlinear enhancement of the fractal structure in the escape dynam-
ics of Bose-Einstein condensates, Physical Review A, 2009.


3. Q. Quraishi, S.T. Cundiff, B. Ilan, and M.J. Ablowitz, Dynamics of nonlinear and dispersion
managed solitons, Physical Review Letters, 2005.


4. . G. Fibich, B. Ilan, and G.C. Papanicolaou, Self-focusing with fourth-order dispersion, SIAM
Journal on Applied Mathematics, 2002.


5. G. Fibich and B. Ilan, Vectorial and random effects in self-focusing and in multiple filamentation,
Physica D, 2001.


∙ Professional awards and honors:


– NSF SOLAR Grant ”Luminescent Solar Concentrators Based on Semiconductor Nanorods”,
2009–2012 (co-PI).


– NSF MRI Grant 2008-2011 (co-PI).
– George S. Wise Award for Excellence in Ph.D. Studies, Israel, 2002.


∙ Conference participation and lectures – More than 30 presentations at scientific meetings and depart-
mental seminars and colloquia. Recent invited presentations:


– Department of Mathematics, University of Illinois at Urbana-Champaign (Oct. 2009).
– Workshop on Analysis of nonlinear wave equations and applications in engineering, Banff,


Canada (Aug. 2009).


∙ Professional awards and honors


– Organized two mini-symposia at international meetings (2004 & 2008)
– Organizing a mini-symposium planned for June 2010 (Beijing, China).
– Peer-reviewer for more than 12 journals in mathematics, physics and engineering disciplines.


Member of SIAM and OSA.
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5.4 Arnold D. Kim


∙ Ph.D. in Applied Mathematics from University of Washington in 2000


∙ Area of expertise – wave propagation in random media, numerical analysis and scientific computing,
asymptotic analysis and inverse problems applied to biophotonics.


∙ Committee Membership – A summary of Dr. Kim’s committee membership is given below.


– Applied Mathematical Sciences Program – Serves as program lead for the Applied Mathematical
Sciences program with duties similar to a department chair. Faculty accreditation officer for the
Applied Mathematical Sciences major and minor.


– School of Natural Sciences – Has served as Faculty Chair for the 2006-2007 and 2007-2008
academic years. Has served as Faculty Vice-Chair for the 2008-2009 academic year. Has been
serving as an Academic Personnel Committee co-chair since the 2007-2008 academic year. Cur-
rently serving as the School Committee-on-Committees chair.


– Univeristy Committees – Has served as the Divisional Council Member-At-Large for the 2005-
2006 and 2006-2007 academic years. Has been serving on the Committee-on-Committees since
the 2007-2008 academic year. Member of the School of Management steering committee. Mem-
ber of the WASC Steering Committee.


∙ Dr. Kim has over 30 peer-reviewed publications. Five key works include the following.


1. P. González-Rodrı́guez and A. D. Kim, “Comparison of light scattering models for diffuse op-
tical tomography,” Optics Express 17, 8756-8774 (2009) [Also cited in The Virtual Journal for
Biomedical Optics 2: 7 (2009)].


2. J. Clark, P. González-Rodrı́guez and A. D. Kim, “Using polarization to find a source in a turbid
medium,” Journal of the Optical Society of America A 26, 1129-1138 (2009) [Also cited in The
Virtual Journal for Biomedical Optics 2: 7 (2009)].


3. P. González-Rodrı́guez and A. D. Kim, “Reflectance optical tomography in epithelial tissues,”
Inverse Problems 25, 015001 (2009).


4. P. González-Rodrı́guez and A. D. Kim, “Light propagation in two layer tissues with an irregular
interface,” Journal of the Optical Society of America A 25, 64-73 (2007) [Also cited in The
Virtual Journal of Biological Physics Research 15: 3 (2008)].


5. A. D. Kim and P. Tranquilli, “Numerical solution of the Fokker-Planck equation with variable
coefficients,” Journal of Quantitative Spectroscopy and Radiative Transfer 109, 727-740 (2007).


∙ Professional awards and honors


– National Science Foundation Mathematical Sciences Postdoctoral Fellowship Department of
Mathematics, Stanford University (August 2000 - July 2003).


– Departmental Award for Teaching and Service Department of Applied Mathematics, University
of Washington (November 1999).


∙ Conference participation and lectures – Dr. Kim participates actively in several conferences and pro-
fessional meetings. For example, he has given twenty-two invited talks since his arrival to UC Merced.
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∙ Service to the profession – Dr. Kim reviews several manuscripts each year for publication in scientific
and mathematics journals. He has served on panels to review grant proposals for the National Science
Foundation and the Department of Energy. He is a member of the Society of Industrial and Applied
Mathematics and the Optical Society of America.


5.5 Lei, Yue


∙ Ph.D. in Mathematics from Massachusetts Institute of Technology, 2001


∙ Area of expertise – low-dimensional topology and geometry


∙ Committee Membership – coordinator of lower-division math courses


∙ Key publications are listed below


1. “Energy considerations for multiphase fluids with variable density and surface tension,” with
François Blanchette SIAM Review, Volume 51, Issue 2, pages 423-431.


2. “The regularity of the eta function for perturbations of order -(dim X) of the Atiyah-Patodi-
Singer boundary problem,” Communications in Partial Differential Equations, Volume 28, No.
9-10, 2003.


3. “The eta invariant for manifolds with boundary and holomorphic maps into the restricted Grass-
mannian,” Ph.D. thesis, Massachusetts Institute of Technology, February, 2001.


5.6 Roummel Marcia


∙ Highest degree: Ph.D., University of California, San Diego, 2002


∙ Area of expertise: Computational mathematics, large-scale optimization, numerical linear algebra,
image processing, computational biology


∙ Services to the program: Applied math faculty search committee, organizer of the applied math sem-
inar


∙ Number of publications: 13 journal papers (10 published, 1 accepted, and 2 submitted), 11 conference
proceedings (7 published, 2 accepted, and 2 submitted), 1 book chapter (in revision).


Five key publications or works:


– R. F. MARCIA. On solving sparse symmetric linear systems whose definiteness is unknown,
Appl. Num. Math., 58:4, pp. 449–458, (2008).


– R. E. BANK, P. E. GILL, AND R. F. MARCIA. Interior Methods for a Class of Elliptic Vari-
ational Inequalities, in L. T. Biegler, O. Ghattas, M. Heinkenschloss and B. Waanders (eds)
Large-scale PDE-constrained Optimization, Lecture Notes in Computational Science and Engi-
neering, Volume 30, 218–235, Springer Verlag, Berlin, Heidelberg and New York (2003).


– R. F. MARCIA AND J. BEN ROSEN. Convex quadratic approximation, Comp. Opt. Appl. 28,
173–187, (2004)
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– J. R. BUNCH AND R. F. MARCIA. A pivoting strategy for symmetric tridiagonal matrices, Num.
Lin. Alg. Appl 12, 911–922, (2005).


– R. F. MARCIA, J. C. MITCHELL, AND S. J. WRIGHT. Global optimization in protein docking
using clustering, underestimation, and semidefinite programming, Opt. Meth. Soft. 22:5, 803–
811 (2007).


∙ Awards: Computational and Informatics in Biology and Medicine Fellowship (2004-2006), UC San
Diego Fellowship (1995-1997).


∙ Grants: National Science Foundation (DMS-0811062): Second-order methods for large-scale opti-
mization in compressed sensing, Principal Investigator.


∙ Conference participation and lectures: over 25 conference presentations.


∙ Service to the profession: National Science Foundation grant review panelist, Society for Industrial
and Applied Mathematics Professional Development organizer


5.7 Michael Sprague


∙ Ph.D. in Mechanical Engineering from University of Colorado at Boulder in 2002.


∙ Areas of expertise – Computational mechanics of structures, fluids, and their interaction, computa-
tional boundaries for unbounded domains, and scientific computing.


∙ Committee Membership – A summary of Dr. Sprague’s committee membership is given below.


– Applied Mathematics Program – Serves as the faculty lead for graduate studies in applied math-
ematics (2005 - present).


– School of Natural Sciences – Served as a member of the Curriculum Committee (2005-2006),
Dean’s Faculty Advisor Group for Development (2005-2006), Member-at-Large of the Execu-
tive Committee (2006-2007), Chair of Committee on Committees (2007-2009).


– University Committees – Served as a memeber of the Strategic Academic Planning Committee
(2007-2008).


∙ Number of publications, performances and exhibits and five key publications or works – Dr. Sprague
has published 16 papers in peer-reviewed journals; five significant publications are listed below


1. T.L. Geers and M.A. Sprague, 2010, “A residual-potential boundary for time-dependent, infinite-
domain problems in computational acoustics,” to appear in Journal of the Acoustical Society of
America.


2. M.A. Sprague and P.D. Weidman, 2009, “Continuously tailored Taylor vortices,” Physics of
Fluids, 21, 114106.


3. M.A. Sprague and T.L. Geers, 2008, “Legendre spectral finite elements for structural dynam-
ics analysis,” Communications in Numerical Methods in Engineering 24, 1953–1965, DOI:
1002/cnm.1086.
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4. M.A. Sprague, K. Julien, E. Knobloch, and J. Werne, 2006, “Numerical simulation of an asymp-
totically reduced system for rotationally constrained convection,” Journal of Fluid Mechanics
551, 141–174.


5. M.A. Sprague and T.L. Geers, 2004, “A spectral-element method for modeling cavitation in tran-
sient fluid-structure interaction,” International Journal for Numerical Methods in Engineering
60, 2467–2499.


∙ Professional awards and honors – NSF VIGRE Postdoctoral Scholar (2003-2005)


∙ Conference participation and lectures – Dr. Sprague has contributed presentations at 13 conferences,
including the American Physical Society Fluid Dynamics meetings, the SIAM Conference on Math-
ematical & Computational Issues in the Geosicences, and the United States National Congress on
Theoretical and Applied Mechanics.


∙ Service to the profession (including consulting, where appropriate) – Dr. Sprague is a member of
American Physical Society, American Society of Mechanical Engineers, and Society for Industrial
and Applied Mathematics. He has served as a Peer reviewer for 16 different journals.


5.8 Mayya Tokman


∙ Ph.D. in Applied Mathematics from California Institute of Technology in 2001.


∙ Area of expertise – Numerical analysis, scientific computing


∙ Committee membership – A summary of Dr. Tokman’s committee membership is given below.


– Faculty director for the Science and Mathematics Initiative (SMI)


– Served as a member of curriculum committee for the School of Natural Sciences


– Served as a member of the hiring committees both for the Applied Math program searches and
for the Vice Provost for Student Affairs position.


∙ Publications


– Efficient Integration of Large Stiff Systems of ODEs with Exponential Propagation Iterative
(EPI) Methods, M. Tokman, Journal of Computational Physics 213 (2006) 748776.


– Three-dimensional Model of the Structure and Evolution of the Coronal Mass Ejections, M.
Tokman, P. Bellan, Astrophysical Journal, 567(2), (2002) 1202.


– Investigations into the Relationship between Spheromak, Solar and Astrophysical Plasmas, P.M.
Bellan, S.C. Hsu, J.F. Hansen, M. Tokman, S.E. Pracko, C.A. Romero-Talamas, Proceedings on
19th International Atomic Energy Agency Fusion Energy Conference, Lyon, 2002.


∙ Professional awards and honors


– 2005-2006 AAAS Policy Fellowship
– 2002 Marshall N. Rosenbluth Outstanding Doctoral Thesis Award, APS.
– 2001 W. Carey Prize for Outstanding Thesis in Applied Mathematics, Caltech.
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∙ Conference participation and lectures


– NCAR Frontiers in Geophysical Simulation Workshop, Boulder, CO (August 2009).
– Extreme Scale Computing in Fusion Research DOE Workshop, Washington, DC (March 2009).
– SIAM Computational Science & Engineering Conference, Miami, FL (March 2009).
– Applied Mathematics Seminar, Department of Mathematical Sciences, University of Delaware


(November 2008).
– Numerical Methods Seminar, Princeton Plasma Physics Laboratory, Princeton, NJ (November


2008).
– Applied Mathematics Colloquium, Applied Physics and Applied Mathematics Department, Columbia


University (Novermber 2008).
– International Young Investigator Symposium, Oak Ridge, TN (October 2008).
– Computational Methods in Transport Workshop, Tahoe, CA (September 2008).
– GLADE Numerical Methods for ODEs Conference, Auckland, New Zealand (July 2008).
– US-France Young Scientists Meeting, Washington, DC (October 2007).
– Joint Meeting of American and New Zealand Mathematical Societies, Wellington, New Zealand


(December 2007).
– Nano-Bio Workshop, Urbana-Champaign, Illinois (August, 2007).
– SCICADE International Conference on SCIentific Computation And Differential Equations,


Saint-Malo, France (July 2007).
– Applied Mathematics Seminar, Mathematics Department, University of California, Irvine (April


2007).
– Numerical Solution of Differential and Differential-Algebraic Equations Workshop, Halle (Saale),


Germany (September, 2006).
– Mathematics Colloquium, Mathematics Department, University of California, Berkeley, CA


(October 2004).
– High Altitude Observatory Colloquium, NCAR, Boulder, CO (October 2004).
– Space Sciences Laboratory Seminar, Berkeley, CA (April 2003).
– Division of Plasma Physics Meeting, American Physical Society (APS), Orlando, FL (November


2002).
– High Altitude Observatory Colloquium, NCAR, Boulder, CO (May 2002).
– Mathematics Colloquium, Mathematics Department, University of California, Berkeley (Octo-


ber 2001).
– Applied Physics Seminar, Caltech, Pasadena (November 2000).
– Jet Propulsion Laboratory Seminar, Pasadena (November 2000).
– U.S. Naval Research Laboratory Seminar, Washington, D.C. (November 2000).
– Informal Applied Mathematics Seminar, Caltech, Pasadena (November 2000).


∙ Service to the profession


– Served on the selection and steering committees for the Department of Energy Computational
Science Graduate Fellowship (CSGF) program, organized networking for alumni and fellows of
the CSGF program
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– Served as a reviewer for SIAM Journal of Scientific Computing and Journal of Computational
Physics.
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6 Learning Outcomes Assessment


See the file AMS PLO Assessment.pdf. In addition, please refer to the following files that the applied
mathematics faculty have been using to perform informal assessments.


1. Fall 2007 Lower Division Math Course Summary.pdf


2. Spring 2008 Lower Division Math Course Summary.pdf


3. Fall 2008 Lower Division Math Course Summary.pdf


4. Spring 2009 Mid-Semester Lower Division Math Course Summary.pdf


5. Spring 2009 Lower Division Math Course Summary.pdf


6. Fall 2009 Lower Division Math Course Summary.pdf
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Program Learning Outcomes Assessment 


 


Applied Mathematical Sciences Program 


University of California, Merced 


 


January 30, 2010 


 


 


Abstract 


 


The applied mathematics faculty performed an initial assessment of the Applied 


Mathematical Sciences program. In particular, we studied two program learning 


outcomes: (1) solve mathematical problems analytically and (2) solve mathematical 


problems using computational methods using direct (embedded questions) and indirect 


(student focus group discussion) evidence. Through this initial assessment, the applied 


mathematics faculty discovered that they need to work together in the near future to 


develop a more coherent set of standards for assessing student progress with respect to 


these program learning outcomes. Consequently, the applied mathematics faculty has 


made concrete proposals for next steps for future assessments. Moreover, the applied 


mathematics faculty gives some insight on the resource implications of doing these 


future assessments. 
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1 Introduction 


 


The Applied Mathematical Sciences program at UC Merced provides students with knowledge of the 


foundations of mathematics and the skills needed to apply mathematics to real-world phenomena in the 


social sciences, natural sciences and engineering.  The over-arching goal of the Applied Mathematical 


Sciences program is to 


 


Build a community of life-long learners that use the analytical and computational tools 


of mathematics to solve real-world problems. 


 


More specifically, the program learning outcomes of the Applied Mathematical Sciences program are as 


follows. 


 


Upon graduating, we expect students completing the Applied Mathematical Sciences 


major to have become effective problem-solvers, meaning that student will be able to 


 


1. Solve mathematical problems using analytical methods. 


2. Solve mathematical problems using computational methods. 


3. Recognize the relationships between different areas of mathematics and the 


connections between mathematics and other disciplines. 


4. Give clear and organized written and verbal explanations of mathematical ideas to a 


variety of audiences.  


5. Model real-world problems mathematically and analyze those models using their 


mastery of the core concepts. 


 


The original plan was to assess initially only the first program learning outcome. However, after a 


meeting with Arnold D. Kim, Michael Roona and Anne Zanzucchi on Wednesday, August 26 (see Section 


7.1 for a summary of that meeting and Section 7.2 for a summary of a follow up meeting) to discuss this 


plan, the applied mathematics faculty decided to do an initial assessment of the first two program 


learning outcomes listed above. In particular, the faculty decided to focus this initial assessment effort 


on two critical “transition” courses: Math 121 and Math 131. Math 121 is the first upper division course 


for the major in which students study intermediate and advanced analytical methods for solving 


ordinary and partial differential equations. Math 131 is the first upper division course for the major in 


which students learn numerical analysis. 


 


The applied mathematics faculty has made this change of plan because these two courses are critical for 


the program’s consideration. By performing this assessment, the faculty hopes to see how well their 


students entering into the major are prepared for upper division courses. In addition, the faculty hopes 


to obtain an indication of what can reasonably be expected for subsequent upper division courses.  


Thus, the faculty will become more informed as they take on the task of assessing our lower division 


courses. In addition, the faculty hopes to obtain an indication of what can be expected reasonably for 


the subsequent upper division courses. In doing so, the faculty hopes to obtain a better understanding 


of Applied Mathematical Sciences students that will translate directly to developing new courses, 


namely a capstone modeling course. In other words, the applied mathematics faculty is using this initial 


assessment to initiate a cascade downward to assess lower division service courses and a cascade 


upward to assess the major. 
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2 Assessment methods 


 


The procedure for assessing achievement of the first and second program learning outcomes utilized 


both a direct (embedded questions) and an indirect (focus group discussions) method. 


 


2.1. Embedded Homework and Final Exam Questions 


 


The following questions were embedded in the Math 121 and Math 131 courses. For Math 121, the 


faculty is assessing PLO 1 and for Math 131, the faculty is assessing PLO 2. Each of the solutions for the 


embedded questions was assessed using the rubric agreed upon by the applied mathematics faculty 


(see Sections 7.4 and 7.5 for the initial rubrics used in this assessment exercise). Each faculty member 


performed this initial assessment individually.  After this initial assessment exercise, the applied 


mathematics faculty met as a group to discuss the collective results. In addition, the applied 


mathematics faculty discussed the re-evaluation and revision of their original rubric based on this initial 


assessment experience. 


 


The applied mathematics faculty chose two problems to embed in the Math 121 course to provide an 


assessment of PLO 1. The Math 121 embedded homework question is given by the following. 


 


 


The Math 121 embedded final exam question is given by the following. 


 


The applied mathematics faculty chose two problems to embed in the Math 131 course to provide an 


assessment of PLO 2. The Math 131 embedded homework question is given by the following. 
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The Math 131 embedded final exam question is given by the following. 


 


 


2.2. Student Focus Group Questions and Activities 


 


With the assistance of Anne Zanzucchi and Adriana Signorini from the Center for Research and Teaching 


Excellence, the applied mathematics faculty conducted a focus group discussion with several students 


that took both Math 121 and Math 131 in Fall Semester 2008. The purpose of this student focus group 


was to hold a conversational and informal discussion about the major with the purpose of identifying 


the following items. 


 


o Key aspects of your learning experience,  


o What has been of most value to you and why,  


o What has been challenging for you and why, and 


o Strategies for improving the program.   


 


Below is a description of the Focus Group Questions and Activities. The applied mathematics faculty 


credits Anne Zanzucchi for developing this plan and Adriana Signorini for coordinating the actual group 


meeting. 


 


Goal:  The focus of this session is to determine key responses to students’ learning experiences in the 


major program.  The interview concludes with a problem-solving opportunity to ensure constructive and 


applicable feedback. 


 


Topics of Interest:  Program Learning Outcomes 


  


 


Brainstorming (15 minutes) 


 


[In previous problems, students were asked first to implement the second order
and fouth order Runge-Kutta schemes] Use the two programs you wrote to solve


dx


dt
= −x, x(0) = 5.


1. Calculate x(1) and x(8) using h = 0.001, 0.01, 0.1, 1, 2 and 4.


2. Find the rate of convergence (big “oh”) of the absolute error of your
solution as h→ 0.
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(1) Take about 2-3 minutes to list or write a brief paragraph about your primary experiences as an 


Applied Mathematics student.  What are the immediate images, concepts, or phrases that come 


to mind? 


(2) Exchange your writing with a partner, take about 5 minutes to read and discuss responses.  It is 


not necessary to agree on a unified perspective, though to identify what appear to be a few 


positive and a few negative responses worth sharing with the group 


(3) Pairs report to the group about main ideas; focus group leader will list on board 


 


Program Learning Outcomes 


 


(4) Share paper copy of PLOs 1 & 2, how are we doing? 


(5) Given these PLOs, how applicable has MATH 131 / 121 been to the next step in your Applied 


Mathematics major? 


  


Elaboration (15 minutes) 


 


(6) At what point (or which project) did you really feel as though you were fully engaged with 


Applied Mathematics? 


(7) Have there been teaching practices that have been particularly effective at supporting your 


learning?  How so? 


 


Conclusion (5 minutes): Summary of general student consensus.  What are the key points that the 


faculty should know? 


 


3 Results 


 


3.1 Assessment Results for Embedded Questions 


 


Using the rubrics given in Sections 7.4 and 7.5, the applied mathematics faculty assessed the student 


work in the embedded homework and exam problems. For each student solution, each faculty member 


gave a rating of poor, fair or good. Next, the faculty assigned numerical values of -1, 0 and +1 to ratings 


for poor, fair and good, respectively. Using those numerical values, the faculty organized the results as 


an Assessment Matrix. The rows of this matrix correspond to a particular student and the columns of 


this matrix correspond to a particular applied mathematics faculty member. There is one Assessment 


Matrix for each of the embedded homework and exam problems. The applied mathematics faculty used 


this numerical coding of the results because it allows for more detailed statistical analysis. 


 


Tables 1 – 4 give the Assessment Matrices for each of the embedded homework and exam problems for 


PLO’s 1 and 2. 


 


If one reads across any row of these Assessment Matrices given above, one finds that there is no 


unanimous agreement about student performance. A more detailed statistical analysis (not shown here) 


confirms that the applied mathematics faculty had a diversity of opinions regarding student 


performance.  
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Table 1. Assessment Matrix for the embedded homework problem used to assess PLO 1. 


 


 Bhat Blanchette Ilan Kim Lei Marcia Sprague Tokman 


A 0 0 0 -1 1 0 0 -1 


B 1 1 0 0 0 0 0 1 


C -1 1 1 0 0 0 0 1 


D -1 1 1 0 0 0 0 1 


E 1 1 0 1 1 0 0 1 


F 1 1 -1 0 1 0 0 -1 


G 0 0 -1 0 0 1 0 0 


 


 


Table 2. Assessment Matrix for the embedded exam problem used to assess PLO 1. 


 


 Bhat Blanchette Ilan Kim Lei Marcia Sprague Tokman 


A 0 0 1 -1 0 0 0 0 


B 0 0 -1 0 -1 -1 -1 0 


C -1 -1 -1 -1 -1 -1 0 -1 


D -1 -1 -1 -1 -1 -1 -1 -1 


E 0 -1 1 -1 -1 0 -1 0 


F 0 0 1 -1 0 0 0 0 


G 0 0 1 -1 0 0 0 0 


H 0 0 -1 -1 0 -1 0 0 


I 0 -1 0 -1 -1 0 -1 -1 


 


Table 3. Assessment Matrix for the embedded homework problem used to assess PLO 2. 


 


 Bhat Blanchette Ilan Kim Lei Marcia Sprague Tokman 


A -1 0 0 0 1 1 0 -1 


B 0 1 1 0 0 1 1 0 


C -1 1 1 0 0 0 1 1 


D 1 0 0 1 1 0 1 0 


E -1 0 -1 -1 -1 -1 0 -1 


F -1 0 -1 -1 -1 -1 -1 -1 


G 0 1 0 0 0 1 0 -1 


 


Table 4. Assessment Matrix for the embedded exam problem used to assess PLO 2. 


 


 Bhat Blanchette Ilan Kim Lei Marcia Sprague Tokman 


A 0 0 -1 0 0 -1 -1 -1 


B 0 0 -1 -1 -1 -1 -1 -1 


C 0 1 1 0 1 0 0 0 


D 1 0 0 0 0 0 0 0 


E 0 0 0 0 0 -1 0 1 


F 0 -1 0 0 0 -1 -1 0 


G -1 0 -1 -1 0 1 -1 -1 


H 1 1 1 0 1 1 1 1 
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In the group discussion of these results, the applied mathematics faculty discovered why there were 


such widely varying assessment results. The diversity of results lies in each faculty member’s application 


of the rubrics to the student solutions. Some attempted to apply the rubrics with a strict interpretation 


to the student work. Others made adjustments as they evaluated student work. Those that made 


adjustments to their interpretation of the rubric did so because they felt that the rubrics were calling for 


items that extended too far for students at this level of their education. In particular, the items that 


mention “making adjustments to strategy” were too difficult to assess from this work. Overall, the 


applied mathematics faculty felt that the rubrics do not apply too well to the broad variety of problems 


that they have studied and hope to study in the future. Moreover, the faculty agreed that using only 


three tiers for assessment (i.e. good, fair and poor) is too coarse. 


 


3.3 Results from Student Focus Group Discussion 


 


Adriana Signorini coordinated the Student Focus Group Discussion held on Tuesday, January 19, 2010. 


Her written summary of this meeting appears in Section 7.6. The applied mathematics faculty would like 


to take this opportunity to thank her sincerely for this work. 


 


The applied mathematics faculty was pleased overall with the results of the Student Focus Group 


Discussion. The faculty interpreted the student statements about their learning experiences to be largely 


positive. Moreover, the faculty gained a lot of valuable insight from the student remarks that they plan 


to use to improve the curriculum. 


 


In particular, the faculty was pleased to hear that students wanted more early programming experience. 


The faculty agrees that students should develop sophisticated programming skills and that their early 


computer programming learning experiences are critical for their success in this regard. In fact, the 


applied mathematics faculty have been considering already developing a lower division course to help 


students develop their programming skills and gain sophistication in their ability to implement, test and 


validate algorithms. Moreover, we are trying to incorporate these skills more explicitly throughout the 


curriculum. For example, Professor Bhat used Matlab/Octave programming language in his Math 32 


course in Fall Semester of 2009 to give students extra exposure to mathematical programming. 


Professor Lei is continuing the use of computer programming in Math 32 this current semester, but 


using the R statistical programming language. Now that the faculty is aware of students wanting this 


kind of a course, the faculty has planned to make its development a priority in the near future. 


 


The applied mathematics faculty was surprised to learn that some students wanted a writing class that 


aligned more closely to the writing done in mathematics. The applied mathematics faculty have 


discussed at length in several meetings topics related to PLO 5. In particular, the applied mathematics 


faculty wishes to address a need to help students understand expectations in communicating 


mathematics correctly. For example, if a problem asks a student to “show” a particular mathematical 


statement (as in part 2 of the embedded exam problem for PLO 1), the student must use their 


knowledge of the problem to have that mathematical statement emerge naturally from a sequence of 


logically correct arguments. These mathematical communication skills take time to develop, especially 


as a student’s mathematical knowledge and skills are developing. The applied mathematics faculty does 


not feel that an entire mathematical writing course is the best near-term solution. However, the applied 


mathematics faculty initiated a discussion on how to have students continually develop their 


mathematics communications skills as they progress through the curriculum. By the time the faculty 
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assesses PLO 5, the applied mathematics faculty hopes to have some specific items in place throughout 


the entire curriculum that are meant to help students develop these communication skills. 


 


4 Conclusions and recommendations 


 


4.1 Student Learning 


 


Overall, the applied mathematics faculty was pleased with the student work in the embedded questions 


and the feedback that students gave in the student focus group discussion. There was unanimous 


consensus that both the direct and indirect methods gave valuable insight into the progress of this 


program. To that end, the applied mathematics faculty plan to continue using these methods as they 


continue to assess the Applied Mathematical Sciences PLO’s.  


 


One significant issue is the lack of evidence available at present to evaluate and assess the program. 


While the evidence collected thus far is valuable for these initial assessments, the data are not 


sufficiently rich that the applied mathematics faculty can determine useful statistical information. In 


other words, the applied mathematics faculty feels that the best mode of analysis is looking carefully at 


individual cases. The applied mathematics faculty seeks to extract as much useful information from the 


data, but at the same time, they are careful to not draw too many conclusions from this data. Indeed, 


the applied mathematics faculty agrees that it is better to investigate something in depth rather to make 


a superficial study of a larger area. At this time, the faculty does not see this situation as a disadvantage. 


Rather, the faculty feels that this detailed approach contributes directly to the sentiments from students 


that they appreciate that “faculty were always available to help.” 


 


From what the applied mathematics faculty has learned from this assessment, the faculty has agreed to 


pursue the following steps to help improve student learning with respect to the PLO’s. 


 


1. Consider developing a lower-division programming class to provide students a meaningful early 


experience in developing their programming skills which will enable them to succeed better at 


achieving PLO 2. 


 


2. Develop a continuous “thread” throughout the curriculum to help develop student’s skills in 


communicating mathematics, correctly and effectively. 


 


3. Work together more often to build a coherent consensus on assessment and evaluation student 


learning. 


 


Prior to undertaking these particular assessments, the applied mathematics faculty has made several 


revisions to the curriculum. All of these revisions have come from learning about student success in our 


classes, albeit less formally than is described in this report. Some of these curriculum changes are under 


review currently. A description of these changes appears below. 


 


4.1.A Restructuring Pre-calculus 


 


In Fall 2005, the campus' inaugural semester, roughly 140 students placed into Calculus I or II, versus 


approximately 400 who placed into pre-calculus.  The pre-calculus course, Math 5, initially followed the 


model of most large universities: students met in a large lecture (200 students/class) several times a 


week, and also met in small discussion sections (25 students each) with a TA.  The faculty adopted the 
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Treisman workshop-style discussion sections, so students spent a majority of their time working on 


problems in section, rather than watching the TA solve problems. They chose as a text the #1-seller for 


this course that several other UC campuses use. 


 


Early in the semester, however, the faculty began to detect real difficulties: student performance on the 


first midterm exam was dismal overall; the esprit de corps of the class was poor within just a few weeks; 


and students and teachers alike seemed frustrated by the course, but were unable to figure out how to 


make dramatic improvements. Among other challenges, everyone in the course felt that there was a 


lack of coherence: the text leapt from one topic to another, initially moving, for example, from absolute 


values one day to solving equations the next, to rectangular coordinates the next, and so on. Students 


felt like they weren't making progress in building deep understanding of any particular topic, and felt 


instead like they were simply revisiting material they had seen in earlier math classes, only at a much 


faster pace. As one colleague stated: “How can they be motivated when the reward they perceive for 


surviving this class is more of the same in future semesters?”  (In fact that's not true, since the calculus 


courses are much better in many ways, but these students had no way of knowing that.) 


 


While the faculty predicted a high failure rate for students’ final grades, they were unprepared for the 


ultimate statistic: over 50% of the students did not pass the class.  (This number does not account for 


students who dropped the course sometime during the semester.) Worse, the faculty all had concerns 


about students who passed with a low-C: while they may have “passed,” the faculty did not feel that 


they were well prepared for future courses. This was deemed by all as a simply unacceptable outcome. 


 


During the middle of the semester, the faculty began to search for a different model of teaching this 


class, looking for best practices at other large universities. The faculty identified an outstanding one at 


the University of Michigan, which has a long track record of helping large numbers of students excel 


through their introductory courses. After corresponding and visiting with the University of Michigan 


faculty in charge of the program, the applied mathematics faculty decided to implement Michigan's 


model for the Spring semester.  This adoption represents a huge shift for this large course in which they 


faculty has responded to the students’ needs in a very short time. 


 


Some characteristic key features of the new course include: 


 


• Elimination of large lecture: Students now meet solely in small classes of 25-30 students. 


Homework, tests, and final grades are handled by central course coordinators, but each 


instructor is in charge of his or her students' learning. Among other benefits, the applied 


mathematics faculty aim to form “learning communities” within these small classes. 


• Active learning: Students learn best when they themselves are actively engaged in the material, 


making sense of things for themselves rather than watching someone else do math. Lecturing is 


minimized in this course; instead, students are expected to read the text ahead of time, and the 


instructor then gives mini-lectures interspersed with students working on challenging problems 


in groups for the bulk of the time. 


• Use of a different text: The course text is now Functions Modeling Change: A Preparation for 


Calculus. This text has a clear theme -- functions -- which immediately gives the course 


coherence.  Furthermore, it is written with the expectation that students have seen all of the 


basic skills necessary in earlier classes; the focus here instead is on using those skills to treat 


mathematically interesting scenarios.  There is a great deal of real-world data in the problems, 


and consistently functions are examined symbolically, numerically, graphically, and verbally (the 


so-called “Rule of Four.”) 
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Overall, the applied mathematics faculty has found this new pre-calculus course to be more effective in 


enabling students to learn the skills they need to succeed in calculus. The small class sizes allow for more 


personalized attention to student needs. Moreover, this manageable size allow for effective active 


learning modules in class. Although student successes attributed to these items alone are difficult to 


measure directly, the applied mathematics faculty believes firmly in this restructured pre-calculus 


course. 


 


4.1.B Developing Communication Skills 


 


In the Spring of 2009, the applied math faculty inaugurated a one credit course (Math 91: Topics in 


Applied Mathematics) with the aim of developing the communication skills of the students. This course 


is aimed at sophomore students interested in applied mathematics. Through a variety of applied 


mathematics topics, it emphasizes the clear expression of mathematics. Students will work to improve 


their written expression in their homework assignments, which are graded as much for content as for 


form. The oral expression of mathematics is emphasized through a short student presentation on a 


subject of the student’s choosing. After a positive response from the students, this class is being offered 


in Spring 2010. 


 


4.1.C Calculus Textbook Adoption 


 


The applied mathematics faculty decided early on to adopt a single textbook that would serve all of the 


calculus courses: Math 21, 22, 23 and 30. The original text was by Hughes-Hallet et al. For several 


reasons, the applied mathematics faculty and the students in these classes voiced concerns over this 


particular text. To respond to these concerns, the applied mathematics faculty met to evaluate several 


other textbooks after the Spring Semester of the 2006-2007 academic year. After several discussions, 


the applied mathematics faculty decided to use the text by Stewart. The applied mathematics faculty 


felt that this text aligns better with the goals and objectives of the calculus courses. The applied 


mathematics faculty has found that both students and faculty enjoy the use of this text. It has been the 


text for Math 21, 22, 23 and 30 ever since. 


 


4.1.D New Calculcus Course Sequence (under review) 


 


Dr. Lei, Yue, who serves currently as the applied mathematics faculty member who oversees the calculus 


courses, expressed an observation about our calculus students. By analyzing available student data, the 


applied mathematics faculty were able to confirm a consistent and significant divide between two major 


groups of students: 


 


1. Students needing at most two semesters of single-variable calculus; 


2. Students requiring vector calculus, linear algebra and differential equations. 


 


These two groups of students have very different motivations and objectives for taking calculus due 


largely to their specific academic goals. 


 


The applied mathematics faculty has found that reaching both groups of students effectively and helping 


them to achieve their educational goals in the existing Math 21 and 22 courses is becoming more and 


more challenging. For example, to focus on the needs of the first group of students to develop and 


practice their problem-solving skills needed to understand the fundamental concepts in calculus 
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requires time away from some of the technical details that are needed by students in the second group. 


On the other hand, preparing students in Math 21 and 22 for the material in Math 23 and 24 only serves 


the proportion of students who will go on to take those courses. 


 


To address this problem, the applied mathematics faculty has proposed a new, two semester calculus 


sequence comprised of the courses Math 11: Calculus I and Math 12: Calculus II. These courses are 


under review currently. These two courses are designed to meet the needs of the first group of students 


listed above. Provided that this change is implemented, the faculty will remove the existing course, 


Math 30: Calculus II for Biological Sciences which will be replaced with Math 12. Consequently, Math 21 


and Math 22 will be tailored to meet the needs of the second group of students listed above. The faculty 


is tentatively going to change the name of Math 21/22 to Calculus I/II for Physical Sciences and 


Engineering, respectively, since these courses serve those particular majors. Thus, the applied 


mathematics faculty proposes that those majors requiring at most two semesters of calculus take Math 


11 and 12 and those majors requiring more than two semesters of calculus take Math 21 and 22. 


 


4.1.E Reorganizing the Core Curriculum (under review) 


 


After the first cohort of Applied Mathematical Sciences majors went through the core curriculum of 


applied mathematics courses, the applied mathematics faculty determined that this core required some 


reorganizing. In particular, with respect to PLO 1, the applied mathematics faculty found that students 


were having difficulty making the transition to working with the rigor required for upper level 


mathematics courses focusing on analytical methods. Students were not meeting the applied 


mathematics faculty’s expectations. Through individual discussions with students, the applied 


mathematics faculty determined that students felt that the difficulty in the content changed too 


abruptly from the lower division courses to the upper division courses. 


 


The applied mathematics faculty met in the summer of 2008 to discuss this matter. From this discussion, 


the applied mathematics faculty decided to reorganize their upper division core courses that focus on 


analytical solutions methods. In particular, the applied mathematics faculty reorganized the content 


across the entire core so that students could develop their analytical problem-solving skills more 


gradually and in a more natural progression. 


 


In particular, the applied mathematics faculty paid more attention to the transition that students make 


from the lower division Math 24 course to the current Math 121 course. The new course sequence, 


which is under review currently, eliminates Math 121 and replaces it with a new course, Math 125 and 


eliminates Math 142 and replaces it with a new course, Math 126. The sequence of Math 24, Math 125 


and Math 126 gives students a three-course sequence in which students build and develop skills for 


solving ordinary and partial differential equations. By having this three course sequence, students can 


build smoothly and continually their analytical problem-solving skills rather than having three disjoint 


courses. Included with these changes are pre-requisite changes to ensure this smooth and continuous 


progression through these three courses that has an appropriate inclusion of material learned from 


those pre-requisite courses. 


 


4.1.F Capstone Modeling Course (under development) 


 


To address PLO 3 at the mastery level, the applied mathematics faculty will develop a capstone course in 


mathematical modeling. This course will serve several functions.  One such function is to provide a 


unique experience for the Applied Mathematical Sciences majors that include a series of activities 
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designed to enhance their knowledge and appreciation of applied mathematics while preparing them 


for entry into a graduate program or placement in government, industry and business.  Other functions 


of this capstone modeling course include avenues to assess the program through projects, 


presentations, and research. 


 


The applied mathematics faculty plans to develop a prototype for this course by Summer 2010. This 


development will include a sample of the current Applied Mathematical Sciences majors. These students 


will survey different modeling problems and help choose which problems may be relevant and 


interesting to future students.  By Fall Semester 2012, the applied mathematics faculty plans to deliver 


this capstone course. 


 


4.2 Assessment Methods 


 


Overall, the applied mathematics faculty is pleased that their initial proposal for program learning 


outcomes seems still to be appropriate and correct. Probably the largest concern that the applied 


mathematics faculty had in this initial assessment was the lack of “coherency” in our assessment of the 


embedded questions. This lack of coherence indicates that the faculty does not yet share a common 


understanding of what a particular level of performance looks like. Most likely, this occurrence was due 


to a lack of discussion about the initial rubric the faculty has developed. To that end, the applied 


mathematics faculty has decided to proceed differently in the future in at least the following two ways. 


 


1. The applied mathematics faculty will do assessments of embedded questions in the future as a 


group so that they can have an open dialogue about our criteria and standards for evaluating 


student work. 


 


2. The applied mathematics faculty will adopt a different evaluation methodology based on the 


holistic grading approach that many of us use for grading student work (see Section 7.8 for a 


description of Holistic Grading). 


 


3. The applied mathematics faculty will seek more staff support for these assessments. In 


particular, the assessment reported on here could have been improved vastly by organizing the 


evidence collected better. By organizing this evidence collection and analysis effort better, the 


applied mathematics faculty believes that they can take full advantage of the entire group of 


faculty and suggest changes in real-time leading to a more meaningful discussion. 


 


In these ways, the faculty feels that they are making changes to our approach to assessment that will 


lead to a proper calibration in which individual faculty draw conclusions reliably about the quality of 


student work. 


 


5 Implications of proposed changes 


 


To conduct future assessments and carry out the plans above, the Applied Mathematical Sciences 


program will require several resources. Many of these resource needs are under consideration or under 


development within the School of Natural Sciences, the Center for Research on Teaching Excellence and 


Institutional Planning and Analysis. 


 


A critical component of all future assessments is evidence collecting. For the past several years, the 


applied mathematics faculty benefitted from the work of Ms. Cheryl Hedges, who acted as Math 
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Coordinator. Ms. Hedges collected student data from all of the lower division mathematics courses and 


produced a summary of analysis of that data. The applied mathematics faculty used that data each 


semester to conduct meetings and make plans for the following semester. This data and analysis was 


critical for the applied mathematics faculty to consider changes to the curriculum as well as in designing 


more formal assessments to investigate concerns more deeply. Unfortunately, Ms. Hedges moved on 


from that position and it remains unfilled due to the current fiscal situation. However, School of Natural 


Sciences’ Dean Pallavicini saw the need for this kind of data collection and analysis for all of the 


programs within the School of Natural Sciences. Consequently, she has been allocating staff support to 


help the programs within the school, including Applied Mathematical Sciences, continue their routine 


data collection and analysis. An important area where this data collection and analysis will be crucial is 


for the lower division service mathematics courses, especially with the ever-growing students needing 


Math 5: Pre-calculus and even more fundamental mathematics skill building. The implications of 


assessments made by the Applied Mathematical Sciences program on these lower division courses are 


far-reaching in that they affect several other programs on campus. As a result, these assessments will 


have to be done in cooperation and coordination with those other programs. The applied mathematics 


faculty hopes that their colleagues in other programs will help in this coordination. 


 


The Center for Research on Teaching Excellence has provided a great deal of support already to the 


Applied Mathematical Sciences program assessment. They have helped to organize this initial 


assessment including organizing and coordinating the student focus group meeting. The applied 


mathematics faculty values greatly the work that this center does for this program. As the applied 


mathematics faculty prepares to conduct future assessments, they will look even more to this center for 


help and support. 


 


There have been some initial discussions between the applied mathematics faculty and staff from 


Institutional Planning and Analysis. The applied mathematics faculty is hoping to collaborate with 


Institutional Planning and Analysis to create a dynamic database of student data – a larger scale version 


of the data collection, analysis and summarizing that Ms. Hedges did earlier. This larger scale effort is 


crucial for addressing the lower division mathematics courses that affect the entire campus. 


 


The major challenge in addressing the future assessments lies in coordinating all of this data collection 


and analysis coming from different offices. Ultimately, this work is the responsibility of the applied 


mathematics faculty. To that end, the applied mathematics faculty has reorganized themselves to 


address these and other matters. Although the applied mathematics faculty values this assessment 


work, it does come at the very real and substantial cost of time away from other scholarly duties. The 


balance of faculty effort needed to do this work while maintaining productivity in scholarship continues 


to be a challenge that remains insufficiently addressed by this university. 


 


6 Self evaluation 


 


Using the “Rubric for the Report on PLO Assessment,” the applied mathematics faculty self-evaluate this 


program according to the results of this initial assessment. 


 


6.1 Assessable Program Learning Outcomes 


 


The faculty agree strongly that the current program learning outcomes represent a good first attempt at 


encapsulating a practical realizable set of outcomes for their expectations of students in the program. 


The language used to articulate these outcomes emphasizes correctly that the applied mathematics 
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faculty are dedicated to enabling students to become effective problem-solvers versed well in both 


analytical and computational methods (PLO’s 1 and 2). The faculty agree that solving an applied 


mathematics problem requires a broad view that includes a strong knowledge-base of the application 


area to which the solution serves (PLO’s 3 and 5). And finally, the faculty is committed to teaching 


students effective communication skills that are essential for presenting findings and results to the 


broadest possible audience so that their work can have the most impact possible (PLO 4). 


 


The initial assessment presented here has provided the applied mathematics faculty a beneficial test of 


their program learning outcomes. Overall, the applied mathematics faculty agrees still that the program 


learning outcomes are reasonable and appropriate. However, the applied mathematics faculty has 


learned a great deal about their specific expectations of students through this assessment exercise. In 


particular, the applied mathematics faculty has revised their explicit criteria in the course rubrics. This 


revision will undoubtedly lead to new approaches in teaching that enable students better to fulfill the 


program learning outcomes. 


 


6.2 Valid Evidence 


 


Collecting and evaluating embedded questions is clearly the most sensible choice for evidence. This 


evidence provides the applied mathematics faculty a direct line to students’ abilities and skills. At the 


same time, the student focus group provided valuable insight into students’ perceptions of the program 


learning outcomes that the applied mathematics faculty did not always anticipate. The combination of 


these direct and indirect methods for collecting evidence proved to be essential for a comprehensive 


initial assessment.  


 


The major challenge in acquiring valid evidence for assessment is probably the sample size. The Applied 


Mathematical Sciences program is not a big program. Moreover, this program is still in its infancy. Thus, 


the faculty must work with small sample sizes that may not be appropriate for extrapolating to a broad 


view of this program. On the other hand, the applied mathematics faculty enjoys this current situation in 


which they have the ability to work with students on an individual basis. Again, the applied mathematics 


faculty feels strongly that this situation has led to the student statement in the focus group discussion 


that “faculty were always available to help.” It will become clearer as the faculty conduct future 


assessments that their view of the evidence will take on a broader view because the program will grow. 


 


6.3 Reliable Results 


 


Since this report discusses our very first formal assessment of the Applied Mathematical Sciences 


program, the applied mathematics faculty is still developing a collective understanding of the standards 


in evaluating the program. Just by reflecting on the revision of the rubric used to evaluate the 


embedded questions, the applied mathematics faculty has reached a new understanding that this 


calibration process will be dynamic and on-going. Certainly, this initial assessment provided the means 


to begin this discussion. 


 


6.4 Summarizing Results 


 


An important issue that the applied mathematics faculty will take on in the near future is 


communicating their assessment results on their lower division service courses to the other programs to 


whom those courses serve. The faculty hopes to develop a collaborative effort in which faculty and 


students from other programs participate in this very large assessment effort. Moreover, the faculty 
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hopes that in conducting this assessment, they can achieve even more alignment with the goals of other 


programs on campus, thereby strengthening the overall mission of this university. 


 


6.5 Conclusions and Recommendations 


 


The applied mathematics faculty is fortunate to have a student body who participated actively in this 


initial assessment. Because of this participation, the applied mathematics faculty was able to derive a 


great deal of information from this initial assessment. Indeed, student participation is essential for 


meaningful assessment. For future assessments, the applied mathematics faculty will develop concrete 


incentives for student participation. The applied mathematics faculty is dedicated to conducting 


transparent assessments to which students, faculty and staff have access. To that end, the applied 


mathematics faculty will develop more inclusive methods for conducting assessments that encourage 


more participation and yield a deeper sense of ownership among the stakeholders of this program. A 


critical component of this endeavor will be opening up communication channels and extending 


dialogues with students, staff and faculty. The applied mathematics will be developing methods for 


achieving these goals in the near future. 


 


7 Appendices 


 


7.1 Summary of Meeting on August 26, 2009 between Arnold Kim, Mike Roona and Anne Zanzucchi 


 


Overview 


 


The beginning of our meeting focused on a draft of the rubric for PLO #1, developed during Spring 2009.  


The original plan included assessing embedded questions in Math 22: Calculus II, Math 24: Introduction 


to Linear Algebra and Differential Equations, and Math 131: Numerical Analysis to create and refine 


assessment rubrics.  These three courses were selected for review as on the Curriculum Map they 


represent the full range of abilities (introduction, develop, mastery). 


 


Part of our discussion explored some potential challenges with a rubric covering so many levels of skill 


and coursework.  Arnold emphasized the importance of faculty buy-in with assessing student work and 


developing this rubric, so the assessment task and results should have a high-level of applicability.  With 


that in mind, it was suggested that the scope of assessment could be narrowed and thereby gain depth 


and faculty engagement.   


 


Since Math 131 is a course that has been discussed frequently by faculty and serves as an important 


gateway and also is a course that will play a key role in the assessment of PLO #2 and PLO #3, initially 


focusing on this course seemed ideal.  In addition, the suggestion was made that it might be easier to 


move the assessment process forward by focusing on MATH 131’s role in the development of 


computational methods (PLO #2), rather than analytical methods (PLO #1).   


 


Student coursework would need to be discussed by faculty during Fall 2009 to prepare the January 2010 


annual report, so we discussed some strategies for evaluating advanced homework sets to develop a 


shared rubric and strategize curriculum changes (as needed). 


 


Institutional Planning & Analysis Support 
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Surveys:  Five surveys were provided, three locally developed (New Undergraduate Survey, Graduating 


Seniors Survey, and Alumni Survey), one UC-wide survey (UCUES) and one national survey (NSSE).  The 


UCUES and NSSE surveys have been administered at UCM in alternate years (in the spring semester).  


The UCUES and NSSE surveys allow for comparisons, by program, with other institutions (UC campuses 


or other colleges/universities nationally). 


 


Timeline 


 


29 Sept. – 1 Oct. 2009: Capacity & Preparatory Review Site Visit 


15 Jan. 2010: Summary of PLO 1 Assessment (to WASC Steering Committee) 


15 Mar. 2010: Summary of Program Assessment (to WASC Steering Committee) 


14 Dec. 2010: Educational Effectiveness Report  


8-10 Mar. 2011: Educational Effectiveness Review Site Visit 


June 2011: Initial Accreditation expected 


 


7.2 Summary of Meeting on November 12, 2009 between Arnold Kim and Anne Zanzucchi 


 


Our meeting focused on potential overlaps between the assessment aspects of program review and FAO 


annual reporting on student learning outcomes.  We discussed an assessment plan for December that 


will lead to direct and indirect evidence of learning, related to PLOs 1 & 2: 


 


Upon graduating, we expect students completing the Applied Mathematical Sciences major to have 


become effect problem-solvers, meaning that student will be able to 


 


1. Solve mathematical problems using analytical methods. 


2. Solve mathematical problems using computational methods. 


 


The aim of this assessment plan is to refine a currently rough draft of a rubric that outlines criteria and 


standards for analytical and computational methods.  Embedded questions have been collected for both 


of these PLOs and could be rated according to this rubric, ultimately with the intention of developing the 


rubric further.  The revised rubric, then, will function as a guideline for describing expectations to 


students and providing a common vocabulary among faculty to describe student progress. 


 


Prior to a December faculty meeting, MATH faculty will receive a set of 6 embedded question responses 


which they will evaluate on their own time.  A Word.doc evaluation form will be sent to Math’s staff 


support, who will save files in folders labeled Exemplary, Satisfactory, Poor to tabulate scoring trends.  


This form will include a narrative commentary box, asking: 


 


(1) What overall features from the rubric helped you rate the quality of this student response? 


(2) Are there features not described in the rubric that would be useful to include?  Please describe 


 


A CRTE staff member can work with Math’s staff support member to analyze this narrative data.  In the 


December faculty meeting, participants will work in pairs for calibration and dialogue purposes.  The 


rubric will be refined and shared, based on the prior work of rating samples.  Pairs of faculty will then 


rate student work again using the refined rubric and provide similar feedback on its development.  Of 


interest will be to see if the scoring patterns are relatively similar once faculty work together on 


conclusions and apply a more detailed rubric. 
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For indirect evidence, faculty could be asked to describe their expectations of what students are able to 


do with this PLO before rating samples.  Then, they could reflect on whether there are any differences in 


their expectations after reading samples. 


 


Students in MATH 131 / 121 could complete a survey asking for their responses to the PLO.  A focus 


group could be conducted in March 2010 to see the extent to which their predictions about how the 


courses would apply to their major were accurate.  A sample focus group session script is attached. 


 


7.3 Agenda of Applied Mathematics Faculty Meeting on December 7, 2009 


 


1. Announcements [5 min] 


2. Reports 


a. Hiring (Arnold) [10 min] 


b. Graduate Program (Mike) [10 min] 


c. Undergraduate Program (Francois) [10 min] 


d. Lower-division service (Lei, Yue and Arnold) [10 min] 


3. Assessment for WASC [15 min] 


4. University Program Review [20 min] 


5. New Business [5 min] 


6. Adjourn 


 


No meeting minutes are available to include in this report. 


 


7.4 Initial Rubric for Assessing PLO 1 for Math 121 Embedded Homework and Final Exam Problems 


 


 


Poor 


• Little evidence of drawing on relevant previous knowledge is present, showing little 


relevant engagement in the task 


• Some correct reasoning or justification for reasoning is present with trial and error, or non-


systematic trying of several cases 


• There is an incomplete explanation, it may not be presented clearly 


• The solution is not complete indicating that parts of the problem are not understood 


Fair 


• Evidence of drawing on some relevant previous knowledge is present, showing some 


relevant engagement in the task 


• Planning or monitoring of strategy is evident, which leads to a solution of the problem 


• There is a clear explanation and appropriate use of accurate mathematical representation 


with few errors 


• The solution shows the student has a broad understanding of the problem and major 


concepts. Arguments are constructed systematically 


Good 


• Adjustments in strategy, if necessary, are made along the way and/or alternative strategies 


are considered 


• As systematic approach and/or justification of correct reasoning is present. This may lead to 


1) clarification of the task, 2) exploration of mathematical phenomena and 3) noting 


patterns and structures 


• Appropriate and accurate mathematical representations are constructed and refined to 


solve problems or communicate the solution 
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7.5 Initial Rubric for Assessing PLO 2 for Math 131 Embedded Homework and Final Exam Problems 


 


 


Poor 


• Little evidence of drawing on relevant previous knowledge is present, showing little 


relevant engagement in the task 


• Some correct reasoning or justification for reasoning is present with trial and error, or non-


systematic trying of several cases 


• Unsuccessful or incomplete transfer analytical knowledge to algorithm development, 


implementation and testing 


• There is an incomplete explanation, it may not be presented clearly 


• The solution is not complete indicating that parts of the problem are not understood 


Fair 


• Evidence of drawing on some relevant previous knowledge is present, showing some 


relevant engagement in the task 


• Planning or monitoring of strategy is evident, which leads to a solution of the problem 


• Successful and complete transfer analytical knowledge to algorithm development, 


implementation and testing 


• There is a clear explanation and appropriate use of accurate mathematical representation 


with few errors 


• The solution shows the student has a broad understanding of the problem and major 


concepts. Arguments are constructed systematically 


Good 


• Adjustments in strategy, if necessary, are made along the way and/or alternative strategies 


are considered 


• Attention paid to gaining efficiency in algorithm implementation through testing and 


validation 


• As systematic approach and/or justification of correct reasoning is present. This may lead to 


1) clarification of the task, 2) exploration of mathematical phenomena and 3) noting 


patterns and structures 


• Appropriate and accurate mathematical representations are constructed and refined to 


solve problems or communicate the solution 


 


7.6 Summary Report of Student Focus Group Discussion held on January 19, 2010 


 


Number of Participants: 6 students 


 


Goal: The focus of this session is to determine key responses to students’ learning experiences in the 


major program. The interview concludes with a problem-solving opportunity to ensure constructive and 


applicable feedback. 


 


Brainstorming  


 


Take about 2-3 minutes to list or write a brief paragraph about your primary experiences as an Applied 


Mathematics student.  What are the immediate images, concepts, or phrases that come to mind? 


 


Illustrations and Applications: 


 


The students agreed that there should be more illustrations and interactive applications of the concepts 


they were studying in the math class. They suggested having an assignment/ a class focused solely on 


connecting the math to real life situations, such as a long term project.  One student stated, “it is hard to 
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remember any of the material if it is not immediately applied to something, because it has no meaning if 


remembered by itself”.  


 


Material: 


 


There were mixed feelings about the programs. One student felt that the Mat Lab program was not 


introduced to them properly or completely, and this hindered their ability to operate in the class, and 


they should not have wasted time in Java for their prerequisites. On the other hand, another student 


had ease with the program, and thought Java was better to learn than Mat Lab because of its flexibility. 


The other three students were indifferent on the subject and had no comments on the matter. It was 


also suggested to have more integration of programs such as “Latex” which would help better prepare 


them for graduate school as well as writing papers for the Mathematics community in the future.  


 


Writing Class: 


 


Another suggestion was to have a writing 116 class more geared towards writing in Math as opposed to 


writing in biology. Two of the students felt that they were unable to write in the correct format because 


the writing class was primarily for Biology students. They felt that they were not receiving a fair writing 


education in the Math major. 


 


Students’ experience & Assignments:  


 


Students felt Math 131 and 121 professors are engaging since they are eccentric and entertaining, but 


that students were often given large amounts of notes and homework and short time for completion. 


The students request to be given more time to complete Math 121 assignments which take much longer 


to complete than the time originally assigned. 


 


Program Learning Outcomes 


 


Given these PLOs, how applicable has Math 131/121 been to the next step in your Applied Mathematics 


Major? 


− Solve mathematical problems using analytical methods. 


− Solve mathematical problems using computational methods. 


 


The general consensus was that the program is definitely moving in the right direction, but the students 


do not feel completely confident in being able to do either of the analytical or computational methods 


yet. The group expressed that the program focuses much more strongly on analytical rather than 


computational methods.  


 


One student felt that the Math 131 & 121 classes were a good start in upper division courses, and they 


were able to establish the expectations of the program. The Math 121 class was very helpful in 


progressing the analytical PLO, and Math 131 helped a little bit in the analytical PLO but was mainly 


iterative.  


 


Students’ engagement & Curriculum 


  


At what point did you really feel as though you were fully engaged with Applied Mathematics? The 


group felt that Math 141 was their turning point as an Applied Mathematics student, and suggested that 
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it should be taught earlier because it enabled them to know how to solve any math problem. However, 


one student suggested that “Transforms” from Math 121 was the real engaging point alongside with the 


Math 131 homework which made the students feel they really understood the material. 


 


Teaching Practices 


 


Have there been teaching practices that have been particularly effective at supporting your learning? 


 


Participant agreed that professor Harish Bhat, who didn’t adopt a book in Math 121 and posted 


extensive but very instructive and easy to follow notes on CROPS, taught the class with such great 


understanding that the students praised his methods excitedly. Similarly, Math 131 professor made an 


attempt to show applied, “hands on” learning which also aided the students’ learning. The students 


agreed that these methods were extremely effective and helped their learning. 


 


Conclusion 


 


Key points that the faculty should know: 


 


The students would like to ask faculty to be a little more patient with them because they felt that the 


professors did not seem to understand how difficult the subject was to them, and also they appreciated 


the fact that faculty were always available to help, and it should stay that way. 


 


7.7 Agenda of Applied Mathematics Faculty Meeting on January 23, 2010 


 


1. Announcements  


2. Discussion  


a. Gather individual feedback on the assessment 


b. Determine initial results on student performance 


c. Gather feedback on Student Focus Group summary (see attachment) 


3. Presentation of Assessment Data 


d. Discuss the cumulative results 


e. Reflect on initial results in light of the data 


4. Revisit the rubrics 


f. Determine revisions needed to ensure more consistent assessment in the future 


g. Propose future studies for assessment 


5. Discussion 


h. Next steps for future assessments 


i. Implications of these results in our program review 


6. New Business 


7. Adjourn 


 


No meeting minutes are available to include in this report. 
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7.8 Holistic Grading 


 


Holistic grading is a method for assessing student work. Dr. Bruce Birkett, a consultant for the School of 


Natural Sciences during the 2005-6 and 2006-7 academic years introduced holistic grading to the applied 


mathematics faculty. Below is a reprint (with their kind permission) of a document that Dr. Birkett and 


his colleague, E. Alby wrote to explain it. 


 


What is holistic grading? 


 


Don’t worry: the touchy-feely sounding name actually refers to a well-established grading technique 


designed to assign more meaningful scores.  Instead of “reductionistically” grading the students’ answer 


line by line, you read the solution as a whole and evaluate the students’ overall level of understanding of 


the concepts and problem-solving techniques.  Although this method sounds vague, it yields very 


reliable results, when done properly.  (In education jargon, “reliable” means that different graders 


would agree upon the score, making the score more meaningful.)  Indeed, ETS uses exactly this method 


to grade AP exams for this reason.   


 


What’s wrong with traditional grading? 


 


In traditional grading, you break up a problem into pieces, and assign a point value to each piece.  


Students lose points for each piece that they get wrong.  For instance, in a block-on-a-ramp problem, 


students might lose 2 points for getting the normal force wrong, 3 points for resolving the gravity vector 


incorrectly, and so on.  A majority of the time, this system yields a fair score.  But you also get some very 


perverse results.  For instance, graders have given students only 5 or 6 points out of 10 even when their 


presentations showed a clear understanding of the material, because many small errors chipped away at 


their scores.  At the same time, other students have gotten 8 or 9 out of 10 points because they blindly 


got all the pieces of the problem right, even though they clearly had no clue about how those pieces fit 


together, except by rote.   


 


Holistic grading avoids these perverse outcomes, because it focuses on the student’s overall answer, not 


on the pieces of the answer.  Most of the time, holistic grading and traditional grading give similar 


results.  But holistic grading yields better results in the kinds of cases just discussed.  And it’s faster than 


traditional grading, because you get less bogged down in details. 


 


How does holistic grading work? 


 


In holistic grading, you typically give the students’ answer a score between 0 to 5, where... 


 


5 = excellent understanding.  “He’s got it!”  The student clearly understands how to solve the problem.  


Careless errors can appear on a “5” paper, provided the errors don’t indicate a conceptual 


misunderstanding or lead to an entirely unphysical result.  Typically, you can tell a “5” within ten 


seconds of looking at it—and even faster, after you’ve seen lots of them. 


 


4 = good understanding.  “She has the basic idea, but messed up on one thing...”  The student 


understands the main concepts and problem-solving techniques completely or almost completely, 


but still has some minor yet nontrivial gaps in her reasoning.  If you were tutoring this student, 


you wouldn’t need to go back to basics.  You’d just need to address the one or two “sticking 
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points.” 


 


3 = fair understanding.  “He’s partly getting it, but missing some important stuff.”  The student isn’t 


completely lost, but doesn’t really get it, either.  If you were tutoring this student, you’d have to 


go back to some of the basics, but you wouldn’t need to dwell on them.  A “3” answer often looks 


like the student was going along fine for a while, but then branched off in some weird direction, or 


just didn’t know how to handle a crucial step.  Part of the answer may look like it was done more 


by rote than by really understanding.   


 


2 = poor understanding.  “Everything’s done by rote; she doesn’t understand what she’s doing.”  A “2” 


answer isn’t completely off base.  But it reflects reasoning done almost entirely by rote memory or 


by “pattern matching” to an earlier problem.  Or maybe the student goes off in some direction 


that’s not entirely crazy, but doesn’t work. 


 


1 = no understanding. “He didn’t get it at all.”  The student may have jotted down some appropriate 


formulas and diagrams, but didn’t know what to do with them.  Or he did something completely 


off base. 


 


0 = wrote hardly anything.  “She left it blank.”  Even blatantly wrong or incomplete answers get a 1.  A 0 


is reserved for blank or almost-blank pages. 


 


With help from the professor or from another TA, you should find some student answers that fit 


squarely into each category.  Use these answers as “calibration.”  This is really important; holistic 


grading is reliable only when you have good benchmarks for each of the 5 gradations. 


 


To grade efficiently using this system, the key thing is to escape the mindset of assigning “points off” to 


particular mistakes.  Of course, answers containing the same mistake often end up with the same score.  


But even so, you should look at how that mistake fits into the overall reasoning. 


  


Important:  If the problem is worth, say, 30 points, you’ll probably find yourself wanting to use more 


than 5 gradations.  Instead of giving all answers a score of 0, 6, 12, 18, 24, or 30, you might decide that 


someone deserves a “high 3/low 4,” i.e., a score of 21.  If you do this occasionally—no more than 10% of 


the time—then it’s fine.  But by doing it too frequently, you essentially end up with 10 gradations 


instead of 5, which reduces the reliability of holistic grading.  To maintain reliability, please interpolate 


between the 5 gradations only when you feel you must. 


 


Borderline cases 


 


Sometimes you’ll have a really hard time deciding a score.  Most of the time, you should trust yourself 


and go with your gut feeling.  But in the few cases where you just can’t decide, go ahead and ask 


another TA or professor to act as your tiebreaker.  And you can be someone else’s tiebreaker. 







Analyses of Fall 2007 Lower Division Mathematics Courses at UC Merced 
Prepared by Cheryl Hedges 


January 16, 2008 
 
In Brief 
Points of interest in this document are summarized in brief below.  You can find a more 
detailed analysis of all fall courses in the following section.   


• In Math 5, 42.7% of 110 students failing at mid-semester were able to improve 
grade to “C-” or better.   


o Gateway Exams, tutoring services, and academic workshops aided in this 
improvement. 


• Students continuing on to Math 21 at UC Merced will be tracked to 
review how well Math 5 prepares students for Calculus I.  In 
addition, monthly math faculty meetings will be held during spring 
2008 to discuss issues surrounding the Math 5 to Math 21 
transition. 


 
• 45% (68/151) of students failed Math 21. 


o Early assessment exam shows 78.1% (25/32) of students failing exam 
failed Math 21. 


o Viewing discussion participation scores shows no one receiving less than 
80% of discussion points (36 students) received higher than 60% of total 
possible points. 


o 92.5% (37/40) of students failing at mid-semester failed Math 21.  
 


 
Course Analyses 
 The applied mathematics faculty has asked for analyses of mathematics courses 
offered during the fall 2007 term at UC Merced.  Data received from math instructors and 
the Office of the Registrar is summarized below.  For the purpose of this document, a 
“passing” grade is defined as “C-” or better in the course.   
 


• Math 005 – 71.3% (209 of 293) student passed. 
• Math 021 – 55.0% (83 of 151) students passed. 
• Math 022 – 76.9% (93 of 121) students passed. 
• Math 023 – 66.1% (37 of 56) students passed. 
• Math 024 – 74.4% (35 of 49) students passed. 
• Math 030 – 85.2% (23 of 27) students passed. 
• Math 032 – 97.4% (74 of 76) students passed. 


 
 
 
 
 
 
 







 
 
Math 5 – Preparatory Calculus 
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Overview 
The chart above shows the final grade distribution for Math 5.  Of the 293 students 
enrolled at the end of the fall 2007 term, 71.3% received an A, B, or C which is similar to 
the 2006 – 2007 academic year average of 72.5%.   
 
At mid-semester, 62.8% (110 of 296) were receiving a D or F.  Of those 110 students, 47 
(42.7%) were able to improve their grades to a level of passing.      
 
Math Placement Exam 
Students entering UC Merced in fall 2007 were required to take a 25-question online, 
non-proctored calculus readiness exam administered by Maple T.A.  A student scoring 20 
or more is placed into Math 21, Calculus I, while those scoring 19 or less are 
recommended to enroll in Math 5, Pre-Calculus.  The chart below compares students’ 
placement score to final Math 5 grade.   
    


Placement Score n A, B, C D, F 
20 to 25 3 3 (100%) 0 
17 to 19 62 55 (88.7%) 7 
11 to 16 98 76 (77.6%) 22 
1 to 10 53 27 (50.9%) 26 


 
The Maple T.A. placement exam and 20-score cut-off appear to be achieving acceptable 
results.   
 
Gateway Exam 
Math 5 Gateway Exams were administered for the first time this term, fall 2007.  These 
exams test algebraic and computational skills students should have attained in high 
school and will be built upon during Math 5.  Passing the exam does not increase a 
student’s grade; however, failing to pass the exam will decrease a student’s grade by 1/3. 
The results of the exam are as follow: 







• 217 students passed. 
• 66 did not pass. 
• 20 did not attempt. 
 


Of the 66 who did not pass, we obtain the following results. 
• 3% (2) received an A+, A, or A-. 
• 7.6% (5) received a B+, B, or B-. 
• 30.3% (20) received a C+, C, or C-. 
• 56.1% (37) received a D or F. 
• 3% (2) withdrew from course. 


 
The gateway exam is adequately identifying students needing review of fundamental Pre-
calculus skills.  Earlier completion of the gateway exam will allow more time to address 
those deficiencies and progress through the semester.   
 
During fall 2006, only 5.7% (2/35) students failing at mid-semester were able to improve 
their grade from a D or F to a C- or above, compared to 42.7% (47/110) in fall 2007.  
Anecdotally, a combination of administering the gateway exam, improved student 
services such as tutoring, and academic workshops all played a role in this improvement. 
 
Math 21 – Calculus of a Single Variable I 
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Overview 
The chart above shows the final grade distribution for Math 21.  Of the 151 students 
enrolled at the end of fall 2007 term, 55% (83) received a letter grade of A, B, or C.  The 
average pass rate for the 2006 – 2007 academic year was 63%.  
 
At mid-semester, 44 students were receiving a grade of D or F in Math 21, only 40 of 
which could be identified at end of semester.  Of those 40 identified as receiving D or F 
at mid-semester, 37 received a D or F as a final grade.  Therefore, 92.5% (of 40) failing at 
mid-semester, failed the course.  Math 21, Calculus I, is often seen as a transition course.  
The subject matter is challenging and constantly builds upon previously learned topic.  
Once a student falls behind, it is often difficult to recover; however, it is not impossible.  
Early, reliable assessment can help identify students in danger of falling quickly behind.   







Assessment  
The first step in assessment is given to incoming students as the Math Placement Exam.  
Students entering UC Merced in fall 2007 were required to take a 25-question online, 
non-proctored calculus readiness exam administered by Maple T.A.  A student scoring 20 
or more is placed into Math 21 while those scoring 19 or less are recommended to enroll 
in Math 5.  The chart below compares students’ placement score and final Math 21 grade.    
 


 Scores on the Maple T.A. Math Placement Exam in Relation to  
  Math 021 Final Grade Fall 2007   
        
  Final Grades   
Placement 0 1 2 3 4 Total 
Test Score F D C B A n 


17   1 1     2 
18       1 1 2 
19  1 1   1   3 
20 4 2 5 3   14 
21 5   3 6 2 16 
22 2   4 3 1 10 
23 2   3 5 5 15 
24 1 1   4 3 9 
25 2 1     2 5 


Total  17 6 16 23 14 76 


% 22.4 7.9 21 30.3 18.4 100 
 
A weak, but positive correlation (R² = .0451) between placement and final grade was 
found, with an average grade of 2.16 for freshmen students.  It appears that a score of 
20/25 is the pivot point and an adequate cut-off. 
 
The second step of assessment is given as a 30-question diagnostic exam administered at 
the beginning of the semester by Dr. Michael Sprague.  Below are the results correlating 
student’s assessment exam score to final score. 
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A linear regression computed positively correlates with the final scores (R² = 0.32).   
 
Of the 151 students enrolled at the end of the term, 


• 33.1% (35/106) students scoring 17 or more on assessment failed course. 
• 78.1% (25/32) students scoring below 17 failed course. 
• 13 had no score. 
 


It appears that statistically, a student with a score of 16 or less will fail the course.  A 
score of 17 or more is statistically inconclusive but suggests that a student has the 
fundamental skills needed to succeed in Math 21.  However, this is only a portion of the 
puzzle for success, with the main portion relying on discipline and effort. 
 
Math 22 – Calculus of a Single Variable II 
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Overview 
The chart above shows the final grade distribution for Math 22.  Of the 121 students 
enrolled at the end of the fall 2007 term, 76.9% (93) received a letter grade of A, B, or C.   
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A linear regression computed positively correlates with students’ fall 2007 Math 22 
course grade (R² = 0.1289).  
 
Math 22 (Calculus of a Single Variable II) is comprised of three categories of students: 
students passing Math 21 (Calculus of a Single Variable I) at UC Merced, students 
passing ICP 1 (Integrated Calculus and Physics) at UC Merced, and students who 
completed Calculus I at another institution.  The fall 2007 term is as follows: 


• 57 previous Math 21 at UC Merced students, 15 which failed (26.3%) 
• 33 previous ICP at UC Merced students, 11 which failed (33.3%) 
• 31 completing Calculus I at other institution, 2 which failed (6.5%) 
• 45 students repeating Math 22, 10 which failed (22%) 


o 20 are previous Math 21 students 
o 25 are previous ICP 1 students 
 


Math 23 – Vector Calculus 
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Overview 
The chart above shows final grade distribution for Math 23.  Of the 56 students enrolled 
at the end of the term, 66.1% (37) of students received a letter grade of A, B, or C. 
 


Math 22 vs. Fall 2007 Math 23 Grade


0


0.5


1


1.5


2


2.5


3


3.5


4


4.5


0 0.5 1 1.5 2 2.5 3 3.5 4 4.5


Math 22 Grade


M
at


h 
23


 G
ra


de


   
 







A linear regression computed positively correlates with fall 2007 Math 22 grade (R² = 
0.144).   
 
Fall 2007 Math 23 student history is as follows: 


• 48 of the 56 enrolled previously took Math 22 at UC Merced 
• 8 students completed Calculus II at other institution 
• 7 students repeating Math 23 


 
 
Math 24 – Linear Algebra and Differential Equations 
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Overview 
The chart above shows final grade distributions for Math 24.  Of the 49 students enroll at 
the end of the term, 74.4% (35) of students received a letter grade of A, B, or C. 
 


Math 22 vs. Fall 2007 Math 24 Grade
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A linear regression computed positively correlates with fall 2007 Math 24 grades, 
although correlation is not strong (R²= .0769). 
 
The grades earned in Math 22 correlate more to grades earned in Math 23 than in Math 
24.   
 
 







Math 30 – Mathematical Biology 
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Overview 
The above chart shows the final grade distribution for Math 30.  Of the 27 students 
enrolled at the end of the term, 85.2% (23) of students received a letter grade of A, B, or 
C. 


Math 21 Grade vs. Fall 2007 Math 30 Grade
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A linear regression computed positively correlates with Math 30 grades (R² = 0.3178). 







Math 32 – Probability and Statistics 
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Overview 
The above chart shows the final grade distribution for Math 32.  Of the 76 students 
enrolled at the end of the term, 97.4% (74) of students received a letter grade of A, B, or 
C. 
 
 







Spring 2008 Lower Division Mathematics Course Summary at UC Merced 
 


Prepared by Cheryl Hedges 
 


June 5, 2008 
 


In Brief 
Points of interest in this document are summarized in brief below.  You can find a more 
detailed analysis of all spring courses in the following section.   
 


• Average grade point is higher in fall than in spring for each course other than 
Math 21, which had an anomalously low pass rate during the fall.  What 
techniques can we employ that will help maintain focus and effort during spring 
term?     


• Math 5 pass rate is anomalously poor – 43.4% of 129 enrolled passed course. 
• 41 students repeating Math 5 from fall 2007 


 24 failed. 
• 49 students did not pass gateway exam 


 41 of which failed course. 
• Low attendance to office hours and tutorials. 


• Previous Math 5 students performed very well in Math 21 – 80.5% of 149 
enrolled passed course. 


• Math 23 abnormally low pass rate – 48.2% of 56 enrolled passed course. 
• 15 students took Math 22 more than once. 
• 18 students are in “poor academic standing.”  


 
Spring 2008 Course Overviews 
What follows is an overview of lower division mathematics courses at UC Merced for the 
spring 2008 term.  For the purposes of this document, a “C-” or better is considered 
“passing.”  
 


 Math 005 – 43.4% (56 of 129 students) passed. 
 Math 021 – 76.1% (162 of 213 students) passed. 
 Math 022 – 73.5% (100 of 136 students) passed. 
 Math 023 – 48.2% (27 of 56 students) passed. 
 Math 024 – 75.3% (58 of 77 students) passed. 
 Math 030 – 93.3% (28 of 30 students) passed. 
 Math 032 – 86.3% (69 of 80 students) passed. 


 
Table 1.  2007 – 2008 academic year enrollment, pass rate, and grade average summary of lower 
division mathematics courses. 


Course Amount Passing 
Fall 2008 


Fall 2007 
Average 


Grade Point 


Amount Passing 
Spring 2008 


Spring 2008 
Average Grade 


Point 
Math 5 71.3% of 293 2.16 43.4% of 129 1.18 
Math 21 55.0% of 151 1.68 76.1% of 213 2.05 
Math 22 76.9% of 121 2.14 73.5% of 136 2.09 
Math 23 66.1% of 56 1.95 48.25% of 56 1.57 
Math 24 74.4% of 49 2.43 75.3% of 77 2.09 







Math 30 85.2% of 27 2.82 93.3% of 30 2.65 
Math 32 97.4% of 76 2.58 86.3% of 80 2.39 


 
From Table 1, we see quite an interesting fact -- the average grade point is lower during 
the spring than fall for all courses, excluding Math 21 which had an anomalously low 
pass rate during the fall.  This trend includes those courses having a higher pass rate in 
spring than fall.     
 
Math 005: Preparatory Calculus 


 
Figure 1.  Spring 2008 Math 5 final grade distribution. 
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Of the 129 students enrolled in Math 5 during spring 2008, 43.4% (56) passed.    Figure 1 
above shows the grade distribution for the course.  This pass rate is inconsistent from 
previous terms, which is described in Table 2.  A similar pass rate can be seen during the 
fall 2005 term, but this was prior to the redevelopment of the pre-calculus curriculum.  
We attempt to explore reasons for this anomaly.    
       


Table 2.  Summary Math 5: Pre-Calculus enrollment and pass rates from fall 2005 to spring 2008. 
Math 005: Preparatory Calculus 


Semester Number Enrolled Number Passing 
Fall 2005 306 145 (47.4%) 


Spring 2006 123 83 (67.5%) 
Fall 2006 178 126 (70.8%) 


Spring 2007 46 34 (73.9%) 
Fall 2007 293 209 (71.33%) 


Spring 2008 129 56 (43.4%) 
 
Sections 
Viewing each section’s enrollment numbers and the number of students passing, we hope 
to bring forth any problems within a particular section.  There are five sections of Math 5 
during spring 2008 and we have the following results. 


 
• Section 1 (Bianchi) – 51.7% of the 29 enrolled passed. 
• Section 4 (Bianchi) – 35.7% of the 28 enrolled passed. 
• Section 6 (James) – 43.3% of the 30 enrolled passed. 
• Section 7 (DaSilveira) – 40.7% of the 27 enrolled passed. 
• Section 8 (James) – 46.7% of the 15 enrolled passed. 


From the data, we see each section performed poorly. We conclude that there are no 
apparent issues with a specific Math 5 instructor. 
 







Student Academic Math History 
We begin by looking at the academic math history of students enrolled in Math 5 during 
the spring 2008 semester.  Figure 3 describes the Math 5 course makeup.  


 
Figure 2.  Spring 2008 Math 5 Student Math History 
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From Figure 3, we notice more than 57% of students enrolled in Math 5 during the spring 
term were taking Math 5 for the first time, of which 39 (52.7%) did not pass the course.  
Of the 41 students repeating Math 5 from fall 2007, 24 (58.5%) did not pass the course 
and 10 of the 14 (74.4%) students repeating Math 5 from an earlier term did not pass.  
Thus, a large portion of the student population in this course had some time between their 
last math course and enrolling in Math 5.  Numerous studies have shown that if 
mathematical concepts are not used, the ability to recall and utilize these techniques 
deteriorates.  In addition, of the 73 students who failed Math 5, 57.5% (42) are in poor 
academic standing. 
     
Gateway Exams 
The gateway exam tests students in a variety of basic algebraic and computational skills 
needed throughout Math 5.  The exam is administered within the first four weeks of 
classes and students are able to take the exam twice a day until the end of the four weeks.  
The results of spring 2008 semester’s gateway exams are as follows. 
 


• 80 students passed; 60% (48) passed Math 5. 
• 33 students attempted, but did not pass; 15.2% (5) passed Math 5.  
• 16 did not attempt; 18.8% (3) passed Math 5. 


 
Similar to fall 2007’s results, we see that by not passing the exam (attempt or no attempt) 
yields a substantially larger risk of failing the course – only 8 of 49 students who did not 
pass gateway managed to pass Math 5 during spring 2008 and 31 of 86 did so during fall 
2007.  This is somewhat to be expected since this implies two cases; either 1) a student 
attempted the gateway but lacks the necessary skills to pass the exam, thus lacking 
essential skills to be successful in pre-calculus or 2) did not attempt to take the gateway, 
demonstrating a lack of effort on the student’s part.   
 
Office Hours and Tutoring 
Math 5 has benefited from having a group of instructors who have taught this course 
several times with adequate results (see Table 2 for each semester’s data).  One such 
instructor, Kristen Bianchi, has been teaching Math 5 since fall 2006.  She states that 







there has been minimal office hour attendance this term and Elizabeth Boretz, Director of 
the Student Advising and Learning Center, gives comparable data for tutorial sessions --
the same nine students attended.  From this data, we infer students were not seeking the 
help needed.      
 
Math 021: Calculus of a Single Variable 
 


Figure 3.  Spring 2007 Math 21 final grade distribution. 
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Of the 213 students enrolled, 76.1% (162) received a passing grade, which is a 
considerable increase from the fall 2007 pass rate of 55%.  Figure 3, above, displays the 
Math 21 final grade distribution for the spring 2008 term.   
 
Table 3.  Summary Math 21: Calculus of a Single Variable enrollment and pass rates from Fall 2005 
to spring 2008. 


Math 021: Calculus of a Single Variable 
Semester Number Enrolled Number passing the course 
Fall 2005 39 32 (82.1%) 


Spring 2006 65 51 (78.5%) 
Fall 2006 234 166 (70.9%) 


Spring 2007 128 81 (63.3%) 
Fall 2007 153 83 (55.0%) 


Spring 2008 213 162 (76.1%) 
 
From Table 3, we see the percentage of students passing Math 21 was steadily declining 
each term from fall 2005 until fall 2007, and drastically increased this term.  At this 
point, it is unclear why this trend occurred.   
 
Previous Math 5 Students 
Previous Math 5 student performance in Math 21 is of interest as it helps us to assess how 
well our pre-calculus course is preparing students for further mathematics study.  Of the 
149 students who took Math 5 during fall 2007 and enrolled in Math 21 spring 2008, 
80.5% (120) passed Math 21.  The grade distribution is as follows. 
 


• 17 received an A+, A, or A- 
• 41 received a B+, B, or B- 
• 62 received a C+, C, or C- 
• 11 received a D+, D, or D- 
• 18 received an F 







Those students taking pre-calculus during fall 2007 at UC Merced appear to be well 
prepared for calculus.  Table 3 below summarizes the number of students enrolled each 
term in Math 21, the number of students enrolling in Math 21 the term immediately 
following in Math 5, and the amount of those students who received a passing grade in 
Math 21 for each respective term.     
 
Table 4.  Summary of previous Math 5 students’ performance in Math 21 from spring 2006 to spring 
2008. 


Term Total Enrolled 
in Math 21 


Number enrolled from Math 5 
previous semester 


Number of Students Receiving 
an A, B, or C 


Spring 2006 65 47 38 80.90% 
Fall 2006 234 54 26 48.10% 


Spring 2007 128 72 44 61.10% 
Fall 2007 151 11 3 27.30% 


Spring 2008 214 149 120 80.50% 
 
From Table 4, we see the fall term pass rate for students previously taking Math 5 at UC 
Merced are lowest during fall terms.  This is somewhat to be expected since this is 
immediately following summer and the likelihood that students have used their pre-
calculus skills during the summer months quite low.  As suspected, students are most 
successful in calculus when taking it the semester immediately following Math 5. 
 
Math 022: Calculus of a Single Variable II 
 


Figure 4.  Spring 2008 Math 22 final grade distribution. 
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Of the 136 students enrolled in Math 22, 73.5% (100) received a passing grade.  Figure 4 
shows the spring 2008 final grade distribution for Math 22.  Table 5 below summarizes 
the enrollment numbers and pass rates for Math 22 from fall 2005 to spring 2008.   
 
Table 5. Summary Math 22: Calculus of a Single Variable II enrollment and pass rates from fall 
2005 to spring 2008.   


Math 022: Calculus of a Single Variable II 
Semester Number Enrolled  Number Passing 
Fall 2005 19 18 (94.7%) 


Spring 2006 76 68 (89.5%) 
Fall 2006 113 69 (61.1%) 


Spring 2007 139 54 (39.1%) 
Fall 2007 121 93 (76.9%) 


Spring 2008 136 100 (73.5%) 







From Table 5, enrollment numbers appear to be leveling off at approximately 130 
students per semester.  The amount of students receiving a passing grade has been 
inconsistent.  However, we have also had several instructors throughout the semesters.  
For the 2007 – 2008 academic year, Devin Greene has remained the instructor and we see 
similar pass rates for fall and spring terms. 
 
Among those students enrolled in Math 22 during spring 2008,     


• 43% took ICP 001 before Math 22 
• 50.7% took Math 21 before Math 22 


 
Among the 58 who took ICP 001,  


• 2 received an A+, A, or A- 
• 15 received a B+, B, or B- 
• 20 received a C+, C, or C- 
• 16 received a D+, D, or D- 
• 5 received an F 


 
Among the 69 who took Math 21, 


• 7 received an A+, A, or A- 
• 18 received a B+, B, or B- 
• 30 received a C+, C, or C- 
• 8 received a D+, D, or D- 
• 6 received an F 


 
Thus, 36.2% of previous ICP 001 students failed Math 22 while 20% of previous Math 
21 students failed Math 22.   
 
Math 030: Calculus of a Single Variable II for Biological Sciences 
 


Figure 5.  Spring 2008 Math 30 final grade distribution. 
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Of the 30 students enrolled in Math 30 during spring 2008, 93.3% (28) passed.  Figure 5 
shows the spring 2008 final grade distribution for the course.  Since Math 30 is designed 
for the Biological Sciences majors, students taking Math 30 are not required to continue 
on in the mathematics course sequence and have not done so as of yet.  Ideas for further 
assessment of this course are welcomed.        
     
 







Math 023: Vector Calculus 
 


Figure 6.  Spring 2008 Math 23 final grade distribution. 
Spring 2008 Math 23 Final Grades
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Of the 56 students enrolled in Math 23 spring 2008, only 48.2% (27) received a passing 
grade.  From Table 6, we notice that although there has not been a consistent pass/fail 
rate for Math 23, 48.2% is an abnormality.  
 
Table 6.  Summary Math 23: Vector Calculus enrollment and pass rates from fall 2005 to spring 
2008. 


Math 023: Vector Calculus 
Semester Number Enrolled Number Passing 
Fall 2005 7 7 (100%) 


Spring 2006 N/A N/A 
Fall 2006 45 27 (60.0%) 


Spring 2007 56 45 (80.4%) 
Fall 2007 56 37 (66.1%) 


Spring 2008 56 27 (48.2%) 
 
Students’ Academic Math History       
Among the 28 students that failed Math 23,  


• 15 took Math 22 more than once 
• 9 took Math 22 once, and are taking Math 23 for first time 
• 2 are repeating Math 23 for second or third time 
• 2 have no previous math history at UC Merced 


 
Furthermore, among the 28 students who failed Math 23, 64.3% (18) are in “poor 
academic standing,” meaning that they are having trouble in other courses as well as 
Math 23.  A sufficient number of these students have a history of academic struggle. 
  







Math 024: Linear Algebra and Differential Equations 
 


Figure 7.  Spring 2008 Math 24 final grade distribution. 
Spring 2008 Math 24 Final Grades
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Figure 7 shows the spring 2008 Math 24 final grade distribution.  Of the 77 students 
enrolled, 75.3% (58) received a passing grade.  Table 7 gives the enrollment numbers and 
pass rates for Math 24 from fall 2005 to spring 2008.   
 
Table 7.  Summary Math 24: Linear Algebra and Differential Equations enrollment and pass rates 
from fall 2005 to spring 2008. 


Math 023: Vector Calculus 
Semester Number Enrolled Number Passing 
Fall 2005 N/A N/A 


Spring 2006 17 13 (76.5%) 
Fall 2006 30 25 (83.3%) 


Spring 2007 31 23 (74.2%) 
Fall 2007 49 35 (71.4%) 


Spring 2008 77 58 (75.3%) 
 
 
Math 032: Probability and Statistics 
 


Figure 8.  Spring 2008 Math 32 final grade distribution. 
Spring 2008 Math 32 Final Grades
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Figure 8 shows the spring 2008 Math 32 final grade distribution.  Of the 80 students 
enrolled, 86.3% (69) received a passing grade. 







Analyses of Fall 2008 Lower Division Mathematics Courses at UC Merced 
Prepared by Cheryl Hedges 


January 16, 2009 
 
1.0 Pass/Fail rates by Course 
What follows is an overview of lower division mathematics courses at UC Merced for the 
fall 2008 term.  For the purposes of this document, a “C-” or better is considered 
“passing.” 
 


• Math 005 – 58.1% (197 of 339) of students passed 
• Math 015 – 89.5% (51 of 57) of students passed 
• Math 018 – 90.9% (40 of 44) of students passed 
• Math 021 – 59.7% (178 of 298) of students passed 
• Math 022 – 72.7% (112 of 152) of students passed 
• Math 023 – 64.1% (50 of 78) of students passed 
• Math 024 – 76.1% (54 of 71) of students passed 
• Math 030 – 85.7% (30 of 35) of students passed 
• Math 032 – 72.5% (50 of 69) of students passed 


 
2.0 Course Data Analysis  
Final grade distribution for each lower division mathematics course is described below.  
Additional data analysis follows to assist the UC Merced mathematics faculty in 
assessing lower division courses and student success. 
 
2.1 Math 005: Pre-Calculus 
 


Figure 1. Fall 2008 Math 5 final grade distribution. 
Fall 2008 Math 5 Final Grades
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2.1(a) Overview 
Of the 339 students enrolled in Math 5 at the end of the fall 2008 semester, 58.1% (197) 
passed.  At mid-semester, 51.3% of the 348 students were passing.  Of those 348, 11 
students dropped after mid-semester and 2 students enrolled from Math 21 into Math 5.  
Please refer to Figure 1 for the final grade distribution including those 11 students who 
dropped. 







 
Table 1, below, shows each term’s mid-semester and final pass rates for Math 5.  Spring 
2008 brought an anomalously poor pass rate, as did fall 2008.  Although spring 2008 
brought questions of apathetic student nature, the following of fall’s pass rate brought 
forth the age-old question of student academic preparedness.  This has been a topic of 
much discussion throughout the fall semester with the Math 5 instructors and math 
faculty.  Two semesters of low pass rates is hardly a trend, but we explore various student 
assessment scores to help us gain a broader perspective of the student population and 
their incoming abilities. 
       


Table 1.  Math 5 mid-semester and final pass rates by term. 


Term Total Enrolled Mid-semester Final 


Fall 2006 177 143 (80.8%) 126 (70.8%) 
Spring 2007 46 38 (82.6%) 34 (73.9%) 


Fall 2007 293 186 (62.8%) 209 (71.3%) 
Spring 2008 129 82 (63.5%) 56 (43.4%) 


Fall 2008 339 179 (51.3%) 197 (58.1%) 
 
2.1(b) SAT Math Scores 
Students enrolling at UC Merced are required to provide their SAT scores.  The SAT 
Math score data can be broken up into two distinctive parts: those scoring above 500 and 
those scoring 500 or below.  The fall 2008 student data is as follows: 
 


• 154 students scored more than 500 on SAT Math; 76% (117) passed Math 5. 
• 167 students scored 500 or less on SAT Math; 42.5% (71) passed Math 5.  


 
Although SAT Math scores on their own cannot predict with accuracy a student’s course 
readiness, it certainly gives us a mode to identify at an early stage potential students 
needing additional math preparation.  We could recommend either a summer program or 
additional preparation at a community college level prior to fall enrollment.  
 
2.1(c) Math Placement 
The second tier of assessment is the math placement exam.  Students entering UC 
Merced in fall 2008 took a math placement exam administered by Maple T.A. to assess 
their calculus readiness.  This exam is a 25-question online, non-proctored exam.  A 
student scoring 20 or more is recommended to enroll in Math 21, Calculus I, while those 
scoring 19 or less are recommended to take Math 5, Pre-Calculus, the university’s only 
math course offered prior to Calculus I.  This is the second year using a score of 20 as the 
cut-off into Math 21, but this is the third year using the Maple T.A. calculus readiness 
exam.  Because of this, we are able to compare data from fall 2007 with data from 2008.     
 
- During the fall 2008 semester, 75 students scored 10 or less on the math placement 


exam.  Only 23 of those 75 (30.7%) passed Math 5.  Additionally, 18 of the 23 who 
passed the course did so with a “C.” Compare that number to the 203 students who 
scored 11 or more on the exam.  Of those 203 students, 142 (70%) passed the course 
– a significant increase.   







 
- Likewise, fall 2007 data shows students scoring 10 or less on the placement exam 


had an unfavorable pass rate – only 27 (52.9%) of 51 students passed Math 5.  80.7% 
(134) of the 166 students who scored 11 or more passed the course.  


 
Conversely, viewing student performance for those hovering around the cut-off 
placement score of 20 yields the following for fall 2008: 


• 85% (17) of 20 who scored 19 passed Math 5; 6 passed with a “C” 
• 100% (15) of 15 who scored 18 passed Math 5; 9 passed with a “C” 


 
Similarly, fall 2007 data shows the following: 


• 80% (16) of 20 who scored 19 passed Math 5; 5 passed with a “C” 
• 98.8% (23) of 24 who scored 18 passed Math 5; 6 passed with a “C” 


 
This student population has done well in Math 5 for subsequent semesters.  Perhaps we 
can entertain the idea of lowering the cut-off score for enrollment into Math 21.  This 
would allow those students at the highest end of the spectrum in Math 5 to be challenged 
to a higher degree as well as narrow the range of preparedness in Math 5.  Not only does 
this benefit the students, it allows instructors to better tailor their lectures to suit the 
majority of their student population.    
 
The placement exam is proving to be a better predictor of success in Math 5 than SAT 
scores.  Combining these two scores yields an even clearer result for fall 2008*.  
 


• A score of 510 or more on SAT Math 
o More than 10 on math placement; 14% (15) of 107 failed Math 5. 
o 10 or less on math placement; 47.4% (9) of 19 failed Math 5. 


• A score of 500 or less on SAT Math 
o More than 10 on math placement; 37.9% (33) of 87 failed Math 5. 
o 10 or less on math placement; 77.4% (41) of 53 failed Math 5.    


  
Clearly, those students who scored 500 or less on SAT Math and 10 or less on placement 
are in need of additional support or even additional course preparation prior to Pre-
calculus.  Furthermore, all 12 students passing Math 5 in this category passed the course 
with a “C.”  Using these two exam scores, we can identify at an early stage those students 
who are considered “at-risk” in mathematics.   
 
2.1(d) Gateway Exam 
During Math 5, students take a gateway exam – an exam which tests students in a variety 
of basic algebraic and computational skills needed throughout Math 5.  The exam is 
administered within the first four weeks of classes and students are able to take the exam 
twice a day until the end of the four weeks.  Failing to pass the exam lowers the final 
grade by one-third of a letter grade.  The results from fall 2008 are as follows: 
 


                                                 
* Students without SAT Math or placement scores are omitted from results. 







• 230 students attempted and passed; 72.6% (167) passed Math 5. 
• 94 students attempted the exam, but did not pass; 22.3% (21) passed Math 5. 
• 26 did not attempt the exam; 34.6% (9) passed Math 5. 


 
As seen below in Table 2, the odds of a student failing the gateway exam and passing the 
course are repeatedly low - only 22.3% (21) of the 94 students passed Math 5 this 
semester.  It is important that instructors are given this data so they can clearly 
communicate the purpose of the gateway exam as well as the odds a student will pass the 
course if unable to pass the gateway exam.  This gives students an opportunity to assess 
their level of preparedness and take action within the first few weeks of class.    
 


Table 2.  Gateway Exam results and Pass rate by semester. 


Semester Passed 
Gateway 


Passed 
Math 5 


Failed 
Gateway  


Passed 
Math 5 


Fall 2007 217 179 (82.5%) 66 27 (40.9%) 


Spring 2008 80 48 (60%) 33 5 (15.2%) 


Fall 2008 230 167 (72.6%) 94 21 (22.3%) 
 
Furthermore, one would assume students’ placement exam score and gateway would be 
correlated, and indeed it is.  During the fall 2008 semester, 46 students scored 10 or less 
on the placement and did not pass the gateway exam – 33 (71.7%) failed Math 5.  The 
placement exam and gateway exam are two avenues students can assess their abilities 
within the first few weeks of the course.   
 
2.2 Math 015: Intro to Scientific Data Analysis 
 


Figure 2. Fall 2008 Math 15 final grade distribution. 
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2.2(a) Overview 
Of the 57 students enrolled in Math 15 at the end of fall 2008 semester, 89.5% (51) 
received a passing grade.  As you will notice from Figure 2, the largest majority (44) 
students received an “A” which is consistent with previous semesters.    







2.3 Math 018: Statistics for Scientific Data Analysis 
 


Figure 3. Fall 2008 Math 18 final grade distribution. 
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2.3(a) Overview 
Of the 44 students enrolled in Math 18 at the end of the term, 90.9% (40) received a 
passing grade.  Please refer to Figure 3 for the final grade distribution. 
 
2.4 Math 021: Calculus of a Single Variable I 
 


Figure 4.  Fall 2008 Math 21 final grade distribution. 
Fall 2008 Math 21 Final Grades
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2.4(a) Overview 
At mid-semester, 303 students were enrolled in Math 21 with 76.6% (232) of them 
passing.  After mid-semester, 5 students dropped bringing the total number of enrolled 
students to 298.  Of the 298 students enrolled in Math 21 at the end of the semester, 
59.7% (178) received a passing grade.  Refer to Figure 4 for the final grade distribution, 
including those 5 that dropped. 
 
Table 3 shows the pass rates by semester for Math 21. As you can see, fall 2007 had a 
similar pass rate – 55% of the 153 enrolled.  The past two fall semesters had large drops 







in the number of people passing after mid-semester grades.  We explore the student 
population to gain insight into this.     
 


Table 3.  Math 21 pass rate by semester. 
Math 021: Calculus of a Single Variable 


Semester Number Enrolled Number passing the course 
Fall 2005 39 32 (82.1%) 


Spring 2006 65 51 (78.5%) 
Fall 2006 234 166 (70.9%) 


Spring 2007 128 81 (63.3%) 
Fall 2007 153 83 (55.0%) 


Spring 2008 213 162 (76.1%) 
Fall 2008 298 178 (59.7%) 


 
 
2.4(b) Student Population and Academic Background 
Like that of previous years, the majority of students enrolled in Math 21 during the fall 
semester are freshmen.  In fact, freshmen make up 77.5 % (231) of the 298 enrolled and 
87.6% (156) of the 178 who passed.  Freshmen make up 62.5% of those students who 
failed.  The data for the remaining population is as follows: 
 


• 62% (31) of the 50 students that took Math 5 at UCM failed Math 21.  
o 21 repeated Math 5 or Math 21; 17 (81%) failed Math 21. 
o 29 took Math 5 during the 2007-08 academic year; 14 (48.3%) failed Math 21.  


• 14 students are either transfer or took Math 5 more than 1 year ago; 12 (85.7%) failed 
Math 21. 


 
Last fall, similar numbers appeared pertaining to those who took Math 5 at UCM - 79.4% 
(27) of the 34 failed Math 21.  However, at closer look, we see that many of those 
previous Math 5 students have a history of struggling in math courses as seen by the 
number of times they’ve repeated either Math 5 or Math 21.  We see a similar result for 
the fall 2008 semester.   
 
2.4(c) Math Placement 
The largest population of students enrolled in Math 21 in fall 2008 is freshmen.  Thus, it 
is appropriate to view the placement exam as we have shown in section 2.1(c), this has 
been a more accurate predictor of student success than SAT Math scores. 







Figure 5.  Fall 2008 math placement score vs. Math 21 final grade. 
Fall 2008 Math 21 Placement Score vs. Final Grade
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Figure 5, above, shows a weak, but positive correlation (R²=0.0429).  Table 4, below, 
describes the freshmen placement score for those students enrolled in Math 21 and the 
number passing the course.  Those scoring below 20 faired the worst, along with those 
who scored 22 and 23.  I’m not sure what this implies, if anything.     
 


Table 4.  Freshmen math placement score and pass rate for fall 2008. 
Placement 


Score 
Number of 
students 


Number passing 
Math 21 


25 20 15 75.0%
24 26 21 80.8%
23 37 20 54.1%
22 41 22 53.7%
21 29 19 65.0%
20 33 22 66.7%
19 12 6 50.0%
18 10 5 50.0%
17 3 2 66.7%


16 or less 5 2 40.0%
No Score 20 15 75.0%


     
2.4(d) Class Time, Instructor, and T.A. 
In hopes of gaining insight into reasons for a lower pass rate, I examined lecture and 
discussion times, lecturer, teaching assistant, and the number of freshmen enrolled by 
section.  What I discovered was an inconsistency on all fronts.  Some morning 
discussions did extremely well, while others did extremely poorly, which was the case for 
mid-day and evening courses as well.  Each T.A. taught more than one section and had a 
range of outcomes in each section.  Some sections with many freshmen preformed 
outstanding, while other sections with many freshmen did poorly.  There appeared to be 
no recognizable pattern for any of these topics.   
 
As stated earlier, two semesters is not a trend, but the question remains, what happened 
post mid-semester?  Perhaps freshmen get too comfortable, or become overwhelmed or 







lazy; however, under further examination on 36 of the 65 students who were performing 
well at mid-semester and failed at the end of the term were freshmen.  Compared to the 
number of freshmen enrolled in this course, this is not a significant number.  Thus, the 
majority of students whose grade decreased considerably were everyone but freshmen 
students.            
 
2.5 Math 022: Calculus of a Single Variable II 
  


Figure 6.  Fall 2008 Math 22 final grade distribution. 
Math 22 Final Grade Distribution
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2.5(a) Overview 
At mid-semester, 156 students were enrolled in Math 22 with 78.2% (122) of them 
passing.  After mid-semester, 2 students dropped and 2 students have finished the 
semester with an “incomplete.”  Of the 154 students enrolled at the end of the semester, 
72.7% (112) have received a passing grade.  Refer to Figure 6 for final grade distribution. 
 
The majority of the Math 22 population is comprised of transfer students and those that 
took Calculus I at UCM during the spring 2008 term.  These two groups of populations 
make up 72.7% (112) of the 154 enrolled.  The academic background for those data is as 
follows: 
 


• 71.8% (51) of 71 spring 2008 Math 21 students passed Math 22. 
• 87.8% (36) of 41 transfer students passed Math 22.  
• 46.7% (7) of 15 students repeating Math 22 from spring ’08 passed. 
• 66.7% (18) of 27 students who took Math 21 before spring 2008 or took Calculus 


I at other college/university passed Math 22 at UCM. 
 
Transfer students make up 26.6% of the total enrolled and comprise 32.1% of those that 
passed.  UCM students who took Math 21 during spring 08 are 46.1% of the total 
enrolled and compose 45.5% of those who passed. 
 
Figure 7 below shows the correlation between spring ‘08 Math 21 grades and fall ‘08 
Math 22 final grades.  A positive correlation (R² = 0.3433) is found, which is stronger 
than spring 2008’s correlation (R²=0.1289).     
 







Figure 7.  Spring 2008 Math 21 vs. Fall 2008 Math 22 Final Grade 
Spring 2008 Math 21 vs. Fall 2008 Math 22 Final Grade
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There are 58 students “on track.” In other words, they took Math 5 during fall 2007, Math 
21 during spring 2008, and Math 22 fall 2008.  Of those 58, 43 (74.1%) passed Math 22.  
These are positive numbers.  Thus, 74.1% of the 58 students who entered UCM with a 
weak background in math (i.e. are not placed into Math 21 during freshmen year), are 
performing sufficiently well in Math 22.  This implied that if students make it through 
Math 5 and Math 21, they are adequately prepared for Math 22.      
 
2.6 Math 023: Vector Calculus 
 


Figure 8.  Fall 2008 Math 23 final grade distribution. 
Fall 2008 Math 23 Final Grades
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2.6(a) Overview 
Of the 78 students enrolled in Math 23 during the fall 2008 semester, 64.1% (50) 
received a passing grade.  Refer to Figure 8 for the final grade distribution. 
 
Most students enrolled in Math 23 took Math 22 here at UCM.  The student population 
math background and pass rates are as follows:  


• 35 took Math 22 during spring 2008 term; 25 (71.4%) passed Math 23. 
• 21 took Math 22 during fall 2007 term; 14 (66.7%) passed Math 23. 
• 14 students are repeating Math 23 from the 2007 – 2008 academic year; 8 


(57.1%) passed. 
• 8 students have no previous math history at UCM; 3 (37.5%) passed.   







2.7 Math 024: Linear Algebra and Differential Equations 
 


Figure 9.  Fall 2008 Math 24 final grade distribution. 
Fall 2008 Math 24 Final Grades


0


5


10


15


20


25


1


N
um


be
r o


f S
tu


de
nt


s


A B C D F dropped


 
2.7(a) Overview 
At mid-semester, 73.6% (53) of the 72 students enrolled in Math 24 were passing.  At the 
end of the fall 2008, 71 students remained with 76.1% (54) receiving a passing grade for 
the course.  Refer to Figure 9 to view the final grade distribution. 
 
Math 24’s prerequisite is Math 22 and can be taken concurrently with Math 23.  
However, most students choose to take Math 23 immediately following Math 22 and then 
enroll in Math 24.  At present, the order appears to have no bearing on student success.  
The number of transfer students passing was the lowest out of all student math 
backgrounds, however, not enough to be of concern.  The data for students enrolled 
during fall 2008 is as follows: 
 


• 10 students took Math 22 spring 2008; 7 (70%) passed Math 24. 
• 7 took Math 23 and Math 24 concurrently during fall 2008; 6 (85.7%) passed 


Math 24. 
• 27 took Math 23 in spring 2008; 24 (88.9%) passed Math 24. 
• 15 new transfer students; 10 (66.7%) passed Math 24. 
• 12 students who transferred to UCM during a previous term; 7 (58.3%) passed 


Math 24.  
 
 
 
 
 
 
 
 
 
 
 
 







2.8 Math 030: Calculus II for Biological Sciences 
 


Figure 10.  Fall 2008 Math 30 final grade distribution. 


 
 
2.8(a) Overview 
At mid-semester, 59% (23) of the 39 enrolled students were passing.  At the end of the 
fall 2008 semester, 85.7% (30) of the 35 who remained enrolled in Math 30 passed the 
course.  Refer to Figure 10 to view the final grade distribution, including those 4 students 
who dropped.   
 
2.9 Math 032: Probability and Statistics 
 


Figure 11.  Fall 2008 Math 32 final grade distribution. 
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2.9(a) Overview 
At mid-semester, 54.8% (40) of the 73 enrolled students were passing.  After mid-
semester, 4 students dropped bringing the total to 69 of which 72.5% (50) passed the 
course.  Refer to Figure 11 for the final grade distribution, including those 4 students who 
dropped.  


Math 30 Final Grade Distribution
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Analyses of Fall 2009 Lower Division Mathematics Courses at UC Merced 


Prepared by Alice Moua and Masa Watanabe 


January 20, 2010 


 


1.0 Pass/Fail rates by Course 


What follows is an overview of lower division mathematics courses at UC Merced for the fall 2009 


term.  For the purposes of this document, a “C-” or better is considered “passing.” 


 


• Math 005 – 63.3% (272 of 430) of students passed 


• Math 015 – 94.1% (158 of 168) of students passed 


• Math 021 – 63.9% (200 of 313) of students passed 


• Math 022 – 80.5% (132 of 164) of students passed 


• Math 023 – 82.2% (106 of 129) of students passed 


• Math 024 – 83.5% (66 of 79) of students passed 


• Math 030 – 73.5% (25 of 34) of students passed 


• Math 032 – 85.1% (57 of 67) of students passed 


 


2.0 Course Data Analysis  


Final grade distribution for each lower division mathematics course is described below.  Additional 


data analysis follows to assist the UC Merced mathematics faculty in assessing lower division 


courses and student success. 


 


2.1 Math 005: Pre-Calculus 


 
Figure 1. Fall 2008 Math 5 final grade distribution. 
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2.1(a) Overview 


Of the 430 students enrolled in Math 5 at the end of the fall 2009 semester, 63.3% (272) passed.  At 


mid-semester, 74.4% of the 434 students were passing.  Of those 434, 3 students dropped after mid-


semester and 1 student got an “incomplete”.  Please refer to Figure 1 for the final grade distribution 


excluding those 4 students. 


 


Table 1, below, shows each term’s mid-semester and final pass rates for Math 5.  Although Fall 2009 


had a highest pass rate among recent years, the pass rate of 63.3% for pre-calculus course certainly 


brought forth a question of student academic preparedness. We explore various student assessment 


scores to help us gain a broader perspective of the student population and their incoming abilities. 
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Table 1.  Math 5 mid-semester and final pass rates by term. 


Fall Total Midterm* Final Spring Total Midterm* Final 


2006 177 143 (80.8%) 126 (70.8%) 2007 46 38 (82.6%) 34 (73.9%) 


2007 293 186 (62.8%) 209 (71.3%) 2008 129 82 (63.5%) 56 (43.4%) 


2008 350 179 (51.3%) 197 (56.3%) 2009 175 113 (63.5%) 100 (57.1%) 


2009 430 323 (74.4%) 272 (63.3%)     
*In general, total number of Math 5 students prior to Midterm report is slight higher than total number reported here. Numbers of students tends to 


withdraw the class after having a Midterm grade report. 


 


2.1(b) SAT Math Scores 


Students enrolling at UC Merced are required to provide their SAT scores.  The SAT Math score data 


can be broken up into two distinctive parts: those scoring above 500 and those scoring 500 or below.  


Of the 430 students enrolled in Math 5 at the end of the fall 2009 semester, 320 students are 


freshmen. The fall 2009 freshman student data is as follows: 


 


• 143 freshman students scored more than 500 on SAT Math; 84% (120) passed Math 5. 


• 162 freshman students scored 500 or less on SAT Math; 51% (83) passed Math 5.  


• 15 freshman students had no SAT score; 40% (6) passed Math 5. 


 
Figure 2 Fall 2009 math SAT score vs. Math 5 final grade. This graph represents its (25% 


and 75%) quartiles, as well as minimum and maximum values. The bold line indicates a 


median of each data set. 


 


According to Figure 2, SAT Math Score is correlated with Math 5 Final Grade.(ANOVA shows p-


value < 10
-6
).  SAT Math scores certainly give us a mode to identify at an early stage potential 


students needing additional math preparation.  We could recommend either a summer program or 


additional preparation at a community college level or summer bridge program prior to fall 


enrollment.  


 


2.1(c) Math Placement 


The second tier of assessment is the math placement exam.  Students entering UC Merced in fall 


2009 took a math placement exam to assess their calculus readiness.  This exam is a 25-question 
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online, non-proctored exam.  A student scoring 20 or more is recommended to enroll in Math 21, 


Calculus I, while those scoring 19 or less are recommended to take Math 5, Pre-Calculus, the 


university’s only math course offered prior to Calculus I.   


 


- During the fall 2009 semester, 88 students who scored 10 or less on the math placement exam 


took Math 5. Only 32 of those 88 (36.4%) passed Math 5.  Additionally, 19 of the 32 who passed 


the course did so with a “C.” Compare that number to the 253 students who scored 11 or more on 


the exam and took Math 5.  Of those 253 students, 183 (72.3%) passed the course – a significant 


increase.  Figure 3 shows that Placement scores is also correlated with Math 5 Final Grade. 


(ANOVA shows p-value < 10
-6
). 


 
Figure 3 Fall 2009 math placement score vs. Math 5 final grade. The bold line indicates a 


median of each data set. 


 


- Likewise, fall 2007 and fall 2008 data show that students scoring 10 or less on the placement 


exam had an unfavorable pass rate.  Also we have been observing a significant increase in a pass 


rate for students who scored 11 or more on the placement.  


 


 


Conversely, viewing student performance for those hovering around the cut-off placement score of 


20 yields the following for fall 2009: 


• 75.0% (18) of 24 who scored 19 passed Math 5; 5 passed with a “C” 


• 95.7% (22) of 23 who scored 18 passed Math 5; 5 passed with a “C” 


 


Similarly,  


Fall 2007 data shows the following: 


• 80% (16) of 20 who scored 19 passed Math 5; 5 passed with a “C” 


• 98.8% (23) of 24 who scored 18 passed Math 5; 6 passed with a “C” 


Fall 2008 data shows the following: 


• 85% (17) of 20 who scored 19 passed Math 5; 6 passed with a “C” 


• 100% (15) of 15 who scored 18 passed Math 5; 9 passed with a “C” 
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The placement exam is proving to be a better predictor of success in Math 5 than SAT scores.  


Combining these two scores yields an even clearer result for fall 2009
*
.  


 


• A score of 510 or more on SAT Math 


o More than 10 on math placement; 12.6% (14) of 111 freshmen failed Math 5. 


o 10 or less on math placement; 63.6% (7) of 11 freshmen failed Math 5. 


• A score of 500 or less on SAT Math 


o More than 10 on math placement; 37.6% (38) of 101 freshmen failed Math 5. 


o 10 or less on math placement; 63.6% (28) of 44 freshmen failed Math 5.    


  


Clearly, those freshman students who scored 500 or less on SAT Math and 10 or less on placement 


are in need of additional support or even additional course preparation prior to Pre-calculus.  


Furthermore, all 12 students passing Math 5 in this category passed the course with a “C.”  Using 


these two exam scores, we can identify at an early stage those students who are considered “at-risk” 


in mathematics.   


 


2.1(d) Retake 


 


Table 2 indicates that pass rates for students who retook Math 5 are much lower than one for those 


who took Math 5 first time.  
Table 2.  # of retakes and their results 


# of Retake 
# of 


Students 
Passed 
Math 5 


Failed 
Math 5 


0 342 234 (68.4%) 108 (31.6%) 


1 80 34 (42.5%) 46 (57.5%) 


2 8 4 (50.0%) 4 (50.0%) 


 


Suggestion:  Perhaps we can revisit a rubric to set the cut-off score for enrollment into Math 21.  One 


suggestion of the cut-off is that 1) SAT Math score (> 500) with 10 or more placement score or 2) 


SAT Math score (<= 500) with 19 or more placement score. If any students meet one of these criteria, 


those should be recommended to take Math 21. Not only does this benefit the students, it allows 


instructors to better tailor their lectures to suit the majority of their student population. 


 


 


                                                 
*
 Students without SAT Math or placement scores are omitted from results. 
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2.2 Math 015: Intro to Scientific Data Analysis 


 
Figure 4. Fall 2009 Math 15 final grade distribution. 


 
 


2.2(a) Overview 


Of the 169 students enrolled in Math 15 at the end of fall 2009 semester, 94.0% (158) received a 


passing grade.  As you will notice from Figure 4, the largest majority students received an “A-” or 


better which is consistent with previous semesters.  


 


 


2.3 Math 021: Calculus of a Single Variable I 


 
Figure 5.  Fall 2009 Math 21 final grade distribution. 


 
 


2.4(a) Overview 


At mid-semester, 317 students were enrolled in Math 21 with 74.4% (236) of them passing.  After 


mid-semester, 3 students dropped and 1 student got “incomplete”.   That brought the total number of 


enrolled students to 313.  Of the 313 students enrolled in Math 21 at the end of the semester, 63.9% 


(200) received a passing grade.  Refer to Figure 5 for the final grade distribution. 
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Table 3 shows the pass rates by semester for Math 21. As you can see, fall 2009 had a better pass rate 


than those of the past two fall semesters.  Also, we explore the student population to gain more 


insight into student preparedness and readiness.  


 
Table 3.  Math 21 pass rate by semester. 


Math 021: Calculus of a Single Variable 


Semester Number Enrolled Number passing the course 


Fall 2005 39 32 (82.1%) 


Spring 2006 65 51 (78.5%) 


Fall 2006 234 166 (70.9%) 


Spring 2007 128 81 (63.3%) 


Fall 2007 153 83 (55.0%) 


Spring 2008 213 162 (76.1%) 


Fall 2008 298 178 (59.7%) 


Spring 2009 266 154 (57.9%) 


Fall 2009 313 200 (63.9%) 


 


 


2.4(b) Student Population and Academic Background 


 


This semester, 49.2% (154) of students enrolled in Math 21 during the fall semester are freshmen, 


who had never taken any Math courses at UC Merced before.  This number was much smaller than 


previous three years: in fall 2008, freshmen make up 77.5 %. 76.6% (118) of those 154 freshman 


students passed.  Freshmen make up 31.9% of those students who failed.   


 


This semester, number of sophomore students (132) and twenty-three freshmen, who took Math 5 at 


UC Merced before, enrolled in Math 21 was increased to 42.2%. The data for the remaining 


population is as follows: 


 


• 63.4% (69) of the 108 students that took Math 5 at UCM failed Math 21.  


o 57 of those 108 students got Math 5 grade “C+” or lower. Of those 57 students, 42 


(75.4%) failed Math 21 


 
Figure 6 Fall 2009 Math 5 final grade vs Math 21 final grade for students who 


took Math 5 at UCM. The bold line indicates a median of each data set. The 


analysis shows p-value = 0.001935 
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o 30 repeated Math 5; 25 (83.3%) failed Math 21. 


� 22 of 108 repeated Math 5 twice 


� 8 of 108 repeated Math 5 three times 


 


• 52 students are either transfer or took pre-calculus at another college; 8 (15.4%) failed Math 21. 


 


We have seen that many of those previous Math 5 students have a history of struggling in math 


courses as seen by the number of times they’ve repeated either Math 5 or Math 21.  We see a similar 


result for other semesters.   


 


2.4(c) Math Placement 


Among 177 freshmen of students enrolled in Math 21 in fall 2009, it is appropriate to view the 


placement exam as we have shown in section 2.1(c). 


 
Figure 7 Fall 2009 math placement score vs. Math 21 final grade for freshman students. The bold 


line indicates a median of each data set. 


 


Figure 7, above, shows that placement scores are also correlated with Math 21 Final Grades. Table 4, 


below, describes the freshmen placement score for those students enrolled in Math 21 and the number 


passing the course.  Those scoring below 19 faired the worst. Both Figure 7 and Table 4 strongly 


support that the scoring rubric for 19 if SAT Math scores are not counted. 
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Table 4.  Freshmen math placement score and pass rate for fall 2009. 


Placement 
Score 


Number of 
students 


Number passing 
Math 21 


25 11 11 100.0% 


24 21 18 85.8% 


23 20 15 75.0% 


22 20 13 65.0% 


21 29 21 72.4% 


20 35 26 74.3% 


19 11 8 72.7% 


18 0 − − 


17 4 2 50.0% 


16 or less 17 5 29.4% 


No Score 10 7 70.0% 


     


 


2.4(d) Math 21 Retake  


 


Table 5 indicates that pass rates for students who retook Math 21 are much lower than one for those 


who took Math 21 for the first time.  
Table 5.  Fall 2009 - number of retakes and their results 


# of Retake 
# of 


Students 
Passed 
Math 21 


Failed 
Math 21 


0 278 180 (64.7%) 98 (35.3%) 


1 32 18  (56.2%) 14 (43.8%) 


2 2 2 (100%) 0 (0.0%) 


3 1 0 (0.0%) 1 (100%) 


 


Suggestion: Based on the observation, we may need to consider reviewing a prerequisite for Math 


21. Maybe we should impose that student must pass Math 5 with a grade of “C” or better in order to 


take Math 21.  
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2.5 Math 022: Calculus of a Single Variable II 


 


 
Figure 8 Fall 2009 Math 22 final grade distribution. 


 


2.5(a) Overview 


At mid-semester, 166 students were enrolled in Math 22 with 67.5% (112) of them passing.  After 


mid-semester, 2 students dropped. Of the 164 students enrolled at the end of the semester, 80.5% 


(132) have received a passing grade.  Refer to Figure 8 for final grade distribution. 


 


The majority of the Math 22 population is those that took Calculus I at UCM before.  These two 


groups of populations make up 68.9% (113) of the 164 enrolled.  Transfer students make up 17.1% of 


the total enrolled. The academic background for those data is as follows: 


 


• 96.4% (109) of 113 students who took Math 21 at UCM passed Math 22. 


o 97.6% (82) of 84 students who took Math 21 once at UCM passed Math 22. 


o 96.0% (24) of 25 students who took Math 21 twice at UCM passed Math 22. 


• 89.2% (25) of 28 transfer students passed Math 22.  


• 95.7% (22) of 23 freshmen, who took Calculus I at other college/university or pass AP test, 


passed Math 22. 
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Figure 9 Fall 2009 Math 21 final grade vs. Math 22 final grade for students who took 


Math 21 at UCM . The bold line indicates a median of each data set. ANOVA indicates 


p-value is less than 10
-8
. 


 


Figure 9 below shows the correlation between Math 21 grades and Math 22 final grades. Also, our 


analysis suggest that if students make Math 22 through Math 21 at UCM, they are adequately 


prepared for Math 22.      


 


 


2.6 Math 023: Vector Calculus 


 


 
Figure 10.  Fall 2009 Math 23 final grade distribution. 


 


2.6(a) Overview 


At mid-semester, 136 students were enrolled in Math 23 with 72.8% (99) of them passing.  After 


mid-semester, 7 students dropped. Of the 129 students enrolled at the end of the semester, 82.2% 


(106) have received a passing grade.  Refer to Figure 10 for final grade distribution. 
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Most students enrolled in Math 23 took Math 22 here at UCM.  The student population math 


background and pass rates are as follows:  


• 98 students who passed Math 22 at UCM; 85 (86.7%) passed Math 23. 


• 16 students are repeating Math 23 from previous academic years;  


o 83.3% (10) of 12 students who repeated once at UCM passed. 


o 100% (4) of 4 students who repeated twice or more at UCM passed. 


• 67.7% (21) of 31 students, who took Calculus II at other college/university or pass AP 


Calculus BC test, passed Math 23. 


 


2.7 Math 024: Linear Algebra and Differential Equations 


 


 
Figure 11.  Fall 2009 Math 24 final grade distribution. 


 


2.7(a) Overview 


At mid-semester, 74.1% (60) of the 81 students enrolled in Math 24 were passing.  At the end of the 


fall 2009, 79 students remained with 83.5% (66) receiving a passing grade for the course.  Refer to 


Figure 11 to view the final grade distribution. 


 


Math 24’s prerequisite is Math 22 and can be taken concurrently with Math 23.  However, most 


students choose to take Math 23 immediately following Math 22 and then enroll in Math 24. The data 


for students enrolled during fall 2009 is as follows: 


 


• 46 students who previously passed Math 22 at UCM; 42 (91.3%) passed Math 24. 


o Of those 46, nine students are repeating Math 24 from previous academic years;  


� 71.4% (5) of 7 students who repeated once at UCM passed. 


� 50.0% (1) of 2 students who repeated twice at UCM passed. 


• 69.7% (23) of 33 students, who took Vector Calculus at other college/university, passed Math 


24. 


• 15 took both Math 23 and Math 24 concurrently during fall 2009; 11 (73.3%) passed Math 24.  


o Of those 11, 10 students passed Math 23 
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2.8 Math 030: Calculus II for Biological Sciences 


 
Figure 12.  Fall 2009 Math 30 final grade distribution. 


 
2.8(a) Overview 


At mid-semester, 85.7% (30) of the 35 enrolled students were passing.  At the end of the fall 2009 


semester, 73.5% (25) of the 35 who remained enrolled in Math 30 passed the course.  Refer to Figure 


12 to view the final grade distribution, excluding 1 student who dropped.   


 


 


2.9 Math 032: Probability and Statistics 


 


 
Figure 13 Fall 2009 Math 32 final grade distribution. 


 


 


2.9(a) Overview 


At mid-semester, 59.7% (40) of the 72 enrolled students were passing.  After mid-semester, 5 


students dropped bringing the total to 67 of which 85.1% (57) passed the course.  Refer to Figure 13 


for the final grade distribution, excluding those 5 students who dropped.  







Spring 2009 Lower Division Mathematics Course Summary 
Prepared by Cheryl Hedges 


June 26, 2009 
 


Spring 2009 Semester Course Overview 
What follows is a brief overview of mathematics courses during the spring 2009 term.  
For the purpose of this document, a letter grade of “C-” or higher is considered “passing.”  
 


• Math 005 – 57.1% (100 of 175) passed 
• Math 015 – 94.9% (37 of 39) passed 
• Math 018 – 83.8% (31 of 37) passed 
• Math 021 – 57.9% (154 of 266) passed 
• Math 022 – 76.0% (133 of 175) passed 
• Math 023 – 69.2% (63 of 91) passed 
• Math 024 – 75.9% (63 of 83) passed 
• Math 030 – 90.9% (20 of 22) passed 
• Math 032 – 60.0% (45 of 79) passed  


 
Math 005: Preparatory Calculus 
Of the 175 students enrolled at the end of spring 2009, 57.1% (100) passed.  At mid-
semester 63.5% (113) of the 178 students were passing, and 3 students dropped after mid-
semester grades.  Please refer to Figure 1 for the final grade distribution, including those 
students who dropped.   
 


Figure 1.  Math 005 Final Grade Distribution – Spring 2009 
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Table 1, below, shows the mid-semester and final pass rates for academic years (AY) 
2006-2007, 2007-2008, and 2008-2009.  Of notice are the final pass rates of 43.4%, 
56.3%, and 57.1% for spring 2008, fall 2008, and spring 2009, respectively.  Is the pass 
rate for Math 5 beginning to level off and if so, what accounts for this level of pass rate?  
By continuing to collect semester data, we hope to identify components which contribute 
to or hinder student success and approve upon student learning.       
 
 
 







Table 1.  Math 005 Mid-semester and Final Pass Rates by Term 
Fall Total Midterm Final Spring Total Midterm Final 


2006 177 143 (80.8%) 126 (70.8%) 2007 46 38 (82.6%) 34 (73.9%) 
2007 293 186 (62.8%) 209 (71.3%) 2008 129 82 (63.5%) 56 (43.4%) 
2008 350 179 (51.3%) 197 (56.3%) 2009 175 113 (63.5%*) 100 (57.1%) 


*Based on 178 students 
 
Composition by Major 
In an attempt to evenly disburse enrollment numbers in Math 5 across fall and spring 
semesters, an effort was made to limit fall enrollment to those students whose major 
required Calculus II and above.  Table 2, below, indicates the enrollment numbers in 
regards to major requirements – those requiring Math 22 or above and those requiring 
Math 21 or below.  Undeclared majors are included as not requiring Math 22 or above.  
 


Table 2.  Math 5 semester enrollment by major math requirement. 


Semester Total 
Enrollment


Number Required 
Calc. II or above 


Number Required 
Calc. I or below 


Fall 2008 339 223 (65.8%) 116 (34.2%) 
Spring 2009 175 40 (22.9%) 135 (77.1%) 


   
As you can see from Table 2, the student population in terms of majors was drastically 
different during fall and spring semesters but both yielded a similar final pass rate.  
During fall 2008, majors requiring Math 22 or higher composed 65.8% of the Math 5 
population and 60.6% of those who failed.  During spring 2009, majors requiring Math 
22 or higher composed 22.9% of the Math 5 population and only 17.3% of those who 
failed.  During both semesters, the failure rate for these majors was slightly less while the 
failure rate for students whose major required less than Math 22 was slightly more.       
 
By Section 
Viewing final pass rates by section yields the following: 


• Section 1 (Bianchi) – 66.7% of 30 passed; 6 repeating students 
• Section 2 (Crona) – 58.6% of 30 passed; 2 repeating students 
• Section 3 (Crona) – 63.3% of 30 passed; 7 repeating students 
• Section 4 (Bianchi) – 46.7% of 30 passed; 13 repeating students 
• Section 5 (DaSilveira) – 42.9% of 30 passed; 16 repeating students 
• Section 8 (DaSilveira) – 64.3% of 28 passed; 9 repeating students 
 


During spring 2009, 69.7% of students were taking Math 5 for their first time.  The two 
sections with the lowest pass rate, sections 4 and 5, had the highest number of repeating 
students.  We examine repeating student performance across all sections to see if this is a 
major factor for the failure rate. 
 
Repeating Students 
There are 53 students repeating Math 5, 36 of which are freshmen repeating from fall 
2008.  Repeating students make up 30.3% of the students enrolled and comparably, 
33.3% of students that failed.  Although only 52.8% of repeating students passed, the 
failure rate for the course is not highly attributable to repeating students.   
 
 
 
 







Math Placement 
Since approximately 70% of students enrolled in Math 5 spring 2009 are taking the 
course for the first time, we examine the results of the correlation between placement 
exam scores and final grades.  The results are exhibited in Table 3 below.    
 


Table 3.  Math placement score, average grade received by student in score range, number of those 
that failed, and the resulting percent failed. 


Placement Score Total Average 
Grade 


Number 
Failed % Failed 


10 or less 39 1.279 20 51.28 
11 to 15 50 1.728 19 38.00 
16 to 20 25 1.960 5 20.00 
21 or more 5 1.600 2 40.00 
No Score 56 1.502 29 51.79 
Overall Average 175 1.586 75 42.86 


 
As one can see from Table 3, students receiving a score of 10 or below and students with 
no placement score had the largest percentage of students who failed.  Those students 
who either had or score of 10 or less or had no score at all, make up 54.3% (95 out of 
175) of the overall population and 65.3% (49 out of 75) of those students that failed the 
course.  The second largest failing group of students is that which scored between 11 and 
15.   
 
Although we are still seeing some predictive qualities between the placement exam score 
and success in Math 5, it is not as substantial as the one seen during fall 2008 (R² = 0.077 
for spring 2009 and R² = 0.19 for fall 2008).  Of those students enrolled in Math 5 fall 
2008 and scoring 10 or less, 69.3% (52 of 75) failed.  Only 8 of those 52 students who 
failed in fall re-enrolled during spring, of which only 3 passed.          
 
Gateways 
The Math 5 gateway exam tests students in a variety of basic algebraic and computational 
skills needed throughout Math 5.  The exam is administered within the first four weeks of 
classes and students are able to take the exam twice a day until the end of the four weeks.  
The results of spring 2009 semester’s gateway exams are as follows. 


• 101 students passed, 71.3% of which passed the course 
• 54 did not pass, 38.8% of which passed the course 
• 21 did not attempt, 28.6% of which passed the course  


 
Not surprising is a higher percentage of students who pass the gateway exam pass the 
course.  Table 4 shows the pass rate for Math 5 per semester along with the number of 
students not passing or not attempting to take the gateway exam.  From the table, it is 
evident that the likelihood of passing Math 5 having not passed or not attempted the 
gateway exam is low.  Spring 2009 had 62.7% of students who either did not pass the 
gateway or did not attempt fail the course.   
 
 
 
 
 
 







Table 4. Number of students failing gateway exam and Math 5 by semester. 


Semester Math 5 Pass Rate Gateway Fail or 
No Attempt Failed Math 5 


Spring 2008 43.4% (56/129) 49 (38.0%) 41 (83.7%) 
Fall 2008 58.1% (197/339) 120 (35.4%) 90 (75.0%) 


Spring 2009 57.1% (100/175) 75 (42.9%) 47 (62.7%) 
    
The percent of students not passing, including those not attempting the exam, has been 
38%, 35%, and 42% for spring 2008, fall 2008, and spring 2009 respectively.  Even 
though there has been a slight increase, it has remained at a rate of approximately 40%.  
Approximately 30% of students each semester attempt and fail the gateway exam.  Thus, 
the number of students choosing not to take it is not increasing but rather, holding steady.   
 
Math 15: Introduction to Scientific Data Analysis 
Of the 40 students enrolled, 94.9% passed.  Figure 2 below shows the spring 2009 final 
grade distribution.   
 


Figure 2.  Math 015 Final Grade Distribution – Spring 2009 
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Math 18: Statistics for Scientific Data Analysis 
Of the 37 students enrolled, 83.8% passed.  Figure 3, below, shows the spring 2009 final 
grade distribution. 


Figure 3. Math 018 Final Grade Distribution – Spring 2009 
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Math 21: Calculus I 
Of the 266 students enrolled at the end of spring 2009, 57.9% passed.  Figure 4, below, 
shows the spring 2009 final grade distribution. 
 


Figure 4.  Math 021 Final Grade Distribution – Spring 2009 
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Table 5, below, shows the mid-semester and final pass rate for AY 2006-2007, 2007-
2008, and 2008-2009.  Enrollment numbers for AY 2008-2009 neared 300 with a final 
pass rate of approximately 58% each term.  In previous semesters, Math 21 final pass 
rates have varied drastically.  We continue to collect semester data to give us insight into 
why this variance occurs.  
 
Table 5.  Math 021 Mid-semester and Final Pass Rates by Term 


Fall Total Mid Final Spring Total Mid Final 
2006 234 137 (58.5%) 166 (70.9%) 2007 128 56 (43.8%) 81 (63.3%) 
2007 153 109 (71.2%) 83 (55.0%) 2008 213 155 (72.8%) 162 (76.1%) 
2008 303 232 (76.6%) 178 (58.7%) 2009 266 168 (61.3%*) 154 (57.9%) 


* Based on 274 students 
 
 







Student Population 
Math 21 during spring term is comprised of two primary groups of students – those 
having previously taken Math 5 during the fall semester and those repeating Math 21 
from fall semester.  Final semester performance by math backgrounds are as follows for 
spring 2009. 
 


• Previous Math 5 students 
o 97 (59.5%) of 163 students who passed Math 5 fall 2008 passed  


 53 (80.3%) of the 66 fall 2008 Math 5 students, who failed Math 21, 
passed Math 5 with a C+, C, or C-. 


o 7 (53.8%) of 13 students who passed Math 5 during spring 2008 passed 
o 1 (16.7%) of 6 students who repeated Math 5 passed   


• 33 (56.9%) of 58 students that are repeating Math 21 from fall 2008 passed 
• 10 (58.8%) of 17 students that have not taken a UCM math course passed 
• 7 (66.7%) of 9 students taking UCM math courses prior to spring 2008 passed 


 
In spring 2008, previous Math 5 student performance was relatively strong – 80.5% 
(120/149) passed Math 21.  Spring 2009 previous Math 5 performance is comparable to 
the overall course performance, but would not be deemed “strong” with only 59.5% of 
the 163 students passing Math 21.  Another element important to note is that 80.3% of 
students who passed Math 5 in fall 2008 with a C+, C, or C- failed Math 21. Furthermore, 
only 60.9% of students passing Math 5 in fall 2007 with a C+, C, or C- passed Math 21 in 
spring 2008.  It is expected, to some degree, for students that barely pass a course to 
struggle in the subsequent course, but 80.3% is substantial.  It would be beneficial to 
revisit what it means to get a “C” in Math 5 and note any changes through the semesters.                
 
Course Clustering by Major 
Figure 5, below, shows the percent enrolled by major in Math 21 during spring 2009.  
The following chart, Figure 6, shows the percentage of students failing by major.  Figures 
5 and 6 are comparable with BIOS and Undeclared having a larger failure rate than the 
population comprises in Math 21.        
 


Figure 5.  Spring 2009 Math 021 Course Enrollment - Percent by Major 


0.000


0.050


0.100


0.150


0.200


0.250


0.300


0.350


0.400


BENG
BIO


S
CHEM


COGS
CSE


ECON
ENVE


ESS
Math ME


MGMT
MSE


PHYS
POLI


PSY
UENG


UNS
USHA


Und
ec


lar
ed


 
 







Figure 6.  Spring 2009 Math 021 Failure Rates by Major 
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Combining the number of Biology and Undeclared majors shows that these two groups 
comprise 48.6% of those students in Math 21 and 56.6% of those who failed the course. 
 
Diagnostic Exam 
Students are given a 30-question diagnostic exam administered during the beginning of 
the semester.  Below are the results correlating student diagnostic exam scores with the 
final course percentage. 
 
 


Figure 7. Spring 2009 Math Diagnostic Exam Score versus Final Course Percentage 
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A linear regression computed positively correlates with the final course percentage (R²= 
0.063, n = 189).  This is, however, less of a correlation than with previous semesters.  
Specifically, R² = 0.32, R² = 0.094, R² = 0.17 for fall 2007, spring 2008, and fall 2008 
respectively.  Correlations have been stronger in fall semesters than in spring.  Diagnostic 
exam scores have been collected since fall 2007 and the results are detailed in Table 7.  







Since final course percentages translate into different letter grades for different sections 
and semesters, final course percentage is used. 
 


Table 6. Assessment score, number of students who received particular assessment score, and 
number who received 60% or higher in Math 21. 


Assessment 
Score 


Number of 
students 


Number Receiving 
60% or higher in 


Math 21 
30 2 2 100.00%
29 13 10 76.90% 
28 13 11 84.60% 
27 25 20 80.00% 
26 38 26 68.42% 
25 35 28 80.00% 
24 64 43 67.20% 
23 56 39 69.60% 
22 55 39 70.90% 
21 46 23 50.00% 
20 49 23 46.90% 
19 41 18 43.90% 
18 89 70 78.70% 
17 37 10 27.00% 
16 23 10 43.50% 
15 20 2 10.00% 
14 14 2 14.29% 
13 8 3 37.50% 
12 5 3 60.00% 
11 6 0 0.00% 


10 or less 10 0 0.00% 
     
From Table 7, one can see that of the data currently on file, only 24.4% (30 of 123) of 
students scoring 17 or less on the diagnostic exam have received 60% or higher in the 
course.    
 
Math 22:  Calculus II 
Of the 174 enrolled, 76.4% passed Math 22.  Figure 8, below, shows the spring 2009 
final grade distribution including the 1 student who dropped after mid-semester grades. 
 


Figure 8.  Math 022 Final Grade Distribution – Spring 2009 
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Table 8, below, shows the mid-semester and final pass rate for AY 2006-2007, 2007-
2008, and 2008-2009.  Math 22 has been fairly consistent over the past 3 academic years.  
Each year, spring enrollment has been approximately 20 students higher than in fall and 
pass rates are steady in the mid-70s.      
 
Table 7.  Math 022 Mid-semester and Final Pass Rates by Term 


Fall Total Midterm Final Spring Total Midterm Final 
2006 113 54 (47.8%) 69 (61.1%) 2007 139 40 (28.8%) 54 (39.1%) 
2007 121 102 (84.3%) 93 (76.9%) 2008 136 84 (61.8%) 100 (73.5%) 
2008 156 122 (78.2%) 112 (71.8%) 2009 174 144 (82.3%*) 133 (76.4%) 


* Based on 175 students 
 
Current course performance by math background is as follows: 


• 86.3% (107) of the 124 students that took Math 21 fall 2008 passed 
• 37.5% (7) of the 16 students repeating Math 22 from fall 2008 passed 
• 66.7% (4) of the 6 transfer students passed 
• 53.6% (15) of the 28 students that took Math 21 or ICP prior to fall 2008 passed          


 
Math 023: Vector Calculus 
Of the 91 students enrolled, 69.2% passed Math 22. Figure 9, below, shows the spring 
2009 final grade distribution including the 1 student that dropped.  
 


Figure 9.  Math 023 Final Grade Distribution – Spring 2009 
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Table 9, below, shows the mid-semester and final pass rate for AY 2006-2007, 2007-
2008, and 2008-2009.  As you can see from Table 9, fall pass rates have consistently 
been in the 60s while spring pass rates have varied significantly.  AY 2008-2009 has been 
the steadiest year with pass rates in the mid to upper 60s.     
 
Table 8.  Math 023 Mid-semester and Final Pass Rates by Term 


Fall Total Midterm Final Spring Total Midterm Final 
2006 45 23 (51.1%) 27 (60.0%) 2007 56 39 (69.6%) 45 (80.4%) 
2007 56 37 (66.1%) 37 (66.1%) 2008 56 24 (42.9%) 27 (48.2%) 
2008 78 56 (71.8%) 50 (64.1%) 2009 91 57 (62.0%*) 63 (69.2%) 


* Based on 92 students 







 
The majority of students enrolling in Math 23 do so immediately following completion of 
Math 22, although a fair number also enroll in Math 24 prior to Math 23.  Here is the 
performance by student math background for spring 2009: 


• 41 students passed Math 22 fall 2008; 82.9% (34) passed 
• 15 students passed Math 22 spring 2008; 80% (12) passed  
• 25 students took Math 24 fall 2008; 48% (12) passed 
• 8 students took Math 23 and Math 24 concurrently; 37.5% (3) passed 
• 8 students were repeating Math 23 from fall 2008; 50% (4) passed 


 
A larger percentage of students enrolling in Math 23 immediately following Math 22 are 
passing than those enrolling in Math 24 before Math 23. Those students taking Math 23 
and Math 24 concurrently, albeit only eight, have the lowest percentage of students who 
passed. 
  
Math 24: Linear Algebra and Differential Equations 
Of the 83 students enrolled, 75.9% passed.  Figure 10, below, shows the spring 2009 final 
grade distribution. 
 


Figure 10.  Math 024 Final Grade Distribution – Spring 2009 
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Table 10, below, shows the mid-semester and final pass rate for AY 2006-2007, 2007-
2008, and 2008-2009.  Math 24 pass rates have been steady at approximately 75% each 
semester except spring 2006, which had a pass rate of 83.3%. 
 
Table 9.  Math 024 Mid-semester and Final Pass Rates by Term 


Fall Total Midterm Final Spring Total Midterm Final 
2006 30 26 (86.7%) 25 (83.3%) 2007 31 24 (77.4%) 23 (74.2%) 
2007 49 35 (71.4%) 35 (74.4%) 2008 77 56 (72.7%) 58 (75.3%) 
2008 71 53 (74.6%) 54 (76.1%) 2009 83 56 (67.5%) 63 (75.9%) 


 







Current course performance by math background is as follows: 
• 62.5% (15) of the 24 students that took Math 22 in fall 2008 passed 
• 71.4% (5) of the 7 students repeating Math 24 passed 
• 100% (24) of the 24 students who took Math 22 spring 2008, Math 23 fall 2008, 


and now Math 24 spring 2009 passed the course 
• 73.3% (11) of the 15 students that took Math 23 in fall 2008 (but not Math 22 in 


spring ’08) passed 
• 62.5% (5) of the 8 students concurrently enrolled in Math 23 and Math 24 passed 


Math 24 
 
Math 30:  Calculus II for Biological Sciences 
Of the 22 students enrolled, 90.9% passed Math 22.  Figure 11, below, shows the spring 
2009 final grade distribution.  
 


Figure 11.  Math 030 Final Grade Distribution – Spring 2009 
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Table 11, below, shows the mid-semester and final pass rate for AY 2006-2007, 2007-
2008, and 2008-2009.  Math 30’s pass rate has remained quite high, although enrollment 
numbers are decreasing.  The final pass rates are averaging in the 80s, with varying mid-
semester pass rates.  The number of Biological Sciences majors is at a staggering 604, the 
major with the largest number of students in Natural Sciences.  We are seeing, however, a 
decline in interest in this course even though it is specifically designed for Biology 
students.     
 
Table 10.  Math 030 Mid-semester and Final Pass Rates by Term 


Fall Total Midterm Final Spring Total Midterm Final 
2006 10 10 (100%) 10 (100%) 2007 40 35 (87.5%) 34 (85.0%) 
2007 27 19 (70.4%) 23 (85.1%) 2008 30 20 (66.7%) 28 (93.3%) 
2008 35 23 (65.7%) 30 (85.7%) 2009 22 18 (81.8%) 20 (90.9%) 


 







Math 32: Probability and Statistics 
Of the 75 enrolled students, 60% passed Math 32.  Figure 12, below, shows the spring 
2009 final Math 32 grade distribution. 
 


Figure 12.  Math 032 Final Grade Distribution – Spring 2009 
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Table 12, below, shows the mid-semester and final pass rate for AY 2006-2007, 2007-
2008, and 2008-2009.  During fall 2008, Math 32 increased the depth and amount of 
material covered.  We will be tracking student performance in subsequent courses and 
compare this with data from students who had taken Math 32 prior to the altered course.   
 
Table 11.  Math 032 Mid-semester and Final Pass Rates by Term 


Fall Total Midterm Final Spring Total Midterm Final 
2006 N/A N/A N/A 2007 92 81 (88.0%) 82 (89.1%) 
2007 76 69 (90.8%) 74 (97.4%) 2008 80 64 (80.0%) 69 (86.3%) 
2008 69 40 (58.0%) 50 (72.5%) 2009 75 51 (64.6%*) 45 (60.0%) 


*Based on 79 students 







Spring 2009 Mid-Semester Lower Division Mathematics Course Summary 
Prepared by Cheryl Hedges 


March 24, 2009 
 


Spring 2009 Mid-semester Course Overview 
What follows is a brief overview of mathematics courses at mid-semester during the 
spring 2009 term.  Its purpose is to inform mathematics faculty of mid-semester course 
standings for lower division math courses.  For this document, a letter grade of “C-” or 
higher is considered “passing.”  
 


• Math 005 – 63.5% (113 of 178) are passing 
• Math 015 – 92.5% (37 of 40) are passing 
• Math 018 – 81.1% (30 of 37) are passing 
• Math 021 – 61.3% (168 of 274) are passing 
• Math 022 – 82.3% (144 of 175) are passing 
• Math 023 – 62.0% (57 of 92) are passing 
• Math 024 – 67.5% (56 of 83) are passing 
• Math 030 – 81.8% (18 of 22) are passing 
• Math 032 – 64.6% (51 of 79) are passing  


 
Math 005: Preparatory Calculus 
At mid-semester, 63.5% of the 178 enrolled students are passing.  Figure 1, below, shows 
the spring 2009 mid-semester grade distribution. 
 


Figure 1.  Math 005 Mid-semester Grade Distribution – Spring 2009 
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Table 1, below, shows the spring 2009 mid-semester pass rate, as well as the mid-
semester and final rates during academic years (AY) 2006 – 2007 and 2007 – 2008.  Mid-
semester pass rates have been steady for fall and spring semesters of academic years 
(AY) 2006-2007 and 2007-2008.  However, the final pass rate has changed dramatically 
each semester making accurate predictions of final grades difficult.   
 







Table 1.  Math 005 Mid-semester and Final Pass Rates by Term 
Fall Total Midterm Final Spring Total Midterm Final 


2006 177 143 (80.8%) 126 (70.8%) 2007 46 38 (82.6%) 34 (73.9%) 
2007 293 186 (62.8%) 209 (71.3%) 2008 129 82 (63.5%) 56 (43.4%) 
2008 350 179 (51.3%) 197 (56.3%) 2009 178 113 (63.5%) pending 


 
By Section 
Viewing mid-semester pass rates by section yields the following: 


• Section 1 (Bianchi) – 67.7% of 31 are passing; 7 repeating students 
• Section 2 (Crona) – 60% of 30 are passing; 2 repeating students 
• Section 3 (Crona) – 65.5% of 29 are passing; 7 repeating students 
• Section 4 (Bianchi) – 46.6% of 30 are passing; 13 repeating students 
• Section 5 (DaSilveira) – 56.7% of 30 are passing; 16 repeating students 
• Section 8 (DaSilveira) – 85.7% of 28 are passing; 9 repeating students 
 


The majority of students, 70.8% to be exact, are taking Math 5 for their first time.  The 
two sections with the lowest pass rate, sections 4 and 5, have the highest number of 
repeating students.  We examine repeating student performance across all sections to see 
if this is a major factor for the failure rate. 
 
Repeating Students 
There are 52 students repeating Math 5, 36 of which are freshmen repeating from fall 
2008.  Repeating students make up 29.2% of the students enrolled and comparably, 
26.2% of students failing.  Thus, the failing rate is not attributable to repeating students.  
Of the 52 students repeating, 17 (32.7%) are failing at mid-semester.   
 
Gateways 
The Math 5 gateway exam tests students in a variety of basic algebraic and computational 
skills needed throughout Math 5.  The exam is administered within the first four weeks of 
classes and students are able to take the exam twice a day until the end of the four weeks.  
The results of spring 2009 semester’s gateway exams are as follows. 


• 101 students passed, 71.3% of which are currently receiving an A, B, or C 
• 55 did not pass, 52.7% of which are currently receiving an A, B, or C 
• 22 did not attempt, 50% of which are currently receiving an A, B, or C 


 
These numbers are remarkably similar to spring 2008’s gateway data.  Likewise, spring 
2008 had a mid-semester pass rate of 63.5%, equal to this spring term’s mid-semester 
pass rate.  However, spring 2008 saw a drastic decline in the number of students passing 
after mid-semester and finished with 43.4% of students passing the course.     
 
Further Questions 
We continue to collect data to help us better understand learning but there are many 
questions that remain to be answered.  In particular, what contributes to the variance each 
semester from mid-semester to final grades?  What happens between mid-semester and 
final grades that causes pass rates to increases or decreases?  Is it attributable to the class 
structure, teacher, or student?  Has there been a change in grading, such as a curve that’s 







been implemented in some semesters and not in others?  Can we attribute this to the 
student population enrollment (i.e. Math history? Geographical region?  First generation? 
Etc.).  This is, of course, a complex answer.  Nonetheless, we continue to collect data to 
look for patterns which will yield insight.  Currently, we are gathering enrollment in 
Math 5 by geographic region to see if this helps us understand the variance from semester 
to semester.  We are awaiting results, which should be available during the final course 
analyses. 
 
Math 15: Introduction to Scientific Data Analysis 
At mid-semester, 92.5% of the 40 enrolled students are passing.  Figure 2 (below) shows 
the spring 2009 mid-semester grade distribution.   
 


Figure 2.  Math 015 Mid-semester Grade Distribution – Spring 2009 
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Math 18: Statistics for Scientific Data Analysis 
At mid-semester, 81.1% of the 37 enrolled students are passing.  Figure 3, below, shows 
the spring 2009 mid-semester grade distribution. 
 


Figure 3. Math 018 Mid-semester Grade Distribution – Spring 2009 
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Math 21: Calculus I 
At mid-semester, 61.5% of the 274 enrolled students are passing.  Figure 4, below, shows 
the spring 2009 mid-semester grade distribution. 
 


Figure 4.  Math 021 Mid-semester Grade Distribution – Spring 2009 
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Table 2, below, shows the spring 2009 mid-semester pass rate, as well as the mid-
semester and final rates during AY 2006 – 2007 and 2007 – 2008.  For the past three 
semesters, we have seen mid-semester pass rates hover in the 70 percents with the final 
pass rates varying by term.  This spring, however, the mid-semester pass rate is lower 
than normal – 61.3%.  We examine performance by section and student population to 
gain a better understanding of the issues surrounding this course. 


 
Table 2.  Math 021 Mid-semester and Final Pass Rates by Term 


Fall Total Mid Final Spring Total Mid Final 
2006 234 137 (58.5%) 166 (70.9%) 2007 128 56 (43.8%) 81 (63.3%) 
2007 153 109 (71.2%) 83 (55.0%) 2008 213 155 (72.8%) 162 (76.1%) 
2008 303 232 (76.6%) 178 (58.7%) 2009 274 168 (61.3%) pending 


 
Pass Rates by Section 
Table 3, below, shows the total number of students enrolled in Math 21 by section, the 
percentage of students passing, and the time of each discussion.  Large lectures are 
scheduled from 9:00 – 9:50 A.M. or 10:00 – 10:50 A.M. Monday, Wednesday, and 
Friday.  
 


Table 3.  Spring 2009 Math 021 Enrollment Numbers by 
Section, Percentage Passing by Section, and Discussion Times 


Section Total % Passing Discussion 
1 17 0.588 8:00-9:50 AM 
2 20 0.550 10:00-11:50 AM 
3 19 0.737 1:30-3:20 PM 
4 19 0.789 3:30-5:20 PM 







5 18 0.500 5:30-7:20 PM 
6 20 0.300 7:30-9:20 PM 
7 8 0.375 7:30-9:20 AM 
8 17 0.471 9:30-11:20 AM 
9 20 0.600 11:30-1:20 PM 
10 18 0.722 1:30-3:20 PM 
11 20 0.650 3:30-5:20 PM 
12 19 0.684 5:30-7:20 PM 
13 7 0.429 7:30-9:20 PM 
14 15 0.800 6:00-7:50 PM 
15 20 0.800 4:00-5:50 PM 
16 17 0.588 8:00-9:50 AM 


 
The five sections with the lowest percentage passing are indicated in yellow.  (To note, 
two of those sections contain fewer than 10 students which is not adequate to draw any 
conclusions.)  Three of the five lowest performing sections have discussion times that 
begin either early in the morning (7:30 AM) or late evening (7:30 PM).  Speculating, I’d 
say these sections have poor turnout which would have a large impact on the performance 
of students in these sections and help to explain the below average pass rate.    
 
Student Population 
Math 21 during spring terms is comprised of two primary groups of students – those 
having previously taken Math 5 during the fall semester and those repeating Math 21 
from fall semester.  Mid-semester performances by math background are as follows for 
spring 2009. 
 


• Previous Math 5 Students 
o 89 (61%) of 146 students who passed Math 5 fall 2008 are passing  
o 10 (66.7%) of 15 students who passed Math 5 during spring 2008 are passing 
o 1 (12.3%) of 7 students who repeated Math 5 are passing   


• 31 (62%) of 50 students that are repeating Math 21 from fall 2008 are passing 
Math 21. 


• 12 (70.6%) of 17 students that have not taken a UCM math course are passing  
• 25 (64.1%) of 39 students taking UCM math courses prior to spring 2008 are 


passing 
 
Course Clustering by Major 
Figure 5, below, shows the number of students enrolled in Math 21 during spring 2009 by 
major.  The following chart, Figure 6, shows the percentage of students failing by major.  
Figure 5 and 6 are comparable.  In other words, Biology majors comprise 32.5% of 
students in Math 21 and comprise 36.8% of students who are failing at mid-semester.   
 







Figure 5.  Spring 2009 Math 021 Course Enrollment by Major 
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Figure 6.  Spring 2009 Math 021 Mid-semester Failure Rates by Major 
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Combining the number of Biology and Undeclared majors shows that these two groups 
comprise 48.5% of those students in Math 21 and 55.7% of those who are currently 
failing. 
   
Math 22:  Calculus II 
At mid-semester, 82.3% of the 175 enrolled students are passing.  Figure 7, below, shows 
the spring 2009 mid-semester grade distribution. 
 







Figure 7.  Math 022 Mid-semester Grade Distribution – Spring 2009 
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Table 4, below, shows the spring 2009 mid-semester pass rate, as well as the mid-
semester and final rates during academic years (AY) 2006 – 2007 and 2007 – 2008.  AY 
2006-2007 had abnormally low pass rates, but those rates have risen and have remained 
in the 70s for the past three semesters.  With the current mid-semester pass rate of 82.3%, 
we expect numbers to follow this trend and be in the 70s at the conclusion of spring 2009.   
 
Table 4.  Math 022 Mid-semester and Final Pass Rates by Term 


Fall Total Midterm Final Spring Total Midterm Final 
2006 113 54 (47.8%) 69 (61.1%) 2007 139 40 (28.8%) 54 (39.1%) 
2007 121 102 (84.3%) 93 (76.9%) 2008 136 84 (61.8%) 100 (73.5%) 
2008 156 122 (78.2%) 112 (71.8%) 2009 175 144 (82.3%) pending 


 
Current course performance by math background is as follows: 


• 92% (115) of the 125 students that took Math 21 fall 2008 are passing 
• 50% (8) of the 16 students repeating Math 22 from fall 2008 are passing 
• 66.7% (4) of the 6 transfer students are passing 
• 60.7% (17) of the 28 students that took Math 21 or ICP prior to fall 2008 are 


passing          
 
Math 023: Vector Calculus 
At mid-semester, 62% of the 92 enrolled students are passing.  Figure 8, below, shows 
the spring 2009 mid-semester grade distribution.  
 







Figure 8.  Math 023 Mid-semester Grade Distribution – Spring 2009 
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Table 5, below, shows the spring 2009 mid-semester pass rate, as well as the mid-
semester and final pass rates during academic years (AY) 2006 – 2007 and 2007 – 2008.  
Fall pass rates average in the 60s, while spring rates have varied. 
 
Table 5.  Math 023 Mid-semester and Final Pass Rates by Term 


Fall Total Midterm Final Spring Total Midterm Final 
2006 45 23 (51.1%) 27 (60.0%) 2007 56 39 (69.6%) 45 (80.4%) 
2007 56 37 (66.1%) 37 (66.1%) 2008 56 24 (42.9%) 27 (48.2%) 
2008 78 56 (71.8%) 50 (64.1%) 2009 92 57 (62.0%) pending 


 
The majority of students enrolling in Math 23 do so immediately following completion of 
Math 22, although a fair number also enroll in Math 24 prior to Math 23.  Here is the 
performance by student math background for spring 2009: 


• 41 students passed Math 22 fall 2008; 78% (32) are passing 
• 12 students passed Math 22 spring 2008; 58.3% (7) are passing  
• 21 students took Math 24* fall 2008; 57.1% (12) are passing 
• 8 students are taking Math 23 and Math 24 concurrently; 37.5% (3) are passing 
• 8 students are repeating Math 23 from fall 2008; 50% (4) are passing 


 
A larger percentage of students enrolling in Math 23 immediately following Math 22 are 
passing than those enrolling in Math 24 before Math 23. Those students taking Math 23 
and Math 24 concurrently, albeit only eight, have the lowest percentage of students 
passing. 
  
Math 24: Linear Algebra and Differential Equations 
At mid-semester, 67.5% of the 83 enrolled students are passing.  Figure 9, below, shows 
the spring 2009 mid-semester grade distribution. 
 


                                                 
* These students did NOT take Math 22 spring 2008 







Figure 9.  Math 024 Mid-semester Grade Distribution – Spring 2009 
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Table 6, below, shows the spring 2009 mid-semester pass rate, as well as the mid-
semester and final rates during academic years (AY) 2006 – 2007 and 2007 – 2008.  This 
is one course that has remained fairly consistent each semester.  Mid-semester pass rates 
and final pass rates have been in the 70s each semester except fall 2006, which had pass 
rates in the 80s.  This term’s mid-semester pass rate is slightly lower than average at 
67.5%. 
 
Table 6.  Math 024 Mid-semester and Final Pass Rates by Term 


Fall Total Midterm Final Spring Total Midterm Final 
2006 30 26 (86.7%) 25 (83.3%) 2007 31 24 (77.4%) 23 (74.2%) 
2007 49 35 (71.4%) 35 (74.4%) 2008 77 56 (72.7%) 58 (75.3%) 
2008 71 53 (74.6%) 54 (76.1%) 2009 83 56 (67.5%) pending 


 
Math 30:  Calculus II for Biological Sciences 
At mid-semester, 81.8% of the 22 students enrolled are passing.  Figure 10, below, shows 
the spring 2009 mid-semester grade distribution.  
 







Figure 10.  Math 030 Mid-semester Grade Distribution – Spring 2009 
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Table 7, below, shows the spring 2009 mid-semester pass rate, as well as the mid-
semester and final rates during academic years (AY) 2006 – 2007 and 2007 – 2008.  The 
final pass rates are quite high, averaging in the 80s, with varying mid-semester pass rates.  
The number of Biological Sciences majors is at a staggering 604, the major with the 
largest number of students in Natural Sciences.  However, we are seeing a decline in 
interest in this course which is specifically designed for Biology students.  I am currently 
examining how Math 30 students perform in subsequent Biology courses compared to 
their peers choose to take Math 22.  Look for these results in the spring 2009 final course 
analyses.     
 
Table 7.  Math 030 Mid-semester and Final Pass Rates by Term 


Fall Total Midterm Final Spring Total Midterm Final 
2006 10 10 (100%) 10 (100%) 2007 40 35 (87.5%) 34 (85.0%) 
2007 27 19 (70.4%) 23 (85.1%) 2008 30 20 (66.7%) 28 (93.3%) 
2008 35 23 (65.7%) 30 (85.7%) 2009 22 18 (81.8%) pending 


 
Math 32: Probability and Statistics 
At mid-semester, 64.6% of the 79 enrolled students are passing.  Figure 11, below, shows 
the spring 2009 mid-semester Math 32 grade distribution. 
 







Figure 11.  Math 032 Mid-semester Grade Distribution – Spring 2009 
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Table 8, below, shows the spring 2009 mid-semester pass rate, as well as the mid-
semester and final rates during academic years (AY) 2006 – 2007 and 2007 – 2008.  
During fall 2008, Math 32 increased the depth and amount of material covered. You can 
see evidence of this by the lower pass rate.  We will be tracking student performance in 
subsequent courses and compare this with data from students who had taken Math 32 
prior to the altered course.   
 
Table 8.  Math 032 Mid-semester and Final Pass Rates by Term 


Fall Total Midterm Final Spring Total Midterm Final 
2006 N/A N/A N/A 2007 92 81 (88.0%) 82 (89.1%) 
2007 76 69 (90.8%) 74 (97.4%) 2008 80 64 (80.0%) 69 (86.3%) 
2008 69 40 (58.0%) 50 (72.5%) 2009 79 51 (64.6%) pending 
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 Faculty Accreditation Report – Due 30 January 2009  


Outline  
Dear FAO,  


This document outlines in more detail the narrative summary of the assessment plan due January 30, 2009. As 
you will see in Section II below, it also highlights connections between the assessment plan and the Inventory of 
Educational Effectiveness Indicators (an excel file), a required WASC exhibit also due January 30th.  


For detailed information regarding FAO responsibilities including a timeline, please see the FAO Activities and 
Schedule handout. Copies of this document as well as the Inventory of Educational Effectiveness Indicators can 
be found at http://crte.ucmerced.edu/program-learning-outcomes-resources 


TABLE OF CONTENTS (page 1 double spaced)   


under Resources for Faculty 
Accreditation Organizers. If you have any questions, please contact Laura Martin at lmartin@ucmerced.edu.  


SECTION I: PROGRAM DESCRIPTION - MAJOR AND/OR MINOR (1-3 pages double spaced)  


Description of Program  
How does your program reflect current or emerging trends in your respective field? What is 
distinctive about your program? Do students collaborate on research projects or engage in other 
distinctive learning experiences?    How does your program prepare your graduates for further 
educational and/or professional development?1


  


 
 


SECTION II: ASSESSMENT PLAN – MAJOR AND/OR MINOR (3-9 pages double spaced)  


Part A:  Timeline & Goals   
In general, what is your timeline and what are your goals for your assessment plan? 


 
Part B:     Outline of PLOs   


Please outline your Program Learning Outcomes. Where will they be published or otherwise 
communicated to students and other stakeholders and by when? (See Question 2 of the Inventory 
of Educational Effectiveness Indicators.)  


 
Part C:     Evidence   


For each PLO, what kind of direct (student work) and indirect evidence (ex. surveys, focus groups) 
will be gathered and examined?  How will data be analyzed?  How will findings be used to improve 
student learning? (See Questions 3 & 5 of the Inventory of Educational Effectiveness  
Indicators.) 


Part D:     Process  
How and when will assessment for student achievement of each PLO occur?  Please outline a brief 
plan for each year.  


                                                           
1If the program offers a minor that is a reduced version of your major, please briefly describe the relationship between the 
minor and major. If your program offers a minor with no relationship to a major, please simply complete all elements of this 
report with respect to that minor degree.  
 







Part E:    Participants   
Who will participate in implementing your assessment plan including evidence collection, data 
analysis, dissemination of results, and implementation of findings to improve student learning? (See 
Question 4 of the Inventory of Educational Effectiveness Indicators.) 


Part F:    Minor  
If your program involves a minor that is a reduced version of the major, please describe the learning 
achievements expected of the minor and how the program will assess this learning.   


 
Part G:   Self-Evaluation using the WASC Rubric for Assessing the Quality of Academic Program Learning 


Outcomes. 
For each of the rubric’s five criteria, please indicate the level of development of your program (Initial, 
Emerging, etc.), and briefly explain this rating. Programs should be working toward “Developed.” The 
rubric is appended to this packet. 


 
SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM GOALS/OUTCOMES – MAJOR 
AND/OR MINOR (~ 3 pages double spaced)  


Part A:  Program and Institutional Goals/Outcomes   
In what ways does your program reflect institutional goals? For context, please see UC Merced’s 
Eight Guiding Principles of General Education, and / or UC Merced’s Mission Statement (appended) 
that identifies our campus as a “student-centered research university.”  Please include a curriculum 
map describing relationship between the program learning outcomes and the Eight Guiding 
Principles of General Education. A template is appended.  


 
Part B:     Program & School Goals (as applicable)  


How does your program complement your School’s identity and learning goals? 
 


Part C:    Program & Course (Student) Learning Outcomes 
How does your curriculum support your Program Learning Outcomes? Please provide a curriculum 
map illustrating how the program’s courses support its learning outcomes (i.e. the alignment 
between course and program level outcomes).  See http://crte.ucmerced.edu/program-learning-
outcomes-resources for examples.   


 



http://crte.ucmerced.edu/program-learning-outcomes-resources�

http://crte.ucmerced.edu/program-learning-outcomes-resources�





APPENDIX:  Eight Guiding Principles of General Education  


Scientific Literacy: To have a functional understanding of scientific, technological and quantitative information, 
and to know both how to interpret scientific information and effectively apply quantitative tools;  


Decision Making: To appreciate the various and diverse factors bearing on decisions and the know-how to 
assemble, evaluate, interpret and use information effectively for critical analysis and problem solving;  


Communication: To convey information to and communicate and interact effectively with multiple 
audiences, using advanced skills in written and other modes of communication;  


Self and Society: To understand and value diverse perspective in both the global community contexts of modern 
society in order to work knowledgeably and effectively in an ethnically and culturally rich setting;  


Ethics and Responsibility:  To follow ethical practices in their professions and communities, and care for future 
generations through sustainable living and environmental and societal responsibility;  


Leadership and Teamwork:  To work effectively in both leadership and team roles, capably making 
connections and integrating their expertise with the expertise of others;  


Aesthetic Understanding Creativity:  to appreciate and be knowledgeable about human creative 
expression, including literature and the arts; and  


Development of Personal Potential:  To be responsible for achieving the full promise of their abilities, 
including psychological and physical well-being.  
 







APPENDIX:  UC Merced Mission  


UC Merced Mission Statement—November 2005  


The University of California, Merced’s mission is embodied in its proud claim of being the first American research 
university of the twenty-first century. As the tenth campus of the University of California, UC Merced will 
achieve excellence in carrying out the University’s mission of teaching, research and service, benefiting society 
through discovering and transmitting new knowledge and functioning as an active repository of organized 
knowledge. As a key tenet in carrying out this mission, UC Merced promotes and celebrates the diversity of all 
members of its community.  


A research university is a community bound by learning, discovery and engagement. As the first American 
student-centered research university of the twenty-first century, UC Merced’s strong graduate and research 
programs will mesh with high quality undergraduate programs. New knowledge increasingly depends on links 
among the disciplines, working together on questions that transcend the traditional disciplines. UC Merced 
fosters and encourages cross-disciplinary inquiry and discovery.  


Interdisciplinary practice in research will nourish undergraduate learning, building a foundation in connecting 
the ways that academic disciplines understand and grapple with society’s problems. Undergraduates will 
experience education inside and outside the classroom, applying what they learn through undergraduate 
research, service learning and leadership development. As apprentice scholars, graduate students will build 
their understanding of and ability to do independent research in their chosen field, as the groundwork for 
entering professional life. Lifelong learners will continue to hone their knowledge and workplace skills.  


The twenty-first century has opened with the promise of new ways of connecting people to new knowledge and 
to one another. UC Merced opens as a network, not simply a single place, linking its students, faculty and staff to 
the educational resources of the state, nation and world. The idea of network extends to UC Merced’s 
relationships with neighboring institutions: educational, cultural and social. Born as a member of the 
distinguished network known as the University of California, UC Merced seeks strong and mutually supportive 
relationships with a variety of collaborators in its region: public and private colleges and universities; federal and 
state organizations that share UC Merced’s educational and research goals; and cultural and social institutions.  


The idea of network will also be realized through the physical and intellectual integration between UC Merced 
and its surrounding community. The campus is planned as a model of physical sustainability for the twenty-
first century, inviting all members of the campus and surrounding community to think and act as good 
stewards of the environment that they will convey to future generations.  


UC Merced celebrates its location in the San Joaquin Valley, reflecting the poetry of its landscape, history, 
resources and diverse cultures, while capitalizing on and expanding the Valley’s connections to the emerging 
global society. UC Merced recognizes that research that begins with the natural laboratory at home can extend 
what is known in the state, nation and world.  


APPENDIX:  Link to Center for Research on Teaching Excellence resources on Program Learning 
Outcomes  


http://crte.ucmerced.edu/program-learning-outcomes-resources  







 
 


 
PROGRAM LEARNING OUTCOMES 


Rubric for Assessing the Quality of Academic Program Learning Outcomes 
 
 


Criterion Initial Emerging Developed Highly Developed 
Comprehensive 
List 


The list of outcomes is 
problematic: e.g., very incomplete, 
overly detailed, inappropriate, 
disorganized. It may include only 
discipline-specific learning, 
ignoring relevant institution-wide 
learning. The list may confuse 
learning processes (e.g., doing an 
internship) with learning outcomes 
(e.g., application of theory to real-
world problems). 


The list includes reasonable 
outcomes but does not specify 
expectations for the program 
as a whole. Relevant 
institution-wide learning 
outcomes and/or national 
disciplinary standards may be 
ignored. Distinctions between 
expectations for 
undergraduate and graduate 
programs may be unclear. 


The list is a well-organized set of 
reasonable outcomes that focus on 
the key knowledge, skills, and 
values students learn in the 
program. It includes relevant 
institution-wide outcomes (e.g., 
communication or critical thinking 
skills). Outcomes are appropriate 
for the level (undergraduate vs. 
graduate); national disciplinary 
standards have been considered. 


The list is reasonable, appropriate, and 
comprehensive, with clear distinctions 
between undergraduate and graduate 
expectations, if applicable. National 
disciplinary standards have been 
considered. Faculty have agreed on 
explicit criteria for assessing students’ 
level of mastery of each outcome.  


Assessable 
Outcomes 


Outcome statements do not 
identify what students can do to 
demonstrate learning. Statements 
such as “Students understand 
scientific method” do not specify 
how understanding can be 
demonstrated and assessed. 


Most of the outcomes indicate 
how students can demonstrate 
their learning. 


Each outcome describes how 
students can demonstrate learning, 
e.g., “Graduates can write reports 
in APA style” or “Graduates can 
make original contributions to 
biological knowledge.”  


Outcomes describe how students can 
demonstrate their learning. Faculty have 
agreed on explicit criteria statements, 
such as rubrics, and have identified 
examples of student performance at 
varying levels for each outcome. 


Alignment There is no clear relationship 
between the outcomes and the 
curriculum that students 
experience. 


Students appear to be given 
reasonable opportunities to 
develop the outcomes in the 
required curriculum.  


The curriculum is designed to 
provide opportunities for students 
to learn and to develop increasing 
sophistication with respect to each 
outcome. This design may be 
summarized in a curriculum map. 


Pedagogy, grading, the curriculum, 
relevant student support services, and co-
curriculum are explicitly and intentionally 
aligned with each outcome. Curriculum 
map indicates increasing levels of 
proficiency. 


Assessment 
Planning 


There is no formal plan for 
assessing each outcome. 


The program relies on short-
term planning, such as 
selecting which outcome(s) to 
assess in the current year. 


The program has a reasonable, 
multi-year assessment plan that 
identifies when each outcome will 
be assessed. The plan may 
explicitly include analysis and 
implementation of improvements. 


The program has a fully-articulated, 
sustainable, multi-year assessment plan 
that describes when and how each 
outcome will be assessed and how 
improvements based on findings will be 
implemented. The plan is routinely 
examined and revised, as needed. 


The Student 
Experience 


Students know little or nothing 
about the overall outcomes of the 
program. Communication of 
outcomes to students, e.g. in 
syllabi or catalog, is spotty or 
nonexistent.   


Students have some 
knowledge of program 
outcomes. Communication is 
occasional and informal, left to 
individual faculty or advisors. 


Students have a good grasp of 
program outcomes. They may use 
them to guide their own learning. 
Outcomes are included in most 
syllabi and are readily available in 
the catalog, on the web page, and 
elsewhere.  


Students are well-acquainted with 
program outcomes and may participate in 
creation and use of rubrics. They are 
skilled at self-assessing in relation to the 
outcomes and levels of performance. 
Program policy calls for inclusion of 
outcomes in all course syllabi, and they 
are readily available in other program 
documents.  
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How Visiting Team Members Can Use the Learning Outcomes Rubric  
Conclusions should be based on a review of learning outcomes and assessment plans. Although you can make some preliminary judgments about 
alignment based on examining the curriculum or a curriculum map, you will have to interview key departmental representatives, such as department 
chairs, faculty, and students, to fully evaluate the alignment of the learning environment with the outcomes.  
 
The rubric has five major dimensions:  
1. Comprehensive List. The set of program learning outcomes should be a short but comprehensive list of the most important knowledge, skills, and 


values students learn in the program, including relevant institution-wide outcomes such as those dealing with communication skills, critical thinking, 
or information literacy. Faculty generally should expect higher levels of sophistication for graduate programs than for undergraduate programs, and 
they should consider national disciplinary standards when developing and refining their outcomes, if available. There is no strict rule concerning the 
optimum number of outcomes, but quality is more important than quantity. Faculty should not confuse learning processes (e.g., completing an 
internship) with learning outcomes (what is learned in the internship, such as application of theory to real-world practice). Questions. Is the list 
reasonable, appropriate and well-organized? Are relevant institution-wide outcomes, such as information literacy, included? Are distinctions between 
undergraduate and graduate outcomes clear? Have national disciplinary standards been considered when developing and refining the outcomes? 
Are explicit criteria – as defined in a rubric, for example – available for each outcome? 


2. Assessable Outcomes. Outcome statements should specify what students can do to demonstrate their learning. For example, an outcome might 
state that “Graduates of our program can collaborate effectively to reach a common goal” or that “Graduates of our program can design research 
studies to test theories and examine issues relevant to our discipline.” These outcomes are assessable because faculty can observe the quality of 
collaboration in teams, and they can review the quality of student-created research designs. Criteria for assessing student products or behaviors 
usually are specified in rubrics, and the department should develop examples of varying levels of student performance (i.e., work that does not meet 
expectations, meets expectations, and exceeds expectations) to illustrate levels. Questions. Do the outcomes clarify how students can demonstrate 
learning? Have the faculty agreed on explicit criteria, such as rubrics, for assessing each outcome? Do they have examples of work representing 
different levels of mastery for each outcome? 


3. Alignment. Students cannot be held responsible for mastering learning outcomes unless they have participated in a program that systematically 
supports their development. The curriculum should be explicitly designed to provide opportunities for students to develop increasing sophistication 
with respect to each outcome. This design often is summarized in a curriculum map—a matrix that shows the relationship between courses in the 
required curriculum and the program’s learning outcomes. Pedagogy and grading should be aligned with outcomes to foster and encourage student 
growth and to provide students helpful feedback on their development. Since learning occurs within and outside the classroom, relevant student 
services (e.g., advising and tutoring centers) and co-curriculum (e.g., student clubs and campus events) should be designed to support the 
outcomes. Questions. Is the curriculum explicitly aligned with the program outcomes? Do faculty select effective pedagogy and use grading to 
promote learning? Are student support services and the co-curriculum explicitly aligned to promote student development of the learning outcomes? 


4. Assessment Planning. Faculty should develop explicit plans for assessing each outcome. Programs need not assess every outcome every year, 
but faculty should have a plan to cycle through the outcomes over a reasonable period of time, such as the period for program review cycles. 
Questions. Does the plan clarify when, how, and how often each outcome will be assessed? Will all outcomes be assessed over a reasonable 
period of time? Is the plan sustainable, in terms of human, fiscal, and other resources? Are assessment plans revised, as needed? 


5. The Student Experience. At a minimum, students should be aware of the learning outcomes of the program(s) in which they are enrolled; ideally, 
they should be included as partners in defining and applying the outcomes and the criteria for levels of sophistication. Thus it is essential to 
communicate learning outcomes to students consistently and meaningfully. Questions: Are the outcomes communicated to students? Do students 
understand what the outcomes mean and how they can further their own learning? Do students use the outcomes and criteria to self-assess? Do 
they participate in reviews of outcomes, criteria, curriculum design, or related activities? 
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Dear FAO’s, 
 
Please find on the following page a template for a curriculum map to visually represent the alignment of 
Program’s Learning Outcomes (PLOs) with the Eight Guiding Principles of General Education. A review of 
these relationships is requested in Section III, Part A of the Faculty Accreditation Report Outline.  
 
Often, such maps facilitate insight into curriculum in ways that are more efficient than narrative alone. For 
example, by visually illustrating how educational efforts are distributed with respect to intended student 
learning outcomes, they can help identify useful points for engaging with the curriculum.  
 
Please note that this table is meant to summarize, rather than completely replace, your program’s reflections on 
the contributions it makes to student engagement with the Eight Guiding Principles. 
 
Please number your PLOs. Enter these numbers in the far left column under PLO. Then use an X, or symbol of 
your choice, to indicate that a given PLO supports student achievement of a given Guiding Principle. 
 
Finally, replace the red X’s in the table’s heading with the relevant information (table number and name of your 
program). 
 
 


Scientific Literacy:  To have a functional understanding of scientific, technological and quantitative 
information, and to know both how to interpret scientific information and effectively apply quantitative tools; 


Eight Guiding Principles of General Education 


 
Decision Making:  To appreciate the various and diverse factors bearing on decisions and the know-how to 
assemble, evaluate, interpret and use information effectively for critical analysis and problem solving; 
 
Communication:  To convey information to and communicate and interact effectively with multiple audiences, 
using advanced skills in written and other modes of communication; 
 
Self and Society:  To understand and value diverse perspective in both the global community contexts of 
modern society in order to work knowledgeably and effectively in an ethnically and culturally rich setting; 
 
Ethics and Responsibility:  To follow ethical practices in their professions and communities, and care for 
future generations through sustainable living and environmental and societal responsibility; 
 
Leadership and Teamwork:  To work effectively in both leadership and team roles, capably making 
connections and integrating their expertise with the expertise of others; 
 
Aesthetic Understanding Creativity:  to appreciate and be knowledgeable about human creative expression, 
including literature and the arts; and 
 
Development of Personal Potential:  To be responsible for achieving the full promise of their abilities, 
including psychological and physical well-being. 







 
Table X: A curriculum map representing the alignment between XXXXX Program Learning Outcomes and the 
Eight Guiding Principles of General Education.  
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University of California-Merced 
Division of Student Affairs 


2010-11 Assessment Plan 
 


 
Department/Unit:  _____________________________________________ 


 
 


Mission Statement  
Departmental missions must be directly aligned with those of the Division of Student Affairs.  A 
mission statement should include approximately 3-5 sentences that identify the name of the 
department, its primary functions, modes of delivery and target audience. Mission 
statement should be approximately 100 words or less. 
Annual Planning Goals  
Annual Planning Goals are broad statements that describe priorities and intentions of a 
department or unit.  Goals should be linked to the imperatives outlined in the 2007-12 Student 
Affairs Strategic Plan or the department’s strategic plan.   
Student Learning Outcomes 
Student Learning Objectives address what a student learns or how a student changes by 
participating in a program or utilizing the service. Student learning outcomes are measurable 
statements that provide evidence as to what students know or do, or how they have changed as 
a result of your department’s intervention.  Clearly articulate, in a sentence or two, your student 
learning outcomes and provide a brief context as to why it is important to measure.     
Program Objectives 
Program Objectives are related to program improvement around issues like timeliness, 
efficiency and participant satisfaction.  Program objectives are measurable statements that 
provide evidence as to how well your programs are fulfilling their purpose.  Each program 
objective shall include brief context as to why this is an important objective to measure.     
Measures 
Measures describe the methodology and timeframe for data collection.  Measures also should 
identify the population being surveyed and/or tested. 
Results (to be submitted along with Annual Report in June, 2011) 
Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective was met.   Typically a results 
summary should be between 100-300 words. 
Conclusions (to be submitted along with Annual Report in June, 2011) 
The conclusion should summarize briefly the collection and analyses of data.  It also should 
“close the loop” by identifying what decisions and/or program modifications were made on the 
basis of these analyses.  The conclusion should be brief, please explain how you are going to 
“close the loop” in 300 words or less.  
 
DEPARTMENT MISSION:   
 
 
ANNUAL PLANNING GOALS (please formulate 3-4 departmental annual goals and 
indicate which Imperative of the 2007-12 Student Affairs Strategic Plan each is linked to) 
 


GOAL 1: 
 
GOAL 2: 
 
GOAL 3: 
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GOAL 4: 
 


2010-2011 Departmental Assessment Plan 
 
 
GOAL #1: 
Rationale for goal #1: 
 
Student Learning Outcome #1: 
 


SLO Measurement: 
 
 
Program Objective #1: 
 


PO Measurement:   
 
 
 GOAL #2: 
Rationale for goal #2: 
 
 
Student Learning Outcome #2: 
 


SLO Measurement: 
 
Program Objective #2: 
 


PO Measurement:   
 
 
GOAL #3: 
Rationale for goal #3: 
 
Student Learning Outcome #3: 


 
SLO Measurement: 


 
Program Objective #3: 


 
PO Measurement:   


 
 
GOAL #4: 
Rationale for goal #4: 
 
 
Student Learning Outcome #4: 


 
SLO Measurement: 


 
Program Objective #4: 
 


PO Measurement:   
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UC MERCED 
 


POLICY FOR ANNUAL ASSESSMENT AND PERIODIC REVIEW OF ADMINISTRATIVE UNITS 
 


Overview 
 
To promote continuous, evidence‐based improvement in support of the University’s mission of teaching, 
research and service, the UC Merced Administrative Unit Assessment Policy (AUAP) outlines the minimum 
requirements for a coupled Annual Assessment and Periodic Review process. As an umbrella policy, the 
AUAP recognizes differences in the professional cultures of administrative units across the campus.  
 
Introduction & Purpose 
 
Every administrative unit uniquely contributes to the realization of UC Merced’s mission1, with the quality 
of this work influencing the degree to which UC Merced achieves excellence. For the purposes of this policy 
a “unit” is a functional group tasked with specific responsibilities that is located within a School or 
administrative entity (ex. a Division) led by a Dean, Vice Chancellor or equivalent. The term Division refers 
to a non‐academic, administrative domain composed of one or more units reporting to a Vice Chancellor.  
 
To maintain focus on contribution, quality, and improvement, and in support of transparency and 
accountability, the Administrative Unit Assessment Policy (AUAP) outlines the minimum requirements of a 
coupled Annual Assessment and Periodic Review process that is grounded in the mission, goals and 
outcomes of an administrative unit. 
 
As described by this policy, Annual Assessment2 involves an evidence‐based appraisal of the extent to 
which a unit is meeting its desired outcomes for the purpose of taking action to improve effectiveness. Also 
with the goal of improvement, Periodic Review builds on Annual Assessment asking a unit to 
comprehensively examine the efficacy of its Annual Assessment activities for improving the quality of its 
services, and to review its goals and outcomes in light of the collective results of Annual Assessment and 
the evolving institutional and unit context.   
 
Both Annual Assessment and Periodic Review are intended to support meaningful and effective assessment 
processes for the purpose of appraising the quality of a unit’s work relative to an intended level of 
performance that is determined by the unit.   
 


                                                 
1  “The University of California, Merced’s mission is embodied in its proud claim of being the first American research 
university of the twenty‐first century. As the tenth campus of the University of California, UC Merced will achieve 
excellence in carrying out the University’s mission of teaching, research and service, benefiting society through discovering 
and transmitting new knowledge and functioning as an active repository of organized knowledge. As a key tenet in carrying 
out this mission, UC Merced promotes and celebrates the diversity of all members of its community.” 
2 Assessment is a process by which information is obtained relative to a desired outcome or goal.  Assessment refers to the 
collection of data to describe or better understand an issue in order to improve unit effectiveness or student learning. 
Evaluation, in contrast, is the process of drawing a conclusion about worth or quality relative to a standard.  
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This policy also expects that the results of Annual Assessment and Periodic Review will inform the planning, 
decision‐making, and budgeting processes of the unit and/or division in a manner that reinforces evidence‐
based improvement by supporting, as feasible, actions to implement improvements in function and service.  
 
As outlined by this policy, Figures 1 and 2 represent the relationship between unit planning and assessment 
processes for a generic unit and the Division of Administration respectively.  The latter illustrates how the 
policy can be implemented within the context of unit‐specific planning and assessment infrastructure.  
 
 
Scope and Oversight 
 
The AUAP is an umbrella policy that outlines the minimum requirements for Annual Assessment and 
Periodic Review, recognizing that specific planning and assessment strategies and infrastructure may differ 
among the professional cultures of administrative Divisions, Schools or their equivalent. As such, these 
entities may develop their own policies and procedures, providing they meet the expectations outlined by 
this policy.  
 
The AUAP applies to all administrative units reporting to the Chancellor, Executive Vice Chancellor and 
Provost, and Vice Chancellors for Administration and University Relations. The leadership of a Division, 
School or equivalent administrative entity determines the granularity at which the policy is implemented, 
being sure to address distinct and essential functional units.    
 
The Chancellor or designate oversees the AUAP, including Periodic Review.  The Senate‐Administrative 
Council on Assessment (SACA) evaluates implementation of the AUAP with respect to how well assessment 
is conducted, including the completeness of the assessment process.  
 
 


ANNUAL ASSESSMENT 
Purpose & Process 
 
In support of evidence‐based improvement, Annual Assessment involves 
 


(1) Developing an assessment plan anchored in the unit’s mission and supporting goals, and outcomes.3 
(2) Implementing the plan to collect data/evidence4. 
(3) Analyzing and interpreting data/evidence relative to desired levels of performance.  
(4) Using these results to identify and implement actions to improve the degree to which the unit is 


meeting its outcomes. Actions should address both the unit’s service activities and its assessment 
practices, the latter affecting a unit’s ability to meaningfully appraise its efficacy.  


(5) Reporting assessment methods, results and actions to be taken, at the unit and Division/School 
levels.  


(6) Considering assessment conclusions in formulating the unit’s budget.  


                                                 
3 See Section A of Appendix A for definitions of these terms. 
4 In its broadest sense, evidence includes everything that is used to determine the truth of an assertion, including assertions 
in the form of outcome statements, and can be quantitative (data) or qualitative in nature.  
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Annual Assessment Plan:  


 
An example template for developing an Annual Assessment plan is provided in Appendix A.   
 
Schools, Divisions, or equivalent administrative entities may develop their own Annual Assessment 
planning infrastructure provided it meets the six expectations outlined above, including evidence‐based 
mechanisms for assessing the degree to which the unit meets its outcomes, goals, and ultimately 
mission. To support excellence in teaching, research, and service, the unit’s mission, goals and 
outcomes must be aligned, in hierarchical fashion, with the relevant overarching missions, including 
ultimately UC Merced’s mission1. As appropriate, unit missions, goals, and outcomes should also be 
informed by expectations established by relevant professional societies and organizations. Section A of 
Appendix A provides guidance for developing mission, goals and outcomes.  
 
All assessment plans should also attend to good assessment practices, including the generation of 
reliable and valid results that are appraised in relation to a desired level of performance (i.e. a 
standard). Appendix B explains these terms. For many administrative units, a customer satisfaction 
survey may be one of several useful lines of evidence for assessing achievement of unit goals.  
 
Units also may elect to elaborate a multi‐year assessment plan, developing an integrated set of annual 
plans based on a comprehensive set of outcomes for the unit. In this way, units can plan for 
assessments that may require multiple years of data or maximize the information gained from 
assessment tools like surveys. A multi‐year assessment plan is a useful product of Periodic Review.  


 
Unit Annual Assessment Report 


 
An example template for an Annual Assessment Report for individual units is provided as part of 
Appendix A.   
 
Schools, Divisions, or equivalent administrative entities may develop their own Annual Assessment 
reporting structure, provided it addresses (1) the unit’s progress in meeting its outcomes, (2) associated 
actions for improvement addressing unit services and/or programs and, as necessary, the assessment 
process, (3) progress on WASC‐related action items5 and (4) contributions to Institutional Assessment 
Initiatives. Items 3 and 4 need only be addressed as relevant.  


   
Annual Assessment Report for Divisions, Schools, or Equivalent Entities 


 
On behalf of the Division, School or equivalent entity, the Vice Chancellor, Dean or equivalent shares 
with the Chancellor or designate and SACA an Annual Assessment Report that includes (1) a brief 
summary and evaluation of each unit’s progress as provided in the unit’s Annual Assessment Report, (2) 
a summary of resource needs identified through the assessment process, including an explanation of 


                                                 
5 These include action items from the most recent UC Merced Self‐Study, WASC Visiting Team Report and WASC 
Commission Action Letter.   These reports are available at accreditation.ucmerced.edu. 
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their priority in the budgeting process, (3) as relevant, responses to Institutional Assessment Initiatives, 
and (4) each unit’s Annual Assessment Report.    


 
Budgeting 
 


As appropriate, each unit’s Annual Assessment Report will inform each its budget request.    
 


Timeline 
 
The timeline for submitting annual reports is to be determined by the Vice Chancellor or Dean or 
equivalent in accordance with the unit’s annual budgeting and timeline process.  
 
 


PERIODIC REVIEW  
 


Purpose 
 


Building upon Annual Assessment, Periodic Review involves a comprehensive and retrospective review 
of assessment results and practices to inform unit planning.  Specifically, units will 


 
(1) Compile and review Annual Assessment results, comprehensively considering what has been 


learned about the unit’s performance relative to its responsibilities and intended performance;   
(2) Evaluate the efficacy of Annual Assessment activities for improving the quality of a unit’s services; 


and 
(3) In light of the bullets 1 and 2, as well as evolving unit and institutional context and priorities, review 


the unit’s goals and outcomes, identifying plans for improving performance, including the quality of 
assessment as a means of evidence‐based improvement.   


 
Schedule 
 


Periodic Reviews of all administrative units normally must be conducted at least once every seven 
years. The exact time interval should be responsive to the unit’s development or management needs 
balanced with the practical need to manage the number of reviews conducted annually.  


 
In order to optimize the effective use of resources required for these Periodic Reviews, senior 
administrators may request a waiver of the scheduled formal review of a unit. The reason for the 
waiver should be based on a review of the unit’s annual reports and the supporting evidence of 
consistent, strong, and effective performance. It may also be requested because of recent changes in 
the management of a unit that may suggest the need for additional time to implement and/or assess 
the unit’s function.  The Chancellor or designate approves requests to postpone a review.  
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Process 
 
The Periodic Review process involves the following components.  


 
(1) A self‐study that includes sections addressing the three purposes of Periodic Review outlined above 


(see Purposes) and results in a report that is submitted to the appropriate Vice Chancellor or Dean. 
An example template is provided in Appendix C.   


(2) A review phase in which a review team examines the unit’s self‐study documents and submits a 
written assessment and recommendations to the unit and Vice Chancellor or Dean. The review 
team should be external to the unit and include at least one member external to the campus.  See 
Appendix D for details.  


(3) A planning phase in which the unit develops an implementation plan for addressing 
recommendations raised in the self‐study and the review team assessment.  Plans should be 
submitted to the appropriate Vice Chancellor or Dean and be explicit, realistic, and include a 
timeline for implementation.   


(4) A dissemination phase in which the Chancellor or designate distributes a summary of the unit’s 
review, including recommendations and action items, to the unit head and SACA. This summary will 
also be available online at as evidence of the institution’s commitment to institution‐wide 
assessment.  


 
A School, Division or equivalent entity may develop its own Periodic Review process and template 
provided it meets the three purposes outlined in the Purposes section above and includes steps 
equivalent to the four components outcomes in this section.   
 


Budgeting 
 
The results of Periodic Review should be considered in formulating the unit’s budget.  
 


Timeline for Conducting Periodic Review 
 


By June 1 each year, after consultation with SACA, Vice Chancellors and Deans, the Chancellor or 
designate will notify the Vice Chancellors and/or Deans as to which administrative units have been 
scheduled for the formal Periodic Review. Vice Chancellors or Deans may determine the timeline for 
completing Periodic Review in keeping with their unit’s periodic review policy, internal timelines, 
planning processes. An example timeline is provided in Appendix E.    
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Appendix A: Example Template for an Annual Assessment Plan & Report 
 
The following template is a modification of that developed by UC Merced’s Division of Student Affairs to 
guide annual assessment planning within the Division. It is provided as an example and, therefore, may not 
precisely match the assessment planning needs of all administrative units.  Divisions or Schools may adapt 
it as necessary to meet the needs of their units in relation to this policy. 
 


University of California‐Merced 
 Annual Assessment Plan Template 


 
A) Elements of an Assessment Plan: 
 


Mission Statement   
Departmental/unit missions should be directly aligned with those of the University and School/Division.  
A mission statement should include approximately 3‐5 sentences that identify the name of the 
department, its primary functions, modes of delivery and target audience. Mission statement should 
be approximately 100 words or less. 
 


Goals  
Goals are broad statements that describe priorities and intentions of an administrative unit; what the 
unit intends to do.  Goals are used primarily for planning, and if available linked to the 
School/Division/unit strategic plan. Goals may be identified on an annual basis or for a larger time 
interval.  
 


Outcomes6 
An outcome is a precise statement that describes the desired accomplishment of an administrative unit with 
respect to a key service, function, or program.  An outcome statement should be derived from a goal and, 


thus, describe how a unit is fulfilling a purpose outlined by that goal in a measurable way. Put another 
way, outcome statements animate goals, specifying the manner in which the goal is to be met and 
measured. 
 
Clear and precise outcomes statements define specific performance expectations for a unit. In doing so, 
they indicate the kind of data or evidence the unit will collect to ascertain the degree to which the 
desired outcome has been met. Outcomes should focus on the unit’s critical processes and functions 
and should be written with the unit’s “customers” in mind.  
 
Two different types of outcomes can be recognized. A process‐related outcome describes a desired quality 
like timeliness, accuracy, responsiveness, etc. in relation to key functions and services. These types of 
outcomes support improvement around issues related to efficiency and customer satisfaction.7   
 
A learning outcome describes how a customer (or student) will demonstrate what they know or are able to 
do, or how they have changed, as a result of the unit’s program or service.  Learning outcomes often begin 


                                                 
6 Some of the text below was adapted from Nichols, James O. 2008. Measuring Student Support Services and Administrative 
Outcomes from the UCF Administrative Assessment Handbook. University of Central Florida.  
7 The Division of Student Affairs refers to these types of outcomes as Program Objectives. 
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with the phrase “Participants will be able to…” Units that provide professional development or required 
training for faculty or staff will likely develop learning outcomes to assess the efficacy of their programming 
in meeting unit goals. Similarly, units or departments that work directly with students, like those in Student 
Affairs, will have student learning outcomes.  
 


Assessing more than one outcome per goal can provide insights for improving performance that cannot 
be generated from consideration of a single outcome alone. For example, a unit may pair an outcome 
related to customer satisfaction with one considering key service‐related performance metrics to 
generate insight into the quality of service from both customer and provider perspectives. A process‐
related outcome and learning outcome can be paired to similar effect.  When completing an 
assessment plan, briefly explain why each outcome is important to measure. 
 


Measures 
Measures describe the methodology and timeframe for data collection and, as possible, the 
criteria/standard for evaluating sufficiency or success (ex. X% of respondents will rate X service as 
satisfactory or better).  Measures also should identify the population from which data are collected.  


 
B) Elements to be addressed in Annual Assessment Report: 
 


Results  
Provided for each outcome, results include a brief narrative of findings, and/or essential tables or 
graphs that summarize and communicate the results.  The results should indicate the extent to which 
the outcome was met relative to the criteria or standard outlined in the measures section of the 
Assessment Plan.    
 


Conclusions  
Provided for each outcome, the conclusion should summarize briefly the collection and analyses of data 
and the meaningfulness of the results, including any lessons learned for improving the assessment 
process. Critically, the conclusion also must “close the loop” by identifying what decisions and/or 
program modifications, including to the assessment process, were made on the basis of these 
analyses. When drawing conclusions, please be sure to integrate results from complementary 
outcomes, as relevant.  


 
C) Developing the Annual Assessment Plan: 
 


Based on the elements described in part A of this Appendix, the Annual Assessment Plan should 
describe: 


 
(1) The unit’s mission; 
(2) The goals to be addressed in a given year, including the rationale for each goal; 
(3) For each goal, the supporting outcome(s) and rationales for each outcome; and  
(4) For each outcome, the measure.   


 
Results and conclusions will be addressed in the Annual Assessment Report, which describes the results 
of the work planned here.  
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D) Developing the Annual Assessment Report 
 


To complete the Annual Assessment Report, add to the unit’s Assessment Plan (part C of this Appendix) 
the results and conclusions sections described in part B of this Appendix.  In other words, add the 
following  
 


(5) For each outcome, describe the results.  
(6) For each outcome, describe the conclusions. 


 
Appending the final steps of the assessment process to the planning description provides the unit with 
a complete record of the assessment activities undertaken that year.  These records will help to simplify 
preparation for Periodic Review. WASC will also expect this material to be available in future accreditation 
reviews.   
 
Finally, as relevant, please be sure to summarize: 


 
(7) Progress on WASC–Related Action Items. Describe, with supporting evidence, the unit’s 


progress in addressing relevant action items that were identified in the most recent WASC 
report(s).8 Append the supporting evidence to the Annual Assessment Report. 


(8) Contributions to Institutional Assessment Initiatives. Provide requested materials or analyses 
related to Institutional Assessment Initiatives.  


 


                                                 
8 These include action items from the most recent UC Merced Self‐Study, WASC Visiting Team Report and WASC 
Commission Action Letter.   These reports are available at accreditation.ucmerced.edu. 
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Appendix B: Explanation of Additional Assessment Terms.  
 
Reliability:  Reliability addresses the degree to which a procedure is expected to generate the same 
observation repeatedly under the same conditions. It is the consistency of the measurement or result.   
 
Validity:  Validity describes the degree to which an assessment procedure generates useful information 
(evidence or data) that bears directly on the expectation(s) described by the text of the unit’s outcome. For 
learning outcomes, valid evidence must also be aligned with the criteria9 used to evaluate learning.  
 
Validity also depends upon sample size10 or sampling approach, with the goal of generating data that 
characterize the norm for, or are representative of, the population being studied. That is, the sampling 
approach should produce information that is not biased.  Validity is questioned, for example, when the 
sample size is small relative to the total size of the population of interest or if the demographics of the 
sample differ from those of the population from which the sample was drawn.  
 
Together valid and reliable assessment practices are the foundation for confidence in conclusions about the 
degree to which the unit’s outcome was met.  Confidence in assessment results, and actions taken on their 
behalf, can also be enhanced by employing multiple and complementary lines of evidence. For example, 
assessment of a service‐related outcome might benefit from surveying aspects of user satisfaction while 
also gathering information on how users actually engage with the service.   
 
Standard: The expectation or point of comparison for determining the degree to which a unit’s outcome 
was met (ex. X% of respondents will rate X service as satisfactory or better). The terms standard, 
benchmark and criterion are often used interchangeably. Standards or benchmarks may be locally 
determined, externally determined against peers or professional standards, or referenced against previous 
measurements to gauge improvement.  When identifying a standard consider the purpose(s) for engaging 
in assessment; what is the rationale for identifying this level of performance as a goal?  If locally set, be 
realistic but also unafraid to stretch the unit to improve. To take maximum advantage of the information 
collected through assessment, consider the distribution of observations (ex. the percentages of 
respondents reporting different degrees of satisfaction), not just a single metric like a mean or median, 
when assessing a unit’s performance relative to a standard.  


                                                 
9 Criteria are the specific skills or abilities to be measured.   
10As an example, the number of survey respondents relative to the total number of individuals to which the survey was 
sent.  
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Appendix C: Example Periodic Review Self‐Study Template 
 


A.  Introduction, Mission, Goals, Outcomes11 and the Unit’s Role within the University.  
 


Drawing on the unit’s Annual Assessment Reports, 
1) Define the unit’s mission; what services are provided and to whom? How does the mission 
support the campus’ mission?  
2) List the unit’s goals and outcomes with reference to the unit’s “customers”. The outcomes should 
describe the essential functions of the unit in a measurable way. Do they reflect the standards of a 
professional association?  
3) Where are the mission and outcomes publicly available? Are they well aligned with the unit’s 
mission?  
4) Describe how the unit is organized and resourced. Is the unit organized and resourced to foster 
its outcomes?  
5) Beyond the unit’s mission and outcomes, in what ways does the unit contribute to the success of 
the campus and other units?  
 


B.  The Planning Processes of the Unit 
How does the unit use the campus’ mission or campus‐wide strategic planning documents to make 
decisions, set priorities, plan strategically, and assess its functions and services?  
 


C.  Assessment Plan and Measurement of Outcomes.  
 


Drawing on the unit’s Annual Assessment Reports, 
Describe how the unit assesses its performance in order to identify strengths and weaknesses and 
to improve performance. For each outcome identified in Section A above describe a) the 
measures/data that are used to determine how well the unit meets the outcome and, thereby, 
serves the needs of the customers; b) the intended level of performance with respect to these 
measures/data; c) how frequently data are gathered; and d) how frequently results are analyzed, 
conclusions drawn, and, as needed, improvements identified and enacted.   
 


D.  Progress on WASC–Related Action Items 
Summarize the unit’s contributions to addressing WASC‐related action items identified in the most 
recent UC Merced Self‐Study, WASC Visiting Team Report and WASC Commission Action Letter. For 
these materials, see accreditation.ucmerced.edu.  


 
E.  Special Issues to be Addressed 


1) Has the unit been reviewed by a professional organization for accreditation, credentialing or 
similar purposes? If so, describe the outcomes and major conclusions of this review. 2) Address any 
additional assessment questions or steps specific to this unit and/or this periodic review, including 
those related to Institutional Assessment Initiatives, as relevant.  


 
F. Evaluation of the Unit 


1) Reflect on the methods and process used to assess the unit’s outcomes detailed in Section C of 
this Appendix. Have they been effective? Have they or can they be improved? 2) Review the unit’s 


                                                 
11  For definitions, see Section A of Appendix A. 
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responses to Sections D through F of this Appendix and identify outstanding issues to be addressed. 
How will these be addressed, including the time table?  3) Describe changes the unit has made 
based on assessment results since the last periodic review and the impact of these changes on the 
delivery of services and/or the alignment of services with institutional priorities.  4) What support is 
needed to improve or develop the skills of the staff in the unit?  


 
Appendix D: Periodic Review External Review Process  
 
Team Selection  
 
The external Review Team consists of a minimum of two individuals external to the unit undergoing 
review. One member must be from another institution (i.e. external to the campus). The second may 
be drawn from another unit on campus (internal to campus but external to the unit undergoing 
review). If the unit serves students, the external review team should include at least one student.  
 
The unit head submits to the Vice Chancellor or Dean a ranked roster of nominees for approval. If the 
Vice Chancellor or Dean’s unit is undergoing review, the roster is submitted to the Executive Vice 
Chancellor (EVC). For each nominee, the roster includes a) contact information, b) a brief description of 
relevant qualifications, and c) a description of any relationship to the unit.  
 
Team Coordination  
 
With roster approval, the VC, Dean or unit head coordinates the Team’s review of the unit’s self‐study 
according to the timeline.  
 
Appendix E: Example Periodic Review Timeline.  
 
June 1: Following consultation with the Vice Chancellors (VC), Deans and SACA, the EVC sends a list of 
administrative units scheduled for Periodic Review (PR) to Vice Chancellors and/or Deans. 


 
July 1:  The unit head submits the roster of Review Team participants to the VC or Dean. 


 
Oct. 15:  Unit submits Self‐Study to appropriate VC or Dean 
 
Nov. 1:  VC or Dean submits Self‐Study to Review Team. 


 
Feb. 1: Review Team submits assessment and recommendations to Unit and VC or Dean.  


 
March 1:  Unit submits Implementation Plan, based on results of Self‐Study and Review Team 
Assessment to VC or Dean and EVC. 


 
May 1:  Chancellor or designate distributes a summary of the unit’s review, including 
recommendations and action items, to unit head and SACA.
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Figure 1. Generic example of Annual Assessment & Periodic Review planning and implementation. 
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Figure 2. Division of Administration (DoA) Planning & Performance Assessment Flowchart 
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Career Services currently collaborates with academic programs in a student-initiated internship 
program. Students, with the assistance of the Career Services Center, identify their own 
internships, create an internship proposal, and are responsible for identifying a sponsoring faculty 
member. The proposal is then forwarded to the Office of the Dean for final approval and 
assignment of a course number. 
  
Internships for academic credit are intended to be more than just volunteer hours. Instead, the 
student works in conjunction with Career Services, site supervisors and their sponsoring faculty 
member to identify a set of learning objectives and outcomes that directly tie the experience to their 
academic program. 
  
In some cases, students may pursue not-for-credit internships. In this situation, Career Services 
serves as the sponsor and assists the student with the identification of both learning objectives and 
outcomes. 
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INTERNSHIPS 


Frequently Asked Questions 


What is an internship? 
An internship is a structured work experience that combines academic learning and career 
exploration in a professional work environment.  


What are the benefits of participating in an internship?  
Internships provide many benefits. They allow students to complement their academic programs with 
practical experiences. They let students explore a career area or place of work. They can teach new 
skills, build up contacts for the future, and are a valuable addition to any resume when students look 
for a job or admission to a professional or graduate school. 


How do I find the internship I want? 
The Career Services Center is a good place to begin. You should plan for an internship well in 
advance, ideally early in the preceding semester. Students find information about opportunities by 
using CATlink and investigating links on the Career Services Center website 
(http://careerservices.ucmerced.edu), bulletin board postings, and e-mails. They also learn about 
internships by talking with other students. 


How much time do I need for an internship? 
In general, an internship takes at least as much time as a regular course. The number of hours required 
in the field, reading and writing assignments, plus commuting time, add up to a significant time 
commitment. Blocks of time must be available to accommodate an internship. Final work schedules 
are arranged between the intern and the internship field supervisor. 
 
What about transportation? 
Interns use personal vehicles, public transit or Cat Tracks to reach sites throughout the Merced area.  
 
Can I get paid while receiving academic credit for an internship? 
Yes. 
 
Can I be granted credit for an internship I did in the past? 
Students receive credit for the combination of on-site work and a concurrent academic component. 
Because both must occur simultaneously, students cannot be granted retroactive credit for 
internships completed in a previous semester.  
 
Is there any benefit in taking an internship for credit rather than just for experience?  
Yes - internships taken for academic credit give students access to the support of a professor ("faculty 
sponsor") who can help them get the most out of an internship experience. Students are required to 
identify what they want to learn, and the site has to agree to offer them these opportunities.  
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How do I find a faculty sponsor? 


• Approach someone you have had a class with.  


• Ask friends for recommendations of professors they have had. Word of mouth is 
valuable-ask around. Some advisors may be willing to point you in the right 
direction but not all. They don't have to, so ask nicely!  


• Go to office hours and try your luck.  
 
What is a quality internship? 
Quality internships involve work on specific projects or programs that provides an 
opportunity for professional growth and enhances your skill development.  They also 
provide an opportunity to work closely with a professional who will take an interest in 
what you do, as well as, provide insight about yourself and the nature of the 
work/industry. 
 


Learning Agreement 
Overview 
 
An internship's learning agreement is like a map of an internship. It consists of three 
parts:  


1. A summary of what the intern hopes to learn from the internship (the "learning 
goals")  


2. The activities, tasks and projects by which the goals will be met  


3. The means of evaluating and assessing the intern's progress towards the goals  


Written learning agreements are required for all academic credit internships and are 
highly recommended even for students considering non-credit internships. They add 
structure to the experience, and are valuable in that students are more likely to 
achieve learning goals when they know what they are. They can also be used in 
supervision sessions to check on progress.  


Learning Goals 
 
Articulating what you want to learn from an internship requires some thought. It's a 
good idea to:  


• Begin with a general idea of what you want to learn, then,  


• Refine and develop this idea through discussions with your internship supervisor 
and faculty sponsor, then  


• Write down the results of this process as a number of discrete learning goals  
Questions that might help you get started on the process of identifying learning goals 
are "Why do I want this internship?" "What do I want to learn from it?" More specific 
questions that might help you identify your learning goals are:  
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• Do I want to develop new knowledge for myself, such as how to use a new 
computer program, or how a marketing plan is created?  


• Am I keen to enhance my skills, such as teamwork or advertising layout, or 
proficiency with a computer program I've used a few times?  


• Do I want to see what it is like to work in a specific sort of setting, such as a multi-
national corporation, or a suburban branch office?  


• Do I want the opportunity to see how what I've learned in class is used in the 
world of work? 


When you have answers to some of these questions, try writing three or four sentences 
beginning with "From this internship I want to learn ..." These are your learning goals.  


Activities, tasks and projects 
 
After you have identified your learning goals, the next step is to work out how these can 
be reached. This involves identifying the sorts of experiences and tasks that are 
available at the internship site, and seeing how they connect with your goals, through 
discussions with your site supervisor. The following suggestions should help you identify 
how you will meet your goals:  


• Discuss with the site supervisor what you hope to learn, and find out what tasks 
and projects you will have during the internship.  


• Find out how you will be expected to learn - will you work beside staff members, 
or shadow a worker, or be responsible for a specific project?  


• Keep asking about the tasks and daily activities so that both you and your site 
supervisor have a shared understanding of what is to be done, and how, and 
include these activities in your learning proposal.  


Evaluation of the internship 
 
Your faculty sponsor will make the final assessment of your performance, based on the 
outcomes of the internship and the site supervisor's evaluation of the intern's 
performance. You should discuss assessment requirements and processes with your 
faculty sponsor before the internship begins so that you know what is expected of you.  


Requirements vary from sponsor to sponsor, and differ according to the number of 
credits for which the internship has been registered. Many students are required to keep 
a journal in which they record both their activities and their reflections on these 
activities, and on the whole internship process; journal entries may be required regularly 
by the faculty sponsor, who will probably return comment and feedback to you. 
Increasingly journal entries are submitted and responded to via email.  
Some interns are asked to compile a portfolio of work completed; others may complete 
a report, produce a film clip, or design a poster. Sometimes an academic paper is 
required to demonstrate the linking of theory to the practices of the internship. Methods 
of evaluation and assessment, and criteria for success should be included in the 
learning proposal. You should check with your sponsor throughout the internship to 
make sure you are meeting her/his expectations. 
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Intern's Responsibilities for a Successful Internship 


You have a crucial part to play in ensuring the success of your internship, and you must 
be prepared to be proactive and use your initiative to ensure that it runs smoothly. It is 
your responsibility to:  


• Prepare an appropriate Learning Agreement 


• Register for the internship  


• Be punctual, and work the required number of hours, at times agreed to by you 
and your supervisor  


• Notify the workplace if you are unable to attend as planned  


• Behave and dress appropriately to the particular workplace  


• Respect the confidentiality of the workplace, its clients and its workers  


• Check out responsibilities at the work site with the supervisor, and make sure you 
know what you are expected to do, and how you should behave  


• Be positive and enthusiastic about the internship; if things are slow, take the 
initiative, and volunteer for different tasks or other work.  


• Discuss any problems with your supervisor and, if necessary, with the faculty 
sponsor and the Career Services Center staff  


• Remember that you are both a guest of the organization, and a representative 
of the University, and behave appropriately  
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UC Merced School of Social Sciences, Humanities and Arts 


OFFICE USE ONLY 
 
Independent study form submitted ________________________ by ________________________________ 


Academic Internship Learning Work Plan 
 
Student Name: _________________________________  UCM ID#: ___________________________ 
 
Student Email: _________________________________  Faculty Sponsor: ______________________ 
 
Student Major/Minor: ________________________________  Class Level: ______________  
 
Semester Internship Undertaken: ____________________  Hours per week: __________   
 
Start date: ___/___/___   End date:___/___/___ 
 
Is this position paid? ______ 
 
Internship Site: _____________________________________________________________________  
 
Site Supervisor: _________________________________________  Phone: _____________________ 
 
Address: __________________________________________________________________________  
 
Student and Site Supervisor to Complete 
 
Position Description:  


__________________________________________________________________________________ 


__________________________________________________________________________________ 


__________________________________________________________________________________ 


__________________________________________________________________________________ 


__________________________________________________________________________________ 


__________________________________________________________________________________ 


__________________________________________________________________________________ 


__________________________________________________________________________________ 


__________________________________________________________________________________ 


__________________________________________________________________________________ 


__________________________________________________________________________________ 


__________________________________________________________________________________ 


 
 







UC Merced School of Social Sciences, Humanities and Arts 


OFFICE USE ONLY 
 
Independent study form submitted ________________________ by ________________________________ 


Academic Internship Learning Work Plan 
To be completed by student and faculty member prior to the beginning of the internship experience. 
 


Learning Objective/Outcome 
(What I intend to learn) 


Strategies 
(How objective/outcome will be 


achieved) 


Evaluation Methods 
(How my progress for each objective 


will be measured) 


   


   


   


   


   


 
Faculty to Complete 
 
Means of evaluation for final grade: List below the journal, readings, projects and/or papers which 
will be required. Include a due date for each assignment. These assignments must be agreed upon 
between the student and faculty. 
 


Assignment Due Date 
  


  


  


 
Does faculty sponsor plan to do a site visit? _____________  
 
Faculty signature: _____________________________________ Date: _______________________ 
 
Student signature: _____________________________________ Date: _______________________ 
 
Supervisor signature: ____________________________________ Date: _______________________ 
 
SSHA Office of the Dean Designee: _______________________  Date: _______________________ 
 
Career Services Designee: _______________________________  Date: _______________________ 
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Academic Internship Information and Guidelines 
 


The primary goal of an internship is to assist the student in applying concepts and skills acquired in his 
or her academic program to the work situation, to acquire job related competencies not available within 
the university environment and to gain work experiences through the relationships and responsibilities 
encountered on the job. 
 
Eligibility 


1. The student must be in good academic standing and have completed at least one semester at 
UC Merced. Advanced standing is preferred. 


2. The student must be enrolled at the time of the internship. For summer internships, students 
must enroll in summer session. 


3. The student should have sufficient academic background to undertake the internship. In 
cases of internships taken towards the academic major, students should have completed at 
least one upper division courses in the area or other work as required by the faculty 
sponsor. 


 
Guidelines 


1. Academic credit is granted as a 196 course with variable units. The value is determined by 
the number of hours worked during a semester: 


1 unit=48 hours 
2 units=96 hours 
3 units=144 hours 
4 units=192 hours 


2. Internship experiences will include a significant written component, to be arranged with the 
sponsoring faculty member. The nature of the written component will vary by internship, 
discipline and faculty sponsor. 


3. Course is offered as P/NP grading option only. 
 


Policies and Procedures 
1. Secure an internship. Please visit the Career Services Center in the Kolligian Library, Suite 


127 for further assistance. 
2. Submit a completed Academic Internship Learning Work Plan, Internship Acceptance 


Letter and Independent Study Form to the SSHA Office of the Dean by the end of WEEK 1 
of instruction. Note: Though your proposal will be reviewed, you will not be permitted to 
enroll in academic units until your acceptance letter is received. If you will not have this by 
the end of the first week, submit the remainder of your documentation to SSHA.  


3. Upon approval of your proposal, you will be notified via email and asked to: 
a.  Submit your independent study form to the Office of the Registrar to enroll in your 


units (subject to all course enrollment policies and deadlines). 
b. Obtain site supervisor’s signature and submit Learning Work Plan to Career 


Services by the end of week 4 of instruction.  
 


Application Timelines 
As internship proposals should be given a great deal of thought and consideration, planning 
should begin well before the registration period for the semester in which the internship will be 
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performed. A student can only register for an internship with approval of the faculty sponsor 
and the Office of the Dean. 


 
End of WEEK 1 of instruction  Learning Work Plan, Letter of Acceptance and 


Independent Study Form, signed by student and faculty 
sponsor, submitted to SSHA Advising (COB 223) 


 
End of WEEK 4 of instruction Student notified of decision; submits Independent Study 


Form to the Office of the Registrar. Learning Work Plan, 
with all signatures, submitted to Career Services. 


 
Throughout semester Students completes hours and maintains contact with 


faculty sponsor as required. 
 
Last week of instruction Student submits all materials to the faculty sponsor and 


completes internship evaluations as required by Career 
Services. Faculty submits final grade and completes 
internship evaluations as required by Career Services. 





		Student Internship Description

		Internship FAQ

		Academic Internship Learning Work Plan
















Study Abroad questions for WASC EER 
 


Karen Dunn-Haley <kdunnhaley@gmail.com> Fri, Oct 8, 2010 at 10:55 AM 
Reply-To: kdunn-haley@ucmerced.edu 
To: Craig Harmelin <charmelin@ucmerced.edu> 
Cc: Rebecca Sweeley <rsweeley@ucmerced.edu>, gcamfield@ucmerced.edu, lmartin@ucmerced.edu 


 


On Fri, Oct 8, 2010 at 8:51 AM, Craig Harmelin <charmelin@ucmerced.edu> wrote: 
Dear Karen, 
 
I am the assistant director in the Office of International Affairs and I am the person primarily 
responsible for study abroad at UC Merced and I report to Rebecca Sweeley. 
 
I would be happy to meet with you if you would like to dig deeper on your questions about study 
abroad, but let me answer your question below and give you a little more information about our 
current activities and our plans for the future. 
 


1. On preparation of students for study abroad: 
1. We conduct a number informational meetings and workshops relating to finding a 


program that is a good academic fit and planning for study abroad financially. Later 
we focus on a workshop for applicants to get through the application process. 


2. We mostly obtain materials from program providers including brochures and fliers 
from the Universitywide Office of the Education Abroad Program as well as 
International Opportunities Program providers and national scholarships like the 
Benjamin A. Gilman International Scholarship. We produce materials in our office 
based on the application process (dates and deadlines, a pre-application worksheet, 
events calendars) and on study abroad affordability. This is in addition to our forms 
and campus documents for study abroad. 


3. Unfortunately we have less contact with faculty than Rebecca and I are accustomed 
to from our previous campuses (SC and SB, respectively) because of the physical 
and organizational distance between our office and the faculty. As study abroad 
includes a major academic component, which justified the creation and maintenance 
of UCEAP, on many campuses it is organized within academic affairs. We hope to 
connect more with our faculty in the future through curricular integration and 
StudioAbroad software, eventual faculty-led study abroad programs, and a faculty 
director and/or campus internationalization task force. 


4. I am not certain as to what is intended by "requirements that certain classes are 
prerequisites." Are you asking about classes here or abroad? Prerequisites here or 
abroad? Requirements here or abroad? What I can say is that some programs have 
requirements and prerequisite coursework, but with our current course selection 
students do occasionally have difficulties meeting program requirements. 


2. On returnee activities: 
1. Because we do not have any leverage over students (e.g. registration holds, holding 


grades/transcripts), we cannot mandate returnee programs. Without leverage we do 
not have a large enough returnee population to run workshops on campus. Instead, 
we encourage (or even drive) students to a larger "Lessons From Abroad" 
conference held in the Bay Area annually. We can usually convince a handful of 
students to participate by paying their registration (which includes lunch), offering 
transportation, and informing them that there will be opportunities to work on résumés 
and CVs for international jobs and to network with international employers. At the 
conference they also have an opportunity to analyze and reflect on their experiences, 
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their learning, and the skills they have acquired. 
2. I feel that most of what you are looking for is above. 


 
To give you a better idea of where OIA is heading and our goals as they relate to your questions, 
these are areas we plan to tackle over the next few years: 


• Purchase and implementation of StudioAbroad, the industry-standard software for our field, to 
serve more students and create more self-service opportunities for students to learn and 
explore on their own while giving more data access and transparency to units from the 
Registrar and Financial Aid to Student Health and Disability Services to faculty and school 
advisors 


• Further curricular integration of coursework from abroad using StudioAbroad software (for 
student and academic advisor use for advising, recruitment, and retention) and Banner (for 
advisor use for articulation) 


• Great returnee activities and opportunities as the returnee population grows and study 
abroad reaches toward a critical mass including on-campus grad school and career-related 
workshops tied to reflective activities 


• Establishing and testing global learning outcomes for students and integrating these into 
outcomes from study abroad to a global certificate program to possibly course syllabi 


• Pushing to create a global certificate program (perhaps taught by OIA staff with a faculty 
instructor of record) to target sophomores as part of the campus' retention of second-year 
students but also to better prepare these students to enter a globalized workforce and 
hopefully for study abroad 


• Pushing to create GE course to improve global competency and better prepare our students 
to enter a globalized workforce or to collaborate across cultures with colleagues from around 
the globe 


 
Please feel free to contact me with any questions or clarifications and, again, if you would like to meet 
in person to get a better feel for our office, please let me know. 
 
 
Best, 
Craig 
 
 
Craig Harmelin 
International Affairs & Programs Abroad 
University of California, Merced 
http://studyabroad.ucmerced.edu 
charmelin@ucmerced.edu 
(+1) 209.228.2735 
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University of California 
Accountability Framework 


 
 
 


 
As a public entity, the University is accountable to the 
people of California and it must and it shall remain 
accountable to them for its actions, past and present, and 
for its future developmental trajectories. Accountability 
will be demonstrated in a variety of ways: 


 
. by the transparency of the decision-making 


processes that govern the University and its 
campuses, medical centers, and laboratories; and 
 


. by the manner in which key performance 
indicators are disclosed to and discussed with the 
broader public. 
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PART I 


 
Introduction 


 
 
 
Background and Purpose 
 
This second University of California Annual Accountability Report is part of the comprehensive 
framework announced by President Yudof in July 2008 to ensure greater accountability across 
the UC system. It measures campus and Universitywide performance in meeting core goals 
that reflect UC’s teaching, research and public service missions.   
 
The measures or “indicators” that are used in this report cover a wide range of topics, from 
undergraduate access, affordability and success, through research and the University’s budget 
and finances. Because coverage in any one area is necessarily limited, nine accountability 
sub-reports are published periodically to take up specific issues in greater detail. Together with 
other progress reports that are routinely produced by the campuses, the Academic Senate and 
the systemwide administration, these accountability reports will be used to understand how 
well—and at what cost—the University is meeting its goals, and how much its core functions 
are affected by changes in internal and external environments. They also will support strategic 
planning and inform budgetary decision-making; help ensure responsible stewardship of the 
institution; and promote and reflect the University’s commitment to be open and accountable to 
all Californians. 
 
 
 
Audience 
 
As a management tool, this report is written to be used by system leadership, Senate and 
campus administration, faculty and staff. But it also is intended to be a public document, 
written for the broad range of University stakeholders, from state legislators and prospective 
donors to the parents, teachers and counselors who routinely coach, encourage and mentor 
the next generation of UC undergraduates, and for current and former students worldwide. And 
it is written for California’s taxpayers, who ultimately contribute so much to the maintenance of 
this institution. All of these groups have a need and a right to know how well UC is performing. 
Accordingly, the report is written for a general audience.  
 
 
 
Scope 
 
The report assesses the University’s performance achieving key Universitywide goals that are 
distilled from several sources: the California Master Plan for Higher Education; the Board of 
Regents’ policies and budget priorities; the Academic Senate; the campuses’ strategic and 
academic plans; and the ongoing discussions of the Board of Regents. It also provides 
baseline metrics that will enable the University to assess the impact of state budget cuts. 
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 The report has evolved somewhat from last year:  
 


• Three new sections have been added to elaborate important cross-cutting themes about 
which data were distributed throughout previous reports. Section 1 on the size and 
shape of the University gives an overview of the sheer breadth and scope of the 
enterprise and how it has changed over time. Section 10 on teaching and learning pulls 
together indicators that begin to get at the experience and effectiveness of a university 
education. And Section 9 on diversity brings together in one place a range of indicators 
that illuminate both the University’s challenges and its progress achieving goals 
established by the Board of Regents in 2007. 


 
• Several new indicators have been added in this year’s report. The total number, 


however, has declined from 131 to 93 in an attempt to clarify, focus and eliminate 
overlap, and to make the report more useful to a general audience. References to 
accountability sub-reports and other materials that are available publicly from the 
University’s website are provided throughout the report for those interested in greater 
detail.  


 
• Section introductions have been rewritten. Each includes a crisp goal statement, a brief 


description that orients the section’s contents and a forward look that illuminates trends 
requiring careful attention and identifies areas where additional or better data or more 
robust analytical methodologies are required. 


 
• The campus profiles that were included in last year’s report are available on the 


accountability website (www.universityofcalifornia.edu/accountability). With the 
exception of UC Merced, which will produce its profile annually, they will be published 
on a biennial basis.  
 


Just as UC’s second annual accountability report reflects growth and development over its first 
report (May 2009), each annual accountability report will continue to evolve with the 
University’s understanding of its own goals, the impacts of internal and external environments 
upon its processes and increasing sophistication with the use of accountability measures.  
 
 
 
Methodology 
 
This report is divided into three parts: the Introduction (Part I); Key Themes and Trends (Part 
II); and standardized graphs, charts and data and related narratives that describe the 
University and its 10 campuses in relationship to each other and to comparison institutions 
(Part III). Part III includes 14 sections, each of which begins with an introduction describing the 
goals for that area, related metrics and next steps. Indicators are introduced with brief 
descriptive titles. In most cases, additional background information is supplied for each 
indicator, typically in bulleted form, in order to provide new or essential context that assists in 
the data’s comprehension. 
 
Three kinds of data are used in Part III: longitudinal data that tracks campus trends over time; 
systemwide data that compares the UC campuses collectively to averages for the 34 public 
and 26 private U.S. research universities that in 2009-10 belonged to the American 



http://www.universityofcalifornia.edu/accountability�
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Association of Universities (AAU)1


 


; and individual data that allow each UC campus to be 
compared to one another and to eight research universities—four public (Illinois, Michigan, 
SUNY-Buffalo and Virginia) and four private (Harvard, MIT, Stanford and Yale)—that UC 
historically has used to benchmark faculty salaries. To ensure neutrality, comparative data are 
presented for the UC campuses and comparison institutions are arranged alphabetically. 


A number of conventions were adopted for Part III to ensure the report’s accessibility to a 
general audience as well as its integrity and internal consistency: 
 


• Indicators are based on data that are publicly available and may be reproduced; 
 


• Preference is given to indicators that are commonly used nationally or internationally; 
 


• Indicators are primarily presented graphically so their meaning is visually apparent 
immediately; tabular data will be available on UC’s accountability website; and 


 
• Campus data are presented on a common scale in order to standardize data 


presentation. 
 
Although the campuses share common values, they differ in size, scope and complexity 
depending upon their programmatic mix, their funding structures, their founding date and other 
factors. A common scale highlights these differences and is a first step toward developing 
understandings about why campus differences exist and what they mean. 
 
For consistency, repeated use is made of a small number of standard graph and chart types. 
Because it can be difficult to figure out exact percentage differences from charts and graphs, a 
web-based version of this report is being developed that will link directly to the underlying data. 
As much as possible, trend data for both UC and its comparison institutions are preferred over 
snapshot data for a single year.  
 
 
 
A final note to readers 
 
Institutional assessment is an inexact science. Comparable data are difficult to come by for 
good and legitimate reasons. In addition, there are no national databases or reporting 
conventions for certain kinds of data—transfer students or faculty teaching workloads are two 
examples—so comparative data in these areas do not exist. 
 
Even where data are seemingly robust—a university does or does not receive $550 million in 
federal research funds in a given year—their interpretation is rarely beyond dispute. Some 
federal research funds, for example, may be sub-contracted to another university and thus 
double-counted in national statistics. 
 


                                                 
1 The Association of American Universities (AAU) is an invitation-only group whose members are selected 
primarily on the basis of the breadth and quality of research and graduate programs. Data presented in this report 
are based on the 60 U.S. AAU members as of March 2010; data from Georgia Tech, which joined the AAU in 
April 2010, are not included.   
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Finally, the report is limited by the data that are available. A key challenge is the tendency for 
reported indicators to lag behind policy and environmental changes. For example, the effects 
of state budget cuts on the University’s operating budget may affect student access, 
enrollment, diversity and faculty retention, but these effects may not be apparent for several 
years to come. We can report only data that are available, but the available data, however 
valuable, cannot convey the full complexity of what students learn, the value of the University 
to the state or the impacts of environmental changes upon the University. 
 
For these reasons, the reader is urged to not read too much about the University into any 
single measure. Rather, use indicators in combination with one another to gain a feel for the 
University as a whole.  
 
 
 
 
Like the first, the second annual accountability report was compiled at the Office of the 
President but results from the work of staff at campus and systemwide administrative offices 
too numerous to mention. It also has benefited enormously from review and input of the 
University’s Academic Senate as well as a newly established Accountability Advisory Group 
that includes representatives from each of the campuses and major systemwide Senate 
committees. We wish to thank the literally hundreds of people who commented on or 
contributed to this report. Without their expertise, their energy and their continued good will, 
this report could never have been produced. 
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PART II 


 
Key Themes and Trends 


 
 
 
This section highlights a number of issues and trends that emerge from the body of the report. 
It has three aims: 
 


• Identify strengths and challenges in key areas;  
• Flag trends that require careful attention in the years to come; and 
• Introduce significant changes in the report’s structure, content and approach. 


 
With the University suffering 20 percent cuts over two years in its state appropriation, this 
year’s report draws attention to the University’s continuing financial challenges. While the 
recent cuts have been particularly steep, they are part of a long-term trend that has seen the 
state’s annual appropriation to the University decline in inflation-adjusted dollars by 54 percent 
from 1990-91 to 2009-10. Funding for educational facilities also is in short supply. UC faces $1 
billion annual shortages in the funds it will need over each of the next five years just to meet its 
most pressing facilities needs.  
 
Additional financial burdens result from substantial unfunded liabilities that exist in the UC 
Retirement Plan (UCRP) and in the health benefits that are paid to UC retirees. These are 
shown for the first time in this year’s report and will be tracked annually hereafter. This is 
because budget actions taken to address the shortfalls (employer and employee contributions 
to the retirement plan, for example) will affect the overall funding available for the University’s 
operations, thereby adding to the financial challenges resulting from diminished state support.  
 
Some impacts of the long-term decline in state funding are apparent in both the trend and the 
comparative data that are presented in these pages. In the trend data in particular there is 
evidence that the quality of a UC education is threatened, as are the University’s accessibility 
to all of California’s eligible students, its affordability and its diversity. Because most indicators 
of the University’s health lag budget actions by at least a year, it is too soon to know the full 
impact on the University of the most recent and severe financial downturn. Eight trends in 
particular are called out here for continued careful attention:  
 
1.  Enrollment. The total number of new students declined in 2009, reflecting a policy decision 
taken in 2008-09 to begin reducing the number of undergraduate students for whom no state 
funds were being made available (estimated in 2008-09 at close to 15,000 undergraduates). 
Freshman enrollments were curtailed by 2,300 for fall 2009 and 1,500 for fall 2010, more than 
offsetting the planned growth of 500 additional community college transfers in each of those 
years. This net reduction in total new enrollments occurred at a time when the number of 
eligible California high school graduates reached record highs.  
 
2.  Affordability. The total cost of an undergraduate education in 2008-09 did not increase for 
independent students and for students from families earning less than $60,000 per year. This 
testifies to the strength of the University’s financial aid program. The proportion of 
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undergraduates who graduated with student loan debt also remained relatively stable at 
around 52 percent, as did the level of inflation-adjusted cumulative average debt that students 
incurred. In the next few years, the data on undergraduates may begin to reveal the impact of 
the steep fee increases that totaled 32 percent for 2009-10 and 2010-11 combined. If they do, 
they may resemble some professional degree programs where steep fee increases over the 
past decade very evidently have impacted the affordability of these programs. 
 
Beginning in 1994, fees over and above those paid by undergraduates were introduced for 
selected professional degree programs. Professional degree fees have risen dramatically in 
recent years, especially for medicine, law and business. And they have been extended to other 
programs such as public health, public policy and social welfare. Average indebtedness has 
grown among professional degree students in response, by as much as 10 percent per year 
among students studying for law, medicine, education and health degrees other than medicine. 
Additionally, the number of professional degree students graduating with debt has grown.  
 
3.  Teaching and learning. A new section on teaching and learning presents survey data 
gathered every two years that demonstrates that undergraduates have a high degree of 
satisfaction with their UC experience. The student-faculty ratio (a proxy for either a university’s 
investment in instruction or a measure of the average availability of faculty members for a 
student) has been relatively stable at UC since 1994. This stability, however, obscures 
underlying changes in the overall composition of the faculty, including a reduction in the 
proportion of ladder-rank faculty.   
 
Also of concern are data revealed by two indicators that are new to this year’s report: one 
showing just how much credit toward an undergraduate degree is earned in large classes and 
another showing growth in the proportion of instruction that is taken on by faculty who are not 
on permanent appointments and, as such, not as engaged in research. Contact with research 
and the people who conduct it is a hallmark of a UC education. It is too soon to know what 
impact budget cuts will have on the composition of UC faculty; however, the University 
anticipates that class sizes are likely to increase. 
 
4.  Student success. Four-year completion rates continue to improve for undergraduates who 
enter the University as freshmen. The proportion graduating in four years has increased from 
42 percent for freshmen entering in 1996 to 60 percent for freshmen entering in 2005. But the 
data are not yet available for students affected by the recent severe budget cuts. These cuts 
produce countervailing pressures. Steep fee increases can provide incentive to students to 
finish their undergraduate degrees as quickly as possible. However, as fewer classes are 
made available, progress toward degree completion could be slowed.  
 
5.  Research. The University’s research enterprise continues robustly. It persists at the top 
end of indices that rank universities worldwide and that adopt methodologies emphasizing 
research outputs. UC also routinely accounts for 9 percent of the research expenditures made 
by all U.S. universities. When 2009-10 data on research expenditures become available, it is 
likely to reveal continued, even expanded, growth due in large part to the University’s success 
in attracting more than $800 million of American Recovery and Reinvestment Act (ARRA) 
funding that was devoted to research and flowed to universities through federal and other 
funding agencies awarding multi-year grants in 2009-10.  
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In addition, the University produces a large number of the nation’s most eminent scholars.  In 
2009 and 2010, the prestigious National Academy of Sciences admitted 144 new members, 66 
of them from public universities.  More than half of those admitted from public universities (39) 
were from the University of California. 
 
6.  Recruitment and retention of faculty and staff. The University remains concerned about 
its ability to recruit and retain its world-class faculty and the staff who support them in 
instruction, research, patient health care, student services and the many other enterprises in 
which they and the University are involved. Data from the 2009 total remuneration study (a 
survey that took into account all forms of compensation including salaries and benefits) 
demonstrate that with the exception of service workers, UC’s total compensation is below 
market (4 to 7 percent below market for its faculty and up to 14 percent for some of its staff). At 
the same time, its work force is aging: 54 percent of its faculty and 35 percent of its staff are 
over the age of 50. Accordingly, UC will need to emphasize faculty and staff renewal at a time 
when it is at a considerable competitive disadvantage in the marketplace with regard to the 
salaries it offers. 
 
7.  Financial responses. The report demonstrates how the University has steadily expanded 
its reliance on non-state funding. Student fee increases and the University’s successes in 
attracting research grant funding are two examples. The report also documents that the 
amount of funds generated by auxiliary services and endowment funding has grown. But the 
report is careful to manage expectations about how far reliance on non-state funding can 
stretch. While the University’s revenues are large—more than $20 billion in 2009—the majority 
are generated by research grants and contracts and auxiliary services (a category that 
includes hospitals and medical centers as well as parking garages and student housing and 
dining services). Student fees and state funding are largely responsible for covering core 
academic costs, which include faculty salaries, libraries, instructional technologies, student 
services and other academic support services. And while state and fee funds may be 
supplemented from other sources, non-state and non-fee funds are typically restricted to 
specific purposes for which they are designated and would need in any event to grow in an 
unprecedented fashion before noticeably making up for the diminution in state funds. 
Endowment funds, for example, would need to grow by more than 250 percent in order for the 
interest paid upon them to make up for the cuts meted out by the state in 2008-09 alone.  


 
The University also continues its multi-year quest to achieve cost efficiencies in virtually all of 
its operations. In future years, we hope to include a methodologically sound way to present its 
progress. 
 
8.  Diversity. The University is especially challenged here. African Americans, American 
Indians and Chicano/Latinos are less well represented among the University’s students, faculty 
and staff than they are in the state as a whole, and women are less well represented than men 
in faculty and senior management positions. As the September 2009 Accountability Sub-
Report on Diversity demonstrated, degree completion rates are lower for students from 
particular populations (African-American and Chicano/Latino males, for example) than for 
white or Asian students, and the University needs to pay more attention to this area 
(www.universityofcalifornia.edu/accountability). 
 
While there is considerable variation across campuses and across disciplines and evidence of 
real progress in selected areas, a great deal more remains to be done in order to realize the 
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commitment renewed by the Board of Regents in 2007 to support diversity and equal 
opportunity and to promote a culture of tolerance, inclusiveness and respect on each campus. 
Progress needs to be made within the legal limitations of Proposition 209, which eliminated 
considerations of race, ethnicity and gender in admissions and hiring, and in the context of 
severe budget cuts that have required the University to curtail enrollments, reduce the number 
of new faculty hires, eliminate staff positions and increase student fees.  
 
This report, coupled with an annual accountability sub-report on diversity, will track the 
University’s progress, its continuing challenges and the impact of its new initiatives (such as 
“Project You Can,” a fundraising initiative that seeks to raise $1 billion in private support for 
student aid) on diversity. It also will incorporate new measures as they are developed to gain a 
better understanding of the hurdles faced by women and underrepresented minority groups 
and the actions that may help to reduce those hurdles. 
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PART III 
 
 
 


Universitywide Indicators with Campus Comparisons 
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Section 1.  Size and Shape of the University 
 
 
GOALS AND CHALLENGES 


In 1960, California’s Master Plan for Higher Education transformed a collection of 
uncoordinated and competing colleges and universities into a coherent system and unique 
model of higher education. It did this by assigning each public segment—the University of 
California (UC), the California State University system (CSU) and the California Community 
Colleges (CCC)—its own distinctive mission and pool of students, while maintaining the 
principle of low-cost public higher education and universal access and choice. The University 
of California became the state’s public research university, with responsibility to admit the top 
12.5 percent of students from the graduating high school class, to conduct research and to 
award doctoral and professional degrees.  
 
While California has maintained its commitment to the Master Plan, its support of higher 
education has declined. The University’s share of the state’s general fund has dropped from 
8.1 percent in 1966-67 to 3.1 percent in 2009-10. California itself has changed dramatically 
over the past 40 years. It has grown greatly in size and diversity and its public K-12 education 
system, once a leader nationally, is ranked 43rd by the National Education Association (NEA) 
among all states in 2008-09 with regard to current expenditures per student. California also 
ranks 46th in eighth-grade math achievement and 47th in eighth-grade reading achievement, 
according to the most recent assessments by the National Assessment of Educational 
Progress (NAEP). 
 
This combination presents the University of California with formidable challenges as it seeks to 
continue to provide a high-quality education to all eligible undergraduates, to provide the state 
with an educated work force and to generate the research, ideas and innovations that improve 
people’s lives and create the new jobs and industries that keep California economically vibrant.  
 
 
NARRATIVE 
 
The indicators in this opening section describe the University’s development over the past 50 
years. They demonstrate enormous growth in enrollment, steady declines in state support, 
reductions in the average cost of education, and increases in tuition and fee levels—that is, the 
challenges that confront the University today. They also show the continuing vibrancy of the 
University—a wide and diverse community of students, faculty, staff and alumni. And they 
show the diverse and complex array of revenues that the University relies upon to maintain its 
highly diversified enterprise. Together, the indicators paint a picture of a strong institution but 
one now at significant risk; they also set the backdrop against which subsequent sections are 
framed. 
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Indicator 1 
Undergraduate and Graduate Student Enrollment, Universitywide, Fall 1961 to 2009 
 


 
Note: General campus enrollment only 
 


• The number of students that the University has enrolled, both undergraduate and 
graduate, has quadrupled over the past five decades.     


 
• This enrollment growth, especially in the number of undergraduates, has been driven 


both by growth in the number of high school graduates and by the state’s and the 
University’s commitment to the Master Plan—that the University admit all eligible 
undergraduates in the top 12.5 percent of the graduating high school class in California.  
 


• As a consequence of that commitment, growth in undergraduate students has vastly 
outstripped growth in graduate and professional students. In 1961, UC enrolled 71 
percent undergraduates compared to 29 percent graduate students; in 2009, the 
University enrolled about 82 percent undergraduates compared to 18 percent graduate 
students. As a consequence, the ratio of undergraduate to graduate students has 
shifted from 2.5:1 in 1961 to 4.5:1 in 2009. 


 
• The change in the ratio of undergraduate to graduate students is one of the largest 


changes in the structure of the University over the past 50 years. 
 
 
 
 
 
 
 
 
Source: University of California Statistical Summary of Students and Staff 
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Indicator 2 
University Community, October 2008 
 


 
 
 


• The University of California has 10 campuses, five medical centers, 16 health 
professional schools, four law schools, the state’s only public veterinary school, plus 
professional and enrichment courses and agricultural and natural resources programs 
that extend learning throughout California. 


• The UC community consists of more than 226,000 students, 134,000 faculty and staff, 
50,000 retirees and nearly 1.6 million living alumni. 


• The numbers cited above do not include the millions of others whose lives are touched 
by the University. This much broader group includes those who are treated at UC’s 
hospitals, where they account for 3.8 million outpatient clinic visits annually and more 
than 850,000 in-patient days. It includes UC extension students who make up 300,000 
annual course enrollments. And it includes the countless farmers and agriculturalists 
who work with UC Cooperative Extension agents, the entrepreneurs and employees in 
industries that use findings from UC’s research and the many others who attend 
concerts, movies and lectures at UC and visit its many museums, libraries, botanical 
gardens and natural reserves. 


 
 
 


 
 
 
 
 
 
Source: UCOP Corporate Student System and Corporate Personnel System
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Indicator 3 
Revenue by Source, 2008-09 
 


 
Note: Data are in millions of dollars. 
 


• In addition to providing instruction for more than 226,000 students annually and 
maintaining a multibillion-dollar research enterprise, the University engages in a broad 
spectrum of ancillary activities, including the operation of teaching hospitals, 
maintenance of world-class libraries, development of academic preparation programs, 
and  provision of auxiliary enterprises such as student residence halls and dining 
services.  The University also is involved in the management of three Department of 
Energy (DOE) labs: Lawrence Berkeley National Laboratory, Lawrence Livermore 
National Laboratory and Los Alamos National Laboratory. 


• In 2008-09, the University through all its activities generated about $20 billion in 
revenues from a wide range of sources.  


• Most of the University’s revenues are restricted in how they may be used.  
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP Financial Management
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Indicator 4 
Percent of State General Fund Going to UC, 1966-67 to 2009-10 
 


 
Note: Figure excludes federal stimulus funds (ARRA Act) passed through the state budget. 
 


• The University’s share of the state’s general fund dropped from 8.1 percent in 1966-
67 to 3.1 percent in 2009-10. Over this same time period, the share for the state 
Department of Corrections and Rehabilitation grew from about 4 percent to almost 
11 percent. The shift away from higher education to prisons reflects a fundamental 
realignment of public priorities, with major consequences for higher education. 
 


• Historically, state funding has been the largest single source of support for the 
University. Together with UC general funds and student fee revenue, it has provided 
permanent funding for the core costs of instruction, including faculty salaries and 
benefits, academic and administrative support, student services, operation and 
maintenance of plant and student financial aid.  


 


 


 


 


 


 


 
 
 
Source: UCOP Budget and Capital Resources 
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Indicator 5 
Per-Student Average Expenditures for Education, 1998-99 to 2009-10 
 


 
Note: Figures have been adjusted for inflation. 
 


• Since 1990-91, average inflation-adjusted expenditures for educating UC students have 
declined 25 percent. 


• The state’s share of expenditures has fallen even more steeply—by more than 50 
percent over this time period. 


• The share of expenditures borne by students in the form of fees has tripled, from 13 
percent to 40 percent. 


• In other words, students and their families are bearing a growing proportion of the cost 
of their education; increases in student fees have made up some (but not all) of the 
reductions in state support. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP Budget and Capital Resources
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Section 2.  Undergraduate Students – Admissions and Enrollment 
 
 
GOALS 


 
In adherence to the principles set down in California’s Master Plan for Higher Education, the 
University of California admits all eligible undergraduates who wish to attend. The Master Plan 
requires that UC admit freshmen from the top 12.5 percent of California’s public high school 
graduates, but allows UC to determine how that pool is defined. The Master Plan also requires 
that UC create a well-defined transfer route for students who choose to attend a California 
Community College after high school.  
 
 
NARRATIVE 
 


Undergraduate students typically enter the University as freshmen directly from high school or 
as transfers from California Community Colleges. UC establishes specific paths and eligibility 
criteria for both high school graduates and community college transfer and guarantees 
admission somewhere in the system to all students who meet those criteria. This section 
describes the admissions characteristics of all entering freshmen and transfer students. More 
detailed information can be found in the March 2010 Admissions and Enrollment Accountability 
Sub-Report and the September 2009 Diversity Accountability Sub-Report. Both reports are 
available at: www.universityofcalifornia.edu/accountability. 
 
 
LOOKING FORWARD 
 


In future editions of the accountability report indicators in this section will demonstrate the 
impacts on undergraduate admissions and enrollment of continuing demographic, fiscal and 
educational policy changes. Through them we will be able to see whether, how and to what 
extent the University will, in an era of continued fiscal constraint, meet its commitment to the 
state’s Master Plan, enrolling and educating all eligible students while maintaining academic 
quality and affordability. Additionally, we will see the impacts on the demographic complexion 
and academic preparedness of the UC undergraduate student body of the revised eligibility 
criteria, which will go into effect for the entering class of 2012. These revisions will make more 
students eligible to apply, though fewer will be guaranteed admission.  
 



http://www.universityofcalifornia.edu/accountability�
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Indicator 6 
UC Freshman Applicants, Admits and Enrollees, Fall 1995 to 2009 
 


 
 


• New freshman enrollment has increased 48 percent, from 23,122 new students to 
34,242 new students over the past 14 years, driven in large part by growth in the 
number of high school graduates. In addition, proportionately more high school 
graduates are applying to the University. 


 
• Because of the state budget crisis, the state did not fund the enrollment growth that 


occurred in 2008-09 and 2009-10. As a result, in 2009-10 UC had enrolled close to 
15,000 students for whom it received no state support. 


 
• In response to the fiscal crisis, the University enrolled 2,300 fewer new California 


resident freshmen in 2009-10.  
 


• Freshman enrollment also dropped in 2004 when funding for enrollment growth was 
excluded from the 2004-05 state budget. Although these funds were later restored, UC 
denied an unusually large number of students for fall 2004. 


 
 
 
 
 
 
 
 
 
 
 
Source: UCOP StatFinder files (statfinder.ucop.edu)







 
 


 
UC Annual Accountability Report May 2010                                                                                                   19 


Indicator 6 (continued) UC Freshman Applicants, Admits and Enrollees, Fall 1995 to 
2009 
 


   
 


   
 


   
 


 
 


   
 


(San Francisco has 
no undergraduates.) 
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Indicator 7 
Number of College Preparatory Courses Completed by Entering Freshmen, Fall 2000 to 
2009 


 
 


• Consistent with the Master Plan for Higher Education, UC’s policy is to provide access 
for all students who meet the University’s eligibility criteria. 


 
• There are several different paths by which a student can become eligible. Statewide 


eligibility for a freshman entrant is based on three factors: 
 


o Subject competency, as demonstrated by the completion of at least 15 year-long 
college preparatory courses (the “a-g” requirement, graphed above); 


o Grade point average (GPA) in college preparatory (“a-g”) courses during the 
sophomore and junior years of high school; 


o Scores on standardized tests (either SAT or ACT). 
 


• Students deemed eligible for the University are guaranteed a place at one of the UC 
campuses, although not necessarily a campus or major of their choice. 


 
• UC’s eligibility requirements for the entering class of 2011 can be found at: 


www.universityofcalifornia.edu/admissions/undergrad_adm/paths_to_adm/ 
freshman.html. Eligibility requirements for the entering class of 2012 have been revised: 
www.universityofcalifornia.edu/admissions/undergrad_adm/paths_to_adm/ 
freshman2012/. 
 


 
 
 
Source: UCOP StatFinder files (statfinder.ucop.edu)







 
 


 
UC Annual Accountability Report May 2010                                                                                                   21 


Indicator 7 (continued) Number of College Preparatory Courses Completed by Entering 
Freshmen, Fall 2000 to 2009 
 


 
 


 
 







 
 


 
22                                                                                                          UC Annual Accountability Report May 2010 


Indicator 8 
Average High School Grade Point Average (GPA) of Entering UC Freshmen, Fall 2000 to 
2009 
 


 
 
 


• For admissions purposes, the University computes two different high school GPAs – 
weighted and unweighted. Using both GPAs provides a richer understanding of how 
students challenged themselves as well as a measure of their performance in honors 
courses. 


 
• The weighted GPA accounts extra credit for succeeding in difficult courses, such as 


those in the College Board’s Advanced Placement programs. An A in one of these UC-
approved honors courses receives 5 points, a B receives 4 points, etc.  


 
• In making admissions decisions, some campuses also consider the unweighted GPA. 


This reflects grades earned in college preparatory courses without any additional bonus 
points and is calculated on a 4-point scale with an A receiving 4 grade points, a B 
receiving 3 grade points, etc. 


 
 
 
 
 
 
 
 
 
 
 
Source: UCOP StatFinder files (statfinder.ucop.edu)
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Indicator 8 (continued) Average High School Grade Point Average (GPA) of Entering UC 
Freshmen, Fall 2000 to 2009 
 


   


   


   


 


   


  


(San Francisco has 
no undergraduates.) 
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Indicator 9 
Middle 50% of SAT Math and Critical Reading Score Range — Entering Freshmen,  
Fall 2008 
 


 
Note: Data for the SAT Writing Test are not available for comparison institutions. San Francisco does not enroll 
freshmen. 
 


• The University of California requires that students applying for admission take either the 
SAT or ACT reasoning test. 
 


• The majority of UC applicants take the SAT test. 
 


• The SAT test consists of three components—math, critical reading and analytic 
writing—each scored on an 800-point scale, with a possible total score of 2400 points. 


 
• Scores displayed above represent the math and critical reading components of the SAT 


test only and are based on a 1,600-point scale. The vertical bars above represent the 
range of test scores for the middle 50 percent of new freshmen. The bottom number of 
each bar represents the 25th percentile; the top number represents the 75th percentile.  


 
• UC also uses scores on the analytical writing component of the SAT exam in its 


admissions decisions, but these data are not available for comparison institutions. 
 
 
 
 
 
 
 
Source: U.S. News and World Report
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Indicator 10 
Upper-Division California Community College (CCC) Transfer Applicants, Admits and 
Enrollees, Fall 1995 to 2009 
 


 
 


• The Master Plan calls for UC to accommodate all eligible California Community College 
(CCC) transfer students and specifies that the University maintain a 3:2 ratio of upper-
division to lower-division students in order to ensure spaces for CCC transfers. Lower-
division students are freshmen and sophomores; upper-division students are junior- and 
senior-level students. 


 
• Approximately 90 percent of transfer students to UC come from the CCCs. Transfer 


applicants from the CCCs are given priority in admission over transfer applicants from 
other institutions. 


 
• Since 1995, new CCC upper-division transfer fall enrollment has grown 62 percent.  
  
• Transfer students make up approximately 30 percent of incoming students annually. 


The tables shown here display fall admits only; additional transfer students matriculate 
in winter and spring terms.  


 
 
 
 
 
 
 
 
 
Source: UCOP StatFinder files (statfinder.ucop.edu)
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Indicator 10 (continued) Upper-Division California Community College (CCC) Transfer 
Applicants, Admits and Enrollees, Fall 1995 to 2009 
 


   
 


   
 


   
 


 
 


   
 


(San Francisco has 
no undergraduates.) 
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Indicator 11 
Average College Grade Point Average (GPA) — Entering Upper-Division California 
Community College Transfer Students, Fall 1994 to 2009 
 


 
 


• The maximum average GPA for entering transfer students is 4.00.  


• The transfer GPA is based on grades for college-level academic courses from the 
college(s) where students were previously enrolled. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP StatFinder files (statfinder.ucop.edu)
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Indicator 11 (continued) Average College Grade Point Average (GPA) — Entering Upper-
Division California Community College Transfer Students, Fall 1994 to 2009 
 
 


   
 


   
 


   
 


 
 


   


(San Francisco has 
no undergraduates.) 
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Indicator 12 
Geographic Distribution of Entering Freshmen, UC and Comparison Institutions, Fall 
2000 to 2009 
 


 
 
 
 
 


• Nearly 94 percent of UC undergraduates are from California. 


• Compared to other highly competitive and prestigious research universities, such as the 
Association of American Universities (AAU) public and private universities, the 
University enrolls fewer out-of-state and international undergraduate students.   


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: National Center for Education Statistics’ Integrated Postsecondary Education Data System (IPEDS) Fall 
Enrollment Survey
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Indicator 12 (continued) Geographic Distribution of Entering Freshmen, UC and 
Comparison Institutions, Fall 2000 to 2009 
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Indicator 13 
First-Generation Undergraduate Students, UC and Comparison Institutions, 1999-2000, 
2003-04 and 2007-08 
 


 
 


• A first-generation student is one for whom neither parent holds a college degree. 


• Having parents with college degrees often provides students with the role models, 
family expectations, know-how and financial resources that ease the transition from high 
school to college and that support students’ success in college. Students whose parents 
have not graduated from college lack this resource and the advantages it can confer.  


• Reflecting its commitment to providing access to students from many different 
backgrounds, the University of California enrolls a higher proportion of first-generation 
students than many of its peer institutions. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP Corporate Student Systems and National Center for Education Statistics’ National Postsecondary 
Student Aid Survey (NPSAS)
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Indicator 13 (continued) First-Generation Undergraduate Students, UC Campuses, Fall 
2008 
 


   
 


   
 


   
 


 
 


   


  


(San Francisco has 
no undergraduates.) 







 
 


 
34                                                                                                          UC Annual Accountability Report May 2010 


 
 
 
 
 
 
 
 
 
 
 


(this page intentionally left blank) 
 
 
 
 
 
 







 
 


 
UC Annual Accountability Report May 2010                                                                                                   35 


Section 3.  Undergraduate Students – Affordability 
 
 
GOALS 
 


UC seeks to ensure that financial considerations are not an obstacle to student decisions to 
seek and complete a University degree. Guided by policy adopted by the Board of Regents in 
1994, the University’s student financial aid programs are closely linked to the University’s goals 
of student accessibility. 
 
 
NARRATIVE 
 


UC closely monitors the impact of its pricing decisions and its financial aid program with a 
variety of affordability indicators. For example, it routinely assesses the cost of attending UC 
for families at different income levels; it also monitors the enrollment of low- and middle-
income students as well as how much students need to work during a term and borrow money 
to pay for their education. Although costs have risen, the indicators in this section show that 
the University continues to remain accessible to students from all income groups and that 
student debt levels and number of hours worked have remained manageable.   
 


More information about UC costs and financial aid, including links to financial aid estimators 
provided by each campus, is available at 
www.universityofcalifornia.edu/admissions/paying.html. Detailed information about trends in 
UC financial aid can also be found in the University’s Annual Report on Student Financial 
Support (www.ucop.edu/sas/sfs/docs/regents_0809.pdf). The University of California Financial 
Aid Policy is available at www.universityofcalifornia.edu/regents/policies/6076.html. 
 
LOOKING FORWARD 
 


The University remains committed to meeting the financial need of students. Its Blue and Gold 
Opportunity Plan, beginning in 2010-11, will ensure that students with household incomes 
below $70,000 who qualify for financial aid receive gift aid covering their systemwide fees to 
their need level. The University also has announced “Project You Can,” an ambitious 
fundraising initiative that aims over the next four years to raise $1 billion in private support for 
student aid. 
 
 
 



http://www.universityofcalifornia.edu/admissions/paying.html�

http://www.ucop.edu/sas/sfs/docs/regents_0809.pdf�

http://www.universityofcalifornia.edu/regents/policies/6076.html�
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Indicator 14 
Total Cost of Attendance, UC and Comparison Institutions, 2002-03 to 2008-09  
 


 
Note: Figures have been adjusted for inflation. 
 


• The total cost of attending college includes tuition and fees, as well as living expenses, 
books and supplies, transportation, health insurance and personal expenses. 


 
• As this graph shows, the total cost of attendance has risen over the past six years at 


UC, other AAU publics and AAU private institutions alike. 
 
• In 2008-09, the University’s total cost of attendance for California resident 


undergraduates was $25,071; fees comprised 32 percent of this amount. 
 
• The University will continue to carefully monitor its total cost of attendance compared to 


its peer institutions. 
 
 
 
 
 
 
 
 
 
 
 
 
 


Source: National Center for Education Statistics’ Integrated Postsecondary Education Data System (IPEDS)
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Indicator 15 
Net Cost of Attendance by Income, 1999-2000 to 2008-09 
 


 
Note: Figures have been adjusted for inflation. 
 


• A general measure of the University’s affordability is its average net cost of attendance. 
This represents the actual cost of attending the University for undergraduates after 
taking into account scholarships and grants. This is what students must contribute to 
their college education, whether from parental contributions or their own resources (e.g., 
student savings, work or loans). 


 
• Scholarships and grants reduce the “sticker price” of attending UC for students at all 


income levels, but especially for students with few parental resources (i.e., low-income 
dependent students and students who, under federal guidelines, are considered to be 
financially independent from their parents). 


 
• Between 1999-2000 and 2008-09, augmentations to gift aid kept the average increase 


in inflation-adjusted net cost for low-income students to $1,705 compared to $5,836 for 
students in the highest income category. 


 
• Additional grant aid did not fully cover cost increases for low-income students in part 


because non-fee costs, such as room and board, books and supplies, etc., increased 
without augmentations in grants to offset them. 


 
 
 
 
 
 
 
Source: UCOP Corporate Student System
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Indicator 16 
Distribution of UC Undergraduates by Family Income, 1999-2000 to 2008-09 
 


 
Note: Figures have been adjusted for inflation. 
 


• One important metric for gauging the impact of fee increases on the affordability of the 
University is the distribution of students by family income over time. If fee increases 
were causing undue financial hardship, one would expect to see proportionately fewer 
low-income students enrolling over time as costs went up. 


 
• Despite recent increases in both the total cost and net cost of attendance, the income 


distribution of all UC undergraduates has changed little since 1999-2000, indicating that 
the University has remained accessible to undergraduates from all income groups. 


 
• In fact, more than a third of UC students either come from low-income families (with 


incomes under $48,000) or, under federal guidelines, are considered financially 
independent from their parents. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP Corporate Student System
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Indicator 17 
Distribution of UC Undergraduates by Family Income, UC and Comparison Institutions, 
2007-08 
 


 
 


• As a system, the University enrolls proportionately more low-income independent and 
dependent students than comparable public or private universities. 


 
• The higher proportion of high-income students at UC compared to other selective public 


institutions may, in part, reflect state-to-state differences in family incomes. 
 
• Students at very selective private universities are more likely than students at UC to 


come from upper- and middle-income brackets, consistent with those institutions’ higher 
costs. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP Corporate Student System and National Center for Education Statistics’ National Postsecondary 
Student Aid Survey (NPSAS)
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Indicator 18 
Undergraduate Pell Grant Recipients, UC and Comparison Institutions, 2007-08  
 


 
 


• Pell Grants are awarded by the federal government to low-income students—generally 
those whose parent incomes are below $45,000 or who are considered to be financially 
independent from their parents. 


  
• The percent of undergraduate students with Pell Grants provides a useful means to 


compare different institutions in terms of how accessible they are to low-income 
students. It is also useful in comparing institutions in terms of their undergraduates’ 
socioeconomic backgrounds. 


 
• As a system, the University of California enrolls a higher percent of Pell Grant recipients 


than any other top research university in the country. About a third of all UC 
undergraduates receive the grants. 


 
 
 
 
 
 
 
 
 
 
 
 
 
Source: National Center for Education Statistics’ Integrated Postsecondary Education Data System (IPEDS) 
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Indicator 19 
Undergraduate Hours of Work, 2003-04, 2005-06, 2007-08 
 


 
 


• The University monitors students’ self-reported hours of work as one indicator of its 
affordability. 


 
• The number of students working for pay has risen slightly over the past four years. In 


2007-08, about 54 percent of undergraduates worked for pay compared to about 50 
percent in 2003-04.   


 
• The University considers that working up to 20 hours a week is manageable for 


students, but that working more than 20 hours a week is excessive. Excessive work 
hours during an academic term are often associated with reduced course loads and 
lower GPAs. About 10 percent of students work more than 20 hours a week, a number 
which has been relatively constant over the past four years.  
 


• The University’s goal is for students to work at a level that allows them to make steady 
progress toward completion of the baccalaureate degree (i.e., to work no more than 20 
hours per week during the academic year, and ideally less than 13 hours per week). 
See page 6 of the University’s Annual Report on Student Financial Support for a fuller 
discussion (www.ucop.edu/sas/sfs/docs/regents_0809.pdf).  


 
 
 
 
 
 
 
 
 
Source: UC Undergraduate Experience Survey (UCUES)



http://www.ucop.edu/sas/sfs/docs/regents_0809.pdf�
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Indicator 20 
Percent of Seniors Graduating with Student Loan Debt, UC and Comparison 
Institutions, 2003-04 to 2007-08 
 


 
 


• The proportion of UC undergraduates who take out student loans is comparable to that 
at other AAU public and private institutions. 


 
• About half of all UC undergraduates who graduated in 2007-08 took out student loans, 


compared to 53 percent at other AAU publics and 47 percent at AAU privates. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Common Data Set
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Indicator 21  
Average Cumulative Debt of Graduating Seniors Who Borrowed, UC and Comparison 
Institutions, 2003-04 to 2007-08 
 
 


 
Note: Figures have been adjusted for inflation. 
 


• On average, UC students who have taken out student loans graduate with less 
cumulative debt than students from other AAU public or private research universities. 
 


• The average student loan debt among UC borrowers in 2007-08 was about $15,000. 
This is equivalent to a monthly repayment schedule of about $170 a month for 10 years; 
longer repayment periods with lower payments are available.  
 


• A typical interest rate paid by a UC student borrower is about 6.8 percent; however, 
interest rates individual students will pay can vary depending on their specific loan 
program.  


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Common Data Set 
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Section 4.  Undergraduate Student Success 
 
 
GOALS 
 
The University of California supports students toward the successful and timely completion of 
their degrees and prepares them for roles as the next generation of leaders for California and 
the nation.   
 
 
NARRATIVE 
 


By many measures, UC students are successful. Four-fifths of entering freshmen graduate 
from a UC campus within six years, and two years later more than a quarter are enrolled in 
graduate or professional programs. Surveys show that UC undergraduates, in large numbers, 
plan to take professional and managerial positions in the California labor force. However, there 
are continuing challenges—graduation rates, for example, vary by campus and tend to be 
higher for white and Asian-American students than for African-American or Chicano/Latino 
students (see the first accountability sub-report on student success at 
www.universityofcalifornia.edu/regents/regmeet/jul09/l1attach.pdf). The University will continue 
to carefully monitor these trends going forward.   
 
 
LOOKING FORWARD 
 


The University remains committed to ensuring that undergraduate students are able to 
complete their degrees on time and to maintaining its excellent record of improving persistence 
and graduation rates. However, in response to the state budget cuts, the University in 2009-10 
significantly reduced the number of permanent faculty and staff hires (in both new and 
replacement positions), narrowed course offerings, increased class size and reduced support 
services for students. Future editions of the accountability report will examine the impact of 
these budgetary actions upon student success. 
 
Additionally, UC has only patchy information about the roles UC graduates play after they 
leave the University. In 2009-10, it launched a comprehensive survey of baccalaureate 
recipients who graduated five, 10 and 20 years ago (in 2004, 1999 and 1989). Data gathered 
through this survey will make an important contribution to our understanding about the role the 
University plays in furthering students’ achievements over their life course and will make an 
important contribution to this section in the May 2011 report. 
 



http://www.universityofcalifornia.edu/regents/regmeet/jul09/l1attach.pdf�
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Indicator 22 
Graduation Rates for Entering Freshmen, UC and Comparison Institutions, Entering 
Cohorts, Fall 1997 to 2001 
 


 
 


• More than 80 percent of students in the 2001-02 entering cohort of UC freshmen 
graduated in six years, compared to 73 percent at the AAU public and 89 percent at the 
AAU private universities. 


 
• Differences in graduation rates between UC and the other AAUs can be explained, in 


part, by the fact that UC attracts a somewhat different and more diverse student body 
than is typical of other AAUs in general. 
 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: National Center for Education Statistics’ Integrated Postsecondary Education Data System (IPEDS) 
Graduation Rate Survey
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Indicator 22 (continued) Graduation Rates for Entering Freshmen, UC and Comparison 
Institutions, Entering Cohorts, Fall 1997 to 2001 
 


 
Note: San Francisco has no undergraduates. 
 


 
 
 
. 







 
 


 
48                                                                                                          UC Annual Accountability Report May 2010 


Indicator 23 
Graduation Rates for Entering Upper-Division California Community College Transfer 
Students, Entering Cohorts, Fall 1997 to 2007 
 


 
Note: Upper-division CCC transfer students are those who enter UC with 60 or more transferable units. 
 


• Graduation rates for upper-division community college transfer students parallel those 
for entering freshmen—in 2005-06, 52 percent of CCC transfers graduated in two years, 
81 percent in three years and 86 percent in four years.  


 
• National data on graduation rates for transfer students are not available.  


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP StatFinder files (statfinder.ucop.edu)







 
 


 
UC Annual Accountability Report May 2010                                                                                                   49 


Indicator 23 (continued) Graduation Rates for Entering Upper-Division California 
Community College Transfer Students, Entering Cohorts, Fall 1997 to 2007 
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Indicator 24 
Undergraduate Degrees by Discipline, UC and Comparison Institutions, 2007-08 
 


 
 
• Approximately 31 percent of undergraduate degrees awarded at UC are in the STEM 


fields (physical and life sciences, technology, engineering and math) compared to about 
28 percent at other AAUs.  


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: National Center for Education Statistics’ Integrated Postsecondary Education Data System (IPEDS) 
Completion Survey
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Indicator 25 
Post-Graduation Plans of Seniors, Spring 2008 
 


 
 


• Students’ plans for the year following graduation often are in flux during their senior 
year. 


 
• These data, from the annual University of California Undergraduate Experience Survey 


(UCUES), show that 37 percent of seniors planned to attend graduate or professional 
school the year after graduation. However, as Indicator 26 shows, data from National 
Student Clearinghouse enrollment reports show that two years after graduation only 
about 26 percent were actually enrolled in a four-year college or university. 


 
• Other surveys at UC show that as seniors approach graduation, the number planning to 


work full time increases and the number planning to attend graduate or professional 
school the year immediately following graduation declines. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Spring 2008 University of California Undergraduate Experience Survey (UCUES)
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Indicator 26 
Post-Graduation Enrollments of UC 2004-05 Graduates 
 


 
 


• Systemwide, over a quarter of the graduating class at UC was continuing in higher 
education at the post-graduate level three years after graduation. More probably will 
enter graduate or professional school at a later point in time. 


 
• UC graduates’ entry into graduate or professional education shortly after earning their 


baccalaureate degrees speaks well to the University’s ability to deliver to the state a 
very highly educated and well-prepared professional and managerial work force. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: National Clearinghouse enrollment reports. Data represent the proportion of UC graduates who were 
enrolled at a four-year college or university for at least two terms on a half-time basis or more after earning their 
baccalaureate degrees. Presumably these are students who have gone on to earn additional post-graduate 
degrees.  
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Section 5.  Graduate Academic Students 
 
 
GOALS 
 
The California Master Plan for Higher Education charges the University of California with the 
responsibility for preparing graduate and professional students to help meet California’s and 
the nation’s work force needs.* Indeed, graduate education and research at the University of 
California have long fueled California’s innovation and economic development, helping 
establish California as one of the 10 largest economies in the world. One of the most important 
methods of transferring research and innovation from UC into society occurs when a new 
Ph.D. or M.D. starts his or her new job. At the graduate academic level, Board of Regents’ 
policy calls upon the University to attract a diverse pool of highly qualified students by 
providing a competitive level of support relative to the cost of other institutions. 
 
 
MEASURES 
 
At UC, graduate students include graduate academic or professional degree students. 
Graduate academic students (Section 5) are in masters and doctoral programs in the sciences, 
social sciences, humanities and engineering. Professional degree students (Section 6) 
participate in a wide range of programs that recruit directly into fields such as law (J.D.), 
medicine (M.D.) or business (M.B.A.). The indicators in these two sections show the size and 
diversity of graduate and professional school enrollment by broad academic discipline, types of 
degrees awarded, student outcomes and financial support measures. More detailed 
information is available from accountability sub-reports on graduate and professional 
education. 
 
 
LOOKING FORWARD 
 
Over the last 50 years, growth in undergraduate enrollments has far outpaced that in graduate 
enrollments as the University opened its doors to California’s burgeoning number of high-
school graduates. As a result, the proportion of graduate students at UC relative to 
undergraduates has decreased from about 29 percent of general campus enrollment in the 
mid-1960s to about 18 percent in 2008-09 (Section 1). At the same time, UC’s role in graduate 
academic and professional education continues robustly. Three major issues will shape its 
future: 1) the maintenance of an exceptional research faculty able to recruit and train graduate 
academic students and to generate the research funding necessary to support them; 2) 
insufficient financial aid packages for recruiting top graduate students compared to peer 
institutions; and 3) completion and time-to-degree rates for Ph.D. students. This section 
presents data tracking each of these areas, showing where gains have occurred over time and 
where there is room for future improvements.  
 
 
 
* The Master Plan gives UC exclusive jurisdiction for instruction in law, medicine, dentistry and veterinary 
medicine and, with two exceptions, for doctoral education as well; CSU may award education leadership 
doctorates (Ed.D.) independently and may award other doctorates jointly with UC or an independent institution. 
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Indicator 27 
Graduate and Professional Enrollment Compared to Undergraduate Enrollment, UC and 
Comparison Institutions, Fall 2003 to 2008 
 


 
 


• The proportion of graduate academic and professional degree students at UC is 
somewhat smaller than that at other AAU public universities and substantially smaller 
than that at AAU private universities. 


• One reason for this difference is that graduate growth was held down in the 1980s and 
1990s in order to ensure access to all eligible undergraduates who chose to attend UC.   


• Graduate enrollment growth also has been slowed by the inability of graduate students 
or departments to secure adequate and competitive student financial support. Dramatic 
increases in graduate student fees in recent years have exacerbated this historic 
problem. 


 
 
 
 
 
 
 
 
 
 
 
Source: National Center for Education Statistics’ Integrated Postsecondary Education Data System (IPEDS) Fall 
Enrollment Survey
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Indicator 27 (continued) Graduate and Professional Enrollment Compared to 
Undergraduate Enrollment, UC and Comparison Institutions, Fall 2003 to 2008 
 


 
 


 
 
 
 







 
 


 
56                                                                                                          UC Annual Accountability Report May 2010 


Indicator 28 
Average Net Stipend Offered to Ph.D. Students Admitted to UC Compared to Their First-
Choice Non-UC Schools, 2004 and 2007 
 


 
Note: Figures are in inflation-adjusted 2007 dollars. 
 


• Net stipend is the amount of competitive (non-need-based) aid that students have to live 
on after tuition and fees are paid. It is calculated by subtracting total tuition and fees 
from a student’s support package (which includes both gift aid and teaching and 
research assistantships). 


 
• Net stipend varies both by campus and by academic discipline. 


 
• On average, in 2007 UC’s per capita net stipend offer was $1,000 lower than that of 


competing institutions. This represented an improvement over the $1,500 
competitiveness gap that existed between UC and competing institutions in 2004. 


 
• The high cost of living in many California communities exacerbates the net stipend 


competitiveness gap between the UC campuses and a number of other non-UC 
schools. 


 
 
 
 
 
 
 
 
 
Source: University of California Graduate Student Support Survey, Spring 2004 and Spring 2007
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Indicator 28 (continued) Average Net Stipend Offered to Ph.D. Students Admitted to UC 
Compared to Their First-Choice Non-UC Schools, 2004 and 2007 
 


 
Note: Figures are in inflation-adjusted 2007 dollars. 
 


 
Note: Figures are in inflation-adjusted 2007 dollars. 
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Indicator 29 
Percent of Ph.D. Students Graduating with Loan Debt, by Discipline, UC Campuses, 
2007-08 
 


 


 
 


• The percent of Ph.D. students graduating with loan debt varies by campus and by 
discipline. 


 
• In general, Ph.D. students in the social sciences, arts and humanities are more likely to 


graduate with loan debt than students in the STEM (science, technology, engineering 
and math) fields. 


 
• A number of factors may account for this, most notably the fact that doctoral students in 


the STEM fields are more likely to be supported by federal research grants than 
students in the social sciences, arts and humanities.   
 


• Doctoral students in the social sciences, arts and humanities also take longer to 
complete their degrees, which tends to increase their debt levels as well. 


 
 
 
 
 
 
 
 
 
 
Source: UCOP Graduate Student Support Survey
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Indicator 30 
Cumulative Indebtedness of Ph.D. Student Borrowers at Graduation, by Discipline, 
Universitywide and UC Campuses, 2007-08 
 


 


 
 


• The cumulative indebtedness of doctoral students who graduate with student loan debt 
varies by campus and by discipline. 


 
• Universitywide, doctoral students in the social sciences, arts and humanities who have 


taken out student loans to finance their education graduate with more debt than 
students in the STEM (science, technology, engineering and math) fields.  
 


• This may, in part, be due to the fact that time-to-degree rates are longer for doctoral 
students in the social sciences, arts and humanities than for students in STEM fields. 
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Indicator 31 
Graduate Academic Degrees Awarded by Discipline, UC and Comparison Institutions, 
2007-08 
 


 
 


• UC awards 7 percent of the nation’s Ph.D.s. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: National Center for Education Statistics’ Integrated Postsecondary Education Data System (IPEDS) 
Completions Survey
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Indicator 31 (continued) Graduate Academic Degree Awarded by Discipline, UC and 
Comparison Institutions, 2007-08 
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Indicator 32 
Time to Degree for Ph.D. Students, UC and Comparison Institutions, 2003-04 to 2005-06 
 


 
Note: Data shown are for median elapsed time to degree; data include Ed.D. students. 
 


• Time to degree for Ph.D. students is measured from the time students enter their 
doctoral programs until the time they complete their Ph.D. degrees; it is based upon a 
rolling average over a three-year period. 


 
• On average, Ph.D. students at UC take about the same amount of time to complete 


their degrees as students at other AAU research universities. 
 
• However, Ph.D. students in the arts and humanities take longer to complete their 


degrees than Ph.D. students in other fields. This may be due to a number of factors: the 
additional time arts and humanities students spend as teaching assistants, the more 
individual nature of their dissertation research, the fact that they must often meet 
significant language requirements depending on their major and the fact that they more 
often interrupt their studies for financial or other reasons. 


 
 
 
 


 
 
 
 
 
 
Source: Survey of Earned Doctorates, various years; sponsored by National Science Foundation, National 
Institutes of Health, U.S. Department of Education, National Endowment for the Humanities, U.S. Department of 
Agriculture and the National Aeronautics and Space Administration.







 
 


 
UC Annual Accountability Report May 2010                                                                                                   63 


Indicator 32 (continued) Time to Degree for Ph.D. Students, UC and Comparison 
Institutions, 2003-04 to 2005-06 
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Indicator 33 
Time to Degree for Ph.D. Students, 1995-97 to 2005-07 
 


 
Note: Data shown are for elapsed time to degree. 
 


• Overall, the time it takes UC Ph.D. students to complete their degrees has fallen from 
6.3 years for those graduating in 1998-2000 to 5.8 years for those graduating in 2005-
07. 


 
• Recent humanities Ph.D.s are the one exception to this trend; they took about six 


months longer to complete their degrees than those who graduated 10 years earlier. 
 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UC Campus Graduate Divisions
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Indicator 34 
Ten-Year Ph.D. Completion Rates, Students Entering in Fall 1992 to 1994 
 


 
 


• Completion of a Ph.D. requires intensive study and original research that makes a 
significant contribution to knowledge. In the lab sciences, this typically includes 
publication of research papers in scientific journals. In other fields, it generally requires 
completion of a book-length dissertation.  


 
• Overall, 57 percent of students who began doctoral studies at UC between fall 1992 and 


fall 1994 had completed their Ph.D.s 10 years later.  
 
• Over half of entering doctoral students who left their programs without completing the 


Ph.D. did complete a master’s degree. Put another way, more than three-quarters of all 
students who began doctoral study at UC completed at least one graduate degree 
(master’s or doctoral).  


 
• Although data for all AAU institutions are not available, data from the Council of 


Graduate School’s Ph.D. Completion Project suggest doctoral completion rates at UC 
are similar to those at similar institutions 
(www.phdcompletion.org/quantitative/book1_quant.asp).  


 
• Comparative data on completion rates for doctoral students will be available from the 


2010 National Research Council’s Assessment of Doctorate Programs (forthcoming). 
 
 
 
Source: UCOP Corporate Student System. This system contains data on all degree-seeking students 
Universitywide. 
Data include Ed.D. recipients.
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Indicator 35 
Plans at Time of Ph.D. Completion, Spring 2007 
 


 
 


• More than one-third (37 percent) of students who earned a Ph.D. from UC already had 
accepted an employment offer by the time they had finished their Ph.D. degrees; 
another quarter (28 percent) were actively seeking employment.  


 
• In addition, another third had accepted an offer of a post-doctoral position. Post-doctoral 


training—in which Ph.D. students do further research for one or two years under the 
guidance of a faculty member at a research university before accepting a permanent, 
full-time position—has become an integral part of the training of Ph.D. students, 
especially in the sciences.  


 
• Two percent of new Ph.D.s had no immediate plans for further work or study the year 


after completing their degrees.  
 


 
 
 
 
 
 
 
 
 
 
 
Source: Survey of Earned Doctorates, various years; sponsored by National Science Foundation, National 
Institutes of Health, U.S. Department of Education, National Endowment for the Humanities, U.S. Department of 
Agriculture and the National Aeronautics and Space Administration.
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Indicator 35 (continued) Plans at Time of Ph.D. Completion, Spring 2007 
 


   
 


   
 


                                                                                                                                
 


   
 


   
 
 


  


(Merced opened in 2005 
and had awarded very few 


graduate degrees as of 
spring 2007.) 







 
 


 
68                                                                                                          UC Annual Accountability Report May 2010 


 
 
 
 
 
 
 
 
 
 
 


(this page intentionally left blank) 
 
 
 
 
 
 







 
 


 
UC Annual Accountability Report May 2010                                                                                                   69 


Section 6.  Professional Degree Students 
 
 
GOALS 
 
In addition to preparing graduate academic students, the University of California is also 
responsible for preparing professional degree students to enter a wide variety of professions 
that are critical to California, such as law, medicine, business, architecture, public policy and 
the arts. Included among its professional school offerings is the largest health sciences 
instructional program in the nation. The doctors, nurses, dentists, pharmacists, optometrists 
and veterinarians the University trains help deliver essential health care services to the people 
of California. 
 
 


NARRATIVE 
 


Historically, UC’s professional schools offered a top-quality education at a reasonable price. 
Beginning in 1994 and in response to state budget cuts, the University implemented 
professional degree fees to build the resources necessary for professional schools to recruit 
and retain excellent faculty, provide an outstanding curriculum, and attract high-caliber 
students. These fees are levied in addition to the mandatory Education and Registration fees 
that are set by the Board of Regents and required from all students. 
 


The indicators in this section document the number and range of professional degrees UC 
awards, professional degree fees by discipline, debt levels of professional degree students at 
graduation and medical and law students’ success, not just at earning their degrees, but at 
passing major certification and licensing exams. 
 
 


LOOKING FORWARD 


 
The professional degree fees that were first introduced in 1994 for students in medicine, 
dentistry, business and law have over the years increased in amount and been extended to 
many other professional degree programs. While the fees provide essential support to the 
professional degree programs, they potentially have adverse impacts on diversity, access and 
student debt. Further, they could restrict the career paths of students interested in pursuing 
public interest careers. Accordingly, the indicators in this section provide important baseline 
measures that will enable the University to carefully monitor the impact of professional degree 
fee increases on diversity, access, student debt and other indicators on an ongoing basis. 
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Indicator 36 
Professional Degrees Awarded by Discipline, UC and Comparison Institutions, 2007-08 
 


 
 


• The 10 UC campuses awarded 5,678 professional degrees in 2007-08. 
 


• The largest share of professional degrees that UC awarded was in the health 
sciences—medicine, dentistry, nursing, optometry, pharmacy, public health and 
veterinary medicine (30 percent in medicine and other health fields combined). This was 
followed by business (28 percent), education (17 percent) and law (14 percent). These 
proportions were relatively similar across both public and private comparison 
institutions.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 


Source: National Center for Education Statistics’ Integrated Postsecondary Education Data System (IPEDS) 
Completions Survey 
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Indicator 36 (continued) Professional Degrees Awarded by Discipline, UC and 
Comparison Institutions, 2007-08 
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Indicator 37 
Tuition and Fees by Professional Degree Program, Universitywide, 1994-95 to 2010-11 
 
Programs with Professional Degree Fees Starting in 1994-95 


 
Note: Includes mandatory systemwide fees and campus-based fees; excludes non-resident tuition; figures 
adjusted for inflation. 
 


• Many of UC’s professional degree programs charge a professional degree fee in 
addition to mandatory systemwide fees, campus-based fees and, when appropriate, 
non-resident tuition. 


 
• In 2009-10, professional degree fees were charged to students enrolled in business, 


dentistry, law, medicine, nursing, optometry, pharmacy, public health, public policy, 
theatre, film and television, international relations and pacific studies, veterinary 
medicine and preventive veterinary medicine.  
 


• For 2010-11, the University also will charge professional degree fees for programs in 
architecture, environmental design, information management, physical therapy, social 
welfare and urban planning on selected campuses.  


 
• In 2009-10, professional degree fees ranged from $4,000 for preventive veterinary 


medicine at Davis to $25,675 for business at Berkeley.   
 


 
 
 
 
 
 
 
Source: UCOP Budget and Capital Resources. Some program fees vary by campus; in this case, the midpoint is 
shown in the graph above. 
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Indicator 37 (continued) Tuition and Fees by Professional Degree Program, 
Universitywide, 1994-95 to 2010-11 
 
Selected Programs with Professional Degree Fees Starting after 1994-95 


 
Note: Includes mandatory systemwide fees and campus-based fees; excludes non-resident tuition; figures 
adjusted for inflation. 
 


• The graph above shows professional degree fees that were charged in professional 
programs housed at multiple campuses. Not shown are professional degree fees at 
individual campuses; these include Optometry (Berkeley); Theater, Film & Television 
(Los Angeles); International Relations and Pacific Studies (San Diego); and Veterinary 
Medicine (Davis). 
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Indicator 38 
Percent of UC Professional Degree Students Graduating with Debt, by Discipline,  
2001-02 to 2008-09 
 


 
 


• The percent of professional degree students who graduate with debt varies by 
discipline, ranging from almost 90 percent in medicine to slightly more than 50 percent 
in business. Within specific disciplines, the proportion of students graduating with debt 
has been relatively stable over the past eight years; however, in certain disciplines 
average debt levels of students who borrowed have risen (see Indicator 39). 


 


• About two-thirds of aid awarded to professional degree students is in the form of loans, 
primarily from federal loan programs, rather than fellowships or grants. A greater 
reliance on loans is considered appropriate for professional degree students because 
their programs are shorter and their incomes after graduation tend to be higher than 
those of other graduate students. 


 


• Professional degree students who choose careers in the public interest often forego 
higher incomes, thus these students may be less able to meet their debt repayment 
obligations. Therefore, in certain disciplines, such as law and business, University funds 
also are used for loan repayment assistance programs (LRAPs). Other LRAPs are 
funded at the federal, state or regional level to encourage students to serve specific 
populations (e.g., to work as physicians in medically underserved areas). 
 


• Other UC professional schools are continuing to evaluate the appropriate mix of loan 
assistance and increased fellowship support to ensure that public interest careers 
remain a viable choice for their graduates. 


 
 
 
Source: UCOP Corporate Student System







 
 


 
UC Annual Accountability Report May 2010                                                                                                   75 


Indicator 39 


Average Debt of UC Professional Degree Student Borrowers at Graduation, by 
Discipline, 2001-02 to 2008-09  
 


Note: Figures are in inflation-adjusted 2007 dollars. 


• Recent increases in average debt among professional degree program graduates 
reflect a combination of several factors, including increases in professional degree fees 
that have occurred since 2002-03 and increased access to, and awareness of, federal 
student loan programs. 


• In general, higher levels of student debt are found in disciplines with high levels of 
potential earnings (e.g., law, medicine, dentistry and optometry). 


• The percentage of professional degree students graduating with debt and average 
student debt levels are two, among several other, affordability indicators that the 
University is monitoring on an ongoing basis.  


 


 


 


 


 
 
 
 
Source: UCOP Corporate Student System
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Indicator 40 
United States Medical Licensing Examination Pass Rates, 2000-01 to 2008-09 
 


 
Note: Data presented here represent overall pass rates; students can take the MLE exams multiple times if they 
do not pass. 
 


• Sponsored by the Federation of State Medical Boards and the National Board of 
Medical Examiners, the United States Medical Licensing Examination is the 
examination for medical licensure in the United States.   


 
• Step 1 assesses whether a student understands and can apply important concepts of 


the sciences basic to the practice of medicine, with special emphasis on principles and 
mechanisms underlying health, disease and modes of therapy.  


 
• Step 2 assesses whether a student can apply medical knowledge, skills and 


understanding of clinical science, including emphasis on health promotion and disease 
prevention. Step 2 ensures that attention is devoted to principles of clinical sciences and 
basic patient-centered skills that provide the foundation for the safe and competent 
practice of medicine. 


 
• Step 2 has two components: Clinical Knowledge (CK) and Clinical Skills (CS). Step 2 


CK uses the multiple-choice examination format to test clinical knowledge. Step 2 CS 
uses standardized patients to test medical students and graduates on their ability to 
gather information from patients, perform physical examinations and communicate their 
findings to patients and colleagues. 


 
 
 
 
 
Source: UCOP data collection
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Indicator 40 (continued) United States Medical Licensing Examination Pass Rates, 2000-
01 to 2008-09 
 


 
 
 


 
Note: The Step 2CS examination began in 2004-05; national data are not currently available for 2008-09. 
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Indicator 41 
California Bar Examination Pass Rates, UC and Comparison Institutions, July 2009 
 


 
* Hastings Law School in San Francisco is affiliated with the University of California. 
 


• Students graduating from UC’s four law schools overwhelmingly pass the California Bar 
the first time. Their first-time bar passage rates are comparable to those from four other 
large, well-known and well-respected law schools in California. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: State Bar of California
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Section 7.  Faculty 
 
 
GOALS 
 
To a very large extent, the academic quality and reputation of the University of California—its 
ability to fulfill its tripartite mission of teaching, research and public service—is determined by 
the quality of its faculty. Accordingly, the recruitment and retention of a world-class faculty are 
among the University's most important priorities. In addition, highly talented faculty attract other 
highly qualified faculty, graduate students and undergraduates alike, all of which serve to 
maintain the academic quality of the University on an ongoing basis.  
 
 


NARRATIVE 
 


The indicators in this section document some of the central characteristics of and concerns 
about UC faculty—their number, discipline, age and compensation. The trends show that the 
proportion of ladder-rank faculty has declined relative to non-ladder-rank faculty and that many 
faculty are nearing retirement age. Together these trends highlight an immediate need for 
more emphasis on faculty renewal; yet the recruitment of new faculty has been significantly 
slowed on many campuses due to the state’s fiscal crisis. Faculty salaries have fallen further 
behind market, creating more challenges in attracting the best faculty candidates and in 
retaining current faculty. More information about trends in faculty composition, diversity and 
compensation can be found in the March 2009 Accountability Sub-Report on Faculty 
Competitiveness, the September 2010 Accountability Sub-Report on Diversity 
(www.universityofcalifornia.edu/accountability) and the January 2011 Accountability Sub-
Report on Faculty Competitiveness.  
 
 


LOOKING FORWARD 
 
No other public institution can claim as distinguished a faculty as the University of California. 
UC faculty includes 56 Nobel Prize laureates, 59 National Medal of Science recipients and 271 
members of the prestigious National Academy of Sciences. In the 2009 and 2010 classes 
elected to the National Academy of Sciences, 66 of the 144 new members came from public 
universities, and 39 of these were from UC. Put another way, more than half of the honored 
scientists from public universities teach and do research at UC.  
 
At the same time, the national economic recession has dramatically curtailed recruitment of 
high-performing faculty at UC and other universities across the country. It is critically important 
that UC lead the academic recovery over the next few years, not lag behind it. Universities that 
start recruiting aggressively before others will have an historic opportunity to improve their 
faculty; those who are slow to act will move in the other direction. How many of the National 
Academy members elected in 2030 will come from the UC faculty? This will depend greatly on 
UC’s ability to hire and retain top faculty in the next few years. 
 
 



http://www.universityofcalifornia.edu/accountability�
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Indicator 42 
Faculty Composition, October 2008 
 


 
 


• The University’s governing body, the Board of Regents, delegates to the faculty the 
authority to determine academic policy, set conditions for admission and the granting of 
degrees, authorize and supervise courses and curricula, and advise the administration 
on faculty appointments, promotions and budgets. The UC Academic Senate is the 
body that enables the faculty to exercise this delegated authority. 


• Senate faculty are tenured (have permanent appointments) or tenure-track (on the way 
to being considered for permanent appointments). They also are members of the 
Academic Senate. Non-Senate faculty have temporary appointments, though many of 
these may last for several years, and are not members of the Academic Senate.  


 
• Senate faculty comprise about 62 percent of all UC faculty appointments; non-Senate 


faculty are about 38 percent. 
 


• Although there are exceptions, faculty titles such as health science clinical, adjunct and 
clinical X series are generally found at one of UC’s health sciences campuses that have 
medical schools, other health sciences programs, and associated hospitals (e.g., Davis, 
Irvine, Los Angeles, San Francisco and San Diego). 


 
• Lecturer titles tend to be used more on the general campuses (i.e., non-medical side of 


the UC campuses). 
 
 
 
 
Source: UCOP Corporate Personnel System Standard Report AP1. Data shown are headcount numbers for all 
faculty members, both those with and without Senate appointments.  
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Indicator 42 (continued) Faculty Composition, October 2008 
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Indicator 43 
Faculty Composition, October 1998, 2003 and 2008 
 


 
 


• Between 1998 and 2008, UC added almost 4,100 more faculty, an overall increase of 
about 27 percent. During the same period, UC’s student population grew by 35 percent, 
from about 161,000 students in 1998 to almost 217,000 students in 2009. 


 
• During this period, the greatest growth in faculty appointments occurred with non-


Senate faculty. Their number increased 42 percent (from 5,097 to 7,213) compared to 
the number of Senate faculty, which increased 20 percent (from 10,009 to 11,987). As a 
result, the proportion of Senate faculty who constitute the core of the University’s faculty 
dropped from 66 percent to 62 percent of all faculty. 


 
• The picture reflects two trends. First, the proportion of faculty with appointments in the 


clinical X series, adjunct, and health science clinical series grew from 19 to 23 percent 
(2,818 to 4,455), largely due to increases in federal funding for health sciences 
research.  
 


• Second, the proportion of non-Senate lecturers grew from 14 percent of all faculty in 
1998 to 16 percent of all faculty in 2008 (2,108 to 3,008). Here, too, there are economic 
reasons at work reflective of the long-term decline in state funding. Non-Senate 
lecturers are teaching-only faculty and typically command lower salaries than Senate 
faculty. As such, they deliver instruction at a lower per-student cost.  
 


 
 
 
Source: Corporate Personnel System, CPS Standard Report AP1. Data shown are headcount numbers for all 
faculty members, both those with and without Senate appointments.
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Indicator 43 (continued) Faculty Composition, October 1998, 2003 and 2008 
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Indicator 44 
Faculty by Discipline, October 2008 
 


 
 


• About 37 percent of UC’s faculty is in the health sciences (medicine, dentistry, nursing, 
pharmacy, optometry, public health and veterinary medicine).   
 


• Over one-fifth (22 percent) is in the STEM fields (life and physical sciences, technology, 
engineering and math). 


 
• Turnover of ladder-rank faculty with professorial appointments (a subset of those shown 


in the chart above) historically has averaged about 3 to 4 percent per year. A low 
turnover rate in the professorial faculty helps to promote stability in the distribution of 
faculty across disciplines since existing positions can only be reallocated when they 
become vacant. Growth in the total number of faculty generates new positions; this also 
can affect disciplinary balance, depending on how these new positions are allocated. 


 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP Corporate Personnel System, October 2008. Data shown are headcount numbers for all faculty 
members, both those with and without Senate appointments.
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Indicator 45 
Faculty by Age, October 2008 
 


 
 


• The age distribution of UC faculty has become more heavily weighted toward older 
faculty as the baby boom cohort (those born 1946 to 1964) has grown older. 


 
• In 2008, 54 percent of UC Senate faculty members were 50 or older compared to about 


42 percent in 1994. 
 


• The need to recruit large numbers of new faculty to replace retiring faculty, and to do so 
in the context of high enrollment demands and significant budget reductions, is one of 
the major challenges facing UC.  


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UC Corporate Personnel System. Data shown are headcount numbers for all faculty members, both 
those with and without Senate appointments.
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Indicator 46 
Average Faculty Salaries, UC and Comparison Institutions, 1997-98 to 2008-09 
 


 
Note: Figures are in inflation-adjusted 2008-09 dollars, adjusted for inflation using the Consumer Price Index-
Urban.  


 
• UC recruits its faculty from top universities and historically has used eight of them—four 


publics and four privates—against which to benchmark its faculty salaries. UC’s four 
public comparison institutions are Illinois, Michigan, SUNY-Buffalo and Virginia; its four 
private comparison institutions are Harvard, MIT, Stanford and Yale. 


 
• The gap in faculty salaries between private and public institutions has widened over the 


past decade for faculty at all ranks. 
 
• A plan to eliminate the salary lag for faculty over a four-year period was adopted in 


2007-08, but the current fiscal crisis has delayed implementation.  
 
• While faculty continue to be considered for merit-based salary increases every three 


years, no general salary increases were provided for faculty in 2008-09 and 2009-10 
and are unlikely in 2010-11.  


 
• The lack of general salary increases over a multi-year period is creating profound 


challenges in retaining high-performing faculty. These challenges will grow more 
difficult, particularly if peer and competing institutions recover from the economic 
downturn before UC, enabling them to recruit UC’s top performers. 
 
 


 
 
Source: American Association of University Professors (AAUP) Faculty Compensation Survey. Data include all 
full-time faculty with rank of full, associate or assistant professor; instructors and lecturers are excluded.
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Indicator 46 (continued) Average Faculty Salaries, UC and Comparison Institutions, 
1997-98 to 2008-09 
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Indicator 47 
Total Compensation for Ranked Faculty, 2009 
 


 
 


• Total compensation includes base salary, health and welfare benefits and post-
employment benefits (pension and retiree health). 


 
• Data from the 2009 Mercer-Hewitt Study indicate that average faculty salaries at UC 


were about 10 percent below the market. However, the total compensation package 
was closer to market, primarily because UC’s benefits currently are ahead of market. 


 
• The University’s long-range plan is to rebalance the components of the total 


compensation package and bring salaries closer to market-competitive levels so that 
the total compensation package remains competitive. 


 
 
 
 
 
 
 
 
 
 
 
 
Source: 2009 Update of Total Remuneration Study for Campus & UCOP and Medical Centers (the Mercer-Hewitt 
Study Update): www.universityofcalifornia.edu/news/compensation/comparisons.html. Data for ladder-rank faculty 
excludes health sciences faculty and law school faculty. In addition, other faculty titles considered ladder and 
equivalent rank are excluded; some examples are astronomers, agronomists and supervisors of physical 
education. The study covered 78 percent of all ladder-rank faculty.



http://www.universityofcalifornia.edu/news/compensation/comparisons.html�
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Section 8.  Staff 
 
 
GOALS 
 
The University’s goals for its staff are twofold: to build a work force that reflects the diversity of 
the people of California and to attract and retain the highest-quality work force by offering 
competitive total remuneration, which includes salary and benefits. 
 
The first of these goals is outlined in the University’s diversity policy, which the Board of 
Regents adopted in 2007. The second goal was adopted by the regents in 2005 in a 10-year 
plan to bring salaries and benefits for all employees to market comparability. This goal 
recognizes the underlying objective that the quality of academic, management and staff 
personnel is essential for maintaining the excellence of the University and enabling it to 
achieve its tripartite mission of education, research and public service. Although the University 
was able to fund staff salary increases from 2005-06 to 2007-08, implementation of the 
broader regents’ plan to achieve comparable pay has been delayed for staff due to the 
ongoing state fiscal crisis.  
 
 


NARRATIVE 
 


The indicators in this section describe the composition and structure of UC’s staff work force 
by size, appointment type, personnel program and union representation, age and salary. 
Information on staff diversity is in the diversity section of this report, on the University’s 
diversity website (www.universityofcalifornia.edu/diversity) and in the Annual UC Accountability 
Sub-Report on Diversity (www.universityofcalifornia.edu/accountability). Other views of the 
Universitywide work force are in the Statistical Summary of Students and Staff 
(www.ucop.edu/ucophome/uwnews/stat) and the 2008 Workforce Profile 
(atyourservice.ucop.edu/forms_pubs/misc/workforce_profile_2008.pdf). 


 
 


LOOKING FORWARD 
 


The forthcoming September 2010 Accountability Sub-Report on Staff will include additional 
information on total remuneration (salaries plus benefits) for staff and describe the impact of 
market lags on staff recruitment and retention. It also will address other key talent 
management issues, such as adequate succession planning for critical positions due to large 
numbers of retirement-eligible staff, as well as training and competency development 
requirements for current and future staff.  
 



http://www.universityofcalifornia.edu/diversity�

http://www.universityofcalifornia.edu/accountability�

http://www.ucop.edu/ucophome/uwnews/stat/�
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Indicator 48 
All Staff by Appointment Type, Universitywide and UC Campuses, October 2004 to 2009 
 


 
 


• In October 2009, the University of California employed more than 126,000 career, non-
career and student staff. 


 
• Career, non-career and student are the three primary staff appointment categories, 


which determine terms and conditions of employment.  
 
• Approximately two-thirds of staff are in career appointments, 10 percent are in non-


career appointments designed to fill temporary critical needs and 22 percent are 
students. 


 
• A number of jobs on campus specifically are reserved for UC students and are designed 


to accommodate their class schedules, provide them with compensation and work 
experience while enrolled at the University and enable departments to achieve their 
goals and objectives with excellent part-time help. 


 
 
 
 
 
 
 
 


 
 
Source: UCOP Corporate Personnel System October 2009. Figures are unduplicated headcount; staff members 
at Lawrence Berkeley National Laboratory are excluded.
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Indicator 48 (continued) All Staff by Appointment Type, October 2004 to 2009 
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Indicator 49 
All Staff by Personnel Program and Union Representation, October 2004 to 2009 
 


 
 


• The University has three personnel programs: Professional and Support Staff (PSS), 
Managers and Senior Professionals (MSP) and Senior Management Group (SMG). Each 
personnel program is characterized by its own scope of duties and accountabilities as well 
as conditions of employment.  


 
• The overwhelming majority of staff is in professional PSS positions. About half of the PSS 


work force is in unions and is covered by collective bargaining agreements; the other half is 
covered by UC policy. PSS staff provide administrative, professional, technical and 
operational support to the University across a wide variety of programs and fields. 


 
• Managers and Senior Professionals comprise the second-largest segment in the staff work 


force; the Senior Management Group is the smallest segment. These two groups provide 
leadership and professional expertise at the highest levels to major University units, 
programs or fields of work and are accountable for their areas of responsibility. Positions at 
these levels are responsible for identifying objectives, formulating strategy, directing 
programs, managing resources and functioning effectively with a high degree of autonomy. 


 
• Between 2004 and 2008, growth in staff work force averaged 2.6 percent annually. Most 


growth in staff work force during this period was in areas not funded by the state, such as 
the medical enterprise, research and auxiliary services. The staff work force decreased by 
1.3 percent in 2009 for the first time in six years. For details on personnel growth at UC, 
see www.universityofcalifornia.edu/news/documents/ucpersonnelgrowth2010.pdf. 


 
 
Source: UCOP Corporate Personnel System October 2009; figures are unduplicated headcount. Includes all staff 
appointments, including casual/restricted, which are counted in PSS-policy covered group; staff at Lawrence 
Berkeley National Laboratory are excluded.
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Indicator 49 (continued) All Staff by Personnel Program and Union Representation, 
October 2004 to 2009 
 


   
 


   
 


   
 


   
  
 
 
 
 







 
 


 
94                                                                                                          UC Annual Accountability Report May 2010 


Indicator 50 
Career Staff by Age, October 2009 
 


 
 


• The average age of career staff at UC is 43. Proportionately,15 percent of career staff 
are under 30, 24 percent are in their 30s, 26 percent in their 40s, 27 percent in their 
50s, and 8 percent are 60 or older. 


 
• On average, career staff retire from the University at age 60. However, career 


employees can retire from the University at age 50 if they worked for the University full 
time for at least five years. In 2010, about 30 percent (25,000) of career staff were 
eligible to retire. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 


 
 
Source: UCOP Corporate Personnel System October 2009; figures are unduplicated headcount.  
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Indicator 51 
Total Compensation for Staff by Personnel Program, 2009 
 


 
Note: Includes campuses and UCOP; does not include medical centers or the Lawrence Berkeley National Lab. 
Figures do not include salary reductions arising from a systemwide furlough. 
 


• In support of the University’s goal of achieving market-competitive pay and benefits for 
all employee groups and attracting and retaining excellent faculty and staff, UC 
periodically evaluates how total compensation for various UC employee groups 
compares against competitor institutions. 


 
• Total compensation includes base salary, health and welfare benefits and post-


employment benefits (pension and retiree health). 
 


• As with previous studies, the 2009 assessment found that, overall, cash compensation 
for many employee groups is below market, significantly so in many cases, but that 
UC’s benefits currently are ahead of market. 


 
• Market positions have eroded, and are expected to worsen, due to lack of salary 


increases, rising employee medical benefit premiums, employee contributions to the UC 
retirement system, and a systemwide furlough program which reduced faculty and staff 
pay for the 2009-10 fiscal year. 


 
 
 
 
 
 
 
Source: 2009 Update of Total Remuneration Study for Campus & UCOP and Medical Centers; 
www.universityofcalifornia.edu/news/compensation/comparisons.html 
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Section 9.  Diversity 
 
 
GOALS 
 
In September 2007, the Board of Regents adopted the University of California Diversity 
Statement as regental policy (see www.universityofcalifornia.edu/diversity/diversity.html). The 
statement renews the University’s commitment to recognize and nurture merit, talent, and 
achievement by supporting diversity and equal opportunity in its education, services and 
administration, as well as research and creative activity. It also acknowledges the acute need 
to remove barriers to the recruitment, retention and advancement of talented students, faculty 
and staff from historically excluded populations who are currently underrepresented.  
 
 
NARRATIVE 
 
The indicators in this section provide a broad overview of the University community—students, 
faculty and staff—by race/ethnicity and gender. Detailed information about the diversity of UC 
students, faculty and staff can be found in the September 2010 Annual University of California 
Accountability Sub-Report on Diversity (www.universityofcalifornia.edu/accountability) and on 
the University of California diversity website (www.universityofcalifornia.edu/diversity). 
 
 


LOOKING FORWARD 
 


The University faces major challenges in enhancing diversity. It is committed to increasing the 
number of underrepresented minority students, faculty and staff, and it must do so within the 
legal limitations of Proposition 209, which eliminated considerations of race, ethnicity and 
gender in admissions and hiring. The University also is committed to proactively promoting a 
culture of tolerance, inclusiveness and respect on each campus. All this must be done in a 
context of severe budget cuts that have required the University to curtail enrollments, reduce 
the number of new faculty hires, eliminate staff positions and increase student fees.  
 
To offset potentially disproportionately adverse impacts of budget cuts and fee increases on 
students from underrepresented groups, UC is developing a number of innovative policies. Its 
Blue and Gold Opportunity Plan is designed to ensure that students with household incomes 
below a specified level and who qualify for financial aid receive gift aid covering their 
systemwide fees. For 2010-11, the level has been set at $70,000. In 2010, the University 
launched “Project You Can,” an ambitious fundraising initiative that aims over the next four 
years to raise $1 billion in private support for student aid. Further, the regents require annual 
reporting on diversity, and diversity is included as a core competency in the Performance 
Management Review Process for all senior managers. Finally, the University is developing a 
Universitywide campus climate survey. Future editions of this accountability report will examine 
the impact of current and future University initiatives on maintaining and enhancing diversity at 
UC and report findings from the new campus climate survey. 



http://www.universityofcalifornia.edu/diversity/diversity.html�

http://www.universityofcalifornia.edu/accountability�

http://www.universityofcalifornia.edu/diversity�
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Indicator 52 
University Community by Race/Ethnicity, Fall 2008 
 


 
Note: The “other academics” group includes only non-student employees and is comprised of many titles (e.g., 
librarians and professional researchers). Because of their small numbers, senior managers (SMG) and managers 
and senior professionals (MSP) are grouped into a single Staff-Management category.  
 


• The University community is composed of students, faculty, academics and staff, and 
there are multiple subgroups within each category.   


 


• As this graph shows, the greatest amount of racial and ethnic diversity is found among 
undergraduate students, followed by professional and support staff. The least amount of 
diversity is found among ladder-rank faculty—that is, tenured faculty with career or 
permanent professorial appointments and “tenure-track” faculty (individuals who will be 
considered for tenured or career professorial positions). 
 


• UC often describes its diversity aspirations in terms of “reflecting the diversity of 
California.” The state of California is more diverse than the nation as a whole.  


 


• The University’s demographics have not kept pace with California’s growing 
Chicano/Latino population. In 2008-09, the University community was 14 percent 
Chicano/Latino compared to 34 percent for California as a whole and 14 percent for the 
nation. African Americans represented 5 percent of the University community compared 
to 7 percent for California as a whole and 13 percent for the nation. 


 


• All UC campuses are committed to diversity, inclusivity and respect for differences 
among people. These values are stated in their Principles of Community; see 
www.universityofcalifornia.edu/diversity/principles_community.html.    


 
 


 
 
 
 
Source: UCOP Corporate Student System & Corporate Personnel System



http://www.universityofcalifornia.edu/diversity/principles_community.html�
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Indicator 52 (continued) University Community by Race/Ethnicity, Fall 2008 
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Indicator 53 
University Community by Gender, Fall 2008 
 


 
 


• As with racial/ethnic diversity, gender diversity varies across different groups in the UC 
community and is greater for students and staff than for faculty. 


 
• More than half (54 percent each) of all undergraduate and professional degree students 


are women, compared to 44 percent of graduate academic students. 
 


• About 29 percent of ladder-rank faculty are women, compared to 51 percent of lecturers 
and 41 percent for other academics.  
 


• About two-thirds of professional and support staff are women, compared to about half of 
management staff. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP Corporate Student System and Corporate Personnel System
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Indicator 53 (continued) University Community by Gender, Fall 2008 
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Indicator 54 
Undergraduate Race/Ethnicity Pipeline, Universitywide, Selected Years from 1986 to 
2007 
 


 
 
 


• This graph compares the estimated number of high school graduates from under-
represented minority groups who are eligible to attend UC to the number who enroll.  


 


• Under the terms of the California Master Plan for Higher Education, the top 12.5 percent of 
California high school graduates are eligible for admission. “Underrepresented minorities” 
come from demographic groups whose group eligibility rate is less than 12.5 percent. 
Currently, African Americans, American Indians and Chicanos/Latinos are considered 
“underrepresented.” 
 


• Beginning with the entering class of 1998, the University has been prohibited from 
considering race and ethnicity, among other characteristics, in admissions. This prohibition 
came from regental action in 1996, which was reinforced by the voters when they passed 
Proposition 209 the same year. In 2001, the Board of Regents rescinded its action; 
however, Proposition 209 is still the law and as a public university, UC must operate within 
its restrictions. 
 


• The proportion of UC’s enrolled freshmen who are from underrepresented minority groups 
has increased steadily since the low point in 1998. Most of this increase reflects growth in 
the proportion of underrepresented students among high school graduates. 


 


• UC faces additional challenges in recruiting talented students from underrepresented 
minority groups because they often accept offers from private universities that do not face 
the same restrictions on affirmative action that UC does and can offer more generous and 
targeted financial aid.   
 


 
 
Source: California Postsecondary Education Commission (CPEC). CPEC periodically conducts surveys to 
determine eligibility for UC on a statewide basis; the graph above depicts years when surveys were conducted. 
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Indicator 54 (continued) Undergraduate Race/Ethnicity Pipeline, Universitywide, 
Selected Years from 1986 to 2007 
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Indicator 55 
Graduate Academic Students by Race/Ethnicity and Discipline, 1998-99 to 2008-09 
 


 
Note: “Other Disciplines” includes interdisciplinary areas, miscellaneous fields such as criminology, and academic 
degrees in professional fields such as a Ph.D. in business or law. 
 


• This chart depicts the racial/ethnic composition of graduate academic students by 
discipline over the past decade. 


 
• UC’s graduate programs draw students from across the nation and around the world, 


including its own undergraduate students. 
 


• Racial/ethnic diversity varies across graduate academic disciplines and has tended to 
improve somewhat over time. Still, 45 percent of graduate academic students are white. 


 
• The UC campuses have received funding from the National Science Foundation 


through its Alliance for Graduate Education and the Professorate (AGEP) grant with the 
goal of increasing the number of underrepresented minority students who acquire 
doctoral degrees in STEM fields (science, technology, engineering and math). 


 
• Since Ph.D.s constitute the pool for new faculty, a critical means for increasing the 


diversity of the faculty is to increase the diversity of the pool of doctoral degree 
recipients. 


 
 
 
 
 
 
 
Source: UCOP Corporate Student System 
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Indicator 55 (continued) Graduate Academic Students by Race/Ethnicity and Discipline, 
1998-99 to 2008-09 
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Indicator 56 
Graduate Academic Students by Gender and Discipline, 1998-99 to 2008-09 
 


 
 


• Overall, about 42 percent of all graduate academic students were women in 2008-09. 
 


• However, as this graph shows, the proportion of graduate academic students who are 
women varies by discipline. Half or more of the graduate academic students in the life 
sciences, social sciences, humanities and other disciplines are women, compared to 
about 26 percent in the physical sciences. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP Corporate Student System
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Indicator 56 (continued) Graduate Academic Students by Gender and Discipline, 1998-
99 to 2008-09 
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Indicator 57 
Graduate Professional Students by Race/Ethnicity and Discipline, 1998-99 to 2008-09 
 


 
Note: “Other Health” includes dentistry, nursing, optometry, pharmacy, public health and veterinary medicine; 
“Other Disciplines” includes programs such as architecture, library and information science, public policy and 
social welfare, among others. 
 


• Underrepresented students (American Indian, African American and Chicano/Latino) 
constituted 12 percent of all professional degree students in 2008-09.   


 
• The proportion of underrepresented minority students varies by professional degree 


program—lowest in business (5 percent) and highest (26 percent) in education. 
 


• In 2008, almost 20 percent of UC’s first-year medical students were underrepresented 
students compared to a national average of 14.5 percent. Many of these students are 
enrolled in Programs in Medical Education (PRIME), which are designed to address the 
needs of underserved groups and communities. For further information, see the January 
2010 Accountability Sub-Report on Health Sciences and Services   
(www.universityofcalifornia.edu/regents/regmeet/jan10/j4.pdf). 
 


• The University is concerned about increases in professional degree fees and closely 
monitors their impact on the number of underrepresented minority students enrolled 
across its professional degree programs. 


 
 
 
 
 
 
 
Source: UCOP Corporate Student System 



http://www.universityofcalifornia.edu/regents/regmeet/jan10/j4.pdf�
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Indicator 57 (continued) Graduate Professional Students by Race/Ethnicity and 
Discipline, 1998-99 to 2008-09 
 


   
 


   
 


                                                                                                                                 
 


   
 


   
 
 


 
  


(Merced has no  
professional degree 


programs.) 
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Indicator 58 
Graduate Professional Students by Gender and Discipline, 1998-99 to 2008-09 
 


 
Note: “Other Health” includes dentistry, nursing, optometry, pharmacy, public health and veterinary medicine; 
“Other Disciplines” includes programs such as architecture, library and information science, public policy and 
social welfare, among others. 
 


• Overall, about 53 percent of all professional degree students were women in 2008-09. 
 


• However, as this graph shows, the proportion of professional degree students who are 
women varies by discipline—lowest in business and highest in education. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UCOP Corporate Student System
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Indicator 58 (continued) Graduate Professional Students by Gender and Discipline, 
1998-99 to 2008-09 
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Indicator 59 
Faculty Race/Ethnicity Pipeline, 2004-05 to 2008-09 
 


 
Note: National availability was estimated based on the proportion of Ph.D.s awarded from 2003 to 2007. 
 


• This graph depicts the percentage of underrepresented junior faculty (assistant 
professors) hired at UC compared to national availability pools. It shows that UC does 
fairly well in terms of hiring underrepresented minorities compared to national 
availability pools, but this varies by discipline. UC does better in this regard in the 
humanities and social sciences and less well in other fields.   


 
• Because faculty careers span 30 years or more, changes in faculty diversity happen 


slowly over time. Change may occur as faculty are recruited from more diverse 
candidate pools in order to replace existing faculty who retire or leave the University; 
change also happens when new faculty positions are created, for example, in response 
to growth in student numbers or the creation of new academic programs. 
 


• Campuses are unlikely to make substantial progress in increasing diversity among 
ladder rank faculty in the near term since recruitment of new faculty has been 
significantly slowed due to the budget situation. Additional information will be available 
in the January 2011 Accountability Sub-Report on Faculty Competitiveness. 


 
 
 
 
 
 
 
 
 
Source: UCOP Academic Personnel
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Indicator 60 
Faculty Gender Pipeline, 2004-05 to 2008-09 
 


 
Note: National availability was estimated based on the proportion of Ph.D.s awarded from 2003 to 2007. 
 


• Gender diversity among ladder-rank faculty is another area of concern at UC. 
 


• Approximately 30 percent of all ladder-rank faculty were women in fall 2009. However, 
women are differentially distributed across disciplines. 
  


• This graph depicts the percentage of women junior faculty (assistant professors) hired 
at UC compared to national availability pools. It shows that computer science, math and 
engineering fields hired women faculty at rates comparable to national availability, but 
that new women faculty were hired at rates below national availability in all other fields. 


 
• As noted in Indicator 59, campuses are unlikely to make substantial progress in 


increasing the proportion of women faculty in the near term since recruitment of new 
faculty has been slowed significantly due to the budget situation. Additional information 
will be available in the January 2011 Accountability Sub-Report on Faculty 
Competitiveness. 


 
 
 
 
 
 
 
 
 
Source: UCOP Academic Personnel  
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Section 10.  Teaching and Learning 
 
 
GOALS 
 
Under the terms of the California Master Plan for Higher Education, the University provides 
instruction to all freshmen and community college transfer students who meet its eligibility 
requirements and choose to enroll, and to graduate academic and professional degree 
students who quality for admission into its post-baccalaureate programs. UC’s students, who 
number 226,000 in all, receive a distinctive education that provides exposure to academic 
research and the people who conduct it.   
 
MEASURES 
 
Measuring the quality of instruction is notoriously hard and the subject of considerable debate. 
At UC, individual academic departments and degree programs are responsible for defining 
learning objectives and for assessing their progress in meeting them. Objectives and 
assessments are among items studied in routine academic program reviews conducted by the 
University. In recent years, they have become a major focus of institutional reviews conducted 
by the regional accreditation agency (Western Association of Schools and Colleges) as well as 
reviews by many professional accrediting and related bodies. Information about program 
learning objectives is available on many departmental websites and each campus posts 
materials related to accreditation reviews. 
 
This section provides summary measures that focus on student-faculty ratios, class size and 
student satisfaction levels. Each of these measures illuminates some aspect of teaching, 
learning and the student experience, and while any single one is imperfect, together they begin 
to develop a portrait of the instructional enterprise, its impacts and its effectiveness. They will 
be supplemented in future reports with additional measures of student learning outcomes.  
 
This section also presents information about UC’s extension programs. UC Extension, which is 
the largest continuing education program in the nation, provides courses with about 300,000 
enrollments annually to adult students, typically working professionals with a bachelor’s degree 
or greater. Extension programs, which are completely self-supporting (and thus not directly 
affected by state budget cuts), complement the University’s core mission and extend the 
University’s reach to adult learners at regional, national and international levels.   
 
LOOKING FORWARD 
 
The quality of instruction at UC is threatened by the long-term decline in state funding and the 
resulting decline in per capita educational expenditures (Section I). In response, UC campuses 
have adopted a variety of strategies, such as hiring fewer permanent faculty, increasing class 
size and curtailing student support services, all of which directly impact teaching and learning. 
Although the impacts are not yet apparent in the data presented here, this section provides 
important baseline measures against which they can be evaluated in future years. 
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Indicator 61 
Student-Faculty Ratios, 2002-03 to 2008-09 
 


 
Note: Figures presented here are actual (rather than budgeted) ratios.   
 


• Student-faculty ratio is a metric that can serve as a proxy for either a University’s 
investment in instruction or the average availability of faculty members for a student. 


 
• Student-faculty ratios can be computed in different ways. The ratios reported here are 


computed by dividing full-year general campus FTE* student enrollment by estimated 
general campus faculty FTE. Faculty counts include ladder-rank faculty as well as 
lecturers and instructors; health sciences enrollments and faculty are excluded.  


 
• The relative stability of the student-faculty ratios presented here masks underlying 


changes in the overall composition of the faculty, in particular, a reduction in the 
proportion of ladder-rank faculty to all faculty (see Indicator 43). 
 


• The National Center for Education Statistics is developing a national standard for 
computing student-faculty ratios. When those data are available, UC will be able to 
provide data comparing student-faculty ratios across institutions. 


 
 
 
 
 
Source: UCOP Budget and Capital Resources 
 
* FTE refers to “full-time equivalent.” FTE is a standard unit of measurement for standardizing counts of 
employees and students who may work or study different proportions of time. For example, a full-time employee, 
or full-time student, constitutes 1.0 FTE; a half-time employee, or half-time student, constitutes .5 FTE. Two 
employees each working half-time, or two half-time students, together constitute 1.0 FTE.
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Indicator 61 (continued) Student Faculty Ratios, 2002-03 to 2008-09 
 


   
 


   
 


   
 


   
 


   
 
 
 
 
 
 
 
 


(San Francisco is exclusively a Health 
Science campus; data presented here are 


for General Campus only.) 
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Indicator 62 
Student Credit Hours by Course Level and Faculty Appointment, 2003-04 to 2007-08 
 


 
 


• Student credit hours (SCH) are one measure used to assess faculty teaching workload. 
Understanding it requires some familiarity with how courses contribute credits toward a 
degree. The typical undergraduate degree at UC, for example, requires a student to 
earn 180 credits. To amass these credits, students take courses worth between one 
and five credits each. The number of credits a course carries is an indicator of its 
academic intensity and workload for students and faculty alike. Particularly intensive 
courses are worth five credits, less intensive courses are worth three, two or even one 
credit.  
 


• SCH is defined as the number of student enrollments in a course times the number of 
credits available from it. A four-credit class with 50 students generates 200 SCH; a two-
credit class of 15 students generates 30 SCH. In this respect, SCH measures how 
much teaching faculty do across classes where enrollments and credits hours vary.   


 


• The amount of teaching that UC faculty did increased about 7 percent between 2003-04 
and 2007-08. In 2007-08, Senate faculty accounted for 58 percent of all teaching; 
lecturers (the next largest category of faculty) accounted for 27 percent of all teaching. 


 


• Senate faculty are more likely to teach upper-division and graduate and professional 
courses than lecturers or other faculty. Nonetheless, Senate faculty still accounted for 
46 percent of all lower-division SCH in 2007-08; lecturers provided 34 percent. 


 
 
 
Source: UCOP “TIE” Faculty Workload data collection 
 
Note:  Senate faculty includes professorial series faculty (full, associate and assistant professors), lecturers with 
security of employment or potential security of employment, acting professors and professors in residence; 
lecturers are non-Senate Unit 18 members; other faculty includes a variety of non-Senate faculty titles, such as 
acting assistant professors, health sciences clinical professors and other non-student instructional assistants. 







 
 


 
UC Annual Accountability Report May 2010                                                                                                   119 


Indicator 62 (continued) Student Credit Hours by Course Level and Faculty 
Appointment, 2003-04 to 2007-08 
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Indicator 63 
Student Credit Hours by Class Size, 2003-04 and 2007-08 
 


 
Note: Data shown here are for general campus undergraduate and graduate courses; health sciences classes are 
excluded. 
 


• This graph shows how the total number of student credit hours earned in 2003-04 and 
2007-08 were distributed across classes of varying size. It acts as an indicator of where 
(that is, in classes of what size) students earn credit towards their degrees.  
 


• The distribution of students’ time in class did not change significantly between 2003-04 
and 2007-08. In fact, total SCH increased slightly in both small and large classes, 
reflecting the fact that UC faculty overall taught more classes of all sizes during that 
period. 


 
• Overall, students earn far more of their credits in large classes than in small ones. For 


example, 61 percent of the total number of credit hours students earned in 2007-08 
were earned in classes with 50 or more students. 


 
• However, lower-division students are more likely to spend more of their instructional 


time in large classes ranging from 150 to 500 students. Upper-division students are 
more likely to be found in mid-sized classes (50 to 150 students), and graduate and 
professional students are more likely to be found in small classes. 


 
 
 
 
 
 
 
Source: UCOP “TIE” Faculty Workload data collection
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Indicator 63 (continued) Student Credit Hours by Class Size, 2003-04 and 2007-08 
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Indicator 64 
Undergraduate Teaching and Learning Experiences of Seniors, Spring 2008 


 
University-


wide Berkeley Davis Irvine 
Los 


Angeles Merced Riverside 
San 


Diego 
Santa 


Barbara 
Santa 
Cruz 


Worked outside of 
class on class 
projects or studied 
with classmates 


77% 78% 76% 76% 78% 86% 78% 74% 77% 79% 


Reported making 
class presentations 69% 71% 66% 71% 69% 78% 78% 56% 69% 76% 


Enrolled in at least 
one independent 
research course 


49% 50% 48% 57% 45% 62% 44% 39% 51% 61% 


Participated in a 
study-abroad 
program 


25% 27% 24% 24% 28% 13% 16% 23% 29% 29% 


Participated in an 
internship 49% 51% 64% 46% 47% 41% 34% 51% 42% 47% 


Assisted faculty with 
research or a 
creative activity 


53% 53% 56% 54% 51% 68% 51% 52% 52% 55% 


Participated in 
community service in  
2007-08 


64% 62% 63% 65% 70% -- 69% 65% 60% 49% 


Were satisfied with 
the availability of 
courses needed for 
graduation 


78% 84% 80% 78% 73% 51% 70% 76% 83% 75% 


Were satisfied with 
their overall 
academic 
experience 


85% 87% 85% 85% 84% 88% 83% 79% 90% 86% 


Talked with an 
instructor outside of 
class about course 
material 


63% 60% 63% 61% 63% 85% 65% 56% 65% 73% 


Note: Data are for seniors in spring 2008. 
 


• Data in the chart above come from the University of California Undergraduate 
Experience Survey (UCUES), which is conducted every two years. 
 


• Data from the 2008 survey show that undergraduate students are highly satisfied with 
their UC education and feel they have benefited greatly from it. The forthcoming Spring 
2010 UCUES survey will provide data about whether UC been able to deliver a high-
quality educational experience and maintain high levels of student satisfaction amid 
continuing cuts to its budget and academic programs.  
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Indicator 65 
Gains in Critical Thinking Skills, Writing Skills and Understanding a Field of Study, 
Spring 2008 
 


 
 


• When responding to the question, “Please rate your level of proficiency in the following 
areas when you started at this campus and now,” UC seniors overwhelming rated their 
analytic and critical thinking skills, their ability to write clearly and effectively and 
especially their understanding of a specific field of study as very good or excellent 
compared to their skill levels as freshmen. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: University of California Undergraduate Experience Survey, Spring 2008 







 
 


 
UC Annual Accountability Report May 2010                                                                                                   125 


Indicator 65 (continued) Gains in Critical Thinking Skills, Writing Skills and 
Understanding a Field of Study, Spring 2008 
 


   
 


   
 


   
 


 
 


   
Note: Merced results for senior year actually are for the junior year. 
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Indicator 66 
Continuing Education Programs, 2002-03 to 2008-09 
 


 
 


• The University offered its first extension courses to students beyond the immediate 
campus community more than 100 years ago. 


 
• Today, there are extension divisions at eight of UC’s nine general campuses. In 2009, 


UC Merced also launched an extension program in partnership with UC Berkeley. 
Altogether, UC Extension offers almost 20,000 different courses, programs, seminars, 
conferences and field studies throughout California and in a number of foreign 
countries.  


 
• Extension’s offerings, which are highly diverse, are designed to serve the continuing 


education needs of working professionals through both credit and non-credit programs:  
 


o Professional Credit: Programs that provide Senate-approved academic credit, most 
often in the X400 and X300 professional course series.  


 
o Degree Credit: Programs leading to formal UC degree credit, developed and 


presented in partnership with campus faculty and graduate degree programs. 
 


o Professional & General Non-Credit: High-quality continuing education courses and 
workshops; these programs may satisfy continuing education requirements of public 
agencies and professional associations but do not convey UC Senate-approved 
academic credit. 


 
 
 
Source: UC Extension Financial Statements
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Indicator 66 (continued) Continuing Education Programs, 2002-03 to 2008-09 
 


   
 


   
 


                                                                                                                                
   


 
 


   
 
 


(Merced established Extension in 
2009-10.) 


(San Francisco does not operate general 
campus Extension activities.) 
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Indicator 67 
Continuing Education Enrollments, 2002-03 to 2008-09 
 


 
 


• UC Extension is completely self-supporting and its offerings are dependent upon user 
demand, which varies due to many factors, including the strength of the local economy. 


 
• Each campus extension program addresses particular educational needs in its own 


geographic area. 
 


• A substantial economic multiplier effect is associated with regional economic impacts 
from extension programs and activities at every campus. A recent study of UCLA’s 
extension programs, for example, estimated an annual contribution of $250 million to 
the regional economy, 70 percent of which was attributable to students’ increased 
earning power after completing an extension program.  
 


• Decline in UC’s extension enrollments since 2002-03 may be due to increasing 
competition from other university extension programs and the dramatic recent growth in 
student enrollments at for-profit universities. 


 
 
 
 
 
 
 
 
 
 
Source: UC Extension Financial Statements
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Indicator 67 (continued) Continuing Education Enrollments, 2002-03 to 2008-09 
 


   
 


   
 


                                                                                                                                 
 


 
 


   
 
                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                     
 
 
 


(San Francisco does not operate general 
campus Extension activities.) 


(Merced established Extension in 
2009-10.) 
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Section 11.  Research 
 
 
GOALS 
 
The University of California’s standing as the world’s leading university system depends to a 
great extent on the excellence of its research. The California Master Plan for Higher Education 
designates the University of California as the primary state-supported academic agency for 
research. UC research contributes to the state and to the nation through discoveries that 
improve health, technology, welfare and the quality of life. The state’s investment in UC helps 
make it one of the most competitive research enterprises in the nation, securing at least $5 in 
federal and private funding for every state research dollar and generating discoveries and new 
knowledge across many different fields. In 2008-09, for example, UC researchers expended 
nearly $4.9 billion in federal, state and private research dollars, which created thousands of 
jobs and helped support the graduate students who will be the state’s next generation of 
scientists, engineers, entrepreneurs and leaders. 
 
 
MEASURES 
 
Performance in achieving UC research goals may be measured in three ways: the academic 
quality and impact of UC research; economic and other societal benefits that flow directly from 
that research; and the quantity of research that is conducted. This section presents basic 
information on the quantity of research produced at UC (e.g., total research and development 
expenditures and number of faculty publications). Information on the academic quality of UC 
research—its impact as measured by citations to important papers, prestigious prizes won by 
faculty and their membership in highly regarded scholarly societies—can be found in the 
January 2010 Accountability Sub-Report on the Research Enterprise  
(www.universityofcalifornia.edu/accountability). UC’s 2010 Budget for Current Operations 
contains information on the contributions and impacts of UC’s research enterprise on the 
California economy (http://budget.ucop.edu/rbudget/201011/2010-
11BudgetforCurrentOperations-BudgetDetailrev.pdf).   
 
 
LOOKING FORWARD 
 
UC’s research enterprise is the result of California’s long-term planning and investment, dating 
back to the 1960 Master Plan. Currently it is quite robust, due largely to investments made by 
federal agencies. However, continuing state divestment from higher education and increasing 
competition for the best faculty and graduate students from national and international 
universities may emerge over the longer term as a threat, especially if faculty begin to leave 
the University and take their research funding with them.  
 
 
 
 
  



http://www.universityofcalifornia.edu/accountability�

http://budget.ucop.edu/rbudget/201011/2010-11BudgetforCurrentOperations-BudgetDetailrev.pdf�

http://budget.ucop.edu/rbudget/201011/2010-11BudgetforCurrentOperations-BudgetDetailrev.pdf�
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Indicator 68 
Research and Development Expenditures by Source, 1997-98 to 2008-09 
 


 
Note: Figures are in thousands of inflation-adjusted 2008-09 dollars. 


• In 2008-09, research expenditures at UC totaled $4.9 billion and accounted for 25 
percent of UC’s total budget. The $4.9 billion total is comprised of $3.9 billion in direct 
support, $0.7 billion in indirect cost recovery and $0.3 billion in unreimbursed indirect 
costs.  


• Federal funds are the University’s single largest source of support for research, 
accounting for almost half (49 percent) of all University research expenditures in 2009.   


• Institutional expenditures, which accounted for 23 percent of all R&D expenditures in 
2008-09, come from a variety of sources, including state government appropriations, 
general-purpose awards from industry and foundations, endowment income and 
unreimbursed indirect costs.    


• The category “all other sources,” which accounted for 16 percent of all R&D 
expenditures in 2008-09, includes awards from nonprofit foundations, voluntary health 
agencies, and gifts from individuals that are restricted by the donor to research.  


 
 
 
 
 
 
Source: National Science Foundation Research and Development Expenditures Survey  
 
Note: Data include direct and indirect costs (both reimbursed and unreimbursed). Direct research expenditures go 
directly to the principal investigator in support of a specific research project; indirect research expenditures 
provide additional support to the University for the research infrastructure, such as maintaining buildings and 
research space, providing for technological infrastructure, libraries, utility costs, etc.
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Indicator 69 
Total Research and Development Expenditures per Senate Faculty, Universitywide, 
1997-98 to 2008-09 
 


 
Note: Figures are in thousands of inflation-adjusted 2008-09 dollars. 
 


• Research expenditures are one among several different possible measures of research 
productivity.   


 
• The STEM fields (life and physical sciences, technology, engineering and math) 


generate more research funding than the social sciences, arts and humanities. 
 


 
 
 
 
 
 
 
Source: National Science Foundation Research and Development Expenditures Survey and UCOP Corporate 
Personnel System  
 
Note: Data include direct and indirect costs (both reimbursed and unreimbursed). Direct research expenditures go 
directly to the principal investigator in support of a specific research project; indirect research expenditures 
provide additional support to the University for the research infrastructure, such as maintaining buildings and 
research space, providing for technological infrastructure, libraries, utility costs, etc.  
 
Senate faculty are primarily those in the Professorial series, Professors in Residence series and the Professor of 
Clinical ___ series as well as a handful of other faculty members. Some non-Senate faculty members and some 
other academic employees conduct significant research and publish the results of their research. Some of these 
researchers may hold a joint Senate faculty title; if so, they are included in the Senate faculty headcount figures 
used here. Future versions of the accountability report will attempt to refine the number of faculty included in the 
“per faculty” calculations.
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Indicator 69 (continued) Total Research and Development Expenditures per Senate 
Faculty, UC Campuses, 1998-99, 2003-04 and 2008-09 
 


 
Note: Figures are in thousands of inflation-adjusted 2008-09 dollars. 


 
• Almost one-third of the University’s total research awards come from the National 


Institutes of Health (NIH); these funds primarily flow to the five UC campuses that have 
medical schools: Davis, Irvine, Los Angeles, San Diego and San Francisco. 


 
• The National Institutes of Health budget doubled between 1998-99 and 2002-03. This 


helps explains some of the increase in research expenditures per Senate faculty 
member that occurred over the past decade, especially at UC’s five medical school 
campuses. 
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Indicator 70 
Total Research and Development Expenditures, 1996-97 to 2008-09 


 


Academic 
Year 


Universitywide 
Total 


(thousands) 


All Academic 
Institutions 
(thousands) 


UC Total as  
% of All 


Institutions 


1996-97      $ 2,716,145     $ 31,530,860  8.6% 


1997-98      2,957,541     32,988,220  9.0% 


1998-99      3,137,724     34,683,210  9.0% 


1999-00      3,456,922     37,233,821  9.3% 


2000-01      3,759,393     39,676,203  9.5% 


2001-02      4,067,698     43,221,201  9.4% 


2002-03      4,347,928     46,711,153  9.3% 


2003-04      4,496,990     49,225,053  9.1% 


2004-05      4,561,869     50,486,061  9.0% 


2005-06      4,619,699     50,939,977  9.1% 


2006-07      4,658,138     51,281,490  9.1% 


2007-08      4,765,930     52,160,240  9.1% 


2008-09      4,971,049                     -   
Note: Figures are in thousands of inflation-adjusted 2008-09 dollars. 


 


• UC research expenditures increased about $2.2 billion in inflation-adjusted dollars 
between 1996-97 and 2008-09, an increase of about 83 percent during that period. 


• Much of this increase was due to the doubling of the National Institutes of Health 
budget that occurred between 1998-99 and 2002-03. Private support for research 
has also doubled over the last 10 years.  


 
 
 
 
 
 
 
 
Source: National Science Foundation Research and Development Survey; data on all academic institutions had 
not been released as of March 15, 2010. 
 
Note: Data include direct and indirect costs (both reimbursed and unreimbursed). Direct research expenditures go 
directly to the principal investigator in support of a specific research project; indirect research expenditures 
provide additional support to the University for the research infrastructure, such as maintaining buildings and 
research space, providing for technological infrastructure, libraries, utility costs, etc. 
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Indicator 71 
Federally Funded Research and Development Expenditures by Agency, 2003-04 to  
2008-09 
 


 
Note: Figures are in thousands of inflation-adjusted 2008-09. Key: HHS=Health and Human Services; 
NSF=National Science Foundation; DOD=Department of Defense; DOE=Department of Energy; NASA=National 
Aeronautics and Space Administration; USDA=United States Department of Agriculture. 
 


• This chart shows the sources of federal research dollars at UC, as opposed to the 
sources of all research dollars (federal and non-federal) which are shown in Indicator 
68. 


 
• Almost two-thirds (64 percent) of the University’s federal research awards in 2008-09 


came from Health and Human Services (HHS), primarily through its affiliate, the 
National Institutes of Health (NIH). 


 
 
 
 
  


 
 
 
 
 
Source: National Science Foundation Research and Development Expenditures Survey; NSF began collecting 
information by federal agency in FY 2003-04. 
 
Note: Data include direct and indirect costs (both reimbursed and unreimbursed). Direct research expenditures go 
directly to the principal investigator in support of a specific research project; indirect research expenditures 
provide additional support to the University for the research infrastructure, such as maintaining buildings and 
research space, providing for technological infrastructure, libraries, utility costs, etc.
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Indicator 72 
Faculty Publications by Discipline, UC Campuses, 2008 
 
The number of faculty publications is a measure, albeit imperfect, of the quantity of faculty 
research. The metrics on the next two pages show faculty publications across three broad 
academic disciplines—health and life sciences, physical sciences and engineering, and social 
sciences and humanities. 
 


• The first chart in each set shows the total number of faculty publications by campus 
within each broad academic discipline; the second chart shows faculty publications by 
campus normalized by the number of Senate faculty within that discipline.   


 
• Within a given academic discipline, differences in faculty publications are due to a 


number of factors, among them the size of departments and the number of faculty at 
each campus working in a particular field. Davis, Irvine, Los Angeles, San Diego, and 
San Francisco, for example, all have large medical centers and associated faculty. 


 
• Published outputs cannot be used to compare faculty research productivity across 


disciplines. While all academic disciplines strive for excellence, different disciplines 
have different standards of merit and validation in terms of types, frequency and venues 
for the dissemination of research.  


 
• Some disciplines favor shorter, multi-authored publications while other disciplines favor 


longer, sole-authored publications. Co-authorship, for example, is more common in the 
life and physical sciences, where credit is shared with a team of researchers, than in the 
social sciences and humanities, where papers tend to be sole-authored. Thus, faculty in 
the life and physical sciences may have more publications credited to them than faculty 
in the social sciences and humanities, in part, because of different norms regarding 
publication.    


 
• Faculty in the social sciences and the humanities also publish books as well as 


scholarly articles; however, the SCOPUS database, from which the data for this 
indicator is drawn, does not contain books. Thus, it underestimates faculty research 
contributions in the social sciences and humanities.   


 
• Capturing the quality of faculty research, as determined by the significance and 


importance of new ideas generated, is challenging. Future accountability reports will 
attempt to capture the quality of faculty research, in part, through analysis of faculty 
citation indices. The Academic Senate also assesses academic quality as part of the 
merit review process for individual faculty. 
 


 
 
 
Note: Data on faculty publications comes from SCOPUS, a database of abstracts and citations for scholarly 
journal articles. SCOPUS covers nearly 18,000 titles from more than 5,000 international publishers; it includes 
16,500 peer-reviewed journals in the scientific, technical, medical and social science (including arts and 
humanities) fields. SCOPUS assigns each scholarly journal in its database to a particular academic discipline; 
articles appearing in a specific journal are considered to have been published in the academic discipline assigned 
to that journal. 
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Indicator 72 (continued) Faculty Publications by Discipline, UC Campuses, 2008 
 


 
 


 
 


 
 
 
 
Note: The number of faculty used in the “per faculty” calculation are headcount of Senate faculty who are primarily 
those in the Professorial series, Professors in Residence series and the Professor of Clinical ___ series as well as 
a handful of other faculty members. Some non-Senate faculty members and some other academic employees 
conduct significant research and publish the results of their research. Some of these researchers may hold a joint 
Senate faculty title; if so, they are included in the Senate faculty headcount figures used here. Future versions of 
the Accountability Report will attempt to refine the number of faculty included in the “per faculty” calculations.  
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Indicator 72 (continued) Faculty Publications by Discipline, UC Campuses, 2008 
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Indicator 72 (continued) Faculty Publications by Discipline, UC Campuses, 2008 
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Section 12.  Budget, Finance and Development 
 
 
GOALS 
 
The University of California seeks to develop stable and growing sources of revenues—
including a strong investment from the state—and to utilize these resources in a strategic and 
cost-effective manner in order to sustain its tripartite mission of teaching, research and public 
service and to realize the goals of access, affordability and academic quality that are set out in 
this report. 
 
NARRATIVE 
 
This section documents UC’s total operating revenues and expenditures and its capital budget 
over the past five to 10 years. The revenue and expenditure data presented here come 
primarily from the University’s Corporate Financial Reporting System, which supports the 
University’s audited financial statements. Additional information about the University’s budget, 
including the 2010-11 Budget for Current Operations, the 2009-10 Budget for State Capital 
Improvements, and the 2009-15 State and Non-State Capital Improvement Program, may be 
found at http://budget.ucop.edu/pubs.html.  
 
This section also includes information on retirement plan assets and liabilities, as well as on 
total gifts and endowment. The development data cover trends in private support at UC and its 
comparison institutions, donor restrictions on support, and endowment per student. More 
information about private support is available in the Annual Report on Endowment Investment 
(www.ucop.edu/treasurer/foundation/foundation.pdf) and in the January 2010 Accountability 
Sub-Report on University Private Support (www.universityofcalifornia.edu/accountability). 
Lastly, the section includes data on greenhouse gas emissions as one example, among many 
that could have been chosen, of UC’s commitment to environmental stewardship. 
 
LOOKING FORWARD 
 
The long-term downward trend in state funding, coupled with the unfunded liabilities in the 
University’s pension and retiree health benefits programs, challenge the University at every 
level as it tries to meet its budgetary and financial objectives. In response the University has 
sought to realize operating efficiencies systemwide and on the campuses and to increase 
revenues from a range of different funding sources. With the creation of a major task force, the 
UC Commission on the Future, it also is exploring new ways to deliver its academic and 
research programs in a challenging budget climate. In the years to come, this section will at 
once act as a useful summary of the financial challenges that the University faces and its 
performance in addressing them. Other sections in this report promise to measure the impacts 
the University’s budgetary performance has on its core mission activities of teaching, research 
and service and on its ability to continue balancing historic objectives of academic quality, 
access and affordability.  
 



http://budget.ucop.edu/pubs.html�

http://www.ucop.edu/treasurer/foundation/foundation.pdf�
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Indicator 73 
Revenue by Source, 2000-01 to 2008-09 
 


 
Notes: Figures are in billions of inflation-adjusted 2008-09 dollars; Department of Energy laboratories, including 
the Lawrence Berkeley National Laboratory, are excluded. 
  


• The University’s operating revenue, estimated at about $20 billion in 2008-09, funds the 
University’s core mission activities—teaching, research and public service—as well as a 
wide range of other activities that extend from its hospitals to its continuing education 
programs, housing and dining services for students and research funded by contracts 
and grants. 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: UC Budget and Capital Resources. Additional information about the University’s budget may be found in 
the 2010-11 University of California Budget for Current Operations, Budget Detail, available at 
www.ucop.edu/budget/pubs.html.  
 
Note: Because of accounting changes, systemwide data going back before 2000-01 are not available; campus-
level data are not readily available in this format before 2003-04.
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Indicator 73 (continued) Revenue by Source, 2000-01 to 2008-09 
 


   


   


   


   


   
Note: Figures in billions of inflation-adjusted 2008-09 dollars; Department of Energy laboratories, including the 
Lawrence Berkeley National Laboratory, are excluded. The Davis, Irvine, Los Angeles, San Diego and San 
Francisco campuses operate medical schools and teaching hospitals. In addition to the funds associated with 
medical school and teaching hospital operations, these programs help campuses attract additional contract and 
grant revenue.  
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Indicator 74 
Operating Expenditures by Function, 2000-01 to 2008-09 
 


 
Note: Figures are in billions of inflation-adjusted 2008-09 dollars.  
 


• The University’s core mission activities – teaching, research and public service – 
accounted for more than 40 percent of total expenditures during 2008-09.  


 
• Medical centers and auxiliary enterprises, such as housing and dining services, 


accounted for 30 percent of expenditures in 2008-09. 
 
• Libraries and other academic support services, such as instructional technology, 


student services, administration and general campus (but not medical center) operation 
and maintenance of plant, accounted for 15 percent of total expenditures. 
 


• UC students received total grant and scholarship aid of almost $1.2 billion in 2008-09. 
This includes $458 million paid directly to students, which is the amount shown in the 
chart above. In addition, UC students received $715 million in grants and scholarships 
in 2008-09 to help pay their tuition and fees, campus housing, books and other campus 
charges; these dollars are not included in the chart above because auditing rules do not 
treat them as direct expenditures. 


 
 
 
Source: UC Financial Management. UC’s audited financial statements may be found at 
www.universityofcalifornia.edu/reportingtransparency/. 


 
Note: Medical centers include UC’s hospitals and other patient care activities; auxiliaries include operations such 
as food service, parking and student housing; other expenses include interest, depreciation and other 
miscellaneous expenses. Department of Energy laboratories, including the Lawrence Berkeley National 
Laboratory, are not included in the data above.  
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Indicator 74 (continued) Operating Expenditures by Function, 2000-01 to 2008-09 
 


   


   


   


   


   
Note: Figures in billions of inflation-adjusted 2008-09 dollars; campus-level data not available before 2003-04. 
The Davis, Irvine, Los Angeles, San Diego and San Francisco campuses operate medical schools and teaching 
hospitals. In addition to the funds associated with medical school and teaching hospital operations, the programs 
help campuses attract additional contract and grant revenue. 
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Indicator 75 
Retiree Health Insurance Liabilities, Universitywide, 2008 and 2009 
 


 
Note: Figures have not been adjusted for inflation. 
 
 


• As part of its benefit package, UC provides medical and dental benefits for eligible 
retirees and their dependents.  


 
• Currently, the University pays its share of health benefits for annuitants on a “pay-as-


you-go” basis, whereby current plan premiums and costs are paid from an assessment 
on payroll. In 2008-09, health benefits for annuitants totaled $225 million from all fund 
sources. 


 
• General Accounting Standards Board (GASB) rules require the University to report in its 


financial statements all post-employment benefits expenses, such as retiree medical 
and dental costs, on an accrual basis over the employees’ years of service, along with 
the related liability net of any plan assets. In 2007-08, the University began recording 
this unfunded liability in its financial statements, amortized over a number of years.  


 
• In 2009, the total post-employment benefits liability amounted to about $14 billion. This 


liability represents the present value of all future health care costs to the University 
based on benefits already earned by current employees and retirees.  


 
 
 
 
 
 
 
Source: UCOP Budget and Capital Resources and UC Financial Management
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Indicator 76 
Retirement Plan Assets and Liabilities, Universitywide, 2001 to 2009 
 


 
 


• In the early 1990s, the UC Retirement Plan (UCRP) had accumulated so great a surplus 
that the University suspended employer and employee contributions to it. 


 
• The surplus in UCRP has diminished over time and the plan is estimated to have fallen 


to 90 percent funded level as of July 2009. 
 


• In response, the University plans to restart employer and employee contributions to 
UCRP at the rate of 4 and 2 percent, respectively, beginning in April 2010. 


 
• Sustaining a well-funded retirement plan and providing retiree health benefits is a top 


priority for UC in order to recruit and retain quality faculty and staff. However, as UC 
pension and retiree health benefit costs continue to increase substantially, sustaining 
these benefits is increasingly difficult with each passing year. The Task Force on Post-
Employment Benefits will present recommendations to President Yudof for assuring 
market competitive post-employment benefits. For more information, see 
www.universityofcalifornia.edu/news/ucrpfuture/welcome.html. 


 
 
 
 
 
 
 
 
 
Source: UCOP Budget and Capital Resources and UC Financial Management
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Indicator 77 
Types of Capital Projects, 2007-08 to 2009-10 
 


 
Note: Figures in billions of inflation-adjusted 2008-09 dollars; includes both state-supported and non-state-
supported capital projects. 
 


• Three major factors determine the capital needs of the University: meeting enrollment 
growth; preserving existing capital asset through seismic correction and renewal of 
facilities; and program-related improvements. 


 


• In recent years, enrollment growth has been a critical determinant of the University’s 
need for space for new academic research facilities, student housing and recreational 
facilities, and other growth related facilities; enrollment growth-related projects will 
moderate in coming years as growth rates abate. 


 


• To date, the University has spent more than $1 billion in seismic corrections. Of the 
space rated “poor” which remains to be corrected, approximately 87 percent is located 
at Berkeley and UCLA (as of September 2008). A study is under way to review campus 
plans for mitigating seismic risk and completing the remaining work.  
 


• Campus facilities age and wear out under normal use and periodically must be renewed 
or upgraded. For example, heating, ventilation, electrical and plumbing systems, 
elevators and roofs all may need to be replaced multiple times over the life of a building. 
The University has a substantial backlog of deferred maintenance, which has been 
exacerbated by long-term underfunding. 


 


• In addition, the nature of academic, research and clinical programs changes over time 
and these changes, such as new initiatives in disease prevention and cures and energy 
research, require different types of specialized space. Improvements may include 
construction of new facilities or renovation and upgrade of existing facilities. 


 


 
 
Source: UCOP Budget and Capital Resources
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Indicator 77 (continued) Types of Capital Projects, 2007-08 to 2009-10 
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Indicator 78 
Sources of State- and Non-State-Supported Capital Spending, 1998-99 to 2009-10 
 


 
Note: Figures are adjusted for inflation. 
 


• The University’s capital needs historically have been met with both state- and non-state 
funds. 
 


• Non-state funds from gifts, grants, debt financing and other sources are typically used to 
support student and faculty housing, parking, athletics, recreation and other student-
funded facilities, medical centers and sponsored research programs.   
 


• State funds, including State General Obligation (GO) bonds, which require voter 
approval, and lease revenue bonds, which do not, have been the primary sources of 
funding for core academic activities—that is, general campus and health sciences 
education facilities—since the mid-1980s.  


 


• The last voter-approved GO bond measure for higher education was in 2006 and 
provided state funding for two years. Funding in 2008-09 and 2009-10 reflects the 
absence of such bond funds and the more restricted use of state lease revenue bonds. 


 


• The availability of GO bond funding for state-supported projects in future years as a 
reliable and significant source of funding for capital needs is a major issue for the 
University. The University estimates that it will need more than $1 billion per year over 
the next five years to address its most pressing facilities needs for core academic 
activities, such as new research and other instructional facilities to support growth in 
general campus and health sciences programs, correction or replacement of seismically 
deficient facilities, renewal or replacement of building systems, and improvements to 
campus utility systems.  


 
 
 
 
Source: UCOP Budget and Capital Resources
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Indicator 79 
Total Gifts, UC and Comparison Institutions, 2004-05 to 2008-09 
 


 
*University of Illinois does not report separately for its campuses. 
 


• Over the last several years, UC has been very successful in raising philanthropic 
support even compared to our peers, some of whom are among the most successful 
fundraising institutions in the country. 


 
• In the fiscal year ending June 30, 2009, UC received more than $1 billion in private 


support for the ninth year in a row. Although the economic crisis clearly impacted the 
amount of support that UC as well as other charitable institutions received, funds raised 
in 2008-09 exceeded early projections and represented the second most successful 
fundraising year in the University’s history. 


 
• Gift volume at UC is influenced by the age of the campus, size of its community, and 


number of health science programs (which attract almost half of all private support). In 
addition, campus development programs are at different states of maturity. Many 
campuses have only recently expanded them to include planned giving, reunions, 
parent programs and other services that are features of comprehensive fundraising 
programs.  


 
 
 
 
 
 
 
 
Source: Council on Aid to Education
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Indicator 80 
Donor Restrictions on Gift Support, 2008-09 
 


 
 


• In 2008-09, UC received approximately $1.3 billion in new gifts, compared to $1.6 billion 
the previous year.  


 
• As is the case with philanthropic support at colleges and universities across the country, 


the vast majority of support that UC receives is restricted by donors to specific 
purposes. In 2009, for example, approximately 98 percent of gifts UC received had 
donor restrictions; only about 2 percent was given to UC without donor-imposed 
restrictions.  


 
• Although the percentage of gift support devoted to different areas—department support, 


research, capital improvements, etc.—varies from year to year, the percentages for 
2008-09 shown in the chart above are typical.  


 
• The limited amount of unrestricted gift support that UC receives may be influenced by 


donors’ preference to give to specific programs and purposes where they have a strong 
personal interest. 


 
 
 
 
 
 
 
 
 
Source: UCOP Institutional Advancement
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Indicator 81 
Endowment per Student, 1998-99 to 2008-09 
 


 
 


• An institution’s endowment represents money or property that has been donated over 
the years, usually with the stipulation that it be invested with only the returns on the 
investment being spent.  


 
• The interest from endowment funds supports a range of activities, including endowed 


chairs, financial aid and research. However, there continue to be significant operational 
needs for which state funding and student fees are sometimes the only feasible option. 
 


• As of June 30, 2009, the regents and campus foundations together held $7.8 billion in 
endowment funds, a decrease of about 18.4 percent over the prior fiscal year.   


 
• Although their endowments also have shrunk in the current fiscal crisis, elite private 


research universities still have a per-student endowment that is significantly greater 
than that of UC and most public institutions.   


 
• For many years, public schools such as UC relied on state support the same way that 


private schools relied on endowment payout. As state support for education has fallen, 
endowments are sometimes viewed as one way to help make up the difference. 
However, endowment funds would have to increase by more than 250 percent from 
their current value (from $7.8 billion to more than $28 billion) in order for them to 
generate enough income to cover the $814 million reduction in state funding that UC 
received in 2008-09 alone. The additional endowment funds would also need to be 
unrestricted, i.e., not dedicated to specific areas as are the vast majority of endowed 
gifts. 


 
 
Source: Council on Aid to Education
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Indicator 81 (continued) Endowment per Student, 1998-99 to 2008-09  
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Indicator 82 
Greenhouse Gas Emissions, 1990 to 2008 
 


 
 
• Through its Policy on Sustainable Practices, UC has pledged to reduce its greenhouse 


gas emissions to year 2000 levels by 2014, and to 1990 levels by 2020.   
 


• These goals are consistent with the targets established by the Global Warming 
Solutions Act, which Gov. Arnold Schwarzenegger signed into law in 2006. In an era of 
rising utility costs, they also reflect strategies for reducing costs. 


 
• UC campuses have developed plans to achieve their targets and currently are 


implementing emission reduction projects; the University will track progress on an 
ongoing basis.  


 
• Campuses report emissions publicly through the California Climate Action Registry 


(www.climateregistry.org/CARROT/public/reports.aspx) and the American College and 
University Presidents Climate Commitment (http://acupcc.aashe.org).  


 
• Additional information about UC’s sustainability-related goals, implementation 


procedures, and accomplishments can be found in the UC Policy on Sustainable 
Practices and in the Annual Sustainability Report to the Regents. Both reports are 
available at www.universityofcalifornia.edu/sustainability/reports.html. 


 
 
Source: UC Budget and Capital Resources 
Note: Data are estimates of tons of carbon dioxide-equivalent (CO2e) associated with campus utilities and onsite 
fuel combustion. Future inventories will include additional sources, including greenhouse gas emissions 
generated from faculty/staff/student commuting and university-funded air travel. Universitywide statistics are 
available where all campuses have available data. Medical center emissions are included with their associated 
campus. 2007 systemwide data include imputed levels for UCSF, which is not shown separately.
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Indicator 82 (continued) Greenhouse Gas Emissions, 1990 to 2008 
 


   
 


   
 


   
 


   
 


   
Note: Berkeley’s emission goal is to reach the 1990 level by 2014; Los Angeles’ emission goal is to meet the 2000 
level by 2011. 
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Section 13.  Health Science and Services 
 
 
GOALS 
 
The University of California plays a critically important role in training health professionals, 
delivering essential health care services and undertaking scientific research in the health and 
related sciences. UC’s research discoveries help prevent and cure diseases, create new 
technologies for diagnosing and treating illnesses, and develop strategies for staying healthy. 
In addition, UC operates the largest health sciences instructional program in the nation, 
enrolling more than 14,000 students and encompassing 16 schools at seven campuses. 
Between UC’s health science training programs, direct patient care activities, health research 
and contracts and grants, about half of the University’s operations are health-related.  
 
The ultimate goal of all UC health sciences and services programs is to train skilled, 
knowledgeable and compassionate health care professionals who deliver outstanding 
services, to conduct research that improves health care and advances life-saving technologies 
and to provide high-quality care to the people of California.  
 
 
NARRATIVE 
 
UC’s vast Health Sciences and Services (HSS) area cuts across multiple domains—teaching, 
research and service. This section presents measures that focus on the public service role of 
UC’s health service enterprise, showing how much care the UC hospitals and clinics provide to 
patients, many of whom are without health insurance. Additional metrics about medical and 
health science education are in the graduate professional degree student section; health 
sciences faculty in the faculty section; health science research and funding metrics in the 
research and budget sections; and metrics about the quality of UC’s health sciences programs 
are in the rankings section.  
 
 
LOOKING FORWARD 
 
The January 2010 Health Sciences and Services Accountability Report provides a fuller 
description of the broad sweep of the University’s activities in health sciences and services: 
www.universityofcalifornia.edu/accountability. Medical center financial reports are at 
www.universityofcalifornia.edu/reportingtransparency. Additional information about UC’s 
Health Sciences and Services programs at the Office of the President is at www.ucop.edu/hss.  
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Indicator 83 
Hospital Inpatient Days, 2003-04 to 2008-09 
 


 
 


• The University’s academic medical centers operate in urban areas, and three of the five 
centers are former county hospitals. Each medical center has several primary care and 
specialty clinics distributed in the communities they serve. 


 
• In addition to providing primary and specialty care, UC medical centers treat critically ill 


newborns, care for cancer patients and treat half of all transplant patients and one-
quarter of extensive burn cases in California. They also treat patients from other 
hospitals that have exhausted all efforts and consider UC to be hospitals of last resort. 


 
• “Inpatient days” represents the total number of days that all patients spend in a hospital 


bed. The graphs presented here display the total number of inpatient days at the five 
UC medical centers by the type of insurance the patient has. 


  
• Across the five UC medical centers, 60 percent of inpatient days are used by Medicare, 


Medi-Cal, county coverage or uninsured patients.  
 


• Statewide, UC’s five medical centers accounted for 4 percent of inpatient days of low-
income patients, i.e., those with Medi-Cal or without insurance. 


 
 


 
 
 
 
Source: University of California Medical Centers Report on Audit of Financial Statements 
(www.universityofcalifornia.edu/finreports)
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Indicator 83 (continued) Hospital Inpatient Days, 2003-04 to 2008-09 
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Indicator 84 
Outpatient Visits, 2003-04 to 2008-09 
 


 
 


• Outpatient visits are defined as visits in which patients see either a physician or nurse 
practitioner in a clinic. Visits to other units, such as radiology, laboratory and physical 
therapy, are not counted as outpatient visits.   


 
• The University’s five medical centers handle about 3.8 million outpatient clinic visits 


annually and constitute the fourth-largest health care system in California. 
 


• The medical centers provide a full range of health care services and are sites for testing 
the application of new knowledge and the development of new diagnostic and 
therapeutic techniques. 
 


• Together, the five medical centers accounted for 5 percent of the outpatient visits by 
California’s Medi-Cal and uninsured patients.  


 
 
 
 
 
 
 
 
 
 
 
 
 
Source: University of California Medical Centers Report on Audit of Financial Statements 
(www.universityofcalifornia.edu/finreports)
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Indicator 84 (continued) Outpatient Visits, 2003-04 to 2008-09 
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Indicator 85 
Patient Complexity, 2003-04 to 2008-09 
 


 
 


• The Case Mix Index is a standard hospital metric for addressing the question, “How sick 
are our patients?” Hospitals with more seriously ill patients score higher on the index, 
which translates into more resources used by the hospital and higher cost. An average 
hospital scores 1.0 on the index. 


 
• UC’s patients generally have more complex medical conditions, which often can be 


managed only in tertiary referral hospitals like UC hospitals, than patients at other 
hospitals. 


 
• UC medical centers must balance their role as a safety net with the need to treat 


patients with highly advanced medical conditions that require state-of-the-art equipment 
and technology. 


 
 
 
 
 
 
 
 
 
 
 
 
Source: University of California Medical Centers Report on Audit of Financial Statements 
(www.universityofcalifornia.edu/finreports)
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Section 14. Campus Rankings 
 
 
GOALS 
 
Although limited in scope and often biased in one direction or another, indices that rank 
colleges and universities can give an indication of their overall academic quality and allow 
institutions to assess their performance relative to their peers in a way that is often very public.   
 
The University has no stated goals with respect to its position in any particular index, nor does 
it endorse any particular set of rankings. Further, it cautions readers to consider the differing 
methodologies employed by the indices. These result in substantial differences across indices 
and across years. This summary is offered as a guide to the various rankings that routinely are 
in the news. 
 
 
NARRATIVE 
 
This section reports college rankings for the UC campuses and their comparison institutions 
from seven different ranking schemes—the 1995 National Research Council, The Center for 
Measuring University Performance at Arizona State University, U.S. News and World Report’s 
Best Graduate Programs, U.S. News and World Report’s Best National Universities, U.S. 
News and World Report’s Top 50 Public National Universities, Washington Monthly Rankings, 
and the Academic Ranking of World Universities from Shanghai Jiao Tong University in China. 
It also presents information on the relative size of campus libraries from the Association of 
Research Libraries Investment Index. 
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Indicator 86 
National Research Council’s Ratings of UC Doctoral Programs, 1995 
 


 


Total Number of 
Programs Rated 


Number of 
Programs Ranked 


in Top 10 on 
Faculty Quality 


Percent of 
Programs Ranked 


in Top 10 on 
Faculty Quality  


Berkeley 37 36 97% 
Davis 26 1 4% 
Irvine 24 2 8% 
Los Angeles 36 13 36% 
Riverside 19 -  0% 
San Diego 29 14 48% 
San Francisco 9 6 67% 
Santa Barbara 32 4 13% 
Santa Cruz 17 2 12% 
 
Total UC 229 78 34% 
    
U of Illinois 37 10 27% 
U of Michigan 41 14 34% 
SUNY at Buffalo 35 - 0% 
U of Virginia 32 5 16% 
    
Harvard 30 26 87% 
MIT 23 20 87% 
Stanford 43 32 74% 
Yale 30 19 63% 


  
 


• Considered the gold standard of academic quality rankings, the National Research 
Council’s assessments of research-doctorate programs are the most comprehensive 
and respected evaluations of Ph.D. programs in the United States.  


• Although dated, the 1995 rankings are the most recent NRC rankings as of May 2010. 
The NRC plans to release an updated set of rankings using a revised methodology later 
in 2010. 


• In 1995, the NRC assessed doctoral programs in 41 fields of study at 274 universities. 
Overall, a third of all of UC’s programs that were ranked in 1995 were in the top 10 
percent nationally in terms of faculty quality.  


 
 
 
 
 
 
Source: National Resource Council
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Indicator 87 
The Center for Measuring University Performance: Top American Research Universities, 
2005 to 2008 
 


 
 
 
 
 
 
 
 
 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 


• The Center for Measuring University Performance at Arizona State University ranks the 
Top American Research Universities (defined as those with at least $20 million in 
research expenditures) into two tiers: 1-25 and 26-50. 


 


• The Center places institutions into one of two clusters according to how many times 
they rank in the top 25 (or top 50) on one of nine measures—total research, federal 
research, endowment assets, annual giving, National Academy members, faculty 
awards, doctorates granted, postdoctoral appointees and SAT/ACT scores. Institutions 
that score in the top 25 on at least one measure fall into its top tier. 


 


• In 2008, six UC campuses—Berkeley, Davis, Los Angeles, San Diego, San Francisco 
and Santa Barbara—were listed in the top tier among American research universities. 


 


• Unlike U.S. News and World Report rankings, The Center relies exclusively on objective 
measures and does not include academic reputation in its ranking scheme. However, its 
rankings are biased toward institutions with large medical centers since both total and 
federal research expenditures are heavily influenced by NIH funding, which primarily 
funds health sciences research. Data from The Center also are not normalized by 
faculty size, resulting in lower rankings for smaller institutions. 


 
 
 
 
Source: The Center for Measuring University Performance at Arizona State University


 Number of Measures in Top 25 
(max = 9) 


 2005 2006 2007 2008 
Berkeley 8     8 8     7 
Davis 2     2 2     2 
Irvine - 1 -  - 
Los Angeles 7 7 7 7 
Riverside - - -  - 
San Francisco 6 6 6 6 
San Diego 5 5 5 5 
Santa Barbara - 1 1 1 
Santa Cruz - - -  - 


     
U of Illinois 5 5 4  4 
U of Michigan 8 8 8  8 
SUNY at Buffalo - - -  - 
U of Virginia 2 2 2  2 


     
Harvard 8 9 9  8 
MIT 9 9 9  9 
Stanford 9 9 9  9 
Yale 7 7 7  8 
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Indicator 88 
U.S. News and World Report’s America’s Top National Universities, 2001 to 2010 
 


  Ranking Among National Universities 
 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 
Berkeley 20 20 20 21 21 20 21 21 21 21 
Davis 41 41 43 43 42 48 47 42 44 42 
Irvine 41 41 45 45 43 40 44 44 44 46 
Los 
Angeles 25 26 25 26 25 25 26 25 25 24 


Riverside 73 82 85 84 81 85 88 96 89 96 
San Diego 31 31 31 32 35 32 38 38 35 35 
Santa 
Barbara 45 48 47 45 45 45 47 44 44 42 


Santa Cruz 64 67 76 67 74 68 76 79 96 71 
           


U of Illinois 41 36 38 40 37 42 41 38 40 39 
U of 
Michigan 25 25 25 25 22 25 24 25 26 27 


SUNY at 
Buffalo 


3rd 
tier 


3rd 
tier 


3rd 
tier 


3rd  
tier 


3rd  
tier 


3rd 


 tier 
3rd  
tier 


3rd  
tier 121 121 


U of Virginia 20 24 23 21 22 23 24 23 23 24 
           


Harvard 2 2 2 1 1 1 2 2 1 1 


MIT 5 5 4 4 5 7 4 7 4 4 


Stanford 6 5 4 5 5 5 4 4 4 4 


Yale 2 2 2 3 3 3 3 3 3 3 


• U.S. News and World Report’s college rankings are the oldest and most well-known of 
all college rankings. The rankings are based on seven major variables: peer 
assessment, graduation and retention rates, faculty resources, student selectivity, 
financial resources, graduation rate performance and alumni-giving rate. 


• USNWR’s rankings tend to favor elite private institutions over public universities. 
Privates tend to score higher than publics on four of USNWR’s indicators: graduation 
rates, faculty resources, financial resources and alumni-giving rates, which together 
count for 55 percent of a school’s total score.  


• The next indicator shows USNWR’s rankings for all public national universities with 
private universities excluded. 


 


Note: USNWR labels its rankings for the prospective year; the 2010 rankings were published August 2009. Also, 
up through its 2008 rankings, USNWR only ranked institutions in its first and second tier (generally those ranked 
100 or higher). Beginning in 2009, it published rankings for third-tier schools as well. San Francisco is not ranked 
because it is a graduate health sciences campus and Merced, which opened in 2005, is not ranked because it 
has interim accreditation.  
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Indicator 89 
U.S. News and World Report’s America’s Top 50 Public National Universities, 2001 to 
2010 
            
  Ranking Among Public Universities 
 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 
Berkeley 1 1 1 1 1 1 1 1 1 1 


Davis 10 10 11 11 11 14 13 11 12 11 


Irvine 10 10 12 12 12 10 12 13 12 14 
Los 
Angeles 3 4 3 4 4 3 4 3 3 2 


Riverside 33 28 36 39 37 38 39 45 40 43 


San Diego 7 7 7 7 8 7 8 8 7 7 
Santa 
Barbara 14 15 14 12 13 12 13 13 12 11 


Santa Cruz 26 28 36 27 32 28 33 35 45 29 


           
U of Illinois 10 9 9 10 9 11 10 8 10 9 
U of 
Michigan 3 3 3 3 2 3 2 3 4 4 


SUNY at 
Buffalo - - - - - - - - - - 


U of 
Virginia 1 2 2 1 2 1 2 2 2 2 


 
• U.S. News and World Report’s Top 50 Public National Universities’ ranking follows its 


list of Best National Universities, with the private universities excluded. 
 


• Six UC campuses—Berkeley, Davis, Irvine, Los Angeles, San Diego and Santa 
Barbara—are among USNWR’s list of the top 25 public national universities. 


 
 
 
 
 
 
 
 
 


 


 


Source: U.S. News and World Report
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Indicator 90 
U.S. News and World Report’s Professional Program Rankings, 2001 to 2010 
 


 
 Rankings among Top 20 Programs Nationally 
BUSINESS 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 
Berkeley  10 7 10 7 8 6 7 8 7 7 
Los Angeles  11 12 15 14 12 11 10 16 11 14 
           
U of Michigan 9 10 10 13 10 10 11 11 12 13 
U of Virginia 11 15 10 11 12 14 13 12 14 15 
           
Harvard 1 2 2 1 1 1 1 1 1 1 
MIT 4 5 4 4 4 4 4 4 4 4 
Stanford 1 1 1 2 2 2 2 2 1 2 
Yale 16 12 13 14 14 15 15 14 13 10 
          
EDUCATION 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 
Berkeley  4 6 11 11 6 7 6 8 7 7 
Los Angeles  5 4 2 3 3 2 2 5 3 5 
           
U of Michigan 7 7 7 8 10 9 9 6 9 14 
           
Harvard 1 1 2 1 1 1 1 3 6 6 
Stanford 2 2 1 2 1 3 4 2 1 2 
          
ENGINEERING 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 
Berkeley  3 3 2 3 3 3 3 3 3 3 
Los Angeles  21 22 21 19 16 15 15 16 13 14 
San Diego  15 16 14 11 13 11 11 13 11 12 
Santa Barbara  25 22 24 24 21 21 21 19 19 18 
           
U of Illinois 6 6 5 4 4 4 5 5 5 5 
U of Michigan 4 4 6 6 8 6 6 9 9 9 
           
MIT 1 1 1 1 1 1 1 1 1 1 
Stanford 2 2 2 2 2 2 2 2 2 2 
          


 
 
 
 
 
 
 
Source: US News and World Report
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Indicator 90 (continued) U.S. News and World Report’s Professional Program Rankings, 
2001 to 2010 


 
LAW 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 
Berkeley  8 9 7 10 13 11 8 8 6 6 
Los Angeles  16 16 16 16 16 15 15 15 16 15 
           
U of Michigan 7 7 7 7 7 8 8 8 9 9 
U of Virginia 8 7 7 9 9 8 8 10 9 10 
           
Harvard 3 3 3 3 2 2 3 2 2 2 
Stanford 2 2 2 2 3 3 2 2 3 3 
Yale 1 1 1 1 1 1 1 1 1 1 


 
MEDICINE: 
RESEARCH 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 
Los Angeles  10 14 13 14 14 11 11 13 9 11 
San Diego  23 24 20 16 17 14 14 14 14 15 
San Francisco  7 7 6 6 6 5 4 5 5 5 
           
U of Michigan 12 9 8 8 7 9 11 10 11 11 
           
Harvard 1 1 1 1 1 1 1 1 1 1 
Stanford 10 9 11 8 8 8 7 7 8 6 
Yale 8 8 9 10 10 11 9 8 9 6 


 
MEDICINE: 
PRIMARY 
CARE 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 
Los Angeles  4 17 11 16 23 33 38 18 12 10 
San Francisco  9 4 3 3 8 8 10 8 6 5 
           
U of Michigan 28 26 14 22 23 27 28 45 17 7 
           
Harvard 2 11 7 17 42 11 25 13 7 15 
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Indicator 90 (continued) U.S. News and World Report’s Professional Program Rankings, 
2001 to 2010 


 
• U.S. News and World Report has ranked professional programs in 


business, education, engineering, law and medicine since 2000. 


• An institution may not be reported in the list above for one of two 
reasons: It either does not have a program in the designated area, or its 
program fell below 20 in USNWR’s graduate program rankings in 2010. 


• USNWR’s professional program rankings have been criticized for being 
somewhat arbitrary and relying on small sample sizes. 


 
 
 
 


 


 


 


 


 


 


 


 


 


 


 


 


 
 
 
 
 
 
 
Note: USNWR labels its rankings for the prospective year; the 2010 rankings were published in March 2009. UC 
Merced is not ranked because it does not have graduate professional programs in business, education, law or 
medicine; it does offer graduate study in engineering areas, but the programs are too new to have awarded 
degrees or to be reviewed by USNWR.
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Indicator 91 Washington Monthly Rankings, 2005 to 2009 
 
 Ranking among National Universities 
 2005 2006 2007 2008 2009 
Berkeley 3 2 3 n/a 1 
Davis 17 10 8 n/a 10 
Irvine - 72 49 n/a  
Los Angeles 2 4 2 n/a 3 
Riverside - 22 15 n/a 16 
San Diego 8 6 4 n/a 2 
Santa Barbara - 57 36 n/a 21 
Santa Cruz - 68 76 n/a 56 
      
U of Illinois 13 16 11 n/a 24 
U of Michigan 10 18 6 n/a 18 
SUNY at Buffalo -- 203 111 n/a 101 
U of Virginia 22 20 16 n/a 26 
      
Harvard 16 28 27 n/a 11 
MIT 1 1 27 n/a 12 
Stanford 5 7 13 n/a 4 
Yale 15 12 38 n/a 23 
 


• Washington Monthly developed its ranking scheme in 2005 as an alternative to U.S. 
News and World Report’s Best Colleges ranking. 


 
• Unlike USNWR, which tends to rank colleges and universities on their wealth, 


Washington Monthly ranks colleges and universities on their contribution to society. Its 
three basic measures—being an engine of social mobility, fostering scientific and 
humanistic research and fostering an ethic of service to the country—all reflect UC’s 
values. 


 
• In the 2009 rankings, six UC campuses—Berkeley, Davis, UCLA, Riverside, San Diego 


and Santa Barbara—were ranked among the top 25 universities in the nation. 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note: Washington Monthly published its first list of its top 30 national universities in 2005 and expanded the list to 
include all national universities in subsequent years. No rankings were published in 2008.
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Indicator 92 
Academic Rankings of World Universities, Shanghai Jiao Tong University, 2006 to 2009 
 
 Ranking among World Universities 
 2006 2007 2008 2009 
Berkeley 4 3 3 3 
Davis 42 43 48 49 
Irvine 44 45 46 46 
UCLA 14 13 13 13 
Riverside 102-150 102-150 101-151 101-151 
San Diego 13 14 14 14 
San Francisco 18 18 18 18 
Santa Barbara  35 35 36 35 
Santa Cruz 102-150 102-150 101-151 101-151 
      
Illinois 25 26 26 25 
Michigan 21 21 21 22 
SUNY at 
Buffalo 201-300 203-304 201-302 201-302 
Virginia 102-150 102-150 95 91 
     
Harvard 1 1 1 1 
MIT 5 5 5 5 
Stanford 3 2 2 2 
Yale 11 11 11 11 


 
 
 Ranking among U.S. Public Universities 
 2006 2007 2008 2009 
Berkeley 1 1 1 1 
Davis 16 16 18 18 
Irvine 17 17 17 16 
UCLA 3 2 2 2 
Riverside 31-40 31-40 31-41 34 
San Diego 2 3 3 3 
San Francisco 6 6 6 6 
Santa Barbara  11 11 11 11 
Santa Cruz 31-40 31-40 31-41 35 
     
Illinois 8 8 8 8 
Michigan 7 7 7 7 
SUNY-Buffalo 57-78 57-77 61-76 59 
Virginia 31-40 31-40 30 28 


 
 
 
 
Source: Shanghai Jiao Tong University
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Indicator 92 (continued) Academic Rankings of World Universities, Shanghai Jiao Tong 
University, 2006 to 2009 
 


• Shanghai Jiao Tong University in China has ranked the world’s top 500 universities 
since 2003 using several indicators of academic or research performance, including 
alumni and staff winning Nobel Prizes and Fields Medals, highly cited researchers, 
articles published in two leading scientific journals (Nature and Science), scholarly 
citation indices, and the per capita academic performance of an institution. 


 
• The Academic Rankings of World’s Universities (ARWU) are based almost entirely on 


measures of strength in research. Institutions with strong research programs, especially 
in the sciences, tend to score higher than those whose major strengths are in the 
humanities and social sciences. 


 
• Seven UC campuses placed among the top 50 universities in the world in the 2009 


ARWU rankings. 
 


• The ARWU rankings have become increasingly more influential, in part because they 
rely upon carefully selected indicators and upon internationally comparable data that 
can be cross-checked and verified. 


 
• English-speaking, and especially U.S., universities dominate the top of the Shanghai 


Jaio Tong University’s list of the world’s best universities.  
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Indicator 93 
Association of Research Libraries Rankings of Campus Libraries, UC and Comparison 
Institutions, 2005 to 2008 
 


        2005 2006 2007 2008 
Berkeley 6 5 5 5 
Davis 53 60 64 73 
Irvine 82 75 68 63 
Los Angeles 8 6 7 6 
Merced - - - - 
Riverside 93 93 95 101 
San Diego 39 41 37 34 
San Francisco - - - - 
Santa Barbara 81 78 83 79 
Santa Cruz - - - - 
     
U of Illinois 7 16 13 18 
U of Michigan 5 7 6 7 
SUNY at Buffalo 63 62 65 70 
U of Virginia 22 19 24 24 
     
Harvard 1 1 1 1 
MIT 76 55 51 50 
Stanford - - - - 
Yale 2 2 2 2 


       Note: Schools/campuses without values are not members of the Association of Research Libraries. 
 


• The UC campuses house more than 100 libraries, collectively representing the largest 
research/academic library in the world with more than 36 million volumes. The UC 
libraries have one of the world’s largest collections of digital materials, including 36,000 
electronic journals licensed cooperatively through UC’s California Digital Library. 


 
• Each year, the Association of Research Libraries (ARL) calculates a “Library Investment 


Index” that summarizes the relative size of libraries among its members. The variables 
used to calculate the ARL Index are determined by factor analysis and include 
expenditures and number of professional and library support staff. 


 
• The ARL rankings are limited in that they do not measure a library’s services, quality of 


collections or its success in meeting the needs of users. They also do not account for 
the transformative effect of membership in a consortium. Scholars at any UC campus 
can and do access the libraries of all the other UC campuses through online access to 
many resources, as well as through interlibrary loan.  


 
 
 
 
Note: The ARL is a membership organization of 124 research libraries at comprehensive, research-extensive 
institutions in the U.S. and Canada that share similar missions, aspirations, and achievements. Seven UC 
campuses are members; three (Merced, San Francisco and Santa Cruz) are not. 
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All  Full‐Time Only
UC Merced
Fall 2005 82%
Fall 2006 80%
Fall 2007 79%
Fall 2008 83%
Fall 2009 87%


National (Fall 2007)
All 4‐yr public colleges* 77% 78%


Public High/Very High Research Universities** 82%


California (Fall 2007)
All 4‐yr public colleges* 84% 85%
University of California (avg. for the 8 


undergraduate campuses)** 92% 92%


** 2009 U.S. News "America's Best Colleges," reflecting Fall 2007 data.


First‐Year Retention Rates


*NCHEMS Information Center; Retention:  First‐Time College Freshmen Returning Their Second Year;


Four‐Year Public Colleges; Fall 2007 Cohort


 Comparison of First‐Time Freshman Retention Rates








Four Year Graduation Rates for First-Time Freshmen in 2005 by University of California 
Campuses 


 
 


Campus 2005 (%) 


Berkeley 71.4 


Davis 52.1 


Irvine 65.4 


Los Angeles 66.9 


Merced 35.7 


Riverside 43.7 


San Diego 56.9 


Santa Barbara 67.3 


Santa Cruz 52.0 
 


Source: University of California Stat Finder 
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UNDERGRADUATE PROGRAM REVIEW POLICY AND PROCEDURES 
  


 
I.  Overview 
Systematic, regular review of undergraduate academic programs is intended to ensure that 
students are learning what we intend to teach, that our educational efforts are appropriate to a 
diverse student body, and that the benefits of scholarly inquiry will inform educational 
processes and outcomes.   All academic programs – majors, free-standing minors, and 
General Education – are subject to Program Review.  
 
Program Review is therefore both formative, in that it shapes the actions of a program in its 
ongoing development, and summative, in that it identifies particular issues and problems that 
may need to be addressed and identifies actions required to address such issues and problems.  
There are three phases to Program Review:   
 


1. Preparation: The program under review develops a detailed self-study of its program 
and its effectiveness; the Program Review Committee (PRC) conducts confidential 
surveys of faculty and students. 


2. Site Visit:  A review team, with both internal and external members, visits the campus 
and meets with faculty and students in the program, administrators, and faculty from 
adjacent programs. 


3. Follow-up:  the Program Chair and relevant Dean respond to the self-study and present 
the response to the PRC.    


 
The Program Review is closed only when the PRC reports to the Undergraduate Council 
(UGC) that the response of the program to the report adequately addresses the 
recommendations of the report. This normally takes place by the end of the second year of the 
Review.  The combination of these activities allows for an evidence-based assessment of 
programs which engages faculty and administration, and that can be used as the basis for 
ongoing academic planning and for resource allocation.  
 
Reviews of undergraduate programs are conducted under the authority of the Standing Orders 
of the University of California, the University of California Academic Senate, and the Merced 
Divisional Bylaws.  Under Merced Divisional Bylaw II.4.B., UGC has the authority to 
establish and review undergraduate programs.  Thus, UGC, with the aid of extramural review 
teams, and supported by the UCM Office of the Academic Senate is responsible for 
Undergraduate Program Review. The details of Program Review are coordinated by the 
Program Review Subcommittee of UGC, which consists of two members of UGC, and three 
additional tenured Senate faculty. While the Senate coordinates and oversees Program 
Review, the process, particularly during the site visit and follow-up phase, engages Senate 
and Administration.  This ensures that recommendations from Program Review are integrated 
in campus planning processes. 
 
The Undergraduate Council establishes the sequence of program reviews, a sequence which is 
revisited annually.  The current sequence is posted on the Program Review section of the 
Senate website.  The sequence can be altered by action of the UGC.  Usually programs will be 
reviewed every seven years, though circumstances in the interim (such as radical change in a 
program requiring UGC approval or the need to coordinate with allied graduate program 



http://www.universityofcalifornia.edu/regents/bylaws/standing.html�

http://www.universityofcalifornia.edu/regents/bylaws/standing.html�

http://www.universityofcalifornia.edu/senate/�

http://senate.ucmerced.edu/bylaws-and-regulations�

http://senate.ucmerced.edu/bylaws-and-regulations�
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review) may justify acceleration or delay of reviews.   
Program Review is a two-year process.  In the first year, the program prepares a self-study 
and has a site visit by a program review team.  In the second year, the administration and 
program respond to the findings of the review.  
 


Program Review Schedule 
 


Year One 


 
June 1: Formal notification of programs to be reviewed 
 
October: Program Review Committee (PRC) undertakes 
confidential survey of faculty, students. PRC solicits 
recommendations for external reviewers from programs, and for 
internal reviewers from deans and program coordinators 
  
November: PRC invites review team members 
 
December: Date for review team visit set 
 
January: Program self-study due in Senate office on first day of 
class 
 
March: Review team visit scheduled 
 
April: Review team reports received by PRC; when corrections 
have been received, they are forwarded to UGC 
 
May: Reports forwarded by UGC to EVC, VPUE, Deans and 
Program 
 


Year Two 


 
November: Program and Dean submit response to Review Team 
Report to PRC 
 
December: Implementation plan approved by PRC 
 
January: Revised strategic plan submitted to Schools. Any 
programmatic changes submitted to UGC for review  
 
February: Budget requests to reflect recommendations.  
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Appendix I - Program Review Committee  
The Program Review Committee (PRC) of UGC consists of two members of UGC, and at 
least three additional members appointed by the Committee on Committees (CoC).  Members 
of the PRC are tenured members of the Academic Senate.  Members of the PRC oversee the 
Program Review process from its initiation to its closure. They normally serve for three years, 
on staggered terms.  The PRC: 


• Determines and publishes the schedule of Program Reviews 
• Collaborates, as necessary, with GRC to coordinate Program Review when there is a 


simultaneous review of graduate and undergraduate programs 
• Invites reviewers to serve on Program Review teams 
• Designs and conducts confidential surveys of students and faculty for each program 


under review 
• Receives the final review team reports and submits them, along with any corrections of 


fact, to UGC 
• Reviews the response of the Program and Dean to the Program Review Report  
• Recommends to UGC that the Program Review be closed 
• Reviews the implementation of the response plan by programs and administration 
• Provides UGC and the Senate Administration Council on Assessment (SACA) with an 


analysis of the aggregate results and actions of the Program Reviews completed in a 
given year to be shared with UGC and SACA.  Any patterns will be highlighted for 
future investigation 


• Every year, the PRC reviews the last three years of Program Review results; a report 
on patterns and recurring issues will be shared with UGC and SACA; results for 
particular schools, if relevant, will be shared with the School Curriculum Committee.  


 
In addition, members of the Program Review Committee serve as Chairs and Coordinators of 
Program Review teams.    
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Appendix II - Program Self-Study 
The most important part of Program Review is the self-study, which builds upon annual and 
cyclical assessment of learning outcomes, but should address a much wider range of issues.  
This is a time to reflect on changing patterns in scholarship, in student demographics, in 
societal needs, etc., as they pertain to a program’s educational goals.  Thus, faculty, students, 
staff, and alumni should be involved in the review.  
 
The undergraduate program to be reviewed is notified at least six months before the 
upcoming self-study is due. At the time of the notification, the program is asked by the UGC 
Chair, with a cc to the relevant Dean, to prepare a self-study document which will be 
transmitted to the external review team. This will become a part of the permanent record of 
the Program Review and will be filed together with the report of the PRC. The program 
should direct any questions or dialogue concerning the review to the PRC Chair with a cc to 
the Senate Analyst. The self-study should concisely present the faculty’s thoughtful and 
thorough evaluation of the program, based on the participation of the program’s faculty, staff 
and students, as well as a wide range of evidence available to determine program strengths 
and weaknesses. The self-study is submitted electronically both to the PRC Chair and to the 
Senate Analyst coordinating Program Review. 
 
The self-study consists of two parts, an Executive Summary, and Data Appendices.   The 
Executive Summary should be between 15 and 25 pages, and provide an overview and 
interpretation of the material covered in the Data Appendices.  The study should address the 
following questions: 


I. Introduction: Program Mission, History, Context 
II. What do you think you are doing?  
III. How are you doing it? 
IV. Who is doing it? 
V. How well are you doing it? 
VI. Future Directions/planning 


 
Most of these are self-explanatory and should be generated internally by the program/unit. 
Data to support questions III. and IV. can be provided with the assistance of the School 
Assessment Specialist and staff from the Office of Institutional Planning and Analysis (IPA) 
who will work with the program and UGC on their preparation.  
 
In the case of non-majors (i.e. General Education, free-standing minors) undergoing 
Program Review, the Coordinator of the program will meet with the PRC to determine the 
appropriate focus, as well as data for the review. 
 
The program self-study, other than the Table of Contents, may be organized in a way that 
makes sense to the program, especially for programs undergoing concurrent accreditation, 
such as ABET.  In cases where undergraduate and graduate program reviews take place 
simultaneously, the two PRCs will work with the program to determine the proper scope of 
the self-study. The questions below should serve as prompts, and should be answered as 
appropriate.    
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Table of Contents/ Contact Information 
 


I. Introduction  
This serves to orient the reader to both the Program itself, and the self-study, and can 
provide an overview of report, Program Mission, Program History, and internal and 
external contexts that shape the program.  Major changes in the program since the last 
review or initial program approval should also be highlighted. 
 
II. What do you think you are doing?  
How does your program envision its work?  This includes program philosophy, 
program goals, and program learning outcomes (PLOs). What do you want your 
students to learn, and how do you measure their learning outcomes?  How do these 
relate to School and University missions and goals, including institutional planning 
documents as relevant? How does the program support General Education? How does 
your program relate – in mission and goals – to other similar programs?  
 
III. How are you doing it? 
This includes curriculum, extra-curricular activities, co-curricular support, advising, 
recruitment and retention. How do you serve majors? Minors? Non-majors? How do 
these compare with comparable programs at peer institutions? Are there disciplinary 
guidelines or best practices that have shaped the curriculum? 
 
IV. Who is doing it? 
Overview of faculty, including non-senate lecturers, Senate faculty, and TAs; their 
qualifications and contributions to the program; their roles in planning and 
assessment.   


 
V.   How well are you doing it, and how do you know? 
This section should reflect on the results of annual assessments, the development and 
effectiveness of the Assessment Plan, and the ways the annual and cyclical 
assessments have been used to improve student learning, to improve teaching, to 
improve the learning environment, to improve student support, and to improve 
curriculum. It may also reflect on the adequacy of institutional support in improving 
both student learning and assessment itself.  It should also draw on relevant student 
data from IPA that is provided in the appendices, including time to degree, and where 
possible, disaggregated data on student outcomes (by major, ethnicity, high school, 
etc.) 
This data should be used to identify strengths and weaknesses of the program. 
 
VI. Future Directions/planning 
Summarize main points of current strategic plan, as well as any long-term thinking 
about the program. The program may wish in this section to suggest possible changes 
in the assessment plan. Future planning should reflect on enrollment trends in the 
program, current student/faculty ratios, necessary institutional support, and any other 
issues that impinge on sustainability. Note: if in the course of the self-study a program 
begins to think about changes to its curriculum, we recommend that these be outlined 
here, but not submitted to UGC for review until after the site visit has been completed. 
This section may also include any issue the program wants to bring up that would be 
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helpful to the review. 
 


Self-Study Data Appendices 
 
Documents from the Previous Program Review  
This section contains either the documents from the program’s previous review or the 
program’s approved proposal (for programs being reviewed for the first time). The PRC 
and/or Senate Analyst will provide one copy of the documents.  
 
Program Administration  


a. Administrative Profile  
The Administrative Profile is an overview of the organizational structure of the program.  
Provide the following information:  
 


• Program name: If the name of the program has changed since the program was 
approved, provide the history of the name.  


• Officers: List any current and past officers for program’s committees, and/or for any 
other aspects of program administrations (e.g., Chair, if applicable, advisor, etc.) 


• Administrative support staff 
 
b. Faculty Membership List  


Provide a list of the Senate faculty who have held membership in the program for the last 
three years, their academic titles, and school affiliations (if joint appointments).  
 
Student Information  


a. Current Undergraduate Students  
Provide a summary of current major and minor enrollments including: 
 


• Class status  
• Entering GPA, current GPA, standardized test scores  
• Retention, time to degree and GPA for graduating seniors over the past five years for 


all students and disaggregated by student profiles (gender, race/ethnicity, family 
background, income, first language, transfer student, etc.); if possible, comparison to 
national norms 


• Diversity: first generation, income, first language, race/ethnicity/ gender, family 
background, High School API 


• Number of double majors, number of students participating in undergraduate research 
projects, number of students participating in Honors tracks 


• Student/faculty ratios 
• Enrollment trends. 


 
The appropriate administrative units (e.g. Admissions office, Dean’s office, IPA) are 
responsible for furnishing this information.  
 


b. Alumni  
Provide a list of students who have graduated since the last review and include the following 
information:  
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• Student name  
• Year graduated  
• Most recent placement information: Graduate program or employer, job title 


City/state/country.  
 


c. Benchmark Data 
A benchmark data report will be provided to the program to be inserted in the self-study. This 
report is generated from Banner and includes the number of applicants and the number of 
degrees conferred. The report should be inserted in the self-review document. No other action 
is required for this section.  
 
Admitting and Advising Students  


a. Advising Guidelines  
Provide a copy of the advising guidelines for the program. Note: If a program has no advising 
guidelines, then the chair (or faculty representative) should discuss with the program faculty 
the need for the development of such guidelines.  
 
Any notices sent to students in the previous year that reference advising guidelines or other 
information that helps students in the program. 
 


b. Degree Requirements  
Each undergraduate program must have a document approved by the UGC that contains all of 
the degree requirements for the undergraduate degrees that it offers and must share this 
document with its students. A program may not impose requirements that have not been 
approved by UGC.  
 
Provide a copy of the program’s most recently approved degree requirements and a copy of 
the approval letter from UGC. If you do not have a copy of these documents contact the PRC 
and/or Senate analyst for assistance. Note: if the information is posted on the undergraduate 
program’s website it must include:  
 


• The date the degree requirements were approved by UGC; and  
• The exact wording of the document as approved by the UGC.  


 
c. Courses Taught  


Provide a list of the program’s core and elective courses, when they were taught and by whom  
for the past five years. Also provide a list of courses taught by program faculty for other 
programs, including General Education This information should be organized by year.  
 


d. Recruitment Materials  
• Current recruitment materials, such as brochures and website print-outs; and  
• Sample letters to applicants and admitted students and/or email messages used in place 


of a letter. 
• Include copies of letters and materials used by the School. 


   
Faculty Information  


a. Abbreviated CVs  
For each faculty member of the undergraduate program, provide an abbreviated CV (two 
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pages at the most) that  covers important career information and more detailed information for 
the last five years. Provide the following information:  
 


• Name  
• Highest degree, institution, year of degree  
• Area of expertise (two lines) 
• Membership on the program’s committees and other services to the program or 


university  
• Number of publications, performances, and exhibits and five key publications or works  
• Professional awards and honors (three lines maximum) 
• Conference participation and lectures; and  
• Service to the profession (including consulting, where appropriate).  


 
Co-curricular and Administrative support (as relevant) 
 
Learning Outcomes Assessment 
Include all assessment plans, annual reports, and a significant sample of direct evidence used 
to support the conclusions in the annual reports. Tabular presentation of the alignment 
between the learning outcomes of core and elective courses and the program learning 
outcomes. 
 
Additional materials 
Any additional materials, including information on comparable programs, disciplinary 
guidelines regarding best practices, that may be of use to the review team and which support 
the claims of the self-study. 
 
    
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 







 10 


Appendix III - Review Team 
The Review Team is chaired by a member of the PRC from UC Merced; it includes one other 
tenured Senate faculty from UC Merced; and two or three faculty from another peer 
institution.  At least one of those external faculty should be from another UC campus, and one 
from a peer institution.  Suggestions for potential review team members are solicited from the 
program under review as well as the relevant dean.  At least one member of the Review Team 
will have expertise in assessment.  Potential team members will be ranked by the PRC 
committee.  They will be contacted by the PRC member in charge of the review; and when 
they have accepted, they will be sent an official appointment letter. The Senate Office 
coordinates the Review Team travel, travel expense reimbursements and honoraria payments. 
 
The Program Review Committee, in consultation with the Deans and the Vice Provost for 
Undergraduate Education (VPUE), formulates a “standard” set of questions that the Review 
Team may (not “must”) use to guide its deliberations; most of the questions are used for all 
programs, but some are program-specific.  These are based on the Review Team Guidelines 
(see below) but may be more specific. The program is provided with the questions that are 
sent to the Extramural Team. 
 
About thirty days prior to the scheduled visit, the information from the program self-study 
and a package of additional information (contents of the package follow below) are sent by 
the Senate Analyst to each member of the Review Team. Members can request electronic or 
hard copies of the documents.  An identical information package is provided electronically to 
the members of the Program Review Committee. The program receives a copy of the package 
of the material without the faculty survey, but with a copy of the student survey from which 
the identifying questionnaire responses have been redacted for purposes of student/faculty 
confidentiality. The program does not receive a copy of the faculty survey. The School Dean 
and Executive Vice Chancellor/Provost receive only redacted copies of the student and 
faculty survey. 
The following items are included in the packets sent to members of the Review Team along 
with the Program self-study and a cover letter signed by the PRC chair: 
 


1. Tentative schedule for visit 
2. Results of confidential surveys of faculty and students 
3. Current UCM General Catalog 
4. Guidelines and Questions for reviewers 
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Appendix IV - Review Team Guidelines 
UC Merced is interested in your overall assessment of the teaching and research 
accomplishments and potential of the unit you are reviewing. We are interested in the 
evaluation of the educational program and assessment practices, as well as comparisons to 
peer programs. Recommendations to increase resources may follow from your review, but are 
not in themselves the primary responsibility of the reviewers. 
 
It might be helpful to think of your review with the following questions in mind: 
 


1. Is the undergraduate program coherent in the areas of teaching, counseling, mentoring, 
and introduction to research for its students? Is it adequate in scope and depth to ensure 
education is appropriate for the B.A./B.S.?  How well does the program align with and 
demonstrably support UC Merced’s mission and goals, including General Education? 


 
2. Are the program goals clear and explicit in regards to what students should be learning 


in the major, and what skills and knowledge they should be taking away from each 
course? Is the program meeting its goals?  


 
3. What is the overall quality of the program with respect to the following? 


 
a. Faculty teaching for both majors and non-majors 
b. Student learning 
c. Student satisfaction 


 
4. Evaluate the program’s assessment of undergraduate students’ learning outcomes.  Is the 


assessment plan appropriate? Effectively administered? Is it used to improve teaching 
and learning?  Has the program had adequate support in developing and responding to 
its assessments?  The team may also wish to comment on its appraisal of student 
learning in the program, based on both examples of student work and the program’s 
assessments.  


 
5. Are students provided frequent opportunities to assess their skills and knowledge, and 


provided feedback to help them reflect on what they have learned and what they still 
need to learn? 


 
6. How well does this program prepare graduates for careers it says it supports? Would 


students from the program be viable candidates for graduate programs? Professional 
programs?   


 
7. Is the faculty quality and breadth of coverage adequate for a strong undergraduate 


program? 
 


a. Areas that should (must) be strengthened or added? 
b. Areas that should (must) be de-emphasized or removed? 
c. In which area should the next appointment (resources permitting) be made? 


 
8. In many fields, long-range planning and strategic choices about areas of teaching and 


research are necessary. Does the program provide an imaginative, workable long-range 







 12 


plan that will allow it to make major contributions to the discipline and to pursue 
appropriate specializations with distinction? If not, what do you suggest? 


 
9. What would be needed for this program (or some component) to achieve national 


distinction giving due consideration to present UCM faculty resources compared to 
those available at top ranked programs elsewhere? 


 
10. Do students feel welcome in the major and is there adequate advising to meet their 


needs? 
 


11. How do students and faculty feel about class size in relation to program learning 
objectives? How do they feel about the proportion of classes taught by TA’s and non-
senate lecturers as opposed to regular faculty? How do students feel about grading 
standards and the responses they get to written work for their classes? 


 
12. Do the current administrative structures at UCM foster undergraduate education in the 


program you are reviewing? Are there closely related units, including co-curricular 
units, at UCM or other UC campuses with which more collaboration should be 
undertaken? Are there appropriate support facilities such as libraries, teaching and 
research space, computer labs and training? 


 
13. Is there sufficient interaction between the program and any campus programs with 


which it should interact? 
 


14. Do students find it reasonable to complete the major on a four-year schedule? 
 


15. Is the program doing enough to recruit high quality students? 
 


16. Are there any questions we have not asked that you feel should be addressed? 
 
We are aware that each program under review presents a special set of circumstances and that 
your review will need to take these distinctions into account. We intend these guidelines to be 
suggested topics that you may want to pursue rather than prescriptions of the process. As an 
External Reviewer, you should feel entirely free to pursue what avenues of investigation will 
yield constructive and relevant insights into the particular programs. We hope to obtain well 
thought-out and forthright judgments of where we stand in the academic picture, so that UCM 
may best capitalize on its strengths and take effective steps to correct weaknesses. The 
Academic Senate will give serious consideration to whatever directions you believe to be 
most worthwhile in achieving those ends. 
 
Any questions concerning the review should be directed to the PRC Chair with a c/c to the 
Senate Analyst. 
 
Review Team Visit  
The review team visit is scheduled by the PRC Chair with the assistance of the Senate 
Analyst. It generally begins with a dinner, followed by a day or day and a half of meetings on 
campus.   The initial dinner should include the Review Team, the PRC Chair, the Dean of the 
School and/or VPUE, the Program Chair, and a representative of Student Affairs; other 
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people may be included as appropriate. 
 
The first morning of the visit begins with a meeting with the PRC Chair and UGC Chair, who 
will outline procedures and note any special issues for the review. Meetings will be scheduled 
with the Dean and appropriate Associate Dean for the discipline, the VPUE, the EVC, and a 
representative for Student Affairs. In addition, the Review Team meets with the Program 
Chair, the coordinator of Undergraduate programs, and with the faculty as a whole. A 
separate meeting with non-Senate faculty, TAs, and lab staff is also scheduled. Finally, the 
team meets with students and with faculty from closely related programs. As appropriate, 
there may be a tour of the facilities.    
 
The final activity of the review team is an exit interview.  The team meets with the PRC 
Chair, the UGC Chair, the Dean, VPUE, and EVC as well as the Program Coordinator to 
deliver an oral summary of their findings and recommendations. 
 
Review Team Report 
The review team is asked to provide an assessment of the quality of faculty, students, and the 
program; effectiveness of learning outcomes assessment; areas of strengths and weaknesses; 
advice on areas to remove or strengthen; adequacy of facilities; morale, and any other issues 
they wish to address. They are also asked to provide recommendations for faculty or 
programmatic development. While these findings are summarized in the exit interview, the 
review team is also asked to furnish a written report of approximately 5-10 pages within four 
weeks of their visit. Recommendations for change and future development should be 
prioritized by level of significance; the review team may, at its discretion, recommend a 
shorter time between reviews than is usually the case. When the review team report is 
received, the honoraria are sent to the reviewers. 
 
The review team will submit their report to the PRC and UGC Chair within one month of the 
site visit. A copy will be sent to the Senate Analyst. 
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V. Follow Up 
After the review team report is received, the PRC Chair will send a copy to the program 
coordinator. The Program Chair will have the opportunity to review the report for factual 
inaccuracies and misperceptions; any corrections should be submitted to the PRC within two 
weeks. The PRC will forward the review team report, along with any corrections submitted 
by the program, to UGC.  UGC will receive the report, and forward it to the Chair of the 
Program, the relevant Dean, the VPUE, the EVC, and any other relevant parties.   
 
Response Phase 
In the semester following receipt of the Review Team Report, the program faculty will 
discuss its recommendations with the Dean and any other relevant people. The program shall 
seek and collect input from all constituents (faculty, students, and administration) and prepare 
a detailed response.  The program response consists of a narrative response and a detailed 
action plan, including a revised assessment plan.  While the narrative response is the work of 
the program alone, the action plan may be developed collaboratively with (as appropriate) the 
Dean, the VPUE, faculty in adjacent programs, and representatives of the PRC or UGC.  The 
action plan should include a timetable and an outline of the resources needed. 
 
The program response, including the action plan, are both approved by the Dean, and 
submitted to the PRC by the end of November.  When the PRC determines that the response 
adequately addresses the concerns of the report, it proposes to UGC that the Program Review 
be closed.  A Program Review is not closed until the PRC agrees that the response to the 
review is adequate.  If a review is not closed, the PRC and UGC may implement curricular 
sanctions, and may recommend administrative sanctions to the Dean and EVC.   Sanctions 
may include a moratorium on faculty appointments, undergraduate admissions or other 
actions. 
 
In the following months, the recommendations will be implemented as appropriate through 
revisions to the Program Strategic Plan, the Dean’s budget requests to the EVC/Provost, and 
any revisions of policy/ies and program(s) that are submitted to UGC.    
 
CLOSING THE REVIEW:  When the program’s response has been approved, the PRC will 
recommend to UGC that the Program Review be closed. 
 
DISTRIBUTION OF CLOSED REVIEW MATERIALS: Copies of the unedited review team 
report, the program’s response, and other pertinent documents shall be sent to the Chancellor, 
EVC/Provost, College Dean and the UCM Office of the Academic Senate, as well as the 
Senate-Administration Committee on Assessment (SACA). File copies of these documents, 
along with the original self-study and the results of the student and faculty surveys, will be 
stored in the Office of the Academic Senate. A brief summary of the programs reviewed and 
UGC actions are included in the UGC Annual Report to the Academic Senate, Merced 
Division. 
 
CONFIDENTIALITY: Undergraduate Program Reviews will be treated with confidentiality 
until they are closed. The self-study, the review team report, and the final implementation 
plan are open to examination after the Review is closed.  The results of student and faculty 
surveys are available only in redacted form.  Particular documents and sections of the report 
may be maintained as confidential documents available only as needed for particular reasons 
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at the request of either the Program or the PRC.  Petitions to review confidential material will 
be reviewed by the PRC.    
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Chapter 1  Program Review Information 
 
1.1 UC Merced Graduate Program1 Reviews 
 
One of the mandates of the Graduate Research Council (GRC) of the Academic Senate is to 
conduct regular reviews of current graduate programs for their quality and appropriateness.  The 
purpose is to promote excellence in graduate education.  It is an opportunity of graduate 
programs to evaluate past achievements, current status, and plan for the future. 
 
Each graduate program is normally reviewed every five years. There is a 3-year period for self-
review and external review. Thus, the full cycle for program review is 8 years. The first review 
begins five years subsequent to CCGA program approval. Annual assessment and data collection 
is ongoing throughout the 8-year review cycle. A program may be reviewed more frequently by 
administrative request or where problems have arisen that require GRC’s consideration.  Where 
opportunity for improvement is identified, the review will give guidance to the program and to 
administrators about how such opportunities may be pursued.  Where programs are inadequate, 
the review will suggest concrete steps to rectify weaknesses and enable a return to an acceptable 
standard.  In some cases, GRC may recommend suspension of admission that could lead to the 
closure of the graduate program.  For those programs that are healthy, the review process will 
endorse the program’s operation and direction. 
 
The Program Review Committee (PRC), to be created, a standing committee of the GRC, 
conducts the Graduate Program Review.  The PRC consists of 3 to 5 Academic Senate members, 
one graduate student representative, and two ex-officio members.  The ex-officio members are 
the Graduate Dean and a Graduate Division or Academic Senate staff analyst. 
 
For each review, a review team is recruited that is composed of an ad hoc committee and at least 
one external reviewer.  The review team is selected from lists generated with input from the 
program chair and faculty, relevant deans, and PRC members.  The ad hoc committee is chaired 
by the PRC liaison (an active member of the PRC) and has two to four other UC Merced faculty 
members in aligned fields who are not members of the graduate program under review. External 
reviewers are selected from a list of prominent members of the appropriate fields who are outside 
UC Merced. (Normally there is one external reviewer, but in the case where conflicts of interest 
make it difficult to identify at least 3 UC Merced faculty members for the ad hoc review 
committee, more than one external reviewer may be included.)  
 
The graduate review process requires documentation and self-evaluation, including: 
 


 the program’s self-review; 


 confidential questionnaires completed by the graduate program’s faculty and students; 


 two day meeting by the review team with the faculty and students of the program; 


 reports from the review team; 


                                                 
1 In this document, the term graduate program is taken to also include graduate groups.   







 the program’s corrections of fact to the review team’s reports; 


 the PRC’s report and GRC’s letter of transmittal; 


 responses from the program and administrators to the PRC report; and  


 the PRC’s assessment of the responses from the program to the PRC report;  


 a recommendation to GRC for closure of the review or for further action.  


 a conclusion of the process with a vote by GRC. 


 
 
1.2 Guidelines for Evaluating and Prioritizing Graduate Programs 
 
Approved by Graduate Research Council on 5/20/09 
 
Rationale: At UC Merced, the development and evaluation of graduate academic programs is 
the responsibility of the faculty. In order to maintain the quality of graduate education, the 
faculty, through the GRC, bears a responsibility to engage in the process of renewal of academic 
programs.  The process of establishing, disestablishing, and regulating graduate programs is the 
ongoing responsibility of the Graduate Research Council.  The Graduate Research Council will 
use the following set of guidelines in evaluating graduate programs at UC Merced. 
 
Guidelines:  It is the GRC’s responsibility to evaluate the academic components of graduate 
programs and to identify those that define the distinctive character of UC Merced as a research 
university.  In collaboration with Administration, those that define the academic character of UC 
Merced should be supported and managed in such a manner as to optimize graduate education 
and research across the campus.   
 
Criteria to be considered in identifying and prioritizing graduate programs that contribute to the 
quality of the campus include: 
 


 the quality of curriculum, faculty and students; 


 the record of achievement of the program; 


 the place of the program in the field as a whole; 


 the anticipated future of the program and the discipline; 


 the contribution and centrality of the program to the missions and goals of the campus 
and the state; 


 the contribution of the program to other fields of study at UC Merced at the graduate and 
upper division undergraduate levels;  


 the FTE, financial and facilities resources required for developing or maintaining the 
strength of the program. 


 







As scholarship is dynamic, it is expected that the faculty will propose new graduate programs. 
The criteria for evaluating newly proposed programs differ from those used in evaluating 
existing programs, in that a new program would not have a record of accomplishment.   
 
Standards and Measures:  Academic Quality – The paramount criterion on which all academic 
programs are to be judged must be quality, which is the excellence of achievements. This 
includes quality of the faculty, entering students, graduates, and the overall quality of the 
academic experience, including learning and research as perceived by those associated with the 
program and by external evaluators.  The quality of graduate programs must be judged in a 
manner that is independent of the final degree objectives of the students.  In assessing the quality 
of graduate programs, the following will apply: 
 


1. Programs – Quality in a graduate program refers to the degree to which a program has: 
 a clear statement of its mission and goals; 
 a curriculum that is appropriate to the mission and reflects current thinking in the 


discipline or field; 
 consistently good teaching in courses;  
 good faculty mentoring of graduate students. 
 members contributing to the establishment and attainment of program goals; 
 appropriate, assessable and aligned statements of student learning goals and outcomes at the 


course and program levels; 
 engaged annually in assessment processes and used appropriate feedback and student 


learning results to inform programmatic practices. 
 


2. Faculty – Quality with regards to faculty refers to the degree to which students are: 
 actively engaged in significant research or other relevant creative endeavors; 
 making a contribution to their discipline or field; 
 good teachers; 
 good mentors for graduate students; 
 contributing to improving the program. 


 
3. Students – Quality with regard to students refers to the degree to which students;  


 are highly qualified for admission into a program 
 produce excellent research or creative works in projects, theses or dissertations, and, 


if relevant, publications; 
 successfully compete for placements after graduation (employment, admission to 


further graduate education, post-doctoral appointments); 
 successfully compete for campus, UC, national, and international scholarships, fellowships, 


and research funding; 
 are retained and able to complete their degree in accordance with expected timelines;  
 demonstrate achievements of learning outcomes at expected levels. 


 
4. The place of programs in the field as a whole – Assessing the place of a program in the 


field as a whole refers to internal and external recognition of: 
 outstanding faculty achievement in research; 







 effective teaching programs; 
 successful students; 
 public service relevant to disciplinary potential;  
 scholarship at the frontier of inquiry. 


 
5. The future of the program and discipline – Assessing the future of the program and the 


discipline refers to an assessment of the degree to which a program: 
 reflects academic vitality and is engaged with distinctive or emerging intellectual 


directions; 
 recognizes and adopts new trends in graduate education; 
 provides an education that will allow graduates to pursue current and future 


employment opportunities. 
 


6. The record of achievement of programs – The record of achievement of existing 
programs refers to the degree to which a program is successful in; 
 recruiting highly qualified students to the graduate program; 
 honoring the University’s goals of diversity in its student cohorts2; 
 retaining and supporting its graduate students; 
 providing the facilities necessary for student research; 
 facilitating/ensuring students’ completion of their degrees in a timely fashion; 
 placing its students in appropriate positions after graduation; 
 effectively using assessment processes to improve programmatic practices related to 


student attainment of education and outcomes. 
 
Priorities: These guidelines will be used by the GRC and the PRC and review teams in 
reviewing existing programs and by the GRC in establishing new programs.  The GRC will use 
these measures in recommendations of establishment, continuation, or disestablishment of 
individual programs. The degree to which programs demonstrate success in meeting these 
guidelines will be used to recommend resource allocations (e.g. faculty FTE, block grant funds, 
graduate student admission quotas) and to determine the viability of programs within the broad 
context of graduate education on the campus. 
 
Practicalities: UC Merced is a new and developing campus with multiple graduate programs in various 
stages of development. As such, it is expected that some review activities and/or criteria will be 
impossible to complete or unavoidably poorly developed when undergoing graduate program review.  In 
such cases, the limitations on the assessment possible should be stated succinctly.  For example, some 
statistical measures may simply have sample sizes that are too small to be interpreted confidently.  
  
The burden of program review may be large for small graduate programs, in which case existing 
methods of assessment should be used and independent metrics should be co-opted in the circumstances 
in which this makes sense.  Two examples are given in appendices B (which provides a generic template 
for assessment of scientific papers or presentations that can be applied across programs) and C (which 
suggests using external peer review as a component of program review).  
                                                 
2 University of California Diversity Statement, adopted by the Assembly of the Academic Senate 
May 10, 2006; endorsed by the President of the University of California June 20, 2006. 







Chapter 2  Guidelines for the Review Team 
 
 
2.1  Basis of the Review 
 
The review will be based on the guidelines established by GRC that are contained in the 
Guidelines for Evaluating and Prioritizing Graduate Programs in Section 1.2. 
 
 
2.2  Meetings 
 
The review team will meet with the program’s faculty  (including the Chair, graduate advisers, 
and the executive committee), graduate students, staff and relevant deans.  The PRC expects a 
minimum of 50-75% of the faculty and students to participate in the review meetings. 
 
 
2.3  Review Questions 
 
The review team may address any questions they deem appropriate.  The following questions are 
provided to the review team as a guide and to assist the program members in their preparation for 
the review. Of the suggested questions, certainly only those should be addressed that are relevant 
to the program.  
 
 
2.3.1 General 
 


1. What are the program’s educational goals and outcomes? What role is it expected to play 
on campus in terms of its educational offerings and research? How do the program’s 
goals and outcomes align with those of the University of California as whole? Is the 
program meeting its educational goals and outcomes, as well as the expectations of 
others? How do you know? 


 
2. Does the program fulfill its role in: 


(a) attracting students of promise? 
(b) recruiting and retaining faculty members of quality following its University and 


campus affirmative action plans? 
(c) justifying the instructional resources it requires? 
(d) flexibility in accommodating changes in the campus mission? 
 


3. How does the quality and productivity of the program compare with other programs in 
the same discipline? 


 
4. Using relative standards of comparison from the most outstanding programs in the 


discipline (indicate comparison within the University of California, nationally and 
internationally), how does the program compare in: 
(a)  breadth of faculty (collectively) and their professional reputations? 







(b) facilities, library holdings, and financial support for further development? 
(c) providing a learning environment conducive to excellence in research and 


scholarship? 
(d) the quality and number of students in view of the facilities for research, the size of the 


faculty, and career opportunities for graduates? 
(e) student demand (e.g. for graduate students, the ratio between applications and 


admission within the previous five years)? 
(f) placement of graduates in prestigious positions? 
(g) scientific fieldwork and publications 
(h) retention, completion and time to degree metrics. 
 


5. Are the national rankings of this program reflecting the state of the program?  
 
6. What special characteristics does the program possess in relation to other analogous 


programs within the University?  Does the program exploit opportunities for interaction 
with related programs on the campus or within the University?  What is the impact on 
other campus programs and within the University? 


 
7. Has the program changed or developed special emphases to incorporate new knowledge 


and skills to meet the changing needs of students and the University? 
 
8. What are the plans for future growth and investments? 
 
9. Is the program meeting the needs of the discipline?  Of the students? Of the state? Of 


society? 
 
10. What is needed to improve the program significantly? 
 
 


2.3.2 Faculty 
 


1. What is the state of faculty morale? 
 
2. Has the program motivated and enabled faculty members to use and develop new 


knowledge in the discipline? 
 
3. Are there sufficient faculty FTE to support the program? 
 
4. Is faculty participation adequate to support the objectives of the program? 
 
5. Do the faculty receive appropriate credit for participation in graduate education? 
 
6. Are there sufficient facilities in terms of infrastructure and laboratories? 
 







7. How are faculty involved in annual assessment of student learning, including review of 
student work and assessment results, and the identification and implementation of 
programmatic changes based on assessment results? 


 
 
2.3.3  Student Education 
 


1. What is the state of the student morale? 
 
2. With what other universities is the program competing in regards to graduate student 


recruitment? 
 
3. Has the program motivated students to participate fully in enquiry in the discipline? 
 
4. Are the students being mentored and advised in a manner that is appropriate for the 


discipline? 
 
5. Does the program ensure that consistent information is provided to students as well as 


advising on program requirements? 
 
6. What contributions do the programs students make to the decision-making, planning, and 


program organization? 
 
7.  Are the students involved in research projects, teamwork, scholarly meetings, national, and 


international activities? 
 


8. Are students knowledgeable about the program’s student learning expectations 
(outcomes), at both the course and program levels, and related assessments?  


 
9. Are the students demonstrating achievement of learning outcomes at expected levels? 


How do you know? If not, what plans exist to improve student achievement? How will 
the success of these plans be assessed? 


 
 


2.3.4  Course Curriculum 
 


1. Is there a vision/cohesiveness to the course offerings in the program? 
 
2. Are the core course curriculum, the number or types of courses/regularity of offerings 


and the number of electives appropriate for the discipline? 
 
3.  Is a multi-year assessment plan in place requiring annual assessment of student learning 


outcomes? Are annual assessments conducted, modifications implemented and complete 
reports filed as expected? Who receives these reports? Are they integrated into budgeting 
and planning processes? Are the reports reviewed by a knowledgeable person or 







committee that offers timely and constructive feedback that is used by the program as 
appropriate? 


 
4. In preparation for this review, have the faculty evaluated the multi-year assessment plan 


and the associated assessment results? How has this evaluation been used to revise the 
multi-year assessment plan?  


 
5. Does the curriculum prepare students for teaching responsibilities in ways that enable 


knowledgeable and productive support of student learning in relation to the educational 
goals and outcomes of the programs they support, and the campus as a whole?  


 
 
 


2.3.5  Student Financial Support 
 


1. Does the program provide sufficient financial support for its students? 
 
2. Is the number of multiyear fellowships adequate? 
 
3. Is the nonresident tuition support adequate for the number of international students in the 


program? 
 
4. Are there a sufficient number of research assistantships in the program? 
 
5. What is the role of TA teaching in the program?  What educational functions do teaching 


assistantships serve for the TAs?  Is there a TA training program?  Is there a sufficient 
number of TA positions available in the program?  How are the TA assignments for the 
graduate students in the program made? 


 
6. Are the students sufficiently informed of grant opportunities and facilities? 
 
 


2.3.6  Resources and Infrastructure 
 


1. Are sufficient resources being allocated by the University to the graduate program in 
order to allow it to meets it goals, such as financial resources, space, facilities and 
equipment? 


 
2. Is the program as productive as possible given the resources available to it? 
 
3. Are the number of faculty FTEs appropriate for the existing size of the program?  How 


many FTEs will be needed to realize future objectives? 
 
4. Is there sufficient administrative support? 
 
5. What is the state of graduate staff morale? 







 
6. Is there sufficient technical support? 
 
7. Is adequate infrastructure and financial support in place for annual assessment of student 


learning? 
 
8. Are the program’s plans for improvement, based on annual assessment, supported by the 


institution? 
 
 







Chapter 3  Program Review Stages 
 
 
 Stage I: Notification of Review 
 
In early fall semester of Year 1 of the Review, GRC will initiate the review of the graduate 
program.  Notification of pending review will be sent to the program the previous spring 
semester. 
 
The program chair is responsible for the review of the graduate program and will be considered 
by PRC as the main contact person for the review.  In order for the self-review document to be 
completed on schedule, PRC encourages the chair to establish an ad hoc committee of faculty 
and staff from the graduate program to assist in preparing the self-review document. 
 
It is emphasized that while staff could be responsible for gathering data for the review, it is the 
responsibility of the faculty to compose the Executive Summary for the self-review, which 
includes the Mission Statement and the Strategic Plan. 
 
 
 Stage II:  Orientation Meeting 
 
In fall semester of Year 1 of the Review, the PRC chair will host an orientation meeting with the 
chairs of the graduate programs to be reviewed.  The purpose of the meeting will be to answer 
questions regarding the self-review process and the self-review document. Once the meeting has 
been held, the graduate program chair should notify the program’s faculty and students of the 
review; explain the importance of participating in the preparation of the self-review document, 
the confidential questionnaires, and the review meetings and direct them to the Program Review 
Web page that describes the review process. 
 
 
 Stage III:  Self-Review Preparation 
 
The process for preparing the self-review includes three steps: 
 


1. Gathering and compilation of the data for the program review; 
2. Review by the faculty of the program’s bylaws, degree requirements, faculty 


membership, mentoring guidelines, student’s handbook, and the program’s website. 
3. Inclusion in the executive report of a revised multi-year assessment plan based on the self-


analysis. 
4. Review by the faculty of the program’s bylaws, degree requirements, faculty membership, 


mentoring guidelines, student handbook, and the program’s website. 
5. Preparation by the faculty of the executive summary, based on their analysis of the data 


collected. 
 
 
 Stage IV:  Review Team Nominations and Recruitment 







 
In fall or early winter of Year 1 of the Review, letters requesting nominations for the review 
team members will be e-mailed to the graduate program chairs and relevant deans (the chair and 
deans will submit separate lists).  The Review Team will consist of a three to five-member ad 
hoc committee and an external reviewer.  At least one member of the review team is 
knowledgeable about assessment.  Programs must not contact people they are nominating.  The 
nominations for the review team should consist of 
 


1. A list of five or more members of the campus faculty from outside the program to serve 
on the ad hoc committee. 


2. A list of three to five individuals who would be best suited to serve as the external 
reviewer in order to provide an independent assessment of the program.  The lists of 
names should be in ranked order and the following information provided for each 
nominee: 


 (a) Nominee’s address, phone number and email address, 
 (b) A brief statement detailing the important or unique qualifications of each nominee 


 regarding her/his potential service as a reviewer to the graduate program. 
 
The list should be prepared in accordance with the conflict of interest policy below.  It will be 
the responsibility of the program to notify the PRC of all conflicts of interest. Based on the 
information received, PRC could decide that the conflict of interest is minor and does not present 
a concern for the nominee’s service on the review team.  However, even in such a case, all 
parties will be informed of any associations that have been raised as potential concerns.  The 
request of nominations from the Deans includes instructions to supply their potential names to 
the program before submission to PRC so that the program can identify any conflicts of interest.  
The PRC will recruit the review team from a final list of nominees provided by the graduate 
program, the relevant deans and the PRC members, or add internal or external members as seen 
fit. 
 
Conflict of Interest Policy: The chair is expected to consult with the program’s faculty 
regarding the individuals to be nominated and ensure that there is not potential conflict of 
interest for any of the nominees, in accordance with the Conflict of Interest Policy below. 
 
In the case of a perceived conflict of interest, nominees may still be submitted along with an 
explanation of the potential conflict.  The PRC will review the information and make a 
determination whether a meaningful conflict of interest exists. 
 
Ad Hoc Committee:   
 
Internal Reviewers:  Nominees should be faculty members on the UC Merced campus with 
expertise appropriate for assessing the program being reviewed, but who are not members of the 
graduate program under review.  To avoid a potential conflict of interest, ad hoc committee 
members should not have been involved in teaching or advising in the program being reviewed.  
If potential ad hoc committee members have collaborated in research with any faculty in the 
program within the past five years, are currently listed as a co-PI on a proposed grant, or co-
instructor on a proposed course, the PRC will review the nomination for conflict of interest. 







 
External Reviewer:  Nominees may be from any college or university outside UC Merced.  To 
avoid a conflict of interest, the individuals nominated as external reviewers cannot have been 
involved in an active collaboration in either teaching, research, or have been a co-author on any 
research publications with faculty in the program within the past five years, or be currently listed 
as a co-PI on a proposed grant, or co-instructor on a proposed course. 
 
 Stage V:  Confidential Questionnaires 
 
At the beginning of the spring semester of Year 1 of the Review, the PRC will provide program 
chairs with information regarding the questionnaire process.  It is important the programs 
provide accurate and current email information on the faculty who hold membership and on the 
students enrolled in the program.  Obtaining accurate and current email information is essential 
to the process.  Before the email lists are submitted to the PRC, the program is responsible for 
testing the email addresses to confirm that they are correct and active. 
 
During the month of March, PRC will solicit confidential and anonymous comments from the 
faculty and students of the graduate program, via an online questionnaire.  A minimum 50-75% 
response rate is expected.  The Review Team depends heavily on these comments to discover 
what is going well and what needs improvement in the actual delivery of the graduate education 
described by the program’s materials.  The response rate also signals to the Review Team the 
engagement or disengagement of faculty and students in the program. 
 
 
 Stage VI:  Submission of Self-Review Documents 
 
In July of Year 1 of the Review, the self-review documentation, consisting of the Executive 
Summary and the Data Section, is submitted to the PRC analyst. 
 
 
 Stage VII:  Review of Program 
 
Once the review team is recruited the PRC analyst will coordinate the scheduling of the review 
dates with review team members and the program chair. 
 
The review team meets during a two-day period in Year 2 of the Review with the program’s 
faculty (including the chair, graduate advisers, and the executive committee), the graduate 
students, the graduate program staff, relevant deans, and other as appropriate (e.g. off-campus 
faculty or representatives of industry or other stake-holder groups). 
 
Upon confirmation of the review date, the program chair shall notify the graduate program’s 
faculty and students of the dates, the names of the review team members, the 50-75% expected 
attendance at the review meetings, and convey the importance of participating in meetings. 
 
While the responsibility for coordination of the review lies with the PRC chair, the scheduling of 
the review meetings is performed by academic senate and/or graduate division staff.  The staff 







will meet with the program chair to develop the review itinerary and explain the process for the 
review meetings. 
 
Stage VIII:  Reports 
 
There are three reports associated with a graduate program review: 
 


1. The ad hoc committee (AHC) report; 
2. The external reviewer (ER ) report; and 
3. The PRC report. This is the final report of the review to which the program and 


administrators will need to prepare a response to specific recommendations. 
 
The ACH and ER reports are submitted to the PRC chair within at least 4 weeks from the date of 
the review.  Once the reports are received, a request for correction of fact only to the reports will 
be forwarded to the program chair.  The purpose of the correction of fact is to look for errors 
only, not to make text changes or to respond to a recommendation. 
 
Once the correction of fact is received from the program, the PRC report will be drafted.  This 
report is a summary of the ad hoc committee and external reviewer reports and the correction of 
fact, if any.  The report will be presented to the PRC for final edits and approval, and then to the 
GRC for final approval. 
 
Graduate and Research Council’s letter of transmittal and the PRC report will be forwarded to 
the program chair and administrators to whom the recommendations are addressed.  Graduate 
Research Council’s letter may address specific recommendations or may provide additional 
recommendations.  The program and the administrators will be asked to respond to the PRC 
report by a set date. 
 
 
 Stage IX:  Follow-up Phase 
 
The Follow-up phase occurs in Year 3 of the Review and begins once the PRC report has been 
forwarded to the addressees of the recommendations.  It provides the opportunity for various 
parties to communicate regarding the review recommendations and to then implement the 
recommendations or provide a justification as to why this is not possible.  The Program Review 
Closure Committee (PRCC) is charged with the follow-up and recommendation of action to 
Graduate Research Council.  The PRC Chair chairs the committee. Members include current and 
past chairs of the GRC, the past Chair of the PRC, the Graduate Dean and appropriate staff. 
 
The Committee will review the responses to the recommendations and follow up with those 
individuals as needed.  Typically, not only the program under review is asked to provide a 
response.  The PRCC will make a recommendation only after all parties have been given an 
opportunity to respond. The PRCC chair will forward a recommendation to the GRC to either 
close the review or for further action to be taken.  The following recommendations may be made 
to Graduate Council: 
 







1. Closure of a review and initiation date for the program’s next review:  A program has 
satisfactorily responded to the recommendations and implemented them to the best of its 
ability. 


 
2. Closure of a review with a status report required or early initiation of the next review 


(instead of on the 8-year cycle). A program has responded to the recommendations but 
concerns remain regarding some unresolved issues in the program. 


 
3. Further action recommended:  If a program has not complied with the recommendations 


of the PRC report, has refused to respond to the report, or PRCC’s concerns have not 
been addressed, a recommendation will be forwarded to GRC for further action.  The 
process is as follows: 


 
The PRCC may ask the chair of GRC to forward a letter to the program chair outlining 
the concerns of the GRC and requesting a detailed response to outstanding issues.  The 
program’s response would be reviewed by PRCC and then forwarded to GRC to consider 
the matter and determine whether a recommendation is needed to the Dean of the 
Graduate Division for further action. 
 
Actions that might be recommended to the Dean include: 
 
 Review of the program chair’s service 
 Suspension of admissions to the program 
 Closure of the graduate program. 


 
 
 Stage X:  Finalizing the Date of the Next Review 
 
Typically, the graduate program’s review cycle initiation date will be reset to fall eight years 
from the academic year that the program’s response to the PRC report was due.  Graduate 
Research Council retains the right to make regular adjustments to the schedule in order to 
balance the annual workload.  In rare cases a review will be moved one year earlier.  More 
typically a review will be moved back one year.  The date of the next review will be confirmed 
once PRCC has completed the follow-up phase for the program review.  This date will be 
reflected in GRC’s letter to the program regarding closure of the review or further action. 







 
Chapter 4  Self-Review Document:  Executive Summary 
 
The Executive Summary should be able to stand alone as a relatively brief, concise document of 
the larger self-review.  The composition of the Executive Summary is the responsibility of the 
faculty, and not that of the staff.  It is a rare, valuable opportunity for the faculty to have a 
conversation about the strengths, weakness and challenges of the graduate education they are 
delivering.  The Executive Summary should be based on the data in the self-review, and thus 
should be prepared only after the self-review data has been compiled.  Past experience has 
demonstrated that the best result is obtained if the chair prepares the Executive Summary based 
on collaboration among the faculty.   
 
Great care should be taken in preparing the Executive Summary as: 
 


 the review team will use it as the foundation for its interviews with faculty, students, and 
administrators and the foundation for their assessment and recommendations; 


 
 it will become part of the official record that will be included in the Self-review Data 


section of subsequent reviews. 
 
Graduate programs at UC Merced vary considerably; the features of the program that might not 
be clear to colleagues outside of the program should be explained.  For example, explain the role 
of the master’s degree in a doctoral program or the relationship between the graduate program 
and divisions within a home school. 
 
The Executive Summary must be less than twenty pages, single-spaced, and summarize the 
strengths, weaknesses, and challenges faced in the program.   The document should follow 
exactly the sequence of eleven topics listed below.  The writing should be concise and address all 
topics.  Do not simply refer readers to the more detailed sections in the Self-Review Data 
section. 
 


 Section 1:  Mission Statement  
 


A review provides the occasion for a graduate program to revisit its mission statement of 
to write a new mission statement.  The mission statement should be concise and no more 
than five sentences.  It declares a distinctive mission for the program in both teaching and 
research.  At its best, the mission statement embodies the faculty’s philosophy regarding 
this field of study. 
 


 Section 2:  Learning Goals and Outcomes 


1. Review of program’s learning goals and outcomes in relation to School and/or campus-
wide educational mission. Are they aligned? 


 
2. Review of program learning goals and outcomes based on review of assessment results. 
3. Summary of faculty involvement in annual assessment of student learning, including 







review of student work and assessment results and the identification and implementation 
of programmatic changes based on these results. 


 
4. Summary of student awareness of learning expectations and related assessments at course 


and program level. 
 


5. General review of student learning achievements relative to expectations based on 
collective results of annual assessment plans. Address, as appropriate, benchmarking 
against other programs. 


 
6. Summary of any changes that have been made to the curriculum or the program as a 


result of assessment. Review alignment of course and program learning outcomes. 
 


7. Review of multi-year assessment plan implementation, including 
(a) Annual report submission rates 
(b) Timeliness and frequency of constructive feedback by assessment committee or 


specialist 
(c) Institutional support for and program follow-through on intended improvements based 


on annual learning results including efficacy of steps taken 
(d) Identification of strengths and weaknesses of the assessment plan and proposed 


modifications based on collective results of annual assessment of student learning. 
 
 


 Section 3:  History of the Program 
 


Provide a brief history of the program in the order listed below. 
 


1. Date the program was approved and date admissions were open. 


2. Name changes or mergers of the program and dates associated with those 
changes. 


3. Administrative home of the program (lead school). 


4. Degree(s) offered. 


5. Bylaws – date last revision was approved by GRC and the URL where posted. 


6. Degree requirements - date of the last version approved by GRC and the URL 
where posted. 


7. Mentoring guidelines - date when the guidelines were approved by the program 
and URL where posted. 


8. Dates the last review was initiated and closed. 
 
 


 Section 4:  Standing in the Field 
 







1. Provide a comparison with other comparable programs nationally and within the 
University of California system. 


2. Include national rankings and sources if they are available. 
 
 


 Section 5:  Strategic Plan 
 


Comparing the mission statement with the present state of the graduate program provides 
the basis for a strategic plan aimed at accomplishing the mission.  The strategic plan must 
be developed in consultation with the program’s membership and approved by them. 
 
The strategic plan should focus on the graduate program.  It should project actions over 
the next five to seven years and address: 
 


1. curricular evolution; 


2. changes in the student population (in number and/or quality); 


3. plans to shift programmatic emphasis; 


4. approaches to developing new strengths or addressing weaknesses; 


5. plans to merge or subdivide to achieve programmatic focus. 
 
 


 Section 6: Research 
 


1. Provide a summary of the areas of research (or specialties) that the graduate 
program encompasses. 


2. If faculty members collaborate on research with others outside of the program, 
briefly summarize those linkages. 


3. If faculty members are involved in other collaborative efforts, provide a summary. 
 


 Section 7: Faculty 
 


The Self-review Data section will provide detailed information on individual faculty 
members’ research interests and strengths.  In this section summarize the following 
information: 


 
1. Provide the total number of faculty in program for the last three years that held 


membership consistent with the bylaws of the graduate program.  Then breakdown 
that total by school. 


2. Include information on makers of quality such as research support, awards prizes, 
election to the fellows of a society, etc.  The review team realizes that these markers 
will vary considerably by discipline and area. 


 
 







 Section 8: Students 
 


For the last five years, summarize and briefly comment on the information below in the 
order provided: 
 


1. Total number of students, number enrolled per year, and the number who 
withdrew.  If this program’s first review, the period of time to report on is since 
the program was approved.  Note: If the average number of admitted students is 
four or fewer over the previous three years, provide a rationale for maintaining a 
graduate program this small. 


2. Master’s and doctoral breakdown for domestic and international students; time to 
degree, include the average and range. 


3. Admissions and Take Rate: 
a) Provide a brief summary of the program’s current admissions policies for new 


and continuing graduate students.  If your program’s requirements differ from 
those required by Graduate Division, they should be emphasized (e.g., higher 
GPA, GRE, etc.) 


b) Summary of admission and take rate. Explain any drastic deviations in the 
period. 


4. A summary of GPAs and standardized test scores; indicate whether the trend for 
these markers is rising, falling or remaining relatively constant. 


5. Summarize the percentage of students with financial support for: 


a) Support from all sources; 
b) The percentage coming from block grant; 
c) Per capita support (with and without / tuition fee remissions); 
d) Include what portion of support comes from fellowship, GSRs and TAs, and 


training grants. 
e) Multi-year packages. 


6. Student representation and involvement in the graduate program and on 
administrative committees. 


7. Teaching evaluation and assessment. 
 
 


 Section 9: Courses and Curriculum 
 


The graduate student handbook and other information included in the Self-review Data 
section will provide details on the curriculum design, its rationale, its requirements, and 
descriptions of core courses.  In this section summarize information for the last five 
years: 


 
1. Core courses:  For each course provide: 


a) Course title; 
b) Frequency of offering; and 







c) A sentence or two about the course. 


2. Elective:  Provide a list of electives. 


3. Briefly describe changes to the curriculum since the last review.  If there have 
been no changes, provide a statement to that fact. 


 
 


 Section 10: Diversity 
 


Diversity, as defined by the Assembly of the Academic Senate in the University of 
California Diversity Statement in 2006, is a core component of excellence and quality in 
graduate education.  As part of judging of excellence, an assessment is required of steps a 
program is taking to yield a diverse graduate population.  Diversity in graduate education 
will be judged with the context of the findings of the University of California Regents 
Study Group on University Diversity report published in 2007.3  In this section, the self-
review report of diversity must address the following topics: 
 
1. Evidence of a strategy for recruiting a diverse pool of applicants; 


2. Demonstration that the faculty are committed to the academic success of all students 
and are sensitive to the special challenges faced by underrepresented and first-in-
family graduate students; 


3. Evidence of a culture of commitment to supporting a diverse graduate student 
population; and 


4. Quantitative documentation of success in achieving diversity in applications, 
admissions, enrollment and completion. 


 Section 11: Alumni 
 


Graduate programs and groups are strongly encouraged to keep track of their alumni, and 
seek their advice and input on their graduate programs. The alumni section of the self-
Review Data Section will provide detailed information. In this section summarize 
information on the placement record of your alumni for the last five years, including 
professional positions and their participation in ongoing program projects (internships, guest 
lectures, etc.). 
 
 
 Section 12: Status Report 


 
 For programs previously reviewed provide: 
 


1. Status of PRC report recommendations:  Briefly provide the status of each of the 
recommendations from the previous PRC report. 


                                                 
3 Report of the Work Team on Graduate and Professional School Diversity at 
http://www.universityofcalifornia.edu/diversity/documents/Grad-ProfWorkTeam.pdf. 







 
 Format:  Each recommendation must reflect the same numbering and wording as 


in the PRC report. 


 The status of the recommendations as of the date of the current review.  Do not 
reiterate the response the program made to the recommendation during the 
previous review. 


 Describe briefly each remedy and evaluate its present effectiveness. 


 If any recommendations were not addressed, explain why. 
 
 


2. Other Key Changes:  Briefly describe any key developments that have not been 
already addressed in the previous section. 


 
3. Briefly outline any limitations on assessment due to the stage of development of the 


program. 
 
 


 For programs being reviewed for the first time: 
 


1. Since the program was approved:  Briefly address how the program has evolved since 
the program proposal was approved. 


2.  Other key changes:  Briefly describe these changes. 
 
3. Briefly outline any limitations on assessment due to the stage of development of the 


program. 
 







Chapter 5  Self-Review Document:  Data Section 
 
 
5.1 Documents from the Previous Program Review 
 
This section contains either the documents from the program’s previous review or the program’s 
approved proposal (for programs being reviewed for the first time).  The PRC and/or Grad 
Division analyst will provide one copy of the documents.  The program is responsible for making 
the appropriate copies for the self-review binders. 
 
 
 For programs previously reviewed: 
 


 The PRC and/or Grad Division analyst will provide one copy of the documents from 
the last review that must be included “as is” in this section. 


 
 
 For programs that are being reviewed for the first time: 
 


 Change the tab and section title to: “Approved Graduate Program Proposal.” 


 The PRC analyst will provide one copy of the approved program proposal and the 
approval letter from the Office of the President, which must be included “as is” in this 
section. 


 
 
5.2 Program Administration 
 
5.2.1  Administrative Profile 
 
The Administrative Profile is an overview of the organizational structure of the program.  
Provide the following information: 
 


 Program name:  If the name of the program has changed since the program was 
approved, provide the history of the name. 


 Chairs:  List the current and past chairs and their term of service, since the program was 
approved.  For departmentally based programs, list the department chair and graduate 
program chair. 


 Graduate advisor(s) for the current academic year, as appointed by Graduate Council. 


 Committees: For the current academic year, list each committee and the members.  This 
list should correspond with committees listed in the program’s bylaws.  Do not provide a 
description of the committee, that information is included in the program’s bylaws. 


 
 







5.2.2 Faculty Membership List 
 
Provide a list of the faculty (according to the program’s bylaws) who have held membership in 
the program for the last three years, their academic title, and school affiliation. 
 


Format: 
 
 Name:  Provide first and last names of the faculty member 


 Academic Title:  Provide the current academic title for each member 


 School Affiliation 
 
 
5.2.3 Graduate Student Organization 
 
Provide information on the program’s graduate student organization; include how graduate 
students participate in policy matters pertaining to your program and the current status of any 
graduate student organization in your program. 
 


1. If a student organization is currently active, the student officers may submit this 
statement. 


2. If the program does not currently have a graduate student organization provide a 
statement to that fact and explain why one has not been established. 


 
 


5.2.4 Bylaws 
 
Graduate programs may not operate under bylaws that have not been reviewed and approved by 
GRC.  All graduate programs must have approved bylaws that are in compliance with Graduate 
and Research Council’s Bylaws Guidelines.  The PRC and/or Grad Division analyst will notify 
the chair if the bylaws need to be revised and submitted to GRC for review.  As part of the 
review process, programs are asked to review their bylaws for compliance with GRC’s Bylaws 
Guidelines.  Programs should complete this process once the review has been initiated and 
submit all revisions to the GRC no later than March 1, 2009.  Future revisions should be 
submitted no later than three months before the self-review is due. 
 
 
5.3 Student Information 
 
5.3.1. Current Graduate Students 
 
Provide a roster of currently enrolled graduate students in the program (include those on PELP 
and filing fee status).  The information should be presented in a table that contains the following: 
i) Name of the student, ii) Year enrolled and degree status (e.g. MS, PhD, Filing Fee, PELP), iii) 
Graduate GPA, iv) Major Professor, v) Undergraduate degree, vi) Undergraduate institution, and 
vii) Undergraduate GPA.  Table 5.1 is an example. 







 
Table 5.1 Current Student Data: 2008-2009 


Name Enrolled/ Status Grad 
GPA 


Prof. UG Deg. UG Institution UG 
GPA 


John Jones 2005 / Ph.D 3.8 A. Smith B.A. Worton 3.7 
Emily Seed 2004/PhD, Fil. 


Fee 
3.9 P. Drown B.Sc. Peppermill 3.4 


Juan Rush  3.5 R. Peters B.A. Swartmore 3.6 
 
 
5.3.2. Aggregate Data 


 
Most of the aggregate data is available from the Graduate Division Office annual reports, which 
is provided to the Graduate Program upon request. 
 
The following information is required: 
 


1. Basic statistics (extract data for the last eight years, and present in one table). 


2. Application, admission, and new enrollment headcount (select all years available) 


3. Enrollment headcount by student type (select all years available) 


4. Enrollment headcount by degree objective (select all years available) 


5. Enrollment headcount by gender (select all years available) 


6. Enrollment headcount by citizenship (select all years available) 


7. Total enrollment headcount (select all years available) 


8. Annual average enrollment (select all years available) 


9. Number of graduates by degree conferred (select all years available) 


10. Analysis of retention and completion rates. 
 
 
The average GRE scores for the admitted and enrolled students are required for one 
representative year. Table 5.2 is an example of what is needed. 
 
Table 5.2  Average GRE Scores of Admitted Students – Fall 2008 
 GRE Analytical GRE Quantitative GRE Verbal 


Domestic admitted 80% 92% 86% 
Domestic enrolled 84% 96% 89% 
International admitted 81% 91% 83% 
International Enrolled 83% 88% 78% 
 







5.3.3. Student Financial Support 
 
For this section Graduate Division generates a report on support that the program’s graduate 
students received.  The report will be provided to the programs by the PRC and/or Grad Division 
analyst. The report should be inserted in the self-review document. 
 
 
5.3.4 Alumni 
 
Provide a list of students who have graduated since the last review and include the following 
information: 
 


 Student name; 


 Year graduated; and 


 Most recent placement information:  Employer, job title, city/state/country. 
 
 
5.3.5. Benchmark Data 
 
A benchmark data report will be provided to the program to be inserted in the self-review.  This 
report is generated from Banner and includes the number of applicants received, the number of 
students admitted and enrolled and the number of master’s / doctoral degrees conferred.  The 
report should be inserted in the self-review document. No other action is required for this 
section. 
 
 
5.4 Admitting and Mentoring Students 
 
5.4.1 Mentoring Guidelines 
 


1. Provide a copy of the mentoring guidelines for the program.  Note:  If a program has no 
mentoring guidelines, then the chair should discuss with the program faculty the need for 
the development of such guidelines. 


 
2. Provide an example of the announcement that annually notifies the faculty and students 


of the program mentoring guidelines and the location of the URL. 
 
 


5.4.2.  Degree Requirements 
 
Each graduate program must have a document approved by the GRC, that contains all of the 
degree requirements for the master’s and/or doctoral degrees that it offers and must share this 
document with its students. A program may not impose requirements that have not been 
approved by GRC. 
 







Provide a copy of your program’s most recently approved degree requirements4 and a copy of 
the approval letter from GRC.  If you do not have a copy of these documents contact the PRC 
and/or Graduate Division analyst for assistance.  Note: the information is posted on the graduate 
program’s website and it must include: 
 


 the date the degree requirements were approved by Graduate Council;  


 the exact wording as the document approved by the Graduate Council. 
 
In the event that is determined during the self-review preparation that the program’s degree 
requirements need revision the following policies and procedure must be followed:  While a 
program is in the “review phase”5 degree requirements will not be reviewed by the GRC until the 
PRC report and GRC’s transmittal letter have been forwarded to the program.  Once the program 
review has been conducted and is in the “follow-up phase”, degree requirement changes may be 
submitted for review and GRC will consider them as a priority item.  It is expected that the 
graduate program and the committee will work together to expedite the review, revision and 
approval process.  Refer to GRC’s Guidelines on Degree Requirements for information 
regarding format, submission of changes, etc. 
 
 
5.4.3 Courses Taught 
 
Provide a list of the program’s core and elective courses, when they were taught and by whom 
for the past five years.  This information should be organized by year.  
 
 
5.4.4 Graduate Student Handbook 
 
Each graduate program should have a “Graduate Student Handbook” with the information a 
graduate student needs to understand the graduate program’s policies and procedures.  This is a 
handbook separate from the Degree requirements required in Section 5.4.2.  The Graduate 
Student Handbook should include practical information students need to negotiate the campus – 
how to get a cat card, where is the health center, and so on – but the far more important 
information for new and continuing students includes the following (as examples): 
 


 How to find a major professor and adviser; how to change major professors; 


 The curriculum with required courses, electives, and the required (or recommended) 
sequence in which students should take the courses; 


 How to arrange for independent study (299) units as part of the student’s program 


 How and when to put together a qualifying examination committee and a thesis or 
dissertation committee and the rules about the composition of those committees; 


                                                 
4 This must be a verbatim version of the version approved by GRC 
5 The “review phase” covers the period from the date the program’s self-review is submitted to 
the PRC to when Graduate Council sends the PRC report back to the program. 







 Opportunities for graduate student participation in the governance of the graduate 
program; 


 A sample checklist so the student can keep track of his/her progress toward the degree. 
 
Graduate programs should consult with current graduate students while creating or revision the 
program’s Graduate Student Handbook so that it answers the sorts of questions students have 
when they enter the program and at each stage in their continuing education. 
 
If the Graduate Student Handbook is available on the graduate program’s website, print out a 
copy and insert it in the self-review document.  If a program is in the process of developing a 
handbook, provide a copy of the draft document and information on when the document will be 
finalized and provided to students. 
 
 
5.4.5 Guidance Procedures 
 
Provide the program’s guidance procedures for new and continuing students.  While some of this 
information might already be contained in the Graduate Student Handbook, for clarity the 
guidance procedures should be repeated here.  This section should include: 


 
 Established procedures for the selection of major professors and advisers; 


 Guidelines for how recommendations regarding the appointment of examination and 
dissertations/thesis committees are made; and 


 Samples of checklists used to track students’ progress to degree. 
 
 
5.4.6 Teaching Assistant Training Procedures 
 
If your program hires and trains its Teach Assistants (TAs), please include: 
 


1.  Your procedure for hiring and training; 


2. The university requires that schools hiring TAs provide the graduate student TA a clear, 
written statement about the duties of the TA for a course, including expectations about 
how the TA will spend an average of 20 h per week performing those duties.   


3. If you program does not assign TAs, provide a statement to that fact on a separate page in 
the self-review. 


 
Note:  If the information requested for the Admissions Policies, Guidance Procedures, and TA 
Training Procedures subsections is provided in the program’s Graduate Student Handbook (or 
equivalent) that document may be inserted in the self-review.  Include a cover page that lists all 
of the requested information and the page number in the handbook where it can be found. 
 







5.4.7 GSR Compensation Plan 
 
Include the program’s latest approved GSR compensation plan. Programs should be aware that 
UCOP periodically adjusts GSR salary scales which results in automatic salary increases for a 
given percent time appointment. Current salary scales are available at 
http://www.ucop.edu/acadadv/acadpers. For all graduate programs, a copy of the original 
compensation plan and any updates to the plan should also be filed with the Graduate Division. 
 
 
5.4.8  Recruitment Materials 
 
Provide a copy of the program’s current recruitment materials: 
 


 Current recruitment materials, such as brochures and website print-outs; and  


 Sample letters to applicants and admitted students and/or email messages used in a place 
of a letter. 


 Include copies of letters and materials used by the Graduate Division. 
 
 
5.5   Faculty Information 
 
 
5.5.1  Faculty Research Grants 
 
For the last five years, provide a listing of the grants held by faculty in the graduate program – 
only those grants that support graduate students in the program.  That is, grants that do not 
support the graduate students in the program should not be included.  If the grant also supports 
students in other programs, the information must be broken down only to account for the number 
of students in the graduate program under review. 
 
Provide the following information: 
 


1. source (e.g. NIH, not name of grant) 


2. dates of the grant (life of the grant) 


3. estimate the number of students in the graduate program under review supported by the 
grant by providing 
a) time period of that support; and 
b) total percentage appointed per semester. 
 
 


5.5.2  Abbreviated CVs 
 
For each faculty member of the graduate program, provide an abbreviated CV (two pages at the 
most) that span over the last five years.  Often this information is already available in grant 







proposals that a faculty member has submitted recently such as to NIH or NSF.  In such an 
instance, use this abbreviated CV.  Otherwise, provide the following information: 
 


 Name 


 Highest degree, institution, year of degree; 


 Area of expertise (two lines); 


 Membership in the program’s committees and other services to the program; 


 Number of published, peer-reviewed papers.  If the faculty member is in a book 
discipline (e.g. humanities), then briefly describe the book project.  Faculty members in 
the performing or fine arts should indicate major performances or exhibitions; 


 Five key papers that were published related to the program. Humanities and 
performing/fine arts faculty should indicate their work with most relevance to the 
graduate program; 


 Professional awards and honors (three lines maximum); and  


 Service to the profession (including consulting, where appropriate). 
 







Chapter 6  Format of Self-Review Document 
 
6.1  Number of Copies Needed 
 
Six copies of the Self-review document are needed. 
 
 
6.2  Presentation 
 
The information must be presented precisely in the format described next.6  The Executive 
Summary and the Data section must be presented in two separate binders.  The presentation of 
the Executive Summary document shall be as follows: 
 


 Cover page:  Include Executive Summary, the name of the graduate program and the 
year in which the review was initiated. 


 
The presentation of Data Section document shall be as follows: 
 


 Cover page:  Include the Data Section, name of the graduate program, and the year in 
which the review was initiated. 


 Major headings:  Each section and subsection must be present in following order and 
separated by tabs and a colored sheet of paper with the title of the section or subsection: 


 


1. Documents from the Previous Program Review7 


2. Program Administration 
a) Administrative Profile 
b) Faculty Membership List 
c) Graduate Student Organization 
d) Bylaws 


3. Student Information 
a) Current Graduate Students 
b) Academic Qualifications 
c) Student Financial Support 
d) Alumni 
e) Benchmark Data 
 


4. Admitting and Mentoring Students 
a) Mentoring Guidelines 
b) Degree Requirements 


                                                 
6 If it is not in the required format, the PRC analyst will return the documents to the program for 
correction. 
7 If the program is being reviewed for the first time, the section title and tab should be Approved 
Graduate Proposal 







c) Courses Taught 
d) Graduate Student Handbook 
e) Guidance Procedures 
f) TA Training Procedures 
g) Recruitment Materials 


5. Faculty Information 
a) Faculty Research Grants 
b) Abbreviated CV 
c)   Graduate teaching evaluations 







Chapter 7 Deadlines and Contact Information 
 
 
7.1 Deadlines for 201X 
 
1. January, 201X:  Review Team Nominations due to PRC analyst. 
 
2. March, 201X:  Revised bylaws submitted to GRC for review and approval (see section 5.2.4) 
 
3. March, 201X:  Faculty and student information submitted for the confidential questionnaire 


process. 
 
4. April, 201X:  The confidential questionnaire process is initiated. 
 
5. May, 201X:  Optional – Programs can submit a draft of the self-review to be checked for 


format by the PRC and/or Grad Division analyst.  Content will not be reviewed. 
 
6.  July, 201X:  Deadline for submitting the self-review.  Copies of the self-review should be 


submitted to the PRC and/or Grad Division analyst. 
 
7.  July, 201X:  Submission of any changes to the Degree Requirement.  While the requirements 


may be reviewed by GRC, the changes will only go into effect after the PRC submits their 
report to GRC on the program review, and after GRC communicates it findings to the 
program. 


 
 
7.2  Contact Person 
 
For questions regarding the format and procedures used during the review, contact the PRC 
and/or Grad Division analyst. 
 
 







Appendix A  Sample E- mail to Faculty 
 
The sample email below has been developed to assist the program chair in obtaining information 
from the faculty: 
 
Dear Colleagues:  The [insert name of graduate program] is being reviewed this year by the 
Program Review Committee, a sub-committee of Graduate Research Council.  We are required 
to submit a self-review for which we need the following information from you by [insert 
deadline]: 
 


1. Current Faculty Research Grants (extramural support only that pertains to the graduate 
program): 


 
a)   Source (e.g. NIH, not name of grant); 
b) Dates of the grant (life of the grant); and  
c) Estimate the number of students in the program under review supported by the grant 


by providing: 
 
i) Time period of that support 
ii) Total percentage appointed per semester. 
 


 If none of the funds are used to support students in the program, indicate “none”. 
 
2. Alumni:  Attached is a list of your past students.  Please update the following information 


for each student: 
 


a)   Current job title and employer. 
b) City/State/Country. 
 


3. Abbreviated CV:  Provide an abbreviated CV (two pages at the most) that span over the 
last five years.  Often this information is available in grants that a faculty member has 
submitted recently to NIH or NSF.  In such an instance, use that abbreviated CV.  
Otherwise, provide the following information: 


 
 Name; 
 Highest degree, institution, year of degree; 
 Area of expertise (two lines); 
 Membership in the program’s committees and other services to the program; 
 Number of published, peer-reviewed papers.  If the faculty member is in a book 


discipline (e.g., humanities), then describe briefly the book-length project.  Faculty 
members in the performing or fine arts should indicate their work with most 
relevance to the graduate program; 


 Professional awards and honors (three lines maximum); and  
 Service to the profession (including consulting, where appropriate). 


 







Appendix B     Template for review of a scientific paper or presentation 
 
All the students at the end of a SSHA Ph.D. course have to present in class the results of their research 
and activities through a multimedia presentation and a scientific paper (typically 15-20 cc.). 
 
The evaluation of the paper is based on a template concerning the main research topics and the structure 
of the paper. The goal is to analyze the structure of the paper from the methodological point of view and 
to evaluate it according to formal and substantial content. 
 
The total grade is calculated from 0-100; for each theme the grades comprehend different percentages of 
merit. 
 
KEY CONCEPT AND STRUCTURE (0-5) 
 
Focus of the paper and the main formal structure. 
 
CREATIVITY (0-10) 
 
Level of creativity of the paper. 
 
INNOVATION (0-35) 
 
Innovation factors in comparison with the state of the art 
 
CONSISTENCY (0-10) 
 
Level of consistency of the paper in relation with the different sections and paragraphs 
 
DISCUSSION (0-10) 
 
Quality and exhaustibility of the discussion in comparison with the premises.  
 
WRITING (0-10) 
 
Formal analysis of style and content 
 
CONCLUSIONS AND REFERENCES (0-20) 
 
Quality of the conclusion and consistency with the main goal of the research. Correct analysis of the 
literature and state of art. 
 
 
 
 
 







Appendix C  Using external peer review as a component of program review 
 
During the normal course of research and teaching, members of graduate programs including students 
and faculty regularly undertake activities that require external review or assessment in some manner.  
For example, review of manuscripts for publication in peer-review journals and grant review.  These 
activities implicitly provide objective outside review of the work being conducted by graduate programs 
and therefore provide a useful resource for program assessment.  Mechanisms for bringing these metrics 
to a central point for incorporation in review – for example, by gathering annual faculty biobibs, and 
requiring students maintain an online CV- is encouraged.   
 
In addition to documenting the numbers of grants or publications gained, the ‘quality’ of the journals, it 
should also be possible to gather examples of reviews that speak objectively to the quality of the work 
produced.   
 
Furthermore, on occasion it may be possible to request simple metrics from agencies that provide grants, 
such as number of applicants, # of institutions represented, % funded, etc. that provide additional 
information about the quality of academics at UC Merced.   
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October 21, 2010 
 
 
To:  Graduate Group Chairs 
   
From:  Chris Kello, Chair, Graduate and Research Council 
 
Re:  Graduate Groups Proposed Budget for Recruitment 
 


Dear Graduate Group Chairs, 


The main purpose of this memo is to solicit a proposed budget from each graduate group to use 
graduate support funds (i.e. the 500K managed by GRC) for recruitment this year.  Please 
submit the proposed budget by November 1st, 2010, following the instructions below.  As 
context, this memo also provides updates on graduate program recruitment, admissions, 
review, and funding.   
 
In terms of recruitment, a total of 9 Chancellor’s Graduate Fellowships are available to incoming 
Ph.D. students this year.  Each one provides the recipient with an additional $4K per year for 4 
years. Fellowship recipients must receive their regular support (at the normal level) from TA or 
GSR appointments, and tuition and fees are covered as usual.  Please feel free to advertise these 
during your recruiting efforts.  The competition for them is planned to be similar to last year, 
i.e. graduate groups will submit some number of applicants, each of whom must meet certain 
merit criteria.   
 
In terms of admissions, the administration is working to determine the levels of NRT support 
that will be available for AY 2011-2012 by November 1st 2010, and the number of TA slots 
available by December 1.  The best graduate applicants often receive offers early in the 
admissions cycle, so the administration is working to allow graduate programs to send out 
some offers before Christmas.  Also, GRC will work with the VCR to review these applicants in 
time so that some of these offers may include fellowships.  Finally, the EVC has agreed to allow 
graduate groups to make twice as many admissions offers to Ph.D. students as there are funded 
slots available.  This ratio is based on an approximate 50-60% Ph.D. yield rate in the past.  If 
twice as many offers go out and the yield ends up greater than 50%, next year’s graduate 
support funds will be used to make up the difference.  Masters admissions will remain 1-for-1 
because their yield is historically much closer to 100%. 
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In terms of review, UGC recently revised its review policy to include a 7-year review cycle, and 
GRC will be revising its review policy this academic year.  In the meantime, GRC plans to adopt 
the 7-year review cycle (e.g. so that coupled undergraduate and graduate programs may 
undergo coupled reviews if desired).  For emphasis areas, submitting a graduate program 
proposal to CCGA counts as a review.  Therefore the review status of graduate programs and 
emphasis areas is as follows: 
 


• QSB – Started in 2004, under CCGA review  
• CIS and Psych – Started in 2005 under SCS, under CCGA review 
• WC, SCS* excluding Psych and CIS – Started in 2005, will need to undergo review by 


AY 2011-2012 
• Applied Mathematics and EECS – Started in 2006, will need to undergo review by AY 


2012-2013 
• BEST, MEAM, Physics & Chemistry, and ES – Started in 2007, will need to undergo 


review by AY 2013-2014 


Finally, in terms of funding, the VCR has been working with GRC to change the format of NRT 
support.  Instead of allocating NRT “slots”, the VCR will allocate a dollar amount per graduate 
group, and previous NRT allocations will be converted into dollar amounts.  Thus each 
graduate group will have an NRT budget that is incremented each year, and the graduate group 
will work with administration to manage the budget.  The purpose of this budget is to make 
NRT funds transparent, and to make explicit the cost of out-of-state versus international 
students.  The dollar amounts, along with further details, will be communicated in a separate 
memo from the Graduate Division.  
 
In addition, the EVC has made a second installment of 500K available for graduate student 
support, to be managed by GRC in coordination with the VCR.  Roughly half of these funds is 
planned for support of current graduate students, and the remainder will be for recruiting new 
students (but the proportion may change as plans unfold).  GRC is still discussing how to best 
invest these funds this year, but for starters, GRC plans to recommend that each group be given 
a recruitment budget as soon as possible.   
 
GRC is asking each graduate group to submit a proposed recruiting budget for e.g. advertising 
costs, travel costs, and offer enhancements (e.g. laptops, small fellowships).   The budget must 
include the following: 
 


• A summary of how funds will be used, including estimated costs.   
• A summary of how last year’s GRC funds were used, and how much remains.  Provide 


specifics in terms of number of students funded, and approximate amounts per student.  
Also summarize plans for using the remaining funds left over from last year. 
 


*The remainder of SCS (Economics, Political Science, Sociology) would normally need to undergo review in 2011-
2012.  However, given that very few graduate students have been admitted other than Psychology and CIS students, 
a special provision will need to be made.   
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• The number of admissions from last year, and the anticipated number of admissions this 
year. 


• For those emphasis not yet undergoing CCGA review, provide a target time for 
submitting a graduate program proposal, and the estimated resources (e.g. faculty, 
space) necessary for achieving this target. 


• For Applied Math, BEST, and World Cultures, please include a draft (rough or final) of 
your Program Learning Outcomes.  All active programs need PLOs, and PLOs are 
needed as soon as possible for the WASC EER report (PLOs are already in the report for 
the other active programs). 


Please submit your proposed budget by emailing it to Fatima Paul (fpaul@ucmerced.edu) by 
November 1st, 2010. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Cc:  Graduate and Research Council 
 Division Council 
 Graduate Groups Coordinators 
 Senate Office 
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Program Review Guidelines 
 
Introduction & Purpose 
 
The UC Merced Student Affairs Strategic Plan, WASC guidelines and the Student Fee 
Advisory Committee all expect that the Division of Student Affairs will establish a 
process that ensures Student Affairs programs and services are ready and able to meet 
the needs of an ever-changing student body. As a Division committed to continuous 
programmatic improvement, Student Affairs must systematically assess, acknowledge, 
and appropriately respond to new challenges, identify potential opportunities, and 
routinely strive to enhance our programs and services. The adoption and 
implementation of the program review guidelines detailed in this document are 
important steps towards achieving many of Student Affairs’ goals. In addition, the 
program review process provides a powerful vehicle for answering public calls for 
increased organizational accountability and providing documentation of Student Affairs’ 
valuable contributions to student learning and development outcomes.  
 
Key Guiding Principles 
 
The Student Affairs Program Review process is a formative assessment tool designed to 
enhance organizational performance via the systematic review of data pertaining to 
department activities, service delivery and use, resource management, and 
contributions to the advancement of the Student Affairs mission and strategic plan.  
 
More specifically, the purposes of program review are:  


• Facilitate systematic reflection and documentation within Student Affairs units 
on organizational performance with respect to objectives, university priorities, 
and the Student Affairs mission, aspirations, and strategic goals; 


• Provide evidence of the excellence and effectiveness of the units’ programs, 
activities, services, and operations;  


• Foster a contemporary understanding of UC Merced’s students’ characteristics, 
needs, and experiences; 


• Assess the department’s effectiveness with respect to contributing to student 
learning and development outcomes and/or business and service outcomes;  


• Encourage strategic thinking about the department’s plans for the future;  
• Define ways, primarily within existing resources, that a department can continue 


to improve in the quality of its programs, services, activities, and operations; and 
• Identify obstacles that inhibit the unit from achieving its desired goals and 


develop an action plan for managing these obstacles.  
• Provide an opportunity for a simultaneous evaluation of the unit head 


independent of the evaluation of the department. 
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The Division of Student Affairs mission statement, learning objectives and current 
strategic plan provide the foundation for the Student Affairs Program Review process. 
 


Student Affairs recruits and develops dedicated students and staff who are committed 
to lifelong learning. In keeping with the University’s Principles of Community, we 
cultivate a campus environment characterized by respect for human dignity and 
diversity. Toward these aims, Student Affairs promotes an enriched learning 
environment, often collaborating with faculty and units campus wide, to provide 
students with opportunities to realize their intellectual, physical, social, and emotional 
potential. 


UC Merced Student Affairs Mission Statement 


 


The Division of Student Affairs strives to become a leading model of innovative 
approaches for student-centered initiatives as we deliberately grow to meet the 
expanding needs of our richly diverse students, alumni, and greater community. 


Vision Statement  


 


The Division of Student Affairs strives to add to the students’ complete educational 
experience at UC Merced through our efforts to: 


Learning Outcomes Statement 


• Improve confidence in their abilities (learning, social, critical thinking, creativity, 
problem solving, and purposeful risk taking) 


• Develop a sense of civic responsibility and engagement 
• Demonstrate effective written, verbal, and technological communication 
• Increase capacity for leadership and teamwork 
• Articulate a sense of self, identity, and knowledge of their effect on others 
• Develop an understanding and appreciation of human differences 


 
Consistent with our mission, vision and learning objectives, the program review process 
provides an opportunity for Student Affairs staff members to systematically review 
organizational efforts directed towards enhancing the academic and educational 
experiences of UC Merced students; listening and responding to the experiences, needs, 
and interests of students from all backgrounds and communities; cultivating respectful 
and learning-centered professional environments; maximizing technological efficiencies; 
and serving as responsible stewards of institutional resources. Beyond merely providing 
a means to systematically survey unit activities and management practices, the program 
review process facilitates the translation of assessment data into strategic action plans 
focused on ensuring the continuous improvement of organizational performance and 
the advancement of mission-critical activities.  
 
The program review guidelines also reflect the values that have historically guided 
Student Affairs assessment activities. More specifically, the guidelines outlined in this 
document: 
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• demonstrate a respect
• highlight the importance of including 


 for students from all backgrounds and communities;  
student voices


• underscore the value of identifying and assessing 


 in the process and products 
of assessment;  


student learning and 
development outcomes


• promote the 
;   


effective use of organizational resources
• prioritize the development of 


;  
quality programs


• maintain a focus on 


 that meet students’ ever-
changing needs; and  


connecting Student Affairs activities to the broader 
institutional mission


 
 and strategic priorities.  


The primary reason for conducting program reviews is to ensure the continuation of 
high quality programs and services in Student Affairs and to make sure that our offerings 
are central to the role and mission, priorities, and strategic goals of Student Affairs and 
the University. 
 
Program Review Budget 
 
The Student Affairs Program Review process will require a commitment of time and 
resources from everyone involved.  It is assumed that the financial support for all steps 
in the program review process will be absorbed at the department level.  As such, cost 
efficiency should be a consideration (although not necessarily the deciding factor) with 
respect to selection of panel members for both the internal and external phases of the 
program review process.  If the program review process causes financial hardship for a 
department, the Director should submit a program review budget and request for funds 
to his/her AVC who will discuss the request with the VCSA and the other AVCs.  Budget 
requests will be considered on a case-by-case basis.   
 
Program Review Cycle 
 
Student Affairs unit reviews will normally occur on a five-year cycle.  Since this is a new 
process for UC Merced’s Student Affairs units, a pilot will be conducted with three units 
starting in the summer of 2009.  Based upon that experience, modifications of these 
guidelines may occur and then a schedule will be developed by the VCSA and the AVCs 
in consultation with the unit directors and the Student Fee Advisory Committee, if 
Registration Fee funding is involved.   
 
When possible, the schedule will be coordinated with other review and accreditation 
activities.  It is important to note that accreditation reviews are conducted for other 
purposes and do not take the place of the Student Affairs’ Program Review.  However, 
elements of and preparation for these reviews may overlap and therefore coordination 
of these reviews will occur to eliminate unnecessary duplication of effort.  
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A unit may request a program review at any time.  If human and fiscal resources are 
available, this request will be accommodated.  When circumstances warrant, a request 
to extend or postpone a scheduled program review may be submitted in writing to the 
appropriate AVC.  The VCSA and the other AVCs will review this request and respond to 
the Director of the department.  In situations where the program review findings 
indicated very serious problems in the department, the department may be added back 
into the schedule for re-review on an accelerated basis to ensure that the identified 
problems have been addressed. 
 
Program Review Process and Timeline  
 
The Student Affairs Program Review process consists of six steps: 1) Pre-Review 
Preparation, 2) Department Self-Study and Report, 3) External Program Review Site Visit 
and Report, 4) Developing the Department Action Plan, 5) Implementing the 
Department Action Plan and 6) Comprehensive Unit Head Evaluation.  The guidelines for 
each step are provided below.  While these guidelines are not binding and may be 
adapted to the needs of the individual department under review, they should be 
followed as closely as possible. 
 
As outlined below, the Student Affairs Program Review protocol should take 
approximately 16 months to complete. The program review cycle begins in May when 
the department receives written notification that they are scheduled for review and 
ends in August of the following year with the submission of the department’s action 
plan. Departmental pre-review preparations will likely begin well in advance of the 
program review cycle, however, as many units engage in the annual collection and 
analysis of assessment data.   
 
Although the suggested 16 month timeline is intended to structure and standardize the 
review process, the actual time needed to complete each program review step may vary 
according to the department and the unique needs of each review.  
 
The suggested Student Affairs Program Review timeline is as follows: 
 
Step 1: Pre-Review Preparation


I. Notification in Writing to Unit(s) Scheduled for Review 


 (3 - 4 months) 


Using the established five-year review calendar, departments that are slated for 
review in the coming academic year will be formally notified in writing via a letter 
from the VCSA’s Office. The letter of notification will include a copy of the Program 
Review Guidelines and other specific information regarding the review process.  
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II. Department Review Orientation Meeting Scheduled/Held  
The appropriate AVC will meet with the staff of the unit undergoing review in order 
to discuss the review process, answer questions and provide clarification about the 
process, and to help create a participatory process of program review in which all 
staff members are engaged and involved.    
 


III. Identification of the Self-Study Protocol 
The program review self-study protocol is selected by the Director of the 
department in consultation with the AVC and the VCSA.  The Director of Institutional 
Planning and Analysis and her staff are also valuable resources in this process.  
Following are the four primary choices with respect to the self-study format: 
 


A. Any mandated or optional professional accreditation processes


 


:  Program 
review is intended to provide Student Affairs departments an opportunity to 
evaluate their programs and services to ensure that they are ready and able to 
meet the needs of an ever-changing student body.  However, certain 
departments are required or encouraged to participate in accreditation 
procedures specific to their functional area.  In an effort to reduce unnecessary 
duplication of effort and help ease the overall workload of preparing for agency 
accreditation, the self-study or department profile component of an 
accreditation process may be used to fulfill some or all of the UC Merced Student 
Affairs Program Review self-study expectations.  


B. Council for the Advancement of Standards in Higher Education (CAS): CAS “has 
been the pre-eminent force for promoting standards in student affairs, student 
services, and student development programs since its inception in 1979. For the 
ultimate purpose of fostering and enhancing student learning, development, and 
achievement and in general to promote good citizenship,”1


 


 CAS provides a set of 
industry-approved standards and self-assessment guidelines for 34 functional 
areas.  


1. Those Student Affairs departments for which CAS standards and 
guidelines exist may choose to utilize the CAS Self-Assessment Guide as 
the frame for the self-study review process and report  


 
2. If the department has completed a CAS self-study within the academic 
year prior to their Student Affairs Program Review cycle, it may use that 
CAS self-assessment process as the foundation for the program review 
self-study report 
 


                                                 
1 Council for the Advancement of Standards in Higher Education.  Retrieved July 10, 2007, from 
http://www.cas.edu. 
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3. It is important to note that although the CAS Self-Assessment Guides 
include worksheets and overview questions intended to facilitate the 
compilation of reviewer ratings for each of the CAS criterion measures, 
these completed worksheets and short answer responses do not fulfill 
the UC Merced’s Student Affairs Program Review self-study report 
expectations. Rather the information and insights gleaned from the CAS 
self-assessment process should inform the development of a 
comprehensive and coherent self-study narrative that addresses the 
thirteen organizational domains outlined in the CAS Standards and 
Guidelines. 


 
C.  Industry Standards and Guidelines for Self-Study


 


:  If there is a set of standards 
and/or guidelines that are published by a representative, governing body, or 
professional association for the units’s area of Student Affairs or for the types of 
services that the office provides, the department may propose them as the 
protocol for the self-study portion of the department’s program review process.  
Please submit the complete description of standards and guidelines for self-
study to the appropriate AVC for consideration.  


D. UC Merced Student Affairs Program Review Self-Study Guidelines


1. Department Mission, Purpose, and Function 


:.  These 
criteria are intended to provide a structure for the review and should be 
augmented by whatever information is deemed necessary to create an effective 
self-assessment.  General areas include: 


2. Strategic Position and Planning 
3. Organizational Resources 
4. Gauging Department Performance and Effectiveness 
5. Summary of Findings  


IV. Data Audit 
Each department undergoing review will conduct an audit of all data and 
information resources available to assist and inform the program review process.  
This audit will include: 
 


A. A review of assessment activities conducted at the unit level.   The 
department must submit a completed copy of this updated inventory to the 
appropriate AVC as well as include it in the appendices of the self-study report. 


1. Please describe any departmental efforts to collect data.  This can 
include any method of data collection, including survey data, focus 
groups, interviews, utilization counts (e.g., card swipe counts), etc. 
Further, please be sure to document assessment efforts of any 
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population such as students, other clientele, staff, etc.  Please be sure 
that you address the following fields in your description: 


a. Title of assessment effort/topic 
 


b. Brief description (purpose, sample, methods, schedule, etc.) 
 


c. Is the data used for planning purposes?  If so, how? 
 


d. Are reports and/or data available to share? 
 


e. Highlights of most recent findings 


2. A review of any external assessment processes (e.g., participation in 
CAS Standards or industry benchmarking studies) or accreditation 
practices or mandates.  Please be sure that you address the following 
fields in your description: 


a. Title of assessment effort/topic 
 
b. Brief description (purpose, sample, methods, schedule, focus, 


etc.) 
 


c. Is the data used for planning purposes?  If so, how? 
 


d. Are reports and/or data available to share? 
 


e. Highlights of most recent findings 
 


f. Under the “Comments” field of the template, please also 
include the entity that conducts the assessment/accreditation 
as well as the timeline for the process. 


 
B.  A review of data collected at the organizational or institutional levels.  This 
can include survey data (e.g., University of California Undergraduate Experience 
Survey, UCUES and the National Survey of Student Engagement, NSSE) that 
provide measurement of the department’s effectiveness or impact with respect 
to articulated student outcomes and/or departmental objectives.  It can also 
include qualitative data that capture students’ experiences with the unit or 
information on those developmental processes that the department intends to 
foster in students.  
 


C. The collection and review of department data relevant to specific questions posed in 
the self-study protocol. Each of the self-study protocols outlined in Section III require the 
self-study panel to gather and reflect on information pertaining to a wide range of 
departmental processes and performance measures (e.g., budgeting, human resources, 
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technology, legal responsibility, etc). After selecting a self-study protocol, the units’s 
program review coordinator and/or self-study panel should carefully review the protocol, 
identify the information needed to develop a thorough self-study report, and begin 
collecting this information in the interest of expediting the self-study review process.  
 
V. Formation of the Self-Study Review Panel  


The Director of the department, in consultation with department staff, will 
identify/invite people to serve as members of the self-study team.  Following are 
guidelines with respect to the membership of the Self-Study Review Panel: 


A. External Members: In order to provide a more objective yet informed 
viewpoint, one member of the Self-Study Review Panel must be external to the 
department.  Some suggestions for this member include: 


1. If an advisory panel/council exists for the department, it is suggested 
that representation from this group be included on the Self-Study 
Review Panel. 


2. In an effort to make the Student Affairs Program review process as 
collaborative as possible across departments, Directors are 
encouraged to consider fellow Directors of Student Affairs 
departments slated to undergo program review in future cycles as a 
potential external member of the Self-Study Review Panel. 


3. The collaboration between Student Affairs and our colleagues in 
Academic Affairs is a priority for the advancement of the Student 
Affairs strategic plan and a critical element in our ability to effectively 
serve students.  As such, Directors are encouraged to consider inviting 
faculty or colleagues from the Schools or other academic 
departments to serve as an external member of the Self-Study Review 
Panel. 


B. Student Members:  Students are the primary constituents of our efforts. Thus, 
the Self-Study Review Panel must include at least one student.  It is advisable 
that the student(s) have experience with the department (e.g., frequent user, 
student employee, intern, etc.).  If the unit receives Registration Fees, the unit 
must request the SFAC to appoint a student member. 


C. Internal Members: There are no restrictions on the identification and inclusion 
of internal members for the Self-Study Review Panel. 


VI. Identification/Formation of External Review Panel and Site Visit Scheduled 
The External Department Review Panel will consist of 1-2 people from outside the 
University with expertise in the area(s) being reviewed.  Although the Department 







Student Affairs Program Review Guidelines 2009-2011 9 


under review may select anyone from other universities, other non-profits, or the 
private sector who has relevant knowledge and expertise, units are strongly 
encouraged to consider their UC colleagues and counterparts as members of the 
External Review Panel.  
 
The process for selecting members of the External Review Panel will be as follows: 


1. The department Director will generate a list of potential external 
panel participants.  This list will include twice the number of names (i.e., 
4-6) than there are slots to fill.  Sound rationale should be presented for 
why each person has been nominated.  If there is an order of preference, 
the names on the list must be presented in priority order. 


 
2. This list of suitable panel members will be forwarded to the VCSA for 
consideration.  Please also provide a copy of this correspondence to the 
appropriate AVC who supervises the department undergoing program 
review.  In consultation with the AVCs, the Vice Chancellor will respond in 
one of the following ways: 


 
a. Approval of the list of potential External Review Panel 


members as submitted. 
 


b. Approval of the list of potential External Review Panel 
members in a different priority order. 


 
c. A request for additional names to be considered for External 


Review Panel members.  
 


B.  Invitations to serve on an external review panel may come from the Vice 
Chancellor of Student Affairs or the unit head/manager.   Once the panel is 
confirmed, the department is responsible for scheduling the 1-2 day site visit 
and establishing the agenda. The Director/Manager of the department under 
review must be present for the site visit as well as the VCSA and the 
appropriate AVC.  


 
Step 2: Department Self-Study/Report
 


 (5 - 6 months) 


The department self-study provides the basis for the entire review process.  It 
represents a valuable opportunity for the department to make a candid assessment of 
itself and to consider future directions and opportunities for improvement that would 
strengthen the department.  Each unit undergoing review will prepare a self-study 
report using as its organizing framework the criteria and questions identified in the 
protocol selected as part of the pre-review preparation (Step 1, Section III above).   
 
The purpose of the Department Self-Study Report is to: 
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A.  Outline the department’s objectives, priorities, resources, programs and 
strategic plans as well as its position within Student Affairs and the University. 
 
B.  Address how well the department performs in relation to its mission, goals 
and strategic plans. 
 
C.  Define ways, primarily within existing resources, that the department can 
continue to improve in the quality of its programs, services, activities, and 
operations. 
 
D.  Provide evidence of the excellence and effectiveness of its programs, 
activities, services and operations. 
 
E.   Identify priorities and key questions for external review.  
 


The self-study narrative and supporting documentation should fulfill the purposes 
outlined above.  The specific format and content of the report will be determined by the 
particular self-study framework selected by the Self-Study Review Panel. Regardless of 
the self-study protocol selected, the self-study report should conclude with a 1-2 page 
External Review Issues Statement that clearly outlines the key issues and questions 
identified during the self-study process that the department would like external 
reviewers to address during the site visit and in their final report.  


Report Submission Guidelines:  
 


A. While the Director of the department under review has latitude with respect 
to decisions regarding the preparation of the self-study report, the final report 
should represent the input of all


 


 members of the Self-Study Review Panel.  As 
such, the department is encouraged to create a system in which the Panel is able 
to provide feedback on a draft of the document.   


B.  While there is no firm limit with respect to the length of the report, it would 
be challenging to address fully the criteria of most self-study protocols in less 
than 10-15 pages of narrative (exclusive of appendices).  
  
C.  Departments need to submit a final draft of the report to the appropriate AVC  
prior to submitting the final report to the Vice Chancellor of Student Affairs and 
the External Review Panel.  Incomplete reports will be returned to the 
department with detailed feedback on how the report is to be revised.   
 
D.  The final self-study report should be submitted in electronic format. One copy 
of the self-study report also should be submitted to:  


1.  Each member of the External Review Panel prior to his/her visit 
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2.  The Vice Chancellor of Student Affairs and appropriate AVC 
 


 
Step 3: External Program Review Site Visit and Report
 


 (2 - 3 months) 


The External Review Panel, as experts in the field, will be encouraged to evaluate the 
department and provide insight and feedback on issues and trends particular to the 
departmental operations being reviewed.  The external reviewers will receive and are 
asked to study the Department Self-Study Report and supporting documents in advance 
of their site visit.  The site visit should span a 1-2 day period to allow sufficient time for 
the reviewers to meet with members of the Self-Study Panel, department staff, 
administrators, faculty, students, and others; to visit facilities; and to meet as a review 
team to discuss points that will be included in their analysis.   
 
The department and Self-Study Panel are encouraged to solicit insight from the External 
Review Panel regarding questions and issues they would like to discuss from a viewpoint 
that is external to the university, that is broader in scope (e.g., from a regional, national 
or disciplinary perspective), or for which members of the External Review Panel are 
more qualified to answer.  This External Review Issues Statement should be attached to 
the self-study report and submitted to the External Review Panel prior to their visit.  
Further, a detailed agenda for the visit should be established well in advance of the site 
visit to allow for adequate time to schedule meetings, prepare materials, reserve rooms, 
etc. 
 
It is expected that the External Review Panel will adhere to the schedule and address 
the list of questions and issues provided by the Self-Study Panel.  However, it is also 
anticipated that the background and expertise of the External Review Panel members 
may help them identify other, related areas and topics of interest during the site visit.  
As such, all members of the Self-Study Review Panel and External Review Panel are 
expected to remain open to the different issues and questions that are raised by all 
participants in the site visit.   
 
At the conclusion of their visit, the External Review Panel will meet with the Director of 
the department, selected department staff, and members of the Self-Study Panel to 
share their initial observations.  Within 4 - 6 weeks after their visit, the External Review 
Panel will be asked to provide a written assessment of the strengths, weaknesses, 
operational practices, and management opportunities for the department.  The External 
Review Report should be submitted directly to the department Director who will then 
distribute copies to the Vice Chancellor of Student Affairs, the appropriate AVC and the 
Student Fee Advisory Committee, if a Registration Fee funded unit. 
 
Step 4:  Developing the Department Action Plan
 


 (2-3 months) 
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Following consultation with the Self-Study Panel, department staff, Vice Chancellor of 
Student Affairs, and appropriate AVC, the department will develop a plan of action that 
addresses the recommendations outlined in the Program Review Report prepared by 
the External Review Panel as well as reflects information and insights included in the 
Self-Study Report.  The departmental action plan should specify proposed actions, 
implementation strategies, an action timeline, and responsible parties for carrying out 
each action.  If there are External Review Panel recommendations that the department 
is not in agreement with, the action plan should acknowledge these differences in 
thinking and where appropriate, present alternative recommendations. 
 
The completed Department Action Plan will be submitted to the VCSA, the appropriate 
AVC, and the SFAC if a Registration Fee funded unit.  
 
Step 5: Implementing the Department Action Plan 
 


(final month and beyond) 


Progress on the Department Action Plan will be evaluated via updates included in the 
department’s annual year-end reports.  Further, the points and progress on the 
Department Action Plan will represent the foundation of the pre-review preparation for 
the next cycle of program review five years later.   
 
Step 6: Comprehensive Unit Head Performance Review  (to occur during external 
review phase) 
 
In an effort to distinguish Program Review (the formative assessment of a department’s 
effectiveness with respect to its contributions to student learning and development and 
or business and service outcomes), from the Performance Review (the formative 
feedback of the Manager/Director of a department on her/his role in leading), a 
separate process will occur simultaneously with the Program Review.   
 
This comprehensive evaluation will occur once every five years and be in addition to the 
annual self-evaluation and supervisor evaluation.  Each unit head, working with the 
appropriate AVC, will select individuals to collect feedback from which should include 
students who work in or use the services of the unit, from staff who work within the 
unit, from colleagues within student affairs, and from colleagues in other areas at the 
university.   The unit head may, with agreement from the AVC, include individuals in 
similar positions at other UC campuses.  Issues that might be included in the evaluation 
are:  ability to effectively communicate, leadership, partnering with units within and 
outside of Student Affairs, diversity initiatives and hiring, management of the unit’s 
resources including personnel and budget, fundraising (if appropriate) and vision for the 
future of the unit. 
 

The feedback will be captured electronically and summarized anonymously by the 
appropriate AVC or Director of Administrative Services based upon the relationship 
between the unit head and the individuals who provided the feedback.  The written 
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summary will be shared with the unit head, appropriate AVC and the VCSA and 
discussed at an in-person meeting. 
 
As the Division of Student Affairs strives to improve its efforts, the knowledge of how 
unit heads perform, what we do well and how we can grow professionally, becomes 
critical. 

 







Student Affairs 
Program Review Schedule 


 
2009 (Pilot) 
Career Services Center 
Student Advising and Learning Center 
Students First Center 
2010 
Registrar's Office 
Office of Student Life 
2011 
Recreation and Athletics 
Housing and Residence Life 
2012 
Financial Aid and Scholarships 
Health Services 
Dining Services 
2013 
College Store 
Center for Educational Partnerships 
Counseling and Psychological Services 
2014  
International Affairs 
Office of Admissions 
Health Promotion 
2015 
Graduate Student Services 
Disability Services 
2016  (repeats from year one) 
Career Services Center 
Student Advising and Learning Center  
Students First Center 
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UC MERCED 
 


POLICY FOR ANNUAL ASSESSMENT AND PERIODIC REVIEW OF ADMINISTRATIVE UNITS 
 


Overview 
 
To promote continuous, evidence‐based improvement in support of the University’s mission of teaching, 
research and service, the UC Merced Administrative Unit Assessment Policy (AUAP) outlines the minimum 
requirements for a coupled Annual Assessment and Periodic Review process. As an umbrella policy, the 
AUAP recognizes differences in the professional cultures of administrative units across the campus.  
 
Introduction & Purpose 
 
Every administrative unit uniquely contributes to the realization of UC Merced’s mission1, with the quality 
of this work influencing the degree to which UC Merced achieves excellence. For the purposes of this policy 
a “unit” is a functional group tasked with specific responsibilities that is located within a School or 
administrative entity (ex. a Division) led by a Dean, Vice Chancellor or equivalent. The term Division refers 
to a non‐academic, administrative domain composed of one or more units reporting to a Vice Chancellor.  
 
To maintain focus on contribution, quality, and improvement, and in support of transparency and 
accountability, the Administrative Unit Assessment Policy (AUAP) outlines the minimum requirements of a 
coupled Annual Assessment and Periodic Review process that is grounded in the mission, goals and 
outcomes of an administrative unit. 
 
As described by this policy, Annual Assessment2 involves an evidence‐based appraisal of the extent to 
which a unit is meeting its desired outcomes for the purpose of taking action to improve effectiveness. Also 
with the goal of improvement, Periodic Review builds on Annual Assessment asking a unit to 
comprehensively examine the efficacy of its Annual Assessment activities for improving the quality of its 
services, and to review its goals and outcomes in light of the collective results of Annual Assessment and 
the evolving institutional and unit context.   
 
Both Annual Assessment and Periodic Review are intended to support meaningful and effective assessment 
processes for the purpose of appraising the quality of a unit’s work relative to an intended level of 
performance that is determined by the unit.   
 


                                                 
1  “The University of California, Merced’s mission is embodied in its proud claim of being the first American research 
university of the twenty‐first century. As the tenth campus of the University of California, UC Merced will achieve 
excellence in carrying out the University’s mission of teaching, research and service, benefiting society through discovering 
and transmitting new knowledge and functioning as an active repository of organized knowledge. As a key tenet in carrying 
out this mission, UC Merced promotes and celebrates the diversity of all members of its community.” 
2 Assessment is a process by which information is obtained relative to a desired outcome or goal.  Assessment refers to the 
collection of data to describe or better understand an issue in order to improve unit effectiveness or student learning. 
Evaluation, in contrast, is the process of drawing a conclusion about worth or quality relative to a standard.  
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This policy also expects that the results of Annual Assessment and Periodic Review will inform the planning, 
decision‐making, and budgeting processes of the unit and/or division in a manner that reinforces evidence‐
based improvement by supporting, as feasible, actions to implement improvements in function and service.  
 
As outlined by this policy, Figures 1 and 2 represent the relationship between unit planning and assessment 
processes for a generic unit and the Division of Administration respectively.  The latter illustrates how the 
policy can be implemented within the context of unit‐specific planning and assessment infrastructure.  
 
 
Scope and Oversight 
 
The AUAP is an umbrella policy that outlines the minimum requirements for Annual Assessment and 
Periodic Review, recognizing that specific planning and assessment strategies and infrastructure may differ 
among the professional cultures of administrative Divisions, Schools or their equivalent. As such, these 
entities may develop their own policies and procedures, providing they meet the expectations outlined by 
this policy.  
 
The AUAP applies to all administrative units reporting to the Chancellor, Executive Vice Chancellor and 
Provost, and Vice Chancellors for Administration and University Relations. The leadership of a Division, 
School or equivalent administrative entity determines the granularity at which the policy is implemented, 
being sure to address distinct and essential functional units.    
 
The Chancellor or designate oversees the AUAP, including Periodic Review.  The Senate‐Administrative 
Council on Assessment (SACA) evaluates implementation of the AUAP with respect to how well assessment 
is conducted, including the completeness of the assessment process.  
 
 


ANNUAL ASSESSMENT 
Purpose & Process 
 
In support of evidence‐based improvement, Annual Assessment involves 
 


(1) Developing an assessment plan anchored in the unit’s mission and supporting goals, and outcomes.3 
(2) Implementing the plan to collect data/evidence4. 
(3) Analyzing and interpreting data/evidence relative to desired levels of performance.  
(4) Using these results to identify and implement actions to improve the degree to which the unit is 


meeting its outcomes. Actions should address both the unit’s service activities and its assessment 
practices, the latter affecting a unit’s ability to meaningfully appraise its efficacy.  


(5) Reporting assessment methods, results and actions to be taken, at the unit and Division/School 
levels.  


(6) Considering assessment conclusions in formulating the unit’s budget.  


                                                 
3 See Section A of Appendix A for definitions of these terms. 
4 In its broadest sense, evidence includes everything that is used to determine the truth of an assertion, including assertions 
in the form of outcome statements, and can be quantitative (data) or qualitative in nature.  
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Annual Assessment Plan:  


 
An example template for developing an Annual Assessment plan is provided in Appendix A.   
 
Schools, Divisions, or equivalent administrative entities may develop their own Annual Assessment 
planning infrastructure provided it meets the six expectations outlined above, including evidence‐based 
mechanisms for assessing the degree to which the unit meets its outcomes, goals, and ultimately 
mission. To support excellence in teaching, research, and service, the unit’s mission, goals and 
outcomes must be aligned, in hierarchical fashion, with the relevant overarching missions, including 
ultimately UC Merced’s mission1. As appropriate, unit missions, goals, and outcomes should also be 
informed by expectations established by relevant professional societies and organizations. Section A of 
Appendix A provides guidance for developing mission, goals and outcomes.  
 
All assessment plans should also attend to good assessment practices, including the generation of 
reliable and valid results that are appraised in relation to a desired level of performance (i.e. a 
standard). Appendix B explains these terms. For many administrative units, a customer satisfaction 
survey may be one of several useful lines of evidence for assessing achievement of unit goals.  
 
Units also may elect to elaborate a multi‐year assessment plan, developing an integrated set of annual 
plans based on a comprehensive set of outcomes for the unit. In this way, units can plan for 
assessments that may require multiple years of data or maximize the information gained from 
assessment tools like surveys. A multi‐year assessment plan is a useful product of Periodic Review.  


 
Unit Annual Assessment Report 


 
An example template for an Annual Assessment Report for individual units is provided as part of 
Appendix A.   
 
Schools, Divisions, or equivalent administrative entities may develop their own Annual Assessment 
reporting structure, provided it addresses (1) the unit’s progress in meeting its outcomes, (2) associated 
actions for improvement addressing unit services and/or programs and, as necessary, the assessment 
process, (3) progress on WASC‐related action items5 and (4) contributions to Institutional Assessment 
Initiatives. Items 3 and 4 need only be addressed as relevant.  


   
Annual Assessment Report for Divisions, Schools, or Equivalent Entities 


 
On behalf of the Division, School or equivalent entity, the Vice Chancellor, Dean or equivalent shares 
with the Chancellor or designate and SACA an Annual Assessment Report that includes (1) a brief 
summary and evaluation of each unit’s progress as provided in the unit’s Annual Assessment Report, (2) 
a summary of resource needs identified through the assessment process, including an explanation of 


                                                 
5 These include action items from the most recent UC Merced Self‐Study, WASC Visiting Team Report and WASC 
Commission Action Letter.   These reports are available at accreditation.ucmerced.edu. 
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their priority in the budgeting process, (3) as relevant, responses to Institutional Assessment Initiatives, 
and (4) each unit’s Annual Assessment Report.    


 
Budgeting 
 


As appropriate, each unit’s Annual Assessment Report will inform each its budget request.    
 


Timeline 
 
The timeline for submitting annual reports is to be determined by the Vice Chancellor or Dean or 
equivalent in accordance with the unit’s annual budgeting and timeline process.  
 
 


PERIODIC REVIEW  
 


Purpose 
 


Building upon Annual Assessment, Periodic Review involves a comprehensive and retrospective review 
of assessment results and practices to inform unit planning.  Specifically, units will 


 
(1) Compile and review Annual Assessment results, comprehensively considering what has been 


learned about the unit’s performance relative to its responsibilities and intended performance;   
(2) Evaluate the efficacy of Annual Assessment activities for improving the quality of a unit’s services; 


and 
(3) In light of the bullets 1 and 2, as well as evolving unit and institutional context and priorities, review 


the unit’s goals and outcomes, identifying plans for improving performance, including the quality of 
assessment as a means of evidence‐based improvement.   


 
Schedule 
 


Periodic Reviews of all administrative units normally must be conducted at least once every seven 
years. The exact time interval should be responsive to the unit’s development or management needs 
balanced with the practical need to manage the number of reviews conducted annually.  


 
In order to optimize the effective use of resources required for these Periodic Reviews, senior 
administrators may request a waiver of the scheduled formal review of a unit. The reason for the 
waiver should be based on a review of the unit’s annual reports and the supporting evidence of 
consistent, strong, and effective performance. It may also be requested because of recent changes in 
the management of a unit that may suggest the need for additional time to implement and/or assess 
the unit’s function.  The Chancellor or designate approves requests to postpone a review.  
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Process 
 
The Periodic Review process involves the following components.  


 
(1) A self‐study that includes sections addressing the three purposes of Periodic Review outlined above 


(see Purposes) and results in a report that is submitted to the appropriate Vice Chancellor or Dean. 
An example template is provided in Appendix C.   


(2) A review phase in which a review team examines the unit’s self‐study documents and submits a 
written assessment and recommendations to the unit and Vice Chancellor or Dean. The review 
team should be external to the unit and include at least one member external to the campus.  See 
Appendix D for details.  


(3) A planning phase in which the unit develops an implementation plan for addressing 
recommendations raised in the self‐study and the review team assessment.  Plans should be 
submitted to the appropriate Vice Chancellor or Dean and be explicit, realistic, and include a 
timeline for implementation.   


(4) A dissemination phase in which the Chancellor or designate distributes a summary of the unit’s 
review, including recommendations and action items, to the unit head and SACA. This summary will 
also be available online at as evidence of the institution’s commitment to institution‐wide 
assessment.  


 
A School, Division or equivalent entity may develop its own Periodic Review process and template 
provided it meets the three purposes outlined in the Purposes section above and includes steps 
equivalent to the four components outcomes in this section.   
 


Budgeting 
 
The results of Periodic Review should be considered in formulating the unit’s budget.  
 


Timeline for Conducting Periodic Review 
 


By June 1 each year, after consultation with SACA, Vice Chancellors and Deans, the Chancellor or 
designate will notify the Vice Chancellors and/or Deans as to which administrative units have been 
scheduled for the formal Periodic Review. Vice Chancellors or Deans may determine the timeline for 
completing Periodic Review in keeping with their unit’s periodic review policy, internal timelines, 
planning processes. An example timeline is provided in Appendix E.    
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Appendix A: Example Template for an Annual Assessment Plan & Report 
 
The following template is a modification of that developed by UC Merced’s Division of Student Affairs to 
guide annual assessment planning within the Division. It is provided as an example and, therefore, may not 
precisely match the assessment planning needs of all administrative units.  Divisions or Schools may adapt 
it as necessary to meet the needs of their units in relation to this policy. 
 


University of California‐Merced 
 Annual Assessment Plan Template 


 
A) Elements of an Assessment Plan: 
 


Mission Statement   
Departmental/unit missions should be directly aligned with those of the University and School/Division.  
A mission statement should include approximately 3‐5 sentences that identify the name of the 
department, its primary functions, modes of delivery and target audience. Mission statement should 
be approximately 100 words or less. 
 
Goals  
Goals are broad statements that describe priorities and intentions of an administrative unit; what the 
unit intends to do.  Goals are used primarily for planning, and if available linked to the 
School/Division/unit strategic plan. Goals may be identified on an annual basis or for a larger time 
interval.  
 


Outcomes6 
An outcome is a precise statement that describes the desired accomplishment of an administrative unit with 
respect to a key service, function, or program.  An outcome statement should be derived from a goal and, 
thus, describe how a unit is fulfilling a purpose outlined by that goal in a measurable way. Put another 
way, outcome statements animate goals, specifying the manner in which the goal is to be met and 
measured. 
 
Clear and precise outcomes statements define specific performance expectations for a unit. In doing so, 
they indicate the kind of data or evidence the unit will collect to ascertain the degree to which the 
desired outcome has been met. Outcomes should focus on the unit’s critical processes and functions 
and should be written with the unit’s “customers” in mind.  
 
Two different types of outcomes can be recognized. A process‐related outcome describes a desired quality 
like timeliness, accuracy, responsiveness, etc. in relation to key functions and services. These types of 
outcomes support improvement around issues related to efficiency and customer satisfaction.7   
 
A learning outcome describes how a customer (or student) will demonstrate what they know or are able to 
do, or how they have changed, as a result of the unit’s program or service.  Learning outcomes often begin 


                                                 
6 Some of the text below was adapted from Nichols, James O. 2008. Measuring Student Support Services and Administrative 
Outcomes from the UCF Administrative Assessment Handbook. University of Central Florida.  
7 The Division of Student Affairs refers to these types of outcomes as Program Objectives. 







7 
 


with the phrase “Participants will be able to…” Units that provide professional development or required 
training for faculty or staff will likely develop learning outcomes to assess the efficacy of their programming 
in meeting unit goals. Similarly, units or departments that work directly with students, like those in Student 
Affairs, will have student learning outcomes.  
 
Assessing more than one outcome per goal can provide insights for improving performance that cannot 
be generated from consideration of a single outcome alone. For example, a unit may pair an outcome 
related to customer satisfaction with one considering key service‐related performance metrics to 
generate insight into the quality of service from both customer and provider perspectives. A process‐
related outcome and learning outcome can be paired to similar effect.  When completing an 
assessment plan, briefly explain why each outcome is important to measure. 
 


Measures 
Measures describe the methodology and timeframe for data collection and, as possible, the 
criteria/standard for evaluating sufficiency or success (ex. X% of respondents will rate X service as 
satisfactory or better).  Measures also should identify the population from which data are collected.  


 
B) Elements to be addressed in Annual Assessment Report: 
 


Results  
Provided for each outcome, results include a brief narrative of findings, and/or essential tables or 
graphs that summarize and communicate the results.  The results should indicate the extent to which 
the outcome was met relative to the criteria or standard outlined in the measures section of the 
Assessment Plan.    
 
Conclusions  
Provided for each outcome, the conclusion should summarize briefly the collection and analyses of data 
and the meaningfulness of the results, including any lessons learned for improving the assessment 
process. Critically, the conclusion also must “close the loop” by identifying what decisions and/or 
program modifications, including to the assessment process, were made on the basis of these 
analyses. When drawing conclusions, please be sure to integrate results from complementary 
outcomes, as relevant.  


 
C) Developing the Annual Assessment Plan: 
 


Based on the elements described in part A of this Appendix, the Annual Assessment Plan should 
describe: 


 
(1) The unit’s mission; 
(2) The goals to be addressed in a given year, including the rationale for each goal; 
(3) For each goal, the supporting outcome(s) and rationales for each outcome; and  
(4) For each outcome, the measure.   


 
Results and conclusions will be addressed in the Annual Assessment Report, which describes the results 
of the work planned here.  
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D) Developing the Annual Assessment Report 
 


To complete the Annual Assessment Report, add to the unit’s Assessment Plan (part C of this Appendix) 
the results and conclusions sections described in part B of this Appendix.  In other words, add the 
following  
 


(5) For each outcome, describe the results.  
(6) For each outcome, describe the conclusions. 


 
Appending the final steps of the assessment process to the planning description provides the unit with 
a complete record of the assessment activities undertaken that year.  These records will help to simplify 
preparation for Periodic Review. WASC will also expect this material to be available in future accreditation 
reviews.   
 
Finally, as relevant, please be sure to summarize: 


 
(7) Progress on WASC–Related Action Items. Describe, with supporting evidence, the unit’s 


progress in addressing relevant action items that were identified in the most recent WASC 
report(s).8 Append the supporting evidence to the Annual Assessment Report. 


(8) Contributions to Institutional Assessment Initiatives. Provide requested materials or analyses 
related to Institutional Assessment Initiatives.  


 


                                                 
8 These include action items from the most recent UC Merced Self‐Study, WASC Visiting Team Report and WASC 
Commission Action Letter.   These reports are available at accreditation.ucmerced.edu. 
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Appendix B: Explanation of Additional Assessment Terms.  
 
Reliability:  Reliability addresses the degree to which a procedure is expected to generate the same 
observation repeatedly under the same conditions. It is the consistency of the measurement or result.   
 
Validity:  Validity describes the degree to which an assessment procedure generates useful information 
(evidence or data) that bears directly on the expectation(s) described by the text of the unit’s outcome. For 
learning outcomes, valid evidence must also be aligned with the criteria9 used to evaluate learning.  
 
Validity also depends upon sample size10 or sampling approach, with the goal of generating data that 
characterize the norm for, or are representative of, the population being studied. That is, the sampling 
approach should produce information that is not biased.  Validity is questioned, for example, when the 
sample size is small relative to the total size of the population of interest or if the demographics of the 
sample differ from those of the population from which the sample was drawn.  
 
Together valid and reliable assessment practices are the foundation for confidence in conclusions about the 
degree to which the unit’s outcome was met.  Confidence in assessment results, and actions taken on their 
behalf, can also be enhanced by employing multiple and complementary lines of evidence. For example, 
assessment of a service‐related outcome might benefit from surveying aspects of user satisfaction while 
also gathering information on how users actually engage with the service.   
 
Standard: The expectation or point of comparison for determining the degree to which a unit’s outcome 
was met (ex. X% of respondents will rate X service as satisfactory or better). The terms standard, 
benchmark and criterion are often used interchangeably. Standards or benchmarks may be locally 
determined, externally determined against peers or professional standards, or referenced against previous 
measurements to gauge improvement.  When identifying a standard consider the purpose(s) for engaging 
in assessment; what is the rationale for identifying this level of performance as a goal?  If locally set, be 
realistic but also unafraid to stretch the unit to improve. To take maximum advantage of the information 
collected through assessment, consider the distribution of observations (ex. the percentages of 
respondents reporting different degrees of satisfaction), not just a single metric like a mean or median, 
when assessing a unit’s performance relative to a standard.  


                                                 
9 Criteria are the specific skills or abilities to be measured.   
10As an example, the number of survey respondents relative to the total number of individuals to which the survey was 
sent.  
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Appendix C: Example Periodic Review Self‐Study Template 
 


A.  Introduction, Mission, Goals, Outcomes11 and the Unit’s Role within the University.  
 


Drawing on the unit’s Annual Assessment Reports, 
1) Define the unit’s mission; what services are provided and to whom? How does the mission 
support the campus’ mission?  
2) List the unit’s goals and outcomes with reference to the unit’s “customers”. The outcomes should 
describe the essential functions of the unit in a measurable way. Do they reflect the standards of a 
professional association?  
3) Where are the mission and outcomes publicly available? Are they well aligned with the unit’s 
mission?  
4) Describe how the unit is organized and resourced. Is the unit organized and resourced to foster 
its outcomes?  
5) Beyond the unit’s mission and outcomes, in what ways does the unit contribute to the success of 
the campus and other units?  
 


B.  The Planning Processes of the Unit 
How does the unit use the campus’ mission or campus‐wide strategic planning documents to make 
decisions, set priorities, plan strategically, and assess its functions and services?  
 


C.  Assessment Plan and Measurement of Outcomes.  
 


Drawing on the unit’s Annual Assessment Reports, 
Describe how the unit assesses its performance in order to identify strengths and weaknesses and 
to improve performance. For each outcome identified in Section A above describe a) the 
measures/data that are used to determine how well the unit meets the outcome and, thereby, 
serves the needs of the customers; b) the intended level of performance with respect to these 
measures/data; c) how frequently data are gathered; and d) how frequently results are analyzed, 
conclusions drawn, and, as needed, improvements identified and enacted.   
 


D.  Progress on WASC–Related Action Items 
Summarize the unit’s contributions to addressing WASC‐related action items identified in the most 
recent UC Merced Self‐Study, WASC Visiting Team Report and WASC Commission Action Letter. For 
these materials, see accreditation.ucmerced.edu.  


 
E.  Special Issues to be Addressed 


1) Has the unit been reviewed by a professional organization for accreditation, credentialing or 
similar purposes? If so, describe the outcomes and major conclusions of this review. 2) Address any 
additional assessment questions or steps specific to this unit and/or this periodic review, including 
those related to Institutional Assessment Initiatives, as relevant.  


 
F. Evaluation of the Unit 


1) Reflect on the methods and process used to assess the unit’s outcomes detailed in Section C of 
this Appendix. Have they been effective? Have they or can they be improved? 2) Review the unit’s 


                                                 
11  For definitions, see Section A of Appendix A. 
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responses to Sections D through F of this Appendix and identify outstanding issues to be addressed. 
How will these be addressed, including the time table?  3) Describe changes the unit has made 
based on assessment results since the last periodic review and the impact of these changes on the 
delivery of services and/or the alignment of services with institutional priorities.  4) What support is 
needed to improve or develop the skills of the staff in the unit?  


 
Appendix D: Periodic Review External Review Process  
 
Team Selection  
 
The external Review Team consists of a minimum of two individuals external to the unit undergoing 
review. One member must be from another institution (i.e. external to the campus). The second may 
be drawn from another unit on campus (internal to campus but external to the unit undergoing 
review). If the unit serves students, the external review team should include at least one student.  
 
The unit head submits to the Vice Chancellor or Dean a ranked roster of nominees for approval. If the 
Vice Chancellor or Dean’s unit is undergoing review, the roster is submitted to the Executive Vice 
Chancellor (EVC). For each nominee, the roster includes a) contact information, b) a brief description of 
relevant qualifications, and c) a description of any relationship to the unit.  
 
Team Coordination  
 
With roster approval, the VC, Dean or unit head coordinates the Team’s review of the unit’s self‐study 
according to the timeline.  
 
Appendix E: Example Periodic Review Timeline.  
 
June 1: Following consultation with the Vice Chancellors (VC), Deans and SACA, the EVC sends a list of 
administrative units scheduled for Periodic Review (PR) to Vice Chancellors and/or Deans. 


 
July 1:  The unit head submits the roster of Review Team participants to the VC or Dean. 


 
Oct. 15:  Unit submits Self‐Study to appropriate VC or Dean 
 
Nov. 1:  VC or Dean submits Self‐Study to Review Team. 


 
Feb. 1: Review Team submits assessment and recommendations to Unit and VC or Dean.  


 
March 1:  Unit submits Implementation Plan, based on results of Self‐Study and Review Team 
Assessment to VC or Dean and EVC. 


 
May 1:  Chancellor or designate distributes a summary of the unit’s review, including 
recommendations and action items, to unit head and SACA.
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Figure 1. Generic example of Annual Assessment & Periodic Review planning and implementation. 
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Figure 2. Division of Administration (DoA) Planning & Performance Assessment Flowchart 
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TABLE:  Academic Program Assessment Conclusions for AY 2008-2009. For each undergraduate major, 
stand alone minor, graduate program and Core 1, a table below provides the Program Learning 
Outcome (PLO) assessed, the program’s conclusions regarding student performance based on the 
assessment results (Student Learning Conclusions), the curricular actions taken in response to the 
assessment results (Curricular Actions), and revisions the program is making to the assessment process 
(Assessment Actions).  Programs appear in alphabetical order by name.  
 
 
ANTHROPOLOGY, B.A. 
 


PLO: Possess and apply fundamental anthropological knowledge, including terminology, concepts, 
intellectual traditions, and theoretical approaches.  
 
Student Learning Conclusions:  All students demonstrating at least adequate achievement relative to 
rubric.  


 
Curricular Actions: 


• All students demonstrating at least adequate achievement; on the basis of this, the 
small sample size, and lack of comparative data, the faculty will not make any changes 
to the curriculum. 


• Encourage students to work with writing tutors as develop essays to strengthen writing; 
possibly require a draft paper. 


• Increase attention to appropriate use of citations and instruction on how to use 
citations in the construction of arguments.  


• Implement a file of student work that demonstrates mastery to share with future 
students.  


• Under consideration: 
o Changing course prerequisites 
o Addition of capstone or honors thesis 


 
Assessment Actions: 


• Add second form of evidence. 
• Increase specificity of instructions regarding the Program Learning Outcomes and the 


criteria for evaluating the learning outcomes.  
• Revise rubric 
• Simplify assessment process by focusing on fewer criteria at a time in order to facilitate 


production of more meaningful data 
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APPLIED MATHEMATICS, B.S. 
 
PLO 1: Solve mathematical problems using analytical methods. 
PLO 2: Solve mathematical problems using computational methods. 
 
Student Learning Conclusions: Pleased with the student work and focus group feedback.  
 
Curricular Actions: 


• Integrating programming skills throughout the curriculum.  
• Develop lower division programming class.  
• Develop a continuous thread throughout the curriculum to help develop student skills in 


communicating mathematics correctly and effectively. 
 


Assessment Actions: 
• Faculty will conduct assessments of embedded questions together, rather than 


individually, to promote an open dialogue about the criteria and standards for 
evaluating student work. 


• Revise rubric.  
• Seek more staff support for organizing data collection in order to make better use of 


faculty time.  
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BIOLOGY , B.S. 
 
PLO: Graduates will have demonstrated an understanding of the tenets of modern biology and an 


understanding of how cellular functions are integrated from the molecular level to the cellular 
level, through to the level of the organism, populations, and functioning ecosystems.  


 
Student Learning Conclusions:  68-72% of students were judged to meet at least medium proficiency 


for two key criteria: comprehensiveness and scientific accuracy of response.  This is below the 
goal of at least 80% of students at medium or higher proficiency. 


 
Curricular Actions: 


• Ensuring a basic introduction to all 5 PLOs in the introductory, 1 year Biology series (Bio 
1, 2) 


• Emphasize the quantitative aspects of these PLOs 
• Adjust chemistry-related content of Bio 2 to make it part of an integrated first-year 


biology curriculum  
 


Assessment Actions: 
• Improve alignment between PLO, the assessment prompt and the rubric to improve 


validity of the assessment, including 
o Increase specificity of the assessment question 
o Collaboratively develop rubric before designing the assessment 


• Reduce dependency on embedded assessment 
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CHEMISTRY, B.S. 
 


PLO: Fundamental knowledge and skills. Students are able to describe the major concepts and 
theoretical principles in chemistry. They can identify the central ideas underlying the principle 
subfields of chemistry – analytical, organic, inorganic, and physical chemistry – as well as the 
broader interdisciplinary subfields of biological, environmental and materials chemistry. 
Students are able to operate modern chemical instrumentation, perform chemical syntheses 
and carry out other essential chemical experiments with strict adherence to sound laboratory 
techniques as well as good safety and hygiene practices. They know how to use modern, web-
based methods to effectively search the scientific literature.  


 
Student Learning Conclusions: On average student responses to assessment prompts fall half way 


between fair and good.  
 
Curricular Actions: 


• Noted additional needs to ensure other PLOs are being addressed in the program, 
including the addition of new, 1 unit course, to address scientific ethics and 
communication. 


 
Assessment Actions: 


• Assess this PLO using a combination of externally calibrated, standardized testing (for 
concepts and theoretical skills; American Chemical Society test “Diagnostic of 
Undergraduate Chemistry Knowledge”) and upper division laboratory courses (for 
laboratory skills). The former to determine how UCM students are doing relative to 
those at other institutions and relative to the expected standards of the discipline.  
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COGNITIVE SCIENCE, B.A. 
 
PLO: Students will demonstrate the ability to a) interpret / evaluate / synthesize information in 


research papers, b) design a cognitive science research project, and c) write clearly and 
scientifically.    


 
Student Learning Conclusions:  In general, students were at the second-highest of four levels of 


assessment, i.e. “students exhibited some degree of ability”.  In terms of different aspects of 
ability, students were slightly better at the design component compared with literature review 
and writing criteria of the rubric.   


 
Curricular Actions: 


• The faculty will consider in Fall of 2010, for implementation in Spring 2011, whether to 
require students to take COGS 105 before COGS 101, as COGS 105 provides foundations 
for research methods that are applied and assessed for in COGS 101.   


• Address the feasibility of developing writing sections, within the General Education 
curriculum, tailored for cognitive science and/or psychology courses.  


• Revised the PLO. 
 
Assessment Actions: 


• Revised the PLO. 
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COMPUTER SCIENCE AND ENGINEERING, B.S. 
 
PLO: An ability to apply knowledge of computing and mathematics appropriate to the discipline.  
 


Student Learning Conclusions:   
• Performance in recurrent equations was overall satisfactory. 
• A sizable proportion of CSE students struggle with mathematical proofs. 
• CSE students have a good grasp of programming small programs with various basic data 


structures and programming constructs. 
• Students demonstrate a good theoretical understanding of data structures and 


algorithms. 
• Student performance with respect to demonstrating knowledge of important data 


structures quite low.  
• Student performance in programming with C++ quite good.  
• Basic understanding of the concepts related to the use of basic Linear Algebra 


techniques for representing kinematic structures and solving direct and inverse 
kinematics problems was good.  


• Low rate of mastery regarding ability to implement a PCA algorithm suggests students 
do not have an adequate foundation in linear algebra. 


• Most students are acquiring some basic knowledge of probability theory. 
• Students exhibit difficulties in more advanced application of probability concepts. 
• About half of the students understand combinatoric search algorithms well enough to 


produce implementations.   
• About 50% of students are not sufficiently developing basic programming skills in their 


freshman and sophomore CSE courses  
• Students exhibit a moderately weak understanding of basic propositional logic concepts 
 


Curricular Actions: 
• The faculty will develop a course in Discrete Mathematics to support development of 


basic concepts such as number theory, set theory, proof, logic, combinatorics, graph, 
trees, and relations. These fundamental mathematical skills are important for students 
to learn advanced topics in CSE courses.  


• The faculty will develop a course in Linear Algebra, a foundational topic.  
 
Assessment Actions: 


• None.  
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CORE 1, GENERAL EDUCATION 
 


PLO: Critique diverse perspectives from scientific, historical, artistic, and personal standpoints and craft 
written arguments that draw connections between the arts and sciences. 


 
Student Learning Conclusions:  Students were not performing as well on the Cumulative Essay as 


anticipated with 49% of sampled essays earning a passing grade or better (as judged against a 
rubric calibrated to grades) on this capstone assignment for this foundational course.  


 
Curricular Actions: 


• If the Cumulative Essay is to remain the capstone for the course, instructors need to 
focus on it throughout term and not leave students to pursue it exclusively at term’s end 


• Practice thesis-building—and therefore the building of connections—throughout term, 
perhaps by focusing on the “bigger picture” of the course more often, doing more 
connective in-class exercises, and by assigning more cumulative work earlier in the 
course. 


• Track earlier coursework into/toward the Cumulative Essay 
• Share the Cumulative Essay rubric much earlier in term, and apply it to other essays 


written for class (so as to cultivate students’ awareness of and conversance with it) 
 
Assessment: 


• Consider revising scale associated with the rubric such as the AWPE holistic scale for 
essay grading. 


• Consider building more connective suggestions into the essay prompt 
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EARTH SYSTEMS SCIENCE, B.S. 
 


PLO: Not investigated, too few graduating students.  
 
Student Learning Conclusions:  N/A 
 
Curricular Actions: To evolve the major such that: 


• Course work and undergraduate experiences required for the major have the 
appropriate breadth and depth for the interdisciplinary subjects associated with Earth 
Systems. 


• Students exhibit knowledge and skills at graduation that demonstrate mastery or the 
core pedagogy. 


• The ESS major is formally supported by a sufficient number of core faculty with 
expertise in relevant areas to deliver required and elective courses. 


• The program is distinguished from other majors (such as Environmental Engineering or 
Biology) even though the majors may share (i.e. cross-list) courses.  


• The major and any new minors are known among students as great options for pursuing 
their interests in an environmental degree and/or career.  


 
Assessment Actions: 


• Beginning in 2010, implement direct and indirect assessment of Program Learning 
Outcomes at rate of one annually. 
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ENVIRONMENTAL ENGINEERING, B.S. 
 
PLO: Environmental Engineering graduates will be adept at applying critical thinking, problem solving, 


engineering principles and reasoning, the scientific method, and teamwork to solve 
environmental resource problems and to restore and sustain the global environment.    


 
Student Learning Conclusions:  Using a success criterion of average student performance of 70% or 


better on assessed assignments, the results begin to support the conclusion that students are 
achieving this PLO, excepting team-based problem solving which was not evinced in submitted 
student work.  


 
Curricular Actions: 


• Examine further engagement in team-based learning in these core courses and, as 
necessary, integrate into the curriculum.   


 
Assessment Actions: 


• Develop indirect lines of evidence.  
• Encourage faculty to use multi-step problems as assessment evidence.  
• Familiarize instructors with assessment methods and provide a standardized instructor 


reporting format.   
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ENVIRONMENTAL SYSTEMS, M.S. AND PH.D. 
 
PLO: Core Knowledge:  Graduates will knowledgeable, skillful and self-directed in the observation 


and analysis of environmental systems in terms of their capacity to: 
• (M.S. graduates) Design experiments with appropriate controls and conduct original research, 


with appropriate level of supervision, in the context of an M.S. project or thesis.  
• (Ph.D. graduates)  Independently identify important research questions, formulate 


experimental plans, data analysis, and formulation of conclusions in the context of a doctoral 
dissertation.  


 
Student Learning Conclusions:  Achievement of this PLO is being well-initiated for many of the ES 


graduate students by the ES 200 course.  
 


Curricular Actions: 
• Consider developing a rubric to increase consistency of feedback to students and to 


make expectations about the scope and quality of this key project more transparent. 
• Consider implementing peer review of project.  
 


Assessment Actions: 
• Develop a scoring rubric.  
• Develop indirect lines of evidence.  
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GLOBAL ARTS STUDIES PROGRAM (GASP), MINOR 
 


PLO: Describe art works in technical or theoretical terms. 
 
Student Learning Conclusions:  While it is difficult to extract from a single course the entire GASP 


curriculum’s results, we are confident that students are ending the semester considerably 
better equipped to describe cultural productions in various media, assess their meanings, and 
analyze their value critically. 


 
Curricular Actions: 


• None; continue as is.  
 
Assessment Actions: 


• None; continue same approach. 
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HISTORY, B.A. 
 


PLO: Critically read, analyze, and synthesize primary and secondary sources. 
 
Student Learning Conclusions:  Students are fairly competent in evaluating secondary sources and 


are less skillful in analyzing primary sources. 
 
Curricular Actions: 


• Change thesis project to capstone with a shorter assignment that will allow students to 
utilize their skills in synthesizing sources in a more manageable fashion 


• Provide a more structured format for HIST 191, with regular meetings that provide a 
framework for pursuing research 


• Revise History 100, the required course on historiography, to prepare students for 
capstone 


• In upper division courses emphasize the development of skills in research and analysis 
 
Assessment Actions: 


• Re-evaluate the phrasing of the PLO 
• Reconsider structure and use of rubric 
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LITERATURES AND CULTURES, B.A. 
 


PLO: Interpret texts with due sensitivity to both textual and contextual cues 
 
Student Learning Conclusions:  On the basis of eleven essays, it appears that the majority of our 


[senior] students are reaching the target score, indicating that most of our students are, in fact, 
suitably able readers of literary texts.     


 
Curricular Actions: 


• Do not yet have sufficient evidence to draw conclusions about student learning; these 
early results do not support major changes in instruction, curriculum, or course 
sequencing. 


• Recommend the regular inclusion of revision into assignments, and require that 
students document the process of revision   


• Have students write more 15+ page papers before they enroll in LIT 190    
• Formalize the way we communicate expectations to students.  Insofar as we are relying 


on portfolios to be a teaching tool, we need to embed those expectations in every class, 
post our portfolio requirements and templates on our web-site, and make these 
expectations part of regular advising. 


 
Assessment Actions: 


• Nothing in this first assessment would suggest that the basic approach to assessment 
needs improvement; the research questions still seem pertinent and probably will be 
answerable with the evidence we will accumulate.   


• Either refine the rubric, separating more carefully evidence of skill in interpretation from 
skill in communication, or recognize that skill in communication will need to be part of 
every rubric and should thus not be treated as a separate learning outcome.  


 







 14 


MECHANICAL ENGINEERING, B.S. 
 
PLO: A working knowledge of the principles of Mechanics and Thermodynamics and how these 


principles evolve into other disciplines such as Heat and Mass Transfer, Vibration and Control, 
Computational Engineering, Mechanical Design, etc.  


 
Student Learning Conclusions:  Students self-report strong preparation for exercising their 


engineering knowledge professionally.  
 


Curricular Actions: 
• None.  
 


Assessment Actions: 
• Enhance specificity of the descriptions of course learning outcomes and how they are 


measured by assessment activities in the Accreditation Database.   
• Archive grade statistics for each assignment in each course in order to support 


assessment process.   
• Clarify relationship between assignments and exams to clarify if asking students to 


engage in solving unfamiliar problems.  
• Improve assessment-related communication within program.  
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MEDIA ARTS PROGRAM (MAP), MINOR 
 


PLO: Understand and acquire (through hands-on projects) the principal attributes and mechanics of 
art technique(s) in medium of choice.  


Student Learning Conclusions:  Instructors learned what methods of instruction and techniques of 
material presentation were viewed as effective by the students. 


 
Curricular Actions: 


• Revised syllabi to engage students more directly with the content 
• Revised lectures to cover certain areas in more detail than before   
• Altered and/or revised assignments based on observations about effectiveness in 


communicating central topics and themes of the courses 
• Altered and/or revised assignments based on observations about student education and 


preparedness levels 
• Altered reading selections based on observations as to which were effectively 


comprehended 
• Introduced discussion groups to courses that did not have them before or lengthening 


existing discussion segments  
• Added more actual examples of techniques or assignments  


 
Assessment Actions: 


• Revised PLOs. 
• Created pre-instruction and post-instruction assessments  
• Developed more standardized assessment tool for PLO#2. 
 


 
 







 16 


MERRITT WRITING PROGRAM 
 


PLO: Students will be able to demonstrate thorough engagement with the iterative processes of reading, 
writing, and speaking. 


 
Student Learning Conclusions:  Student self-report data indicate incremental improvements in PLO 


understanding and skill. However, implementation processes call into question the validity and 
reliability of these results. Portfolio-based student learning results will not be available until 
after Spring 2010. 


 
Curricular Actions: 


• Faculty in our program adopt a common portfolio rubric that provides guidelines for a 
range of criteria  


• Be more routinely explicit about student learning outcomes 
 
Assessment Actions: 


• Continue to review PLOs in course evaluations  
• Shift our program-wide assessment focus to assessing portfolios exclusively  
• Distribute assessment workload so that timed writing exams will be reviewed in fall 


semesters, and portfolios in spring semesters.  This way we attend equally to product 
and process oriented writing. 
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NATURAL SCIENCES EDUCATION (NSED), MINOR 
 


PLO 1: Be able to comprehensively articulate what constitutes a profession of a science or 
mathematics teacher  and to demonstrate familiarity with the structure of California 
educational system, including being able to address the following questions: 
a. What constitutes responsibilities and duties of a teacher 
b. What skills and knowledge are necessary to become a successful professional?  
c. Credentialing process, 
d. Instructional state standards and requirements, 
e. Strategies to address diverse demographics of California schools such as instruction to 


English Learners. 
PLO 2: Demonstrate basic teaching skills and familiarity with effective teaching methodologies and 


learning strategies in science and mathematics, including being able to  
a. Develop a lesson plan and deliver an effective lesson at the secondary school level, 
b. Design different types of assessments to evaluate students learning, 
c. Distinguish between students with different learning abilities and needs and adapt their 


teaching methodology to address this diversity, 
d. Incorporate innovative teaching methodologies and to use learning-enhancing 


technology in the classroom.  
 


Student Learning Conclusions:  The data collected from both the direct and indirect portions of the 
assessment indicates that the NSED Minor coursework does achieve the desired program 
outcomes. In addition, to the positive evaluation of the courses by students in terms of 
meeting PLO 1, 2, the students’ performance on the direct test assessment questions is also 
very good.   


 
Curricular Actions: 


• Augment instruction of the teacher credentialing process in California 
 
Assessment Actions: 


• Augment current direct assessment with questions of increased difficulty 
• Work toward including mentor teachers in assessment 
• Formalize interviews portion of the assessment  
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PHILOSOPHY, MINOR 
 


PLO: Upon completion of the Philosophy Minor Program a student should be able to 1) distinguish  
between logically valid and invalid deductive arguments, 2) translate verbal statements into  
symbolic expressions having correct logical form, and 3) give proofs of elementary propositions  
of logic.  


 
Student Learning Conclusions: Students are making adequate process fulfilling parts 1 and 3 of the 


PLO. The data do not clearly confirm that the philosophy minors are adequately fulfilling part 2 
of the PLO. Students exhibited strong performance in theorem proving, which is typically one of 
the most challenging parts of an undergraduate curriculum. 


 
Curricular Actions: 


• Inform students in Philosophy 5 that they will be expected to make significant progress 
toward fulfilling all three parts of the PLO and that this performance will be evaluated in 
this course 


• Increase the number of homework problems and examination questions that specifically 
require translation of English expressions into formal symbolic notation 


 
Assessment Actions: 


• Revised PLO 
• Increase amount of student work able to collect, which is somewhat dependent upon 


size of minor 
• Consider comparing progress related to this PLO at the beginning and end of the 


semester. 
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PHYSICS, B.S. 
 


PLO: Students will be able to apply basic physical principles---including classical mechanics, 
electricity and magnetism, quantum mechanics, and statistical mechanics---to explain, 
analyze, and predict a variety of natural phenomena. 


 
Student Learning Conclusions:  62% of the solutions were acceptable or better.  When restricted to 


Physics majors/minors, this number improves somewhat to 66%.  One common theme from 
this analysis is that our students have a tendency to be distracted by the abstract and advanced 
mathematics, missing some of the basic physical principles as a result.   


 
Curricular Actions: 


• Increase attentiveness to incorporating PLO #1 into the syllabus and course objectives 
and to aligning homework and exam questions with this PLO 


• Include more conceptual "physical intuition" problems on homeworks and exams, since 
our students often miss the basic physical principles due to abstract and difficult 
mathematics.  


• Make more extensive use of available online applets to give a greater conceptual 
illustration of fundamental principles.  


• Add an additional required thermodynamics course at the sophomore or junior level to 
address deficiency in thermodynamics preparation. 


• Add Math 24 as a (concurrent) prerequisite for Phys. 10, so students have the necessary 
mathematical background to succeed in this course.  


• Add Math 23 and Math 24 as (concurrent) prerequisites for PHYS. 105, so students have 
the necessary mathematical background to succeed in this course. 


• Eliminate PHYS 10 as a prerequisite for the Waves minicourse, as this prerequisite is 
unnecessary, and its elimination would open up the course to more students. 


• PHYS 124: Rotational Mechanics Minicourse will be recast as a course primarily covering 
the hydrogen atom and quantum angular momentum.  This will help reinforce the 
material from PHYS 137.  Classical rotational dynamics will be covered in PHYS 105.  


 
Assessment Actions: 


• When each core course is taught, include a couple of final exam questions specifically 
written to assess PLO #1.  Such questions would emphasize the conceptual 
understanding of physical principles and downplay the use of sophisticated mathematics.   


• As the size of the faculty increases, we should have at least three reviewers for each 
exam question.   


• Correlation data between different reviewer responses should be computed between all 
pairs of reviewers to determine whether reviewers are applying similar standards. 


• Continue focus group annually but increase student participation by moving it from the 
summer to the middle of the spring semester. 
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• As the Physics program matures, we will also consider additional data streams in our 
assessment of PLO #1, including student self-reported GRE results, student written 
theses, and student oral thesis presentations 
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POLITICAL SCIENCE, B.A. 
 


PLO: Students will understand the processes, theories, and empirical regularities of political 
institutions and political behavior in the student’s chosen emphasis area: American politics, 
comparative politics, or international relations. 


 
Student Learning Conclusions:  The evidence indicates that the students have grasped much of 


the process, theories, and empirical regularities of American politics (the relevant area of 
emphasis given the composition of the focus group and the nature of the exam in which the 
questions were embedded).  What is less clear is whether the students understand the 
distinction between facts, theories, and systematic data. 


 
Curricular Actions: 


• Improve student understanding of the nature and role of theory in political science. 
Potential solutions include offering Theoretical Models of Politics relatively regularly (it 
has yet to be offered) or, alternatively, making Theoretical Models of Politics a required 
course for all political science majors. 


 
Assessment Actions: 


• Potentially revise PLO to make it more assessable.   
• Increase student involvement in focus groups through incentives or increased 


recruitment effort. 
• Assess all three areas of emphasis (American politics, comparative politics, international 


relations) by employing embedded questions in multiple upper division classes.  
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PSYCHOLOGY, B.A. 
 


PLO: Students who complete the Psychology major will show knowledge of the key substantive 
content of the field of psychology, including memory and thinking, sensory psychology and 
physiology, developmental psychology, clinical and abnormal psychology, and social 
psychology. 


 
Student Learning Conclusions:  Strong evaluative conclusions about student learning based on 


the ETS major field test are not warranted, substantially because of the small sample size of 
entirely volunteer students, at least some of whom may have been poorly motivated. 
However, taken at face value, more than half the students performed at a level well-below 
average by any standard.  In the interviews, students expressed substantial satisfaction with 
the Psychology program. 


 
Curricular Actions: 


• Faculty conveyed student concerns about academic advising to the SSHA advisors. 
• Faculty organized methods for disseminating information to undergraduates regarding 


how to gain research experience, how to apply for grad school, GRE preparation, and 
similar matters, starting at least in junior year. 


• Faculty recommended use of cumulative final examinations in courses.  
 
Assessment Actions: 


• After discussing concerns about the ETS test as an assessment tool, and given the pilot 
nature of the present test administration, the faculty agreed it is premature to make any 
assessment changes. The faculty concluded that it needs several more years of test data, 
especially under conditions where all graduating seniors must take the test, before 
considering important program changes.  


• Faculty are considering possible ways to address the low motivation some students may 
have towards taking this exam. 


• The faculty discussed whether to consider a poor performance as a department mean 
less than the 25th percentile, fair as less than 50th percentile, good as less than 75th 
percentile and excellent as above the 75th percentile. The faculty decided to postpone 
such standards until we have more experience with this test.  


• The faculty agreed to use the SATAL program to support student interviews for 
assessment purposes. 


• The faculty agreed to continue the use of NSSE and UCUES survey data for assessment 
purposes.  
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SOCIOLOGY, B.A. 
 


PLO: Design and evaluate empirical sociological research.  
 
Student Learning Conclusions:  Students demonstrated acceptable performance on all four of the 


criteria assessed, falling primarily into the satisfactory to good range in use of evidence, use 
of research methods, and writing style. Scores for the use of sociological concepts criterion 
were slightly better than good.  The data suggest some attention to building student ability 
to conduct research is necessary.  


 
Curricular Actions: 


• Developed Soc 15, a lower division course dedicated to teaching research methods and 
the evaluation of evidence, which is required of all majors and minors.  


• To ensure majors receive training in the three core aspects of sociological analysis, the 
major was designed to require Soc 10 a statistics course and Soc 100 a theory course as 
well as Soc 15.   


 
Assessment Actions: 


• Determined that shorter, embedded questions would serve the faculty better as the 
program grew. Toward that end, the faculty will 
 Develop pre and post test assessment tool to gain information on student gains 


rather than inferring them from an end-product.  
 Engage in a rubric-based examination of student proficiency in finding and 


summarizing relevant peer-reviewed articles.  
 


 
 







 24 


SPANISH LANGUAGE, MINOR 
 


PLO: Students completing the minor in Spanish possess Spanish writing skills equivalent at least to 
the advanced level of the ACTFL Proficiency Guidelines: the student will be able to write about a 
variety of topics with significant precision and detail, and to produce organized compositions 
and short research papers. 


 
Student Learning Conclusions:  The direct and indirect evidence shows that all students reached 


an advanced level of written Spanish. 
 
Curricular Actions: 


• Across the program address use of accent marks and promote development of student 
ability to write in Spanish without inferring from English.  


 
Assessment Actions: 


• Introduce a value-added approach by assessing student writing as they enter the minor 
for comparison to skill levels upon completing the minor.  


• Capitalize on faculty interest in assessment and decrease individual workload by 
increasing the number of faculty involved in assessment to more than three.  


• Improve directions for developing reflective essays.  
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Who are our freshmen?


Institutional Planning & Analysis
December 16, 2009







This presentation:This presentation:


• Compares entering freshman cohortsCompares entering freshman cohorts, 
from 2005 through 2009


• Provides overview of three related studies• Provides overview of three related studies
– Beginning College Survey of Student 


Engagement (BCSSE)Engagement (BCSSE)
– New Student Survey 


Ad i i V lidit St d– Admission Validity Study 







Characteristics of FreshmenCharacteristics of Freshmen


• High School GPA • Admits by ExceptionHigh School GPA
• SAT Scores


– Math


Admits by Exception
• Eligible in Local 


ContextMath
– Reading
– Writing


• First Generation
• STEM Major


• A through G Courses
• HS Honors Courses


STEM Major
• 1st Sem Credit Hours
• Live in Dorm 1st Sem


• WRI 1 Enrollments
• MATH 5 Enrollments


• Live in Dorm 1 Sem
• Spoke Only English in 


HomeHome
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ConclusionsConclusions
• Percent who are first generation college students and g g


admitted by exception increased after first two years
• Preparation for college varied little over first five years 


(high school gpa, a thru g course completion, mean sat(high school gpa, a thru g course completion, mean sat 
scores, honors courses taken)


• Proportionally fewer recent students took Math 5 or 
Writing 1 during their first semesterWriting 1 during their first semester


• Mean credit hours taken during first semester 
decreased after first three years


• Percent who spoke only English at home decreased 
monotonically over five years (only clear trend in data)







Additional Data SourcesAdditional Data Sources


• Beginning College Survey of StudentBeginning College Survey of Student 
Engagement (BCSSE)


• New Student Survey• New Student Survey
• National Survey of Student Engagement
• University of California Undergraduate 


Experience Survey (UCUES)
• College Board’s Admission Validity Study
• http://surveys ucmerced eduhttp://surveys.ucmerced.edu







BCSSE/NSSEBCSSE/NSSE
• Beginning College Survey of Student Engagement


– Measures pre-college academic and co-curricular experiences 
and student interest in and expectations for participating inand student interest in and expectations for participating in 
educationally purposeful activities during college 


– Administered in summer to incoming freshmen (Age 18+ Only)
Launched nationwide in 2007; Conducted in at UCM in 2008– Launched nationwide in 2007; Conducted in at UCM in 2008


• National Survey of Student Engagement (NSSE)
– Assesses engagement in educational practices associated with 


high levels of learning and developmenthigh levels of learning and development
– Administered in spring to all freshmen & seniors (Age 18+ Only)
– Conducted in 2006, 2007, and 2009


P i d ith NSSE BCSSE lt id i d th• Paired with NSSE, BCSSE results provide an in-depth 
understanding of first-year students’ engagement 


• Both allow for comparisons with participating collegesp p p g g
• Continue Biennially?  Add FSSE?







New Student SurveyNew Student Survey


• Conducted each fall (before midterm grades)Conducted each fall (before midterm grades)
• Administered to freshmen and transfers
• ContentContent


– First College Choice
– Reasons for Attending UC Mercedg
– Satisfaction with UC Merced
– Student Skills and Abilities
– Hours Spent During Typical Week in Merced
– Academic Expectations and Plans







Admission Validity StudyAdmission Validity Study


• Conducted in fall with the College BoardConducted in fall with the College Board
• Dependent Variable


– Cumulative GPA earned at UC MercedCumulative GPA earned at UC Merced 
• Predictors and Covariates


– SAT Scores & High School GPA– SAT Scores & High School GPA
– HS API Scores, First Language, First 


Generation Status, Intended Major, Admit Type, j , yp
• Studies


– 2007 freshman cohort in Fall 08 and Fall 0900 es a co o t a 08 a d a 09
– 2008 freshman cohort in Fall 09







For additional informationFor additional information


• http://surveys ucmerced eduhttp://surveys.ucmerced.edu
• http://ipa.ucmerced.edu/student.htm


Mi h l R @ d d• Michael Roona: mroona@ucmerced.edu
• Nancy Ochsner: nochsner@ucmerced.edu
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Focus Group Questions and Activities 
 
Goal:  The focus of this session is to determine key responses to students’ learning experiences 
in the major program.  The interview concludes with a problem-solving opportunity to ensure 
constructive and applicable feedback. 
 
Topics of Interest:  Program Learning Outcomes, support services, instructional methods, 
workload, extracurricular activities, research opportunities (further suggestions?) 
 
 
Two Options for the Category of Brainstorming (15 minutes) 
 
Open-ended questions: 


(1) Take about 2-3 minutes to list or write a brief paragraph about your primary experiences 
as a Physics student.  What are the immediate images, concepts, or phrases that come to 
mind? 


(2) Exchange your writing with a partner, take about 5 minutes to read and discuss 
responses.  It is not necessary to agree on a unified perspective, though to identify what 
appear to be a few positive and a few negative responses worth sharing with the group 


(3) Pairs report to the group about main ideas; Anne will list on board 
 
* If any of the above topics of interest were not mentioned in responses, weave into conversation 
and ask follow-up questions. 
 
Close-ended questions: 


(4) A brief survey and then discussion.  Survey would include questions that ask the student 
to rate understanding of Program Learning Outcomes on a scale of 1 to 10 with 1 being 
not at all and 10 being exceptionally well.   


 
Elaboration (15 minutes) 


(5) At what point (or which project) did you really feel as though you were fully engaged 
with and learning Physics? 


(6) Have there been teaching practices that have been particularly effective at supporting 
your learning?  How so? 


(7) How influential have Physics-related “culture” activities been towards your learning?  
These activities might include extracurricular clubs, presentations at science fairs, etc. 


 
Parting Wisdom (15 minutes) 
 
Imagine that you have opportunity to share impart your wisdom to incoming students…  


(8) What do you think would be most important for them to know about the Physics major? 
(9) What will a student need to do to succeed?  
(10) How can this message about best be delivered? 
(11) What will the faculty need to do to encourage student success (within the major 


and professionally)   
(12) How can this be best implemented? 







Physics Major 
Focus Group, Summary Report 
June 2009  
 
Goal:  The focus of this interview session is to determine key responses to students’ learning 
experiences in the Physics major program, concluding with a problem-solving opportunity to ensure 
constructive and applicable feedback. 
 
 
Brainstorming  
 


(1) Take about 2-3 minutes to list or write a brief paragraph about your primary experiences as a 
Physics student.  What are the immediate images, concepts, or phrases that come to mind? 


 
Curriculum 
 


Laboratory reports: Frustration about assignment design, students need clear instructions and a rubric 
since report writing process can be subject-specific. 
 
Homework: Most assignments are homework; exams are rare and high-stakes.  “A good homework 
assignment is one that fits with previous work but includes a bit of a challenge.  A bad homework 
problem is one where it is really easy or so hard the teacher can’t answer.”  Another rare situation is 
too many exams and very few homework problems to prepare for exams. 
 
Rubrics: They are rarely shared with assignments. “Rubrics are useful because not only can you see the 
expectations, you can also go back and figure out how to improve.”  “It would be nice to know what 
was expected.” 
 
MIT courseware: Not appropriate level of difficulty nor aligned with instructional focus.  Not 
mathematically rigorous enough. 
 
Sequencing of courses (coherency):  Current catalog provides better links between courses than 
previous years.  In some courses, material is very easy and quickly becomes too difficult.  Lower-
division courses were often taught by post-docs, so temporary contact with some faculty (and turn-over 
with course assignments).   
 


Student experience 
 


Lord of the flies: Tight-knit group of students 
 
Teaching Assistants: Quality varies considerably.  Some are disengaged or not prepared to teach.  
Successful TAs work closely with faculty mentors. 
 
Fun and new professors, though some faculty do not seem prepared for class (lecture) or focused on 
teaching.  “Nevertheless, I think the Physics program is still interesting.” 
 
 







Program Learning Outcomes.  Upon graduation, how well prepared do you feel with respect to the 
following learning outcomes?   
 
[Scale of 1-5. Well-prepared = 5; Average = 3; Under-prepared = 1] 
 


Physical Principles. Students will be able to apply basic physical principles – including classical 
mechanics, electricity and magnetism, quantum mechanics, and statistical mechanics – to explain, 
analyze, and predict a variety of natural phenomenon. 


 
[4] Very well prepared in all areas, perhaps a little less so with quantum mechanics.  Statistical 
mechanics seems less integrated with the other areas of Physics. 


 
Mathematical Expertise. Students will be able to apply advanced mathematical techniques (e.g. 
calculus, linear algebra, probability, and statistics) in their explanations, analyses, and predictions 
of physical phenomena. 


 
[3] Math and Physics classes seem isolated from one another.  For example, linear algebra is not 
aligned with quantum mechanics (in the Math department), so difficult to connect skills.   


 
Experimental Techniques. Students will be able to take physical measurements in an 
experimental laboratory setting and analyze these results to draw conclusions about the physical 
system under investigation, including whether data supports or refutes a given physical model. 


 
[4] Lab research experiences beyond the classroom have been immensely helpful learning 
experiences (learning to write effective notes, for example).   


 
Communication and Teamwork Skills. Students will be able to clearly explain their 
mathematical and physical reasoning, both orally and in writing, and will be able to communicate 
and work effectively in groups on a common project. 


 
[2.5] Group work opportunities, thus far, have been rare (exception is WRI 116).  Students would 
like more instruction and opportunities to practice skill.  Referenced Physics 160 as the only 
instance where this is cultivated – would like more opportunities to present research findings 
(orally and in writing).  Best teamwork experiences have been outside the classroom in laboratory 
work and presenting at undergraduate conferences.  “Amount of presented works in our classes is 
lacking in terms of preparing us for careers [or graduate school].” 


 
Research Proficiency.  Students will be able to formulate personal research questions that expand 
their knowledge of physics.  Students will be able to apply sound scientific research methods to 
address these questions, either by researching the current literature or developing independent 
results. 


 
[2] Respondents grappled with the idea of formulating personal research questions, debating 
whether this is feasible for undergraduates.  Curriculum does not build to the outcome, but research 
opportunities do.  All concluded that intensive mentoring will be necessary. 


 
 
 
 







Elaboration  
 
Engagement.  At what point (or which project) did you really feel as though you were fully engaged 
with and learning Physics? 
 


Not yet, all admitted that synthesis is something that occurs at another stage.  One respondent 
mentioned being part of a meeting with a graduate student preparing for a qualifying exam, and 
having the epiphany that he was able to answer some of the same questions. 


 
Teaching Practices. Have there been teaching practices that have been particularly effective at 
supporting your learning?  How so? 
 


Math: Teaching math in a rigorous, sequential way – not skipping any steps to show the Math 
behind the Physics.  Students would benefit from a full, complete and thorough description of the 
basic mathematics and how it fits with the Physics.  Rigorous proof to demonstrate mathematics, in 
classes without it “my understanding has been deficient, I know that for a fact.” 
 
Finding connections:  In lecture, referring back to previous points helps students “mind-map” the 
concept.   
 
Knowing students’ current knowledge:  Ask or test for knowledge (or be familiar with the 
standards of pre-requisites) to situate teaching.   


 
Extracurricular Activities.  How influential have Physics-related “culture” activities been towards 
your learning?  These activities might include extracurricular clubs, presentations at science fairs, etc. 
 


Research Day: Presentation for general audiences at Research Day has not tested knowledge or 
benefited project development.  Format was useful in terms of connecting with a general audience. 
 
Seminars and Conferences:  Seminars have been very helpful towards learning more about the 
field.  Students mentioned conference participation as beneficial towards their learning and 
professional advancement, “building professional connections, seeing hiring opportunities.”  A 
respondent added the caveat that conferences are not for every Physics student.  “It takes a 
mentality to be a Physics student.  You have to be interested in things that you can’t see.  That 
takes a lot of dedication.” 
 
Professional memberships: Receiving the field publications has been useful particularly “seeing 
articles and how the writing works.” 
 
 
 
 
 


 
 
 
 
 







Parting Wisdom:  Imagine that you have opportunity to share impart your wisdom to incoming 
students.  What will a student need to do to succeed in the Physics program? 
 


Study / Time Management: Identify early on what your challenges will be, mathematics for 
example. 
 
Student mentors: Challenge with connecting with incoming Physics majors is that many of them 
are undeclared or minors. 
 
Faculty mentors: Find faculty who you feel comfortable asking questions and fit with your 
strengths.  Don’t be afraid to ask questions and push yourself to learn. 
 
Advisors:  Advising is “very below average” (according to one student).  Students are often 
advised against taking challenging courses or do not seem to fully understand the Physics 
curriculum (e.g. that ICP would be relevant).  One student joked that advising is usually like this, 
so it is important to read the catalog to be knowledgeable about what is needed.  Be assertive about 
your goals. 


 
Conclusion: Summary of general student consensus.  What are the key points that the faculty should 
know? 
 


Teaching Assistants:  The benefits of faculty mentoring are evident, as the quality of teaching 
varies accordingly.  Some TA’s do not respond to student work or show up to discussion sections.  
Some TA’s have not been knowledgeable within the field.  Others, with faculty guidance and clear 
expectations, have been incredible. 
 
Textbooks:  Use of textbooks vary, often not integrated into lectures (ideally would serve as a 
reference guide).  Lectures often differ so much from the content of the textbook that the purpose 
of the textbook has been confusing. 
 
Awareness of the sequencing of courses: Instructors knowing how courses fit together will help 
pace the material and establish connections among courses.      


 
s 
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Anthropology Major 2008-2009 PLO Assessment: Summary of faculty evaluation of student papers.  


Criterion 
Student ID  


1  2  3  4  5  6  7  
1. Address key concepts applied in either historical or contemporary 
anthropological studies  P P P A P P A 


2. Discuss the major theoretical approaches that have shaped the 
discipline of anthropology over time  A P A A A P A 


3. Address how and why anthropological perspectives and practices 
have changed over time  P P A n/a n/a A A 


4. Address how anthropological thought has influenced or been 
influenced by other disciplines in the social sciences, natural sciences, 
and humanities  


A A P A n/a n/a A 


5. Appraise anthropology as a dynamic and self-reflexive discipline  A P A n/a n/a A A 
A = adequate; P = proficient; M = Mastery; n/a = not applicable (i.e., given the flexibility in paper topic selection by students, some papers 
did not address all five evaluation criteria). 
 








Name of accredited or 
certificated program


Professional, 
special, state*, or 


programmatic 
accreditation 


agency for this 
program Date of most recent accreditation action by agency


Summary ("bullet points") of key 
issues for continuing institutional 


attention identified in agency 
action letter or report


One performance indicator accepted by the agency; selected by 
program


For one indicator, provide 3 
years' trend data.  Use link to 


cell for graph is desired.


Indicator: Student confidence in their ability to work within engineering 
management teams including their satisfaction with the education and 
experience they received through this program in this regard.


Evaluation: Formal assessment by each graduating student in the form of a 
written exit interview followed by an individual in-person verbal interview 
with the goal of identifying which experiences were most and least valuable 
to the student in this regard.. 
Indicator: Student confidence in their appreciation and understanding of 
global issues relative to their career choice including their satisfaction with 
the education and experience they received through this program in this 
regard.


Evaluation: Formal assessment by each graduating student in the form of a 
written exit interview followed by an individual in-person verbal interview 
with the goal of identifying which experiences were most and least valuable 
to the student in this regard.. 


Indicator: Student confidence in their ability to design and conduct 
experiments including their satisfaction with the education and experience 
they received through this program in this regard.


Evaluation: Formal assessment by each graduating student in the form of a 
written exit interview followed by an individual in-person verbal interview 
with the goal of identifying which experiences were most and least valuable 
to the student in this regard.. 
Indicator: Student confidence in their skills in oral and written 
communication including their satisfaction with the education and 
experience they received through this program in this regard.


Evaluation: Formal assessment by each graduating student in the form of a 
written exit interview followed by an individual in-person verbal interview 
with the goal of identifying which experiences were most and least valuable 
to the student in this regard.. 
Indicator: Student confidence in their ability to engage in lifelong learning 
through their professional careers including their satisfaction with the 
education and experience they received through this program in this 
regard.


Evaluation: Formal assessment by each graduating student in the form of a 
written exit interview followed by an individual in-person verbal interview 
with the goal of identifying which experiences were most and least valuable 
to the student in this regard.. 


*Within the WASC region only


This program has not yet undergone 
formal review or evaluation.


This program has not yet undergone 
formal review or evaluation.


See the first two years of 
School of Engineering exit 
interviews results (AY08-09 
and AY09-10).  These and 
other indicators are reflected in 
both quantitative and 
qualitative responses.


See the first two years of 
School of Engineering exit 
interviews results (AY08-09 
and AY09-10).  These and 
other indicators are reflected in 
both quantitative and 
qualitative responses.


See the first two years of 
School of Engineering exit 
interviews results (AY08-09 
and AY09-10).  These and 
other indicators are reflected in 
both quantitative and 
qualitative responses.


This program has not yet undergone 
formal review or evaluation.


See the first two years of 
School of Engineering exit 
interviews results (AY08-09 
and AY09-10).  These and 
other indicators are reflected in 
both quantitative and 
qualitative responses.


We anticipate requesting an  accreditation review that would take place 
during the fall of 2012. 


Materials Science & 
Engineering ABET We anticipate requesting an  accreditation review that would take place 


during the fall of 2012. 


Computer Science & 
Engineering ABET We anticipate requesting an  accreditation review that would take place 


during the fall of 2012. 


Biological Engineering ABET


Table 8.1: Inventory of Concurrent Accreditation and Key Performance Indicators


See the first two years of 
School of Engineering exit 
interviews results (AY08-09 
and AY09-10).  These and 
other indicators are reflected in 
both quantitative and 
qualitative responses.


Environmental 
Engineering ABET We anticipate requesting an  accreditation review that would take place 


during the fall of 2012. 
This program has not yet undergone 
formal review or evaluation.


Mechanical Engineering ABET We anticipate requesting an  accreditation review that would take place 
during the fall of 2012. 


This program has not yet undergone 
formal review or evaluation.







School of Engineering Senior Exit Survey Trend


As a graduating senior, I feel adequately 
prepared to independently design and 


conduct experiments.


I have taken the Fundamentals of 
Engineering exam.


If you have not taken the Fundamentals of 
Engineering exam, do you plan to take it within 


two years of graduation?


If you have taken the Fundamentals of 
Engineering exam, do you plan to take the 


Professional Engineering exam after 5 years 
EIT experience?
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In general, teamwork experiences in my 
undergraduate courses (when applicable) 


were positive.


I have a conceptual understanding of group 
dynamics and team project experiences, which 
have, given me the skills and strategies that will 


make any future teamwork successful.
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School of Engineering Senior Exit Survey Trend


The instruction and guidance in teamwork I 
have received from my major-specific 


professors in core upper-division courses 
were adequate.


The instruction and guidance in teamwork I 
have received from other School of 


Engineering professors were adequate.


I am confident that my undergraduate 
instruction in oral and written communication 


skills has prepared me to perform capably 
on the job.


I fully understand the kinds of writing and 
speaking I will be asked to do as a 


professional engineer.
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I received high quality guidance and 
instruction in writing and speaking.


I believe that I have an adequate 
understanding of the global issues relating to 


engineering and the societal context of 
engineering as a profession.
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I believe that my education at UC Merced, 
School of Engineering has contributed 
significantly to my understanding of the 


global issues relating to engineering and the 
societal context of engineering as a 


profession.


Additional educational opportunities are 
needed for future students to understand the 


broader context of engineering in society.


I have participated in life-long learning 
activities while an undergraduate student on 


campus.


I have participated in life-long learning and 
plan to pursue life-long learning related to 


my engineering field.
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While an undergraduate student, I was a 
member of, and participated in, at least one 


engineering society professional organization 
on campus.


My participation in student professional 
chapters helped me to continue as an 


engineering student at UC Merced.
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I plan to become a full member in a 
engineering professional society after 


graduation.


My undergraduate education at UC Merced, 
School of Engineering has adequately 


prepared me to use my time management 
and interpersonal communication skills to 


become a successful engineering 
professional.


My undergraduate education at UC Merced, 
School of Engineering has adequately 


prepared me to use my skills and techniques 
for information-gathering to become a 
successful engineering professional.


My total undergraduate instruction and 
guidance at UC Merced, School of 


Engineering has adequately prepared me to 
become a successful engineering 


professional.


45%


37%


16%


3%
0%


26%


44%


12% 12%


6%


0%


5%


10%


15%


20%


25%


30%


35%


40%


45%


50%


1    Strongly 
Agree


2 3 4 5   Strongly 
Disagree


%
 R


es
po


ns
es


2009 2010


42%


50%50%


40%


50%


60%


s


50%


44%


40%


50%


60%


52%


29%


19%


65%


35%


0%
0%


10%


20%


30%


40%


50%


60%


70%


1    Strongly Agree 2 3


%
 R


es
po


ns
es


2009 2010


45%


37%


16%


3%
0%


26%


44%


12% 12%


6%


0%


5%


10%


15%


20%


25%


30%


35%


40%


45%


50%


1    Strongly 
Agree


2 3 4 5   Strongly 
Disagree


%
 R


es
po


ns
es


2009 2010


42%


50%


8%


0% 0%


26%


50%


12%


3%


9%


0%


10%


20%


30%


40%


50%


60%


1    Strongly 
Agree


2 3 4 5   Strongly 
Disagree


%
 R


es
po


ns
es


2009 2010


32%


50%


16%


3%
0%


21%


44%


24%


6% 6%


0%


10%


20%


30%


40%


50%


60%


1    Strongly 
Agree


2 3 4 5   Strongly 
Disagree


%
 R


es
po


ns
es


2009 2010


52%


29%


19%


65%


35%


0%
0%


10%


20%


30%


40%


50%


60%


70%


1    Strongly Agree 2 3


%
 R


es
po


ns
es


2009 2010


Spring 2010 6/12/2009





		Inventory

		Supporting Data






Environmental Engineering Major 2008-2009 PLO Assessment: Average class grade for lines of evidence provided for PLO-2. 
Course Line of Evidence Average Grade 
EnvE 110 (1) Homework #5: Statistics, snow hydrology 85% 
EnvE 110 (2) Midterm #2, question 5: Physics, hydrology, experimental design  86% 
EnvE 130 (1) Quiz #1, question #1: Math, chemistry concepts in 130 context 86% 
EnvE 130 (2) Quiz #2, question #7: Chemistry in 130 context 36% 
EnvE 130 (3) Quiz #2, question 20: Chemistry in 130 context 86% 
EnvE 130 (4) Midterm exam, problem #1: Mass balance concepts in air quality 64% 
EnvE 130 (5) Midterm exam, problem #2: Physics and chemistry in 130 context 67% 
EnvE 130 (6) Final exam, problem #2: Air quality data interpretation 90% 
EnvE 160 (1) Research report on sustainable energy (problem-solving component) 88% 
 













Spanish Minor 2008-2009 PLO Assessment: Summary of faculty assessment of student written work. 
                              Content Organization Grammar  Vocabulary  Spelling/Punctuation 
Student 1  Excellent  Excellent  Excellent  Excellent  Very good  
Student 2  Excellent  Excellent  Excellent  Excellent  Excellent  
Student 3  Excellent  Excellent  Excellent  Excellent  Excellent  
Student 4  Good  Good  Good  Good  Fair  
Student 5  Excellent  Very Good  Excellent  Excellent  Excellent  
Student 6  Good  Good  Good  Good  Good  
Student 7  Very Good  Very Good  Very Good  Good  Very Good  
Student 8  Good  Good  Good  Good  Good  
Student 9  Excellent  Excellent  Excellent  Excellent  Very Good  
Student 10  Good  Good  Good  Good  Good  
Student 11  Excellent  Excellent  Excellent  Excellent  Excellent  
 













TABLE: Comparison of PLO Assessment Planning to Implementation, based on 2009 FAO Reports and PLO Assessment Reports filed in January 2010, respectively. 


Program
PLO Planned          
to Examine


PLO              
Examined


PLO Report contains 
rationale for PLO 
ultimately 
examined? Direct Evidence Planned Direct Evidence Examined


Rationale for selected 
assessments in PLO 
Assessment  Report?


Indirect           
Evidence Planned


Indirect           
Evidence Used


Planned Faculty 
Involvement in 
Evidence Review 


Faculty Involvement in 
Evidence Review


Anthropology Not specified. PLO 1 Yes
Development of pieces for a 
portfolio to be assessed in two 
years. 


Final paper in required course Yes To develop but not 
deploy in this year. 


No: But developed as 
planned. All All


Applied Math PLO 1 PLO1 & 2 Yes Embedded exam questions in Math 
22, 24, 131


Two embedded questions, homework and 
final, for each of two PLOs examined from 
each of the first two upper division courses 
in the major Math 131 & 132


Yes Senior exit survey 
& alumni survey Student focus group All All


Biology PLO1 PLO 1 Yes
Embedded final exam questions in 
5 courses representing all 
emphasis tracks within Biology


Collected direct evidence in form of final 
exam questions from 3 different courses 
but assessed only one of these in end due 
to challenges in assessment design


Yes None None
A subcommitte of the 
Biology Curriculum 
Committee


All members of Bio 
Curriculum Committee plus 
1 additional ladder faculty 
member for a total of 4, 
~20% of faculty.


Chemistry PLO 1 PLO 1 Yes


Embedded final exam questions in 
6 required upper division courses: 
Chem 100, 111, 112, 113, 115, 120.
Lab reports from Chem 101L & 
114L


Embedded final exam questions in Chem 
100, Chem 113, lab reports from Chem 
114L; and student independent research 
reports from Chem 195


No Online exit survey None
All faculty as part of 
"normal administration of 
our courses"


All looked at some student 
work, working in pairs


Cognitive Science Not specified 


PLO 2, revised 
prior to 
implementing 
assessment


Yes For PLO 2, written lab project from 
COGS 105


Mock research proposal that is 
culminating project in COGS101, a 
required course.


Yes None None


Instructors will grade 
embedded assessments; 
all facutly will participate 
in WASC meetings.


Two faculty that did not 
instruct the course used a 
rubric to review student 
work.


Core 1


Two Core 1 PLOs 
aligned with 8GPs 
Communication & 
Self & Society  


Two Core 1 
PLOs aligned 
with 8GPs 
Communication 
& Self & Society  


Yes Course cummulative essays Course cummulative essays Yes None


No; to be developed 
as gather assessment 
information from 
course evaluations.


Core 1 Curriculum 
Committee


13 Core 1 instructional 
faculty.


Computer Science    
& Engineering PLOs a-e PLO a Yes


Student work in courses, including 
projects, exams, lab reports, 
computer simulations, etc.


Student work from multiple offerings of 3 
core CSE courses, including problem 
solving homework assignments, exams 
and projects


None Student post-
graduation success None Pannel of faculty


Five course instructors 
working independently and 
reflecting on own courses 
with oversight of FAO


Earth System 
Science Not specified None N/A N/A None N/A


Graduate exit 
survey; Results of 
UCM Graduating 
Senior Survey


Yes, program-
developed survey


ESS assessment 
coordinating committee


All faculty in interpreting 
survey results


Environmental 
Engineering Not specified PLO 2 Yes Problem sets and exam questions Student work from 3 of  5 required EnvE 


courses No Senior exit survey None


Course instructor with 
review by the Program 
Assessment 
Representative 


FAO after contributing 
faculty had assessed work 
as part of course


Environmental 
Systems PLO 1 PLO 1 Yes


Core course project, qualifying 
exam, research proposal, 
thesis/dissertation


Core course project report and 
presentation No but in plan Core course 


student survey None Education Policy 
Committee


FAO after contributing 
faculty had assessed work 
as part of course


Global Arts Studies 
Program (GASP) PLO 1 PLO 1 Yes Locally developed exam in any 


GASP course Course work as judged through grades. No None Grades All faculty A single facutly member.







Program
PLO Planned          
to Examine


PLO              
Examined


PLO Report contains 
rationale for PLO 
ultimately 
examined? Direct Evidence Planned Direct Evidence Examined


Rationale for selected 
assessments in PLO 
Assessment  Report?


Indirect           
Evidence Planned


Indirect           
Evidence Used


Planned Faculty 
Involvement in 
Evidence Review 


Faculty Involvement in 
Evidence Review


History PLO 1 PLO 3 Yes
Short papers and projects, 
analytical papers and projects, and 
exams, senior theses


Senior theses Yes None None Faculty Subcommittee Faculty subcommittee of 
three.


Literatures & 
Cultures Not specified PLO 1 Yes Portfolios Senior projects due to challenges 


implementing electronic portfolio system Yes Reflective essay Reflective essay but 
results not reported


Faculty Subcommittee of 
three Two faculty


Mechanical 
Engineering Not specified PLO l Yes


Student work in courses including 
projects, exams, lab reports, 
computer simulations, etc.


Student work from multiple offerings of 3 
core ME courses, including problem 
solving homework assignments, exams 
and projects


No, but generally in 
plan


Senior exit 
interview/survey, 
student course 
surveys


Student reports of 
time spent on course 
learning outcomes in 
support of PLOs; 
student exit 
interviews


All faculty via a design in 
which indivdiual faculty 
review student work and 
the FAO verifies faculty 
scoring


FAO after contributing 
faculty had assessed work 
as part of course


Media Arts Program 
(MAP) PLO 1 PLO 1 No; it was the plan. Embedded questions in courses of 


all instructors.
Student responses to quizzes or questions 
requiring demonstration of knowledge


Yes, specific to each 
art medium. None


Student self-
assessment in 
response to questions 
posed in courses. 


Faculty assessment 
coordinator along with all 
faculty, including lecturers 
and visting faculty.


Nearly all faculty


Merritt Writing 
Program Not specified PLO 1 Yes Portfolio


Student portfolios, although no rating of 
quality of student work emerged as the 
goal was  to develop the rubric for use in 
the spring


No, using portfolio 
which is the program's 
assessment tool


Student surveys, 
student focus 
groups


PLO question on 
course evals; for 
minor senior survey 
and focus group


Most faculty via 
established assessment 
infrastructure


Six faculty


Natural Sciences 
Education (NSED) 
Minor


PLO 1 & 2 PLO 1 & 2 No but assessed both 
(all) PLOs.


Exam questions in a lower division 
(PLO 1) and upper division (PLO 2) 
course


Embedded questions in two lower division 
courses. Yes


Senior exit survey, 
course embedded 
surveys, individual 
student interviews


Student surveys and 
informal student and 
instructor interviews


Faculty director, program 
coordinator, individual 
faculty


All faculty involved, but 
assessment conducted at 
course level so not all 
faculty examined student 
work


Philosophy Not specified 


PLO 2 - Revised 
prior to 
implementing 
assessment


Yes


Not specific. Identified types of 
evidence that would be aligned with 
PLOs and maintained by individual 
faculty 


Questions from final exams in required, 
lower division course from 3 different 
semesters 


Yes None None


Individual instructors 
generate evidence; ladder 
faculty with primary 
appointment in philosophy 
review it.


One faculty member scored 
work but all 3 faculty 
reviewed summary data.


Physics PLO 2 PLOs 1 & PLO 2 Yes Cummulative finals in four courses 
(110, 105, 107, 112), senior thesis 


Two questions from each of four final 
exams representing 3 core upper division 
physics courses from two years (105, 110, 
137)


No
Student 
perceptions survey 
and exit interview


Student focus group Faculty pannel
Faculty pannel consisting of 
7 of 8 ladder faculty, plus a 
lecturer


Political Science PLO 1 PLO 1 Yes, in that following 
assessment plan


Embedded exam questions in 
upper division courses


Embedded question in upper division 
course final exam


Yes, in that following 
assessment plan


Focus group with 
graduating seniors Student focus group Assessment committee Assessment Committee 


composed of two faculty


Psychology PLO 1 PLO 1 Yes, in that following 
assessment plan


Educational Testing Services 
Psychology Major Test


Educational Testing Services Psychology 
Major Test Yes


Relevant UCUES 
and NSSE 
questions


Semi-structured exit 
interview Reviewing results


One facutly member & one 
graduate student conducted 
exit interview


Sociology PLO 1 PLO 2 Yes Student research papers Student research papers Yes None None FAO plus one other 
faculty member All ladder rank


Spanish Minor PLO 1 PLO 3 Yes Portfolios from courses in which 
students completing the minor


Portfolios from courses in which students 
completing the minor Yes Reflective essay Reflective essay Faculty committee Two faculty























 
School of Natural Sciences Life Sciences Curriculum Committee 


BIOLOGY FACULTY MEETING 
April 6, 2010, 12 pm Science & Engineering 370K 


 


Prepared by Alice Moua, Page 1 


 


Meeting Participants 
David Ardell 
Henry Forman 
Carolin Frank 
Andy Liwang 
Patti Liwang 
David Ojcius 
Rudy Ortiz 
 


Agenda Items 
 
Discuss the life sciences assessment report for program learning outcomes 1: 
 
Graduates from the Biological Sciences programs will have demonstrated an understanding of the 
tenets of modern biology and an understanding of how cellular functions are integrated from the 
molecular level to the cellular level, through to the level of organism, populations, and functioning 
ecosystems. 
 
Hear proposals for improving the learning outcomes in the future.  We are required by the WASC 
Steering Committee to hold this meeting before April 14. 
 
 


Final Recommendations 
 
Given the need for improvement of our students in areas such as Scientific Accuracy, instruction on 
this should start with our very first Biology courses. Therefore, BIO1 and BIO2 should be integrated 
properly into a 1 year introductory course as has been planned for some time, but not yet 
implemented. There are three major requests for the BIO1/2 committee in this regard: 
 


1. All 5 program learning outcomes should be covered over the two semesters, at least to a 
basic degree, and these should be shared with students in the syllabi. 


2. The faculty reaffirms the quantitative emphasis of the BIO major and would like that to 
continue to be part of BIO1/2. 


3. The faculty requests that the BIO1/2 committee make sure that students have enough 
Chemistry background before teaching subjects such as “Metabolism”.  Alternatively, it is fine 
to adjust BIO1 & 2 content so that it does not assume knowledge of organic chemistry.  
Previously, BIO2 was “biochemistry light”, but now it should be part of an integrated first-year 
biology curriculum and may not need to cover all aspects of biochemistry (such as chemical 
aspects of metabolism) that it previously covered.   


 
In addition, there was discussion by some present that if Biology courses were going to require 
significant chemistry and/or math, it may be acceptable to ask students to take CHEM2 and/or 
MATH11 as prerequisites or co-requisites with BIO1/2.  This was not universally agreed upon, since 
there are concerns about students finishing the major on time.   
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SUMMARY REPORT FROM JANE FIORI LAWRENCE, VICE CHANCELLOR FOR 
STUDENT AFFAIRS 


Student Affairs’ third year, 2007‐08, was as exciting, challenging, stressful and 
rewarding as our first two years.  Services within the Division of Student Affairs 
were deepened, a new residence hall opened, a dining expansion got underway, new 
services and activities were available to students and new staff joined us bringing 
additional talents and skills to the University.   


After two years of concern about enrollment, we started fall semester 2007 with 
1871 students enrolled: 669 new freshmen, 116 new transfers and 50 new graduate 
students.  We also had 90 FTE students enrolled in summer 2007 classes.  Reaching 
this enrollment was the result of thoughtful and strategic collaboration between the 
Office of Admissions and the Schools.  A Shared Experience Program was created 
and implemented that allowed approximately 50 students to matriculate at UC 
Merced with guarantees that they could transfer, if they met certain conditions, to 
another UC school at the end of two years. We also put into place several new 
scholarship strategies to influence enrollment and respond to the financial needs of 
our mostly first‐generation low income students.  The Students First Center took 
responsibility for what we have come to call our “anti‐melt” campaign to reduce the 
number of students who SIR in the spring, but who do not matriculate in the fall.  
With the arrival of Kevin Browne as Assistant Vice Chancellor for Enrollment 
Management a comprehensive enrollment plan, new publications, new recruitment 
strategies and a new Welcome Center were rolled out during 2007‐08. 


In fall 2007, one of two buildings that make up the Sierra Terraces, Tuolomne Hall,  
opened.  It has proven to be a very popular facility for our freshmen students. 
During the year, the second building, Mariposa Hall, was finished, but not occupied, 
and we began an expansion of the Dining Commons.   


Two important committees got underway during this year.  The first, under the 
leadership of Le’Trice Curl, Director of the Office of Student Life, conducted an in‐
depth investigation into how we might go about creating a student union and what 
would be the critical features of our first union.  The second committee, co‐chaired 
by Jason Juarez and Charles Nies, looked at how we might create a Cultural Center 
on campus.  With support from the Cabinet, consultants were hired and a 
Chancellor’s Blue Ribbon Commission on Intercollegiate Athletics was created in 
late Spring 2008.  The Commission and the consultants will work throughout Fall 
2008 with a report due in early 2009.  More on the outcome of this Commission will 
be in the 2008‐09 Year End Reports.  


This year allowed us to begin the process of focusing on staff recognition and 
creating greater depth among our professional staff.  New assistant directors were 
hired in a number of units, the position of Director of Administrative Operations for 
the Division was created, the AVCs began to meet weekly with the Vice Chancellor 
and a staff recognition program was created and implemented.  The leadership of 
Student Affairs (director level and above) continued to meet as a team every two 
weeks throughout the year.  These meetings promote communication, coordination 







and collaboration and a team response to problems and issues.   In addition, retreats 
involving all managers, assistant directors and directors were held in January and 
July 2007.  Both retreats focused, in part, on the Five Year Strategic Plan for Student 
Affairs.  All Student Affairs staff is kept apprised of Divisional and campus initiatives 
via a bi‐weekly newsletter published by the Students First Center.  An all Student 
Affairs staff meeting was held in August 2007 so that staff would become familiar 
with the Division Strategic Plan and priorities for the coming year.   


The retirement of Allan Grimsby lead to a slight reorganization within Student 
Affairs and the creation of a third AVC position:  Assistant Vice Chancellor for Health 
and Wellness.  A national search was conducted for this position and Dr. Fuji Collins 
joined us in late June 2008.  For the third consecutive year we conducted a search 
for a director of the Career Services Center.  This search, like the previous ones, did 
not end successfully.  We are currently exploring alternative options.  Dr. Charles 
Nies was promoted to Associate Vice Chancellor in late Spring 2008.  Among his 
other duties will be responsibility for the Division of Student Affairs when the Vice 
Chancellor is away. 


Several of the important accomplishments that occurred during 2007‐08 were: 


• Hired an experienced professional from UCSB to serve as our Coordinator for 
Graduate Student Services 


• Opening of Tuolomme Hall; Completion of Mariposa Hall (Sierra Terraces) 
• Undergraduate Council approved extension of mid‐semester grades for 


another 5 years 
• Registrar’s Office received approval for block scheduling 
• Financial Aid Office processed 15,000 FAFSA applications for over 8,000 


students 
• UC Merced received its own unique Title IV Code 
• Highest numbers of applications and SIRs received to date 
• Creation of the Welcome Center and regional Admissions representative 


model 
• Expansion of workshops, “toolbox” series, tutoring to support student 


learning 
• Expansion of UC Merced’s sports club teams  
• Approval by Cabinet of Greek system 
• Students voted approval of an Associated Students of UC Merced fee and the 


Student Life fee 
• Bookstore experienced a 33% increase in sales; 74,000 transactions 
• Student Advising and Learning received UC Merced’s first McNair Grant 
• Over 3,000 visits to the Career Services Center and their creation of the first 


Student Employee of the Year Program 
 


The Student Response Team, under the leadership of Charles Nies, continued to 
expand its work during 2007‐08 and modified its protocols on how to address a 
range of student crises.  Proto‐Call was purchased and implemented to allow 24/7 
access to counseling services. 







The Student Fee Advisory Committee (SFAC), a student led committee that reviews 
and recommends to the Chancellor how all registration fees and campus‐based fees 
should be allocated, continued its important work throughout 2007‐08 under the 
able leadership of Jason Castillo.  In the Fall, the SFAC met with each department 
that received Registration fees to get an update on how fees were being spent; in the 
Spring the SFAC held hearings with each department receiving Registration fees and 
then deliberated on allocations and made funding recommendations to Chancellor 
Kang. 


The unit reports contained herein reflect a snapshot of their challenges and 
successes  during 2007‐08. The Student Affairs Year End Report was created for 
three reasons. First, and most important, the Report records the accomplishments 
and challenges of the staff and units within Student Affairs.  This Report is part of 
the history of the creation of the 10th campus of the University of California.  Second, 
this Report establishes a foundation upon which we can measure our progress in 
coming years.  Finally, the Report provides other administrators, faculty leadership 
and students with a better understanding of the range of activities and initiatives 
undertaken by units within Student Affairs.   


Student Affairs Leadership 


2007‐08 


Jane Fiori Lawrence, Vice Chancellor for Student Affairs 


Allan Grimsby, Special Assistant to the VCSA and Director, Special Student Services 
(through December 2007) 


Jorge Aguilar, Associate Vice Chancellor for Educational and Community 
Partnerships 


Charles Nies, Assosciate Vice Chancellor – Student Affairs 


Kevin Browne, Assistant Vice Chancellor – Enrollment Management 


David Keymer, Special Assistant to the VCSA (Spring 2008) 


Encarnacion Ruiz, Director of Admissions and Relations with Schools/Colleges 


Diana Ralls, Director, Financial Aid and Scholarships 


Elizabeth Boretz, Director, Student Advising & Learning Center 


David Dunham, Director, Campus Recreation and Athletics 


Debra Kotler, Director, Counseling Services 


Leslie Santos, Director of Residence Life & Housing 


Le’Trice Curl, Director of Student Life and Judicial Affairs 


Annette Garcia, Director of Administrative Operations, Student Affairs 







Susan Fauroat, Associate Director, Admissions 


Alex Delagillo, Associate Director, Admissions 


Alfred Day, Associate Director, Residence Life & Housing 


Steve Noret, Associate Registrar 


Orquidea Largo, Associate Director, Center for Educational Partnerships 


Heather Nardello, Assistant Director, Financial Aid 


Marie Fevinger‐Munoz, Assistant Director of Admissions and Relations with 
Schools/Colleges 


Kelly Patterson, Assistant Director, Career Services Center  


Jason Belheumer, Assistant Director, Financial Aid 


Greg Spurgeon, Assistant Director, Health Center 


Erin Webb, Assistant Registrar  


Josh Purga, Assistant Director, Counseling Services 


Lisa Perry, Manager, Students First Center 


Kevin Storms, Manager, Bobcat Bookstore 


Jason Souza, General Manager, Campus Dining Services 


 


 


 


 


 


 


 


 


 







Students First Center 
Year End Report 
20072008 


 
Mission Statement   
The Students First Center (SFC) assists the University of California, Merced, to 
maintain excellence in education, research and public service by assisting students, 
parents and visitors in a central location with information about a variety of campus 
services.  Located on the first floor of the Kolligian Library, the SFC is a student’s 
first stop for questions about admission, financial aid, scholarships, student records, 
and registration. 
 
Summary 20072008 
The SFC provided service to 9,535 people in the 2007‐08 academic year.  These 
contacts were tracked from August 20, 2007 to June 6, 2008 for 275 days of service 
with normal hours of operation Monday through Thursday 8:30AM to 5:30PM, 
Fridays 8:30AM to 5:00PM and special service hours as needed. This represents an 
average of 34.67 contacts a day receiving service from 2.5 staff members and 8 
carefully trained student staff.  The highest day of service occurred on May 30, 2008 
the last business day prior to the financial aid document deadline.  On this day the 
SFC provided service to 119 people with the majority of service taking place via 
phone under the Financial Aid Verification Related/Document Intake category.  
However, on Housing Move‐In day, August 24th, 2007, we had so many walk in 
customers that our lobby had a line out the door from approximately 8am to 5pm. 
 
Overall we experienced a small growth, in services provided, of 1.84% from 
2006/07 to 2007/08. These statistics do not take into account the amount of time 
spent with each customer, nor does it reflect the number of questions asked by each 
person.  The level of knowledge held by an SFC staff member enables them to 
provide service in a variety of areas.  Students are able to contact us for help with 
one question and receive service on a number of other topics.  For example, many 
students or parents call about financial aid and then move into questions about 
billing, payment plans and their payment options.  An inquiry of this nature would 
reflect one contact in our service statistics.   
 
There were many contributing factors that minimized the amount of growth in the 
service statistics at the SFC in the 2007/08 academic year.  On February 14, 2008 UC 
Merced officially opened its first Visitor Center.  Until this date, all visitor inquiries 
went through the Students First Center.  We saw a 26% decrease in the number of 
visitor related inquiries from 2006/07 to 2007/08.  Another factor was the 
improvement in the quality of online services.  In Fall 2007 the UC Merced Office of 
Communications began migrating all departmental websites to a new template.  
These new templates improved the appeal and accessibility of online information.  
Also, in late 2007 the SFC digital signage displays were installed.  Shortly after the 
SFC staff began using these displays for advertising important dates, deadlines, 
campus hours of operation, website info and many other important services 
available to students.  The combination of more accessible information, the opening 
of the visitor center and the increase in upper classmen (who were able to provide 
advice to many of our inexperienced students) all were potential contributing 
factors to the minimal growth of services provided at the SFC.  
  
 Challenges 
In 2007‐2008 our biggest challenge was keeping up with the increased work load at 
the SFC.  With at 45% growth in our student population and no growth in the SFC 
staffing our workload increased significantly.  As you will see in the summary of this 







report our overall growth in service statistics was minimal.  However, the additional 
workload of taking in documents, answering emails, phone calls and providing the 
overall support for this larger student population was difficult for our small staff.  
  
We continue to have problems with counter coverage when a staff member is out ill 
or when someone requests a vacation day. Balancing the phone calls, in person 
requests, emails, online networking sites, meetings and individual projects when we 
are under staffed can be a stressful situation. 
 
Another continued problem in 2007‐2008 was maintaining communication across 
all of the Student Affairs units.  Through our SFC liaison program, we have 
drastically improved communication with our three core areas of services.  
However, being that the SFC is a student’s one stop shop for many of their questions, 
we tend to get numerous inquiries regarding services outside of these three core 
area’s.  In order to maintain our goal of providing the best level of service possible it 
is imperative that we open the lines of communication across all campus 
departments. To overcome this challenge we try to participate in various 
committees and work with other units to have representation at staff meetings for 
those units that generate heavy traffic at the SFC. For example Janice Zarate now 
regularly attends the Academic Advisors meetings.  
 
The 2007‐08 academic year was the first year that, on more than one occasion, the 
SFC experienced long lines and repeatedly missed calls at our front counter.  We are 
currently working on two projects that will help minimize these problems.  Our first 
project is the purchasing of a paging system.  Our goal is to implement this system 
with students who will need detailed counseling above the level of service provided 
at our front counter.  By moving these students out of line, we will free up counter 
staff to assist other students. The second project is the implementation of an 
Express Service line.  This new feature will be enforced during our peak business 
times such as the first two days of instruction, housing move‐in day and orientation. 
An example of the services available at this line will be dropping off or picking up a 
form, checking an account balance or inquiring about directory information. Our 
hope is to have the Express Services Line implemented by the fall 2008 New Student 
Orientations. 
 
The final challenge to address in this report is the hiring and training of new staff.  
With only 2.5 SFC staff members, it becomes a challenge to maintain counter 
coverage when we are faced with the loss and replacement of a staff member.  Due 
to the high amount of knowledge and skills required for our staff the initial training 
period is lengthy and leaves the SFC with minimal support for an extended amount 
of time.  To overcome this obstacle one of our departmental goals is to create a 
training program that will rely heavily on the expertise of our three core areas of 
service.  The hope is that the SFC Coordinator will be able to remain at the front 
counter during the majority of this training period thereby leaving the SFC with 1.5 
trained staff members.  In 2009 we hope to hire a third full time employee.  Having 
3.5 staff members will greatly assist in minimizing our coverage issues.  
 
 The following information provides an in depth look at the SFC, the services 
provided, the challenges and successes of our unit, departmental goals and the 
overall evolution of the Students First Center. 
 
Successes 
In 2007‐08 the SFC has experienced numerous successes.  The first success is the 
improvements in our Anti Melt campaign.  Last year we were given the task of 
overseeing the Anti Melt project.  Anti Melt is the term used to describe those new 







students who submit their State of Intent to Register, but “melt” away prior to the 
start of the semester.  In other words, these students never actually enroll in 
courses.  We were given the Anti Melt project with very short notice and were left 
with minimal time to prepare or to organize our objectives. This year we were able 
to learn from the previous years experience and to create a more effective 
campaign.  The 2007/08 Anti Melt project includes a master communications 
calendar (organized in early April), alpha sections that assign specific students to 
individual SFC staff members, a three‐tiered phone calling campaign, weekly 
messages sent via mail and email and new technology available to the SFC staff for 
monitoring the progress of their assigned students.  With these improvements we 
are confident that we will see a decreased melt rate for the fall 2008 academic year.  
 
Two other accomplishments for the SFC were the near completion of the Kolligian 
Library West Wing first floor lobby and the implementation of our new website 
template.  The lobby project was originally started prior to the opening of campus 
and was scheduled for completion in fall 2005.  Numerous complications arose and 
this project was left in limbo.  In the 2006‐07 academic year the project was handed 
over to the SFC Coordinator.  Throughout the next year, the project underwent 
numerous changes and experienced delays due to the involvement of departments 
across campus.  Nevertheless, the majority of this project was completed in spring 
2008.  The SFC lobby project included a stain treatment for the walls, floor 
resurfacing, the installation of digital signage displays and a permanent sign for the 
SFC.  The aspects of this project that are still in progress are the installation of a self 
service kiosk, added seating and the possible installation of another display case.  
The near completion of this project also brought about another success for our unit.  
This success was the ability to create and update digital signage content in our lobby 
and across campus. Ultimately, this tool provides us with a more effective means of 
disseminating information to our campus community.   
 
The next accomplishment was the implementation of our new website template. The 
assistance of the Office of Communications was required for this migration. 
However, with the help of our Vice Chancellor, Jane Lawrence, our site was pushed 
forward as a high priority and was finally completed in 2007.  This new web 
template has enabled us to improve the overall delivery of virtual information.   
The website project also helped to pave the way for some of the other successes 
experienced by the SFC in 2007/08. One of these successes was the ability to better 
manage our website content.  With this new tool we were also able to more 
effectively promote our online communities.  Both our Myspace and Facebook 
accounts have seen a dramatic growth in members from 2006/07 to 2007/08.  
Another related result was the ability to update our site’s quick links to more 
accurately reflect the services that students would need to get started or continue 
their education at UC Merced.  Finally, to further improve our online services we are 
hoping to implement a website tracker and an online comment card. 
 
Plan for Use of Tracking Information and Results for 20072008 
The services provided by the Students First Center (SFC) are currently tracked at 
two different levels.  Students who visit the SFC for a common type of assistance are 
noted on the Tally of General Services.  Students who need more intensive aid are 
tracked in the Intensive Student Services register. The SFC would also like to start 
tracking the use of services provided through our web site.  Our objectives are to 
develop a survey that will appear after a person has been on our site for more than 
two minutes, and as previously mentioned we hope to implement a website tracker 
and an online comment  card.  
 







Tracking of Intensive Student Services  
Intensive  Services  include  provision  of  services  to  admitted  and  current  students 
that  requires  access  to  the  Student  Information  System BANNER  and  necessitates 
the collection of their student ID number. These services include, but are not limited 
to,  applicant queries,  inquiries  into  the  status  of  financial  aid awards, outstanding 
financial aid requirements, class schedule details, adding or dropping a class, section 
changes, account balance inquiries, transcript receipt status, and student holds. 
Information collected for this level of service includes: 


Staff Name      Length of Time 
Student Name      Date 
Student ID#      Form of Contact 
Type of Service 
 


In late fall of 2007, the Students First Center’s online Student Services Tracking 
account was completed.  At this time we were able move from a paper tracking from 
to an electronic tracking database.  All of our information collected prior to this time 
was also entered into the system and backdated with the appropriate date of 
service.  At this point we (along with many other Student Affairs units) are working 
with the Information Technology department to pull reports from this database. The 
completion of this request does not have an estimated end date.  Our next goal for 
this level of service is to investigate ID scanners that may feed directly into BANNER 
and the online Student Services Tracking system.   
 
Tally of General Services  
The Tally of General Services collects data on the overall number of people served in 
all areas of assistance provided by the SFC.  The following information is collected 
via the SFC Tally Form: 


• Date 
• Service Method – In person, phone, e‐mail 
• Type of Service: 


o Admissions 
o Career Services 
o Cat Card 
o Education Abroad 
o Facilities 
o Financial Aid / Student Business Services 
o Information Technology 
o Library 
o Lost & Found 
o Parking / TAPS 
o Registrar 
o Special Student Services (Health, Disability & Counseling Services) 
o Student Advising & Learning 
o Student Life/Housing/Dining 
o Visitor Info (directions, maps, brochures) 


 
 
Use of Information 


Tracking via the online Students Services database will allow us to: 
• Provides  a  database  for  other  units.  Admissions,  Financial  Aid, & Registrar 


can look up specific students to verify services received, dates of service and 
frequency.  This can be helpful when trying to resolve a dispute, to establish a 
timeline of events and to determine staff involved in specific instances.  


• Guide the SFC in determining the scope and depth of services to be offered 







• Guide the SFC Coordinator in determining the types of training required for 
staff 


• Determine the types of BANNER access required for SFC staff  
• Guide  the  SFC  in  determining  the  best  methods  of  service  delivery  and 


emphasis on various points of access to service 
• Determine the variety of resources and information available 
• Assess  the effectiveness of  the SFC by determining how many students are 


served  at  the  frontline  thereby  freeing  up  the  individual  units  to  focus  on 
more in‐depth concerns and issues 


• Help determine the amount of staff necessary for operating the SFC 
• Establish the variety of resources and information that should be available at 


the SFC 
At  this  time we still do not know how to pull  information  from the online Student 
Services Tracking system.  The use of this information has not been implemented as 
of June 2008.  
 
Reporting of Information 
The Tally of General Services is compiled into monthly charts that are submitted to 
the Directors and Assistant Directors of the core areas served by the SFC.  These 
reports are broken down by unit of service and provide information about common 
questions and traffic flow.  Department heads are encouraged to examine the data 
and contact the SFC staff for discussion.  This information is also reported, as a pie 
chart, in the Bi‐Monthly Student Affairs Internal Newsletter. Student Affairs 
directors can use this information to compare the demand for services across all of 
the units.  In addition, the information gathered from the Tally of General Services 
provided the service statistics used in the summary section of this report.  
 
20072008 Results 
Since August of 2005 the SFC has grown in size, services and knowledge.  During 
this time we have learned a lot about our function as an enrollment service. In 
spring of 2008 Kevin Browne, the Assistant Vice Chancellor of Enrollment Services, 
was hired to oversee the SFC, Admissions, Financial Aid and the Office of the 
Registrar.  Having all three units under the same supervisor has helped to clarify the 
role of the SFC as well as to more clearly define our interaction with the other 
enrollment services units.   
 
With a more clearly defined role and the information gathered from our service 
statistics and the SFC Focus Group, we have been able to enhance the overall service 
provided at the SFC. We have used this information to better prepare staff by 
seeking out additional counter coverage at peak service times and to obtain 
intensive training in high demand topics. The trainings for SFC professional and 
student staff require continuous attention. These trainings coincide with the 
University’s academic calendar and departmental important dates and deadlines.  In 
the spring of 2008 we were able to create an annual training calendar for both the 
professional and student staff at the SFC. We will be making adjustments as needed.  
 
Tally of General Services 
In the 2007‐2008 academic year we did not make any modifications to the 
departmental categories used for the Tally of General Services.  We continued to 
provide monthly reports to the offices of Admissions, Financial Aid and Registrar.  
These reports included a detailed graph of the service statistics for each individual 
unit.  The table below provides an annual total of the charts submitted for these 







monthly reports (this is also the total count for services provided, broken down by 
area of service, for 2007‐2008) 
 


Total contacts from September 2006 to June 2007 
 
Delivery Methods  
The predominant service delivery method for all issues other than Admissions was 
in person with 55% of service delivered in this manner. In contrast, 87% of all 
Admissions‐related contacts were by phone. This outcome parallels our service 
delivery summary from 2006/07.  Given that 56% of all service was provided in 
person, and that the SFC has experienced no growth in professional staff, it is critical 
that we continue to implement new methods for streamlining our processes.  In 
addition to improving our online services, we are also working on more efficient 
methods for providing in person service.  
 
Our services provided via email are continuing to grow.  We have grown from 
serving only 11 people, via email, in 2005/06 to 159 in 2007/08.  Since the start of 
our summer tracking, 6/9/08, we have served an additional 25 students via email.  
Also, our online communities have increased drastically this year to over 400 
friends on Facebook and over 200 friends in our Myspace account.  These online 
communities are another way for us to disseminate information to our campus 
community and ultimately help decrease the number of students who need to wait 
in line for service.   
 
Area of Service 
The area with the largest demand in 2007‐08 was Financial Aid with 36% of all 
contacts related to this area. Last year the area with the largest demand was 
Admissions with 30% of the total contacts.  In 2007/08 Admissions and Registrar 
related inquiries both came in at 24% of the total services provided while the other 
areas of service were small in comparison at 15% of the total contacts. 
 
This year the financial aid verification document deadline was on June 1st, 2008.  
Our highest day of service occurred on the day immediately preceding this deadline.  
We tried implementing a couple of new policies to help create a more streamlined 
process for collecting and completing an initial review for these documents, 
however, we still experienced long lines and increased wait times with phone calls. 
The overall experience at the SFC front counter was chaotic and stressful.  One of the 
more useful policies that was implemented in the middle of the document intake 


  % 
in 
person  % 


by 
phone  %  e‐mail  %  Voicemail  TOTAL 


Admissions  10%  237  87%  2025  2%  41  1%  19  2322 


Financial 
Aid  61%  2094  33%  1337  0%  10 


0%  2 
3443 


Registrar  79%  1841  17%  403  4%  85  0%  1  2330 


Other  SA 
(1)  89%  572  9%  58  2%  11 


0%  0 
641 


Other  SA 
(2)  68%  546  30%  240  2%  12 


0%  1 
799 


TOTAL  55%  5290  43%  4063  2%  159  0%  23  9535 







season was intake slips.  These slips served as a guide for determining what needed 
to be submitted and what was missing. In fall 2008 we are planning on meeting with 
the Office of Financial Aid and Scholarships to discuss what worked, what didn’t and 
how to further improve our processes for next year.  
 
The sub‐issue within Admissions that required the most attention was inquiries 
from applicants. These students typically have questions that extend beyond the 
area of admissions and can result in lengthy phone calls.  Applicants usually want to 
know about financial aid, campus housing and student life.  In response to this high 
demand and in an effort to better serve our applicants, the SFC acquires training in 
all of these areas.  The sub issue within the Registrar category that required the 
most attention was requests for enrollment verifications and transcripts.   
 
In 2007‐2008 we saw an overall drop in the amount of contacts related to all other 
services outside the core enrollment functions.  The drop in these contacts will help 
us concentrate on our primary areas of service and ultimately better manage our 
workflow.  
 
Time Period  
Our busiest time periods continue to be during the first two weeks of a semester and 
the days immediately preceding or following an important deadline. These results 
mirror the outcomes from all previous years.  
 
Training 
In 2005‐2006 the SFC staff received very little training prior to the start of the 
academic year. In 2006‐2007, the SFC Coordinator was able to seek better and more 
intensive training for the staff. For 2007‐2008 our goal was to create an annual 
training calendar.  Unfortunately this project was not completed until the end of the 
spring 2008 semester.  We are currently using this document and it is helping us to 
better prepare for days that we expect to have heavy traffic at the SFC and is 
improving the level of service provided at our front counter.  As the student 
population and campus grow the services provided and knowledge needed for the 
SFC staff will need to increase.  As such, our annual training calendar will be a 
continual work in progress.   Our next goal is to create a training schedule for new 
SFC staff and SFC student staff.  
 
Another opportunity for SFC staff to acquire training is through the SFC liaison 
program.  The SFC has designated each staff member to act as a liaison to one of the 
three core units associated with our area.  These units are asked to adopt their 
liaison and to provide them with the same training and knowledge as the other staff 
in their area.  
 
SFC Focus Group 
In spring 2007, the SFC Coordinator organized a meeting, entitled the SFC Focus 
Group.  The Directors and Assistant Directors of the core areas of service, 
Admissions, Financial Aid, Registrar and Student Business Services (SBS), were 
invited to attend and discuss the development and growth of the SFC.   
 
At the 2007 focus group the SFC received a request to create a front counter training 
program that provides instruction regarding the daily operations of the SFC. This 
training was started in October of 2007 held on a monthly basis for the following 
five months. 
 







Strategic Plan 
As part of the Student Affairs Division wide strategic plan the SFC identified five 
goals specific to our unit that would help meet the division wide objectives.  These 
five goals are: to further develop an all‐inclusive Anti Melt Campaign; to improve the 
website use for visitors, prospective students, applicants, admits, and SIRs including 
the use of videos, and live chats; to improve our social networking tools; to complete 
the SFC lobby; and finally to complete the campus Welcome Center.  The status of all 
of these goals have been addressed in previous sections of this report. 
 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 
 







Admissions And Relations With Schools And Colleges 
Year End Report 
20072008 


 
Overview 
 
The 2008 admission cycle was the culmination of the efforts of the last five years, as 
the development of the campus has evolved to a state where UC Merced is perceived 
as a viable option for college‐bound students. Contributing to the positive outcomes 
were several factors: 1) A greater awareness of the campus has occurred in part 
because of the outstanding achievements and accomplishments of the maturing and 
growing student body.   2) The campus is now “real” to prospects, counselors and 
families throughout the state.  3) Educators in K‐14 are more familiar with the 
unique opportunities that UC Merced provides.  4) The campus admissions unit is 
more experienced, resulting in faster notifications and improved communications.  
5) A strategy was implemented to gain targeted support from current students and 
faculty, and an effort was made to synchronize the efforts of the Student Affairs 
Division’s service units on campus.  Together, these factors resulted in a 35% 
increase in positive responses from admitted applicants.  
 
The original campus enrollment targets for fall of 2008 were re‐adjusted to 800 
freshmen and 160 transfers. During the summer of 2007, these targets were 
increased to 900 freshmen and 175 transfers for a total target of 1,075 new 
undergraduates.  These targets were very ambitious based on the previous two 
application cycles.  We modified these new targets to compensate for a potentially 
difficult transfer target.  The new adjusted targets included 950 freshman and 125 
transfers.   They were especially critical because of the low enrollment we had 
received in fall 2006 and our need to make up some of that shortfall.     
 
In preparation to meet the new 1,075 enrollment target, we utilized the limited 
historical data we had to develop projection targets for fall 2008.  To meet the 
freshman enrollment target, we projected that it was necessary to process 20,061 
applications, net 18,366 admissions, yield 1,118 Statements of Intent to Register and 
keep the melt down. 
 
The transfer enrollment goal posed a substantial concern because we had not 
received large transfer applications in previous years.  Transfer students are often 
yielded from community colleges near the university.  However, one of the 
challenges we have faced in the region is that overall, the transfer rates from local 
area colleges has been historically small.  Also, students who meet our admission 
guarantee often qualify for other more selective UC campuses.  Nevertheless, we set 
out and established targets for transfers.  We projected that we would need to 
process 1,108 transfer applications, admit 776 students, and yield 139 Statements 
of Intent to Register to enroll 125 transfer students. 
 
Our strategy for 2007‐08 included the following objectives to reach our goal’s: 


• Implement a comprehensive recruitment plan to increase the volume of 
applications, admits, SIRs and enrollments at both the freshman and transfer 
level. 


• Improve the implementation of the Transfer Initative to generate more 
eligible transfer students and increase transfer enrollment. 


• Improve our admission processing, articulation and verification unit’s 
review, in order to gain greater efficiency.   


• Improve our communication and follow‐up to students from prospect to 
incoming student.   







• Improve communication with educators so as to gain greater familiarity, 
confidence and interest in UC Merced. 


  
We moved forward on the planned concept of identifying selected regions in the 
state that could be serviced by assigned staff.  This included hiring regional 
representative in areas where we have had enrollment success and where 
substantial potential exists: the Central San Joaquin Valley, Bay Area, and the Los 
Angeles Basin.  
 
Effective and efficient admission processing procedures and operations are critical 
to successful growth.  Therefore we also focused on improving our processing of 
applications.  We made changes in who would be reviewed and notified first, when 
admissions decisions were made, and how we came to these decisions.  In addition, 
we modified our comprehensive communication plan and created yield strategy.  
Combined, these efforts helped us reach our targets.  We collaborated with the 
Student First Center in creating a comprehensive anti‐melt calendar/strategy, and 
are trying to keep the melt below 15%. 
 
The Admission unit enlisted the collaboration of the UC Merced campus community, 
Student Affairs units, School Deans, faculty, enrolled students, sister UC campuses, 
and the Office of the President to produce what has been a very successful 
admission cycle leading toward reaching the established goals. 
 
As of June 11, 2008 we had produced very favorable results. Strong and favorably 
distributed SIR response of 1,135 students was composed of more regular and early 
referral students.  This strong response has the potential to net an enrollment of 
968 new freshman students.   
 
Transfer applications exceeded projections by over 96%.  This large increase in 
applications has produced 23% more SIRs. Therefore, we are in a good position to 
enroll approximately 146 new transfer students.   
 
Although there were changes in enrollment targets and those targets were very 
ambitions, the UC Merced Admissions unit has been successful in adjusting to this 
substantial challenge and is in a good position to reach or exceed the 1,075 
enrollment target for fall 2008.  
 
Recruitment 
The recruitment team had the primary responsibility of identifying, reaching, and 
soliciting enough qualified students to apply and ultimately enroll at the campus. 
They approached this challenge by laying out a strategy and four major objectives to 
reach these goals. 
 
Strategy  
Implement a comprehensive recruitment plan to increase the volume of 
applications at both the freshman and transfer level, ultimately enabling us to reach 
the desired enrollment goal.   
 
 
 
Objectives 


• Build upon and improve the regional model so as to develop relations with 
local educators, improve access to students and foster greater interest and 
willingness to enroll at UC Merced in targeted regions. 


• Develop and implement a comprehensive recruitment calendar. 







• Implement an effective yield strategy and assist with the anti‐melt campaign. 
• Design and implement a plan for a Visitors Center that will host prospective 


students and their families, Early Academic Outreach Programs, community‐
based groups, high school and community college programs, and the general 
public. 
 


Regional Model: 
The staff worked effectively to successfully implement our concept for a regional 
model and hired new admissions officers dedicated to the Central Valley area, the 
Bay Area/Sacramento region and the Los Angeles area.  Other major areas were 
covered by floating staff, based on   availability and prioritization.  While the San 
Diego area was not assigned a staff member, the Los Angeles staff member was able 
to cover the major selected programs as was the case in Northern California, the 
Central Coast and the Imperial Valley. 
 
Comprehensive Recruitment Calendar 
Like former years, we studied and assessed the outcomes of recruitment visits and 
their conversion to actual enrollees.  We discovered that the three main region from 
which we yield students are again the Bay Area, Southern California and the Central 
San Joaquin Valley. The students that enroll at UC Merced come from a broad range 
of schools from where, in most cases, one in less than three students originate. 
 
Therefore we again utilized the statewide CCUN and CCUD as our primary source of 
identifying which schools we would target.  We also responded to requests from 
schools that had in the past yielded applicants, admits, SIRs and enrolled students.  
Along with participating in college fairs, the staff provided application workshops 
and UC Merced information sessions.  This year, the outreach staff conducted 640 
application workshops and information visits for high schools, community colleges, 
and middle schools and attended community‐sponsored events.  
 
Yield Campaign 
Yield continues to be an important element in the admission process.  This year we 
implemented a multi‐faceted plan that included: 
 
Visiting school sites and meeting with students who had applied to UC Merced. 
 
Contacting applicants and admitted students with a series of electronic and postal 
communications to inform students of upcoming events and important dates and 
stimulate and maintain their awareness and interest in UC Merced. 
 
A comprehensive phone campaign was implemented.  All admitted students were 
called by currently enrolled students.  The campaign provided admitted students 
the opportunity to receive a personal contact and insight into student life at UC 
Merced.   
 
Events Coordination 
A series of events were hosted for the admitted students including Bobcat Day, 
Chancellor’s Receptions in San Diego, Los Angeles and Santa Clara counties, Transfer 
Day, Inside UC Merced and Experience UC Merced. Our yield events this year were 
highly attended. This year Bobcat Day hosted more than 1,900 registered guests and 
another estimated 500 walk‐ins. All three Chancellor Receptions exceeded capacity. 
 
In addition, the admissions unit held several regional events in the fall.  The office 
also worked with student groups and helped them organize and host campus events 
which admits, applicants and prospective students could attend to gain insight into 







the UC Merced campus experience.  Events included the African American Student 
Association Event (UMOJA), the Cinco de Mayo Celebration, Asian Fest, the Pilipino 
Student Conference, and the National Association of Chicano/Chicana Students 
(NACCS) Regional Foco. These programs proved to be very successful largely as a 
result of a new events coordinator.  
 
Visitors Center: 
We now know that getting students to visit the campus is an important step in their 
ultimate decision to enroll. Our new Assistant Vice Chancellor was the driving force 
in improving facilities.  He negotiated with the housing director and arranged to 
acquire high‐profile space on Scholars Lane.  This new dedicated space features a 
location with large windows and easy access.  It was equipped with spaces for 
professional staff and features work stations and a relaxing lobby.  In addition to the 
dedicated space, there is a small conference room that can be used on occasion for 
small group presentations.  This new space was a significant advancement from a 
hallway where tours originally gathered, and it has enhanced our guests’ 
experience.  
  
 A staff member was assigned to lead the Visitor Center and help develop the full 
program of services and array of tours that will become available.  In addition, 
student tour guides were relocated to the new facility and quickly adapted to their 
new environment.   
 
Promoting the space was advanced by ensuring that staff spoke of campus visits 
during presentations at various venues.  In addition, efforts were made to encourage 
groups to host conferences on campus.  This year, students from Reedley College 
and Migrant Education in Kern County were hosted on campus in residence halls 
overnight.  They experienced campus life as well as a tour. These conferences 
entailed substantial planning from admissions, housing, facilities, risk management 
and campus academic areas. 
 
Recently, the lead staff member assigned to the Visitor Center resigned.  This 
provides an opportunity to create a new job description that will be more closely 
aligned with the new growth and expansion of the new visitors center. 
 
The data indicates the following regions have seen substantial SIR increases: 
 
Freshman SIR Outcomes 
Fresno/Inyo/Kings/Kern/Tulare    56.04% 
Los Angeles          55.65% 
San Francisco/Bay Area      52.84% 
Sacramento/Yolo/Placer/El Dorado    46.15% 
Overall SIRs           43.17% 
 
Transfer SIR Outcomes 
Los Angeles          233.33% 
San Francisco/Bay Area      107.14% 
Fresno/Inyo/Kings/Kern/Tulare     63.64% 
Overall Transfer SIR’s       33.67% (as of June 6, 2008) 
 
Transfer Initatives 
This year, general recruitment staff, including those from the regional model, 
worked with both high school and community college students.  In addition, a 
special effort was made to increase the preparation and access of community college 
students from the Central Valley and selected community colleges statewide.  We 







were especially pleased to see the outcomes of our new approaches.  The following 
data indicates that we have an overall transfer SIR increase of 33.67% statewide and 
even stronger increases in several major regions of the state including valley 
communities. 
 
Strategies:  


• Maintain 2006‐2007 commitments at select Central Valley community 
colleges while expanding recruitment efforts at additional Central Valley 
community colleges in order to increase applications and improve the yield 
from that region.  


• Increase campus visibility at targeted community colleges in Southern 
California and the Bay Area through campus visits, classroom presentations, 
and opportunities for campus tours, resulting in an increase in applicants 
and yield from outside the region. 


• Initiate a high school development project to improve the percentage of local 
students transferring to universities and expand the number of local students 
eligible to transfer to a UC campus.    


Objectives: 


• Increase applications and enrollment by continuing to be a strong presence 
at high feeder community colleges in the Central Valley and increase visits 
from prospective transfer students to UC Merced. 


• Increase yield of applicants to enrollees from Los Angeles and the Bay Area 
by hiring regional representatives in these regions, thus initiating targeted 
recruitment efforts at community colleges where we have historically 
received a large number of applicants.         


• Improve transfer rates from region community colleges to four year colleges 
and universities, especially UC Merced, by employing a SAPEP initiative that 
introduces community college‐bound high school seniors to the transfer 
process, community college resources and successful study habits at an early 
stage.   


Outcomes: 
As of present the Transfer Admissions unit has contacted over 325 transfer students 
at the selected community colleges, thereby exceeding our expectations. 
Applications from Central Valley schools increased 3% and overall yield increased 
2%. South Valley (Fresno, Kings, Tulare, Kern counties) experienced the most 
significant positive change as applications increased 23% and SIR’s increased 
54.5%. Not including MJC, the North Valley (Merced, Stanislaus, Tuolumne, San 
Joaquin) received the same number of applications as last year and increased in SIRs 
by 16%. Significant gains were made at San Joaquin Delta College as applicants 
increased 35% and yield increased 100%.  
 
A significant factor in these increases was the assignment of an admissions 
representative at Fresno City College and Reedley College and the addition of a 
Southern Valley representative based out of Bakersfield.  The consistency of campus 
visits from UC Merced representatives assisted with building stronger relationships 
between Valley community college counselors, faculty and led to additional student 
contacts and recruitment opportunities. Local students were also prioritized in the 
evaluation process allowing for early decisions, more communication and additional 
opportunities to attend yield events.  
 
This year, six Central Valley community colleges visited UC Merced. Staff 
encouraged local community colleges to visit campus and offered to host visits 







including transportation, personalized tours and campus presentations.  Campus 
tours were generally well‐received by students who found the small classroom size 
and intimate setting to be advantageous to their education. 
 
The North Valley (Merced, Stanislaus, Tuolumne, and San Joaquin counties) had a 
13% decrease in applicants and a 6.8% decrease in SIR’s.  A significant factor in this 
decrease was a decline in applications from Modesto Junior College (33.9%), with a 
37% decrease in applications over the last 3 years. The region as a whole continues 
to perform poorly compared to Southern California and the Bay Area.  
 
Securing regular appointments at community college campuses, other than Merced 
College and Modesto Junior College, has been a challenge. Many college campus 
transfer centers are vocally supportive of our visits to their campus, but are 
reluctant to provide us with opportunities for classroom presentations, (usually the 
most productive outreach efforts).  Marketing our visits to the campuses has been 
difficult as many transfer centers are limited in their ability to advertise to the on‐
campus community. Articulation continues to be a challenge for our campus. This 
problem has been compounded by our unique curriculum which differs from 
popular UC major preparation pathways, particularly biology, forcing students to 
take additional courses in order to fulfill the major preparation that we recommend.    
 
Bay Area and Los Angeles 
  
Two regional recruiters were hired to coordinate outreach efforts in Southern 
California and the Bay Area.  We also worked with the new staff member based out 
of the Bakersfield Center to coordinate outreach efforts in the South Valley.  The 
individuals hired for the positions were extremely self‐sufficient and experienced in 
outreach, so they adapted to their positions quickly. 
 
In addition, the Southern California recruiter is one of our first UC Merced alumni, a 
transfer student from the Southern California region. 
 
California and Bay Area recruiters were hired late in the 2007‐2008 recruitment 
cycle.  It will be necessary to provide adequate time in the future to maximize 
training and planning.  
 
Regional recruiters conducted over 84 visits with at least two visits to over 27 
community colleges. Community colleges that had historically generated large 
numbers of applicants to the campus and the UC system were targeted.  In addition, 
we targeted campuses that transfer representatives have developed relationships 
with over the last three years.  There were challenges in working with colleges 
where we had limited or no established relationships in the northern and southern 
regions, compounded by our limited articulation as previously noted. 
 
Applications increased from the Southern California region by 43% (117) and yield 
increased by 143.75% (23). Bay Area applications increased by 9.77% (21) and 
yield increased by 131.25% (21). Regional recruitment was highly successful and 
many community colleges increased in yield by over 100%. Regional recruiters 
were able to prioritize the evaluation of applicants from certain community colleges 
which led to earlier decisions and more contact with admitted students.  
 
The Riverside/San Bernardino area experienced a slight decrease in yield (33%). 
The overall yield rate for the Southern California area remains low at (.08%) 
compared to the Bay area (.17%) and the Central Valley (39%).  
 







SAPEP Project 
Two staff members were hired in March to develop and coordinate the SAPEP high 
school development program.  These individuals are both transfer students, UC 
graduates, and have demonstrated a deep commitment to assisting community 
college students.  
As of June 8th the Empowering to Reach Achievement Program (ERA) has contacted 
over 180 students and hosted three student events.  In a short period of time, the 
project has been successful in establishing partnerships with the UC Merced Center 
for Educational Partnerships, Merced High School District, Madera Center Upward 
Bound Project, Modesto Junior College Pre‐Trio program and Delhi High School. The 
program developed and hosted “coffee shop sessions” which introduced students to 
exercises in critical thinking skills through the discussion of a film, led by a UCM 
staff member.  Included within the program was a campus tour and a science 
demonstration.  A conference to introduce community college‐bound high school 
seniors and their parents to the transfer process was created and hosted on campus 
and had over 100 registrants. In addition, the program is planning a three day 
summer residential program for July.   
Due to the late start of the ERA project, many of the high schools identified as 
possible partners were reluctant to become involved in the project this year.  
 
 
Admissions Processing 
The goal for processing and articulation during the 2007‐08 year was to notify 
students of their admission early, leaving more time to communicate with 
applicants and their families with an intensive communication plan and invitations 
to a series of events.  We also saw the need to replace articulation agreements, 
especially those established before the opening of the campus that were no longer 
valid. We focused our efforts on the following strategies.  
 
Strategies:  
1. Establish a fair and efficient evaluation process to facilitate early notification of 
on‐time applicants, admit all students who will achieve eligibility by the end of 
spring 2008 (summer 2008 for transfers) and complete evaluations prior to the 
notification deadlines.  
2. Enhance international student enrollment at UC Merced by opening the 
application process to non‐domestic students and promptly notifying them of 
admission. 
3. Re‐establish updated articulation agreements in ASSIST so that Transfer 
Admission Guarantees, transfer counselors and the transfer community can access 
the information critical to transfer student success. Participate fully in the 
Streamlining Articulation project so UC Merced majors are represented in the 
university‐wide initiative on the Web site UCTransfer.org. 
 
Strategic Objectives Implemented: 
1. The application file load program was adjusted to automatically admit estimated 
eligible applicants. 
2. All other applications (unknown or estimated not eligible) were 
reviewed/scanned for confirmation of denial or evaluated by staff to determine if 
the application should be moved forward for admit by exception (ABE) review.  
3. In some cases, applicants could become eligible with certain fall grades, so staff 
were to request 7th semester transcripts and/or inform students to take required 
examinations. 
4. Two staff members were assigned to solely focus on transfer evaluations for 
Central Valley and priority community colleges. They were not involved in the 
freshman evaluation process.  







5. An international evaluation consultant was brought to campus for a day of 
training so that all staff could learn more about issues concerning the admission of 
non‐domestic applicants. 
6. The designated international specialist‐in‐training worked closely with the 
international evaluation consultant to evaluate applicants, solicit necessary 
supplemental information and get decisions to the international applicants as soon 
as possible. 
7. As the faculty grew, created new majors and adjusted the curriculum at UCM, 
articulation agreements established in ASSIST before the campus opened became a 
source of inaccurate information.  Over the past two years, articulation efforts 
stalled while faculty workloads and staff attrition complicated the process.  We 
elected to delete from display the articulation agreements that were no longer 
accurate. This happened in January and caused some angst for articulation officers 
and UCM advisors but did improve service to students as that outdated articulation 
no longer displays in ASSIST. 
8. In the admission application review process, we focused the efforts of the new 
articulation liaison on transfer applications only, accelerating her training in 
transfer course review and broadening her understanding of the course review 
process.   
9. The priority for 2007‐08 articulation efforts was mandated by UCOP to meet a 
university‐wide commitment to legislators, but it was also a good way to help our 
new liaison learn about the articulation process in UC. “Transfer Pathways” listed 
the top 20 most popular majors for transfer students to the UC system.  
 
Outcomes: 
Overall, the efforts to notify applicants early were successful. To accomplish early 
notification, we enlisted all staff. New staff needed training, and trained staff 
required more advanced training.  
 
UC Merced has evaluated records from abroad in the past with help and guidance 
from our international evaluation consultant, but this year there was an increase 
due to opening the application to non‐domestic applicants.  Processing fell behind 
because the overwhelming number of records indicated for 7th semester transcript 
requests was substantially increased.  This was partially a result of inexperienced 
staff and a greater attempt to establish as many eligible applicants as possible.  
Nevertheless this created additional review for the number of experienced 
evaluators and resulted in delays. At the time, the international specialist in training 
was the only evaluator available.   
 
The underpinnings of articulation in ASSIST for 2008‐09 are solid and improving. 
The articulation liaison has acquired a significant amount of perspective and 
knowledge of the process and will be focused as much as possible on articulation 
work through November. Academic advisors have a stronger sense of articulation 
matters and faculty have more experience in the process, having been actively 
engaged in reviewing transfer courses for enrolled students. All of these factors 
should help move the process along. The draft template for 2008‐09 articulation is 
about to be completed, paving the way for articulation updates for at least 30 
California community colleges. 
 
Details, Challenges and Plans for Change: 
Staffing 
The processing unit gained 1.75 FTE in the academic year 2007‐08, bringing the 
total FTE to 4.75 plus the associate director. The unit continued to depend on the 
contributions of two consulting staff part‐time for a total of 350 hours. Application 
and notification goals were met while articulation and continuing student credit 







processing goals remained largely unfulfilled. In the coming months, we need to 
assign more consultation hours to an expert UC consultant for the backlog of 
transfer credit summary reviews.  
  
Student workers played an important role in assisting with the admission process. 
Opening the mail, looking up student‐identifying information for document 
processing, organizing the paperwork and filing evaluation records are all part of 
the workload. This summer, we will begin training experienced student staff on 
entering transcript receipt information into Banner.  
 
Training 
Training was particularly weak this year due to a lack of time to organize and 
deliver training. Next year, training will be better organized, with more examples 
and no exceptions to the planned training schedule. 
 
Process 
Overall, application processing and admission notification goals were met despite 
losing a 75% evaluator in late March and a 25% experienced student assistant in 
January. Extra projects accommodated in January included the development of a 
new Web site for Shared Experience invitees and manual tracking and reporting of 
evaluator productivity.  
 
Goals for Next Year: 
Processing and International Evaluation 
Before November 30, all letters will be revised and ready in advance, ABE guidelines 
from faculty will be final, training materials for outreach staff will be ready and an 
appropriate training schedule set.  
 
System Improvement 
Working with IT, we hope to have a new, dynamic application assignment system 
ready, based on the Davis model. Staff will be able to “check out” and indicate 
“completed” application records so they are tracked and productivity can be 
assessed without causing additional manual effort on the part of processing staff. By 
December 1, 2008, at least 30 California community colleges will have articulation 
agreements for 2008‐09 in ASSIST. Community colleges identified as priority by 
regional outreach staff and the transfer coordinator will be prioritized for 
completion. The new major in Anthropology will be included, along with all majors 
available in fall 2008.  
 
International Students Report: 
This fall our Assistant Vice Chancellor of Enrollment made recruitment trips to the 
Middle East to begin generating interest in UC Merced.  He also began launching 
initiatives that would help the university to be viewed as a legitimate institution in 
international university resources.  This year was the first year that the campus has 
been opened to international students from schools abroad.  The following are 
outcomes for students whose self report indicated they were potentially in need of 
an F1 Visa: 


• 360 freshman applicants with potential of needing F1 Visa (current or 
planned value) 


• 25 potential F1 Freshmen SIR Yes 
• 39 transfer applicants potential of needing F1 Visa (current or planned 


value) 
• 1 potential F1 Transfer SIR Yes 







Regents’ Scholarship Review: 
• Freshmen:  Applicants with a minimum GPA of 3.50 and estimated eligible.  


The top 299 estimated eligible applications were scanned for eligibility and 
the top 248 were prepared, printed and delivered to Financial Aid for faculty 
review.   


• Transfers: Applicants with a minimum GPA of 3.00 and reviewed for transfer 
pattern and 60 units were reviewed for eligibility and the top 48 were sent to 
Financial Aid for faculty review.  
 


Admission by Exception Review: Fall 2008 
Records show that 800 freshman applications were reviewed for Admission by 
Exception. Approximately 15 of these were referred to faculty for review. Carolos 
Coimbra, Chair of the Subcommittee on Admissions, reviewed the cases with 
Director Ruiz to determine decisions. 604 freshmen were admitted, 186 were 
denied and approximately 10 were determined eligible.  
Three transfers were approved for Admission by Exception. Many of the ABE admits 
were missing SAT Subject scores, making them ineligible on the index even though 
their GPAs were strong.  
 
English Language Learners: 
Last year, this new initiative was introduced in collaboration with the UC Merced 
Center for Educational Partnerships, the Merced County Office of Education and the 
UC Merced Writing Program.  The target applicants have strong academic records, 
yet may have had an omission in their preparation in English. This year the goal of 
the program was to enroll 40 students.  In 
preparing for this project, 85 students were contacted by school officials and 
university personnel.  733 students were invited to participate via correspondence.  
At the time of this report: 
 


• 23 students were offered admission to UC Merced with the condition that 
they participate in the Summer Bridge Program, and 12 were recommended 
to attend.  At the time of preparing this report 15 of the 23 had registered 
and 5 of the 12 invited had registered for a total of 15 students. 


• The program has been successful for those students that enroll and 
participate.  However, we will review the cost effectiveness and make 
recommendations and adjustments to the program for future 
implementation.  
 


Shared Experience:   
This is the second year of implementation for the Shared Experience Program.  In 
preparation for this year’s program we made a substantial investment of time, 
working with the Office of Student Advising and the directors of admissions at all UC 
campuses.  Careful attention was paid to the messaging for invited students and a 
special Web site at UC Merced was created to help those students with inquiries and 
registration to participate.  All UC campuses, with the exception of UCD and UCR, 
participated in the project this year.  1,126 students were offered participation.  Of 
this group, 27 students have Shared Experience contracts. 
 
Engineering Berkeley Redirect:  
This year, we again implemented the Engineering Berkeley Collaborative. There 
were 326 students who were invited to participate in the Engineering Berkeley 
Redirect. Changes were made that facilitated the process of adding students to UC 
Merced as applicants and allowed earlier invitation to students. At the last report 
from the School of Engineering, 2 students had SIRed to UC Merced. 
 







Central Evaluation of Transfer Admission Data (CETAD):  
424 records were identified as CETAD; approximately 400 were reviewed, 
facilitating quick decisions. 
 
Production Management: 
Managing work load for the admissions processing unit has been a challenge 
because it has been primarily manual.  This outdated process was managed with the 
earlier expectation that a system‐wide solution, CASA, would become available for 
fall 2008. This project failed and UC Merced was left with another year of manual 
work distribution.  We have been working with the IT to acquire and adapt the UC 
Davis system to begin managing our work loads.   
 
Communications 
Objective: 
Increase awareness, interest, and thus applications, admits, and SIRs to UC Merced. 
 
Strategies: 
1. Build upon the 2006‐07 comprehensive communications plan, incorporating 
knowledge gleaned from the outcomes and feedback from last year, and increasing 
the volume of communications that are sent. 
2. Create new publications, including more information that speaks to UC Merced’s 
academic excellence and academic rigor, and send these publications out more 
widely via U.S. mail. 
3. Identify key messages for specific audiences and use experience and data to 
decide when those messages will be distributed so that they will have the greatest 
impact. 
4. Better utilize pictures and electronic media/communications to bolster our key 
messages. 
 
Strategic Objectives Implemented: 
1. The office communicated more extensively with prospective students in the fall.  
We sent the “Why UC Merced” brochure in November, personalized postcards and 
sent an e‐mail to all of our College Board contacts with a lot of valuable links, 
including the Freshman Admissions Checklist and the “Why UC Merced” brochure. 
2. This year we sent the “Why UC Merced” brochure out with acknowledgment 
letters in a catalog envelope.  We also sent acknowledgment e‐mails as well as hard 
copy letters. 
3. We sent the admissions brochure more than a month earlier than last year, and it 
took on a different look this year.  We also provided more information about 
academic excellence and academic rigors including profiles on faculty members and 
students from each school.  The admission brochure was changed so that it would 
apply to both freshmen and transfer students and would not become obsolete after 
certain dates had passed (keeping that in mind, we produced an upcoming events 
flier and a separate checklist that we updated regularly).  Finally, we printed the 
brochures in a larger quantity (20,000 as opposed to 13,800 last year) so we could 
send them to all of our admitted audiences, including referral pool and Shared 
Experience participants. 
4. We sent nice invitations via U.S. mail to most of our events, which helped to 
increase attendance, especially at the three regional Chancellor’s Receptions.   
5. Approximately 35 different letters were sent to freshmen and transfer students 
with anywhere from 1‐4 enclosures; approximately 30 e‐mails were sent; and 
approximately 20 publications, postcards, invitations, fliers and posters were 
written, designed and produced. 
6. We created two new brochures that were not on the projected communications 
calendar: “Why UC Merced” and the “Visitors Guide”. 







7. The freshman teaser and transfer brochure were revised to better fit with our 
current direction. 
8. We sent out publications with more of our letters this year, helping to generate 
interest in the campus and hopefully giving students faces and places to which they 
could relate.  We want them to envision themselves here.  For example, we sent 
“Why UC Merced” to all of our applicants as well as the early referral pool or “Count 
Me In” students.   
9. Admissions publications took on a different look, (more linear, with blue and gold 
to make the UC connection clear) and we held two focus groups in collaboration 
with the Office of Communications to garner valuable feedback about our 
publications from both local high school and UC Merced students. 
10. This year our primary message was clear – UC Merced is an excellent academic 
institution.  We tried to make sure every letter, e‐mail, and publication resonated 
with that tone.  We also wanted students to know about all the opportunities UC 
Merced offers for leadership and growth, and that the campus provides support in a 
friendly environment where you can succeed. 
11. A concerted effort was made to communicate at key times in a student’s 
decision‐making process, and the communications plan was updated with that in 
mind. 
12. There were even more groups and audiences with whom we corresponded this 
year: Early referral pool (Count Me In), referral pool, Shared Experience, UC 
Berkeley Engineering program, etc.  We sent the Count Me In students the Why UC 
Merced brochure, and we had a substantial increase (from 226‐603) in students 
who indicated interest by logging into the Web site and adding us as a campus 
choice.  
13. New content was developed and added to the Web site, including a “Publications 
and Resources” page that displayed some of our publications, as well as the 
freshman checklist and other valuable information for students at any point in the 
process, so that it was easily accessible and available at the click of a button.  This 
page also enabled us to include direct links in the e‐mails we sent throughout the 
year. 
14. We took pictures of our own with a high‐quality, high‐resolution camera during 
UC Merced events that we were able to use in publications. 
 
Outcomes: 
Overall, our new methods seemed to be successful.  Students responded well to 
receiving more publications via U.S. mail and more e‐mails.  The hard copy 
invitations also made a big difference. However, interest in UC Merced seemed to 
build, and subsequently, campus visits, applicants, admits, and SIRs increased.   
 
 
Future Plans:      
This summer, 5 new publications are in the works: 


• Freshman Viewbook 
• Transfer Viewbook 
• Freshman/Transfer Teaser 


• International Brochure 
• Freshman Eligibility Checklist (A‐G) 







Programing 
 
Strategies: 
1. Increase accuracy and accessibility of data generated by in‐house reporting 
systems, allowing more targeted allocation of admissions resources. 
2. Update and improve the Admissions web resources. 
3. Train individual users to better utilize reporting and data collection tools 
available to them. 
4. Align the Admissions office with campus‐wide IT directions by working closely 
with that unit. 
 
Strategic Objectives Implemented: 
1. Careful maintenance and monitoring of the reporting environment has increased 
accuracy of the underlining data elements (applicant, admit and SIR information) 
within the Admissions unit. 
2. Users within the office can now review statistics and easily pull reports of a 
specific demographic or population with fewer steps and better results. 
3. To date, the Admissions Reporting Service has provided over 2,500 reports (Web 
site hits and Ad hoc requests). 
4. The office has been aware of a constant need to make the Admissions Web site 
more welcoming and informative and to make it a better tool for users, both internal 
and external to the 
unit and the university.  Bearing that in mind, there were several new developments 
in that area this year. 
5. A “Learn about UC Merced right here in your own city” page was created that 
allows students and/or educators to look up school visits and events by month, 
recruiter, city or county.  
6. A Count Me In Web site was developed so students could log in and confirm their 
desire to add UC Merced as a campus choice.  This Web site took the place of a paper 
form that was sent out last year, and it simplified the process for the students and 
minimized the workload for Admission staff.  It also allowed for easier tracking of 
our Count Me In students. 
7. A Shared Experience Web site was also created with the same intent and purpose 
of the Count Me In Web site. 
8. With new software and a greater dependence on technology, there is an ever‐
growing need for technical desk side service and support.  This service includes, but 
is not limited to resource availability, repair and upgrading of UC assets, and an 
occasional compromised system or system failure.  This year, 198 work orders were 
generated and processed, and there is an average of 10 visits/inquiries per day 
relating to desk side service and support. 
9. A training video was created for users who work in the “Recruit” system, and 
group training was provided for a number of different software/technological 
solutions. 
10. Steps that were taken this year to align admissions with the IT direction of UC 
Merced include adding all computers to the UC Merced domain, moving all 
computers to Vista and a centralized update system, restoring all mixed‐mode 
environments and reducing training/support costs, keeping a standardized and 
computer model/footprint, and implementing Microsoft Office 2007 for 
professional‐quality marketing communications and compatibility. 
 
 







Bobcat Bookstore 
Year End Report 


200708 
 


The Bobcat Bookstore is located on the first floor of the Kolligian Library.  The 
Bookstore carries all of the required and recommended textbooks and supplies 
students need to excel at UC Merced.  The bookstore also carries a wide variety of 
electronics, computer peripherals, headphones, batteries, cables, printer cartridges 
and many other necessities for residential students or the office of a staff or faculty 
member.  The bookstore continues to partner with Apple Computers to provide 
educational pricing on computers, software and peripherals.  The Bobcat Bookstore 
also has candy, snacks and beverages. 


The Bobcat Bookstore is the licensed vendor for selling clothing and gift items for 
the University.  The Bobcat Bookstore has everything from t‐shirts, sweatshirts, 
jackets, pens and Pencils, Cups and mugs and license plate frames, all bearing the 
University name or logo. 


In 2007‐08, the Bobcat Bookstore had 74,087 transactions a 30% increase over last 
year.  The Bobcat Bookstore sales were $1,749,597 worth of books, supplies and 
clothing to students, staff, faculty and visitors..  This is a 29% increase in sales over 
2006/07.  The Bobcat Bookstore is operated by the Division of Student Affairs and 
the Management Team consists of: Kevin Storms, Store Manager; James Nardello, 
Assistant Manager. 


MAJOR ACCOMPLISHMENTS FOR THE BOBCAT BOOKSTORE 


FINANCIAL 


• Total sales of FY 2007/2008 was $1,749,597; total sales for 2006/2007 
$1,169,019  this is a 33% increase over last year 


• Computer products sales for FY 2007/08 are $406,105 this is a 46% increase 
over last year. 


• Clothing and Gifts sales for 2007/08 are $265,451 this is a 34% increase over 
last year. 


• New books sales $622,599 this is a 33% increase over last year. 
• Used books sales $214,409 this is a 26% increase over last year. 


 


SERVICE 


• Purchased faster credit card processing unit to speed up transaction time 
and line management. 


• The staff has worked on all aspects of customer service to improve customer 
relations and customer loyalty. 


• Training of student staff and promotion of two students assistant to help 
with computer sales and inventory management.  







• Supported the Student Affairs Strategic Plan Initiative (3.5F ) by creating a 
on‐line newsletter letting customers know about upcoming promotions, new 
items, and sponsored programs. 


• Supported the Student Affairs Strategic Plan Initiative  (4.2 D) by creating a 
student / department window display contest to involve students in 
marketing strategies, customer research, and design creation. 


•  
OPERATIONAL 


• Continue to have low turnover of both full time and student staff members.  
We had two students graduate that were with us from year one. 


• Fulfilled over 600 textbook reservations in the fall of 2007. 
• We have increased our exposure of advertisement on campus TV and 


posters. 
•  


CAMPUS SERICE 


• Attend and participate in the numerous new student orientations. 
• Helped set up a display room in a residence life room of bookstore products. 
• Expanded and partnered with alumni association to have a very successful 


Graduation Fair. 
• Participated in numerous campus events and had numerous book signing 


events. 
• Worked with departments on special orders of custom imprints to showcase 


their department logo or school on custom products. 
• Worked on prices of new and used textbooks to be competitive with online 


vendors. 
• Hosted faculty events to inform of new products and services. 


 


CHALLENGES THAT IMPEDE US FROM ACHIEVING OUR GOALS 


• One of the biggest challenges the bookstore has is the lack of space to show 
case products and services.  This impedes the staff from expanding product 
selections and services.  The staff is working creatively to meet our customer 
expectations and desires. 


• The campus inability of assign faculty to courses in a timely manner.  This 
affects the store in its ability to purchase books at buyback time.  It also 
adversely affects the store’s ability to offer more used books.  This could 
affect the students by requiring them purchase a “new” books at a 25% 
higher price than if we were able to offer them a “used” book. 


 


 


 


 







Campus Card Office 
Annual Report for Fiscal Year 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The CatCard office was aligned under Student Affairs by direction of the Chancellor, 
in a letter dated November 23, 2004.  The overall management of the CatCard office 
and the maintenance and programming of the system has been performed by the 
interim Campus Card Manager since June 2006.  In 2006 the CatCard office had been 
staffed by an administrative assistant II at a .75 FTE.  In FY 2007‐08 the 
administrative assistant appointment had been increased to 1.0 FTE with .25 FTE of 
the appointment coming from the Registrar’s office. The split 1.0 FTE also allowed 
expanded services to be provided for students, faculty, and staff to visit the CatCard 
office.  A FY 2008‐09 budget was submitted to increase the administrative assistant 
II position to 1.0 FTE entirely from the CatCard budget. The CatCard office manages 
the Campus Card Program using a CBORD system/program known as CS Gold 5.X.  


In 2003, the University spent $769, 372 to order the hardware and software to run 
the program, hardware and associated cost for supplying door readers to Housing, 
Dining, Library, Classroom building, and the Science and Engineering building; and 
also funds to purchase the Micros Cashiering System that allowed the Dining 
Commons to link to the CS Gold program. Currently gym membership is tracked and 
recorded through the CatCard system.  In addition, shared printing accounts are 
available for faculty and staff within campus departments.  The campus has most 
recently completed a minor system upgrade to CS Gold 5.14.  


The CatCard office ended FY 2007‐08 in the black.  During FY 2007‐08 there was a 
carry forward of $48,000 from FY 2006‐07, and additional FY 2007‐08 expenses of 
approximately $80,000, for a total of approximately $130,000.  The CatCard ended 
the fiscal year with approximately $135,000.  In FY 2007‐08 the CatCard office used 
the same recharge model from the previous year of $225 per door reader and a 
percentage of CatCard related revenue of 1.5 percent.   


The CatCard has been designated as a primary means of UC Merced identification 
for faculty, staff, students, and campus visitors. Replacement cards are the 
responsibility of the cardholder; the CatCard replacement fee had an approved 
increase to $20 per card in the beginning of FY 2007‐08.  The CatCard office issued 
1,625 cards during FY 2007‐08, of which approximately 225 were replacement 
cards. 


The Campus Card program is a stored value/credit, activity, access, and 
identification management program all wrapped in one.  UC Merced has 
incorporated the more expensive radio frequency identification (RFID) card with 
the system. There are currently 276 general funded RFID door readers located 
throughout the campus; in addition there are another 18 auxiliary funded door 
readers. The Campus Card system controls the doors access and the alarms 
associated with those doors.  There were approximately 180,000 RFID strikes at 
door readers during FY 2005‐06, and increased to 1,516,963 strikes in FY 2007‐08 







**University funds central operational CatCard function  access/security 


Building   
Number of RFID 


Readers   
Cost $225 per 


reader 


**Central Plant    11    $2,475 


**Telecom BLDG.    5    $1,125 


**Library    64    $14,400 


**COB    55    $12,375 


**Wellness Center    2    450 


**S & E    139     $31,275 


    sub total  276  $62,100 


         


Terrace Center    10     $2,250 


Sierra Terrace    2    $450 


    sub total  12  $2,700 


         


Dining Facility    6     $1,350 


    sub total  6  $1,350 


         


Recreation Center    7     $1,575 


    sub total  7  $1,575 


         


Wellness Center    2     450 


    sub total  2  $450 


         


         


    Total  303  $68,175 


 


 







 


On the stored value/credit side of business, the card is used as a form of payment in 
many areas to include; all campus food service locations, bookstore, 
laundry/vending machines, as well as printing/copying services.  The Campus Card 
program offers management a valuable tool to monitor the financial health of each 
of the aforementioned operations, in addition to providing its users a convenient 
and safe form of payment while also contributing to the ultimate goal of being a 
cashless campus.  With the Campus Card system in place valuable reports that are 
highly reliable and accurate can be provided in a minimal amount of time.  During 
fiscal year 2007‐08 the Campus Card program provided for the tracking and 
administering of $1,956,995 dollars of on campus transactions  


Formula: For FY 2007‐08, all revenue generated through CatCard usage was 
recharged a 1.5% fee of recorded revenue.  


Service   
Revenue 
Generated 


1.5% 
Calculation 


Campus Dining       
Dining Commons: Plans 1‐8    $14,170.33  $212.55 
Dining Commons: Plan 9‐


10    1,744,042.50  $26,161.00 
Dining Commons: Plan 11‐


50    $65,632.12  $984.48 
    Total  $17,358.03 


Campus 
Housing/Commons       
Housing: Washer/Dryers    $36,301.25  $545.00 
    Total  $545.00 


Bookstore       
Bookstore    $88,361.93  $1,325.00 


    Total  $1,325.00 
Copying/Printers       
Copying/Printers    $8,489  $127.00 


    Total  $127.00 
       
       
  Total Recharges  $19,355.03 


 


The CatCard also functions as an intelligent library card.  Students, staff and faculty 
have the ability to complete self checkout of books with the use of their CatCard.  If 
books are inadvertently not checked out, the books will automatically be associated 
with the patron as the patron, unchecked books, and CatCard pass through the 
electronic library reader system. 


 







The CatCard office staff participates in a variety of activities in order to properly 
market the program and provide superior customer service.  Participation in events 
have included, but not limited to: Bobcat Day, Undergraduate Orientation Days, 
Graduate Orientation, and Residence Life Move‐In Day.  In addition the CatCard 
office provides and manages a campus‐wide program that allows departmental use 
of dining, bookstore, laundry, and printing/copier.  


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 







 


DINING SERVICES  
YEAR END REPORT 


20072008 
 


Mission Statement 


UC Merced Dining Services mission is to provide quality food and courteous service 
to students, faculty, staff, and campus visitors in support of the teaching, research 
and mission of the University of California. 


Who We Serve 


Dining Services provided service to 700+ on‐campus residents, 1200+ commuter 
students and 500+ faculty and staff. In addition, we serve construction workers and 
members of the local community. 


Challenges 


The 2007/2008 school year proved to be a challenging year for Dining Services, 
even though we feel confident that we successfully adapted to the challenges at 
hand. 


• Dining and Housing fell short ~126 residents from the projected number of 
826. That resulted in ~$277,000 of revenue lost vs. budgeted. Approximately 
700 residents resided on campus this year. 


• The Dining Expansion project had a substantial impact on both ambiance and 
space. Maintaining full functionality while under construction was difficult 
and required significant logistical planning between Dining Management, 
Physical Planning and Hallmark. Most of the impact was minimized by 
shifting construction to weekends and off hours. 


• Raw food cost jumped about 5% across the board, due to the high cost of 
freight and general food shortages related to corn, rice and oils. 


• We lost three employees due to catastrophic leave and/or maternity leave. 
Casual labor was hired to replace these vacancies and extensive training was 
provided. Two of these positions were cashiers, who are key to maintaining 
an appropriate flow of customers in and out of the servery. 


• Summer School and Conferences help Dining generate revenue, however, 
very low counts for both make scheduling difficult. During the summer, 
Dining employs four ASFCME employees at a time. Being open for breakfast, 
lunch and dinner requires us to allocate overtime or student labor to cover a 
12 hour business day, 7 days a week with only 4 career employees.  


• The loss of our Analyst, Carla Krogh, was a huge blow to Dining Services. We 
lost administrative support as well as years of experience and knowledge of 
systems. Her vacancy will not be filled until July 2008.  


 
 
 


 


 







 


Highlights & Achievements 


YablokoffWallace Dining Center 
Dining made some key changes to the program to decrease labor, food cost, and to 
increase perception of variety. The result was a higher level of customer satisfaction 
and cost savings. Some of these changes included: 


• An increased emphasis on healthier ‘grab‐n‐go’ items like salads and 
sandwiches, hummus dips, veggie snack, etc. 


• Removal of high cost and meal replacement items, such as pre‐packed ice 
cream which runs at an average food cost of  ~45%. A soft serve machine 
was implemented and has been incredibly popular. The food cost on soft 
serve is 12% and over 2500 servings were sold in the first 3 weeks. 


• Theme meals were popular this year. We saw more than half of the residents 
show up to these meals. We hope to further partner with Housing and OSL 
next year to increase the frequency of these meals. Nine theme meals were 
held this year. 


• Total sales this year for the Yablokoff‐Wallace Dining Center will approach 
2.1 million dollars. 


• A new manager was added to our team in September 2007. He has done an 
excellent job and was recently promoted to Production Manager. The result 
is a sharper focus on our cost per meal rate and better procurement of 
resources. 


• Overall, Dining processed over 650,000 transactions through out the year. 
 


Catering 


• Catering sales were excellent this year. We anticipated $240,000 in revenue 
for this year, however, it appears we will come in around $319,000. 


• Catering will close the 2007‐2008 fiscal year with over 810 events on the 
books. 


• Catering expanded its clientele base to include outside groups. Large events 
were held on campus in the Gallo Gym that proved to be very successful. 


• Catering has worked hard to establish a good relationship with University 
Relations. We catered twice as many events for them this year vs. last year. 


• Verbal feedback from customers indicated that customers are increasingly 
happy with the services we provide. 


• Lakeside Catering catered the Chancellors Inauguration Scholarship 
Luncheon and successfully plated over 480 meals with 4 career employees 
and a team of students. This is the biggest plated meal we have done since 
opening in 2005. 
 


The Lantern Café 
• Exceeded projected revenue by 10% at $155,000 
• Average daily sales of $1850.00, with 40% contributed to on‐campus meal 


plan. 







• The Lantern Café served customers Monday‐Friday 7:30am‐7:00pm. Sales 
after 5pm were slow and mostly on‐campus meal plan revenue. 


• The Lantern Café salad and sandwich menu pricing was reduced about 7% to 
entice ‘budget conscious’ customers to purchase our products. Salad and 
Sandwich sales increased from 100 to 140 units per day due to this change. 


 
Student Leadership 
Student labor and leadership is key to the success of Dining Services. The hierarchy 
has branched out to include two student managers, seven student supervisors, and 
64 student associates. A student “Cooks Help” program was implemented and 
proved to be very successful. Carefully selected student applicants were paired with 
a Sr. Cook to train on all aspects of culinary skills. Whether it is basic knife skills or 
how to prepare a cream‐based soup, student cooks are becoming increasingly more 
talented and beneficial to our back of the house operation. 
 
Sustainability 
 
With support from Facilities and the student recycling coordinator, a campus 
compost pile was started. Dining composted over 1,000 lbs of vegetable waste, egg 
shells, and coffee grinds in the first 2 months. The Merced SunStar did an article on 
this project. We hope to eventually use this compost in our private herb garden to 
‘complete the cycle’. Dining has a seat on the Chancellors Sustainability Committee 
and is committed to meeting and exceeding the charter set forth by this committee. 
 
Expansion Project 
 
The Dining Expansion project has carried on smoothly though out the year. 
Although challenging to operate while under construction, the project has hit most 
of the predetermined milestones and is on track for substantial completion by 
August 1st. We are within budget and were able to accept every “add alternate “. The 
Dining Expansion will provide our team with much need storage and back of the 
house preparation space, in addition to 300+ more seats inside and out. We are 
optimistic that our new facility will help us meet the needs of our customers for 
years to come. 
 
 


 
 
 


 


 


 


 


 


 


 







Career Services Center 
Year End Report 
20072008 


 


Mission Statement 
The Career Services Center (CSC) at the University of California, Merced assists 
students and alumni in reaching their full potential by offering comprehensive 
career development services to the university community.  Specifically, the CSC will 
provide resources for: 
• Career Assessment and Career Counseling 
• Career Exploration 
• Experiential Education 
• Part‐time Employment 
• Post Graduation Job Search 
• Graduate School Search 


To successfully accomplish this mission, the CSC will form strategic partnerships 
with the university’s faculty, staff and administration, along with business, 
government and non‐profit organizations. 
 
Highlights of 200708 
 
Collaboration with Academic Programs  
The Career Services Center had numerous opportunities to work collaboratively 
with faculty.  These opportunities included: 
• Receiving approval from School of Social Sciences, Humanities and Arts 


curriculum committee and faculty at large to adopt an official internship for 
credit program at UC Merced (drafted by Kelly Patterson & Alisha Kimble). 


• Assisting Professor Kathleen Hull in securing internship opportunities for 
students enrolled in History 190. 


• Successfully collaborating with UC Merced faculty advisor Steve Nicholson to 
place 6 students in the UC Center Sacramento internship program. 


• Conducting a workshop on “strategic planning for me” to Lecturer Staci Santa’s 
Management 191 class. 


• Conducting a workshop on applying to graduate school for Professor Evan 
Heit’s Cognitive Psychology class. 


• Leading a workshop for Professor Alex Whalley on locating a summer 
internship for Economics/Management students. 


• Presenting a workshop on internships and graduate school to Professor Alex 
Whalley’s Economics 101 and 116 classes. 


• Leading a workshop on careers/internships in applied mathematics for 
declared mathematics majors and faculty (coordinated via Professor Arnold 
Kim). 


• Conducting 2 presentations on writing effective personal statements to 
Lecturer Shirley Kahlert’s Writing 116 classes. 







• Partnering with Professor Gregg Herken to market a UCDC information session 
and create an announcement to the UC Merced community to advertise 
accepted UCDC interns.   


• Leading a workshop on incorporating service learning experience into your 
resume to service learning students. 


• Partnering with the School of Engineering to bring a human resources 
representative from IBM to campus. 


• Arranging a workshop (presented by Karen Dunn Haley, Faculty Development 
Coordinator, Laura Martin, Faculty Development & Assessment Coordinator, 
Sara Davidson, Library and Jennifer Teixeira, Sponsored Projects) on grant 
writing for graduate students. 


• Presenting to new faculty in the School of Social Sciences, Humanities and Arts 
on internships for credit and Letters of Reference service. 


• Conducting a workshop on career planning to AGEP/MESA students 
(coordinated via Phung Colvin, Excel! Program Coordinator, School of Natural 
Sciences) 
  


Collaboration with Student Clubs & Organizations  
• Hosting a monthly pre‐health speaker’s series in collaboration with Pre‐Health 


Professional Club, AMSA and Dr. Robert Streeter of Mercy Medical Center. 
• Partnering with the pre‐law club to host an info session of Central California 


Law Services. 
• Arranging for pre‐law club members to meet local judges and attorneys, tour 


historical sites, listen to law speakers, and obtain training on completing tax 
credit forms (in order to assist Mendota residents) at REAL Tax Credit Law 
Days. 


• Speaking with students about green careers at the “Green Makes Cents” 
Resource Fair (coordinated by the Green Club). 


• Collaborating with Student Transfer Association to develop a Student to 
Student Internship Forum. 


• Presenting to Disability Student Association workshop on our services and 
disability disclosure. 


• Leading 2 workshops on “Applying to Graduate School” for African American 
Student Association and Pre‐Health Professional club members 
 


Club Challenge 
During the spring 2008 semester, the Career Services Center launched the 1st annual 
Club Challenge that involved completing a set of challenges designed to facilitate 
additional use of Center resources.  Challenges included attending CSC workshops 
and events and scheduling individual appointments with a career counselor.  Nine 
clubs signed up with 10 members participating on each team.  The 1st place team 
(African American Student Association) won a private sushi‐making party provided 
by Dining Services. The Office of Student Life also awarded club funds to the top 
three teams (2nd place – Pre‐Health Professional Club, 3rd place – University Women 
of Merced Network) for future club events.   
 
Because of our increased contact with the club members of the African American 
Student Association, the Career Services Center was acknowledged at the AASA 







awards gala in May.   
 
Student Employee Appreciation Reception 
The Career Services Center unveiled the first annual recognition program for 
student employees in spring 2008.  Hiring managers were notified via e‐mail of 
criteria and nomination process and encouraged to nominate their student 
employees for the student employee of the year award. During National Student 
Employment Week (April 14‐18), the CSC hosted a student employee appreciation 
reception and announced the top 3 winners of the student employee of the year 
competition and celebrated the accomplishments of over 400 student employees on 
campus.  In order for this program to be offered in the future, a mechanism similar 
to the Top Cat program, which is through a payroll assessment, needs to be 
developed for accessing these funds.  At this time, an email has been sent out to HR 
about the possibility of developing a student recognition program.  If this is not 
plausible, an alternative method will need to be developed to recognize student 
employee accomplishments to the university.  
 
Establishment of Alumni Survey  
This survey was created in fall 2007 by Kelly Patterson and Stefani Martinez 
(Alumni Affairs) in consultation with Institutional Planning & Analysis.  In May 
2008, the survey was distributed to the class of 2007 graduates via e‐mail with 2 
reminder e‐mails sent out in June.  To date, 24% of alumni have completed the 
survey.  When the survey closes at the end of June, a mailing will go out to the 
students who have yet to respond.  When all the information is gathered, a report on 
outcomes of our graduates will be created and submitted to campus administration. 
 
Establishment of Online Community Resource Guide  
In the spring of 2007 the Community Outreach Forum was formed to address best 
practices, maintaining a flow of communication and ways of sharing resources.  As a 
result of this venture, the forum established an online community resource guide to 
serve as a navigation tool for community members to locate faculty and staff at UC 
Merced.  At this time, the website has been unveiled to cabinet and deans and 
directors with the hope of this site launching prior to the fall semester.   
 
Career Services Center Major Events 
Disorientation for Seniors 
On October 16‐17, the CSC in collaboration with Alumni Affairs, Registrar and 
Financial Aid conducted 2 senior meetings and various elective workshops 
(Applying to Graduate School, Job Search, Financing Your Future) to graduating 
seniors.  Our aim in delivering this program was to advise students on the 
graduation process and the resources that are available to them as a student and 
alumni of UC Merced.  45% of graduating seniors attended a senior meeting with 
select students choosing to stay and attend elective workshops.  It is our hope to 
expand the electives offered as our founding class of students graduate in May 2009.   
 
Internship Fair 
The 3rd annual Internship Fair was held on February 14, 2008 in the Joseph Edward 
Gallo Recreation & Wellness Center.  This year’s fair reflected a decrease of 
employers from 36 (2007) to 34 (2008) due to budget cuts that impacted many 
government/non‐profit agencies.  While we saw a decrease in employer attendance, 
students who attended the event were better prepared to answer employer 
questions and presented themselves in a more professional manner.  
 
This was a direct result of the CSC efforts to bring employers to campus the week of 
the fair to conduct resume reviews and mock interviews.  In addition, more 







outreach was conducted to inform students of appropriate internship fair attire and 
the need to bring resumes to the event. 
 
Etiquette Dinner 
This year the Career Services Center partnered with Alumni Affairs, Housing & 
Residence Life and Office of Student Life to promote “Etiquette Week” (a week of 
activities including a fashion show, Etiquette Dinner and Social Networking 
workshop).  83 students signed up for this year’s Etiquette Dinner, with 51 students 
attending the event.  Additionally, we were able to seek funds from the School of 
Natural Sciences, Alumni Affairs and a local community member to each sponsor a 
table at this year’s event in order to supplement some of the program’s costs.     


 
Assessment Plans And Results For 20072008 
 


Plan for Use of Tracking Information and Results for 20072008 


The Career Services Center (CSC) tracks information on two major groups of 
constituents; students (later including alumni) and employers. 
 
Tracking of Student Use of CSC Services   
The following information is gathered on student contacts: 
• Date of student contact 
• Name of student 
• Time spent with the student in minutes 
• How the service was provided – in person, via email or on the phone 
• Demographic information – gender, ethnicity, class standing, and residential 


status 
• Type of services used (career counseling, test interpretation, job search 


assistance, resume and cover letter assistance, interview preparation/mock 
interviews, internship search assistance, graduate school search assistance, 
student employment issues and other). 


 
 
 
 
Information about student usage of CSC services: 
 
Scheduled Appointments  433 


Students Utilizing Drop In Hours in the 
Dining Commons 


140 


Email Consultation  162 


Individual Students Participating in 
Career Counseling Services 


381 – or 21% of the student population 


Visits to the Career Services – Other than 
Scheduled Appointment 


2945 


Individual Freshmen Served   147 or 18% of the Freshman Class 


Individual Sophomores Served  106 or 28% of the Sophomore Class 







Individual Juniors Served  265 or 58% of the Junior Class 


Individual Seniors Served   57 or 50% of the Senior Class 


Individual Graduate Students Served  7 or 5% of Graduate Students 


Students Creating Letters of Reference 
Files 


26 


     
Additionally, the CSC uses web based career services management software.  The 
software, College Central Network, through its basic service, provides tracking and 
report generation and data in the following areas for the 2007‐2008 academic year: 
 
• Student/Alumni Job Search Activity –   


o Student Submissions to 2007‐2008 Job Postings–21 
o Number of time employers reviewed individual student resumes‐351 


 
• Number of Student Registrations‐  706 or 34% of student population  
 
• Number of Students Registered by Ethnicity ‐ 


 
UCM Students Registered on CCN  Students Registered at UC Merced 


o African American – 20 or 1%  
o Asian/Pacific Islander – 108 or 


18% 
o Caucasian – 87 or 4% 
o Hispanic/Latino – 113 or 21% 
o Native American/Alaskan – 1 or 


.07% 
o Multicultural – 9  
 


o African American – 5% 
o Asian/Pacific Islander –31% 
o Caucasian –25% 
o Hispanic/Latino –27% 
o Native American/Alaskan – 0% 
o Not provided –0.05% 
 


 
 


Number of Students by School ‐ 
 


UCM Students Registered on CCN  Students Registered at UC Merced 


o None – 39 
o School of Social Sciences 


Humanities and the Arts ‐ 310 
o School of Natural Sciences ‐ 166 
o School of Engineering –75 


o Undeclared ‐ 240 
o School of Social Sciences 


Humanities and the Arts ‐ 603 
o School of Natural Sciences – 597 
o School of Engineering – 310 


 
 
 
 
 
 
 
 
 







 
Tracking of OnCampus Student Employment –  
 
Number of On‐Campus Student 
Employment Position Announcements 
Posted 


148 


Number of Applications Submitted by 
Students 


2364 


Number of UC Merced Undergraduate 
Students Employed On Campus 


559 


 
 
 
Tracking of Workshop, Presentation and Event Participation –  
Attendance at various CSC workshops, events and classroom presentations was 
tracked during the 2007‐2008 academic year.  An Excel spreadsheet was used to 
collect information including the name and date of the workshop, presentation or 
event, followed by the number of students, faculty/staff and community members in 
attendance. 
 
For the 2007‐2008 academic year the following information was gathered about 
workshops, presentations and events hosted or sponsored by the Career Services 
Center: 
 
Total Number of Workshops, Classroom Presentations and 
Panel Discussions for UC Merced Students 


78 


• Students Attending Classroom Presentations  258 


• Students Attending Workshops and Panel Presentations  1379 


• Students Attending Career Services Open House  74 


• Students Attending Graduate Diversity Fair (UC Davis)  60 


• Students Attending Internship Fair  205 


• Students Attending Etiquette Dinner  51 


• Students Attending Student Employee Appreciation 
Reception 


113 


Total Number of Workshops/Presentations for Community 
Members conducted by CSC Staff 


4 


• Total Number of Community Members Attending   143 


Total Number of Workshops/Presentations for Faculty/Staff 
conducted by CSC Staff 


17 


• Total Number of Faculty/Staff/Students Attending  359 


 
 
 







 
The College Central Network system and our own tally of opportunities not posted 
on College Central Network provided us with the following information: 
Employers 
• Number of New Employers Registered on College Central Network (CCN) – 164 
• Number of New Employers on CCN by Major Sought 


o School of Social Sciences, Humanities and the Arts ‐ 85 
o School of Natural Sciences ‐77 
o School of Engineering – 100 
o None Indicated – 113 


Jobs 
• Total Number of New Jobs Posted for Students at UC Merced ‐  


o Full Time Jobs ‐ 417 
o Off‐Campus Part‐Time Jobs – 105 
o Posting Listing Multiple Opportunities ‐ 19   
o Summer Only Jobs ‐ 14 
o Camps ‐ 4 
o Internships – 40   


• Number of New Jobs Posted via CCN – 426 
• Number of Jobs Posted via CNN by Job Type * 


o Full‐Time – 275 
o Part‐Time – 97 
o Internship –55 
o Freelance –Seasonal –36 
o Volunteer –74 


* One job could be listed as multiple types (i.e. full‐time or part‐time) 
• Number of Jobs Posted by Major 


o School of Social Sciences Humanities and the Arts – 131 or 21% 
o School of Natural Sciences ‐123 or 20% 
o School of Engineering –125 or 40% 
o None Indicated –293  


* One job could be listed for multiple majors 
 
 


 


 


 


 


 


 


 


 


 


 







Center for Educational Partnerships  


Year End Report 


200708 


 


In April 2002, the University of California, Merced, created a single, comprehensive 
student academic preparation and educational partnerships (SAPEP) unit called the 
Center for Educational Partnerships (“CEP”). 


The Center for Educational Partnerships currently houses all SAPEP activities, 
including the UC Scholars Early Academic Outreach Program (EAOP), the Parent 
Empowerment Program (PEP), the Upward Bound Program, the Data Analysis and 
Evaluation Program, the Gaining Early Awareness and Readiness for Undergraduate 
Program (GEAR UP), and the Talent Search Program. 


The CEP was established to effect long‐range improvement in the education of 
Central San Joaquin Valley students and ultimately increase the number of Central 
Valley students eligible to attend institutions of higher education.  All CEP programs 
seek to increase UC/CSU competitive eligibility and admission rates in the Central 
Valley. 
 
2007‐2008 has been marked by the CEP’s growing involvement in working with P‐
16 partners to use data to identify “access delimiting” policies, practices and 
traditions that impact student achievement and access to postsecondary 
institutions.  Strategically, the CEP embarked on this activity to ensure that P‐16 
partners engage in activities targeted not only at increasing student achievement in 
standardized test scores but also at eliminating identified “access delimiters” so that 
more students access college preparatory courses, and thus increase the total 
number of students who achieve UC/CSU eligibility across the Central Valley. 
 
For example, in 2007‐2008 the CEP worked with partners to determine whether 
students taking Regional Occupational Program courses (typically non‐A‐G courses) 
demonstrated similar student achievement characteristics or had the same access to 
college‐preparatory courses as students who did not take Regional Occupational 
Program courses.  Based on our findings, discussions took place focusing on 
modifying current practices and policies to allow students and families to make the 
most informed decisions about course placement.  The CEP’s goals is that these 
data‐driven activities become replicable and institutionalized throughout the 
Central Valley. 


 
The CEP’s focus on building P‐20 regional alliances throughout 2007‐2008 has 
yielded positive results.    UC Merced is considered a partner interested in increasing 
the college going rate among all students throughout the Central Valley, not just 
those who traditionally seek a University of California education.  Even today, a six‐
week Upward Bound residential program at Fresno Pacific University targeted fifty 
non‐college bound 9th and 10th grade students who we will work with over the next 







four years with the hope of making them UC/CSU eligible.  The CEP strives to ensure 
that UC Merced is not viewed as a partner that is involved in academic preparation 
and educational partnership efforts only because it will benefit the campus.  Instead, 
UC Merced wants to be viewed as a research partner interested in leveraging its 
resources, both human and capital, to create greater college‐going opportunities for 
students throughout the Central Valley.  In time, that commitment will yield greater 
numbers to our campus because of the genuine appreciation partners and students 
will have about our commitment to see students attend any college/university. 


Finally, the CEP continued to write grant proposals in order to sustain its operation.  
As current grants come to an end, we are hopeful that a GEAR UP grant proposal in 
the amount of approximately $4M is awarded to the CEP. 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 







COUNSELING & PSYHOLOGICAL SERVICES 
YEAR END REPORT 


20072008 
 
 
Philosophy & Mission Statement 
 
It is the intent of Counseling and Psychological Services (CAPS) to facilitate the 
personal and emotional growth, coping ability, problem‐solving ability, and self‐
management of the UC Merced students who access our services.  We believe that 
education is not limited solely to academic knowledge and that academic success is 
not only dependent on study and test‐taking skills.  Academic and career success 
can be facilitated by developing students’ appreciation of the integration of 
behaviors, belief systems, emotions, interpersonal interactions and even their own 
health issues. 
 
It is the mission of CAPS to offer a variety of free and confidential psychological 
services aimed to help students in their emotional, relational and behavioral growth.    
 
Crisis Intervention & Psychological Counseling 
 
Counseling and Psychological Services saw 195 students (10.4% of student 
population) for crisis intervention, individual therapy and group therapy for a total 
of 753 contact hours during 2007/08.  On average, about 9‐10% of the student 
population is seen during a 12‐month period at university counseling services at UC 
campuses.   
 
Counseling and Psychological Services has seen significant growth over the last 
three school years in the number of clients seen and number of appointments 
attended from 2005/06 to 2007/08. 
 
GROWTH 


2005/06 to 2007/08 


 SCHOOL YEAR 
• 55% growth in # of clients seen since 2005/06 
• 50% growth in # of individual appointments attended since 2005/06 







 


 


Significant student issues presented in counseling include: 


• Suicide attempt and hospitalization 
• Feeling suicidal  
• Rape/sexual assault 
• Grief and/or loss 
• Binge drinking/substance use 
• Legal problems 
• Concurrent treatment with psychiatric medications 
• Desire to leave UC Merced to go home 


 







 


Problems moderately to severely interfere with Academic Activities 39% 


Problems moderately to severely interfere with Social Activities 38% 


No /mild interference 23% 


 


Student Demographics 


 


• Average age:  19 (18‐48) 
• 70% students of color 
• 38% female and 26% male 
• 30% referred by faculty or staff 


 
 







 
 
 
 
 
 
 


 


 


 


 


 


 


Gender of Students 







 


 


 


 


 


 







 


 


 


School 


 


 


• 88% of the students live on campus 
• 12% of the students live off‐campus 


 


 







Campus Consultation, Psychoeducational Program and Workshops 


Counseling & Psychological Services provided 903 consultations, programs, 
workshops, ‘house calls” (totaling 1367 hours) to faculty, academic departments, 
parents, students, housing staff, medical staff and other staff/administrators.  
Consultation areas and time spent per area are listed below: 


 


 


 


Sample consultations/programs/workshops include: 


• Crisis consultation regarding suicide attempts/threats by students in the 
Residence Hall and Off Campus 


• Implemented  Protocall after hours answering service 
• Building professional partnerships 
• Attended Drug and Alcohol Conference 
• Ongoing consultation with Medical Staff 
• Parents phone consult regarding their concerns about their son/daughter’s 


well‐being 
• Coordination of care to students needing medical treatment 
• Eating Disorder Workshop, Student Success Workshops, 


Meditation/Relaxation Workshops, Stress Management Workshops 
• Resident Assistant consultations 
• Collaborative Art Project with Art Department 
• Mental Health Initiative Meetings 
• Started implementation of Internship program 


Hours 


Consultation/Program Time (hours) 







• Conducted search for Career Services Director 
• Student Health Advisory Committee 
• Student Response Team meetings 
• New student/graduate/parent orientations  


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 







Disability Services  
Year End Report 
20072008 


 
2007‐08 was a period of impressive growth for the Disability Services Program at 
UC Merced. A total of 29 UCM students were served in the fall 2007 Semester and 34 
students were served in spring 2008. A total of 35 students with disabilities 
received DS program services during 2007‐08. 


Disability Service Program Highlights for 200708: 


• DS sponsored campus presentation:  “Accessing the Message: The Critical Role 
of Caption Data” 
• DS/Career Services sponsored presentation: Accessing Career Services for 
Students with Disabiliites 
• DS facilitated the creation of “Disability Student Association” a recognized 
campus student organization 
• Center for Research on Teaching Excellence/DS sponsored 2 faculty workshops: 
DS as Teaching Resource 
 
UCM DS Program Services – Disability Type by Semester and AY07/08 
Cumulative Total 


The disability type (DT) for eligible UCM students for Fall Semester 2007, Spring 
Semester 2008 and AY07/08 totals are summarized in the table below: 


UCM DS Students: Disability Type  Fall 2007  Spring 2008  2007/08  


Disability Type 
Cumulative Total 


 


ABI/TBI  2  3  3 


ADHD/ADD  5  4  5 


Deaf  1  1  1 


Hearing Impaired  1  1  1 


LD  3  3  3 


Mobility/Orthopedic  2  4  4 


Other (Medical)  1  1  1 


Psychological  10  13  13 


Speech  0  0  0 


Vision  4  4  4 


Total:  29  34  35 


 







 


UCM DS Program Services – Disability Type by Academic Year Cumulative 
Totals 


 


 


UCM DS Program Service Utilization 


The UCM DS Program Service Type table below shows the specific program services 
utilized by eligible UCM students according to disability type and the individual 
student service utilization for Fall 2007 and Spring 2008. The data shows that the 
most frequently used core academic accommodation service provided to eligible 
students was exam proctoring.  


 


ASP:  Accommodation Service Planning  AMP:  Alternative Media Production AT:
  Assistive Technology 


I&R:  Information &/or Referral    NS:  Notetaking Service    PR:
  Priority Registration 


PS: Proctoring Services      RTC:  Real Time Captioning   


 


UCM DS Students: Disability Type  2005/06  


Disability Type 


Cumulative Total 


2006/07 


Disability Type 


Cumulative Total 


2007/08 


Disability Type 


 Cumulative Total 


ABI/TBI  0  1  3 


ADHD/ADD  1  1  5 


Deaf  0  1  1 


Hearing Impaired  0  1  1 


LD  2  2  3 


Mobility/Orthopedic  0  1  4 


Other (Medical)  0  2  1 


Psychological  3  6  13 


Speech  0  0  0 


Vision  0  1  4 


Total:  6  16  35 







UCM DS Program 
Recipients Fall 2007  UCM DS Program Service Type 


Individual 
Student Service 
Utilization 


Disability Type  ASP  AMP  AT  I&R  NS  PR  PS  RTC  TS  Total 


ABI/TBI  1  1  1    1  1  1      6 


ABI/TBI  1          1  1      3 


ADHD                    0 


ADHD                    0 


ADHD        1            1 


ADHD  1          1  1      3 


ADHD  1      1            2 


Deaf  1        1  1    1    4 


HI            1        1 


LD            1  1      2 


LD            1  1      2 


LD  1        1  1  1      4 


Other (Medical)  1          1  1      3 


Mobility                    0 


Mobility  1                  1 


Psychological  1      1  1  1  1      5 


Psychological              1      1 


Psychological            1  1      2 


Psychological  1        1  1  1      4 


Psychological  1          1  1      3 


Psychological  1          1        2 


Psychological  1          1  1      3 


Psychological  1            1      2 


Psychological  1          1        2 


Psychological  1          1  1      3 


Vision    1  1      1        3 


Vision  1  1  1  1    1  1      6 


Vision  1  1  1      1        4 


Vision  1  1  1      1  1      5 


Total  19  5  5  4  5  21  17  1    77 


 


 


 







 


Financial Aid & Scholarships 
Year End Report 
20072008 


 


Summary and Highlights 


The 2007‐08 academic year was another year of change and adjustment, with many 
new financial aid services created to assist UC Merced students.  Some highlights of 
our work include: 


• 15,340 FAFSA applications received and processed for 8,235 
students/potential students 


• $ 19,885,937.79 total aid provided in financial aid resources to 1,474 
students in the 2007‐08 academic year.  ($18,797,109.76 through grants, 
scholarship, loans and work‐study and $1,088,828.03 through exemptions, 
waivers and third‐party contracts) 


• Collection of supplemental tax returns, W‐2’s and other verification forms to 
ensure consistency with the financial aid application for 425 
students/potential students. 


• Collection of supplemental information from and manual review of 939 
students/potential students for a variety of reasons including: rejected 
application, special circumstance requests, request for increase in cost of 
attendance budget, drug conviction, veterans benefits, database match failure 
(citizenship, selective service, National Student Loan Data System, etc.), etc.   


 


Opportunities and Challenges 
Enrollment Growth   


o Continued enrollment growth impacts the Office not only in the increase in 
the number of continuing students and families we serve but dramatically 
impacts the services we provide to applicants and admitted students.  80% of 
the total undergraduate students, who matriculated, also applied for financial 
aid.  The Office processes financial aid awards for all applicants and admitted 
students to assist students in making a college selection. 


New Title IV Code unique to UC Merced 
o We received approval from the Department of Education to administer 


federal and state aid programs under a Title IV Code unique to UC Merced.  
As a result, for the 2008‐09 academic year, we will not longer operate as a 
location of UC Davis. 


Changes in Federal Programs 
o Federal Academic Competitiveness Grants (ACG) and National Science, 


Mathematics Access to Retain Talent (SMART) Grants were created for the 
2006‐07 academic year continued to evolve during the 2007‐08 academic 
year. We received sub‐regulatory guidance and as a result, our staff spent a 
significant amount of time implementing new systems and processes to both 
ensure compliance and to capitalize on this opportunity to provide additional 
financial resources for UC Merced students.   


 
 







Changes in Institutional Aid Programs 
o In 2006‐07, for incoming freshman we began awarding University Student 


Aid Program (USAP) program funds as “scholarship” funds in addition to our 
traditional “grant” program.  The goal was to recognize students who met 
scholarship requirements.  In 2007‐08, we expanded this model to include 
continuing students and incoming transfer students as well.  This required a 
significant amount of reprogramming as well as the development of new 
fund award codes. 


o In 2007‐08, several new scholarship programs were established through the 
generous contributions from donors to provide additional financial resources 
for students.  


o In 2007‐08, with assistance from the Office of the President, we implemented 
three distinct grant programs designed to improve yield rates and maintain 
access and affordability for UC Merced students.   


Enhanced communication to students 
o In 2007‐08, we implemented significant changes in our electronic and paper 


communications to students.  As a result, we were able to create award 
letters based on conditional text and in turn, provide students with 
individualized information and calculations to assist them in making the best 
possible decision about UC Merced’s affordability. 


Compliance Audits 
o In 2007‐08, the Office of Financial Aid and Scholarships participated in three 


audits designed to ensure compliance and fiscal responsibility: 
• California Student Aid Commission (CSAC) Cal Grant Compliance Review 
• UC Internal Audit on Refunds 
• UC Internal Core Audit 


Significant Changes in the Federal Family Education Loan (FFEL) Program 
o In 2007‐08, we began to see significant changes in the FFEL program that led 


to the creation of a system wide UC Policy on Educational Loan Practices. As 
a result: 
• We confirmed that all of our loan processing procedures conformed to 


the new policy. 
• We spent a significant amount of time participating in a system wide 


Request for Proposal (RFP) process to develop a preferred lender list. 
Increase in Special Programs 


o In 2007‐08, students continued to participate in special travel programs 
(Education Abroad, UC DC, and UC Sacramento).  These special programs are 
time intensive and require a variety of special processing.  We saw a 567% 
increase in the number of students who applied for financial aid for these 
programs (3 students in 2006‐07 to 20 students in 2007‐08) 


 
An Overview 
The primary role of the Office of Financial Aid and Scholarships is to provide 
financial resources to students who would be unable to achieve their educational 
goals without such assistance.  The Office identifies available financial resources and 
then makes those resources available to students.   
 
In general, undergraduate financial aid at UC Merced is awarded to students 
according to financial need, defined as the difference between a student’s current 
educational costs and what the student and the student’s family can afford to pay 
toward these costs.  UC Merced uses a federally mandated need analysis formula 
provided by Congress to evaluate a student’s financial need from family information 
provided on the student’s financial aid application. 
 







Students and parents have the primary responsibility for paying students’ expenses.  
When the funds available from family, job income, savings, and other resources are 
insufficient to cover all of a student’s educationally related expenses, the Office of 
Financial Aid and Scholarships makes every effort to fill the student’s remaining 
need.  
 
Some financial aid resources are awarded to undergraduate students without 
regard to financial need.


 
In general, graduate financial aid is awarded based on the strength of student’s academic 
record.  Graduate aid comes from a variety of sources and several offices on campus are 
involved in the delivery of graduate financial aid.  
 
Some financial aid resources are awarded to Graduate Students on the basis of financial 
need.  The Office of Financial Aid and Scholarships is responsible for determining eligibility. 
 
Who We Serve 
UC Merced’s Office of Financial Aid and Scholarships serves all undergraduate and graduate 
students and potential undergraduate and graduate students who have a desire to obtain 
resources to help fund their educational objectives.   
 
In 2007‐08, we received and processed 15,340 financial aid applications for 8,235 
students/potential students.  This is a 29% increase in financial aid applications over the 
previous year. 
 
Of the 122 graduate students enrolled in 2007‐08, all (100%) received some form of 
financial aid resources processed through our office.   
 
Of the 1,674 undergraduate students enrolled in 2007‐08, 1,334 (80%) applied for 
financial aid and 1,352 (81%) received some form of financial assistance.  Of the 1,352 
undergraduates receiving aid, 1,121 (83%) received need‐based aid. 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Sources of Funding 


The Financial Aid and Scholarships Office offers aid from four primary sources (Federal, 
State, Institutional, and Other).  Federal Government programs provide the most amount of 
overall funds while the State and the University contribute a substantial amount of grant 
funding. 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Overview of Aid Programs 


1. Federal Financial Aid Resources 


Federal Pell Grant 
In 2007‐08 Pell Grants for full‐time students ranged from $400 to $4,310.  The award is 
provided to eligible undergraduate students who complete a Free Application for Federal 
Student Aid (FAFSA) and demonstrate financial need.  Federal Pell Grants do not have to be 
repaid.  







In 2007‐08, UC Merced disbursed Pell Grants to 728 students totaling $2,354,867.85. 
Funding increased 63% from the 2006‐07 aid year. 
Federal ACG and SMART Grant 


The Academic Competitiveness  
(ACG) Grant and National Science and Mathematic Access to Retain Talent (SMART) Grant 
programs were created to meet the country’s growing need for improved math and science 
instruction. ACG Grant eligible students are awarded up to $750 in their first year and up to 
$1,300 in their second year. Students who major in mathematics, technology, engineering, 
or a critical foreign language who are eligible for SMART grants can receive up to $4,000. 
In 2007‐2008, UC Merced Disbursed ACG Grants to 253 students totaling $194,882.00 and 
SMART Grants to 38 students totaling $125,812.72  
 
Federal Stafford Subsidized and Unsubsidized Student Loan 
UC Merced participates in the Federal Family Education Loan Program (FFEL) in its 
administration of the Stafford Student Loan program.  The program provides low interest 
loans with favorable repayment terms and benefits to students. 
Subsidized Stafford loans are need‐based, federally insured loans that can be repaid after 
graduation.  Interest does not accrue on subsidized loans until the grace period expires, 
which is six months after students leave school or graduate.   
Both the subsidized and unsubsidized loans have a fixed interest rate of 6.8%.  Students 
may borrow both types of loans at the same time.  The amount that a student is eligible to 
borrow is based upon their financial need, grade level and dependency status.     
In 2007‐08, UC Merced disbursed Federal Stafford Student Loans to 856 students totaling 
$3,715,303.66. 
 
Federal Parent Loan for Undergraduate Students (PLUS) 
The PLUS program is designed to help parents meet the expected family contribution 
toward the students’ educational expenses, with loans not to exceed the student’s cost of 
attendance.  PLUS does not require students or families to demonstrate need.  Parents may 
borrow up to their child’s cost of education minus any financial aid the student is receiving.  
The loans are not subsidized and the interest rate is fixed at 8.5%   
In 2007‐08, UC Merced disbursed Federal PLUS Loans to 204 students/parents totaling 
$2,091,186.05. 
 
2. State of California Financial Aid Resources 
Cal Grant A 
Every graduating high school senior who has at least a 3.0 GPA, meets the Cal Grant 
eligibility criteria and applies by March 2nd receives a Cal Grant A.  Cal Grant A covers up to 
full system‐wide fees.   
 
In 2007‐08, UC Merced disbursed Cal Grant A funds to 258 students totaling $1,617,154. 
 
 
Cal Grant B 
The Cal Grant B is for those students from disadvantaged or low‐income families who 
otherwise would not be able to pursue a higher education.  Cal Grant B provides a 
subsistence grant for the first year of enrollment.  For subsequent years the grant covers up 
to full system‐wide fees and the subsistence grant.   
 
In 2007‐08, UC Merced disbursed Cal Grant B funds to 394 students totaling $2,186,962. 
 
3.  University of California (Institutional)  







 
 
 
University Student Aid Program (USAP) 
The University Student Aid Program (USAP) provides University grant/scholarship funds 
that the campus awards to students who demonstrate financial need.  Funds for USAP are 
provided by fee revenue and are allocated to the campuses from the Office of the President 
using the Education Financing Model guidelines. 
 
In 2007‐08, UC Merced disbursed USAP funds to 737 undergraduate students totaling 
$3,755,851.60. 
 
UC Merced Pioneer/Discovery Grants 
In recognition of UC Merced’s need for additional financial aid support the Office of the 
President provided one‐time supplemental support over the course of five years. In 2007‐
08, this grant was used to provide additional grant support for financially needy students. 
 
In 2007‐08, UC Merced disbursed Pioneer/Discovery Grants to 139 undergraduate 
students totaling $329,814. 
 
UC DonorBased Scholarships/Fellowships 
The Financial Aid and Scholarship Office is responsible for the administration and 
management of all University Scholarship and Fellowship programs for the benefit of 
undergraduate and graduate students. The Office also works with University Relations and 
the Schools to award restricted endowed scholarships and stipends. Following is a partial 
list of donor‐based scholarships/fellowships that we administer. 
 
* Wells Fargo Scholarship for High School and Transfer Students 
* Bank of America Management Scholarship 
* Lucia R. Myers Endowed Scholarship 
* SBC Pacific Bell Scholarship 
* Speck Family Scholarship 
* Frances M. Benton Scholarship 
* Ray and Joan Dezember Scholarship 
* Merced County Association of Realtors Scholarship 
* UC Merced Donor Scholarship 
* Caroline L. Adams Scholarship 
* Wally Coats Scholarship 
* Eich Family Scholarship 
* Floyd Family Foundation Scholarship 
* Louis P. Gonella Scholarship 
* Great Valley Center Book Scholarship 
* Grossman Family Scholarship 
* Ruth Solomon Hoffman Scholarship 
* Joe and Margo Josephine Scholarship 
* Theodore and Doris Koerner Scholarship 
* Kris‐Tangella Academic Excellence Endowed Scholarship 
* Merced Mall Regional Shopping Center Scholarship 
* Marvin Peletz Scholarship 
* Stephen D. Peterson Scholarship 
* John C. “Jack” Pjerrou Scholarship 
* Wendy Leone Olson Scholarship 
* Ken and Midge Riggs Scholarship 
* UC Merced Employees’ Scholarship 







* Nina Wack Special Education Fellowship 
* Willer/BUR Scholarship 
* Hildebrand Scholarship 
* Professor Roland Winston Endowed Scholarship 
* Fletcher Jones Fellowship 
* Wishek Family Scholarship 
* Pamela Ann Stahl Scholarship  
* Ernest S. and Bettine Kuh Scholarship 
* Leon O. and Diana Chua scholarship 
* Michael Colvin Scholarship 
* Doherty Yosemite Internship Program Scholarship 
* Beverlee Sieghold Antoine Scholarship 
* Dan David Solar Endowed Scholarship 
* Merced School Employees Federal Credit Union Scholarship  
* Calvin E. Bright Engineering Scholarship 
* Leroy Shobe Endowed Scholarship 
* Chancellor’s Scholarship 
 
In 2007‐08, UC Merced disbursed 380 donor‐based Institutional Scholarships from 27 
different scholarship programs to 342 students totaling $544,607 (some students receive 
multiple scholarships). 
 
CampusBased WorkStudy Program 
In the absence of funding for a Federal Work‐Study Program, UC Merced provides its own 
Campus‐Based Work‐Study Program. On‐campus supervisors are directed to give hiring 
preference to work‐study recipients assisting them in meeting the costs of higher 
education. 
 
In 2007‐08, 198 students earned work‐study funds totaling $331,010.96. 
 
4. Outside Agency Scholarships 
UC Merced students receive numerous scholarships and fellowships that are provided by 
outside organizations and programs.  Awards include the recognition from local agencies 
such as Rotary Clubs, state awards such as the Governor’s Scholarshare Program and 
Robert C. Byrd Honors Scholarships, and national awards such the National Hispanic 
Scholarship Fund.   
 
In 2007‐08, UC Merced disbursed Outside Agency Scholarship funds to 210 students form 
over 150 different agencies totaling $357,595.86. 
 
5. Alternative Loans 
Alternative loans from private lenders are available for students who are not eligible for 
other forms of financial aid or need additional funds to meet educational expenses.  
 
In 2007‐08, UC Merced disbursed $296,663 of alternative loans and $1,950 outside agency 
loans to students.  
 
6. Other Resources  
In addition to all of the resources listed above, students receive financial support in the 
form of fee waivers or fee remissions.  
 
In addition, some students are exempted from paying certain fees through a fee exemption 
Although fee exemptions are not funded, they are considered financial support for the 
student because they reduce the amount that a student is required to pay.  







 
Lastly, some students are supported through Third‐Party Contracts where an agency 
contracts with the University to pay on behalf of students.  
 
In general, all of these services are administered by the Student Business Services Office 
and/or the Registrar’s Office but, as a form of student financial support, they are 
coordinated with the student’s financial aid package. 
 
 In 2007‐08, UC Merced processed $1,018,874 of Fee Remissions, Fee Exemptions and 
third‐party contracts for 155 students.  
 
Customer Services We Provide 
The Office of Financial Aid and Scholarships is committed to assisting students and parents 
in financing the cost of a UC Merced education. A large part of that commitment is fulfilled 
by providing families the opportunity to consult with our staff. 
 
InPerson and Phone Advising Services 
The Office of Financial Aid and Scholarships works closely with the Students First Center 
(SFC) to provide walk‐in and call‐in service for parents and students. Staff at the SFC is on 
hand each day to assist students with all aspects of financial aid.  Students may also make 
an appointment with a Financial Aid Advisor should they have more complicated questions, 
special circumstances or be participating in a special program. Advising services are also 
available in Spanish.   
 
Scholarship Services 
Our office maintains an Outside Agency Scholarship Mailing List that allows students to 
sign‐up for electronic distribution of information regarding Outside Agency Scholarships. 
In addition, scholarship information is continually updated and is available via our website. 
 
The Office also provides services to academic units and University Relations in the 
coordination of scholarship programs.  These services include assisting in the 
establishment of donor‐funded scholarship programs, management of scholarship funds, 
determination of selection criteria for scholarship programs and awarding of scholarship 
funds.   
 
Internet Service 
The Office provides an extensive amount of general financial aid information on its website, 
http://financialaid.ucmerced.edu.  Students may view their individual aid status via 
‘MyFinancialAid’, which includes interactive award notification and personalized 
information.  In addition students may accept their aid offer, print necessary documents 
and notify our office of changes to their aid status.  The secure, personalized website also 
includes specific award and disbursement information. 
 
Outreach/Yield Activities 
In 2007‐08, the Office provided over 21 workshops and outreach activities designed to 
assist incoming students as they navigate their way through the financial aid process.  
 
The Office participates in the planning and implementation of the following organized yield 
activities: Chancellor’s Receptions, UC Regents’ Scholarship Reception, Experience UC 
Merced, Summer Orientations, Bobcat Day.







Student Health Services 
Year End Report 
20072008 


 
Mission 
The mission of the Student Health Services is to help each student achieve maximum 
physical and emotional health while pursuing their academic and personal goals at 
the university. The H. Rajender Reddy Health Center is committed to providing the 
highest quality primary health care, in combination with health education and 
wellness promotion through caring, accessible and affordable services.  


All activities and programs of the H. Rajender Reddy Health Center operate to assure 
sensitivity to all individuals including those with disabilities and those representing 
diverse cultural, racial, religious, gender or sexual orientation groups.  


Goals  


• Provide accessible, timely primary care that is personalized, confidential and 
cost‐effective.  


• Educate students, emphasizing health promotion, healthy lifestyles, and 
lifelong disease prevention.  


• Assist the campus community in providing a supportive environment for 
students to pursue personal wellness.  


• Foster lifelong learning in support of students becoming active participants 
in their health and wellness. 
 


Department Staff 


Student Health Services is located on the 2nd floor of the Joseph Edward Gallo 
Recreation and Wellness Center.  The H. Rajender Reddy Health Center 
encompasses approximately 3,400 square feet, including six (6) exam rooms, a 
nurse’s triage station, a laboratory/point of care testing room, a pharmacy, a large 
provider office for multiple providers, reception and medical records, a health 
education office and workspace for staff and peer health educators. 
The Student Health Services’ staff consists of four career positions and two contract 
positions.  The career staff includes Greg Spurgeon, Assistant Director for Health 
Services, Christina Messineo, Certified Physician Assistant, Ellie Russell, Medical 
Assistant/Receptionist and Ronita Pal, Administrative Assistant.  Jaipal Reddy, MD, a 
board certified Family Practice Physician provides the medical leadership and 
oversight and Michelle Brinkop, MD, is a part‐time staff physician. 


Programs and Services 


The fundamental role of the H. Rajender Reddy Health Center is to provide clinical 
services and patient education to students to focus to a healthy‐lifestyle choices.  
This includes: 


• Treatment of illness or injury and includes the provision of appropriate 
education, medications and/or referrals as medically appropriate. 


• Detect cases of illness early so that interventions can be arranged. 
 







 
• Fulfill selected public health responsibilities such as: 


o Preventing epidemics and the spread of disease 
o Promote and encourage healthy behaviors 
o Respond to disasters and assist in recovery 
o Assure quality and accessibility of health services 


 


Summary Highlights 


A medical health history is obtained from registered students in collaboration with 
Admissions via a health history form in the student’s admission packets.  The health 
history provides student demographic information, emergency contact information 
and medical history information about chronic illnesses, previous injuries/surgeries 
and medications.   


Immunization requirements were also sent to students in their admission packet.  
State law requires all students under the age of 19 years old on the first day of 
instruction must have Hepatitis B immunization.  In addition, the Health Advisory 
Committee has required proof of Measles, Mumps and Rubella (MMR) immunization 
for all students born after 1957.   


Student Health Services provided flu vaccinations on campus during the month of 
October, November and December 2007.  A total of 233 flu shots were given to: 168 
students, 12 faculty, and 53 staff.  The cost of flu shot was free for students and $10 
for faculty/staff. 
The Student Health Center provided services to a total of 798 unique students 
during 2007‐08 academic year.  There were 2,609 total clinical visits to the H. 
Rajender Reddy Health Center.  The average number of visits per student was 3.27. 


Optometry services continue to be offered in collaboration with UC Berkeley’s 
School of Optometry.  Services are available to students, staff and faculty and their 
dependents.  The services are covered under the UC’s VSP vision plan for faculty, 
staff and graduate students.  A reduced fee schedule is offered for uninsured 
undergraduate students. 


Massage Therapy was provided during the Fall and Spring terms in collaboration 
with the Central Valley Massage Institute.  Massage Therapy interns, under the 
supervision of a Licensed Massage Therapy instructor, provided free 15 minute 
chair massages to students, staff and faculty.  This program is well received by the 
campus community.  In addition, they provided massages at some of our outreach 
events. 


Student Health Services continues to refine the implementation of its electronic 
patient management system and electronic medical record system called Point and 
Click (PnC).  We are one of seven campuses in the UC system using this product. The 
system allows the Health Center staff to make appointments and the providers to 
document the patient visit electronically.  The system will be expanded in during the 
summer and 2008‐09 academic year to allow students to make their own 
appointments for some visits and to allow confidential communication between the 







students and providers at the H. Rajender Reddy Health Center.  Counseling and 
Psychological Services will be migrating to the PnC system in Fall 2008. 


Health Services continues to utilize the Council Connections contract, a group 
purchasing organization based in San Diego.  The membership provides for lower 
cost medical supplies and will enable the H. Rajender Reddy Health Center to 
provide lab testing and dispense pharmaceuticals and over‐the‐counter drugs to 
students and potentially staff at a lower out of pocket cost. 


Service Data 
Fall 2007 
The Student Health Center (SHC) provided direct medical services to registered 
students of UC Merced during Fall 2007 from August 27 to December 18, 2007, for 
seventy‐three total service days. During this period the SHC served 558 students.  
This represents 29.8% of the population based on a census of 1,871 registered 
students,  
 
The UC Merced campus gender census for Fall 2007 is weighted towards male 
students over female students, (985) 52.6% and (886) 47.4%, respectively.  Student 
users of the SHC are weighted towards females (324) with 58.1% and male (234) 
41.9%.   
 
The 558 students generated 1,296 visits to the Student Health Center, 2.32 visits per 
student. 
 
Fall 2007 Events 
 
Collaboration  Event  Student Participation 


OSL, Police Department 
and Residence Life  Alcohol Awareness Week  500 


Human Resources  Employee Wellness Fair  125 


Campus  Blood Drive – September 2007  75 donated 


  Flu Vaccine – Oct/Nov/Dec 2007  233 vaccinations 


  Blood Drive – November 2007  78 donated 


 
Service Data 
Spring 2008 
 
The Student Health Center (SHC) provided direct medical services to registered 
students of UC Merced during Spring 2008 from January 15 to May 20, 2008, for 
eighty‐four total service days. During this period the SHC served 502 registered 
students.  This represents 28.0% of the population based on a census of 1,794 
registered students.  
 
The UC Merced campus gender census for Spring 2008 is weighted towards male 
students over female students, (947) 52.8% and (847) 47.2%, respectively.  Student 
users of the SHC are more weighted towards females (298) with 59.4% and male 
(194) 38.6%.   







 
The 502 student users of the Student Health Center generated 1,313 visits to the 
Student Health Center, 2.62 visits per student. 


 
 
 
 
 


 
 
 
Spring 2007 Events 
 


 
 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 


Collaboration  Event  Student Participation 


Human Resources  Wellness Kick‐Off  75 


Chancellor’s Office  Graduation – First Aid Station  500 


Campus  Blood Drive – February 2007  88 donated 


  Blood Drive – April 2007  52 donated 


Rank 
Number of 
Diagnoses  Description of ICD‐9 Code 


1  195  Depression 


2  156   Allergic Rhinitis 


3  133  Upper Respiratory Infection 







 
 
 
 
                                                                                                                                                            
American 
College 
Health 
Association 
Comparative 
Data 
 
Student 
Health 
Services is a 
member of the 
American 
College Health 
Association 
(ACHA).  The 
ACHA is the 
principal 
advocate and 
leadership 
organization 
for college and 
university 
health. The 
association 
provides 
advocacy, 
education, 
communicatio
ns, products, 


and services, as well as promotes research and culturally competent practices to 
enhance its members' ability to advance the health of all students and the campus 
community.  
 
American College Health Association  National College Health Assessment 
(NCHA) 
The ACHANCHA is a national research effort organized by ACHA to assist college 
health service providers, health educators, counselors, and administrators in 
collecting data about their students' habits, behaviors, and perceptions on the most 
prevalent health topics: 


• alcohol, tobacco, and other drug use  
• sexual health  
• weight, nutrition, and exercise  
• mental health  
• injury prevention, personal safety, and violence 
•  


Student Health Services plans to conduct the National College Health Assessment on 
the UC Merced campus in Fall 2008. 


4  101  Sinusitis 


5  69  Urinary Tract Infection 


6  65  Myopia 


7  64  Bronchitis 


8  61  Anxiety 


9  60  Pharyngitis 


10  57  Contraceptive Management 


11  47  Contraceptive Counseling 


12  40  Otitis Media 


13  37  Bipolar Disorder 


14  37  Irregular Menses 


15  34  Acne 


16  34  Knee Pain 


17  34  Sexually Transmissible Disease Screening 


18  31  Asthma 


19  26  Headache 


20  26  Insomnia 


     







 


 
Student Health Insurance Program 
Effective the fall term of 2001, the UC Regents instituted a mandate for health 
insurance as a non‐academic condition of enrollment for undergraduate students.  
Both registered undergraduate and graduate students attending UC Merced are 
required to maintain major medical insurance during their attendance.  In addition, 
graduate students have a mandate to maintain dental and vision coverage. 
 
Student Health Services manages the Student Health Insurance Program (SHIP) in 
collaboration with the Health Advisory Committee (HAC).  Members of the HAC for 
2007‐08 are: 
 
  Greg Spurgeon, Assistant Director for Health Services, Chair 
  Jane Lawrence, Vice Chancellor for Student Affairs 
  Dave Keymer, Special Assistant to VC Student Affairs 
  Sam Traina, VC Research, Dean of Graduate Studies  
  Kathy Jefferds, Budget Director 
  Debra Kotler, Director for Counseling & Psychological Services 
  Marcos Garcia‐Ojeda, Assistant Professor‐Natural Sciences, Faculty 


Representative 
  Alisa Keyser, Graduate Student Representative 
  Heidi Dietrich, Graduate Student Representative 
  Vacant, Undergraduate Student Representative 
 
Student with their own insurance coverage will be considered covered if their 
insurance meets the following requirements.  
 
  Primary Criteria  Access 


1. The medical plan must be provided by a recognized company that is 
owned, headquartered and operated in the United States. 


2. A covered primary care provider must be available within 75 miles of UC 
Merced. 


3. A covered emergency room must be available within 30 miles of UC 
Merced. 


 
Secondary Criteria – Benefits 
4. Level of Coverage: at least 70% of 


o Hospital – room, board, operating room, special care units, general 
nursing services, supplies, extras, services of an outpatient surgical 
center. 


o Professional services – anesthesia, surgical, radiation therapy and 
physician office visits. 


5. Maximum Annual Out‐of‐Pocket Expenses and Deductible not to exceed 
$5,000. 


6. Maximum Lifetime Benefit must be at least $100,000. 
 
Students that have a current medical plan that meets the above criteria can submit 
an online Waiver Application accessed through the UC Merced Portal to opt out of 
the UC Merced SHIP program.  The Waiver Application must be completed during 
the stated Application period and prior to the start of the academic semester.  
Students must complete a Waiver Application on an annual basis. 







 
Undergraduate Student Health Insurance Plan (USHIP) 
Medical 
For Fall 2007 we had 845 students on USHIP, a 62.5% increase in enrollment from 
the prior year.  For Spring 2008 we had 752 students on USHIP, a 52.5% increase in 
enrollment. 
Dental 
In addition to the required medical coverage undergraduate students can access an 
optional dental plan.  We had 4 undergraduate students enrolled in the option Delta 
Dental program for Fall 2007 and 2 undergraduate students enrolled for Spring 
2008. 
 
Graduate Student Health Insurance Plan (GSHIP) 
Medical 
In addition to providing coverage for graduate students, the GSHIP program allows 
eligible spouses and dependents to be enrolled in the program.  For Fall 2007 had 
107 graduate students, 5 spouses and 3 children on GSHIP, a 55.4% increase in 
enrollment.  For Spring 2008 we had 111 graduate students, 4 spouses and 4 
children enrolled in GSHIP, a 58.7% increase in enrollment. 
Dental 
In addition to medical coverage graduate students have a mandate for dental 
insurance.  For Fall 2007 we had 107 graduate students enrolled in GSHIP Dental.  
For the Spring 2008 term we had 111 graduate student on GSHIP dental. 
 
Vision 
In addition graduate students have a mandate for vision coverage.  During Fall 2007 
we had 107 graduate students covered under GSHIP vision.  For Spring 2008 we had 
111 graduate students on GSHIP vision.  
 
200708 Rates 
 
 


  Fall  Spring/Summer  % 


 
8/20/07
01/05/08 


01/05/08
08/20/08 


Annual 


Change 


USHIP 


Medical             


  Student  $330.00  $445.00  $775.00  4.31% 


Dental  Optional          


  Student  $102.00  $102.00  $204.00  0.00% 


GSHIP 


Medical             


  Student  $573.00  $778.00  $1,351.00  6.38% 


  Spouse  $1,007.00  $1,378.00  $2,385.00  6.47% 







  
Child(ren)  $816.00  $1,114.00  $1,930.00  6.51% 


Dental             


  Student  $63.00  $88.00  $151.00  0.0% 


Vision             


  Student  $52.00  $73.00  $125.00  0.0% 


         


Plan Underwriters:       


  Medical ‐ Blue Cross of California     


  Dental ‐ Delta Dental       


  Vision ‐ VSP    


Health Promotion 
Year End Report 
20072008 


 
 
The primary focus of Health Promotion for the 2007‐2008 academic year was to 
successfully design and implement a comprehensive evidence‐based Health 
Promotion program on campus.  Additionally, the design and implementation of a 
Peer Health Education program was a main focus. 
 
Mission Statement 
 
Health Promotion at the University of California, Merced educates and supports 
graduate and undergraduate students in leading healthy and productive lives by: 


• Providing students with accurate and uptodate information on a variety of 
health topics such as nutrition, physical activity, body image, alcohol, 
tobacco, other drugs, eating disorders, sexual health, stress, suicide, 
depression, relationships, and anxiety; 


• Encouraging students to make informed decisions about their health and 
practice healthy life styles; 


• Connecting students to resources such as medical providers, counselors, 
health educators, dietitians and peer organizations; and 


• Assisting the campus in assessing and addressing health‐related issues 
through the use of surveys and evidence‐based, data‐driven programs. 


 
Highlights of 20072008 
Establishment of Peer Health Educators    
Health Education Representatives for Opportunities to Empower Students 
(H.E.R.O.E.S.) 
 
H.E.R.O.E.S. is the name for the Peer Health Educators at UC Merced.  The 
H.E.R.O.E.S. program provides opportunities for our students to make a difference in 







the health of UC Merced students, improve leadership and communication skills, 
meet, interact and collaborate with other student leaders and campus organizations 
and enhance program planning and presentation skills.   
 
On January 26, 2008 the Health Promotion department began training 13 UC 
Merced students to become Peer Health Educators.  Throughout the semester, the 
Peer Health Educators strived to empower their peers by combating ignorance, 
encouraging awareness and promoting healthy behaviors by participating in 27 
awareness campaigns, informational workshops and presentations. 
 
Establishment of Community Partnerships 
During the 2007‐2008 academic year Health Promotion established community 
partnerships with the following organizations: 


• American Cancer Society 
• Merced‐Mariposa Asthma Coalition 
• Merced County Tobacco Use Prevention Program 
• American Lung Association 
• Golden Valley Health Centers  
• Mercy Medical Center‐‐Health Education Department 


 
Health Promotion Major Events  
National Collegiate Alcohol Awareness Week 


During the week of October 22nd, 2007, Health Promotion teamed up with 
Student Health Services and University Police to educate our students about 
the dangers of alcohol misuse and abuse.  We sponsored a speaker from 
Merced County, held a DUI Reenactment with a BBQ afterwards and brought 
the MADD Trailer to campus.  
 


Healthy Mondays  
The Healthy Mondays program was launched on January 28th, and continued 
through the end of April  2008 with weekly fruit distribution. Every week 
Peer Health Educators set up at different locations on campus and handed 
out fruits and/or veggies to students walking up the hill to class.  Throughout 
the semester we handed out 785 pieces of fruit and veggies to students.  All 
fruit was donated from Madera Produce and Save Mart.   
Healthy Mondays is a program started by Columbia University’s School of 
Public Health.  It is designed to help students forget about any unhealthy 
behaviors they participated in over the weekend and jumpstart their week 
with healthy choices.  In conjunction with Healthy Mondays, the health 
center offered Monday Massages and dining participated with Meatless 
Mondays (offering a vegetarian or vegan entrée selection).   
 


National Condom Week 
During the week of February 11th, 2008, the Peer Health Educators held 
several events to spread awareness about safer sexual behaviors.   Each day 
of the week, Peer Health Educators handed out condoms in interesting ways 
to students around campus (i.e., condom lollipops, condom pals, etc.), held 
three presentations in the evenings (sexually transmitted diseases, hormonal 
birth control methods, and a rubberwear party), and tabled on National 
Condom Day.   The peers tabled for 7 hours and handed out over 2,000 
condoms to their peers, recruited students to participate in games and 







activities and raffled off five baskets to students who participated in the 
events.  
 


National Nutrition Month 
During the month of March the Peer Health Educators held several events to 
raise awareness about nutrition and physical activity.  First, the student 
protested the tram to encourage their peers to walk up and down the hill on 
campus to increase their physical activity.  Second, we set up in the Dining 
Commons and invited a Nutrition Educator from Mercy Medical Center to 
come to campus for three hours and discuss the food on student’s plates (i.e., 
what food categories they had or were missing, what choices could have been 
healthier and what the food on their plate was going to do for their body).  At 
the end of three hours, 34 students had their plate rated by the Nutrition 
Educator.  Finally, the Peer Health Educators held a 5,000 Step Challenge and 
Nutrition Fair on March 14, 2008.  We had 88 students participate in the 
5,000 Step Challenge and 467 students participate in the Nutrition Fair.  
Local stores and commodity boards donated hundred of samples and 
products for us to give to students (i.e., Cheerios, Fiber One, raisins, figs, 
almonds, walnuts and more).   
 
National Testicular Cancer Awareness Week 
On April 2nd, 2008, the Peer Health Educators handed out 250 shower cards 
to males o 
our campus to promote testicular self‐exam.  Testicular cancer is the #1 
cancer in males under 40 and is often overlooked.  The students also had 
some interactive games and going along with the theme, “Check’em”, 
students handed out stress balls and football first aid kits. 
 
National Alcohol Awareness Month 
On April 16th, 2008, the Peer Health Educators held a 6 hour event to 
encourage riskreduction around alcohol consumption.  The peers attracted 
over 350 students with the mocktails and alcohol trivia game.  We kicked off 
the “Don’t Be That Guy” campaign to promote safer drinking practices (i.e., 
alternating between alcoholic and non‐alcoholic drinks, not drinking and 
driving, not playing drinking games, limiting to one drink per hour, etc.) by 
handing out over 100 posters and 100 T‐Shirts to students who answered 
the trivia questions correctly.  The Peer Health Educators also had a huge 
Blood Alcohol Level (BAC) chart which attracted many students and helped 
raise awareness about how quickly BAC can rise depending upon weight, 
gender, the speed of consumption and the  
amount of consumption.  The peers also set up a display of different glass 
sizes and \different types of alcohol to teach their fellow peers about a 
standard drink size. 


 
Workshop, Presentation and Event Participation 
   
For the 2007‐2008 academic year the following information was gathered about 
workshops, presentations and events hosted or sponsored by Health Promotion: 
 
Total Number of Classroom Presentations  
for UC Merced Students 


39 


• Students Attending Classroom Presentations  289 







• Students Attending Alcohol Sanctions Course  7 


• Students Attending Awareness Events (Tabling)  3,334 


• Students Attending Healthy Mondays  785 


Total Number of Workshops/Presentations for Community 
Members conducted by Health Promotion Staff 


1 


• Total Number of Community Members Attending   6 


Total Number of Workshops/Presentations for  
Faculty/Staff conducted by Health Promotion Staff 


1 


• Total Number of Faculty/Staff Attending  8 


TOTAL NUMBER OF CONTACTS  4,429 


 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 







 
 


Recreation And Athletics 
Year End Report 
2 0 0 7 – 2 0 0 8 


 
The Campus Recreation & Athletics program is comprised of five programming 
areas: intramural sports, sport clubs, outdoor adventures, fitness and open 
recreation.  Each of these program areas provides a wide range of activities for our 
students, faculty and staff and support a campus environment of health and 
wellness.  Each of the five programming areas were active during the 2007‐2008 
academic year. 
 
The Joseph Edward Gallo Recreation Center continues to be a highly utilized facility 
by our students for recreation, play and to gather with fellow students.  Our 
students continue to demonstrate to us the value that they place on having the Gallo 
Recreation Center available to them and their commitment to wellness through the 
over 60,000  (non‐special events) visits during the current year.  However, the 
number that is even more impressive to our department is that almost 90% of the 
UC Merced student body utilized the Gallo Recreation Center for recreation at some 
point during the 2007‐08 year. 
 
In addition to seeing our facility usage triple over the previous year, we saw 
tremendous growth in our Sport Club program.  From four Sport Clubs in the 2006‐
07 academic year we grew to a dozen clubs this year.  The continued growth in the 
Sport Club area is another testament to our students’ desire to be active and 
maintain a healthy lifestyle. 
 
We have also undertaken several noteworthy projects as a department this year.  
Probably the most critical to our long‐term growth is the hiring of Ted Leland and 
Cedric Dempsey to provide a master plan for the development of Intercollegiate 
Athletics.  These two individuals bring a wealth of experience in the world of 
intercollegiate athletics.  Ted Leland having served as athletic director at several 
universities across the nation, most recently at Stanford and Cedric Dempsey brings 
his years of experience as the President of the National Collegiate Athletic 
Association (NCAA) to the process.  While their hiring was in the early stages during 
this year, it is going to be a major focus for the Director and department during the 
2008‐09 year.   
 
The other significant project goes hand in hand with the athletics master plan and 
that is the development of the athletic logo and marks for our current Recreation & 
Athletics department that will help us build our name and image as we move 
towards a robust intercollegiate athletics program.  Our goal is to have a new set of 
logos and marks ready for public consumption by the fall 2008 semester. 
 
Our department has also begun to expand recreation and athletic facilities for our 
increased student population.  Our goal is to have sand volleyball courts in place 
north of the Gallo Recreation Center by fall 2008. In addition, we are in the planning 
process of expanding our current Recreation Field in order to better accommodate 
soccer and lacrosse.  This project should be completed during the fall 2008 
semester.   
 
 
 







Intramural Sports 
The intramural sports (IM) program offers students the opportunity to compete 
with fellow students, faculty and staff in a variety of sports on campus.  IM activities 
are designed to accommodate players of all skill and ability levels and provide 
competitive levels from purely recreational to the highly skilled athlete.  Each sport 
is organized into divisions for men, women and coed offerings.  We plan to further 
organize teams based upon skill/competitive level so students will be able to 
compete against teams with a similar, self‐defined skill level.  The complete schedule 
of Intramural Sports offerings is included in the appendices of this report. 
 
The intramural sports program continues to be one of the most popular structured 
programs that we offer.  Students are extremely excited about the opportunity to 
compete in many different sports with, and against, their fellow students.  Some 
events are proving to be more popular than others and because of this we will 
continue to revise our program offerings. 
 
Again this year we offered a full schedule of intramural activities for our students.  
We presented a calendar of eight events (4 fall and 4 spring) for students, but only 
five events were conducted.  While the number of events offered dropped, total 
participation stayed static.  Over 360 students participated on 47 different teams in 
over 140 contests during the year.  Flag football, basketball and soccer still prove to 
be the most popular intramural events for our students.  We will continue to offer a 
full range of events on the intramural schedule, adding new events as students 
request to try to continue to meet the needs of our students. 
 
It was our hope that having a new position dedicated to intramural sports that our 
participation numbers would increase dramatically.  While many areas of the 
intramural sports program did benefit from having an individual who could focus 
much of her time to developing the program, we still did not see the increase in 
participation that we hoped for.  The growth of the sport club program during this 
year was a considerable strain on our staff and the intramural sports program was 
one area that could have struggled because of the growth in the sport club program.  
We have begun to rethink our marketing strategy for the 2008‐09 year and are very 
optimistic that we will be able to see the program grow due to these changes. 
 
Student staffing is a key component for our program.  This year we employed 16 
students in the intramural sports program.  They worked as coordinators, 
supervisors and officials.  It is a great recruitment tool for future employees when 
student participants see student employees in leadership positions.   
 
Outdoor Adventures 
The Outdoor Adventures (OA) program is one of the most diverse program areas in 
Campus Recreation.  The OA program offers activities ranging from day trips to 
Yosemite to multi‐day camping trips in the Yosemite Backcountry and classroom 
and hands on learning in camping skills and being good stewards of the natural 
environment.  The OA program is open to students, faculty, staff and community 
members, but the primary focus is on the UC Merced students.  
  
The OA trip program offered trips for all skill and ability levels throughout the 
academic year.  The trips were conducted with a mix of contract‐guided trips and 
Campus Recreation staff guided trips.  This year the OA program offered 16 
trips/activities (6 fall, 10 spring) to the UC Merced community.  Out of the 16 
trips/activities offered, 4 were cancelled due to low registration.  The bulk of the 
cancelled activities were from our “101” series, only one trip was cancelled 







(Camping and Rafting).  The majority of participants in the outdoor program are 
undergraduate, but for the first time this year we had two trips (skiing) in which the 
majority of participants were graduate students. 
Marketing for the outdoor program was a focus for us this year.  We utilized an 
email list of all past outdoor participants and those that have expressed interest in 
joining our mailing list.  Having the Wilderness Center staff visible on campus was 
also part of our marketing plan.  The Rangers did a great job of spreading the word 
and recruiting participants for all of our trips.  Another marketing tool that we 
implemented was the “I Survived” t‐shirts for all trip participants.  This is viewed as 
a fun way to get our trip schedule in front of many more students on campus and to 
further the word of mouth advertising that is so critical for all areas of our program.   
 
The Wilderness Center was a great addition to the program this year.  The amount 
of interest that the Rangers generated for our outdoor programs, the YLP and their 
summer internship program was tremendous.  There was a definite increase in 
student traffic into the Wilderness Center as we moved later into the year.  The 
Rangers also served as guides for many of our trips, which provided for a more 
unique experience for our students.  We plan to work more closely with the Park 
Service staff to develop more of the “101” series classes and to further define the 
educational components in many of our outdoor trips.   
 
Our on‐line registration system went live during the fall and proved to be a great 
tool for our trip enrollment.  The challenge that we face is how to use it with events 
that are free, such as our “101” classes.  We will continue to work with Business and 
Financial Services to overcome this challenge.  We were not as successful with our 
needs and satisfaction surveys for the outdoor program as we had hopped.  It is one 
of our programmatic priorities for the coming year to implement both satisfaction 
and needs assessments for our outdoor program.   
 
The program goals for the 2008‐09 year are to offer weekly events, either trips or 
classroom sessions.  Additionally, our department is in the process of hiring an 
intern for the 2008‐09 year to develop our student trip guide program and 
equipment rental program along with leading some of the outdoor trips.  The long‐
term goal of the program is to be completely student run.  In order to accomplish 
this, a solid guide selection and training program is needed.  The individual who we 
are targeting for the internship program brings a considerable amount of 
experience in this field to the table.  He will be a great asset to the program.   
 
Sport Clubs 
The Sport Club program provides students an opportunity to compete at a higher 
level than intramural sports while representing UC Merced.  The teams are student 
organizations that are managed by the Campus Recreation & Athletics department 
under the policies set forth by the Campus Recreation & Athletics office and the 
Office of Student Life.  Sport Club teams are student formed and student managed.  
The leadership and development opportunities afforded the student officers of sport 
clubs are tremendous.   
 
Sport Clubs was the most active area of the department this year.  The program 
grew from four teams to 12 teams with over 250 athletes.  The 12 teams are 
comprised of competitive and recreational teams. 
 
           Competitive Teams      Recreational Teams 
Baseball                         Ultimate Frisbee      Archery 
Basketball (M/W)      Volleyball (W)      Badminton 







Softball      Cheer 
Soccer (M/W)   
Lacrosse (M) 
 
Our goal for the year was to fully fund each of the teams.  This was accomplished as 
each team was provided with uniforms, sport specific equipment and supplies, 
travel (no meal expenses).  Additionally, softball and baseball had facility expenses 
that the department paid for the use of their game fields.  Each team was asked to 
establish per player dues so that the team could pay for items that our department 
could not or would not fund.  Examples of this included team warm‐ups for 
volleyball and fundraiser hats for baseball.  The goal of the department is to 
continue this level of support until intercollegiate athletics is implemented. 
 
Athletic space continues to be an issue for the program.  Without baseball or softball 
fields on campus, it has been a challenge for both softball and baseball to conduct 
practices and to build a fan base at games.  Additionally, it was discovered that our 
Recreation Field on campus is not sized correctly for soccer or lacrosse.  Our 
department is in the process of expanding the field to be able to accommodate both 
soccer and lacrosse.  The lack of lights is also an issue for the fall.  A considerable 
amount of the sport club budget this year was devoted to renting portable lights for 
the Recreation Field for the fall and spring semesters.  The lack of lighting will 
continue to be an issue for the department until a permanent Recreation Field is 
constructed. 
 
Marketing of the sport club program will be a priority for the 2008‐09 year.  Our 
student‐athletes are working hard practicing and competing, but have not had the 
support of fellow students at games that they deserve.  A marketing plan for the 
sport club program will be developed and implemented for the fall 2008 semester.   
 
The biggest change for the sport club program is the addition of a new staff member 
who will primarily focus on the management of the sport club program.  Currently 
the management is divided between two members of the Recreation & Athletics 
staff.  Having one individual as the point of contact for each club will help bring 
consistency to the program and will allow that individual to focus on the issue of 
marketing and fundraising for the program.   
 
Fitness Program 
The Fitness Program this year consisted of group exercise classes that were 
provided through a contract with the Millennium Sportsclub.  In addition to the 
classes, we also offered an “ask a trainer” program where we had a personal trainer 
available in the weight room during scheduled hours to answer questions and to 
work with students in the weight room.  Both of these programs were well received.  
All of the group fitness classes were free during this year. 
 
We averaged ten classes a week during the spring semester.  Examples of classes 
include group cycling, Yoga and cardio/strength.  Overall attendance averaged 9 
participants. The group cycling classes generally were the best‐attended classes.  
Because of the positive response to the group cycling classes, we purchased a new 
set of cycles to replace the used set purchased from UC Davis. 
 
This is the last year for the Millennium Sportsclub instructors.  Our department has 
hired four group fitness instructors/personal trainers.  In addition to those trainers, 
our department hosted a certification program for instructors and trainers in which 
eight of our current students became certified as personal trainers.  As with the 







outdoor program, it is the goal of the department to have the majority of trainers 
and instructors in the fitness program be students. 
 
Through our partnership with Human Resources, we are now hosting Jazzercise 
classes for employees.  In addition, we are in the process of launching Iron Cat, a 
noontime personal training program that includes time with a personal trainer and 
a healthy box lunch for employees.  The realationship between Human Resources 
and our department is proving to be a meaningful partnership that is providing 
valuable fitness and wellness programs for campus employees.   
 
The fitness program will continue to grow during the 2008‐09 academic year.  We 
are currently projecting a dozen classes per week and one‐on‐one personal training 
services for students and gym members.  The two limiting factors for the fitness 
program will be the lack of a full‐time professional devoted to managing the 
programs and staff and the limited space for group fitness activities. 
 
Open Recreation 
The Open Recreation program consists of drop in recreation opportunities for 
students, faculty and staff members of the Campus Recreation program.  Essentially 
it is the use of the weight/cardio room and gym without being enrolled in a 
structured program.   
 
This year we developed open recreation scheduled for the gym that provides 
specific times for those wanting to play basketball, volleyball or badminton on a 
consistent basis.  This type of scheduling greatly reduced the amount of conflicts 
between basketball and the other activities in the gym.  We will implement a similar 
schedule for the Exercise Room for the fall so that we can accommodate table tennis 
along with our group fitness schedule and student dance groups. 
 
The cardio/weight room has also been very busy during this year.  As usage in the 
facility increases so has the demand on equipment in the cardio area.  The cardio 
equipment has been heavily utilized during the year and we project that it will 
become even more impacted with the increased enrollment.  Because of the increase 
in users in the building after 5pm, an additional student staff member has been 
added from 5pm – 11pm to monitor the weight/cardio area.  We are projecting a 
need for a waitlist program for cardio equipment starting in the fall and the need to 
purchase additional pieces of cardio to meet the demands of our students. 
 
Special Events 
Recreation & Athletics hosted the 1st Annual Cat Trails 5K Run/Walk during the 
spring semester.  Over 60 participants competed running, jogging and walking.  We 
felt that the event was a success and was a great way to reach out to the Merced 
community.  We did encounter some difficulty working with Merced County Parks 
that forced a last minute change of the course from running through Lake Yosemite 
Park to hosting the race on campus and along Lake Road.  Planning for the 2nd 
annual event is already underway for the spring 2009 semester.  
  
The Joseph Edward Gallo Recreation Center hosted numerous special events for 
both the campus community and the greater Merced community during the 2007‐08 
year.   
Three dance groups currently host 12 hours of practice weekly.  In addition our 
Shotokan Karate Club practices four hours per week. While we have been able to 
accommodate these clubs, we have not been able to serve all the groups and clubs 
that need practice space on campus. 







 
Not only have student clubs used our facilities for practices, they also host several 
events ranging from instructional to social and through the utilization of the Joseph 
Edward Gallo Gymnasium and Hostetler Court, we were able to provide much 
needed space to carry out these popular events.  Some samplings of events hosted 
by students are listed below. 
 


• International Food and Entertainment Night 
• Martial Arts Club Demonstrations 
• Valentine’s Dance 
• Roteract Installation Banquet 
 


Our facility serves the campus Schools and departments by providing much needed 
space for large‐scale events.  From Orientation to Bobcat Day, we have hosted 
numerous events bringing hundreds of students, faculty, staff and community 
members to our campus.  The Joseph Edward Gallo Gymnasium and Hostetler Court 
have proven to be an outstanding multipurpose setting for both recreation and 
campus events.  From 500 guests banquets to fun and games, Hostetler Court has 
been a great venue! 
Special events are an area where we see the greatest conflict arising in the future.  
Because the facility is the largest indoor event space on campus and provides for the 
only dance room on campus, there will be increased pressure to host more events 
for the campus that displace recreation.  Policies are currently being researched to 
place restrictions on the numbers and types of special events that can be held in the 
facility on a semester basis in an effort to protect the recreation space for our 
students. 
 
Recreation & Athletics Quick Numbers 
 
Joseph Edward Gallo Recreation Center 
60,000 users since 8/25/2007 
1,680 unique users 
112 hours of recreation per week 
16 hours of club practice per week in the Exercise Room 
43 student employees 
 
Intramural Sports 
5 events 
361 participants (287 male, 74 female) 
47 teams 
 
Outdoor Adventures 
16 trips 
94 participants 
 
Sport Clubs 
12 teams 
251 athletes (131 male, 120 female) 
24 home contests (on campus and in Merced) 
18 away contests 
 
 







 


Office of 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Registrar 
Year End Report 
20072008 


 
Services  
The Office of the Registrar provides services to students and faculty the areas of 
registration, residency, special programs (i.e. veterans, UC/CSU/CC intersegmental 
cross enrollment, intercampus exchange, intercampus visitor, UCDC, UC 
Sacramento), transfer credit, course enrollment, grade processing, degree 
completion and graduation.  The Registrar’s office also has management 
responsibility over Summer Session, University Extension, and Concurrent course 
enrollment.  Our office is dedicated to enabling students to manage their academic 
goals and record all academic events.  We provide guidance and counseling on 
registering for classes, withdrawing from school, residency determination, and 
special programs.  The Registrar’s Office maintains accurate academic records for all 
students.   
 
Services to staff and faculty include assignment of classrooms, class rosters, 
development of the academic calendar for instruction, data maintenance and 
reporting, and providing the General Catalog and Schedule of Classes.  Services are 
provided via the web, e‐mail, in‐person and over the phone.  The Registrar’s office 
works in close collaboration with offices such as IT, Capitol Planning, Institutional 
Research in areas such as OP reporting and programming of reporting data 
elements, instructional space utilization, and planning of future facilities.  The 
Registrar’s office also works in close collaboration with offices such as the Students 
First Center, Financial Aid, Student Business Services, Admissions, Disability 
Services, Recreation Center, Housing and the Schools. 
 
Staffing 
The Registrar’s office has seen some departures of staff over the past year as well as 
having some new arrivals.  We had the welcomed addition of the new Assistant Vice 
Chancellor of Enrollment Management, Kevin Browne, at the beginning of the 2007‐
2008 academic year.  Kevin served as the Interim University Registrar, in addition to 
his other broader responsibilities pertaining to overall enrollment management for 
the University. One of Kevin’s largest contributions was leading UC Merced towards 
the use of a block scheduling model for course instruction.  Implementation and use 
of the new block scheduling model is expected to minimize the many challenges and 
problems experienced in the past due to the lack of an adequate amount of 
instructional spaces in proportion to the current and expected student growth.  
 
A national search was conducted for a new University Registrar. The search was 
successful as we were able to offer the Registrar position to a Dr. Laurie Herbrand, 
currently the Registrar at Hamline University, MN.  Laurie starts with UC Merced in 
July 2008.  The Registrar’s office and the Office of Financial Aid and Scholarships 
were able to successfully fill the vacant shared programmer position in the 
beginning of May 2008. In addition, Steve Noret, the previous Assistant Registrar 
was reclassified as the Associate Registrar. The role of Assistant Registrar was 
assumed by an internal candidate, Erin Webb. 
 
Completed Initiatives 







Summer 2007 saw the first time implementation of extension courses.  
Development of the extension courses were completed within the primary student 
information system using a distinct student type code of ‘EX’.  The Registrar’s office 
was also able to implement the start of ‘concurrent enrollment’ over the past year, 
where individuals from outside the University are taking courses along side our 
students on a space available basis. 
 
New Initiatives 
The Registrar’s office has continued with previous initiatives during fiscal year 
2007‐2008.  On‐going development and fixes have been achieved for the space 
scheduling program ASTRA.  The Registrar’s office also has continued to work with 
IT on the implementation of the DARS degree audit program. The DARS program has 
been integrated with the student information system (BANNER).  Future plans 
include encoding general education for all three Schools into the DARS system first, 
then moving towards getting the major courses and graduate programs entered. 
With the many changes in the Registrar’s staff over the past few years, it is now 
estimated that a new projected completion date of January 2010 may be more 
realistic. We will wait for input from the new Registrar, Laurie Herbrand, prior to 
determining project priorities.  A separate independent phase of the DARS 
implementation schedule is the bringing on‐line of the web based course 
applicability system (CAS).  The projected implementation schedule calls for having 
the CAS system operational one year after the DARS system is complete.  CAS will 
allow the ability of prospective students to do ‘what if’ statements as they would 
relate to course requirements within the many majors at UC Merced.   
 
Outreach 
The Registrar’s staff participates in a variety of outreach and yield activities 
including, but not limited to: County Veterans’ informational fairs, Bobcat Day, 
Undergraduate and Graduate Orientations, Move‐In Weekend, Welcome Week, 
Family Weekend, Mid‐Semester and Final Grade reporting workshops, etc.  The 
Office of the Registrar is also responsible for the posting of all campus 
announcements to students via email or on the MyUCMerced Web Portal. 
 
Electronic Services 
The Registrar’s office strives to provide our services and support utilizing the latest 
in technology and on‐line access.  For example, the Banner SIS Self‐Service 
application is used for on‐line registration, on‐line add/drops, grade mode changes, 
address/phone number management, email address changes, marital status 
changes, emergency contact updates, viewing holds, and seeing mid‐semester and 
final grades. Class rosters are made available via a real‐time link between the 
Banner SIS application and U.C. Merced’s course management system (UCMCROPS).  
UC Merced has also entered into an arrangement with the National Student 
Clearinghouse to allow enrollment verifications, transcript ordering, and degree 
verifications via the web. 
 
 
 
 
 
 
 
 
 
 







 
 
 
 
The chart below compares like services between academic years 2006‐2007 and 
2007‐2008.  It is important to note that although the number of transactions 
increased reflecting the increase in student population, the percentage rate for 
registration transactions was near identical between the two academic years.  The 
number of manual course drops completed by the Registrar’s office remained the 
same between the two academic years.  The decrease in the number of drops for ‘No 
Show/No Payment’ reflects the hard work of staff in Registrar’s office to remediate 
payment issues prior to census dates.  
 


 


Counts for  Percent for 
Counts 
for 


Percent 
for 


By Transaction  20062007  20062007 
2007
2008 


2007
2008 


Registration 
Transactions 


   
   


Web Registered  27,981  73.03%  41,943  73.84% 


Registered Manually  10,331  26.97%  14,856  26.16% 


  38,312  100%  56,799  100% 


Drop Transactions         


Web Drop  7,032  70.93%  9,889  74.87% 


Drop Course Manually  1,548  15.61%  1,548  5.03% 


Drop/Delete  1,231  12.42%  2,606  19.73% 


Drop ‐ No Show/No 
Payment 


103  1.04% 
49  0.37% 


  9914  100%  13,209  100% 


         


 


 


 







 


 


 


InPerson Services 
The Registrar’s office processes many miscellaneous forms in support of the 
services that we provide to students staff and faculty. An important note regarding 
the below chart would be the near 3‐fold increase in transcript request’s over the 
prior year’s request’s. 
  


Counts 
for 


Percent 
for 


Counts 
for 


Percent 
for 


Misc. Forms Processed 
2006
2007 


2006
2007 


2007
2008 


2007
2008 


Transfer Course Work         


AP Credits  353  55.85%  451  58.50% 


Community College Transfer 
Work 


261  41.30% 
300  38.91% 


Other Four Year Transfer Work  18  2.85%  20  2.59% 


  632  100%  771  100% 


Misc. Forms         


Petition to Change Name  6  .67%  86  5.00% 


    Intercampus Exchange/Visitor 
Forms 


        1 
.11%  26  1.51% 


"I" Grade Petitions  110  12.21%  110  6.40% 


Grade Change Petitions  382  42.40%  342  19.88% 


Requests for Official Transcripts  402  44.61%  1,156  67.21% 


  901  100%  1,720  100% 


 


 


 


 







Housing and Residence Life 
End of Year Report 


20072007 
 


Student Housing and Residence Life is responsible for providing well maintained, 
safe, and secure on‐campus housing facilities where residents engage in co‐
curricular learning opportunities to enhance their overall University experience.  
 
Housing assumes responsibility for the facility and business functions of on‐campus 
housing and Residence Life has the responsibility for overseeing the environment in 
the residence halls.  In support of this effort, there are many administrative 
functions that must be managed in order to ensure efficient service delivery, and 
appropriate use of resources. 
 
2007‐08 was an extremely successful year for Housing and Residence Life.  One of 
our biggest accomplishments was opening the second phase of housing, the Sierra 
Terraces.  This traditional style residence hall has been well received by students 
who reported experiencing a strong sense of community and the convenience of 
finding study partners by simply roaming down the hallway.  The two primary 
objectives for the design of this community have been achieved. 
 
Residence Life 
Staffing – To provide closer supervision for RA’s we replaced the Assistant 
Residence Life Coordinator with another Residence Life Coordinator, Katie Williams.  
She has proven to be a strong hire, and is well liked by students and staff, and 
demonstrates the maturity and skills to help advance the residential program.   
 
Resident Assistants – We attribute the quality of programs, resident interventions, 
and sense of community to the caliber of RA’s hired this past year.  Our professional 
staff and professionalism to the RA fall training program.  The standard for RA 
performance has been raised to a higher level this past year.  Residents have a 
better understanding and respect for the role of the RA and the four returning staff 
served as excellent role models to new RA’s.  
 
A contract Programming Coordinator position was added along with three (3) 
student Programming Assistants (PA’s), to enhance the number and variety of 
programs and activities offered to residents.  This group was very productive and 
assumed responsibility for 45 of the programs offered, including the toolbox series, 
sushi making with Chancellor and Mia Kang, weekly game nights, karaoke and 
movie nights, and several of the weekend activities available to residents.  Their 
events provided social alternatives for residents and were well attended. 
 
Programming – The RA’s and Programming Assistants are the primary program 
facilitators within Residence Life, hosting both co‐curricular educational and social 
programs and activities for residents.  
 
As part of the Strategic Plan, the residential experience was shaped this past year to 
include the First‐year Experience Program (FYEP), Continuing Student Experience 
Program (CSEP), Academic Excellence and Green Theme experiences.  Each program 
has individual learning outcomes designed to meet the meet the unique needs of 
students transitioning in and out of the University.   
 
The Toolbox Series, designed to help students transition to the University as well as 
provide them with basic tools to deal with common college student issues was 







implemented for its third‐year.  Residence Life partnered with Health Education, 
Career Services, UCMPD, Student Advising and Learning Center, and Recreation to 
create the series.  Seventeen (17) programs were implemented as part of this series, 
7 in the fall and 10 in the spring.  The execution of this program was shifted from the 
RA’s to the Programming Assistants which resulted in lower attendance during the 
fall semester.  For the spring series, we required the RA’s to partner with the PA’s.  
This change increased the RA’s investment in promoting the series as well as overall 
attendance at these programs. Residence Life is committed to working to improve 
the overall marketing and incentives offered to participants in an effort to continue 
increasing attendance.   
 
The quality of learning experiences hosted within housing has risen from 98 in 
2006‐07 to 151 programs/activities this past year.  We did, however, experience a 
significant drop in the number of faculty involved in our programs from thirteen 
(13) to two (2).  This is clearly an area for improvement. 
 


200708 Programs Hosted by Resident Assistants and Program Assistant Staff 


           


PROGRAMS  educational workshops or activities       


Category 


# of 
Program


s 


Attendan
ce at 


Programs 


Amount 
Spent on 
Programs 


Attendee  
Cost per 
program 


# of 
Faculty 


First‐Year Experience  24  505 
 $        


800.02    $           1.58     


Continuing Student 
Experience  34  709 


 $     
2,857.15    $           4.03     


Green Theme Hall  4  69 
 $        


207.25    $           3.00     


Academic Excellence 
Theme  7  132 


 $        
344.45    $           2.61   1 


Total Programs  69  1415 
 $     


4,208.87    $           2.97   1 


           


 


 


 


 







ACTIVITIES ‐ social activities designed to strengthen their sense of belonging within their 
community 


Category 


# of 
Activiti
es 


Attendanc
e at 


Activities 


Amount 
Spent  
on 


Activities 


Attendee 
cost per 
Activity 


# of 
Faculty 


First‐Year Experience  32  807   $     3,420.94    $           4.24     


Continuing Student 
Experience  40  1030   $     6,234.15    $           6.05     


Green Theme Hall  5  69   $        462.98    $           6.71     


Academic Excellence 
Theme  5  100   $        500.00    $           5.00   1 


Total Activities  82  2006 
 $   


10,618.07    $           5.29   1 


           


Totals Programs  
and Activities  151  3421 


 $   
14,826.94    $           4.33   2 


 


Although programming happened in relation to its specific theme, we were not 
effective at tracking the learning that occurred by specific program outcomes.  This 
too is an area in need of improvement.  The following action items will occur to 
further develop and validate the success of individual theme programs as well as 
programming in general. 


• An overall programming model needs to be developed in an effective way to 
make learning, understanding, and marketing the learning outcomes simpler. 


• Individual learning outcomes in relation to each program must be tracked in a 
more manageable and efficient way.   


• Residence Life needs to decide out how the Program Coordinator, responsible 
for theme programs, will interact with the Residence Life Coordinators who 
supervise the RA’s who coordinate the theme programs.   


• Implement strategies to increase attendance at educational programs such as 
the toolbox series, academic success workshops, etc. 


• Implement strategies to increase faculty out of classroom interaction with 
residents. 


• The RA’s tend to coordinate more co‐sponsored programs rather than 
programming for their individual communities.  Make a determination on the 
benefits and set an expectation. 







 


In collaboration with the Student Advising and Learning Center we will début a Peer 
Academic Advisor (PAA) position that will report to SALC with a dotted line to 
housing for 2008‐09.  The PAA’s are expected to coordinate tutoring and academic 
skill development workshops for freshmen residents.  To measure this initiative’s 
success, these four (4) PAA’s will be assigned to work with the Sierra Terraces as a 
focus group.  As an incentive and payment, Housing offered them a single room at a 
double rate (~$1400 value). 


Another strategic goal we’ve been working on is to expand the theme learning 
communities.  The Management Institute (TMI), a collaborative effort of SSHA and 
Residence Life will be available to freshmen management and economics majors 
and minors beginning in the fall 2008.  The Management Institute (TMI) brings 
together freshmen Management and Economics majors and minors to further 
explore the field of management. Management and Economics students bring their 
vitality and creativity to this community, sharing activities which explore their 
widely divergent interests, foster intellectual growth and discussion, develop 
student/faculty contacts, and challenge them to broaden their horizons.  Activities 
may include informal presentations by faculty, alumni, or industry representatives. 
Topics may include graduate school preparation, career exploration, professional 
development (resume preparation, effective interviewing skills, job networking), 
faculty research, and other areas of interest expressed by residents.  Members of 
this community will work cooperatively on service project(s) during the spring 
semester. 


Together we have identified 33 freshmen and have generated a waitlist of eight (8) 
to participate in the Management Summer Bridge program.  These participants will 
move‐into their fall rooms two weeks prior to the start of the year for this 
preparatory experience.  TMI will fill San Joaquin hall with 35 participants.  One of 
our goals is to encourage these freshmen to return to the program the following 
year to serve in a mentoring role. 


Conduct – Residence Life has the responsibility for making sure that students are 
abiding by the policies of Student Housing and living in a way that is supportive of 
others in the community. Conduct is approached from an educational philosophy 
where the professional staff is expected to do everything we can to educate the 
student and encourage them to change their future behavior.  Managing student 
conduct continues to be an area of growth for residence life.  Improvements in the 
areas of efficiency, ease in scheduling appointments, clarity in written and verbal 
communications, and sanctioning consistency were implemented. 


The Residence Life Coordinators continue to spend a significant amount of time 
investigating and meeting with a number of students involved in possible conduct 
violations.  Although our resident population increased by almost 50% from last 
year, conduct violations have decreased from 200 in 2007‐08 to 186 in 2007‐08.  
We believe this is a tribute to the quality of RA’s helping students understand the 







policies as well as improvements in the conduct meetings.  With new efficiencies, 
students were seen by the RLC more quickly thus deterring them to violate another 
policy before their scheduled conduct meeting. 


When reviewing the statistics below it is important to know that only the most 
prominent violation is tracked, even if the norm is for residents to violate several 
policies during an incident.  For example if a resident is responsible for alcohol, 
noise, and guests, this case is tracked under alcohol, the most prominent violation.  
This is done to ensure that data reflects an accurate number of cases. 


1. CONDUCT HEARINGS 


  Fall  Spring  Total 


Total Conduct Meetings  101  85  186 


 


2. WARNINGS* 


Warnings  Fall  Spring 


 


Total 
Alcohol  25  15  35 


Cooperation  5  1  6 


Disruptive Behavior  7  4 


 


11 
DMCA  5  19  24 
Drugs  3  0  3 


Fire Safety  2  0  2 
Guests  0  3  3 
Noise  9  0  9 
Pets  0  1  1 


Smoking  1  0  1 
Theft  1  0  1 
Total  58  43  101 


 


 


 


 


 


 







 


3. PROBATION 


Probation  Fall  Spring  Total 


Alcohol  9  10  19 


Cooperation  1  0  1 


DMCA  0  1  1 


Drugs  2  2  4 


Fire Safety  5  0  5 


Guests  4  2  6 


Guests  4  2  6 


Harassment  6  2  8 


Total  31  19  50 


 


4. EDUCATIONAL SANCTIONS: typically added to a sanction to reinforce learning.  
Some violators will be assigned multiple educational sanctions. 


Educational 
Sanctions  Fall  Spring 


Total 


Alcohol Assessment  4  3  7 
Drug Assessment  3  2  5 


Paper  3  4  7 
Counseling Referral  8  5  13 


Judicial Affairs 
Referral 


5 
(evict)  2 


7 


Behavioral Contract  1  2  3 
Judicial Officer 101  2  1  3 


e‐CHUG  3  5  8 
Educational Sanction  12  4  16 
IT Policy Agreement  4  10  14 


Administrative Room 
Change  0  4 


 


4 
Total  45  42  87 


 







 


5. CONTRACT CANCELLATION HELD IN ABEYANCE (new sanction level added this 
year falling between probation and contract cancellation) 


  Fall  Spring  Total 


Contract Cancellation (Held in Abeyance)  6  3  9 


 


6. CONTRACT CANCELLATIONS (most facilitated through Judicial Affairs) 


Evictions   Violations 
# of Times 


Through System 


1  Alcohol 
Disruptive 
Behavior  Drugs  1 (Judicial Affairs) 


2 
Disruptive 
Behavior      1 (Judicial Affairs) 


3  Weapons 
Disruptive 
Behavior    1 (Judicial Affairs) 


4  Weapons  
Drugs, Fire 
Safety  Smoking (x2) 


2 (1 HSG, 1 
Judicial Affairs) 


5  Weapons 
Drugs, Fire 
Safety 


Disruptive 
Behavior, 
Smoking  2 (Judicial Affairs) 


6  Drugs  Guests  Cooperation  5  


 


7.  Incidents/Policies students were found "Not Responsible": 


Policies  Fall  Spring  Total 
Noise  8  0  8 


Fire Safety  5  0  5 
Alcohol  8  2  10 
Drugs  2  0  2 
Total  23  2  25 


 


       







 


8. Repeat Violators: 


  Fall  Spring  Total 


Repeat Violators  26  11  37 


Violated the same policy  17  5  22 


Violated a different policy  16  6  22 
 


                 


 


Three of the six contract cancellations were residents who were on sanction from 
the previous year through Judicial Affairs  and who found themselves involved in 
another incident early in the fall.  In response to concerns raised regarding the 
number of conduct cases resulting in contract cancellations, we amended the 
process to have the Assistant Vice Chancellor for Student Affairs serve as the 
appeals hearing officer.  Although explained in conduct meetings, students in 
jeopardy reported not understanding they were on the verge of being removed from 
housing.  In an attempt to emphasize the seriousness of their situation (potential 
contract cancellation), a letter is now being sent from Judicial Affairs to the student 
at both their local and permanent address, to all residents on probation status. 


Mental Health Issues – Residence Life worked with several residents with severe to 
disruptive mental health issues.  The Student Response Team continues to serve as a 
strong support for Residence Life regarding these issues.  That group is able to 
develop a more comprehensive view of the students’ distress by looking at 
behaviors across campus and not only within housing.  Examples of the types of 
behaviors we addressed this year include: severe eating disorders, two occasions of 
violent speech/actions toward others, and suicidal ideations.  We have also been 
challenged with more and more cases of asberger syndrome, bi‐polar, turrets 
syndrome, and sleeping disorders.   Knowing a student’s condition is having a 
negative impact on roommates and suitemates while trying to provide equal access 
continues to be a challenge.  We find it difficult to justify and/or explain to an 
impacted roommate and their families our need to provide equal access. 


Administration 


Occupancy – This was the first year we marketed to and offered on‐campus housing 
to continuing students.  190 of the 371 residents (51%) applied to return to campus.  
Continuing students report the convenience of living on campus, ease in making 
friends, and food being included as the most important reasons for living on‐
campus.  90% of those surveyed believe they benefit academically by living on 
campus. 


At the 3rd week census, 771 residents occupied on‐campus housing.  This number 
diminished to 724 by the end of December.  851 students applied for fall 2007 







housing, 76 of which cancelled before move‐in and 27 were no‐shows.  The most 
common reasons for contract cancellations up to December 2007 were: cancelled 
SIR’s (43); moved off campus (25); withdrew (24); with rescinded SIR’s, PELP, and 
financial reasons being the next most common.  By December 127 contracts were 
cancelled.  In the past the new spring term housing contracts made up for lost 
students at the end of the fall semester.  This was not the case this year as we lost 
approximately 45 between December and January and welcomed only 33 new 
spring contracts. 


We are thrilled to report that we are currently overbooked for next year.  Our goal is 
to add 100 triple beds. There are approximately 200 students on the waitlist for fall 
2008.  We are assessing our off campus housing website to ensure it serves as a 
useful resource.  TAPS is working on the fall Cat Tracks schedule so we can promote 
the stops as part of our resources.  We will also be sending a post card home to 
those on the waitlist encouraging them to reference our website as a resource.  
Recent phone calls lead us to believe that not all parents know their student is 
waitlisted. 


Summer Housing – Summer 2008 is the first year we are offering summer housing. 
We are disappointed that only 33 students signed up to live on campus.  We need to 
figure out the best way to assess why students did not opt to live on campus.   


StarPortal Purchase and Installation ‐ A huge undertaking was the purchase and 
installation of an upgrade to the StarRez system.  This new system allows us to make 
textual changes to the on‐line application and residents now have the opportunity to 
select a room and roommate on‐line. We are still experiencing some challenges with 
its interface with Banner and EPay but we have found a temporary solutions.   


Budget – We had achieved a number of milestones in the budget arena this past 
year.  Several staff now have ProCards, housing now has the ability to perform non‐
pares that accelerates our efficiency, and the administrative staff has attended 
training with the controller.  Housing has made significant improvements with 
tracking our expenses and projecting future expenses through our quarterly 
reports.  This year we attempted to merge Dining’s financials into our format with 
some success.  


We had a huge success this past March when BFS was able to create a report 
through EPay providing us with the resident account balances and another report of 
Housing reservation fees paid.  Since housing/dining is almost the last on the list to 
get paid, we are able to project uncollected income. 


Conferences – We held our first three conferences/groups on campus during the 
2007 summer (MESA, system‐wide Admissions, and FLINN).  Participant 
evaluations were very positive.  The conference contracting process continues to be 
hectic and frustrating. Housing now has a “Conference and Meeting Room” section 
on our website in hopes of providing more upfront information. We also put 
together a nice professional looking folder of information issued to anyone inquiring 







about hosting a conference at Merced. Delegation of authority to sign contracts has 
been assigned to the Director of Housing and Residence Life. 


The campus is working together on the 500+ person Envirothon scheduled for 2010.   


The campus challenges as it relates to conferences are as follows: 
1. Full‐time staff needs to be dedicated to this service to ensure repeat business 


and our ability to maintain a positive image in the community.  A few bad 
experiences and our reputation to do business in the future could be tarnished. 


2. Large groups are interested in coming, but a lack of meeting space often forces 
us to turn groups away. 


3. Groups need to schedule and confirm classroom space in advance.  At minimum 
the fall for the following summer and for larger groups a year or two in advance 
is necessary. 


4. To make us more competitive, We’d like to see Dining’s daily rate lowered from 
$28 closer to $20/day. 


5.  
Meeting Rooms – The California Room is a hot commodity on our campus.  Per the 
resident’s request, housing has set this room up as quiet study space when the room 
is not being used for events.  We arranged 197 events in that California Room this 
past year, a 60% increase from last year.  20072008 California Room Reservations: 
65 RA/PA programs, 26 Club meetings (non‐resident), 27 Club events, 37 Events 
(non payment) hosted by UC, 32 Events (paying) hosted by UC, 5 External 
organizations. 


Next year Housing will have 24 RA’s, 5 Programming Assistants, 4 Peer Academic 
Advisors and RHG vying for that space along with the campus community.  This past 
year the RA’s/PA’s have needed to find new dates or locations to host workshops 
and events because the room was being used by others or at the last minute they 
were instructed to relocate their event.  


Up until this point, events intended for and marketed to all students have been free 
of charge.  Housing will need to evaluate not only placing additional restrictions on 
entities outside of housing using this space in the evenings and weekends, but also 
need to consider the staff time being used to administer the scheduling process.  
Should the space continue to be available, we may need to begin assessing a nominal 
administrative fee for student events scheduled by others outside housing. 


Office Management – The Office Assistant (OA) staff serve as a valuable resource 
for a myriad of information about the campus.  To give you a sense of how busy it 
can be at the Housing desk, they logged 5494 packages, none of which were 
misplaced.  Four of the eight staff has been hired back for next year.  With the 
increase in population for next year, we will add another OA to assist with daily mail 
distribution.  Doing joint training with the OA’s and RA’s helped to increase the 
overall sense of team among them. 


 







Major Processes (move‐in/out, health and safety inspections, room changes) – All 
of these processes continue to get better each year.  After each process we de‐brief 
and document suggested improvements for the following year.  


Damage billing appeals and phone calls reduced significantly once we began sending 
written communications to students explaining the reasons for the charges.  


Marketing and Website –We have added a conference and meeting rooms section 
to our website, improved the photo section, and re‐enacted the featured student 
section to make our website more appealing and resourceful.  We also just 
completed a photo shoot with Roger Wyan to include 360 degree shots inside 
room/suites 


FACILITIES 


Staffing – Hiring a Senior Building Maintenance Worker (SBMW) has proven to be a 
tremendous asset to our team.  He has an excellent work ethic and brings strong 
skills and good ideas to our program. This year we also assumed direct supervision 
of our custodial staff.  


Facilities Related Accomplishments/Projects completed over the past year: 


• One staff member was reclassified to assume supervision and more of a 
management role with budgets. 


• Most of the Sierra Terraces punch list items have been completed. 
• FM billing has improved by being more timely and accurate. 
• Service Masters to do building turnovers (cleaning and carpets).  They are doing 


an outstanding job. 
• 5 year Major Maintenance Plan developed and included in our campus budget 


plan 
• Valley Terraces front doors replaced with outdoor rated doors 
• Installation of hearing impaired fire system in Tulare 103  
• Boiler Manager installed – alarm sent to CP when boiler temperature below 90 


degrees 
• Hired two outstanding student Summer Maintenance Laborers last year 
• Purchased and install Sierra Terraces furniture (bedroom/lounge), appliances, 


supplies, etc. 
• In response to RHG, a smoke shelter is scheduled to be built in the Valley 


Terraces 
• Built a pathway leading off the California Room patio across the riparian 
• Office renovation – converting Health Services space back to offices 
• Prepare Lakeview Office area to become Visitors Center 
• Re‐finished atrium floor outside California Room  
 


 


 







Outstanding Issues/Projects: 
• Bond claim filed for Valley Terraces shower pan and drain issues on June 16, 


2008, 56 showers need repair or replacement. 
• Fan Coil Access issue in Terrace Center – we met with a consultant to develop a 


plan to address our inability to access 13 fan coil locations in the Terrace Center.  
We have not been able to change filters or perform Preventative Maintenance to 
date.  This project is estimated at about $300K and hopefully will be done this 
summer.  


• Sierra Terraces – trash enclosure area needs to be built.  
• Sierra Terraces lounge Door replacement – Hardware specified caused the doors 


to split.  Replacement in progress. 
 


ASSESSMENT 


We used a variety of tools to assess our program this year.  These were: 
• RA Performance Evaluations – Used to measure resident evaluation of Resident 


Assistants  
• Housing Satisfaction Survey – Used to measure resident satisfaction with 


Housing and Residence Life services 
• Senior Staff Survey – Used to measure Resident Assistants evaluation of the 


performance of the Residence Life Coordinators 
• Resident Assistant Evaluations – Supervisor evaluation of Resident Assistants 
• Program Evaluations – Resident/Participant evaluation of Residence Life 


programs 
• Mid‐Term Grade Study – Used to assess how various communities are 


performing academically in relation to building type and RA. 
• Occupancy Reports – Used to track trends in the application and contracting 


process in an effort to predict future norms. 
• Conference Services Evaluation – Used to measure conference client satisfaction 


with the services and overall experience as a conferee. 
• Strategic Plan assessment – Used to delineate our goals and track our progress 
 
These tools were helpful in identifying areas of strength and areas for improvement 
in our programs and job performances as well as provide us with historical data for 
future projections. 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AND 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END REPORT 


20072008 
 
 


Major Unit Accomplishments for 200708 
Student Success Workshops, MidSemester Grades, and UGC Approval 
for Continuation 
 


In the fall, 399 freshmen participated in the 4 workshop sessions (53% of the 
freshman class), which focused on campus resources and construction of personal 
success plans. Each workshop was facilitated by 7‐8 staff members from Academic 
Advising, Counseling, and the Students First Center.  The Learning Assistance 
Coordinator and the Director of the SALC provided the general leadership and 
coordination for these sessions.   
 
In the spring, 190 students participated.  Each session had a theme, with two of 
them revolving around an exploration of motivation, along with an exercise in which 
the students wrote out their motivation for succeeding in college, followed by 
construction of personalized success plans in small groups.  This theme selection 
came from past workshop data which showed that the students most likely to end 
up facing dismissal were the ones who had marked “I do not have motivation to 
succeed” on their self‐assessment in the fall workshops.   
 
Another workshop focused on time management.  Again, this topic was selected 
because of the positive responses on the part of students who had attended 
workshops on this theme voluntarily in the past.  The Learning Assistance 
Coordinator from the SALC led this session.  Student ratings of their satisfaction 
with the Success Workshops continued to average above 4.3 on a scale of 1‐5, with 5 
being best. 
 
The third theme of the spring workshops was stress management, in collaboration 
with Health Education.  This topic was selected in response to student data 
reflecting a strong correlation between dismissal‐level GPA’s among students who 
reported difficulty controlling stress.  Christina Phillips‐Guzman led two sessions, 
offered as official Success Workshops, where she introduced participants to many 
health and nutrition‐related concepts that affect stress and student performance.  
The most powerful and innovative element of this collaboration arose in the 
integration of a relaxation and affirmation exercise in the workshop.  This was 
followed by the routine small‐group discussions and construction of success plans.  
The SALC has been striving to expand collaborations, and involvement of the 
Student Health Center in the Success Workshops promises to be a fruitful 
partnership. 
   
Responses from the Undergraduate Council to the third year report on mid‐
semester grading were entirely positive.  The Director presented the proposal, 
backed up by findings from student evaluations as well as data shared by them in 
the participation process.  The UGC gave unanimous approval for a 5‐year 
continuation of the mid‐semester grading program.   
 
Mid‐semester grades and the Success Workshops offer the best representation of 
the SALC’s dedication to outreach campus‐wide through: advisors, who are loyal to 
this effort; continued, thorough assessment and data reporting; collaboration across 
the campus involving the Registrar, Counseling and Psychological Services, 







Disability Services, Peer Mentoring, and the Writing Program, which sends lecturers 
to offer special workshops for students as Success Workshop follow‐ups. 
 
All in the SALC are proud of this effort, and of the reputation that the SALC has built 
for itself with regard to helping students to believe in their own potential. 
 
Learning Skills Workshops; Mandatory Freshman Assembly 
The second annual Mandatory Freshman Assembly provided a memorable 
opportunity to expose more than 600 new first‐year students to the concept of 
succeeding in college as an element of learning unto itself.  Three faculty members 
made motivational and informative presentations.  These occurred between 
presentations performed by student staff which dramatized the difference between 
high school and college, all written by the students.  New additions this year 
included an academic honesty talk by Le’Trice Curl, and the Provost also took the 
floor.  This event would not be possible without the cooperation and support of 
Residence Life, whose RA’s take responsibility for leading the students ito the 
Assembly. 
 
In addition to the 11 Success Workshops in 2007‐08, required for freshmen with 
any grade of D+ or lower at mid‐semester, the SALC offered 23 optional workshops.  
Topics included time management, note‐taking, reading methods, test preparation, 
study strategies, learning styles, stress management, motivation, using office hours, 
how to choose a major, and paper preparation.  A total of 186 undergraduates 
attended the sessions, with most of them participating on more than one occasion.  
Additionally, 110 students attended the end‐of‐year study night, where a student 
group called the Pink Ladies helped to recruit faculty members to stay late into the 
night, and lead review sessions.  The best attended workshops were those that 
represented collaborative efforts with Residence Life, the Writing Program, Natural 
Sciences, and Counseling Services; partnerships maximized the marketing and 
general draw. 
 
In all, 59 undergraduates had one‐on‐one visits with Learning Assistance 
Coordinator James Barnes during the 2007‐08 academic year to discuss issues 
related to their difficulties, and to learn about new strategies for learning and 
success.  Students find the SALC through faculty and academic advisor referral, and 
in response to the repeated invitations to come in for a private discussion of 
academic‐related struggles, put forth at workshops and other student events. 
 
USTU 010 
The SALC’s proposal for a freshman year experience course was approved by the 
UGC, with Robert Ochsner as Instructor of Record.  The first offering of this course 
will occur in the fall of 2008, with an anticipated enrollment of 40 undeclared 
students.  This is the culmination of a nearly 2‐year effort. 
 
Website (learning.ucmerced.edu) 
The SALC has continued to update the design of the learning.ucmerced.edu website 
and to expand the self‐evaluation tools and links for students to use to explore on 
their own new concepts and methods related to academic success.  Faculty 
members have visited these links and have encouraged student use.  All of the staff 
members in the SALC are trained in website editing, and each takes responsibility 
for different components of the website 
The most innovative addition to the website is the weekly “Lair of Learning” 
podcast.  This has provided a means for developing the knowledge and skills of 
seasoned tutors who perform the podcasts, as well as a fun way of promoting the 







programs and messages of the SALC. The SALC plans to submit its website to the 
learning center website competition in 2009, conducted by the National College 
Learning Center Association (NCLCA). 


 
Advising & Related Activities 
All of the academic advisors meet weekly for one hour, convened by the Director. 
Assistant Deans continue to express appreciation for the weekly notes from the 
meetings.  The reading audience of the weekly advisors’ notes has grown, to include 
Michelle Lahti in Advancement (by her request), and also Christopher Viney, the 
Vice Provost for Undergraduate Education, along with the Assistant Vice Chancellors  
in Student Affairs and others. 
Teamwork culminated during the advising process at Orientation in the summer of 
2007.  The advisors trained the SALC’s student leaders to work with them in small 
teams for each School, as peer advisors.  In addition, the Director worked with the 
advisors before each Orientation session to ration the CHEM, MAT and WR sections 
strategically, to maximize use of the seats in all sections.   
 
In anticipation of a peer advising program in partnership with Residence Life, and at 
the request of Residence Life, the Coordinators of that area have joined the advising 
team for the weekly meetings.  At the request of the Students First Center, their 
Registrar liaison also has joined the weekly meeting team.  This group may soon 
grow too large to meet productively, as the newest addition is the EAP Coordinator 
 
Peer Advisors have been selected for the 2008‐09 year.  They will be housed at a 
discounted rate, to serve the freshmen with ongoing advice about deadlines and 
degree progress.  The Undeclared Advisor is their primary supervisor, and these 
students are cross‐trained by different advisors to serve the Schools and 
Undeclared. 
 
The Students of Excellence celebration held on Family Weekend provided an 
opportunity for collaboration between the SALC and the Schools.  This event 
afforded the advisors the opportunity to draw some public recognition for their 
hard work through their participation in the event, and it offered the students and 
parents the moment of celebration that they deserved, too.  Custom pins were 
awarded to 54 students who earned a 3.5 or higher, and 24 credits, in their 
freshman year at UC Merced during 2006‐07.  This event was a collaboration with 
Student Life, who shared in the funding and planning with the SALC. 
 
Orientation 
Student participation totaled above 95% of the entering cohort, with 787 students.  
Parent and family registrations trailed student numbers by only 90.  Evaluations 
showed that 92% percent of the students surveyed rated the overall  quality of 
orientation as “effective” or “very effective”; 54% percent of students surveyed gave 
the highest rating “very effective” to the overall the quality of orientation.   
 
The training process for the Peer Advisors who serve at Orientation has continued 
to develop this spring, in order to prevent the one key area of weakness noticed in 
the summer of 2006: team‐building and respect among peers.   A 3‐night retreat in 
the spring at Yosemite this year will revolve around “show and tell” sessions where 
each student leader shared a story of their family history and identity.  Trust‐
building exercises, along with customer service and communication exercises, 
promise to generate elevated professionalism on the part of student staff.  The SALC 
has appointed two seasoned Peer Advisors as “Assistant Coordinators” for the 
spring and summer of 2008, in order to reduce the demands upon James Barnes 







who oversees the program.  This also poses an opportunity to provide professional 
development to advanced students.   


 
The Student Coordinators of Orientation accompanied James Barnes to a regional 
conference of the National Orientation Directors’ Association (NODA).  They 
participated in the case study competition.  One of the SALC’s student staff members 
won first prize for “Best Communication Skills.” 
 
Beginning summer 2008, the SALC is taking in a summer intern, M.A. student, to 
assist with Orientation.  This is funded through careful management of the 
Orientation budget, as the Program yielded a surplus of revenues, which is 
dedicated to enhancing the program in general, and staff development related to it. 


 
Undecided Advising and Related Programs 
Currently, there are 160 continuing students listed as “undecided.”  The arrival of a 
new advisor in October for these students has created a welcoming and nurturing 
environment for these students, who do struggle at higher rates than their 
counterparts who enter college with a declared major.  More than 60 students 
moved from Undeclared to a major during the 2007‐08 year. 
 
The SALC has worked with the Schools to see them commit to their students in 
difficulty, rather than cast them off to “Undeclared.”  The SALC promotes programs 
as a resource that the Schools can turn to whenever needed.  The Schools (NS and 
SSHA) have developed a limited array of learning support workshops and programs 
of their own, and they have been careful to be collaborative with the SALC in these 
endeavors.  The Undeclared Advisor in the SALC created a series of 3 workshops this 
spring, one with each School.  Advisors helped her to recruit student panelists, and 
undeclared students attended, to learn about the different majors and Schools. 
 


PreLaw Advising 
Since 2006‐07, pre‐law activity has grown in quality and popularity.  Thanks to 
excellent student officers, the club drew approximately 60 students to different 
events led by this group and the SALC during 2007‐08.  The highlight of the year was 
the Club’s second trip to the Council for Legal Education Opportunity’s (CLEO) 
January conference.  With 16 students there, UC Merced had the largest presence.  
The pre‐law students also participated in a training and volunteer program that 
helped low‐income people with their taxes, through Career Services; Merced County 
Bar Association Law Day; they collaborated with Career Services to put on a Law 
School Admissions Panel; and their best campus event of the year was the attorneys’ 
panel and reception on campus staged entirely by the Pre‐Law Club. 
 
The Pre‐Law Club is a focused, ambitious group, and the Club President rightfully 
won the Distinguished Leadership Award.  The most noticeable development in the 
Club has been the change in perspective on the members’ part.  They frequently talk 
about plans to take a few years off before applying to law school, and this 
demonstrates what they are learning.  Law schools are not particularly interested in 
admitting young, inexperienced, recent graduates.  At the same time, UC Merced had 
2 students admitted to excellent law schools, one admitted during his senior year, 
and one who waited to reapply after graduation.  Several Club members plan to take 
the LSAT this summer. 


 
UC Merced is doing an effective job of preparing students for law school, even 
without an academic unit housing any such program.  The SALC’s largest “program” 
expenditures are those associated with pre‐law activities and excursions.  It is 







important to continue dedicating a significant amount of funding to helping students 
learn about the realities and rewards of the profession. 
 


Tutoring and Tutor Training 
Over the course of the year, 32 peer tutors worked for the SALC.  Faculty members 
regularly recommend students to be hired this year or next, and some take the time 
to send a thank‐you message for the support.  Approximately 480 students utilized 
tutoring over the course of the year, ranging from 1 to 20 times per student, per 
semester.  The average attendance rate among users was 2.96 visits.  This is roughly 
30% of undergraduates using this service.  For purposes of comparison, the UCR 
Learning Center Director Michael Paul Wong reported in May that they had 2,213 
users of tutoring over the past year, which amounts to 15% of undergraduates.  In 
this light, UC Merced is doing well with regard to engaging students with tutorial 
programs.  
 
Peer tutors have taken the floor in most classrooms to promote tutorial attendance, 
and faculty members have placed the tutorial schedule link on their websites.   
 
The second run of WR 110 trained 13 new tutors,  and the SALC director,  This 
course provided the SALC with well‐trained tutors, and it continued to advance the 
partnership between the SALC and the Writing Program.  
 


Scholarship Advising 
The capture of a Strauss Scholarship was the highlight of the year, along with one 
admission to Princeton’s Public Policy and International Affairs Summer Institute. 
 
For the first time, in the fall of 2007 the Director distributed lists of all students with 
a GPA of 3.8 or higher to the deans, who in turn distributed the invitation letter to 
the students, with their signature on it.  The invitations were to an information 
session about prestigious scholarships and opportunities, held in collaboration with 
the Academic Success Hall in Residence Life.  By the end of fall semester the Director 
had met with every student on campus that had a 3.8 or higher, either in the initial 
group of 27 who attended, or one on one, after the session was offered.  There were 
58 students in all. 


 
The SALC plans to continue having an information session for top students every 
fall, with the deans’ support.  The biggest obstacles to capturing more student 
recognition originate in students’ lack of awareness of the demands and prestige of 
elite programs, as well as the humility of UC Merced’s top students. 
 
Staffing, Equipping, and Budget Management 
The SALC is fully staffed and equipped, within the limits of its space, at this time.  
Currently the SALC is in the process of furnishing KL 172E as an office for the 
summer intern.  This room was originally listed as a tutorial room, but it was never 
usable in that capacity, due to its minute size.  This additional office will help the 
area grow. 
 
The SALC has provided all of its programs with the highest level of quality materials 
and preparations, while continuing to keep within its budget. 
 
Parents’ Newsletter 
This publication has continued to be produced each semester, and it represents a 
successful collaboration across all of Student Affairs and Academic units. 
 







Education Abroad Program Advising and Support 
After some 20 months of SALC‐based support for the EAP, a full‐time Coordinator 
was brought onto campus in March.  The SALC also helped to recruit, and then to 
provide the Coordinator a “family” since his arrival, hosting him during his pre‐hire 
visits, and including him in group and social events. 
 
Prior to the hiring of a Coordinator, the SALC continued to market and advise for the 
programs abroad.  EAP’s  most successful event was held during the second week of 
fall semester, collaborating with Residence Life: more than 90 students attended an 
evening information session about programs abroad, with guest speakers from UC 
Davis and Pembroke, Cambridge.   
 
Volunteerism 
All of the SALC staff members answer the call regularly whenever volunteers are 
needed for campus events.  Also, SALC staff members serve as advisors to 2 student 
clubs. 
   


 
Shared Experience Program 
The SALC responded to every visit or inquiry from students and parents involved 
with the Shared Experience Program.  This program has grown increasingly 
complicated in 2007‐08.  The total number of students receiving regular advising for 
this program in 2007‐08 was 53. 
 
McNair Program 
The SALC Director captured a 5‐year $1.1 million grant to bring a McNair Scholars 
Program to UC Merced.  She performed all start‐up tasks, including participating in 1 
regional meeting, student recruitment, and the hiring of a Director. 
 
Regional Involvement 
The SALC hosted the Central Valley Higher Education Consortium’s (CVHEC) fall 
meeting of the Learning Center Consortium in 2007 as a courtesy to the other 
campuses in the organization, who take turns providing a venue for the twice‐yearly 
meetings.  SALC learning assistance staff members have participated regularly in 
this body’s meetings each semester. 
 
Professional Development, National Involvement & Awards 
All staff members of the SALC attended and/or presented at some of the following: 
the National Conference of the College Reading and Learning Association (CRLA); 
CRLA State Meeting on Positive Psychology in Learning Assistance; National 
Conference of the National College Learning Center Association (NCLCA); UC 
Advisors’ Conference; National Orientation Directors’ Association; On Course 
Training Institute; NCLCA Summer Institute on Learning Center Leadership; UC 
Women’s Conference, NASPA.  James Barnes attended the On Course Institute on a 
scholarship from Skip Downing, the Director of the program, based on his 
performance in an exercise on learning environments at the national CRLA 
conference.  Elizabeth attended the NCLCA Summer Institute on a competitively 
awarded fellowship, with one awarded per year.  And as noted above, Student 
Coordinator Angela Mercado won the Communication award in the case study 
competition at NODA. 
 
The SALC won the Golden Bobcat trophy, for its exquisite Bobcat Day hats. 
 







And finally, the Staff Assembly selected James Barnes for one of the five Staff 
Excellence Awards. 
 
In Summary 
The SALC collaborates incessantly across the academic and Student Affairs units to 
promote student success.  All of the SALC’s staff members, including the students, 
are dedicated to self‐improvement and professional growth. 
 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 







Office of Student Life 
Year End Report 
20072008 


 
The Office of Student Life at UC Merced is charged with providing substantive out of 
the classroom experiences for UC Merced students.  
 
Mission 
The Office of Student Life at UC Merced exists to serve students by providing 
experiences that enhance intellectual development and promote individual growth, 
responsibility, citizenship, and skill building through intentional programs and 
resources in leadership, interpersonal communication, civic engagement, self 
awareness, and appreciation of diversity.  
 
Vision  
As a student centered office, Student Life will engage students through 
collaboration, innovative programs, and services that promote the education, 
development, and success of all students. 
 
Our Purpose: 


• To promote and facilitate student growth and development through 
involvement and enrichment opportunities. 


 
Our Business: 


• To present positive, holistic, growth oriented developmental programs which 
enhance the out‐of‐the‐classroom experience. 


 
Our Values:    


• To provide students with opportunities for involvement and development 
through an array of activities focusing on wellness and balance, appreciation 
of diversity, civic engagement, and leadership development. 


 
The Office of Student Life (OSL) met the 2007‐2008 academic year with 
excitement about the possibilities that lay ahead.  As expected, OSL had many 
successes as well as challenges throughout the year.  OSL was able to continue 
hosting a large number of high quality programs throughout the year as well as 
continuing to support the growth and development of registered student 
organizations.  OSL was also successful in developing a strategic plan that saw the 
first year of goals and initiatives implemented by the staff.  The following document 
highlights the accomplishments and challenges of the Office of Student Life during 
the year 
 
Accomplishments:   


• 48 Events sponsored during welcome week 
• 69 Registered Student Organizations (4 pending for fall) 
• Well over 200 student club sponsored programs and events  
• 172 OSL staff sponsored programs 
• 300+ students volunteering to support community service and campus 


events 
• 116 student club/ASUCM programs that required OSL staff event support 
• 22,128 attendees at OSL programs 
• Over 5,656 attendees at student organized programs  
• Hiring a new Coordinator for Leadership and Judicial Affairs 
• Development of an OSL strategic plan 







• San Francisco Multicultural Odyssey 
• Political Debates 
• Family Weekend 
• Dolores Huerta Visit 
• Leadership Awards Ceremony 
• Women of Color Panel Dinner 
• Crunc Discussion Series 
• Passing the OSL Fee Referendum 
• Governance Retreat with Chancellor’s Cabinet, incoming and outgoing 


ASUCM officers 
• Unity Festival 
• UC Merced’s Got Talent 
• Drag Show 
• Club Challenge (10 clubs participated)  
• Gauntlet Games ( 18 clubs participated) 
• Rock The Vote Campaign with Calisus Band 
• Mark Wellman Lecture in connection with the Yosemite Leadership Program 
• Poverty Matters Lecture with Andrew Said 
• Continued co‐sponsorships with campus departments and community 


organizations 
• Greek Life Task Force and preliminary establishment of Greek organizations 
• Student Union Task Force 
• Intercultural Center Task Force 
• Creation of OSL brochure and logo 
• Support of student organizations  programs  through service by all OSL staff 


members 
 
• Ongoing annual programs:  Pride Week, Taste the World, Masquerade Ball, 


DUI reenactment, Cinco de Mayo, Various Movie Series, Wisdom 
Wednesdays, Black History Month Oratorical Contest, Halloween Events, 
Clothesline Project, World AIDS Day celebration, Bobcat Leadership Series, 
Fairy Shrimp Festival, Asian Fest, Community Involvement Fair, Stress Fest, 
Relay For Life, California Coastal Cleanup, Kids Day Newspaper Sale, Helping 
Hands Fair, Club Training, Heart Walk 


 
• Outstanding Registered Student Organization Events:  Gauntlet Games, 


Asian Fest, Lunar New Year, Dance Off, Women’s Self Defense Night, Korean 
Culture Night, Barrio Fiesta, Holi Festival, Chill With The Chancellor, Dia de 
Los Muertos, UMOJA Leadership Summit, and PAWS. 


 
 
Challenges: 


• Sufficient funding to support students seeking cosponsorships:  OSL is 
approached each year by approximately 40 – 50 groups requesting either 
funding or staff support for events.  This year, OSL was able to direct many 
clubs to ASUCM to seek funding support, however, we often still find it 
necessary to co‐sponsor events to provide funding support for clubs for 
items such as facilities and custodial costs.  Without OSL support, many clubs 
would not have funding enough to pull off their events.  Support of club 
events results in success for these events, but ultimately less funding to 
funnel into larger scale OSL programs throughout the year. 


• Overwhelming of the OSL AA with processing of club funds and 
purchases:  With clubs being provided substantial funding by ASUCM, the 
OSL Administrative Assistant has been overwhelmed with the processing of 







reimbursements, purchases, performance agreements, etc.  This problem has 
highlighted the need for increased staffing.  As a result, OSL has proposed the 
hiring of an MSO to oversee the many transactions processed through our 
office, with a full time Administrative Assistant to be shared by OSL and 
ASUCM.  This additional person to help oversee policy, transactions, and to 
provide additional administrative oversight and support will prove very 
valuable in the year ahead.  


• Programming and meeting space:  As is true for many areas of the campus, 
OSL staff and its RCOs continue to struggle to find suitable programming 
space.  It is also challenging to get confirmation of reservations from the 
registrar’s area or the library in a timely manner.   This greatly impacts the 
planning and organization process, and will need to be addressed. 


• OSL calendaring and databases:  OSL is constantly tapped by campus 
constituents for calendar updates, yet there is no suitable campus calendar to 
easily post our events to, and we fear publishing a calendar more than a 
week or two in advance due to changes in event schedules. The new Assistant 
Director has the coordination and maintenance of an OSL calendar in his/her 
job descriptions, which will hopefully further our ability to publicize our 
events earlier to the larger campus and community.  Additional focus on the 
management of the programming database, and the creation of a judicial 
database are also a priority. 


• Staff nonexempt status:  Having three staff members who are still non‐
exempt yet working excessive hours due to the quantity and quality of 
programs provided, while also supporting student organization events is 
taking a toll on both the staff and on the acquisition of comp hours.  It is our 
goal to have the three coordinators reclassified to SAOIIIs which would 
provide them both a salary increase (much deserved) and provide the 
flexibility needed due to the nature of the work that they do.  


• Unity Fest coordination and political dynamics:  The Unity Festival was a 
very successful event, but the planning and coordination of the logistics were 
painful.   There were numerous political landmines that we encountered 
during the planning process, as well as multiple changes in financial 
responsibility for facilities and services.  There were also many problems 
determining exactly what spaces could be used, and who the owners of those 
spaces were.  These problems resulted in planning delays that hampered the 
securing of vendors and other elements of the event, causing us to scramble 
toward the end, though we had begun planning nine months before the event 
occurred.  Ultimately, OSL does not wish to be involved in future planning for 
this event unless there are clarifications in whether or not the Chancellor’s 
Office supports this event, and what that support entails, with use of desired 
facilities and spaces clearly outlined and negotiated with facilities 
management prior to the major planning for the event going forward.  With 
these decisions made early, a Unity Fest ’09 event has the potential to be very 
successful. 


 
Functional Area Highlights and Goals: 
Leadership Programs received a boost this year with the hiring of David Turner as 
the Leadership and Judicial Affairs Coordinator.   This area saw the renewed 
implementation of the Bobcat Leadership Series, and a shift in delivery of the 
Leadership Awards Ceremony.  The Governance retreat was also launched this year 
and included a dinner meeting with the Chancellor’s Cabinet, induction of new 
officers, and updates from Chancellor Kang and ASUCM President, Uday Bali.  On tap 
for next fall will be Student Leadership Conference, expanding club training, offering 
low ropes course leadership training, and further implementation of the Yosemite 







Leadership program.  The addition of a student intern in this area will further 
development in leadership. 
 
Intercultural Programs had success with the introduction of the CRUnC 
discussions, co‐sponsorships and collaborations on workshops and panels and the 
return of Pride Week, the Black History Month Oratorical Contest, The Clothesline 
Project, and Taste of the World.  A focus for the Intercultural Programs area was 
also implementation of the Intercultural Center Task Force.  This task force will 
soon submit a report and proposal regarding the creation of an Intercultural Center 
at UCM.  A key focus for the upcoming year will be implementation of the Safe Zone 
Project, discussions on race relations, hosting an intercultural conference or 
celebration, and gaining more student input into for pre and post assessment.  The 
return of the student intern position will continue to support this area. 
 
Clubs and Organizations had a successful year with the addition of an intern, and a 
focus on equipping the clubs for success through comprehensive training.  This 
training focused on club accounting and managing finances, officer transitions, 
group communication and problem solving, fundraising, food safety, traveling, event 
planning, and civic leadership.  Clubs responded well to training and were very 
active coordinating well over 200 large and small scale events this year.  An 
additional focus was working to get all clubs to register their events by completing 
event notification forms so that support and oversight could be provided for events.  
This effort was largely successful with the understanding that there will never be 
100% effectiveness in getting all groups to register all events, especially smaller 
ones.   
 
Additionally this year, the clubs and orgs area was able to work with ASUCM to 
establish the Inter Club Council (ICC) which will provide additional funding for clubs 
events.  A total of $30,000 was set aside for the 2008‐09 academic year in support of 
club events.  This will help to fund many club activities and to pay for essential 
campus services like facilities and custodial charges associated with events.  In the 
year ahead, the Clubs and Organizations area will focus on officer training, leaving a 
legacy (as our incoming class leaders will graduate), furthering the ICC, and refining 
policies associated with clubs (club insurance for events).   
Community Service and Involvement/Volunteer Programs had moderate 
success this year.  Focus was placed on maintaining connections with community 
organizations and providing more information regarding community resources to 
students through web, email notifications, a community org. database, and through 
careers services options.  Challenges were felt in this area due to a lack of staffing 
resources (same person managing clubs and orgs handling volunteer opportunities) 
and a higher volume of volunteer opportunities created through 
schools/departments and other campus entities in connection with community 
partners.   Though we had 300 plus students volunteer for opportunities provided 
through our office, we often heard about students finding volunteer offering through 
other means.  The upcoming year will focus on continuing to build the community 
resources database, continuing to outreach and strengthen connections with 
community organizations and volunteer opportunities providers, creating a civic 
engagement speakers series, and establishing a co‐curricular transcript. 
 
The Associated Students of UC Merced (ASUCM) had a positive year.  After 
successfully passing a referendum taking student reg. fees from $20 per year to 
$130 per year, the newly elected officers got to task providing clubs and 
organizations with substantial funding for events.  ASUCM also continued to host 
quality programs such as the PAWS event, the dance off, Super Tuesday, Chill with 







the Chancellor, and the Poetry Jam.  They held successful elections in the spring, 
attended a national student government conference, got involved in UCSA, and have 
been working to actively represent the voice of student on campus.  With an 
incoming class of over 1000 students, this will be a key focus of the year ahead. 
 
Student Judicial Affairs (SJA) saw an increase in activity and volume of student 
incidents.  While this is expected as the UCM population grows, the addition of a 
staff member focusing on judicial affairs proved helpful in managing the volume.  
There were 58 active cases managed through SJA this year with 40 Informal 
Disposition Meetings (IDMs) held.  There were no formal hearing held (which is 
positive) and a low level of recidivism.  This year the IT department and SJA began 
managing the reported violations of the Digital Millennium Copyright Act (DMCA) 
for the illegal downloading or file sharing of films, music, and software programs.  
This issue is facing universities across the country, and this year UCM has appeared 
as a target of the Motion Picture Association of America (MPAA) and the Recording 
Industry of America (RIAA).  This will continue to be an issue and area of focus in 
the coming year, and IT and SJA are working together to provide information, 
education, and legal downloading resource information to students staff and faculty.  
In the year ahead, SJA will continue to review and revise policy information, as well 
as creating a judicial board structure to manage academic honesty and behavioral 
violations that require a formal hearing.   
 
Area Overview 
 
Clubs and Organizations 
How many clubs/organizations 
registered this year? 


66 71 (fall to spring) with 4 pending  
for fall (76 last year) 


How many students participating in 
clubs/organizations? 


approx. 600700 


How many clubs/organizations fit under 
particular headings (political, social, 
ethnic, academic, recreational, etc.)?  


Academic/professional – 15 (down 
from 19) 


Art/music/dance –9 (down from 12) 


Community service – 6 (up from 5) 


Cultural – 12 (= to previous year) 


Faith based –  5 (down from 6) 


Special interest – 19 (up from 17) 


Wellness – (combined with special 
interest)  


How many events were sponsored by 
clubs and organizations during the 
course of the year? 


200+ (approximately the same as last 
year) 


 
 
 
 







Community Service 
How many events were sponsored by 
OSL? 


10 volunteer and 2 civic engagement 
events 


Number of community groups worked 
with to participate in/coordinate an 
activity 


1012  community agencies, and 
Approx. 45 community vendors 


Number of students placed for one time 
volunteer opportunities (one day) or 
long term (multiple sessions)? 


300 


 
Judicial Affairs 
How many incident reports were 
received (violations reported)? 


58 Cases reported and managed 


Number and nature of selected 
violations reported? 


 


Suspensions (1); Academic dishonesty 
(17);  harassment /sexual 
harassment(4); drugs (5);  alcohol 
(4);  weapons (1);  (some cases had 
multiple violations); computer 
misuseDMCA (18) 


Number of informal disposition 
meetings held? 


40  (up from 12) 


Number of Hearings held?  0  (down from 1) 


Number of cases appealed?  0 


Number of Clery violations reported?  0 (all were reported through housing 
or police) 


Number of repeat offenders?  4 


Number of hours spent 
investigating/adjudicating cases? 


Approx –300 hours (includes 
investigation, consultation, and 
administration) 


Number of consultation meetings 
regarding potential cases  (includes 
faculty, students, and staff) 


Approximately 20  


 
 
 
 
 
 
 
 
 
 
 







 
Intercultural Programs, Leadership Programs, Community Service, and 
Activities and Events 
Number of programs offered  172 + by OSL  and 200+ by clubs,  


including cosponsorships 


Number of attendees – all events   27,783  (down from 29,500) 
reduction in total reflects a change in 
calculation of participation in passive 
programs and tabling events.   


 
 
Strategic Initiatives and Goals 
 
OSL has identified four initiatives that support the strategic imperatives for the 
division of student affairs.   With updates on the progress of those initiative listed 
below each initiative, those broad initiatives are: 
 


1. Creation of an innovative and comprehensive civic engagement 
program which includes partnerships with both campus and 
community constituents. 


• Database and info being collected, information being shared with 
student groups, volunteer opportunities being advertised and 
encouraged.   


• Co‐curricular transcript process is being investigated for future 
implementation.   


• Community partnerships producing large scale events such as Unity 
Festival and Community Involvement Fair, Helping Hands Fair. 


 
2. Creation of a comprehensive leadership development program 


• Bobcat leadership series is up and running and will continue in the fall 
• Governance retreat implemented.  
• YLP – in progress with some phases implemented such as Yosemite 


internships, lecture series, and outdoor adventure trips through 
campus recreation. 


• University Leadership Conference scheduled for fall 2008 (Sept. 27, 
2008) 


• Introduction of low ropes initiatives – fall 2008. 
• External sources of funding for large scale leadership initiative is 


being sought out through work with University Relations. 
 


3. Creation of a comprehensive intercultural program focusing on 
multicultural competencies and social justice initiatives. 


• CRUnC discussion sessions implemented.   
• Film series implemented.   
• Intercultural Center Task Force meeting – report being generated. 
• Multi‐day conference/festival in planning stages – implementation in 


08‐09 year. 
 


4. Implementation of a training and evaluation structure for clubs and 
organizations that focuses on individual skill building, advisor training, 
and student development and engagement. 







• Training implemented for student leaders and advisor (8 sessions 
offered in 07‐08) 


• All OSL club based forms online at OSL website.  Updates will continue 
• Community based resources to support clubs provided to orgs on an 


ongoing, semester based, and as needed basis. 
• Focus on leadership/officer transition and legacy creation – focus for 


08‐09. 
 
Additionally, a student development programming model will be implemented 
and applied to all student life focus areas.  This model will serve as the 
foundation to ground all elements of program planning in OSL.  The goal in this 
area is as follows: 
• Develop and implement a student development centered programming 


model that identifies core competencies and utilizes assessment strategies 
for all OSL program areas (leadership, intercultural, civic 
engagement/volunteer services, activities and events, clubs and 
organizations, student government, and judicial affairs).  This programming 
model has been proposed and is being vetted and edited for implementation 
in fall 2008. 


 
A goal that was listed as a part of the larger Student Affairs Strategic Plan was the 
creation of a Student Union.  The director of OSL chaired the Student Union Task 
Force this year.  During the course of the spring semester, the union task force 
visited campuses throughout California, hosted and town hall meeting, and is 
working on its report and recommendations to provide to the Vice Chancellor.  
 
With an increase in the student body population by more than 1,000 students, it is 
clear that the OSL staff will have much more work ahead in the upcoming year.  With 
a clear focus on strategic planning, assessment strategies, integrating staff, taking 
each functional area to the next level of development, and continuing to streamline 
policies and procedures,  there is no doubt that OSL will have its hands full with 
projects and tasks but it will continue making strides to provide UCM students with 
the best student life experience possible.          
 


 
 
 


 


 


 


 








1 of 5


Student Orientation Evaluation- Summer 2010 


1. Orientation communications through our website, email, postcards and phone calls helped me 


prepare for Orientation.


 
Strongly 


Agree
Agree


Neither Agree 


or Disagree
Disagree


Strongly 


Disagree
N/A


Rating 


Average


Response 


Count


3 41.8% (459) 48.2% (530) 8.1% (89) 1.4% (15) 0.5% (5) 0.1% (1) 1.70 1,099


  answered question 1,099


  skipped question 2


2. The university staff members at Orientation were helpful and encouraging.


 
Strongly 


Agree
Agree


Neither Agree 


or Disagree
Disagree


Strongly 


Disagree
N/A


Rating 


Average


Response 


Count


2 83.2% (909) 15.5% (169) 1.1% (12) 0.1% (1) 0.0% (0) 0.1% (1) 1.18 1,092


  answered question 1,092


  skipped question 9
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3. The Orientation Leaders answered my questions, helped me to meet other new students and to 


understand what I need to do to be successful here.


 
Strongly 


Agree
Agree


Neither Agree 


or Disagree
Disagree


Strongly 


Disagree
N/A


Rating 


Average


Response 


Count


3 72.3% (791) 26.0% (284) 1.5% (16) 0.1% (1) 0.0% (0) 0.2% (2) 1.29 1,094


  answered question 1,094


  skipped question 7


4. Through the student affairs presentations (Academic Success, Student Services, Campus & 


Community Life, Health $ Safety), I learned about how to access resources to help me be successful.


 
Strongly 


Agree
Agree


Neither Agree 


or Disagree
Disagree


Strongly 


Disagree
N/A


Rating 


Average


Response 


Count


1 58.6% (642) 37.5% (411) 3.5% (38) 0.2% (2) 0.0% (0) 0.2% (2) 1.45 1,095


  answered question 1,095


  skipped question 6


5. Meeting university faculty reinforced my interest in a major or possible area of study.


 
Strongly 


Agree
Agree


Neither Agree 


or Disagree
Disagree


Strongly 


Disagree
N/A


Rating 


Average


Response 


Count


1 35.7% (376) 41.6% (438) 20.9% (220) 1.0% (11) 0.0% (0) 0.9% (9) 1.87 1,054


  answered question 1,054


  skipped question 47
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6. I will meet with my academic advisor regularly to discuss the choices I can make in my academic 


career.


 
Strongly 


Agree
Agree


Neither Agree 


or Disagree
Disagree


Strongly 


Disagree
N/A


Rating 


Average


Response 


Count


2 51.2% (543) 43.8% (464) 4.8% (51) 0.0% (0) 0.0% (0) 0.2% (2) 1.53 1,060


  answered question 1,060


  skipped question 41


7. In learning the requirements for my major/area of study, I feel more confident in my ability to 


choose my classes for next semester.


 
Strongly 


Agree
Agree


Neither Agree 


or Disagree
Disagree


Strongly 


Disagree
N/A


Rating 


Average


Response 


Count


3 40.9% (433) 47.3% (501) 11.0% (116) 0.8% (8) 0.0% (0) 0.1% (1) 1.72 1,059


  answered question 1,059


  skipped question 42


8. The food served was inviting and tasty.


 
Strongly 


Agree
Agree


Neither Agree 


or Disagree
Disagree


Strongly 


Disagree
N/A


Rating 


Average


Response 


Count


1 31.4% (335) 45.3% (483) 18.6% (198) 3.3% (35) 0.8% (9) 0.6% (6) 1.96 1,066


  answered question 1,066


  skipped question 35
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9. I am excited about getting to know the other new students I met at orientation.


 
Strongly 


Agree
Agree


Neither Agree 


or Disagree
Disagree


Strongly 


Disagree
N/A


Rating 


Average


Response 


Count


1 57.0% (602) 36.2% (382) 6.3% (66) 0.6% (6) 0.0% (0) 0.1% (1) 1.51 1,056


  answered question 1,056


  skipped question 45


10. The University demonstrated that it cares about me and my education.


 
Strongly 


Agree
Agree


Neither Agree 


or Disagree
Disagree


Strongly 


Disagree
N/A


Rating 


Average


Response 


Count


4 67.7% (716) 29.7% (314) 2.6% (27) 0.0% (0) 0.0% (0) 0.0% (0) 1.35 1,057


  answered question 1,057


  skipped question 44


11. Were there representatives (i.e. speakers, faculty, and staff) that you particularly enjoyed? 


Please comment. 


 
Response 


Count


  755


  answered question 755


  skipped question 346
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12. What was the most important thing you learned during your orientation?


 
Response 


Count


  812


  answered question 812


  skipped question 289


13. If you were designing the orientation program, what would you change or improve? 


 
Response 


Count


  765


  answered question 765


  skipped question 336


14. Please share any further comments or remaining questions here: If you'd like us to respond to 


your question please leave your email address. 


 
Response 


Count


  288


  answered question 288


  skipped question 813








Summer Parent Orientation 2010 Highlights: 


 
 
 
2010 Summer Orientations                  Strongly Agree/Agree Percentage (Averaged) 


 
The Orientation website, brochure and communications were helpful to my student in registering and preparing for Orientation 87% 


The University staff members at Orientation were helpful and courteous. 96% 


The Faculty Academic Expectations session was helpful and engaging. 91% 


The Academic Success session was useful and engaging. 93% 


The Den Discussions session was useful and engaging. 91% 


The Parenting Your College Student session was useful and engaging 90% 


The Students First Center, Financial Aid, Business Services session was useful and engaging. 88% 


The Campus Computing and Technology Resources session was useful and engaging 89% 


The Health and Safety session was useful and engaging 92% 


The Campus and Community Life session was useful and engaging. 85% 


The food served was inviting and tasty. 86% 


 
Were there representatives (i.e. speakers, faculty, and staff) that you particularly enjoyed? Please comment.  


1. Dr. Fuji Collins 
2. Vice Chancellor Jane Lawrence 
3. Dr. Christopher Viney 
4. Office of Student Life 
5. Orientation Skit 


6. Housing Staff 
7. Wellness Center Staff 
8. James Nardello 
9. Orientation Leaders (esp. Den Discussion) 


 







Summer Parent Orientation 2010 Highlights: 


"Do you have any suggestions for improving our current Orientation Program?” 


1. More breaks and snacks 
2. Suggest a two-day event to absorb and digest info (i.e. allows students to explore/select majors) 
3. More info regarding the City (i.e. pamphlets, services, etc) 


a. City hall should be part of UC Merced Orientation. I want more about medical services Y what insurance plans are admitted or 
how do they work. Where are the public health centers in the city. 


4. Discussion on Judicial Review 
5. Spanish Speaking parents didn’t speak/understand program content. 
6. Make agenda available before orientation, provide speakers’ names 
7. Allow for attendees to get up and move around room/stretch 
8. Residence tour 
9. Den Discussions, making sure there’s an orientation leader/staff around at all times. 
10. Lowering Orientation fee 
11. Have a link for parents to write their questions before orientation begins and have them answered in orientation. –relieve some 


questions asked during Orientation, saves time. 
12. Some parents seemed very unfamiliar with the content of the orientation maybe it would be helpful to have some orientation dates for 


parents who are less familiar with what to expect and allow them more time to ask questions 
13. Speakers need to be louder, notice regarding cell phones on silent/vibrate 
14. More Q & A time 
15. Otherwise, everything was nicely done, very helpful, informative, organized, and impressive 


a. I was very afraid of sending my son away, but with this orientation I feel more confident about all the structure Merced 
University has in order to provide security and care for our most valuable loved ones. 








Orientation Planning Summit: 


March 2010 


Purpose:  To begin together campus orientation presenters and other stake holders to create intentional, 
engaging student development focused presentations for new students and their parents 


1.  Overview of the planning session/why we are here—James   12:00-12:05 pm 
 


2.  Setting the stage of success: the importance of Orientation-Charles  12:05-12:35 pm 
a. “One presentation multiple voices” 
b. The importance of orientation 


 
3.  Lunch:   12:35-1:00 pm 


 
4.  Updates for 2010   1:00-1:15 pm   


a. Orientation Dates:  James 
b. The Den Concept and involvement of orientation leader student staff:    Jason Juarez 
c. Our Theme:   Students: Transition to success  Parents/Guests: Partners in Transition  Jan 


Zarate 
i. Key Messages 


1. We care about you and your success here. 
2. Transition is a process that begins with orientation and continues 


throughout your first year; highlight the differences between high school 
and college to help them anticipate the changes in responsibility, their 
environment, and academics 


3. You will be successful if you make wise choices that align with your goals 
and utilize resources available. 


d. Transfer student Orientation July 27—James 
i. Previous dates reserved for first year students only 
ii. Transfers are strongly encouraged to attend this date specially designed for 


them.  If they cannot they may attend July 30 or August 6 dates with first year 
students. 


e. Spanish Speaker orientation for parents/guests (concurrent to regular parents and student 
sessions)  Friday, July 16th 


f. Scheduling notes/example.  For planning purposes only. 
 


5.  Planning Time: Today’s expectations and goals  1:15-2:50 pm 
a. Select recorder, facilitator, time keeper roles (see role definitions on page 2) 
b. Brainstorm: What are the needs of students/transfers/parents 


i. What do they need to know to get started? 
ii. Do these needs require cross-departmental collaborations/messaging? 


c. Develop ways of engaging the audience, using our story, thinking about the needs of 
participants, specifically first year students, first generation parents, transfer students, and 
transfer student guests.   


d. Develop objectives:  What will participants learn as result of our presentation? 
e. Plan ways of including orientation student staff input and participation 







f. Draft a 1st outline of student, parent and, if time allows, transfer sessions 
g. Arrange 3 meeting times between now and the end of the semester and a additional 4th 


meeting in late June/July.  (See Proposed Planning Timeline)  Think about you can 
incorporate Orientation Leaders in these meetings after April 1st 


h. Provide James with a copy of your notes and meeting times 
 


6.  Questions/Comments/Concerns:   2:50-3:00 pm 


 


 


Roles: 


Recorder: takes notes, sends notes and prepares draft outlines  
Facilitator:  reports progress periodically to James and committee, serves as the contact and 
facilitator for involvement of student leaders in the group: 
Timekeeper:  keeps group moving along towards goals above 


 


My Notes/Next Steps: 













STUDENT SUMMER ORIENTATION
July 30, 2010


TIME ACTIVITY LOCATION 


7:00-8:00 CHECK-IN & CONTINENTAL BREAKFAST 155 Kolligian Library
 (Please have your photograph taken for your Student ID-CatCard.)


8:00-8:30 WELCOME 102 Lakireddy Auditorium, Classroom & O�ce Building


8:30-9:00 DEN RELATIONSHIP BUILDING ACTIVITIES Outside Classroom & O�ce Building


9:00-10:15 &         ACADEMIC SUCCESS 129, 263, 265, 267 Classroom & O�ce Building
10:30-11:45  STUDENT SERVICES
 CAMPUS & COMMUNITY LIFE
 HEALTH & SAFETY 
 
10:15-10:30 &     STUDENT DEN DISCUSSIONS WITH 129, 263, 265, 267 Classroom & O�ce Building 
11:45-12:00 ORIENTATION LEADERS
 (Please stay with your den color found on your name tag.)
 
12:00-1:00 TASTE OF THE VALLEY LUNCH Gymnasium, Joseph Edward Gallo 
 (Featuring locally grown & produced food.) Recreation & Wellness Center


1:00-1:30 MEET YOUR SCHOOL’S FACULTY
 (Undeclared students, please choose a presentation listed below.)
 Natural Sciences 105 Classroom & O�ce Building
 Social Sciences, Humanities, and Arts 120 Classroom & O�ce Building
 Engineering 267 Classroom & O�ce Building


1:30-3:30 ADVISING PRESENTATIONS & STUDENT SCHEDULING WORKSHOPS
 Natural Sciences 105 Classroom & O�ce Building
 Social Sciences, Humanities, and Arts 120 Classroom & O�ce Building
 Undeclared 265 Classroom & O�ce Building
 Engineering 267 Classroom & O�ce Building


 COURSE REGISTRATION  
 Social Sciences Humanities and Arts  281 Classroom & O�ce Building
 Undeclared and Engineering 202 Kolligian Library
 Natural Sciences 208 Kolligian Library
 (Stop by the UC Merced Bookstore on your way to the Information Fair!)


3:30-5:00 INFORMATION FAIR Gymnasium, Joseph Edward Gallo
 (Explore campus resources. Refreshments too!  Recreation & Wellness Center
 Reunite with your family here and pick up your student ID/CatCard.)


4:30-5:30 OPTIONAL CAMPUS, HOUSING OR CITY TOUR Gymnasium, Joseph Edward Gallo
  Recreation & Wellness Center


Welcome to the UC Merced family. Go Bobcats!
Thank you for attending orientation.








“Be who you are and say what you feel because those who mind don't matter and those who matter don't mind.” – Dr. Seuss 
 


"Our lives begin to end the day we become silent about things that matter." Martin Luther King Jr. 


Tuesday June 1st     (Bobcat Lair) 
1:00-1:30 


- Team Builder #1 
- Welcome Back 
- Retreat Wrap Up 
- Expectations 


1:30-2:30 
      -     Skit Development and Practice 
2:30-4:30 


- Jason Juarez: Safe Zone Training 
4:30-5:00 


- Introduction of Parent and Student Panel/Dens 


Objective: To be able to facilitate different conversations with all 
types of people and make them feel safe in confiding with you.   
 
3 Things to Keep in Mind for the Future 
1. 
 
2. 
 
3. 
 
Additional Notes 
 


Wednesday June 2nd     (Bobcat Lair) 
1:00-1:30 


- Team Builder #2 
- Case Study: Cesar 


1:30-2:30 
- Parent/Student Panel Q&A 


2:30-3:00 
- Ice Breaker Practice 


3:00-4:00 
- Lezly Juergenson: Myers Briggs Type Indicator 


4:00-5:00 
- Skit Practice 


Objective: To learn the different personalities we have and how 
they fit into a team setting. 
 
3 Things to Keep in Mind for the Future 
1. 
 
2. 
 
3. 
 
Additional Notes 







“No one can make you feel inferior without your consent”-Eleanor Roosevelt 


"Nothing great was ever achieved without enthusiasm." -Ralph Waldo Emerson 
 


Thursday June 3rd     (Bobcat Lair)   
1:00-1:30 


- Team Builder #3 
- Case Study: Luke 


1:30-2:30 
- Skit Practice 


2:30-4:30 
- Jason Juarez: Safe Zone/Diversity Training 


4:30-5:00 
- Parent/Student Panel Q&A 


Objective: To embrace the things that make us diverse/different 
and understanding how diversity contributes to a team. 
 
3 Things to Keep in Mind for the Future 
1. 
 
2. 
 
3. 
 
Additional Notes 
 


Friday June 4th     (Bobcat Lair) 
1:00-1:30 


- Team Builder #4 
- Case Study: Erick 


1:30-2:30 
- Parent/Student Panel Q&A 


2:30-3:30 
- Skit Practice  


3:30-5:00 
-     David Turner: “Carefrontation” and Leadership in 
Team Settings 


Objective: To be able to successfully solve conflicts with other 
OL’s, students, & parents, as well as learn how to work in group 
full of leaders. 
 
3 Things to Keep in Mind for the Future 
1. 
 
2. 
 
3. 
 
Additional Notes 
 







“Be who you are and say what you feel because those who mind don't matter and those who matter don't mind.” – Dr. Seuss 
 


"Our lives begin to end the day we become silent about things that matter." Martin Luther King Jr. 


Monday June 7th     (COB 262) 
1:00-1:30 


- Team Builder #5 
- Case Study: Autumn 


1:30-2:30 
- Skit Practice 


2:30-3:30 
- Alex Delgadillo: 1st Generation Students 


3:30-5:00 
- Academic Advising 


Objective: To learn about the challenges and opportunities of 
working with first generation college students.   To learn how 
our own cultural, familial structures and educational experiences 
of our parents influence our own perceptions about being 
successful at the university. 
 
3 Things to Keep in Mind for the Future 
1. 
 
2. 
 
3. 
 
Additional Notes 
 


Tuesday June 8th     (COB 262) 
1:00-1:30 


- Team Builder #6 
- Case Study: Maricela 


1:30-2:30 
- Parent/Student Panel 


2:30-3:00 
- Elizabeth Boretz: Do's and Don'ts/WASC 


3:00-4:00 
- Campus Tour with Tour Guides 


4:00-5:00 
- Skit Practice 


Objective: To understand the accreditation process and where 
UCM is in that process.  Also, the do’s and don’ts of how to 
speak to students and parents. 
 
3 Things to Keep in Mind for the Future 
1. 
 
2. 
 
3. 
 
Additional Notes 
 







“No one can make you feel inferior without your consent”-Eleanor Roosevelt 


"Nothing great was ever achieved without enthusiasm." -Ralph Waldo Emerson 
 


Wednesday June 9th     (COB 262) 
1:00-1:30 


- Team Builder #7 
- Case Study: Dulce 
- Orientation Website Quiz 


1:30-2:30 
- Skit Practice 


2:30-3:45  
- Tom Lollini: Physical Planning and the Future of UCM 


3:45-5:00  
- Facilities Tour  


Objective: To understand what makes UCM green, and how  this 
has become a hallmark of our campus development and 
functioning. 
To understand the unique features of campus and our plans for 
its future development. 
 
3 Things to Keep in Mind for the Future 
1. 
 
2. 
 
3. 
 
Additional Notes 
 


Thursday June 10th     (COB 262) 
1:00-1:30 


- Team Builder # 8 
- Case Study: Paloma 


1:30-2:30 
- Skit Practice 


2:30-3:30 
- Kari Mansager, Director of Violence Prevention 


Program 
3:30-4:30 


- Ice Breaker Practice 
4:00-5:00 


- Tour of New Residence Halls  
 


Objective: We will learn how to challenge myths and 
misconceptions about violence and help students to think about 
how they can build a network of supportive healthy 
relationships among peers, campus staff and resources. 
 
3 Things to Keep in Mind for the Future 
1. 
 
2. 
 
3. 
 
Additional Notes 
 







“Be who you are and say what you feel because those who mind don't matter and those who matter don't mind.” – Dr. Seuss 
 


"Our lives begin to end the day we become silent about things that matter." Martin Luther King Jr. 


Friday June 11th     (COB 262) 
1:00-1:30 


- Team Builder #9 
- Case Study: Melony 


1:30-2:30 
- Parent/Student Den Discussion  


2:30-4:00 
- Charles Nies: Public Speaking and How To Share Our 


UCM Story 
4:00-5:00 


- Skit Practice 


Objective: Learning different communication skills and 
techniques as well as how to tell your UCM story to students and 
parents. 
 
3 Things to Keep in Mind for the Future 
1. 
 
2. 
 
3. 
 
Additional Notes 
 


 








Table A. Summary of changes to assessment practices identified in the PLO Assessment Reports of 23 
undergraduate and graduate programs. 
 


Types of Assessment Actions 


Number of 
Programs 
Reporting 
Action 


Percentage of 
Programs 
(n=23) 


Stream line assessment  8  35% 


Revise or refine rubric  6  26 


Develop new forms of evidence  6  26 


Increase number of faculty involved in assessment  6  26 


Increase number of lines of evidence   5  22 


Develop indirect evidence  5  22 


Revise PLO(s)  4  17 


Improve alignment of PLO, assessment evidence, and/or rubric   4  17 


Develop rubrics to better calibrate faculty scoring across courses  3  13 


Refine faculty calibration   3  13 


Develop value added approach to assessment  3  13 


Increase student participation in indirect assessment  3  13 


Improve assessment‐related communication in program  2  9 


Refine assessment prompt or tools  2  9 


Calculate inter‐rater reliability regularly  1  4 


Formalize process by which indirect evidence collected  1  4 


Further investigate curricular support for aspect of PLO  1  4 


Implement direct assessment  1  4 


No assessment actions identified  2  9 


 
 







Table B. Summary of changes to programmatic curriculum identified in the PLO reports of 23 
undergraduate and graduate programs. 


Types of Curricular Actions 


Number of 
Programs 
Reporting 


Action 


Percentage 
of 


Programs 
(n=23) 


Curricular Actions Agreed Upon by Faculty   
Integrate skills or knowledge more completely through program curriculum 6 26% 
Add a course to curriculum 6 26 
Communicate the PLOs and associated criteria more explicitly to students   5 22 
Introduce skill(s) earlier in curriculum 5 22 
Revise pedagogy 4 17 
Revise PLO(s) 4 17 
Increase communication among instructors 3 13 
Add existing courses as pre or co-requisites 2 9 
Revise key required course(s) 2 9 
Adopt common rubric across program 2 9 
Revise syllabi 2 9 
Eliminate a pre-requisite 1 4 
Convert thesis into a capstone project 1 4 
Develop file of student work to share with future students 1 4 
Connect program more directly to graduate program 1 4 
Eliminate capstone due to anticipated scaling issues 1 4 


Potential Curricular Actions   
Add course as possible 2 9 
Consider alter program prerequisites 1 4 
Consider revising PLO 3 13 
Consider implementing assignment rubric in foundational course 1 4 
Consider implementing peer review in foundational course 1 4 
Add a language lab 1 4 


No Curricular Actions Identified 2 9 
 
 
Table C. Summary of co-curricular actions identified in the PLO reports of 23 undergraduate and 
graduate programs. 


Types of Co-Curricular Actions 


Number of 
Programs 
Reporting 


Action 


Percentage of 
Programs 


(n=23) 


Direct students to supplemental writing support (SALC, MWP) 1 4% 
Improve student advising by staff and faculty 1 4 
Support improvements to undergraduate advising 1 4 


  







Table D. Summary of the types of direct evidence programs used to assess student learning as 


identified in the PLO reports of 23 undergraduate and graduate programs. 


Forms of Direct Evidence  


Number of 
Programs 
Reporting 
Action 


Percentage of 
Programs 
(n=23) 


Homework or lab assignment  6  26% 


Embedded exam questions  12  52 


Final paper/report/mock proposal  6  26 


Presentation  1  4 


Senior thesis/project  2  9 


Course portfolio  2  9 


Capstone project  1  4 


National standardized knowledge test  1  4 


 
 
Table E. Summary of the types of indirect evidence programs used to assess student learning as 


identified in the PLO reports of 23 undergraduate and graduate programs. 


Forms of Indirect Evidence  


Number of 
Programs 
Reporting 
Action 


Percentage of 
Programs 
(n=23) 


Focus group  4  17% 


Exit interview  2  9 


Survey  2  9 


Course evaluations with PLO directed self‐assessment  1  4 


Interviews with students and/or instructors  1  4 


Student reflective essay  3  13 


Assessment of time spent in course on learning outcome  1  4 


None  13  57 


 
  







 
Table F. Approximate percentage of program faculty (Senate and non‐Senate lecturers) involved in 


PLO assessment in 23 undergraduate and graduate programs. 


Approximate Percentage of Faculty  


Number of 
Programs 
Reporting 
Action 


Percentage of 
Programs 
(n=23) 


Single individual  1  4% 


0‐20%  2  9 


21‐40%  5  22 


41‐60%  2  9 


61‐80%  1  4 


81‐100%  9  39 


Unknown  2  9 


Not applicable (ex. externally scored standardized test)  2  9 


 
 
Table G. Percentage of programs reporting to calibrate faculty for review of student work when 


review involved more than one faculty member.  


 


Number of 
Programs 
Reporting 
Action 


Percentage of 
Programs 
(n=13) 


Yes  9  69% 


No  4  31 


 
 
Table H. Percentage of programs reporting inter‐rater reliability when more than one faculty member 


reviewed student work.   


 


Number of 
Programs 
Reporting 
Action 


Percentage of 
Programs 
(n=13) 


Yes  9  69% 


No  4  31 


 
  







Table I. Level of student assessed as reported in the PLO reports of 23 undergraduate and graduate 


programs.  


Level 


Number of 
Programs 
Reporting 
Action 


Percentage of 
Programs 
(n=23) 


Lower division  1  4% 


Upper division  12  52 


Seniors  4  17 


Various  6  22 


Graduate  1  4 
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INTRODUCTION 
 
Since admitting our first undergraduate class in 2005, our campus has undergone rapid growth in our student, 
staff, and faculty populations and in the services and support structures that promote student and research 
success.   This self-study report will highlight our accomplishments as a new student-centered research 
university, emphasize our pride in many of those achievements, and outline our continuing challenges.  Four 
years after the UC Merced campus site officially opened for our undergraduates, we now enroll 2718 students 
and function as well as or better than other universities of comparable size.   Complementing an excellent 15 to 1 
ratio of students to faculty, we have a remarkably high percentage of undergraduates who have self-reported 
their plans to pursue post-baccalaureate education, 62% from UC Merced versus 37% at all other UC campuses.  
Our distinguished faculty has a commendable record of securing external funding for research projects, including 
those with undergraduates as research collaborators.  Faculty research ranges from topics of universal to local 
importance (e.g., physics experiments to documenting the formation of UC Merced) and many address issues 
relevant to the future of the San Joaquin Valley (e.g., identifying sources of high nitrate concentrations in the 
Merced River).   The educational enterprise is supported by an array of student support services, activities and 
organizations.   See Appendix 1.1.1 for further introduction to our campus. 
 
Highlighting our strengths, our institutional reflection, and our efforts to address predictable challenges, this 
report presents evidence and plans that demonstrate our “Core Commitment to Institutional Capacity” as 
prescribed by the Western Association of Schools and Colleges (WASC) in its revised 2008 Handbook (p.50).  
Consistent with Handbook guidelines for new institutions (p.53), we are using the Comprehensive approach that 
lists all Criteria for Review sequentially.   Weaving these criteria into a cohesive representation of our 
University, we also examine evidence that addresses several institutional goals, ultimately citing “actions taken 
in order to improve performance” as required for this review. 
 
Goal 1:  Student-Centered Research University.   Among our institutional goals, we continuously strive to meet 
or exceed the high standards of quality that shape our identity as a member of the UC system.  Consistent with 
our mission as a student-centered research university, our undergraduates expect us to offer a rigorous 
curriculum with co-curricular support that enables them to become competent student scholars and researchers.   
Our faculty and their graduate students not only promote this learning, they exemplify it in their own scholarship 
that advances and refines domains of knowledge.  Indeed, we aspire to apply research in ways that are socially 
responsible, as clearly demonstrated in the design of our “green” [1] campus.   
 
Goal 2:  Value Added in General Education.  As a new research university in the formative stages of our 
development, we have the opportunity to define—and redefine—our evolving institutional identify.   We aim to 
surpass the traditional model of a menu-based system by offering a “core” of value-added courses (the exact 
model is evolving).   Our eight guiding principles of general education provide the value of integrated learning 
within each approved general-education course.   As is discussed in this report, our ability to sustain the core-
curriculum model for general education has been the focus of considerable faculty attention.   Regardless of the 
outcome, this ongoing review affirms the University’s commitment to careful, systematic, evidence-based 
planning for general education.   The same commitment is shown in our assessment plans for all major programs, 
as learning outcomes are aligned with the guiding principles of general education.   Before our Educational 
Effectiveness report is due, we will have already completed one cycle of assessment review that will investigate 
the relationship(s) among major-program goals, learning outcomes, and broader institutional objectives that 
distinctively define a UC Merced “general” education for our students.   In this respect, we are closing the 
assessment loop twice to inform educational practice, first at the program level and then at the institutional level 
of review for curricular reform.   
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Goal 3:   Interdisciplinarity and Strategic Planning.   UC Merced was conceived to promote interdisciplinary and 
multidisciplinary research and teaching ("the research university of the twenty-first century" as described in our 
Mission [2].   Our faculty have reaffirmed this commitment in the Strategic Academic Vision [3] for the campus.   
UC Merced does not have academic departments, although we have well-defined undergraduate majors and 
graduate programs.  All faculty tenure and promotion recommendations are made in interdisciplinary school 
units (as specified by Bylaw 55 in the Regent's Standing Orders).  Most of these units include clustered 
membership from multiple disciplines.  For UC Merced undergraduates, high enrollment in traditional and 
familiar academic degree programs clearly articulates their interests, and for that reason we are evolving to 
traditional academic undergraduate departments.   Graduate programs, however, remain interdisciplinary, as does 
the core curriculum for general education.   These differences in interdisciplinarity at the undergraduate and 
graduate levels of education require careful planning that is consistently aligned with the 2009 Strategic 
Academic Vision.   Since implementation of the Strategic Vision is forthcoming in AY2009-2010 and thereafter, 
we are addressing the topic of interdisciplinarity in our Educational Effectiveness report rather than this CPR 
report.  Our concept of interdisciplinarity for students is articulated in the College One Handbook [4] which 
notes “that complex questions are best understood not from a single, decoupled perspective, but by insights 
gained from different—even seemingly widely-disparate—approaches.”   Similarly, the “idea of a network” 
defines interdisciplinary faculty research [3, p.10] since “New knowledge increasingly depends on links among 
the disciplines, working together on questions that transcend the traditional subject boundaries.” Also, 
forthcoming results from our ongoing academic assessment will enable the University to plan more strategically, 
for instance, by using comparative evidence of student learning in discipline-specific and interdisciplinary 
programs.    
 
Routinely discussing Goals 1 and 2, this report provides summary evidence of the University's careful attention 
to capacity issues.  Our commitment to clarity, honesty, and transparency is evident in all University operations; 
in our ability to manage a difficult challenge in leveraging enough financial support for fiscal and infrastructure 
stability; in the active engagement of faculty, administrators, staff and students in assessment initiatives that 
inform and refine teaching and learning; and in curricular planning and co-curricular support based on learning 
outcomes.   Based on this evidence, we demonstrate our readiness for Educational Effectiveness Review, and 
affirm our commitment to long-term planning that is guided by the Commission's Standards.    
 
Our unifying purpose and our primary metric of achievement is to ensure that UC Merced offers a UC-quality 
level of education for undergraduate and graduate students while also supporting our vital research mission.   
These are complementary objectives, but they require long-term planning that starts with a thorough analysis of 
our initial capacities as a start-up university compared to other UC campuses that are already well established.   
A UC-quality education, for instance, must be defined in the context of our limited number of major programs 
thus far, which can be variously listed as 17-20 depending on the inclusion of majors being phased out and/or 
those pending approval (see Appendix 2.1.5 for an explanation of the campus’ strategy for launching new 
academic programs).   Despite these complications, and despite our limited number of majors, we can cite 
indirect evidence showing that our undergraduates positively characterize their UC Merced education in ways 
that typically match or exceed their peers at all other UC campuses.   Similarly, the success of our faculty in 
procuring external grants [nearly $62 million over six years; 5, p. 2] is remarkably high on a per capita basis, and 
compares well to other campuses in the UC system.  This is particularly notable given the high percentage of 
untenured faculty at UC Merced (69%) versus other UC campuses (the system average was 18% in 2007-2008) 
[6].   
 
Insights derived from this self-study have consistently enabled us to identify areas of strength and weakness.   
The latter concerns will be discussed in the report’s conclusion.   Despite these challenges, the evidence provided 
in this report consistently demonstrates our capacity to excel in key areas of student learning, co-curricular 
support, and faculty-sponsored or student-generated research.   
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Organization of the Report:   
 
In organizing this report, we have complied with the WASC requirement for a new institution such as ours to 
take the ‘comprehensive’ approach, addressing each CFR separately.  Supporting evidence for each CFR is 
provided in portfolio formats that include Exhibits and Appendices. Exhibits are comprised of tables, pdf 
documents, and data spreadsheets; where our response to a CFR requires additional narrative for elaboration, we 
have created Appendices, which may also include supplemental Exhibits. Many of our Exhibits are available 
online and, when connected to the internet, can be reached by clicking on underlined text in this report (i.e., 
hyperlinks). All Exhibits, including those with hyperlinks, also can be accessed in the absence of an internet 
connection by clicking on numbers presented in brackets. These hyperlinks take the reader to the document on 
the thumb drive as per WASC instructions. Appendices can also be accessed by clicking on underlined text.  
 
Administrative Structure for Generating the Report   
 
Overseen by the WASC Steering Committee and reviewed and approved by the campus community, this 
institutional self-study is the product of faculty and staff across the institution, particularly Faculty Accreditation 
Organizers (FAOs), one for each undergraduate and graduate program, and Evidence Providers, one for each co-
curricular unit that has academic-support responsibilities.  As a result of this effort, key policies related to 
establishing a system to ensure attention to and improvement in teaching and learning have been revised or 
developed, and nearly all academic programs (except those being phased out or restructured) have submitted 
plans for assessing program learning outcomes.   In their reports, FAOs have also indicated how their academic 
programs support the University’s broader institutional goals of incorporating the guiding principles of general 
education and being a student-centered research university.   Results of these reports have been noted for 
Standards 1, 2, and 4.   
 
Regarding other matters of capacity, previous concerns noted in preliminary WASC reviews are addressed in 
each Standard.   The CPR conclusion and Appendix A: Response to the Commission’s Action Letter also address 
these topics in detail.  The next sections of this report describe our capacity for each of the Criteria for Review 
(CFR) and our institutional Data Portfolio.  A brief Reflective Essay summarizes key CFR evidence; Appendices 
provide additional supporting evidence.    
 
 
STANDARD ONE:   Defining Institutional Purposes and Ensuring Educational Objectives 
 
CFR 1.1   The institution’s formally approved statements of purpose and operational practices are appropriate for an institute 
of higher education and clearly define its essential values and character.  
 
Formally endorsed in November 2005, the mission of UC Merced [2] places students at the intersection of 
research and learning in a “student-centered research university.”  This educational mission distinctively links 
student learning in the undergraduate curriculum with the idea of the “apprentice scholar” engaging in graduate 
studies.  In support of this mission, all UC Merced constituents share responsibility for creating a new university 
that unites the curricular with co-curricular for student learning and that supports opportunities for faculty and 
students to work together in a "network of scholars," frequently collaborating in interdisciplinary research teams 
[7]. Consistent with our recently adopted Strategic Academic Vision [3] we currently function without traditional 
academic departments, relying instead on cross-disciplinary groupings of faculty, especially for graduate 
education.   Appendix 1.1.1 provides additional information about the university.   
 
CFR 1.2   Educational objectives are clearly recognized throughout the institution and are consistent with stated purposes. The 
institution develops indicators for the achievement of its purposes and educational objectives at the institutional, program and 
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course levels. The institution has a system of measuring student achievement, in terms of retention, completion, and student 
learning. The institution makes public data on student achievement at the institutional and degree level, in a manner determined 
by the institution.   
 
The defining objectives of a UC Merced undergraduate education are expressed in our guiding principles of 
general education [11]. Throughout the undergraduate curriculum, and supported by co-curricular activities, our 
students acquire a solid foundation in these eight principles:   scientific literacy; decision-making; 
communication; self and society; ethics and responsibility; leadership and teamwork; aesthetic understanding 
and creativity; and development of personal potential.  Each undergraduate program has specific educational 
goals supported by learning outcomes and aligned with some or all of the eight guiding principles of general 
education [12]. 
 
As intended, our two “core” courses for general education (Core 1 and 100) address all eight guiding principles 
[13]; significantly, one-third of the 18 majors also cover all eight guiding principles, and 61% (11 of 18 majors) 
cover seven of these eight principles for general education [12].  Overall, we have a solid foundation for 
implementing these principles in our major programs, with a realistic goal in the next two years of having two-
thirds of the programs incorporating at least seven principles.  We recognize that breadth of coverage must be 
considered with depth of instruction for each principle.  
 
For instance, the general principle of “aesthetic understanding and creativity” receives the lowest coverage 
among programs [10 of 18, or 56%, 12], although this inattention may reflect a basic misunderstanding about the 
role of creativity as being limited to artistic expression when it should also include innovative forms of academic 
inquiry. A similar matter of interpretation might apply to “leadership and teamwork” (11 of 18 majors, 61%) 
since students in some majors convene regularly in informal study groups or complete group projects as 
homework. These two points must be more carefully explored with faculty along with the idea that the eight 
principles of general education may be supported by co-curricular activities.   
 
The guiding principles ensure that UC Merced undergraduates become responsible members of an academic 
community who can articulate the ethical practices of their academic discipline.  As responsible citizens in an 
increasingly interconnected world, they learn to collaborate in teams to address complex social problems such as 
environmental stewardship that is sustained locally and globally. They also acquire enduring values from their 
education, enabling them to participate as responsible citizens in a vibrant democratic society. The lifelong value 
of this general education is also supported by their co-curricular experiences in activities such as service learning 
[14], which is required of all Engineering students, research internships [15], research publication [16], and 
community-focused outreach [17]. Supporting these objectives, the UC Merced Strategic Academic Vision [3], 
the mission of each School [18], and related information about individual academic and administrative programs 
are available online. 
 
Educational goals of each academic program appear in the University's Catalog [19] along with the guiding 
principles of general education. Other university documents such as the Schedule of Classes [20], Student 
Handbook [21], and Graduate Brochure [22] provide important information for our students and other 
constituents such as parents, high school advisors, and prospective transfers.   
 
As foundational elements of a coherent system for measuring student learning, program learning outcomes 
(PLOs) have been established for each undergraduate program1 [23]. These PLOs appear on each program’s 
website [23] and in the University catalog beginning with the 2009-2011 edition. PLOs have also been 


                                                 
1 Excepting two minors, American Studies and Services Science, each with fewer than five students.  
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developed for the Environmental Systems graduate program [24] and are in development for the eight graduate 
emphasis areas [25] within the second approved graduate program, the Interim Individual Graduate Program. 
Beginning in fall of 2009, these emphasis areas will need PLOs to have new courses approved [26] by the 
Academic Senate. At the course level, student learning outcomes (SLOs) will have been established for all 
courses by Fall 2009 and are already prominently displayed in over 80% of syllabi in two Schools [27]. (See also 
Appendix 2.2.1.)  Both forms of student learning expectations, as well as their alignment, will be refined as 
faculty implement multi-year, programmatic assessment plans [28]2,3 and more generally gain experience using 
these tools to guide student learning (see CFR 2.4). Commitment to these processes is supported by 
undergraduate [29] and graduate [30] program review policies, which expect annual assessment of PLOs. (See 
CFR 2.7.)   
 
This work to assess, and as necessary establish, essential components of an infrastructure to ensure systematic 
engagement with indicators of student achievement is supported by several key academic and administrative 
units. These include the WASC Steering Committee, which is tasked to develop assessment policies and oversee 
implementation of those policies. The broad range of membership [31] on this committee enables us to develop 
and implement assessment practices that are comprehensive.  During AY2009-2010, these responsibilities will 
be transferred and expanded into an overarching structure supporting integration of assessment efforts across the 
institution, including an Assessment Committee with broad institutional membership. 
 
Recognizing the essential role of formative and summative teaching assessment in sustaining a system of 
outcomes-focused evaluation, at the behest of the WASC Steering committee chair, the Academic Senate and its 
Committee on Academic Personnel have begun examining ways to strengthen summative evaluation of teaching, 
with reference to the University of California’s Academic Personnel Manual [32].  Similarly, two high-level 
administrative positions have been recently created and filled, both attending to critical issues of teaching and 
learning. The Vice Provost for Academic Personnel oversees compliance with UC and campus policies [Merced 
Academic Personnel Policies and Procedures, 33] for faculty recruitment, promotion and review for merit. The 
Vice Provost for Undergraduate Education has specific responsibility for supporting general education and 
promoting the advancement of historically underrepresented students to graduate studies through the McNair 
Scholars Program [34].  
 
Supporting the assessment of teaching and learning, the Center for Research on Teaching Excellence [35] was 
established in spring 2007.  Each semester it conducts frequent workshops on best practices for student-centered 
instruction and the assessment of learning. Among other incentives, the Center awards mini-grants and 
fellowships [36] to faculty and lecturers that engage them in the scholarship of teaching and learning. Similar 
support is provided to teaching assistants who qualify for Instructional Internships [37] after they have attended 
five Center workshops.   
 
A final piece of our evolving system for measuring academic student success, the office of Institutional Planning 
and Analysis [38] tracks student achievement with respect to retention and degree completion for both freshman 
[39] and transfer [40] students, making these data [41] available to internal and external constituencies. As 
downloadable publications, the UC Merced Profile [42] and the UC Merced Accountability Profile [43] (see 


                                                 
2  All undergraduate programs except the Management and Economics majors (the latter are undergoing realignment as joint 
programs) and the Services Science and the American Studies minor have drafted multi-year assessment plans. 
3 Each of the eight graduate emphasis areas will develop and implement multi-year assessment plans, including PLOs, as they 
prepare for approval by the UC system's Coordinating Committee on Graduate Affairs and by WASC through the substantive 
change review process.  
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CFR 1.3) facilitate broad dissemination of a wealth of metrics related to student success and learning outcomes 
including matriculation in graduate school and post-graduate employment.   
 
CFR 1.3 The institution’s leadership creates and sustains a leadership system at all levels that is marked by high performance, 
appropriate levels of responsibility, and accountability.   
 
In 2008, under President Mark C. Yudof’s leadership, the UC implemented an accountability framework [44] to 
share publicly the assessments of the University’s progress in meeting goals for teaching, research and service. 
The annual reporting requirement [43] provides that UC Merced’s progress will be regularly assessed and 
contextualized within the University as a whole.   
 
On January 17, 2007, Dr. Sung-Mo “Steve” Kang was appointed as the second Chancellor of UC Merced, 
succeeding Dr. Carol Tomlinson-Keasey, who served in that capacity from 1999 to 2006.  Roderick B. Park 
served for one year, 2006-2007, as Acting Chancellor until Kang took office.   In his capacity as Chancellor, 
Kang has affirmed the importance of “building infrastructure to last for UC Merced to be a leading research 
university of the 21st century. This requires that we continually recruit top talent for teaching, research and 
public service….”   His views about leadership for our campus are highlighted on the chancellor’s webpage [45]. 
Other senior administrators [46] comprise the University's administrative system of leadership. The Merced 
Division of the UC Academic Senate [47] provides complementary academic leadership.  
 
Collaborating with the Academic Senate's Committee on Academic Personnel [48], the Office of the Executive 
Vice Chancellor and Provost [49] oversees campus review of academic personnel, adhering to specific policies 
and procedures [32, 33]. Similarly, the Division of Administration [50] headed by Vice Chancellor Mary Miller 
[51] conducts systematic reviews of administrative personnel, typically through the performance appraisal 
process of the Human Resources [52] department. Under UC system regulations, senior administrators are also 
routinely evaluated for their job performance [53]. Emphasis is placed on professional development to enhance 
performance and to create future leaders throughout the organization. The Senate has also requested the 
administration to set up a mechanism for faculty review of the effectiveness of administrative units in promoting 
the academic mission of the university.  
 
Financial accountability is the responsibility of all UC Merced's departments, and is overseen by the Business 
and Finance unit [54]. Campus leaders recognize their accountability for goal attainment, for compliance with 
relevant regulations and policies, and for stewardship (see CFR 3.5).   
 
CFR 1.4 The institution publicly states its commitment to academic freedom for faculty, staff, and students and acts accordingly. 
This commitment affirms that those in the academy are free to share their convictions and responsible conclusions with their 
colleagues and students in their teaching and in their writing.  
 
The Academic Senate of the University of California convenes a standing committee [55] on Academic Freedom 
with faculty representatives from all 10 campuses. This bedrock principle of the University of California is also 
addressed in the system-wide Academic Personnel Manual (APM) - APM 010 [56].  Due process protection for 
all faculty—including Non-Senate lecturers [57] —as well as other academic staff is published in APM 016 [58], 
while Academic Senate Bylaws 334-337  [59] spell out due process provisions further for Senate members. For 
lecturer appointees, more specific provisions are provided in APM-150 [60] and relevant collective bargaining 
agreements.   
 
The UC Merced Privilege and Tenure Committee [61] is the Senate Divisional Committee that carries out Senate 
responsibilities for due process, as needed. Due process and grievance procedures for students are compiled in 
Part VII of the Student Handbook [21]. Staff protection appears in the UC system’s Complaint Resolution 


University of California, Merced 7



http://www.universityofcalifornia.edu/accountability/

http://ipa.ucmerced.edu/docs/facts/UC%20Merced%20Accountability%20Profile.pdf

http://chancellor.ucmerced.edu/

http://chancellor.ucmerced.edu/docs/ChancellorSeniorStaffJan09.pdf

http://senate.ucmerced.edu/default.asp

http://senate.ucmerced.edu/default.asp

http://senate.ucmerced.edu/2.asp?uc=1&lvl2=25&lvl3=25&lvl4=26&contentid=6

http://academicpersonnel.ucmerced.edu/pdf/EVC_Org_Chart.pdf

http://academicpersonnel.ucmerced.edu/pdf/EVC_Org_Chart.pdf

http://academicpersonnel.ucmerced.edu/mapp.asp

http://academicpersonnel.ucmerced.edu/mapp.asp

http://administration.ucmerced.edu/

http://administration.ucmerced.edu/sites/administration/files/public/documents/Admin%20Org%20Chart%20Feb%2009.pdf

http://hr.ucmerced.edu/performance-management/performance-appraisal/

http://atyourservice.ucop.edu/employees/policies_employee_labor_relations/personnel_policies/smg_505_process.pdf

https://bfs.ucmerced.edu/home/welcome/

https://bfs.ucmerced.edu/home/welcome/

http://www.universityofcalifornia.edu/senate/committees/ucaf/

http://www.ucop.edu/acadadv/acadpers/apm/apm-010.pdf

http://atyourservice.ucop.edu/employees/policies_employee_labor_relations/collective_bargaining_units/nonsenateinstructional_nsi/contract_articles/article02.pdf

http://www.ucop.edu/acadadv/acadpers/apm/apm-016.pdf

http://www.universityofcalifornia.edu/senate/manual/bltoc.html

http://www.ucop.edu/acadadv/acadpers/apm/apm-150.pdf

http://senate.ucmerced.edu/2.asp?uc=1&lvl2=25&lvl3=25&lvl4=49&contentid=22

http://studentlife.ucmerced.edu/docs/campus_regs_082607.pdf

http://atyourservice.ucop.edu/employees/policies_employee_labor_relations/personnel_policies/spp70.html





Process for Staff Personnel [62], which covers timelines, appeals, hearing and fact-finding and protection from 
reprisals. Protection against discrimination is also set forth in Resolution of Concerns—Managers [63] and 
Senior Professionals and Senior Mangers Group—Resolution of Concerns [64].   
 
At orientations, new faculty and entering students are introduced to and/or receive university publications, 
including the UC Academic Personnel Manual [32], UC Merced Faculty Handbook [65], and the Student 
Handbook [21] with information about academic freedom. In support of academic freedom and in compliance 
with State of California law, all UC employees in a supervisory position, including faculty, are responsible for 
completing sexual harassment prevention training [66] every two years. Each academic School also maintains 
faculty Personnel Policy and Procedures for members of individual faculty voting units. 
 
CFR 1.5  Consistent with its purposes and character, the institution demonstrates an appropriate response to the increasing 
diversity in society through its policies, its educational and co-curricular programs, and its administrative and organizational 
practices.   
 
Among the state’s research universities, UC Merced enrolls a distinctively diverse population of undergraduates 
[67] that reflects our location in the Valley and the emergent demographic trends throughout California. As of 
Fall 2008, 6.4% of our undergraduates are African American, the second highest percentage next to Riverside at 
7.8% and approximately two times the unweighted average of the remaining seven campuses. At 30.2%, UC 
Merced also has the largest Hispanic undergraduate population on a proportional basis among the UC's. Again, 
this number is approximately twice the unweighted average across the seven campuses excluding Riverside at 
27.9% [67]. Nationally, we qualify as one of the few research universities for designation as an Hispanic Serving 
Institution [68].   
 
UC Merced is committed to fostering this diversity among its students, with a related emphasis on diversity 
among staff [69] and faculty, where among UC campuses we have the highest percentages of  Native American, 
Hispanic and Asian faculty [70] and an average male/female distribution [71]. The first Korean-American to 
head an American research university, Chancellor Kang in his inaugural address emphasized that “Our diverse 
campus culture is a perfect representation of our State, and we should set an example in our strength of 
community.” UC Merced’s commitment to diversity is affirmed in our mission [2] and “Principles of 
Community” [72], both of which appear in each publication of the university’s catalog [19, p.11 in 2008-2009]. 
UC Merced’s promotion of diversity also extends beyond the campus; our representative [73] on the University 
of California Diversity Council [74] is an active participant and has served as co-chair, presenting to the Regents 
recommendations for creating an inclusive and welcoming culture on UC campuses.   
 
Consistent with the University of California’s Diversity Statement [75] and commitment “to achieving 
excellence through diversity in the classroom, research lab and the workplace,” UC Merced’s Human Resources 
mission and vision statements [76] emphasize our focus on promoting a diverse workforce. Specific efforts to 
increase applicant and employee diversity include advertising broadly and developing staff recruitment materials 
[77] that emphasize UC Merced’s “commitment to a culture of inclusion…that is driven by our diversity.”  
Success is assessed by tracking applicant and new hire demographics, including ethnicity, through our 
recruitment website. Resultant applicant and hiring patterns inform future recruitment efforts. Appendix 1.5.1 
describes specific efforts to ensure, support and increase diversity on our campus. 
 
CFR 1.6  Even when supported by or affiliated with political, corporate, or religious organizations, the institution has 
education as its primary purpose and operates as an academic institution with appropriate autonomy. 
 
The Constitution of the State of California, the University of California Office of the President and the UC Board 
of Regents ensure political autonomy for our campus. Regents Bylaw 5.1(f) [97] specifically protects faculty and 
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staff from political interference.  As a public university, our campus avoids making any institutional statements 
of political or religious affiliation.   
 
CFR 1.7  The institution truthfully represents its academic goals, programs, and services to students and to the larger public; 
demonstrates that its academic programs can be completed in a timely fashion; and treats students fairly and equitably through 
established policies and procedures addressing student conduct, grievances, human subjects in research, and refunds.   
 
Our campus provides clear, accessible and accurate information about academic goals, programs and services 
that are intended for students, faculty and other UC Merced constituents. The primary document for this purpose 
is the University of California, Merced Catalog [19] readily available online, regularly updated and distributed to 
students and faculty in paper copy. Supplemental course information is available online in the Class Schedule 
and Final Exam Schedule [98]. For each major program, the catalog depicts a sample plan of study [99] towards 
timely completion of a four-year undergraduate degree.  For prospective and current students and their parents, 
the catalog (2008-2009) [19]  also contains summary information about financial support (p.39), including a 
tuition and fee schedule (p.25), standards of conduct (p.17), and refund policies (p.27), with reference to sources 
of more detailed information in other documents such as the Student Handbook: Policies Applying to Campus 
Activities, Organizations and Students (2007-2010)  [21] and the Student Housing Handbook [100] This 
information is also available online (Appendix 1.7.1).   
 
The Office of Judicial Affairs maintains judicial records including student complaints for seven years. The 
Student Handbook [21], which is being updated to reflect practice, currently states (p.121) that “Disciplinary 
records regarding academic misconduct will be maintained in the Office of Judicial Affairs as long as the student 
is enrolled and for a minimum of five years thereafter.  Records will then be destroyed unless the Office of 
Judicial Affairs determines there is good reason to retain the records beyond that date."   
 
For graduate programs, catalog descriptions are supplemented by each program’s Policies and Procedures 
document [101] that articulates progress and graduation requirements. The Graduate Division website [84] 
provides publications [102] documenting expectations for faculty and graduate students, required forms [102], 
and financial support [103] information and resources. Each School also has a dedicated graduate-student 
program coordinator to support graduate student success and, in particular, the operations of the individual 
graduate groups, each of which has its own organizational structure and student support mechanisms.  
 
On matters of non-academic campus policy and procedures (e.g. student conduct, grievances), the University 
seeks input from the student-elected members of the Associated Student Union [104]. The campus also includes 
undergraduate- or graduate-student representatives on university-wide groups such as the WASC Steering 
Committee [31], planning committees, Academic Senate committees [105] and other administrative and 
academic governance committees.   
 
The official UC Merced transcript provides an accurate and complete record of academic units accrued for a 
university degree (non-credit coursework does not appear on the transcript). The Office of the Registrar 
communicates and enforces policies and procedures [106] that maintain the integrity of grades while also 
ensuring that students have a clear process to follow when appealing a grade [106]. Transcript and grade policies 
are informed by best practices outlined by the American Association of Collegiate Registrars and Admissions 
Officers (AACRAO) and by the Family Educational Rights and Privacy Act (FERPA) [107]. Transcript data, 
including grades, are stored in the Banner database using appropriate security measures. Student access [108] to 
transcript data [109] is managed via secure sign on to a password protected portal.   Appendix 1.7.2 describes the 
infrastructure of student advising, the Academic Senate, Student Judicial Affairs and the UC Merced Institutional 
Review Board that ensures students are treated fairly and equitably.  
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CFR 1.8. The institution exhibits integrity in its operations as demonstrated by the implementation of appropriate policies, 
sound business practices, timely and fair responses to complaints and grievances, and regular evaluation of its performance in 
these areas.   
 
UC Merced provides readily accessible on-line [124] guidance for campus-specific business policies and 
procedures. Links on this site also direct employees to relevant system-wide policies maintained by the 
University of California Office of the President. The latter include the UC Accounting Manual [125], a 
searchable compendium of policies and practices covering accounting structure, records and reports, cost 
accounting, cash and banking operations, accounts receivable and payable, payroll, student financial aid and fund 
accounting and the UC Business and Finance Bulletins [126],  which update the Accounting Manual. System-
wide internal and external auditing procedures are described in the Outline of the University of California Audit 
Management Plan [127].  
 
Annual Financial Audits at UC Merced are conducted by the national accounting firm, PricewaterhouseCoopers, 
in accordance with University system-wide policy [127]. Audit results are publicly available [128] and, to date, 
no significant deficiencies in the campus accounting or financing polices or practices have been identified.  In 
addition, usually at the request of the campus, University of California internal auditors conduct topic-specific 
audits to ensure compliance with appropriate policies and standards.   
 
UC Merced operates under a University of California system-wide philosophy for the awarding of Financial Aid. 
The overarching goal is to ensure that all financially-needy students have the financial resources to enroll and 
complete their degree objectives. The University of California Education Finance Committee, of which UC 
Merced is a member, is primarily responsible for this policy to see that the University of California remains 
affordable and accessible to eligible students. At the campus level, the Office of Financial Aid and Scholarships 
[129] regularly assesses UC Merced’s financial aid strategies [130] to affirm that we use our University 
resources as effectively as possible, including types of funding that influence student decisions to enroll [131].    
 
Appendix 1.8.1 outlines our grievance policies that provide for timely and fair responses to complaints.   
 
CFR 1.9 The institution is committed to honest and open communication with the Accrediting Commission, to undertaking the 
accreditation review process with seriousness and candor, to informing the Commission promptly of any matter that could 
materially affect the accreditation status of the institution, and to abiding by Commission policies and procedures, including all 
substantive change policies.   
 
In his August 2007 letter to the Commission indicating UC Merced’s intent to undergo Initial Accreditation 
review, Chancellor Kang expressed a strong commitment to “comprehensively address all of the WASC 
Standards for review in both our Capacity and Preparedness Report and our Educational Effectiveness 
Report. The campus is fully aware of the importance of the accreditation review process and is prepared to 
participate fully in these efforts.” Appendix 1.9.1 describes the policies faculty promulgated to ensure we 
abide by all substantive change policies.  
 
 
STANDARD TWO:   Achieving Educational Objectives Through Core Functions 
 
CFR 2.1 The institution's educational programs are appropriate in content, standards, and nomenclature for the degree level 
awarded, regardless of mode of delivery, and are staffed by sufficient numbers of faculty qualified for the type and level of 
curriculum offered.   
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As a new campus that became fully operational in Fall 2005, UC Merced has engaged in creating new 
educational programs while also carefully growing existing programs. In contrast to more established 
universities, this early stage of our development has been characterized by rapid growth from year to year, 
especially for the increasing number of students enrolled [145, 146; see Appendix 2.1.1], faculty hired [147], and 
programs offered (see Appendix 2.1.5). Appendices 2.1.1 and 2.1.2 elaborate on the governance and review 
policies and procedures by which appropriate content and standards are ensured for undergraduate and graduate 
program and curriculum development. Appendices 2.1.3 and 2.1.4 provide the analysis supporting the conclusion 
that we have sufficient numbers of qualified faculty to meet curriculum needs.   
 
CFR 2.2: All degrees --undergraduate and graduate--awarded by the institution are clearly defined in terms of entry-level 
requirements and in terms of levels of student achievement necessary for graduation that represent more than simply an 
accumulation of courses or credits.  
 
Official entry-level requirements for all undergraduate and graduate degrees are available in paper and electronic 
versions of the UC Merced Catalog [19] and on University’s websites for freshmen [285], transfer [292], and 
graduate students [169]. Each undergraduate major lists a sample plan of study [99] for degree completion. 
Related program and course information are also provided in other formats including recruitment brochures 
[170], program newsletters [171], and campus announcements.   
 
To foster degree programs that represent more than an accumulation of credits (see CFR 2.3), program learning 
outcomes (PLOs) and multi-year assessment plans have been established for each undergraduate minor and 
major4 [28],  for General Education [28], and for the Environmental Systems graduate program [24]5.  The 
Inventory of Educational Effectiveness Indicators summarizes each program's multi-year assessment plan in 
tabular form [172]. For programs within the School of Engineering, student learning outcomes reflect 
expectations outlined by ABET Inc., engineering’s recognized accreditor.  PLOs are readily available to 
students, parents, employers, and the public via the General Catalog and prominent positions on websites [23].  
Starting in fall 2009, new faculty will be introduced to them during orientations.   
 
Appendices 2.2.1 and 2.2.2 disaggregate summary data [27] and provide descriptions of policies and practices to 
show how we are moving toward the inclusion of competencies for graduation in all syllabi, as expressed in the 
form of course-level student learning outcomes by Fall 2009.  Appendix 2.2.3 describes general education across 
the institution including challenges and efforts toward solutions, while Appendix 2.2.4 articulates the governance 
structures, policies and practices demonstrating that our graduate programs meet the educational expectations of 
WASC and the UC.  
 
CFR 2.3 The institution's student learning outcomes and expectations for student attainment are clearly stated at the course, 
program and, as appropriate, institutional level. These outcomes and expectations are reflected in academic programs and 
policies; curriculum; advisement; library and information resources; and the wider learning environment.  
 
As described in CFRs 1.2 and 2.2, the educational expectations of each program (PLOs) appear on campus 
websites and in the University’s most recent catalog. Faculty curriculum committees in each School affirm that 
new courses and programs have clearly conveyed this information to students and other constituents. At the 


                                                 
4 All undergraduate programs except the Management and Economics majors and Services Science and American Studies 
minors have drafted multi-year assessment plans. 
5 Multi-year assessment plans will be developed and implemented as each of the remaining eight graduate emphasis areas within 
the Individual Graduate Program degree prepare for approval by the UC system's Coordinating Committee on Graduate Affairs 
and by WASC through the substantive change review process.  
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institutional level, policies promulgated by the Undergraduate Council [141, 150] and Graduate and Research 
Council [26, 142] require that learning expectations be developed for all new programs and courses. As 
described in CFR 2.2 and related Appendix 2.2.1, we are working to ensure that learning outcomes are integrated 
into the syllabi of all courses offered at both graduate and undergraduate levels by Fall 2009.  
 
As is more fully described in CFR 2.12, the University’s professional academic advisors assist undergraduates in 
selecting a major, completing general education requirements, and making timely progress towards graduation. 
PLOs are being integrated into these advising practices.  Through its instructional support services for faculty, 
staff [197] and students [198], the Library is committed to enabling and assessing student achievement of 
information literacy learning outcomes [199; see Appendix 2.3.1] and, in turn, the eight guiding principles of 
general education. Information Technology supports student achievement and assessment of learning outcomes 
through vital co-curricular services (see Appendix 2.13.5) and collaborative support of an e-portfolio initiative 
[200; see Appendix 2.3.2].   
 
CFR 2.4 The institution's expectations for learning and student attainment are developed and widely shared among its members 
(including faculty, students, staff, and external stakeholders). The institution’s faculty takes collective responsibility for 
establishing, reviewing, fostering, and demonstrating attainment of these expectations.  
 
UC system-wide policy [204] invests faculty with sole authority over curriculum. In that capacity faculty are 
responsible for establishing, reviewing, fostering and demonstrating attainment of learning expectations at 
course, program and institutional levels.  Faculty involvement in and commitment to these responsibilities is 
demonstrated through the policies, processes and practices described in CFR 1.2, 2.1, 2.2, 2.3, 2.6 and associated 
appendices. New faculty are introduced to these responsibilities during orientation [205], and faculty curriculum 
committees in each School see that learning outcomes are developed for new courses and programs and that this 
information is conveyed to students and other constituents via syllabi, campus websites, and the University's 
catalog. Under the leadership of Faculty Accreditation Organizers (FAOs), one for each undergraduate and 
graduate program, the faculty of each program have also developed and are implementing multi-year assessment 
plans [28] focused on faculty-developed program learning outcomes (See Appendix 2.4.1). In sum, faculty have 
both created the policy infrastructure for outcomes-based assessment and are implementing it.   
 
Sharing expectations for student learning and success is a high priority, particularly given our large population of 
first generation college students [206]. An examination of campus efforts in support of this goal revealed a 
diversity of initiatives targeting a range of audiences. For example, at each summer orientation the Vice Provost 
for Undergraduate Education presents UC Merced’s academic expectations to parents to help those who 
themselves have not attended college better understand what their child must do to be successful. Similarly, 
student orientation includes a session on academic success [207] that over 80% of participants found "useful and 
engaging" in summer 2008 [208, question 6]. At the mandatory freshman assembly, freshmen are introduced to 
UC Merced learning expectations [209] and principles of community [72] and those that are identified as 
academically under-prepared, as well as other students on academic probation due to low GPA, are encouraged 
to enroll in Introduction to Undergraduate Studies (USTU 10) [210] to learn about social adjustments to college 
life and related academic demands of being enrolled at UC Merced. Appendix 2.4.2 describes the need, faculty 
support for and success of the mandatory success workshops [211] for freshmen earning a mid-semester grade 
lower than a C-.    
 
Beyond freshman year, the School of Natural Sciences Excel! Program [212] requires Natural Sciences majors 
on academic probation and/or subject to dismissal to participate in NSED 98 [213], a one unit course to build 
academic skills, as well as to sign a contract requiring them to use campus resources once a week to help them 
achieve their academic goals. In Engineering, undergraduates are strongly encouraged to participate in 
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professional societies [83], where faculty and staff involvement provides active mentorship encouraging 
retention and success while forming the foundation for students' professional career development.   
 
Two final means of fostering student, staff and stakeholder understanding of learning expectations are to develop 
meaningful, measurable program (PLOs) and course-level student learning outcomes (SLOs), and to educate 
faculty, students and co-curricular staff to use them to guide student learning and achievement.   
 
To evaluate our level of development in regard to these intentions, we reviewed all PLOs and SLOs using 
respectively the WASC Rubric for Assessing the Quality of Academic Program Learning Outcomes [214] and a 
Rubric for Creating and Aligning Student Learning Outcomes developed by the Center for Research on Teaching 
Excellence (CRTE) [176].  Based on WASC standards, 33% of all PLOs are rated ‘Emerging’ and 53% as 
‘Developed’ with respect to the comprehensiveness of the PLO list [215: Table A]. Similarly, 43% and 47% are 
judged to be ‘Emerging’ and ‘Developed’ in terms of their degree of ‘assessability’ [215: Table B]. None can be 
judged to be ‘Highly Developed’ because our PLOs are in essence new; the rapid addition of faculty has required 
programs to reconsider the goals and outcomes developed originally by a small set of founding faculty. 
Consequently, programs are now elaborating criteria and standards and identifying representative examples of 
student performance as they enact their multi-year assessment plans. The Interim Individual Graduate Program 
was judged ‘Initial’ with respect to both categories, reflecting the intention to develop PLOs as each emphasis 
area eventually applies for full, independent graduate-group status (see CFR 2.2).  
 
With respect to Fall 2008 SLOs, 14% were judged to be ‘Emerging’ and 62% ‘Developed’, reflecting the 
difference between unspecific, unmeasurable SLOs that do not seem aligned with course work and those that 
articulate relevant skills and knowledge, most in a measurable way, and are to a fair degree implicitly aligned 
with course work [216: Table A]. In Spring 2009, the percentage of emerging syllabi declined to 10% while the 
percentage of developed rose to 67% [216: Table B].   
 
The collective results of these PLO and SLO assessments indicate that we need to improve the specificity of 
PLOs and SLOs to better share expectations with all stakeholders, to define more precisely the elements of 
student success and thus to increase the ‘assessability’ of outcomes, and to improve alignment with student work 
at both program and course levels. This final point is particularly significant as alignment can be expected to 
parallel the degree to which outcomes are used actively to further learning by faculty, students and relevant co-
curricular support offered by tutors, mentors, and advisors. At the syllabus level, this means we must increase the 
fraction of syllabi, and consequently courses, that are constructed around descriptive, measurable SLOs that are 
linked explicitly to course work and mechanisms of assessment, i.e. are ‘Highly Developed’ [176]. Such work 
will also foster the refinement of programmatic and institutional alignment.   
 
We also gauged our capacity for implementing programmatic assessment. Based on the WASC Rubric for 
Assessing the Quality of Academic Program Learning Outcomes [214], 30% of program assessment plans are 
judged to be ‘Emerging’, 43% ‘Developed’, and 10% ‘Highly Developed’ with respect to the capacity 
implications of the assessment planning criterion [175: Table A]. Evaluating the implementation aspects of this 
criterion must wait until programs have engaged in multiple cycles of assessment. Additionally, 100% of 
assessment plans were developed by faculty and are designed to be implemented by them. Over 90% involve 
direct and indirect evidence and multiple tools for assessing student work and include curriculum maps showing 
the alignment of SLOs and PLOs [175: Table B]. This data, however, cannot account for areas that commonly 
require further improvement, including the need to triangulate evidence more thoughtfully and increase the 
efficiency of assessment work.   
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The faculty development matters described above will continue to be addressed by the Center for Research on 
Teaching Excellence through workshops. Additionally, program-level consultations with CRTE and Institutional 
Planning and Analysis staff have been recommended formally by the WASC Steering Committee [217].   
 
CFR 2.5 The institution’s academic programs actively involve students in learning, challenge them to achieve high 
expectations, and provide them with appropriate and ongoing feedback about their performance and how it can be improved.   
 
As a student-centered research university, UC Merced recognizes that knowledge is best learned through active 
engagement in inquiry. As such, it encourages students to prepare for, participate in, and/or disseminate research, 
all of which support achievement of the higher-order intellectual skills described by program learning outcomes 
[23]. The required CORE 1 general education course [220] exposes students to a wide range of research that 
orients them to the ways in which research and analysis respond to fundamental human needs.  Academic 
advisors in the Schools encourage students to work with faculty, either on faculty research projects or on 
independent inquiry. Faculty actively seek students and community partners for research, and UC Merced has 
extended this commitment through its participation in a national committee [221] sponsored by the U.S. 
Department of Education that promotes community engaged scholarship for both faculty and students. While the 
creative work of research virtually demands pedagogies of engagement, faculty teaching courses that do not 
require student research are also encouraged to use these pedagogies by way of faculty development workshops 
and consultation offered by the Center for Research on Teaching Excellence [222, p.2]. UCMCROPS, our course 
management system, enables the provision of formative and summative feedback and is used nearly universally 
by our faculty (see Appendix 2.3.2).    
 
Beyond everyday course work, UC Merced supports a diversity of academic and co-curricular programs and 
initiatives that actively challenge students to excel academically and provide feedback designed to improve their 
performance. These include History's proposed capstone honors thesis [223; Appendix 2.5.1], the Natural 
Sciences Education Minor (Appendix 2.5.2), Registrar student progress reports (Appendix 2.5.3), freshman 
summer 'bridge' programs (Appendix 2.5.4), Excel! (CFR 2.4), Success Workshops (Appendix 2.4.1), learning 
communities (Appendix 2.5.5), and the Student Health Service's H.E.R.O.E.S (Health Education Representatives 
for Opportunities to Empower Students) program that promotes a holistic approach to health for academic 
success (Appendix 2.5.6). Over 80% of graduate student respondents to a 2008 survey [224] to assess the quality 
of the academic and co-curricular environment strongly agreed or agreed with the statement "Feedback on 
progress toward degree is ongoing and constructive." Large majorities also indicated satisfaction with the 
intellectual caliber of the faculty (94%) and with the program's ability to keep pace with recent developments in 
the field (86%).  
 
CFR 2.6 The institution demonstrates that its graduates consistently achieve its stated levels of attainment and ensures that its 
expectations for student learning are embedded in the standards faculty use to evaluate student work.   
 
The May 2009 commencement ceremony marked the four-year graduation milestone for our founding 
freshmen class of 2005. Evidence of their educational attainment will provide a baseline for annual 
assessment of student learning (e.g., PLO attainment, average GPAs, persistence towards degree 
completion, etc.).   Expectations for student learning are conveyed in each course syllabus in the form of 
learning outcomes [174; see also Appendix 2.2.1].  Appendix 2.6.1 summarizes how assessment of learning 
outcomes will occur and how expectations of that learning will be embedded in evaluation standards.     
 
CFR 2.7 All programs offered by the institution are subject to systematic program review. The program review process  
includes analyses of the achievement of the program's learning objectives and outcomes, program retention and completion, and, 
where appropriate, results of licensing examination and placement and evidence from external constituencies such as employers 
and professional organizations.   
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At a new institution, program review has properly involved to this point the review of new programs, most 
recently for an Anthropology BA that also underwent successful WASC substantive change review in May 
20096 [242].   The practices guiding the review of new undergraduate and graduate programs (see Appendices 
2.7.1 and 2.1.1) provide a solid foundation for devising and implementing review policies for existing programs, 
particularly to include assessment practices described in CFRs 1.2, 2.1, 2.2., 2.3, 2.4, and 2.6.   In June 2009 the 
Academic Senate generated separate but complementary guidelines for review of existing undergraduate [29] 
and graduate programs [30].   As noted in the Senate chair’s letter [243], these guidelines reflect careful 
consideration of practices at other UC campuses, and specifically at UC Davis, after being appropriately 
“modified to include program learning outcome assessments and structure at UC Merced.”   Although these 
guidelines are pending formal approval by Divisional Council, faculty are proceeding with assessment plans. 
 
Review of existing programs will commence at the undergraduate level in Fall 2009 with the Applied 
Mathematics B.S. and, at the graduate level, in 2013 when the Environmental Systems group anticipates its first 
review.  As stated in the Program Review Guidelines for our 2005-2006 Application for Candidacy, “For 
undergraduate academic degree programs offered at UC Merced opening (i.e., in 2005), reviews will be 
scheduled beginning in 2009-10.”  Our university is on pace to meet that timeline.  The main reason for waiting 
until Fall 2009 is that our first cohort of 2005 freshmen will have graduated in the spring of 2009.   Appendix 
2.7.2 analyzes our program review policies with respect to the expectations stated in this CFR and those outlined 
in the WASC Rubric for Assessing the Integration of Student Learning into Program Reviews [244].   (See also 
Appendix 2.2.4.) 
 
The Division of Student Affairs has developed, and plans to pilot, its program review process with three 
programs in summer 2009. Guided by the Division's Program Review Guidelines [245], this process involves 
self study and external review of each unit's performance and improvement with respect to mission, objectives 
and strategic plans.  The review will likely occur on a five year cycle.   
 
CFR 2.8 The institution actively values and promotes scholarship, creative activity, and curricular and instructional innovation, 
as well as their dissemination at levels and of the kinds appropriate to the institution's purposes and character.  
 
Section 210 [247] of the University of California Academic Personnel Manual codifies procedures and criteria to 
evaluate the scholarly and creative activity of faculty. The primary criterion by which scholarly or creative 
activity is judged is "evidence of a productive and creative mind . . .in the candidate's research or… artistic 
production." The criteria insist that review committees take each case in its own right, looking for unique 
circumstances and changing social needs as elements of a candidate's portfolio. The scholarship of teaching and 
learning is explicitly listed as legitimate as long as such scholarship "present[s] new ideas or original scholarly 
research" [247, p.8 highlight].   
 
Established as a premier research university, and self-designated as a student-centered research university, UC 
Merced values original scholarship because it defines our institutional identity—and affirms our heritage as a 
constituent member of the prestigious UC system. In this system, faculty are supported in multiple ways to create 
and disseminate knowledge through professional presentations and publications; through the classroom; and to 
the public at large. Notably, we also identify our graduate students as "apprentice scholars" and encourage our 
undergraduates to engage in research projects and creative activities, with their best efforts publicly acclaimed 
during Research Week and through publication in campus journals, among many other forms of recognition. 
(See CFR 2.2.)   


                                                 
6 Approved by the WASC Substantive Change Review Committee; awaiting Commission ratification of Committee’s decision. 


University of California, Merced 15



http://www.ucop.edu/acadadv/acadpers/apm/apm-210.pdf





 
Founded on models of 19th and 20th century research universities, UC Merced has the special opportunity of 
being new that allows us to invent a new research university of the 21st century—with value added. That extra 
value inheres in the traditional strengths of research faculty who inculcate students in the enterprise of creating 
knowledge and who also apply their research expertise to assess student learning as an interconnected and 
mutually supportive form of their faculty scholarship. The distinctive opportunity at our campus is to establish a 
robust tradition of faculty-supervised student involvement in all aspects of this scholarly inquiry into teaching 
and learning. Two initiatives that support this opportunity are described in Appendices 2.8.1 and 2.8.2.   
 
CFR 2.9 The institution recognizes and promotes appropriate linkages among scholarship, teaching, student learning and 
service.   
 
As a key example of integrated scholarship and learning, the Foster Family Center for Engineering Service 
Learning [14] places undergraduates from any of the university’s major programs into multidisciplinary teams. 
Supervised by a faculty member, these teams establish ongoing client/consultant relationships with local and 
regional not-for-profit service organizations to conduct real engineering analyses and problem resolution, with 
students receiving course credit as well as generating portfolio entries within a strategic teamwork environment.   
 
A similar linkage of teaching, scholarship and student learning is offered in semester-long freshman seminars 
[251] in which first-year students convene with a faculty member to discuss aspects of that person’s research or 
to examine other research topics of mutual interest. In all major programs students may undertake faculty-
supervised research by enrolling in individual- or group-study courses numbered 098/099 and 198/199.  
According to the latest UCUES survey in Spring 2008 [252, slide 7], over 60% of UC Merced seniors, compared 
to 47% of seniors at the other UC campuses, indicated that they had enrolled in at least one independent research 
course.  An example group-study course is the book-project, The Fairy Shrimp Chronicles [188], about the 
founding of UC Merced. Written entirely by undergraduates majoring in history or minoring in writing, this book 
was published and distributed free to all seniors graduating in Spring 2009—our university’s inaugural freshman 
class of AY2005-2006. Appendices 2.9.1 and 2.9.2 describe other examples of linkages among scholarship, 
teaching, student learning and service.    
 
CFR 2.10 The institution collects and analyzes student data disaggregated by demographic categories and areas of study. It 
tracks achievement, satisfaction, and campus climate to support student success. The institution regularly identifies the 
characteristics of its students and assesses their preparation, needs, and experiences.     
 
A crucial function of planning at any university, but especially at a new one like ours, is the thorough and 
systematic collection of student data. Lacking decades of historical trend data that inform decision-making at 
more established universities, we must gather as much information as we can about our students—without 
burdening them with constant requests to complete surveys or participate in focus-group sessions. As a practical 
necessity, we must therefore rely on comparative data with our sister campuses in the UC system and other peer 
institutions while noting that few research universities nationally enroll as diverse an undergraduate population 
as ours, or one that has as many economic, educational and linguistic challenges to address.   The Office of 
Institutional Planning and Analysis (IPA) [38] benchmarks retention and graduation rates and student and 
personnel demographics, for example, against other UC campuses using publicly available data via the Web 
(Statistical Summary of Students and Staff [266]; StatFinder [267]).   
 
IPA functions at UC Merced as the central clearinghouse for student data; it also safeguards the integrity of any 
official information about our students that is distributed for internal or public review. IPA collects 
comprehensive learning outcome, student satisfaction, engagement, and other data on our undergraduate students 
by using both external survey tools [268] such as the University of California Undergraduate Experience Survey 
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(UCUES) and the National Survey of Student Engagement (NSSE), and numerous internal measures that 
disaggregate our student demographics [41]. IPA also helps other units conduct surveys, such as the annual 
Graduate Student Survey, which examines student academic and co-curricular satisfaction [224; CFRs, 2.5, 
2.12]; surveys of alumni and graduating seniors [241, 240], which focus on career/education plans and 
experience after graduation; as well as satisfaction with their experiences at UC Merced [42, p.6]. This 
information is distributed to relevant academic programs and constituents in Student Affairs to improve the 
University’s programs and services. Profiles [269] of graduating seniors highlight their accomplishments and 
career plans.    
 
As appropriate, data and analyses are posted on IPA’s Website7 [38], including information about student 
cohorts that enroll in undergraduate majors and graduate programs.  IPA also sends its reports [130] to relevant 
constituencies.   
 
Some UC Merced academic programs also develop program-specific surveys [270; see CFR 4.8] or use other 
data collection means such as diagnostic exams [271], interviews, focus groups or portfolio reviews to obtain 
information about student cohorts.    
 
CRF 2.11 Consistent with its purposes, the institution develops and assesses its co-curricular programs.  
 
Appropriate to our mission, programs, and needs of all students, the Office of the Vice Chancellor of Student 
Affairs [272] oversees the University’s co-curricular units, all of which are regularly assessed to determine their 
effectiveness and to improve delivery of services. Evidence of that assessment is provided in annual Year End 
Reports [273].  At a retreat held in Summer 2009, Student Affairs initiated efforts to develop outcomes-based 
assessment, noting that satisfaction-based assessment was a necessary first step in developing programming at a 
new university. As noted in CFR 2.7, in summer 2009 Student Affairs units also will pilot a version of program 
review to continue on a five year cycle [245]. Development of co-curricular programs and services is guided by 
the Division of Student Affairs Strategic Plan 2007-2012 [274], which outlines five strategic imperatives and 
associated supporting initiatives. Implementation of these initiatives is overseen by specific staff coordinators in 
order to monitor the Division's collective efforts.  Specific examples of Student Affairs programs, services and 
related assessment initiatives are provided in Appendices 2.11.1 to 2.11.4.   
 
CRF 2.12 The institution ensures that all students understand the requirements of their academic programs and receive timely, 
useful, and regular information and advising about relevant academic requirements.     
 
Each School at UC Merced has a professional staff of advisors [114] who provide timely and relevant 
information about academic programs to new and current majors. Students who have not yet declared a major are 
advised by staff in the Student Advising and Learning Center (SALC) [115]. The SALC professional staff also 
hires and trains undergraduate peer advisors [278]. Advisors meet each semester with students to review their 
schedules and to discuss other matters of their education.  Important updates and information are posted on the 
Schools' websites [114] and advisors keep students informed through bi-weekly e-mail updates. General 
information sessions are held throughout the year to increase the number of students served. Through this 
frequent contact, advisors can encourage some students to take advantage of academic-support services (e.g., 
tutoring [96] and peer mentoring [95]), or refer them to counseling and psychological services [280] or disability 


                                                 
7. Sensitive data, especially when student or employee identities might be revealed (e.g., cell sizes under 5), are protected according to 
FERPA and other State, federal and UC System laws or guidelines.   
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services [281]  To maintain campus-wide consistency, advisors from all three Schools and SALC meet every one 
to two weeks to discuss and revise policies and practices [282].   
 
Graduate student advising is provided by graduate coordinators located in each of the Schools and by faculty 
advisors in each of the graduate programs and emphasis areas. Over 80% of respondents to the 2008 Graduate 
Student Survey indicated satisfaction with the quality of interactions related to advising and guidance whereas 
65% agreed that program staff is knowledgeable about the rules and regulations that affect graduate students 
[224]. Graduate student targeted advising and career-related support is also provided by the Career Services 
Center [283].   
 
UC Merced’s official publications and websites are fully developed, frequently updated, and easily accessed, 
providing information for student needs. The University’s admission's pathways [284] and eligibility 
requirements [285],  catalog [19], academic calendar [286], and schedule of classes [20] are accurate and 
complete sources of information on academic programs and course offerings. The Students First Center website 
[287] functions as a portal to many of the services that students find useful or interesting. These include links to 
registration, financial aid and scholarships, billing, housing, and the bookstore as well as connections to other 
UC Merced students through Facebook and MySpace.    
 
The Office of Admissions [288] provides prospective students and their parents with brochures [289] about UC 
Merced, up-to-date information regarding admissions and events in calendar format [290] and tailors information 
for the different needs of freshmen [291] or transfers [292].  
 
CFR 2.13 Student support services--including financial aid, registration, advising, career counseling, computer labs, and 
library and information services--are designed to meet the needs of the specific types of students the institution serves and the 
curricula it offers.   
 
As noted in CFR 2.12, the University provides a broad range of advising, counseling, and other co-curricular 
services that respond to student needs as a first priority. Many other services also address these needs including 
intercultural programs [91], housing (on-campus and off-campus) [293], dining  [294], recreation [295], veteran's 
services [296] and education abroad [89], to name a few—all based on a guiding “principle of community” [72] 
that attends to the “individual and collective behaviors of students, faculty and staff.”  Appendices 2.13.1 to 
2.13.8 describe how the Office of Financial Aid and Scholarships, the Office of the Registrar, advising, Career 
Services, Information Technology services, the University Library, the Student Health and Wellness Division 
and Graduate Division address the specific needs of our students.   
 
CFR 2.14 Institutions that serve transfer students assume an obligation to provide clear and accurate information about 
transfer requirements, ensure equitable treatment for such students with respect to academic policies, and ensure that such 
students are not unduly disadvantaged by transfer requirements.  
 
UC Merced welcomes and supports transfer students. Clear and accurate information about transfer requirements 
can be found in the UC Merced Catalog [19, p.34] and on our website for transfer students [292]. Equitable 
treatment for this cohort is ensured through several official policies, including the Transfer Admission Guarantee 
contracts between California Community College students and UC Merced [313]; also, the Intersegmental 
General Education Transfer Curriculum (IGETC) [314] describes in detail how transfer students can fulfill 
lower-division general education requirements at both CSU and UC campuses. All three Schools also have staff 
that work directly with transfer students to ensure access to all educational and co-curricular resources. 
Additionally, all three Schools support and participate in the organized transfer orientation day.   
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A program coordinator assists current and prospective transfer students and directs them to relevant campus 
organizations and services such as the Transfer Student Association and the Student Transfer Outreach Mentor 
Program (STOMP).   The coordinator also maintains the accuracy of the transfer admissions page [292], as well 
as the transfer student wiki [315] that contains information about student life in Merced, a listing of businesses 
and restaurants, a growing repository of facts and statistics about transfer students, among other topics. A 
distinctive feature of UC Merced’s curriculum is an upper-division requirement for general education fulfilled by 
all our undergraduates—including transfers. Currently designated as Core 100 or its equivalent, this requirement 
provides opportunity for every student to experience our guiding principles of general education.   
 
 
STANDARD THREE:  Developing and Applying Resources and Organizational Structures to Ensure 
Sustainability 
 
CFR 3.1 The institution employs personnel sufficient in number and professional qualifications to maintain its operations and to 
support its academic programs, consistent with its institutional and educational objectives.    
 
Our campus employs distinguished faculty, professional administrators, and a dedicated staff in sufficient 
numbers to support the University’s mission.   As a crucial part of our mission, the University attends carefully 
and consistently to the delivery of our educational programs. In Fall 2005 the University faculty [316] numbered 
45 ladder-rank appointments and 20 lecturer appointments. In Fall 2008, those numbers had increased to 112 and 
90 respectively; a 200% increase in academic personnel. This growth keeps pace with a 200% increase in student 
enrollment [317] during this four year period (from 875 total to 2,718 total), allowing us to maintain a faculty to 
student ratio of 1:14 for undergraduates in 2008-2009 [148] and to tie Berkeley for the lowest ratio in the UC 
system, 1:15, for undergraduates and graduates combined [149]. During this time staff employment [318] 
increased 70% from 359 to 611 support personnel.  These increases in faculty and staff were proportional to the 
needs of our undergraduates to complete their baccalaureate in four years (e.g., about 50% of our "pioneer" 2005 
freshman class graduated in 2009).   CFR 3.2 reviews faculty qualifications and diversity; CFRs 1.3 and 3.10 
consider operational capacity of university personnel.    
 
CFR 3.2 The institution demonstrates that it employs a faculty with substantial and continuing commitment to the institution 
sufficient in number, professional qualifications, and diversity to achieve its educational objectives, to establish and oversee 
academic policies, and to ensure the integrity and continuity of its academic programs wherever and however delivered.  
 
Planning for new faculty appointments originates with the faculty who are organized into School-based voting 
units or ‘Bylaw 55’ [319] units for the purposes of hiring and promotion.  In consultation with School Deans, 
each Bylaw 55 unit submits a five year strategic plan [320] to develop, grow, and sustain its academic programs, 
which is then updated annually in response to changing conditions. Each year the Schools also forward hiring 
recommendations to the Committee on Academic Planning and Resource Allocation, which reviews [321] 
justifications for new positions, and then forwards its recommendations to the EVC/Provost, who makes the final 
decision to add faculty.  Currently, Bylaw 55 units offer all undergraduate degrees, and faculty from these units 
populate the fundamental governance committees.  At the School level this governance is exemplified by the 
School of Social Science Humanities and Arts bylaws [322] and, at the institutional level, by various faculty 
Senate committees [323] responsible for establishing and overseeing academic programs and policies to ensure 
the integrity and efficacy of these programs.  As UC Merced grows, we anticipate the formation of smaller 
Bylaw 55 units many of which will be more discipline-focused.   
 
In compliance with UC-system standards [75], our hiring procedures [324] guarantee that diversity receives 
appropriate attention while also ensuring that candidates who are recruited and interviewed for positions meet 
high professional standards. In AY2008-2009, 84% or 170 faculty, Senate and non-Senate (lecturers) combined, 
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had full-time instructional positions [325]; 38% were women [326]; 28% were minority [326]; and 85% who 
were full time had earned a doctorate or equivalent terminal degree [327].  CFR 1.5 addresses cross-campus 
comparisons of Senate faculty diversity.    
 
Non-Senate instructional faculty (NSF) are hired as lecturers in accordance with a Memorandum of 
Understanding (MOU) [328] endorsed by the University of California system and the University Council-
American Federation of Teachers union. Article 24 [329] of that MOU agreement defines instructional 
workloads and Appendix H [330] provides guidelines for work such as program assessment that is considered an 
instructional-workload credit (IWC) equivalent. Our campus abides by this MOU, conferring IWC credit or other 
compensation so that a majority of full-time lecturers can participate in program assessment, program review, 
and faculty development activities (see Appendix 3.2.1).   All lecturers are given the opportunity to participate in 
professional-development activities [261] sponsored by the Center for Research on Teaching Excellence; in 
compliance with Article 9 of the MOU, our campus allocates $135 per NSF Full Time Equivalent (FTE) into a 
professional development fund pool, administered by the UC-AFT local in partnership with Human Resources.   
 
As is the case for most research institutions, delivery of undergraduate education is a collaborative activity 
involving all Senate faculty (tenured and tenure-track), non-Senate faculty (lecturers) and graduate student 
teaching assistants. The hiring of non-Senate faculty and teaching assistants is managed by each School with 
administrative oversight by the Academic Personnel Office. Positions are advertised in UC Merced’s Personnel 
Application Web-based System (PAWS), relevant professional journals and online employment listings.   
Applicants are carefully reviewed by individual faculty, hiring committees, and/or supervisory administrators.   
 
CFR 3.3 Faculty and staff recruitment, orientation, workload, incentive, and evaluation practices are aligned with institutional 
purposes and educational objectives. Evaluation processes are systematic, include appropriate peer review, and, for instructional 
faculty and other teaching staff, involve consideration of evidence of teaching effectiveness, including student evaluation of 
instruction. 
 
Policies and procedures for all academic-related actions including recruitment, orientation, workload, incentive 
and evaluation are in line with institutional purposes and educational goals. Hiring of new Senate faculty (CFR 
3.2) is based on strategic plans that outline the educational and research priorities of each School over five year 
intervals [320].  The dean and faculty of each School have established, are revising, or are developing workload 
policies [337], taking into account types of instruction and equivalences for types of courses. Annually, the 
Academic Senate offers awards [338] recognizing distinguished contributions by faculty to the institution's 
tripartite mission of teaching, research, and service and that support key aspects of our mission as a student-
centered research university.  Faculty orientations [205] and orientation materials introduce new faculty to 
instructional resources and policies and procedures [65, 339, 340] that govern instruction as well learning 
outcomes [205]. Senate faculty are also introduced to the University of California Academic Personnel Manual 
(APM) [32] and the UC Merced Academic Personnel Policies & Procedures [33], the latter explicating and 
supplementing the system-wide policies. These documents govern all aspects of faculty appointment and 
promotion.   
 
As a requirement for tenure and promotion review, all ladder-rank faculty must provide "clearly demonstrated 
evidence of high quality in teaching" (APM 210-1-d-1, p.4) [247, p. 4 highlighted]. APM 210 sets high standards 
for teaching excellence, and insists that "more than one kind of evidence" [247, p.5 highlighted] (e.g., annotated 
syllabi, samples of responses to student projects, videotaped instruction, teaching portfolios, among other 
options) must be documented and analyzed to demonstrate teaching quality.  All student-course evaluations 
[341] must be submitted for peer review [247]. Review occurs at multiple independent levels, with the 
Committee on Academic Personnel (CAP) [48] providing the highest level of objective peer review.  CAP 
reviews both the procedure and the evidence on appointments and promotions and deliberates independently on 
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the evidence provided.  Any dossier not in compliance with APM 210 is returned to the originating unit for 
additional information.  For compliant dossiers, CAP forwards its recommendations to the Chancellor on “all 
matters related to the quality of the faculty.” To ensure that dossiers delivered to CAP provide rich evidence of 
faculty quality, CAP sends, as needed, administrative comments to appropriate officials or faculty members 
explaining how to prepare compliant dossiers.  In addition, CAP meets with faculty [342] and with Bylaw 55 
unit personnel chairs twice a year, answering questions about personnel processes and evidentiary expectations.  
This process provides opportunity for all faculty to understand all criteria for review.  A recently appointed 
(February 2008) Vice Provost for Academic Personnel offers administrative support for this review process.   
 
For non-Senate faculty, recruitment, orientation, workload and evaluation practices are governed broadly by 
policies outlined in the MOU between the University of California and the University Council-American 
Federation of Teachers (see CFR 3.2). Reappointments and continuing appointments [343] are made in 
accordance with specified criteria that involve peer review and consideration of teaching effectiveness. 
 
As described in CFR 1.5, the recruitment of staff is also fully attentive to diversity and institutional mission [76], 
by providing “services to attract, develop and retain a diverse workforce within a respectful and collaborative 
work environment.” Through the office of Professional and Organizational Development [344], new staff 
members can attend orientation sessions [345] and current managerial and other staff appointments can 
participate in an expanding menu of campus-wide training [346]. Employee performance appraisal [347] is 
conducted annually, involving self-appraisal and supervisor appraisal with respect to job performance 
expectations and goals. Supervisors may also solicit additional performance-related information from 
colleagues.  As is the case for faculty whose contributions to the University in teaching, research and service are 
publicly recognized, staff who maintain a “level of exemplary performance” qualify to receive a Top Cat Award 
[348].   
 
CFR 3.4 The institution maintains appropriate and sufficiently supported faculty and staff development activities designed to 
improve teaching and learning, consistent with its institutional objectives.   
 
The Center for Research on Teaching Excellence sponsors a Teaching and Technology workshop series [349] 
intended for all instructors, including TAs. The purpose of this series is “to introduce new tools and pedagogies 
related to technology [and] to foster discussions about the intersection between teaching and technology.” Other 
Center workshops [260] and services [261] are routinely offered to improve teaching and learning. Our library 
also offers workshops for faculty, staff [197] and students [198] that address teaching, learning, and related 
instructional technology.  Other faculty development initiatives [350] address the needs of local K-12 teachers.    
 
UC Merced’s Staff Assembly has formed a standing Mentor/Staff Development Committee [351] to plan a new 
staff development program. The Human Resources Department continues to increase its training and staff 
development offerings, including both in-house and external programs.  The previously mentioned Top Cat 
Awards include opportunities for funding career-growth professional development for staff.  All staff in Student 
Affairs convenes in subdivision groups every two weeks to coordinate “a team response to problems and issues” 
of co-curricular functions that support student learning. The department of Information Technology [352, p.5] 
provides faculty, lecturers and teaching assistants with three forms of support for the University’s course-
management system (Sakai/UCMCROPS) – School sponsored orientation training sessions, generalized 
classroom training, and one-on-one sessions. Furthermore, IT provides orientation for new students, and training 
on a per request basis for other services such as Banner and the Open Source Portfolio Initiative. Additional IT 
services are noted in Appendix 3.4.1.   
 
CFR 3.5 The institution has a history of financial stability, unqualified independent financial audits and has resources sufficient 
to ensure long-term viability. Resources are aligned with educational purposes and objectives. If campus has an accumulated 
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deficit, it has realistic plans to eliminate the deficit. Resource planning and development include realistic budgeting, enrollment 
management, and diversification of revenue sources.   
 
The projections for the University’s Operating Budget provide the framework to guide annual and future budget 
decision-making. UCM works closely with the Office of the President to monitor allocation of sufficient funding 
to meet critical goals [see Appendix A]. Enrollment support, a State Funding Supplement, and loans provide 
resources to continue to build and enhance the university. Prudent resource management, strategic cash flow 
management, and annual savings have helped the campus operate within total revenue/fund sources to date.  
There is a projected deficit for 2008-09; however, strategic cost savings measures have been implemented and it 
is expected that the reduction in expenditures will help balance the budget.   
 
While the Operating Summary projections [355] depict shortfalls in the coming years, there are many variables 
that can alter the actual balance: aggressive pursuit of extramural funding opportunities in order to boost 
revenue, continued cost savings from reduced spending and slowed faculty recruitment.  Also, it is expected that 
the Auxiliary Enterprises at UC Merced will help to balance the budget overall with continued success and 
expansion.  With a combination of efforts to increase revenue and curtail expenditures, as well as negotiating 
with UCOP regarding adequate resources level, UC Merced intends to bring actual shortfalls in any given year to 
a minimum and to have a realistic plan in place for swift action to guard against serious accumulated deficits.   
 
On an annual basis, the campus budgeting process [356] aligns resources with educational purposes and 
objectives. Guided by the Budget Office [357], this process is initiated with the Call letter [358] for resource 
planning to Deans, Vice Chancellor's, the Chief Information Officer and the University Librarian. The strategic 
plans [195, 274, 320, 359] that are gathered provide the context for crafting the Operating Budget and allocation 
of new money. Concurrently, the Campus Budget Committee [360], charged "to ensure that the relationship 
between the mission of the university and budgetary decisions is reinforced", identifies Campus Funding 
Principles [361] to provide guidance for assuring that funding decisions align with the campus priorities and 
accountability and performance measures. Using these materials, as well as supplemental information from 
campus units, the Campus Budget Committee with integral support from the Budget Office develops budget 
recommendations that are submitted to the Chancellor for review and approval. (See also CFR 4.1.)   
 
Annual Financial Audits are conducted by the national accounting firm PricewaterhouseCoopers in accordance 
with University system-wide policy (See Appendix 3.5.1.) To date, audits [362] have not identified any 
significant deficiencies [363, 364]. The 2008 Management Letter [364] includes observations and 
recommendations to which management has responded with specified actions [364, p.5-7]. There is no 
accumulated deficit, nor has there been in past fiscal periods.   
 
To maintain stability and long term viability of financial aid in service to our educational purposes, UC Merced's 
financial aid office is regularly audited by the Department of Education and the California Student Aid 
Commission, among others, and has participated in six such audits since 2005. UC Merced also regularly 
assesses its financial aid strategies to ensure effective use of University resources so that every student who is 
eligible to attend UC Merced is financially able [130].   Appendices 3.5.2 and 3.5.3 describe the processes for 
aligning fiscal and physical resources with institutional purposes.   
 
CFR 3.6 The institution holds, or provides access to, information resources sufficient in scope, quality, currency, and kind to 
support its academic offerings and the scholarship of its members. These information resources, services, and facilities are 
consistent with the campus' educational objectives and are aligned with student learning outcomes. For both on-campus students 
and students enrolled at a distance, physical and information resources, services, and information technology facilities are 
sufficient in scope and kind to support and maintain the level and kind of education offered.    
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Supporting the University’s academic programs and related learning outcomes, the UC Merced Library houses 
or enables access to information resources with online and in-person services for students, faculty, and staff. 
These services equal or exceed those available at other UC campuses. Primarily through its participation in the 
California Digital Library [379], the Library provides access to 14 information resources [380]. UC Merced 
librarians also provide individual research assistance to students [198], faculty and staff [197] via email, Web 
pages, text messaging, chat services, and face-to-face consultations. From the opening of campus in Fall 2005 
through the end of 2008, UC Merced librarians have taught 304 class or group sessions that tallied 7,111 
members of the UC Merced community, primarily students.   
 
The information contained in “Information Resources by Format” [380] table demonstrates that students and 
faculty at UC Merced have ready access to research information resources that equal and even exceed those of 
the premier research universities.  This is a significant accomplishment for any university, but it is probably 
beyond possibility for any other small or new university. UC Merced is the singular exception. The category of 
“UC Library digitized print books” is of particular note.  These are digital full-text books being created through 
Google and Internet Archive [381] projects led by the UC University Librarians. A more detailed description of 
these resources, related Library services and their alignment with our educational objectives is provided in 
Appendix 3.6.1.   
 
CFR 3.7 The institution's information technology resources are sufficiently coordinated and supported to fulfill its educational 
purposes and to provide key academic and administrative functions.    
 
In response to a 2007 internal audit [383], the department of Information Technology conducted a year-long, 
campus-wide “listening tour” [308] to gauge user needs, including those for key academic and administrative 
functions.   Based on results of this tour, IT adjusted delivery of services as allocated resources [384] allowed. 
One key outcome of this initiative has been implementation of IT 2.0 [385] as phase two of campus IT campus 
development, and upgrades of the University’s course management system, Sakai/UCMCROPS [386]. These 
upgrades provide several new teaching and learning tools, including an e-portfolio function (see CFR 2.3 and 
Appendix 2.3.2).   
 
Another important outcome of the listening tour was recognition of the need to map IT services against multiple 
providers of IT services across campus: primarily Central IT, the School of Engineering [387], Business and 
Financial Services [388] and the Library. The goal of this mapping is to identify services that can be leveraged 
broadly and other services that should remain under local control.  
 
Most of UC Merced's administrative computing systems [389] and data, including, cashiering, epay/ebill, 
accounts receivable management, personnel/payroll, purchasing, general ledger and data warehouse are managed 
by Administrative Computing & Systems (ACS) [388]. It is responsible for the design, development, 
maintenance, production support, and security of these central systems, servers and associated technical support 
services. ACS works in partnership with the office of the Associate Vice Chancellor for Information Technology 
as well as with the central administrative offices and academic units who are the stewards of the university book-
of-record data. Application services for these key functions are housed at the campus data center at UC Merced 
and Data Services Center at UCLA, under a service agreement. ACS provides information technology 
leadership, delivers innovative and reliable systems and services for strategic administrative functions, and 
supports UC Merced instruction, research and public service missions by providing reliable information on a 
24/7 operating schedule.   
 
Descriptions and analysis of computing resources available to students for both instructional and walk-in 
purposes are provided in Table 5.1 of the Required Exhibits [390] and Appendix 2.13.5. Appendices 3.7.1 and 
3.7.2 provide specific examples of research and instructional information technology applications.   
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CFR 3.8 The institution's organizational structures and decision-making processes are clear and consistent with its purposes, 
support effective decision-making, and place priority on sustaining effective academic programs.  
 
Under the UC system of shared governance [153] the Academic Senate [47] and Academic Administration 
[154] work together on key issues of educational policy, resource allocation and implementation of the 
university’s mission. One means by which this collaboration occurs is a system of ex-officio appointments 
on relevant decision-making committees. As one example, several senior administrators serve ex officio on 
the Undergraduate Council [116] a standing committee of the Academic Senate. They advise on curriculum 
issues, but the faculty members exercise final voting authority. The senior management group meets 
monthly with the Divisional Council [47] of the Academic Senate to discuss and solve major operational 
challenges of the campus. Under the same principles of shared governance, and as appropriate, members of 
the Staff Assembly [393], Associated Students [104], and Graduate Student Association [394] also participate 
in administrative [395] and academic [105] University decision-making including their membership as part 
of the campus budget and physical design committees. Organization charts, available online [396], provide 
clear lines of authority for campus operations and a standard job description template [397] promotes clear 
job descriptions [398].    
 
CFR 3.9 The institution has an independent governing board or similar authority that, consistent with its legal and fiduciary 
authority, exercises appropriate oversight over institutional integrity, policies, and ongoing operations, including hiring and 
evaluating the chief executive officer.  The governing body regularly engages in self-review and training to enhance its 
effectiveness.   
 
In 2007-2008 the Board of Regents and the president of the University of California undertook a major effort to 
assess the organization and operations of the Office of the President (UCOP) [399]. This review reaffirmed three 
basic issues of governance in the UC system:  The Board of Regents provides fiduciary oversight and broad 
policy determination; the UC President provides executive leadership of the university as a whole; the 10 UC 
campus chancellors play a dual role in providing executive leadership to their respective campuses and 
supporting the President in meeting UC-system goals.   
 
The California State Constitution establishes the University of California as an autonomous public corporation. 
The Regents’ Bylaws [400] present the authority and organization of the Board, including its meetings, 
procedures, officers and their duties. Their Standing Orders [401] spell out the authority delegated to the 
President with sections on Officers of the University, including Chancellors, faculty and other employees; the 
authority of the Academic Senate; academic units; retirement systems; and amendments to the Bylaws. The 
President recommends and the Regents consider and take final action on the Hiring of Chancellors [402].  
Evaluation of campus chancellors [403] is a shared responsibility of the system-wide Academic Senate and 
Office of the President.   
 
CFR 3.10 The institution has a full-time chief executive officer and a chief financial officer whose primary or full-time 
responsibility is to the institution. In addition, the institution has a sufficient number of other qualified administrators to provide 
effective educational leadership and management.   
 
Succeeding the University’s founding Chancellor Carol Tomlinson-Keasey, our second Chancellor [404], Sung-
Mo “Steve” Kang, was appointed in 2007. He serves full-time as the chief executive of UC Merced.  The chief 
operations and academic officer is the Executive Vice Chancellor and Provost, Keith Alley [154]. The 
University’s chief financial officer is the Vice Chancellor for Administration, Mary Miller [405].  Nearly all 
senior administrators [406] with appointments as vice chancellor, head librarian, chief information officer and 
dean have full-time appointments. Two vice provosts have split appointments as administrators and faculty 
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members (VP for Academic Personnel and VP for Undergraduate Education), and one vice provost (VP for 
Academic Planning and Resources) also has an interim split-appointment as acting dean. After an unsuccessful 
2008 search for a SSHA dean, the University has hired a professional agency to help conduct this search.     
 
Many senior administrators, including the deans, the Executive Vice Chancellor/Provost, Vice Chancellor for 
Research, Vice Provost for Undergraduate Education, and Vice Provost for Academic Personnel, teach and hold 
faculty appointments. Biographical information about these senior administrators [407] demonstrates that they 
are well-qualified to serve the University. We also have sufficient numbers of administrators to enable all 
programs and services to function effectively as indicated by our student to administrator ratios, which are the 
lowest in the UC [408]. This administrative support is reflected in the organizational charts of our administrative 
units [396].   
 
CFR 3.11 The institution's faculty exercises effective academic leadership and acts consistently to ensure both academic quality 
and the appropriate maintenance of the institution's educational purposes and character.    
 
Through the UC Merced Division of the UC-system Academic Senate [409], the faculty establish and maintain 
high standards for academic quality throughout the campus. Through related committee [323] functions, the 
faculty also exercise effective leadership in developing, managing and evaluating our educational programs, 
services and mission.    
 
All tenured and tenure-track faculty are members of the Academic Senate with collective responsibilities that are 
defined in its Division Bylaws [410]. Evidence of this engagement, and summary results of faculty attention to 
key issues of University academic governance, are published in the Annual Reports [411] of all standing Senate 
committees. Important “items under review” [412] are also posted for general access. Open forums [413], 
surveys [414], and website access [413] enable all faculty and, in some instances, all other University 
constituents to participate.    
 
As defined in the Academic Personnel Manual (APM-238) [415] and the MOU [328], non-Senate instructors are 
hired as lecturers whose main responsibility is teaching. In that instructional role, lecturers have opportunity to 
help refine the University’s educational mission, especially through their assessment of student learning. (See 
also CFR 3.2.)    
 
 
STANDARD FOUR:  Creating and Organization Committed to Learning and Improvement 
 
CFR 4.1 The institution periodically engages its multiple constituencies, including faculty, in institutional reflection and 
planning processes which assess its strategic position; articulate priorities; examine the alignment of its purposes, core functions 
and resources; and define the future direction of the campus. The institution monitors the effectiveness of its plans and planning 
processes, and revises them as appropriate.   
 
In 2002 UC Merced completed its first Long-Range Development Plan [416] laying the foundation for much of 
our existing campus infrastructure. Continuing this planning process, in 2008 the University revised its original 
plan for a 910 acre campus by resizing our “footprint” to 815 acres, a reduction intended to preserve wetlands 
and minimize the environmental impact of campus growth as we move towards total enrollment in 2035 of 
approximately 25,000 students. Students, faculty, staff, and the general public have been fully involved in this 
planning process, most recently updated in 2009 [375]. This updated LRDP was informed by enrollment 
planning and the campus’ most recent Long Range Enrollment Plan [417], an effort that also involved multiple 
UCM constituents, including the Senate Committee on Academic Planning and Resource Allocation (CAPRA).    
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Extensive planning, with full participation of the faculty [418], has produced a Strategic Academic Vision [3]. In 
Chancellor Kang’s “vision statement” [419] about this planning process, he identifies seven points of emphasis 
that scaffold the University’s educational mission [419, p.2-3 highlighted].    
 
With Chancellor Kang, Executive Vice Chancellor and Provost Keith Alley co-chaired this planning process to 
ensure that it was open and transparent. Faculty served as chairs and had majority membership on all three 
planning subcommittees: academic organizational structure [420], graduate and professional programs [421], and 
undergraduate programs [422]. News about the Strategic Academic Vision was routinely conveyed to the 
campus and general public through the University’s online Panorama newsletter [423].  Through town hall 
forums [413] and surveys [424], all faculty were regularly consulted. 
 
Each School (Engineering, Natural Sciences, and SSHA) [320], most graduate groups [195] (but not yet the 
entire graduate division), the Division of Student Affairs [274], the Division of Administration [359] and other 
major organizational units have developed their own strategic plans.   These include plans for a medical school 
[425] and school of management. Development of the Gallo School of Management is in the proposal phase and 
is undergoing university-wide review.   
 
The annual planning cycle is initiated in the fall of each year, and is characterized by three critical, distinct, yet 
interrelated components: the faculty recruitment plan, the instructional budgets, and the administrative/operating 
budgets. In the fall, the Schools receive essential data from Institutional Planning and Analysis to update their 
strategic plans. The annual review and updating of these plans assures that they remain aligned with educational 
objectives and are being appropriately implemented. All educational planning undergoes thorough review by the 
Academic Senate through its appropriate standing committees [323] including the Committee on Academic 
Planning and Resource Allocation which has established criteria [192] for evaluating these plans. A faculty 
recruitment plan is submitted to the EVC/Provost, generally in December. This review moves forward to the 
annual Campus Budget Process. A Call is released that includes specific details on submittals for both 
instructional budgets for the Schools, as well as operating budgets for all campus entities. The recently 
established Campus Budget Committee [360] begins the review of documents in early spring and develops 
recommendations regarding campus resources to be forwarded to the Chancellor for approval. The Committee 
serves to provide a comprehensive review of the overall investment of campus resources and ensure that these 
align with the university’s mission and highest priorities. (See also CFR 3.5 for related information about the 
budgeting process.)   In effect, institutional planning is coordinated at several levels:  the Cabinet [426]; the 
Planning Workgroup [427], and relevant Faculty Senate Committees (DIVCO, CAPRA, UGC, and GRC).   
 
CFR 4.2 Planning processes at the institution define and, to the extent possible, align academic, personnel, fiscal, physical, and 
technological needs with the strategic objectives and priorities of the institution.    
 
As a shared responsibility of faculty and administrators, planning processes are aligned through the efforts of key 
committees that have broad campus representation, often including undergraduate and graduate students as well 
as staff.  Routinely, the Chancellor’s Cabinet [426] convenes senior campus administrators to discuss a broad 
range of strategic objectives for such matters as resource allocations that support educational initiatives and 
operational policies that sustain the campus infrastructure. Monthly, members of the Cabinet meet with all deans 
and directors in an intra-campus forum that allows multifaceted discussion of institutional needs and priorities 
[428]. Additionally, the Chancellor meets monthly, and the Provost biweekly, with the Chair and Vice Chair of 
the Academic Senate. At divisional levels, vice chancellors, deans, directors and other administrators conduct 
planning within their units based on the larger context of established or emerging strategic objectives for the 
campus. Appendix 4.2.1 provides examples of campus planning committees.   
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Based on essential, relevant planning documents, such as the Strategic Academic Vision [3] and the Strategic 
Plan for the Division of Administration [359], the campus is preparing an outline for the development of a 
comprehensive business plan to support long-term planning efforts and to provide structure for the investment of 
campus resources in support of overarching goals and highest priorities. This business plan will support the 
alignment of funding with the agreed-upon campus funding priorities, the allocation of annual increases and new 
funding, and annual budgeting recommendations made to the Chancellor by the Campus Budget Committee 
[360]. By promoting the identification of performance metrics that are used to review prior year allocations, use 
of funds, and expenditure patterns, this document also ensures that future planning and budgeting efforts will be 
shaped by analysis and reporting.    
 
The Academic Senate also engages in campus planning and implementation of policy through several of its 
standing committees. With faculty representation from each School, as well as the Vice Chancellor of Student 
Affairs and the Vice Provost for Undergraduate Education, the Undergraduate Council [116] oversees the 
academic quality and coherence of the undergraduate curriculum as reflected in its 2007-2008 Year-end Report 
[429]. Working with the Dean of the Graduate Division, faculty on the Graduate and Research Council [117] 
provide similar oversight for the integrity of all graduate programs.   This work is exemplified in its 2007-2008 
annual report [430]. Among other responsibilities, the Committee on Academic Personnel [48] ensures that all 
faculty undergoing review for tenure and promotion are productive scholars and qualified teachers [431], 
consistent with our mission as a student-centered research university. The Committee on Academic Planning and 
Resource Allocation [151] scrutinizes resource requests and educational plans of all academic programs. 
Annually, the chairs of these Senate committees submit reports [411] to the Academic Senate that summarize 
and, when possible, integrate academic planning and objectives with institutional planning. 
 
CFR 4.3 Planning processes are informed by appropriately defined and analyzed quantitative and qualitative data, and include 
consideration of evidence of educational effectiveness, including student learning.    
 
Institutional Planning and Analysis (IPA) also coordinates University data collection from many campus sources 
[486], analyzes that evidence, and prepares summary reports for University administrators and planning 
committees as well as UC-system, state and federal agencies. This information includes our participation in UC-
system and national surveys of student learning. Results of the University of California Undergraduate 
Experience Surveys (UCUES) [438], the National Survey of Student Engagement (NSSE) [450], the Common 
Data Set (CDS) [41], retention [439] and graduation statistics [440], and other qualitative/quantitative measures 
[42, p.6] provide evidence of educational effectiveness. Consideration of this evidence and similar educational 
data informs University decision-making on a broad range of matters including enrollment management [321]; 
curricular [441] and co-curricular planning [442], and instructional training [443].   
 
Our University assessment plan at the course and program levels attends directly to evidence of student learning, 
as described in CFR 1.2, 2.4 and 4.6.  We are now developing a plan for institutional-level assessment that is 
built atop the course and program levels of assessment (see CFRs 1.2 and 4.6).     
 
CFR 4.4 The institution employs a deliberate set of quality assurance processes at each level of institutional functioning, 
including new curriculum and program approval processes, periodic program review, ongoing evaluation, and data collection. 
These processes include assessing effectiveness, tracking results over time, using comparative data from external sources, and 
improving structures, processes, curricula, and pedagogy.   
 
As outlined in the Undergraduate Council policies and procedures for review of new undergraduate courses 
[150] and programs [141], new course and program review begins within each Bylaw 55 unit [444]. In 
consultation with their School dean, faculty consider the merits of new course proposals which, if approved, are 
then submitted to the School’s curriculum committee.  At this stage of review, all University faculty can access, 
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follow the status of, and offer comments on a proposed course via the Course Request Form Management 
System [445] website. Approved courses and programs are forwarded to the Undergraduate Council for final 
consideration. Substantive changes in existing programs are flagged for WASC Substantive Change review as 
stipulated in curriculum committee policy [143].  
 
Review of new majors undergoes further quality assurance by the Committee on Academic Planning and 
Resource Allocation and the Executive Vice Chancellor/Provost who attend to institutional issues of campus 
mission and resource allocations. All program proposals provide comparative data with other UC campuses and 
comparable research universities as exemplified by the recently approved (05/2009) Anthropology proposal 
[446] featuring past and projected longitudinal enrollment data.  
 
Graduate degree programs are under the authority of the system-wide Senate Coordinating Committee on 
Graduate Affairs (CCGA) [447].  Review of new UC Merced graduate courses [26] and programs [142] begins 
within a graduate group. Endorsed proposals are submitted to the Graduate and Research Council and, for new 
programs, the Committee on Academic Personnel and Resource Allocation, with parallel review by the Graduate 
Dean and EVC/Provost. Once approved, new program proposals are submitted to the CCGA for system-wide 
approval leading to a degree conferring status.    
 
Program Review policies for established undergraduate [29] and graduate programs [30] have been developed 
and are pending implementation. As described more thoroughly in CFR 2.7, these policies require programs to 
conduct learning assessment annually, summarize these results during program review, benchmark comparable 
programs, and use results of assessment to inform instructional practice. Our campus has not proceeded sooner 
with program review because no data have previously been available about the four-year cycle of degree 
completion for undergraduates. Now that our first class of Fall 2005 freshmen has graduated in Spring 2009, we 
can proceed with program review.    
 
As previously noted, the Division of Student Affairs has developed its own Program Review Process [245] and 
will begin administering it with three units in the summer of 2009. The University has also initiated planning for 
review of administrative units. Since 2005, the Office of Institutional Planning and Analysis has collected 
information and summarized data about all UC Merced students. Using these data, IPA has also conducted 
numerous comparative analyses with other universities that will inform program review and guide curricular 
changes for student learning.  
 
CFR 4.5 The institution has institutional research capacity consistent with its purposes and objectives. Institutional research 
addresses strategic data needs, is disseminated in a timely manner, and is incorporated in institutional review and decision-
making processes. Included in the institutional research function is the collection of appropriate data to support the assessment of 
student learning. Periodic reviews are conducted to ensure the effectiveness of the research function and the suitability and 
usefulness of data. 
 
The mission [448] of the Office of Institutional Planning and Analysis (IPA) is to support campus planning and 
decision-making and to help advance the educational mission and effectiveness of the institution. In fulfilling 
this mission, IPA has developed reporting systems and processes to support the analysis and use of institutional 
data/information in areas of enrollment management [449], resource allocation, campus 
performance/benchmarking, UCM compared to other UCs [487], UCM Peer comparisons [488], and assessment 
of academic and co-curricular environments [450, 252].   
 
Integrating the campus’ administrative data systems to support effective and efficient decision-making is a high 
priority, as evidenced by the leadership’s support of the data warehousing initiative [451, 452]. This initiative 
will expand on IPA’s student and personnel snapshot processes [453] that were implemented in Fall 2005. 
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Working with the appropriate functional offices (e.g., Admissions, Office of the Registrar, Graduate Division, 
Payroll/Personnel), IPA also has implemented edit processes to help ensure data integrity, accuracy and 
consistency.   
 
Serving as the primary source for official campus statistics, especially historical and projected enrollments and 
employment of faculty and staff [454], IPA integrates and analyzes campus and external data and makes the 
information and analyses available to administrative and faculty operational and planning committees. Examples 
include the campus’ Long Range Enrollment Plan (LREP) [417] and the establishment of a detailed UC Merced 
Enrollment Projection Model [449]; the development of a prototypical model to project classroom and class labs 
for capital and facility planning [455]; faculty workload analyses [456] to inform resource allocations; and 
analyses of student applications, admissions [439, 440], and enrollment trends to support recruitment and 
financial aid strategies [41]. Routine and specialized reports are shared with the Campus Planning Group 
(Budget, Capital Planning, IPA), the EVC Coordinating Committee, Faculty Senate committees (CAPRA, 
UGC), the Council of Deans, and other ad hoc and permanent committees. Preparing for its role in academic 
program reviews, IPA analyzes and shares enrollment, retention, survey and other institutional data by School 
and program areas.    
 
IPA also has spearheaded the establishment of a campus survey infrastructure. The Director chairs the Survey 
Coordinating Committee (SCC) [457], which is charged with establishing guidelines for safeguarding quality of 
survey practices so that students/faculty/staff are not over-surveyed, response rates are maximized, contact 
information and survey results are protected and secured, and results are disseminated and used on campus to 
improve services. The SCC also helps develop a campus survey assessment plan. The campus already has used 
results from NSSE and UCUES surveys that indirectly assess student learning and engagement, and benchmark 
UC Merced student responses against other institutions (both UC and others).   
 
IPA supports a campus-wide online survey application (SNAP) and helps other units gather information via 
surveys. IPA has partnered with the Graduate Division to do an annual survey of graduate students [224], with 
Career Services and the Alumni Office to conduct both senior exit surveys [240] and alumni surveys [241], and 
has helped the Library and the Writing Program obtain information via surveys to help them evaluate their 
services/programs.    
 
CFR 4.6 Leadership at all levels is committed to improvement based on the results of the processes of inquiry, evaluation and 
assessment used throughout the institution. The faculty takes responsibility for evaluating the effectiveness of the teaching and 
learning process and uses the results for improvement. Assessments of the campus environment in support of academic and co-
curricular objectives are also undertaken and used, and are incorporated into institutional planning.   The institution has clear, 
well established policies and practices for gathering and analyzing information that leads to a culture of evidence and 
improvement.  
 
Our approach to inquiry, evaluation and assessment has been incremental, starting in 2005 with select co-
curricular programs such as service learning, and student advising and learning, and academic programs in 
general education, writing and mathematics.   
 
These initial efforts have established a firm foundation for development of a campus-wide culture of evidence 
and improvement at course and program levels.  The program review policies for undergraduate [29] and 
graduate programs [30] will help ensure that assessment plans are implemented and evidence of student learning 
is gathered and analyzed each year.  Annual learning results will be submitted to the appropriate Dean whose 
office, working in partnership with the Center for Research on Teaching Excellence, will provide constructive 
feedback to strengthen the quality of this assessment work.    
 


University of California, Merced 29



http://ipa.ucmerced.edu/staff.htm





To ensure that annual learning results also inform processes at an institutional level and to improve integration of 
curricular and co-curricular assessment, the university's WASC Steering Committee will coordinate a campus-
wide level of assessment until permanent institutional infrastructure in the form of a University Assessment 
Committee with broad campus representation is established as expected in 2009-2010. This Committee will 
consolidate the results of academic and co-curricular assessment reported by School deans and Student Affairs 
and facilitate campus-wide review, discussion, and integration of conclusions into institutional planning. 
Working closely with the Academic Senate, the Executive Vice Chancellor/Provost will also support 
development and implementation of policies for data collection with Institutional Planning and Analysis serving 
as clearinghouse for this information.    
 
Under shared leadership of senior faculty and senior administrators, the University has initiated course- and 
program-level assessment with two thematic foci for the improvement of academic programs.  Specifically, 
through annual assessment of program learning outcomes, faculty of each undergraduate major are responsible 
for demonstrating how its program aligns with our institutional mission as a student-centered research university 
and our eight guiding principles for general education. This campus-wide attention to the scholarship of teaching 
and learning will not only guide curriculum reform within individual undergraduate programs but also inform 
broader objectives for institutional planning, with particular emphasis on evidence-based reform of the 
curriculum.    
 
Other planning occurs under the leadership of the Dean of Graduate Division in collaboration with the Graduate 
Research Council.  Similarly, the Vice Provost for Undergraduate Education, appointed in 2008, provides 
administrative leadership for the general education curriculum [429; see Appendix 2.2.3], supports student 
engagement in research through the McNair Scholars program  [34] and promotes faculty-development 
initiatives through the Center for Research on Teaching Excellence [261]. The Vice Provost for Academic 
Personnel, also appointed in 2008, works closely with [431] the Senate Committee on Academic Personnel to 
ensure that appropriate evidence and procedures are used in evaluating faculty for their teaching, research and 
service. Each unit of Student Affairs also undertakes regular assessment of its programs and services [273].   
 
The Division of Student Affairs undertakes a range of approaches to assessment depending on the unit and 
activity involved.  Units within the Division have been using the outcomes of their assessments to modify, 
expand, or initiate programs and services.  For instance, the Director of the Student Advising and Learning 
Center collects information every semester from freshmen who must attend Success Workshops. These data 
[219] were procedurally reviewed by the Faculty Senate’s Undergraduate Council resulting in its decision [218] 
to extend our mid-semester grade policy.    
 
Through coordination provided by Institutional Planning & Analysis (IPA), the campus has participated, in 
alternate years, in the National Survey of Student Engagement (NSSE) and the University of California 
Undergraduate Experience Survey (UCUES).  These surveys focus on student engagement in academic and co-
curricular activities and provide benchmarks with various comparison groups.  IPA shares analyses of these data 
with the campus community (EVC Coordinating Committee, Deans meetings, VC Student Affairs directors) and 
online [268] in summary reports [42, p. 5-6]. UCUES data also constitute part of the UC system-wide 
Accountability Framework [44] and in our campus contribution [43] to the framework. In 2008, IPA facilitated 
the 2008 Graduate Student Survey to assess graduate perceptions of the quality of our academic and co-
curricular environment. Results [224] are being shared with resource providers to improve service to this 
clientele (see CFR 2.5).     
 
CFR 4.7 The institution, with significant faculty involvement, engages in ongoing inquiry into the processes of teaching and 
learning, as well as into the conditions and practices that promote the kinds and levels of learning intended by the institution. The 
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outcomes of such inquiries are applied to the design of curricula, the design and practice of pedagogy, and to the improvement of 
evaluation means and methodology.   
 
Our University’s assessment plan has faculty fully engaged in systematic, iterative, and comprehensive 
evaluation of student learning, with application of results to improve the curriculum (see CFR 4.6). Although this 
institutional assessment plan includes review of grades, it deliberately emphasizes other direct and indirect 
measures of learning, including embedded exam questions, pre- and posttests, writing samples, mid-term 
surveys, focus-group interviews, and course portfolios, among other formative and summative tools to assess 
learning [28]. Based on evidence generated by these assessment tools, informed changes in the curriculum will 
ensue, starting in Fall 2009.    
 
The Center for Research on Teaching Excellence supports faculty in this assessment effort [178], offering 
workshops [260], individual consultations, and access to online resources [441] that highlight best practices. A 
specific outcome of this support has been the restructuring of a foundational course in economics with a 
relatively high failure rate and history of poor student performance so that its curriculum will be revised to 
incorporate principles of active learning, with the goal of significantly improving student performance. The 
Center has also promoted similar evidence-based, faculty-led adjustments to improve curricula in Anthropology, 
Foreign Languages, Biology, and Mathematics. As shown in the Center’s initial 2008 Annual Report [458], there 
has been substantial engagement of faculty, administrators and staff in the scholarship of teaching and learning.    
 
Student Affairs also attends to student learning, for instance, based on the results of mid-semester grades in all 
freshman courses and mandated attendance of some students in academic-success workshops [211]. A related 
intervention enrolls freshmen on academic probation in USTU 10, Introduction to Undergraduate Studies [210], 
a course co-sponsored by faculty and staff.  Preliminary results suggest that USTU 10 will enable these students 
to improve as learners.    
 
IPA compares, on a regular basis, the grade distributions of other UC campus with those of UC Merced. These 
data show the percentage of letter grades in each category to determine any large scale discrepancies [459].  Not 
surprisingly, so far UC Merced’s distribution shows greater percentages of lower undergraduate grades (in the C-
F range) than the other campuses.    
 
CFR 4.8 Appropriate stakeholders, including alumni, employers, practitioners, and others defined by the  institution, are 
regularly involved in the assessment of educational programs.  
 
Following the graduation of our inaugural 2005 class of freshmen, in AY2009-2010 the Office of Institutional 
Planning and Analysis will begin publishing in the UCM Profile [42, p. 6] results of Alumni [241] and 
Graduating Seniors surveys [240]. Previous surveys [268] of UC Merced freshmen will provide educational 
benchmarks for longitudinal comparison of results and related benchmarks for strategic academic planning.    
 
Surveys also constitute an integral part of programmatic assessment plans. Of the 25 programs (majors, stand 
alone minors, and graduate) submitting multiyear assessment plans [28, 24], 13 will implement senior exit 
surveys or use select results from UCUES, NSSE, the Graduating Senior survey or the School of Engineering’s 
graduating senior survey [460]; ten will conduct alumni surveys using student/alumni contact information 
maintained by the Alumni Association and Office of the Registrar. The School of Engineering also will use pre- 
and post-surveys of students [461] (individually and as part of a team) and faculty, and client surveys to assess 
its Service Learning program. Currently, the small number of clients [462] makes it difficult to draw population-
level conclusions. Engineering evaluation of students is pegged to a clear set of course learning outcomes, and 
adjustments to the program are informed by responses of external stakeholders. 
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CONCLUSION 
 
The Criteria for Review (CFRs) provide evidence of our commitment to and growth in Institutional Capacity. To 
assemble this portfolio of evidence, we have carefully researched our academic and administrative capacity as an 
institution and, as guided by the Standards and CFRs, identified areas that function effectively and those that 
need development. Whenever possible, the metric for determining this effectiveness has been direct evidence 
represented in outcomes. Otherwise, we have used indirect measures such as satisfaction surveys or comparison 
to other UC campuses in a manner that is scaled to account for our early development as a research university. In 
the remainder of this CPR conclusion, we will highlight the successes that distinguish UC Merced’s development 
as a relatively new research university, our emerging areas of strength, and ongoing concerns that we will 
continue to address in the years ahead.   
 
Successes/Points of Pride  
 
The road to establishing a functional research university, especially in light of California’s protracted budgetary 
problems, has been strewn with many potholes that have slowed but not thwarted campus movement towards 
becoming a world-class institution. The campus continues to make steady progress on engaging undergraduates 
in research, recruiting distinguished research faculty, and developing research projects relevant to the Central 
Valley.  By attracting and retaining a diverse student body, we now serve over 50% who are "first generation" 
college students.    In the years since the Candidacy visits UCM enrollment has grown by nearly 110%, research 
expenditures have more than doubled, two new academic research and instructional buildings are either under 
construction or in planning and 400 dormitory beds have been added, while the operating budget has only 
increased by 20%.   
 
Above all else, UC Merced is a community bound by learning, discovery and engagement of scholars at all 
levels. It embodies the mission of the University of California in its claim of being the first American research 
university founded in the 21st century. Our undergraduates experience education both inside and outside the 
classroom, applying what they learn and create through undergraduate research, service learning and leadership 
development in and beyond the Merced community.  Results from student surveys indicate that our 
undergraduates interact regularly with faculty in settings other than the classroom. Interdisciplinary practice in 
research nourishes undergraduate learning, building a foundation to connect the ways that academic disciplines 
analyze, understand and engage with society’s problems while providing students with a baseline understanding 
of the process of discovery as it is used by different disciplines. This has allowed nearly 70% of our 
undergraduates to become involved with faculty in research projects that extend their classroom learning 
experience and provide clear evidence of the value added by attending a student-centered research university.   
For our Educational Effectiveness review, a relevant theme for us to consider will be how to scale the 
engagement of undergraduates in research activities as the campus grows, with the goal of sustaining and 
strengthening this distinctive opportunity for our students.    
 
In the four years since UC Merced opened its doors, the campus has added significantly to both the breadth and 
depth of the educational opportunities offered to our students. This has come as the faculty has grown from the 
initial 45 ladder-rank faculty to over 112, including a renewed focus on recruiting additional senior leadership to 
the academic ranks. Increasing the proportion of senior faculty helps to redistribute service-workload 
responsibilities so that junior faculty can attend to their main responsibilities for teaching and research.   
 
With the overall growth of the faculty has come significant progress in building the breadth and depth of 
educational offerings while also establishing a strong research presence that is identifiable with each University 
of California campus.  The substantial educational and research commitment to environmental and cultural 
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sustainability is especially notable in response to the critical issues that so profoundly affect California's Central 
Valley.   In addition, the campus focus on individual and environmental wellness is represented in our research, 
educational and co-curricular offerings. This also manifests itself in the strong campus commitment to green 
building (LEED certification) [1] alternative energy utilization and minimal waste production and water usage. 
All of these are significant advances in creating a sustainable campus footprint that honors the region we serve.    
 
Preparing students to succeed is our immediate goal; improving conditions that support their success is a long-
term goal.  As one notable accomplishment, but also one that is not initially self-evident, we are changing the 
educational culture of the San Joaquin Valley. A casual glance at the data may raise concerns as, compared to 
other UC campuses, UC Merced has the lowest retention rate for freshmen, with 80% returning for their 
sophomore year. In contrast, UC Berkeley and UCLA retain 97% of their freshman class [252, p.3, slide 4]. This 
difference masks a key feature of our entering students since over 50% are first-generation college students, far 
more than UC Berkeley or UCLA enroll. Nationally, first generation students have the lowest retention rate of 
any college-going cohort, with only 24% persisting for a baccalaureate degree (Chen, 2005).   Myriad factors 
have a negative effect on retention rates for first-generation students, including lack of family support, a 
perceived need to enter the workforce, and negative cultural reactions to being a college student. At UC Merced, 
we have focused our retention efforts to offset, whenever possible, some of these obstacles to degree completion. 
Although it is too early to establish a pattern that shows the impact of this effort, we can affirm that 64.5% of our 
first generation students from 2005, when the campus first enrolled undergraduates, have progressed to year four 
of degree completion in 2009. In that context, while also allowing for other factors such as prior academic 
success in high school, first-generation students at UC Merced are progressing to completed of their bachelor’s 
degrees at more than double the success rate of other first-generation students nationally (Chen, 2005).  This is a 
remarkable accomplishment.    
 
Given the strong representation of underserved, poor and first generation students, UC Merced has indeed 
performed remarkably well in retaining students and in providing a platform for future success. In Spring 2009 
our first four-year cohort of students graduate and move on to life after college. The senior-survey data provide 
evidence that these young adults aspire to advanced education in graduate and professional schools in 
proportions far beyond what is seen on other UC campuses. This did not happen by chance. Through the 
commitment of our faculty and staff the campus has placed a high premium on the success of our students not 
only while they are in residence but also as they enter the next phase of their lives. Midterm grades, Success 
Workshops, the availability of faculty, and a deep commitment by instructional support staff including advisors, 
counselors, and residential aides provide the safety net that has enhanced retention for a student population that 
is at high risk for dropping out.   Problems specific to a new university, such as the lack of accreditation, have 
presented obstacles that had to be overcome so that qualified students aspiring to professional schools would be 
judged on their merit and not on our lack of accreditation status. This required an administrative commitment to 
call each institution to which our students applied and explain the nature of the campus and the accreditation 
process. It has worked and we have students entering the premier medical, veterinary medicine, and pharmacy 
programs in the country.    
 
Emerging Areas  
 
Institutional Planning and Analysis: (CFRs 2.4, 2.10, 4.3, 4.4, 4.5, 4.6, 4.7)   
 
In support of this accreditation effort, the Office of Institutional Planning and Analysis (IPA) has emerged as a 
clearinghouse for official data about our campus, issuing reports on key aspects of student academic 
achievement, satisfaction with their education, retention, and demographic characteristics that influence decision 
making. In anticipation of its accreditation responsibilities, and its other reporting requirements, IPA has 
spearheaded a data warehousing project that will ultimately centralize data and thereby enhance opportunities for 
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sharing information among campus constituents and consolidate findings for different academic purposes, 
including institutional-level assessment. Through the Survey Coordinating Committee, IPA intends to identify 
more clearly the questions underlying the data needs of its constituents in order to tailor reporting more 
precisely.   
 
Center for Research on Teaching Excellence:  (CFRs 1.2, 2.4, 2.5, 3.2, 3.4, 4.6, 4.7)   
 
Through its newsletter, website, workshops and orientations, the Center for Research on Teaching Excellence 
(CRTE) has promoted initiatives that establish the CRTE as a campus “center” for teaching and learning. In this 
pivotal role it joins and engages faculty, lecturers, graduate teaching assistants, and even some undergraduates in 
assessment of learning outcomes and in broader institutional discussion of what it means for our campus to be a 
student-centered research university.   However, since the University also needs to build faculty and staff skills 
for course, program, and institutional assessment, the CRTE will assume primary responsibility for promoting 
this expertise, supplemented by the developing competence of Faculty Accreditation Organizers and Evidence 
Providers working with their colleagues.   
 
Program Review:   (CFRs 1.2, 2.7, 2.11, 3.2, 4.4, 4.5, 4.6)   
 
Our program review policy complies with the capacity implications of the “developed to highly developed” 
categories on the WASC rubric for Assessing the Integration of Student Learning into Program Review. As our 
University proceeds annually with its assessment initiatives, the program review policy will support and 
represent the growing institutionalization of a systematic, evidence-based assessment culture.   
 
Areas of Concern   
 
General Education:   What are the best options at a new university with limited capacity? (CFRs 1.2, 2.2, 2.3, 
2.5, 2.14, 4.6)  
 
Despite laudable ambitions for an innovative approach to general education, our “core” curriculum is difficult to 
sustain, especially at the upper-division level. For instance, the competing need to staff new majors as the 
University grows essentially limits the number of faculty available and willing to teach outside their discipline. 
This problem applies most clearly to the upper-division general education course, Core 100, which has not been 
taught since Spring semester 2007.  In lieu of that course, a limited number of upper-division "core" courses 
have been offered that address all eight of the guiding principles of general education.   In Spring 2009 an ad hoc 
General Education committee of faculty documented alternative approaches and their concomitant resource 
implications.   
 
Timeline for Resolution: Pending the recommendations of an ad hoc General Education committee, Core 100 
will be revised or some other form of general education will emerge by or before Fall 2010.    
 
Student-Course Evaluations and Assessment of Learning:   How can a robust system of assessment emerge that 
investigates learning at the course, program and institutional levels, including co-curricular learning?   (CFRs 
1.2, 1.3, 2.3, 2.4, 2.6, 2.7, 2.11, 3.3, 4.3, 4.4, 4.5, 4.6, 4.7, 4.8)   
 
Currently, each School develops and implements its own student-course evaluations to gauge quality of teaching 
in its programs. These course evaluations do not directly address learning outcomes or ask students to reflect on 
the quality of their learning experience or otherwise provide information that would enable the University to 
evaluate teaching and learning at levels beyond the course.   
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Timeline for Resolution: Before the Educational Effectiveness report is submitted in Fall 2010, the University 
will have established a uniform set of questions about teaching and learning that will appear in all student-course 
questionnaires. The University's assessment procedures will ensure that students evaluate learning outcomes as 
part of course evaluations.    
 
Academic Success and Retention:   Given our university’s high percentage (50%) of first-generation 
undergraduates, what curricular and co-curricular initiatives will provide optimal academic support?  (CFRs  
1.2, 2.4, 2.7, 4.3, 4.5)   
 
Entry-level courses for prospective science, engineering and social science majors have relatively high failure 
rates, in some cases exceeding 30% of the students enrolled. Often these failing students are freshmen who must 
retake the failed course(s), thus delaying their progress to completion of an undergraduate degree; or, when they 
become discouraged at needing to retake foundational courses, they leave the University.  Through early 
intervention, and with mandated participation in academic-support programs, some of these at-risk students have 
already been helped to remain at UC Merced and ultimately to have the opportunity to succeed in completing 
their baccalaureate. Also, through adjustments in course delivery, especially to allow for different modalities of 
learning, the pass rate of at-risk students might be improved. As more majors are offered at our campus, students 
who need additional support to be successful learners can be advised to consider alternate degree pathways that 
may provide better opportunities for their academic success.  This initiative, which has just been started as an 
advising effort to "re-major" some low-achieving students, will be closely monitored.   
 
Timeline for Resolution: By or before Fall 2010, every lower-division course with a recurring failure rate of 25% 
or higher will have opportunity to embed a program of co-curricular support that includes peer tutoring, peer 
mentoring, and supplemental instruction. Staff advisors can also counsel students on their options for alternative 
majors.   To obtain consistent evidence of successful retention efforts, three areas of “high impact” on retention 
will continue to be closely monitored:  first-year programs, academic advising, and learning support.  (See p.9 of 
Appendix B: Student Success Essay for more detail about these high impact initiatives.)   
 
 
Engaging Lecturers in University Operations:    How to ensure that lecturers have the opportunity to participate 
fully in the assessment of teaching and learning?  (CFRs 1.2, 3.2, 3.4, 3.11)   
 
Approximately half the full-time lecturers at UC Merced participate in program assessment and review. Some 
lecturers may choose not to participate, but for those who are not systematically given these opportunities, the 
University will provide opportunities for their elective participation.  
 
Timeline for Resolution: Before Fall 2010 all lecturers will receive notices of program assessment and program 
review procedures.   
 
Challenges Ahead    
 
Campus Physical Facilities:    Over the next five years, how will UC Merced manage growth of programs in 
relation to the available space for teaching (lecture classrooms and laboratories) as well as laboratory space for 
research? (CFRs 1.5, 1.8, 3.2, 3.3, 3.4, 3.5, 3.9, 4.2)   
 
Given the economic downturn in 2009, UC Merced must adjust its growth to allow for reductions in state 
funding and other forms of revenue that support infrastructure development. In particular, we face a shortage of 
space for teaching classrooms, student extracurricular activities, and research labs.  The latter might require 
adjustments in hiring new faculty by focusing on those faculty that have little or no need for lab space.    
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Timeline for Resolution:  Annually, a newly formed Enrollment Management Council will address matters of 
enrollment, retention and graduation targets as part of budget and space planning.     
 
Centralized Assessment:   In a system of shared governance, how will assessment evolve?  (CFRs 1.2, 2.2, 2.3, 
2.4, 2.5, 2.7, 2.11, 4.1, 4.4, 4.6, 4.7, 4.8)   
 
The University does not have a centralized means of coordinating assessment results for institutional planning, 
but we are implementing key pieces of an assessment system with plans for further development at the 
institutional level of data gathering and analysis.   
 
Timeline for Resolution: In Fall 2009, well before our Educational Effectiveness report is submitted in Fall 2010, 
the University will have established an oversight committee for institutional assessment. Working with 
constituents throughout the University, that committee will have devised and implemented an institutional 
system of assessment that integrates curricular and co-curricular functions.   
 
Faculty and Staff Workload:   How can UC Merced sustain and advance our campus-wide accreditation effort 
for the Educational Effectiveness Review? (CFRs 2.4, 3.2, 3.3, 4.5)   
 
Compared to an established research university, the workload requirements of a new research university are 
extreme and unsustainable.   Everyone is overworked, but perhaps most of all in service functions because many 
routine matters of University operations are in various stages of underdevelopment and subject to frequent 
change as the campus evolves. Despite these workload demands, faculty and staff have distinguished themselves 
as thoughtful agents of progressive change in curricular and co-curricular operations, particularly through the 
efforts of nearly all the Faculty Accreditation Organizers and all the (staff) Evidence Providers. To date, only 
two FAO reports remain to be submitted, and these are in academic programs (economics and management) that 
are undergoing restructuring. Overall, faculty and staff have assumed workloads that define the limits of 
tolerance, while also demonstrating a commendable engagement in the Capacity and Preparatory Review.   
 
Timeline for Resolution: Over the next five years UC Merced will stabilize in its routine operations, particularly 
when delayed funding for administrative-support personnel becomes available and can match the previously 
accelerated pace of faculty hires during the early years of campus development.    
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May 26, 2010 
 
To:  Keith Alley, EVC and Provost 
 
From:  Evan Heit and Maria Pallavicini, Co-Chairs, SACA 
 
 
The Senate-Administration Council on Assessment (SACA) met seven times during the spring semester. 
As you know, the Council’s charge included making resource recommendations to the Administration 
regarding needs for accreditation, unit annual review, and program review. During the past year we have 
surveyed units on campus, developed principles for an institutional assessment system, and prepared 
resource recommendations for the 2010-2011 academic year.  
 
SACA recommends that resources for review and assessment be phased in over multiple years. 
Institutionally, we continue to learn about review and assessment needs, so we plan to return to the issue 
of resources needed for assessment in the upcoming year and make a multi-year recommendation at a 
later time. 
 
Process for Developing Resource Recommendations 


(1) SACA developed principles for institutional assessment. 
(2) Units received request for resources for assessment and program review. 
(3) SACA reviewed requests and made recommendations. 


 
1. Principles for an Institutional Assessment System 


• Provide localized, on-going, and direct assessment support to academic and co-curricular 
programs and administrative units to continue development of a culture of assessment focused on 
improving student learning and success.   


• Provide support at appropriate levels, from clerical support to high-level analytic and assessment 
functions. 


• Recognize faculty ownership of academic assessment, but provide local support, e.g., to FAOs, 
rather than paying faculty stipends to do what can be done by staff. 


• Connect annual and periodic program and unit assessment activities and results to integrate with 
institutional mission, goals and related institutional assessment initiatives.  


• Phase in resources over multiple years as the plans and needs of individual units become clearer 
in time. Continue to monitor workload, e.g., for FAOs.  


• Provide a dedicated staff member (Director of Assessment), reporting to the EVC. This Director 
of Assessment will provide a broad institutional perspective and coordinate annual and periodic 
assessment at the local level, ensure consistency in assessment practices, and disseminate results 
across the campus community. 
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2. Summary of Unit Responses for Resource Requests for Assessment and Program Review 
 


 
 
 
 
 
 
 
 
 


Unit Requested SACA Comments 
SoE No response Coordinate resources with ABET 


SNS Director of Student Success, 25% 
administrative analyst Concur 


SSHA 
Funds for standardized tests, 
photocopying, student employee 
for clerical work 


Has large numbers of majors and 
minors, Writing Program; no current 
high level support 


Grad Division 


Support needed for collection of 
annual assessment data and 
institutional analysis of graduate 
data;  Could be addressed by 
adding specialists/analysts to 
Schools/IPA or Grad Division 
 


Concur 


IPA New principal analyst and new 
administrative analyst Concur 


CIO No response May need support for e-portfolios 
Library No additional resources requested  


Student Affairs No new request Currently has 40% assessment person 


Administration-VCA Estimates 2 additional people for 
assessment  


VPUE No response 
Likely to need support for assessment 
of general education (e.g., CORE), 
pending plan 


CRTE 
Outlined scenarios in which 
CRTE’s support of assessment 
will increase or decrease 


For now, SACA recommends local 
support based in schools 


Academic Senate 


New principal analyst to provide 
organizational and operational 
support to Senate committees, 
school-level programs, and 
graduate groups during program 
review; assist in compiling data 
and reports.  


Concur 







SACA Recommendations 
 
 


Page 3 of 3 


3. Recommendations 
 
For 2010-2011, SACA recommends the following: 


(1) Create a campus-wide position of Director of Assessment (see description above) 
(2) Support at least one high-level assessment support staff (assessment specialist) in each school 
(3) Add principal analyst and administrative analyst in IPA 
(4) Add principal analyst to Academic Senate office 
(5) Establish a reserve fund for miscellaneous expenditures, annual and program review. 


 
Assessment Specialists: The assessment specialists will use the expertise of the professional assessment 
community and literature to connect local practices to ongoing developments in the UC and in higher 
education more broadly. In general, they will advise FAOs and other faculty members on best practices 
for assessment, annual review, and program review.  For example, assessment specialists will draft 
assessment plans based on program learning outcomes, help organize and implement data collection, 
assist with analyses including drafting analyses and reports, and make recommendations regarding future 
practices. SACA notes that schools vary considerably in the number of programs and students, e.g., 
SSHA has twice as many programs as any other school, so we recommend that assessment specialist 
workload in each school be monitored. 
 
Clerical Needs and Other Unanticipated Needs: SACA is concerned that clerical needs for assessment 
may exceed estimates from schools and recommends that this issue be monitored during the upcoming 
year. In addition, SACA recommends monitoring unanticipated needs for annual review and program 
review at the unit level. SACA recommends that a reserve fund be established for unanticipated needs for 
assessment support and that the EVC establish a process for funds to be requested and disbursed. For 
example, travel expenses for external members of program review teams could be $2500/year for each 
program undergoing review.  
 
FAO workload: SACA notes that FAOs reported heavy workload for assessment activities, which will 
increase with program review. Although two of three deans have not requested stipend support for FAOs, 
SACA recommends that the issue of faculty workload be monitored during the upcoming year, once 
assessment specialists are in place. SACA’s view is that it is preferable to provide high-level support to 
faculty rather than paying faculty to do what could be done by staff. With that said, SACA observes that 
much of the work done by FAOs would be done by a department chair or other faculty administrator at a 
mature university. 
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         October 8, 2009 
 


 
SENATE DIVISION CHAIRS 
SYSTEMWIDE SENATE COMMITTEE CHAIRS 
UNIVERSITY OF CALIFORNIA 
 
Re: Report of the Undergraduate Educational Effectiveness Task Force 
 
Dear colleagues: 
 
In response to a Senate request, the Undergraduate Educational Effectiveness Task Force (UEETF) 
was established and charged with developing procedures for identifying and articulating the 
educational objectives of UC undergraduate academic programs and with determining methods for 
evaluating the success of those programs. The enclosed report was produced after intensive analysis 
and consultation with faculty and administrators on all campuses. It proposes that each UC campus 
establishes departmentally-specific learning assessment programs with the dual aims of improving 
undergraduate education and informing the public about learning achievements of UC 
undergraduates.  
 
For your information, I have enclosed a cover letter in which the Clair Brown, the Chair of UEETF, 
introduces the report and explains its guiding principles; the report, itself; and a series of appendices. 
 
Although the request for review is being sent to all divisions and systemwide committees, any 
committee or division may decline to comment if they feel it is not in their purview. If you choose to 
review this, please send your comments to senatereview@ucop.edu by Please send your comments 
to senatereview@ucop.edu by Monday, January 4, 2010.  
 
Please do not hesitate to contact me if you have any questions regarding this request. 
       
Sincerely, 


 
Henry C. Powell, Chair 
Academic Council 
 
 



mailto:henry.powell@ucop.edu

mailto:senatereview@ucop.edu

mailto:senatereview@ucop.edu





Copy: Martha Winnacker, Academic Senate Executive Director  
 Clair Brown, Chair, UEETF 
 Hillary Baxter, Academic Planning Analyst, UCOP 
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Executive Summary 


The Undergraduate Educational Effectiveness Task Force (UEETF) strongly believes in 
assessment of student learning (1) as a means of improving the quality of undergraduate 
education, and (2) as the basis for communicating to the public the learning outcomes of UC 
undergraduates.  


UEETF believes that responsibility for assessing student learning resides with the faculty; should 
be discipline specific and locally (campus) defined, with Senate oversight and participation; and 
supported by the required administrative resources and infrastructure for effective 
implementation. 
  
UEETF, after careful study of assessment and accountability philosophies and practices, presents 
for the University community consideration a series of specific recommendations for assessment 
and accountability.  Overall we recommend that each campus have department/program-level 
undergraduate learning goals assessments to guide program improvements in undergraduate 
education, and each campus use the department/program-level assessments of student learning to 
communicate achievement of student learning outcomes to the public.  


While the present economic climate may limit substantial investment in the development of new 
tools and practices, UEETF believes that, even in these austere times, continual progress can be 
made in implementing assessment at the department/program level.  When better times provide 
more resources for undergraduate education, departments will have their on-going assessment 
processes to guide them in their innovations of the undergraduate program. 


UEETF recognizes that the assessment and accountability programs being developed at UC 
campuses will require time to implement fully.  These activities—developing the assessment 
process, performing departmental/program assessment, and developing accountability reports —
require effective administrative support at the campus and system-wide levels. 


Recommendations  


1. Each campus should have a learning assessment program in which faculty in every 
undergraduate major develop discipline-specific learning goals, map goals to the 
curriculum, and assess majors’ mastery of the learning goals.  Learning goals should 
include skills related to critical thinking, analytical reasoning, written communication, 
and other discipline-based skills.  Departmental assessment processes should be 
integrated with evaluation processes required by accrediting agencies so that each 
department has only one assessment program. 


2. The process and methods for properly assessing majors’ achievement of the 
department’s specific learning goals must be embedded in the curriculum (i.e., 
assessment is done periodically on a sample of assignments such as papers, labs, 
projects, and exam questions that represent specific learning goals).  The assessment 
process should build on existing departmental resources and structures and provide 
ongoing feedback to improve the department’s instructional program as well as to 
modify the learning goals and the assessment process. 
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3. Academic review of departmental undergraduate programs should include a review of 
the department’s learning assessment process, including an evaluation of how the 
results of the assessment of student learning are used to improve the undergraduate 
program.  Campus administrative leaders should incorporate the results of 
departmental student learning assessment into their strategic planning process. 


4. Campus-level development of department-level learning assessment programs should 
be supported by communication among UC campuses about experiences, materials, 
and lessons learned.  The Academic Senate, UC Office of the President, and other 
system-wide groups should endorse and support both formal and informal information 
exchange about learning assessment programs. 


5. Standardized tests to measure undergraduate learning, if used, must allow 
measurement of faculty-developed, curriculum-based learning goals, and the results 
should provide valid information that can be used to improve the department’s 
instructional program.  The learning goals evaluated by these tests should be 
appropriate to the major. 


6. Campuses should publicly communicate through relevant sources evidence of student 
and campus educational achievements, including information on every department’s 
learning assessment program.  The information should be user-friendly and available 
on the UC Undergraduate Campus Profiles websites which should have links to the 
departmental assessment programs. Information on the learning goals, the evaluation 
process, and measurement of majors’ achievement of these goals should be included in 
the public information about the departmental assessment programs. 


7. Campuses should consider developing methods of aggregating measures of students’ 
achievement of departmental learning goals into meaningful, comprehensive public 
statements about overall undergraduates’ learning achievement. Development and 
reporting of such aggregated measures is sufficiently complex that campuses should be 
supported in this effort by UCOP, the system-wide Academic Senate, and campus 
administrators (e.g., Undergraduate Deans).  


8. Because the value of a university education is made manifest in contributions over the 
graduates’ lifetimes, full assessment of the effectiveness of a UC undergraduate 
education must include information about what those graduates contribute to their 
families, communities, and workplaces.  UEETF supports the development of a UC 
exit and alumni survey across campuses. 


9. Campus assessment and accountability activities should include the broad array of 
information on student and campus achievement provided by existing reports, such as 
the University of California Undergraduate Experience Survey (UCUES), the Campus 
Profiles, and the University’s Accountability Framework.  UC should continue to 
collect information about the overall undergraduate experience to augment information 
derived from departmentally-based assessments. 


10. Given its responsibilities for curriculum and admissions matters, the Academic Senate 
will be a key player in any activity to develop assessment of and accountability for 
undergraduate education system-wide.  
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Introduction 


Responding to a recommendation by the Academic Senate, the Academic Planning Council in 
June 2008 charged the Undergraduate Educational Effectiveness Task Force (UEETF) with 
providing “guidance to campuses, particularly academic departments, on ways of developing and 
communicating learning objectives and student achievement of those objectives.”1  [Appendix 1] 


UEETF undertook a year of study, analysis, and discussion in developing our recommendations 
and report.  We also engaged with faculty and administrators across UC campuses, and our 
recommendations build on existing campus assessment programs.  These programs are faculty-
driven and supported by the Academic Senate. 


The product of these efforts is what we are proud to propose as the “UC Way to Educational 
Effectiveness”: each UC campus establishes departmental learning assessment programs with the 
dual aims of improving undergraduate education and informing the public about learning 
achievements of UC undergraduates.  This approach, which integrates assessment of student 
learning and accountability for educational effectiveness, is vital to ensure that UC 
undergraduates receive a world-class education that prepares them for future success. 


Context 


UC formed UEETF at a time when national discussion focused, in part as a response to 
recommendations of the Spellings Commission, on communicating to the public individual 
institution’s success in educating undergraduate students.  In response to conversations at the 
federal level, accreditation agencies incorporated requirements that colleges and universities 
report explicitly on the learning outcomes their students were expected to achieve. 


Postsecondary associations such as the Association of Public and Land Grant Universities 
(APLGU)2 and the American Association of State Colleges and Universities (AASCU) 
developed their own models of public accountability for educational effectiveness, including the 
use of standardized tests to compare student learning across institutions.  Other organizations—
the Association of American Universities (AAU) and the Association of American Colleges and 
Universities (AAC&U), for example—took a different approach to learning assessment that did 
not include standardized tests.  As part of our study, UEETF compared these various 
philosophies and methods of measuring and communicating educational effectiveness. 


                                                 
1 In June 2008, UC Provost Hume and the Undergraduate Education Planning Group, a subcommittee of the 
Academic Planning Council, formed two task forces:  the Undergraduate Educational Effectiveness Task Force 
(UEETF), chaired by UC Berkeley Professor Clair Brown; and the Postgraduate Outcomes Task Force, chaired by 
UCLA Assistant Vice Chancellor Ralph Amos. The latter was charged with recommending “methods by which the 
campus and the University as a whole can better describe and evaluate the longer term impacts of a UC 
undergraduate education.” http://www.universityofcalifornia.edu/senate/reports/ac.ucep.ug.edu.tf.0406.pdf 


2 Formerly the National Association of State Universities and Land Grant Colleges or NASULGC. 
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Definitions and Approach 


UEETF’s recommendations and report are based upon analyses of the literature, the various 
assessment approaches, national and international discussions (such as those associated with the 
Bologna Pact) as well as the requirements of accreditation bodies [Appendix 2].  The latter 
includes the Western Association of Schools and Colleges (WASC), the regional organization 
that accredits UC campuses, and ABET, the national organization that accredits postsecondary 
degree programs in engineering and applied science. 


UEETF’s analysis is grounded in the philosophy that good educational practice requires good 
learning assessment practices.  The ultimate goal of the assessment process is to ensure 
educational effectiveness. 


As defined by UEETF and as used in this report, assessment is an on-going three-stage process 
that identifies learning goals, measures students’ mastery of the goals, and uses the results to 
improve instructional programs as well as refine learning goals.  More precisely, the three 
iterative stages of assessment involve the following activities: 


o faculty clearly define and articulate the learning goals for their majors; faculty map 
those learning goals to the curriculum to demonstrate how students are expected to 
master the learning goals; 


 
o faculty assess student achievement of learning goals, i.e., faculty directly measure 


student learning outcomes and provide measurements of students’ achievement of 
learning goals; and, 


 
o faculty use information derived from the assessment process to improve the 


instructional program for majors and to refine learning goals.  


UEETF’s analysis also takes into consideration the goal of communicating to the public the 
learning achievements of UC undergraduates.  In particular, we are mindful of the UC 
President's obligation to inform various public constituencies, including those with funding 
responsibilities, about the educational effectiveness of the University of California.   


UEETF terms this important role accountability, and defines it as a reporting activity to the 
public that includes the learning achievements of UC undergraduates. 


Furthermore, UEETF believes that accountability must balance the need for concise summaries 
of UC undergraduate learning achievements with the requirement that measures of student 
outcomes be meaningful and related to instructional programs and their improvement. 
Accountability with respect to undergraduate learning is necessarily grounded in assessment, and 
some learning assessment outcomes can be used for accountability, as we show below. 
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Organization of the Report 


The assessment goal of providing useful feedback about undergraduate instructional programs 
for the purposes of innovation and improvement as well as the accountability goal of providing 
meaningful information to the public on undergraduates’ learning achievements dominate both 
the theory and practice of evaluating student learning outcomes at the college level.  They also 
form the organization of this report. 


The report is divided into two major sections, the first addressing student learning assessment 
and the second addressing educational accountability.  The section on learning assessment 
describes: 


• what is being done across UC campuses to implement assessment of student learning 
outcomes to improve undergraduate education,  


• what we have learned so far from the on-going assessment programs, and 
• how the programs can be strengthened at the campus level and supported system-wide.  


The section on accountability provides: 


• analysis of standardized tests of student learning to determine how useful such tests are in 
improving undergraduate education and in providing information about student learning 
achievement to the public; 


• exploration of how to use information from the learning assessment process for public 
accountability reporting; and 


• description of other information that is or can be communicated to the public about 
various aspects of undergraduate educational effectiveness. 


UEETF recommends that the “UC Way to Educational Effectiveness” is one in which 
information from the learning assessment process forms the basis of public accountability 
reporting. This approach will provide accountability to the public through measures of student 
learning outcomes yielded by assessment processes at the program level on all UC campuses.  


UEETF is mindful that educational effectiveness at the undergraduate level incorporates many 
aspects beyond classroom learning.  In addition to evaluating instructional experiences and 
learning, a comprehensive review of educational effectiveness must include evaluation of how 
other collegiate experiences prepare students for their many roles in life—in their families, 
communities, and workplaces.  This report focuses on defining and assessing student learning 
outcomes—activities the faculty deliver and control—as the primary way to evaluate educational 
effectiveness.  This focus is consistent with the UEETF charge.  However, because student 
learning achievements do not occur in a vacuum and a multidimensional array of information is 
required to provide a full picture, a portion of the report addresses the broader array of 
information available to evaluate educational effectiveness. 
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Stakeholders 


The assessment process for improving undergraduate education and for providing accountability 
requires that we determine what is measured and how it is measured, and we identify the 
stakeholders for the assessment information and the appropriate use of the information by them. 
The stakeholders comprise many distinct constituents.  These include the faculty, chancellors and 
other administrative leaders, the UC Board of Regents, state legislators, citizens of California, 
current and prospective students and their parents, donors, accrediting bodies and other 
organizations (governmental and non-governmental) that have an interest in UC’s educational 
effectiveness. 


With respect to student outcomes, each of these constituents may desire different types of 
information.  Some are interested in students’ learning achievements; others care more about 
students completing their bachelor’s degrees, perhaps pursuing graduate education or 
professional training, and making productive contributions to the economy; still others want to 
understand the cost and value of undergraduate education.  We see that even the most basic 
question, “What information should we provide to the public?” has multiple answers depending 
on which “public” we mean.  UEETF thinks that the information on educational effectiveness 
should include outcomes considered useful by a broad array of constituents [Appendix 3], and we 
try to accomplish this in our recommendations. 


UEETF hopes this report provides the critical information required to understand our 
recommendations.  Discussion and conclusions are based on a wide range of research and data, 
and references for these and other supporting materials are provided in the appendices.  Our 
collective hope is that this report proves useful to the University community as a whole and to 
the State of California. 


Section I: Assessment 


Summary: Faculty-driven assessment by departments or programs of their majors’ achievement 
of learning goals is a valuable and essential process for understanding student learning and for 
strengthening undergraduate curriculum at the program level. 


Recommendations: 


1. Each campus should have a learning assessment program in which faculty in every 
undergraduate major develop discipline-specific learning goals, map goals to the 
curriculum, and assess majors’ mastery of the learning goals.  Learning goals should 
include skills related to critical thinking, analytical reasoning, written communication, 
and other discipline-based skills.  Departmental assessment processes should be 
integrated with evaluation processes required by accrediting agencies so that each 
department has only one assessment program. 


 
2. The process and methods for properly assessing majors’ achievement of the 


department’s specific learning goals must be embedded in the curriculum (i.e., 
assessment is done periodically on a sample of assignments such as papers, labs, 
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projects, and exam questions that represent specific learning goals).  The assessment 
process should build on existing departmental resources and structures and provide 
ongoing feedback to improve the department’s instructional program as well as to 
modify the learning goals and the assessment process. 


 
3. Academic review of departmental undergraduate programs should include a review of 


the department’s learning assessment process, including an evaluation of how the 
results of the assessment of student learning are used to improve the undergraduate 
program.  Campus administrative leaders should incorporate the results of 
departmental student learning assessment into their strategic planning process. 


 
4. Campus-level development of department-level learning assessment programs should 


be supported by communication among UC campuses about experiences, materials, 
and lessons learned.  The Academic Senate, UC Office of the President, and other 
system-wide groups should endorse and support both formal and informal information 
exchange about learning assessment programs. 


 
The Goals and Process  


The goals of the assessment process are to understand how students progress through the major 
to achieve specific skills and knowledge and to use the evaluation of student learning outcomes 
to improve the instructional program.  


Assessment of learning outcomes is based upon the premise that students learn specific skills and 
knowledge in their undergraduate programs.  Faculty have the responsibility for describing the 
department’s learning goals, mapping them to the undergraduate curriculum, and assessing the 
students’ achievement of those goals, i.e., measuring student learning outcomes.  Direct 
assessment of learning goals is done through evaluation of student performance in a sample of 
specific assignments, such as problem sets, lab assignments, studio projects, written reports or 
papers, and exam questions.  


Several major questions and issues must be addressed in developing an assessment process, and 
experts have grappled with these issues over a long history.  In particular, UEETF addressed the 
following questions: 


• What are learning outcomes?  Who defines them?  Are they global, generic and related to 
general education?  Or are they specific, curricular and related to the major? 


• What type of metrics should be used to evaluate learning?  What should be the range of 
coverage for these measurements?  That is, should there be one test for all students or 
separate evaluation mechanisms by subgroups?  Can some students “opt out” and if so, 
on the basis of what rules?  Can there be multiple assessments simultaneously? 


• Who is accountable for student learning outcomes (i.e., is it connected to the curriculum 
and who is responsible for ensuring student learning achievement)? Is there regular 
review of the results? 


• How can the University demonstrate accountability for overall student learning? 
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• Who are the “stakeholders” for information about student learning?  Who has access to 
the data and under what conditions?   


Importance of Context/Discipline in Assessing Performance 


A key question for UEETF was whether assessment of student learning is better practiced within 
a general context (e.g., assessment of undergraduates on global skills on a national basis without 
specific links to their majors) or within a disciplinary context.  A long-standing debate about 
which approach is better has not produced a definitive answer.  However, based on the 
available evidence, UEETF has determined that learning goals that are developed within 
the context of a discipline provide a richer and more rigorous set of knowledge and skills 
than learning goals situated in a general context, and thus we focus on assessment at the 
program level.   A more detailed discussion of the limitations of general standardized testing as 
a method of assessing student learning, and the limited usefulness of such information in helping 
to improve a department’s instructional program, is included in the second section dealing with 
accountability.   


The debate over the importance of context in performance evaluation is as old as the 
development of the formal psychometric methods that undergird most contemporary 
educational/psychological measurement systems.  The fundamental and still unresolved issue is 
whether valid information about the impact of an instructional program or about the skills of an 
individual can be gleaned from a static assessment instrument independent of the context in 
which the instruction was delivered or in which the skills are to be utilized.  


Closely related to the practices for learning assessment in undergraduate education are the 
practices that guide the assessment of learning outcomes in medical and other professional 
schools.  These forms of assessment are far more complicated and nuanced than almost anything 
that has been proposed for undergraduate assessment.  They are always done in the context of a 
given profession and what is taken to be the mandatory skill set for that profession, including 
ethical behavior.  For many of these areas, the ultimate learning indicator is the percentage of 
students passing the licensing examinations.  It is typical for such assessments to have 
components that go beyond written answers (e.g., the dental exams requiring production of 
finished models). 


Professional schools also have a long history of performance-based assessment of students (and 
by implication of the instruction that they receive), including moot court for law students, 
sophisticated body simulators for practice surgeries by medical students, and full scale project 
design for those in architecture.  Professional assessment both by examination and by 
performance is always developed in the context of the training.  Even in domains with high 
levels of generalization, such as ethics, assessment is conducted with examples and situations 
specific to the field of training. 


For assessment of undergraduate learning, the issue parallels a long standing debate in writing 
instruction, which has a large literature associated with it.  The fundamental question is whether 
writing is a general skill that transfers to all areas or writing is something that is taught and needs 
to be mastered and assessed in context.  Many believe that in order for writing to be effective it 
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has to be consistent with the fairly narrow conventions of a particular field and, by extension, the 
assessment of the effectiveness of writing instruction must be done within the context of that 
field.  Similar arguments can and have been made in the domain of critical thinking.  For 
example, can critical thinking be assessed in a meaningful and rigorous way independent of 
knowledge of a particular field—as in general questions that can be understood by all majors—or 
does critical thinking need to be assessed within the context of a discipline? 


This debate continues with both theoretical and empirical arguments. While the literature is quite 
large and varied and while studies do not provide a single conclusion, UEETF agrees with the 
following consensus: 


• The expression of mastery of learning outcomes, particularly for such “deep learning” 
outcomes as critical thinking, quantitative reasoning, and written communication, is 
substantially different in different academic domains (Laird, Shoup, and Kuh, 2005). 


• Variation in student performance across academic domains (i.e. departments) at any one 
institution is substantial.  For example, Chatman (2007 – p. 1) reports that the UCUES 
data demonstrate “greater variance among majors within an institution than between 
equivalent majors across institutions” on a series of academic items.  


• For an assessment to be useful for the improvement of undergraduate education (in 
addition to providing accountability evidence), the assessment must be viewed by the 
faculty of the unit in which improvement is being sought as being relevant to the 
instructional program. 


 
• For assessment of institutions to be valid collectively (i.e. aggregated over students and 


departments), they must be valid at the level of the major (department). 


UEETF therefore recommends assessments designed for specific majors.  Faculty should define 
learning goals for the major, map the goals to the curriculum, and directly assess student 
achievement of the goals.  Based upon assessment programs now evolving at UC campuses, 
UEETF thinks that the learning goals of departments should include discipline-specific critical 
thinking, analytical reasoning, written communication, and other discipline-based skills.  A 
discipline-specific approach provides a more meaningful assessment of student learning 
outcomes and is more useful for improving instructional programs than is an assessment method 
based upon a generic set of learning outcomes evaluated out of context. 


Learning from On-Going Assessment Programs 


Assessment programs under development at UC and other universities, including Virginia and 
Maryland, demonstrate practices that are effective in developing learning goals and evaluating 
student learning achievements while minimizing the resources used.  Because development of 
assessment is at a relatively early stage, we do not think that specific programs currently in use 
necessarily represent “best practices.”  Here we highlight ongoing assessment processes—a mix 
of campus-wide and departmental efforts—aimed at improving undergraduate education, along 
with other goals such as communicating the process to various stakeholders. 
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UC Campus Assessment Initiatives and Illustrative Program Activities 
 
Senate-mandated, Department-specific Assessment Process at UC Berkeley 
The Berkeley campus is in their second year in a Senate-mandated, faculty-driven, discipline-
specific assessment process for each major.  Departments have developed learning goals for their 
majors and mapped the learning goals to the curriculum.  Links to each major’s Undergraduate 
Learning Goals will be available online in summer 2009.  In the current phase, departments are 
developing pilots for direct measures of their students’ performance in achieving these learning 
goals [Appendix 4]. 
 
Improving Critical Thinking and Writing Skills at UC Davis 
The Davis campus is working to improve students’ critical thinking and writing skills through a 
Spencer-Teagle Foundation funded initiative to improve undergraduate student learning and 
assessment in systematic ways.  The campus’s objective is to experiment with new courses 
and/or new teaching elements/modules that could be incorporated into existing courses.  In one 
curricular pilot, the University Writing Program is partnering with a large department to develop 
pedagogically-appropriate writing assignments for a large General Education class.  The goal of 
the pilots is to shift to outcomes-based and value-added assessment measures of effectiveness of 
student learning.  Examples of assessment activities include program documents, user/client 
surveys, collection of course materials and student work, interviews of students and faculty.  
Evaluation of rubrics and digital archives serves as a centerpiece of this effort. 
 
Student Learning in the Major Initiative at UC Irvine 
UC Irvine developed a multi-year plan to assist faculty to guide their departments toward 
establishing assessment programs for their major. The campus-wide initiative is in its second 
year and provides workshops, consultations, and assessment grants to Senate faculty to help 
identify learning goals in the major, to align learning goals to the major's curriculum, and to 
assess whether graduating majors were meeting those goals. Each department was requested to 
provide a progress report on where it is in the assessment process by December 2008 [Appendix 
5]. 
 
Use of Capstones for Assessment at UCLA 
UCLA is using capstone courses for assessing student learning for WASC review. Capstone 
experiences provide students the opportunity to demonstrate mastery and integration of 
knowledge and learned abilities within a discipline. UCLA requires departments applying for 
capstone certification to establish learning outcomes and associated assessment approaches 
related to capstone experiences. Departments are provided with assistance in achieving this and 
to that end UCLA has prepared a document, Guidelines for Developing and Assessing Student 
Learning Outcomes for Undergraduate Majors (currently in draft form) to provide guidance for 
all majors, whether capstone or not [Appendix 6]. 
 
Alignment of Course and Program Outcomes at Merced 
As a new campus, UC Merced has had the opportunity to focus on learning even before its first 
undergraduate class was admitted.  Faculty have developed course-level student learning 
outcomes (SLOs) to support student achievement of program learning outcomes (PLOs) in 
undergraduate majors and graduate curricula.  SLOs are required for new course approval as per 
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pending Academic Senate policy.  They appeared in most fall 2008 and nearly all spring 2009 
course syllabi and will be listed in all syllabi hereafter.  Alignment of these course outcomes 
with program outcomes has started and will be refined over time using the results of annual 
assessments.  Furthermore, program outcomes are being mapped onto the institutional principles 
of general education.  This process includes review of links between the campus mission as a 
“student-centered research university” and the research opportunities and expectations afforded 
by campus programs.  Across all schools and degree levels, the Center for Research on Teaching 
Excellence is supporting learning outcomes and assessment efforts through workshops and 
consultations. 
 
Riverside: Testing and Other Learning Assessments 
Riverside has been involved in significant assessment efforts.  One is the piloting of the 
Collegiate Learning Assessment, a standardized test to measure student critical thinking, 
analytical reasoning, and written communications skills.  The test and Riverside’s experience 
with it to date are discussed in detail Section II of this report. 
 
Also now underway is an initiative to clearly define, measure and evaluate learning outcomes 
both for general education requirements and for individual baccalaureate majors as well as 
graduate programs.  As part of this effort, faculty participated in several seminars and workshops 
to guide outcomes development and identify assessment mechanisms.  In November 2008, UCR 
held a Summit on Learning Outcomes and Assessment which was the official “call to action” for 
the College of Humanities, Arts, and Social Sciences (CHASS) and the College of Natural and 
Agricultural Sciences (CNAS).  These two colleges have now developed outcomes for nearly all 
of their respective degree programs.  Both outcomes and associated assessments go into a 
database—the Online Assessment Tracking System (OATS).  Assessment specialists are reviewing 
and providing feedback based on the information generated from OATS.  All programs will submit a 
multi-year assessment plan.  For most, the first assessments will occur in 2009-10.  
 
Assessment Project in UC San Diego’s Department of Psychology 
The Department of Psychology at UCSD is conducting an experiment to determine if it is 
feasible to assess the degree to which their students (with special emphasis on majors) have 
achieved mastery of a set of predetermined learning objectives through assessment of their 
mastery of these objectives within the context of regular course examinations.  After agreeing on 
learning outcomes, based on those adopted by the American Psychological Association, faculty 
members are determining which courses are most likely to offer opportunities for mastery of the 
outcomes.  Faculty are developing test items keyed to the desired outcomes to embed in end-of-
term examinations. [Appendix 7] 
 
UC Santa Barbara Support for Assessment Development 
The Santa Barbara campus, through its Instructional Development program in the Office of 
Academic Programs, has sponsored events to focus attention on the benefits and challenges of 
assessment, and the campus has provided grants to assist faculty in implementing assessment 
activities.  Instructional Development has hosted national experts in assessment, presented 
findings from pilot studies, sponsored discipline-specific presentations (e.g., Geology, Asian 
American Studies), and invited participation of faculty from other UC campuses.  In addition, 
learning assessment figures prominently in the institutional proposal for campus accreditation 
review.  
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Student Learning and Reaccreditation at Santa Cruz 
UCSC received its most recent reaffirmation of accreditation in 2005.  At this juncture, the 
campus is embarking on preparations for the next reaccreditation cycle with articulation of 
educational objectives at the department level as an important focus.  Administrators and faculty 
are actively engaged in activities to move this agenda forward.  Both the Undergraduate Dean 
and members of the faculty participated in a system-wide student learning outcomes workshop 
held in November 2008.  Already select departments engage students in summative learning 
experiences through capstone requirements for a written thesis or other project.  
 
Pilots to Integrate Campus-wide Assessment Programs with ABET Evaluations in 
Engineering Programs at UC Berkeley and UCLA  
At UCLA and Berkeley, the engineering undergraduate degree programs have developed 
elaborate procedures for satisfying ABET assessment requirements. The program learning 
outcomes are dictated by ABET, with flexibility to tailor them to the particular program. At 
UCLA every required course in the curriculum (and every course at Berkeley) is associated with 
a subset of the program learning outcomes and must provide evidence of student achievement of 
the learning outcomes.  The course instructor devises specific assignments (e.g. final exam 
questions or projects) in order to evaluate student mastery of the learning outcomes and then 
provides suggestions for future improvement to the course.  In addition, UCLA students fill out 
surveys giving their opinions as to how well they learned the course topics (as distinct from the 
learning outcomes).  
 
At UCLA, undergraduate engineering programs require a capstone design course in which 
majors integrate the knowledge and skills they have acquired throughout the curriculum. Either 
the ABET assessment or UCLA’s capstone assessment process can be used by the engineering 
programs to satisfy WASC assessment requirements. At Berkeley a CEE assessment pilot is 
annually assessing five courses. The instructor evaluates specific student learning outcomes 
demonstrated by selected course assignments (e.g., laboratory experiences, projects, and 
examination questions), and determines the extent of student mastery of the outcomes. All upper 
division courses will be included in the assessment process on a rotating basis. The UCLA and 
Berkeley experiences will hopefully provide examples of assessment that minimize the burden 
on faculty and staff resources and provide timely feedback to the programs for improving 
undergraduate education. 
 
Assessment Initiatives and Activities at Other Universities and Organizations 
 
University of Maryland – Program and Campus-wide Assessment 
At the University of Maryland, goals for student learning have been established in nearly 400 
programs and are available on a public website. In addition, UM faculty have written learning 
goals that span multiple common expectations for all UM undergraduates, including critical 
thinking and research skills, written and oral communication, science and quantitative reasoning, 
information literacy, and technological fluency. The campus also provides workshops tailored to 
the requestor’s needs. Topics cover an overview of learning outcomes assessment and the 
campus process; establishing student learning outcome goals and objectives; methods for 
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assessing student learning outcomes; designing rubrics for evaluating student learning outcomes; 
and utilizing results of student learning outcomes assessment. 
[https://www.irpa.umd.edu/Assessment/LearningOutcomes/] 
 
University of Virginia – Using Rubrics for Assessment 
The University of Virginia uses course assignments both for grading and for providing 
assessment of specific learning goals. The University designed an assessment template that uses 
rubrics to evaluate student assignments, including items such as papers, key exam questions, 
essays, or presentations, to measure student mastery of specific learning goals.  The instructor 
applies the relevant rubrics for specific student learning outcomes to a student assignment, and 
the rubrics are used to assess four levels of competency for mastery of the skills and knowledge 
described in the learning goals.  UVA also sponsored a pilot study of a software product that 
facilitates on-line interactive grading of student work using rubrics.  The completed rubrics can 
be shared with students to provide detailed feedback on their work.  In addition, they are 
automatically stored in a database, which can be used to aggregate and analyze the data in order 
to assess student learning. [http://www.web.virginia.edu/iaas/assessment/assessrubrics.htm] 
 
Association of American Colleges and Universities 
The Association of American Colleges and Universities (AAC&U) has long called for the 
academy to take responsibility for assessing the quality of student learning in college and has 
issues a number of reports on the subject.  AAC&U has taken the approach that learning 
outcomes can be stated broadly, with departments and majors developing discipline-specific 
curriculum and assessment measures that can be aggregated into comprehensive statements 
about the institution’s educational effectiveness.  Their list of “essential learning outcomes” was 
developed by faculty from member institutions. 
 
AAC&U supports the premise that while outcomes can be stated generally, they must be 
cultivated and assessed in context. They offer guidance for developing a comprehensive 
assessment framework and other aspects of the assessment process. Their VALUE Project (Valid 
Assessment of Learning in Undergraduate Education) reflects the philosophy of learning 
assessment that faculty evaluation of the quality of student work is more meaningful and reliable 
compared to standardized tests administered to samples of students outside of their required 
courses. [http://www.aacu.org/peerreview/pr-wi09/pr-wi09_index.cfm] 
 
Western Association of Schools and Colleges 
The University’s regional accrediting body, the Western Association of Schools and Colleges 
(WASC), revised its standards in 2001 and 2008.  Each time, among other changes made, there 
was increased emphasis on student learning and on institutional demonstration of educational 
effectiveness related to learning.  Through its accreditation standards and criteria for review 
[Appendix 8], WASC requires the following: 
 


• a system of measuring student learning; 
• for baccalaureate programs, development of core learning abilities and competencies 


including, but not limited to, college-level written and oral communication; college-level 
quantitative skills; information literacy; and the habit of critical analysis of data and 
argument; 
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• clear statements of student learning outcomes and expectations for student attainment at 
the course, program and, as appropriate, institutional level; 


• sharing of these outcomes and expectations widely and faculty assumption of collective 
responsibility for establishing, reviewing, fostering, and demonstrating the attainment of 
these expectations; and, 


• systematic review of all institutional programs that includes analyses of the achievement 
of the program’s learning objectives and outcomes. 


 
At UC campuses, the faculty-driven process of developing learning goals for majors in each 
department is a valuable process for both faculty and students to think about the undergraduate 
program.  Both faculty and students are finding the process to be useful: faculty appreciate the 
link between evaluation of student mastery and improvement of the undergraduate program; 
students appreciate how the learning goals reflect both the way in which the curriculum fits 
together and the higher-order skills and knowledge they are learning. 
 
Observations and Lessons Learned To Date 


On-going assessment programs provide guidelines for creating an effective and cost-efficient 
assessment process.  These lessons are not fully developed rules and are offered as insights 
gained from experience. UC campuses are at different stages in developing department-level 
assessment programs, and campuses can learn from each other.  UEETF supports exploring ways 
for the Academic Senate and UC Office of the President to facilitate this learning. 


Experiences to date provide the following five guidelines for an assessment process that 
evaluates and improves undergraduate programs on an on-going basis:  


• The process of developing and assessing learning goals should be discipline-specific (i.e., 
for majors), faculty-driven (i.e., developed and implemented by instructors), and owned 
by departments (i.e., not by campus administration). 


 
o Review of the department’s assessment process should be a key element of the 


academic review of a department’s undergraduate program. 
 
o Learning goals across departments include key higher educational goals, such as 


critical thinking, analytical reasoning, and written communication, as well as 
other discipline-appropriate skills and knowledge. The learning goals are taught 
differently according to the discipline, and students’ mastery of many of the goals 
can be evaluated and measured within the context of the program curriculum. 
However, students' achievement of some goals, such as lifelong learning skills 
and using education to help society, are observed after they leave the university. 


 
• The assessment process must be integrated into other evaluation activities, such as 


WASC and ABET, so that no department has more than one assessment process. 
 


o The approaches currently being developed at the UC campuses mesh well with 
the WASC evaluation of student learning outcomes. 
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o The assessment process currently being undertaken for ABET could possibly be 


streamlined to be more effective as a tool for improving education while at the 
same time reducing the resources required. 


 
• The process of assessing student learning outcomes should be embedded in the current 


curriculum in a way that uses existing resources and provides on-going feedback used to 
improve the undergraduate program. 


 
o Direct assessment of student learning outcomes requires evaluation of the overall 


skills and knowledge that majors achieve by the time they graduate. This can be 
accomplished with assessment of the learning achievements of advanced majors 
done periodically on a sample of assignments, such as papers, labs, projects, and 
exam questions that represent specific learning goals. Assessment can include 
evaluations of capstone assignments or evaluation of assignments in upper 
division courses on a rotating basis.  


• Departments should put their learning goals materials on their web sites so that students, 
prospective students, and the interested public can learn more about what departments 
teach in their majors. For example, the web site can state learning goals, map these goals 
to the curriculum, explain how student learning outcomes are evaluated, and provide 
examples of student achievement of specific goals through assignments, such as papers, 
lab reports, problem sets, portfolios, exam questions.  


• Assessment requires faculty input into the process at every stage, and the implicit cost of 
faculty time should be identified, estimated, recognized and supported. Also, evaluation 
and management of the assessment process requires knowing the resources required, 
including faculty and staff time, as well as the benefits, including innovations and 
improvements in undergraduate education and high (or improving) achievement in 
student learning outcomes. 


 
o Budget cuts for UC are impacting the ability of the assessment process to 


implement improvements in undergraduate programs. For example, capstone 
courses such as thesis seminars and lab-intensive courses are being cut or 
curtailed in order to teach large lecture and required courses. Implementation and 
evaluation of the assessment process must realistically take into account the 
teaching resources available to departments across campuses.  


Overall, UEETF sees defining and assessing learning goals for majors and improving 
undergraduate curriculum as an on-going process, which each department uses to evaluate and 
improve its undergraduate program and which students use to understand and deepen their 
learning in the major. The assessment process is intimately linked to the improvement process 
because it is faculty driven, and faculty are in charge of and responsible for student learning. 


Based on the information sharing and collaboration that is already taking place across UC 
campuses, UEETF thinks that UC system-wide groups, including the Academic Senate, have an 
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important role to play in supporting the assessment processes across campuses, especially in 
facilitating the sharing of learning goals materials and experiences across campuses and 
departments, both formally and informally.  


Assessment of learning goals might be aggregated to the campus level with some willingness to 
aggregate different approaches to learning goals and different types of metrics. However, if these 
aggregations are made, they should remain specific to the campus and not be used as a 
comparison of student learning outcomes across campuses. To make such a comparison would 
require scientific development of a metric that is applied across all campuses and can be 
controlled for differences in the characteristics of the student bodies and for differences in 
instructional targets. Such a scientifically developed metric is not available and would be 
expensive to design and implement. If the University of California is interested in developing a 
metric that can be used across campuses, UEETF urges UCOP to invest in a carefully designed 
research and development project that requires all metrics meet specific requirements of validity, 
reliability, and connection to curriculum, as discussed above. The costs and time required for this 
type of research project would be large, as would be the costs of implementation. The benefits 
for undergraduate educational effectiveness relative to the costs of developing and implementing 
such a metric are not known.  


The assessment of undergraduate student learning is part of a much larger picture of the 
experiences that UC students have and of the enduring value of their UC education and of 
demonstrating how well the UC system is doing in providing world-class education to California 
students at a reasonable cost to its citizens.  


We discuss both the use of department-specific student learning outcomes and the use of other 
measures of student experiences and performance next in the Accountability section.  
 


Section II: Accountability 


UEETF takes a broad view of accountability and the university’s obligation to demonstrate to the 
public the learning achievements of UC undergraduates and the educational effectiveness of UC. 
However, some proponents of accountability have pushed for a narrow approach that provides a 
single measure of student learning achievement. For this reason, in this section we provide an 
evaluation of national standardized tests as a method for learning assessment and accountability.  
Discussion follows on the use of student learning outcomes measurements from the assessment 
process as an accountability approach, and we then offer a description of other methods of 
conveying multidimensional information about student learning and achievement to the public. 


Standardized Tests and Accountability 


Summary: Accountability for undergraduate learning achievement requires providing 
information to the public that can be appropriately used to evaluate the University of California’s 
performance in meeting its goals and mission in educating undergraduates. Accountability 
requires information that is simple for the public to understand, yet broad enough to provide 
meaningful measures of student experiences and performance, which include departmental 
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measures of student learning. Measures derived from national standardized tests fail to gauge 
adequately or to communicate meaningfully the learning that is achieved by UC undergraduates. 
Accountability related to student learning and achievements is best served by measures derived 
from the assessment process but includes many dimensions beyond this core.  Accordingly, 
information about those other dimensions is also an important part of accountability to the public.  


Recommendation: 


5. Standardized tests to measure undergraduate learning, if used, must allow 
measurement of faculty-developed, curriculum-based learning goals, and the results 
should provide valid information that can be used to improve the department’s 
instructional program.  The learning goals evaluated by these tests should be 
appropriate to the major.  


Some stakeholders, including government officials and business leaders, desire a single measure 
of overall student learning achievement to use for higher education accountability. A score on a 
standardized test of student learning outcomes is often touted as a metric that can be used to 
evaluate student learning achievement and to capture institutional “value added” to learning. By 
“value added,” UEETF refers specifically to changes in a student’s capabilities (e.g., critical 
thinking) attributable to instruction over the course of the student’s undergraduate years.   


Several standardized tests are available which purport to provide an overall score of student 
performance and value added for undergraduates at a given campus that can be compared to 
other universities, regardless of courses taken, major program selected, or university enrollment 
characteristics. One widely-used standardized test is the Collegiate Learning Assessment (CLA). 
The test claims to measure the institutional value added to students’ generalized reasoning and 
learning skills by assessing samples of incoming freshmen and graduating seniors.  


In order to evaluate how well this type of standardized test measures a campus’ student learning 
performance and to what extent it can be used as a single measure of accountability, UEETF 
analyzed the CLA. Our analysis revealed strengths as well as many failings of this type of tool 
when employed for assessment and accountability purposes. 


UEETF’s review concluded that there is insufficient information available to demonstrate 
whether the CLA provides meaningful, valid, and reliable value-added information on student 
learning that can be compared across campuses. Many questions have been raised about the 
extent to which this test provides valid and reliable indices of value added (or other formulations 
of the consequences of college attendance), i.e. whether the CLA is psychometrically sound for 
the purposes of assessing change.3 Questions also remain unanswered about what the CLA is 
actually measuring and the extent to which it evaluates learning beyond a minimal level of 
general abilities. UEETF is especially concerned that the CLA does not pass the important test of 
being a useful tool for improving undergraduate education, because the CLA is not linked to the 
                                                 
3 Validity” concerns whether and to what degree there is evidence to support inferences based on test scores about 
what is being measured and about their use as a basis for making decisions. “Reliability” concerns whether and to 
what degree a test assigns numbers (“scores”) to individual qualities in a stable and consistent manner. 
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undergraduate curriculum.  UEETF remain unconvinced by arguments made by the CLA 
developers on these important questions (CAE, 2008, Klein et al., 2007, 2008). 
  
Overview of the Collegiate Learning Assessment 
 
The CLA was developed by Council for Aid to Education (CAE) with the RAND Corporation to 
provide a standardized measure of student skills in critical thinking, analytic reasoning or 
problem solving, and written communication. The test measures general abilities in these three 
areas rather than skills or knowledge that are based in disciplinary context.  This factor 
substantially limits the usefulness of these types of tests, particularly with respect to value-added.  


By administering the test to samples of incoming freshmen and graduating seniors with scores 
standardized for students’ SAT exams, the CLA calculates a measure to indicate the institution’s 
contribution or value added to student learning; the primary unit of analysis is the institution not 
the student.  Tests are administered online and present problems that require students to analyze 
complex material and provide written responses (not multiple choice answers). The three-hour 
test has two 90-minute parts, Performance Task and Analytical Writing. Human raters use 
scoring guides to grade the students’ answers online and computerized scoring is also used.  


Under the CLA program, institutions typically test a sample of first year students in the fall and 
an independent sample of seniors in the spring. (Some institutions elect to conduct longitudinal 
analyses through repeated assessments of the same sample of students over time, provided they 
do not drop out, but it is a costly approach). The cross-sectional samples usually include 100 
freshmen and 100 seniors. Students participate on a voluntary basis and are randomly assigned a 
sample of assessment tasks online by the program. Two reports are generated. The first report on 
the freshmen testing looks at how the entering class compares to CLA participants at other 
schools (adjusted for SAT or ACT scores). Then, after testing of seniors in the spring, a second 
report evaluates the school's value added, again on a comparative basis.  


To adjust scores for pre-existing differences among students’ academic abilities across campuses, 
a mean expected CLA score is computed for the freshmen and for seniors at the school. The 
expected values are based on (a) the general academic ability of the students prior to 
matriculation (as measured by SAT or ACT scores) and (b) the typical relationship between SAT 
or ACT scores and CLA scores across all colleges and universities participating in the CLA 
program. The difference between the means of how well the freshmen performed relative to the 
expected CLA score (i.e., residual freshmen score) and of how well the seniors performed 
relative to the expected CLA score (i.e., residual senior score) is standardized and treated as the 
institution’s value added estimate. Finally, the three scores (residual freshmen score, residual 
senior score & value added estimate) are converted to percentile ranks and then performance 
levels are assigned. The percentile ranks and performance levels are used to compare student 
performance across institutions. 
 
UC Riverside is the only UC campus that has used the CLA.  Results are shown below as an 
example of how CLA scores are calculated. UC Riverside students performed “above expected 
value added” when a voluntary sample of 161 freshmen (fall 2005) was compared to a random 
sample of 92 seniors (spring 2006). 
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CLA tests results at UC Riverside 2005-6 


                                                        Freshmen           Seniors                Value Added 


Mean SAT Score                                  1090                 1066                          -- 


Expected CLA Score                            1104                 1184                        80 


Actual CLA Score                                1083                1219                     136 


Difference (actual - expected) *              -21                       35                            57 


Difference (actual - expected) **          -0.40                  0.80                          1.20 


Performance Level ***                            At                     At          Above Expected 


*In scale score points. **In standard errors. ***Performance levels and percentile ranks 
are: Well above expected (90-99%), above expected (70-89%), at expected (30-69%), 
below expected (10-29%), and well below expected (0-9%).   


Freshmen: Based on the average SAT score (1090) of freshmen sampled, the expected 
average CLA score was 1104, which is above the actual average CLA score of 1083 but is 
still within the expected range (“At expected”). 


Seniors: Based on the average SAT score (1066) of seniors sampled, the expected 
average CLA score was 1184, which is below the actual average CLA score of 1219, but 
is still within the expected range (“At expected”). 


Value Added: Based on the average SAT scores of freshmen and seniors sampled, the 
senior average CLA score is expected to be 80 points higher than the freshman average 
CLA score, and this difference is CLA’s estimate of the expected value added at UC 
Riverside. In fact, the actual senior average CLA score was 136 points higher than the 
actual freshman average CLA score, which is “Above expected value added”. 


 


Summary of UEETF Analysis of CLA 


Research and analysis of the CLA, as it has been developed and used to date, can be summarized 
by five major concerns [see Appendix 9]: 
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• Concerns about usefulness of the scores 
o The nature of the scoring does not convey useful and rich information to the 


public about what students have learned. 
o Tests are not linked to the students’ disciplines or courses of study, and so scores 


cannot be used to improve instruction. 
 


• Concerns about validity  
o Description of the standards by which the test’s tasks were developed is not 


provided. 
o The appropriateness of the selected “broad abilities” for scoring is only broadly 


justified and lacks a rigorous foundation. 
o Findings are not yet available on validity of inferences, especially with respect to 


instructional improvement. 
 


• Concerns about reliability 
o Because the student samples are not scientifically representative, the results can 


vary considerably for an institution depending on the students in the sample. 
o Cross campus differences in sampling methods, differences in student populations, 


and other variables make comparisons across universities nonscientific and not 
comparable. 


 
• Concerns about measures of “value added” 


o The measure of value added by an institution is developed as a comparison to 
other institutions; i.e., it is a relative rather than an absolute score of student 
achievement. 


o The value added measure does not discriminate between learning that might have 
occurred generally or as part of the maturation process from learning that 
occurred from coursework. 


 
• Concerns related to test administration 


o Sampling methodology problems include variability due to demographic 
characteristics (e.g., academic disciplines, race/ethnicity/gender); stability of 
scores using a different senior population than those tested as freshmen; and 
differences in test versions across institutions. 


o Without clear reasons for taking the test, students may not be motivated to 
participate in the survey if requested, or to give their full effort to the three hour 
test. 


Other Perspectives on the CLA 


As with many controversial policies, advocates and critics have conflicting views about the value 
of standardized tests for assessment. Examples of varying pro and con points of view on the 
CLA can be found in articles and discussions published on the Inside Higher Education website 
[http://www.insidehighered.com; e.g., Lederman, 2006, 2008; Banta, 2007. Even colleges who 
have used and continue to use tests such as the CLA acknowledge that there are many known 
shortcomings and unknown potentially confounding factors. Moreover, some researchers, such 
as Banta [http://www.insidehighered.com/views/2007/01/26/banta], have concluded, “While 
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standardized tests can be helpful in initiating faculty conversations about assessment, our 
research casts serious doubt on the validity of using standardized tests of general intellectual 
skills for assessing individual students, then aggregating their scores for the purpose of 
comparing institutions”.  


Approximately 210 colleges and universities have used CLA since 2002. Since 2005, 30 
members of the Council of Independent Colleges (CIC)/CLA Consortium have used CLA and 
sought to learn from their experiences [http://www.cic.org/projects_services/coops/cla.asp]. In a 
report, they describe their experiences as having been “challenging in some respects” and 
“progress has not always taken a straightforward path” (p. 2), yet they have an optimistic outlook, 
“Through their perseverance, the members of the consortium have begun to demonstrate that the 
CLA is an effective, helpful, and meaningful tool…” (p. 4). 
[http://www.cic.org/publications/books_reports/CLAreport.pdf]. In 2007, 47 members of CIC, 
none of whom are major research universities, extended and expanded the program to go through 
2011 with two additional goals: to engage faculty more in the CLA process, and to pair CLA 
results with other assessment measures, such as NSSE student surveys or portfolio analysis. The 
addition of information beyond the CLA emphasizes the belief among CIC members that such 
information would provide more robust diagnostic information to use in targeting areas for 
improving instruction and student learning. 


The California State Universities have been required to administer the CLA, and some campuses 
have challenged its usefulness. In March 2009, the Academic Senate of California State 
University, Chico, adopted a resolution that included:  


Whereas, Data generated by this assessment violates all minimum established thresholds of 
scientific validity; specifically the threats associated with Mortality, History, Maturation, 
Instrumentation, Regression, and Selection; and 


Whereas, With respect to degree programs, local campus assessment professions have been 
fully engaged in developing a unified effort to measure student learning outcomes expected 
by accrediting agencies, professional organizations, and the California legislature; and … 


Resolved, That the Academic Senate of California State University, Chico considers the 
Cross-Sectional Collegiate Learning Assessment to be an invalid means of determining the 
quality of a university education, and is therefore of no use in improving the quality of 
education; … 


The full text of the resolution is available at the faculty senate website for CSU Chico. 
[http://www.csuchico.edu/fs/supporting_docs_as/Mar%2012,%202009/CLA%20Resolution%20
3-12-09.pdf] 
 
In a statement regarding assessment of learning outcomes and use of such measures as a part of 
accountability, Association of American Colleges and Universities (AAC&U) provided a 
number of arguments against generalized testing and in favor of more disciplinary-specific 
methods, stating that “insights point toward a curricular strategy for educational accountability, 
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rather than a reliance on standardized and generic testing.” 
[http://www.aacu.org/publications/pdfs/StudentsBestreport.pdf] 
 
In a similar statement on the use of assessment in higher education, the Consortium on Financing 
Higher Education (COFHE), composed of private colleges and universities, stated its 
“commitment to self-evaluation” and advocated “locally-based, faculty-driven attempts to define 
and measure the skills and capacities that each institution emphasizes to meet its educational 
goals. This approach will be more meaningful, and ultimately more effective, than any nationally 
standardized test.” [http://www.assessmentstatement.org/index_files/AssessmentStatement.pdf] 
 
Conclusions About the Use of Standardized Tests for Assessment and Accountability 
 
UEETF’s analysis raised enough questions about the meaning, scope, reliability and validity of 
the CLA that UEETF could not endorse its use as a means of providing a metric of broad 
cognitive abilities that has potential for use in improving teaching and learning.  At the simplest 
level, we note that the use of the CLA scores communicates nothing to the public about what 
students have learned. In addition, we have substantive concerns regarding reliability and 
validity of the CLA metrics, and the costs of the program. While the preceding discussion has 
centered on the CLA, we believe similar concerns extend to the use of “general education” tests 
developed by ACT (CAAP, Collegiate Assessment of Academic Proficiency) and the 
Educational Testing Service (MAPP, Measure of Academic Proficiency and Progress).  


UEETF does not recommend the use of the CLA or similar tests as an accountability tool. 
However, campuses may decide to use standardized tests locally for program improvement 
purposes, provided such tests can be validly tied to locally-developed learning outcomes that are 
incorporated into the curriculum. UEETF does not think that UC campuses should be required or 
encouraged to use standardized tests such as the CLA. UEETF questions their value when used 
in parallel with other forms of evaluation because of the inappropriate and illusory independence 
of the assessment from subject matter knowledge, along with the relatively poor evidence of 
what the scores demonstrate and how the scores can appropriately be used.  


UEETF thinks that any generalized statements about student achievement for accountability 
purposes must be grounded in the departmental assessments described earlier. We recognize that 
this approach requires faculty development of evaluation metrics at the departmental/program 
levels, and that these metrics are not developed to be compared across programs, departments or 
universities. Nevertheless, we think that the ongoing assessment at the department/program level 
across UC campuses is a superior approach that provides rich and valuable information on 
student learning, and which can be conveyed in useful forms to the public for accountability 
purposes as well as used by departments to improve undergraduate education.  


Next we explore how to link the locally-derived, faculty-developed assessment process and its 
metrics to public statements of accountability. 
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Educational Effectiveness and Institutional Accountability: Measuring Learning 
Outcomes  
 
Summary:  Educational effectiveness requires using discipline-specific assessment results as the 
primary indicator of student learning outcomes for accountability, along with broader measures 
of student experiences and performance. 
 
Recommendations: 


6. Campuses should publicly communicate evidence of student and campus educational 
achievements through relevant information sources, including information on every 
department’s learning assessment program.  The information should be user-friendly 
and available on the UC Undergraduate Campus Profiles websites which should have 
links to the departmental assessment programs. Information on the learning goals, the 
evaluation process, and measurement of majors’ achievement of these goals should be 
included in the public information about the departmental assessment programs. 


 
7. Campuses should consider developing methods of aggregating measures of students’ 


achievement of departmental learning goals into meaningful, comprehensive public 
statements about overall undergraduates’ learning achievement. Development and 
reporting of such aggregated measures is sufficiently complex that campuses should be 
supported in this effort by UCOP, the system-wide Academic Senate, and campus 
administrators (e.g., Undergraduate Deans).   


Providing institutional accountability through simple transparent measures of institutional 
performance and using assessment of department’s student learning outcomes to improve 
undergraduate education are distinct activities and responsibilities. With this distinction in mind, 
measures from department-level assessments of student learning outcomes can provide the 
primary accountability information to demonstrate undergraduate student learning. These 
learning outcomes, along with the broader measures of student performance currently available 
in the Campus Profiles and UCOP Accountability Framework Report, should be used to indicate 
UC’s educational effectiveness to the public. 


Linking Locally-Derived Assessment Measures with Institutional Accountability 


Our suggestions of how measures of learning outcomes can be used for institutional 
accountability are based on the assessment programs at the UC campuses. In particular, we look 
at how the direct assessment measures being developed at the department-level (and integrated 
into WASC and ABET), can be used for accountability purposes. 


UEETF recommends that the measures of student learning used for accountability be developed 
within the context of a discipline, as discussed above. Therefore, no single metric of student 
achievement can be compared across different departments, campuses or systems. The innate and 
inescapable heterogeneity of discipline structure, content, and instructional delivery; the 
heterogeneity of students in majors and across campuses; and the heterogeneity of institutional 
missions and characteristics prohibit a meaningful standardized approach to assessment of 
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student learning outcomes. The proper assessment of learning outcomes requires the ability to 
determine how students respond to a particular curriculum and the ability of that information to 
modify the instructional program and its delivery.  


However, UC campuses have the potential to develop indicators of campus-level learning 
outcomes, based on department-level assessments of student learning outcomes, and these 
campus-level indicators can provide valuable metrics for accountability. UEETF encourages 
campuses, in their ongoing development of department-level assessment programs, to explore 
ways in which these discipline-specific measures can be aggregated or otherwise summarized 
into succinct compelling public statements that convey the essence of student learning 
achievement at that campus. 


To our knowledge, no model exists that can be used directly by the UC campuses to aggregate 
discipline-specific direct assessments of student learning outcomes. Although common higher-
learning goals are being assessed across departments on a campus and across campuses, the 
actual way that the goals are manifested varies across disciplines (and even campuses). The 
measurement of the mastery of a specific goal (e.g., critical thinking or written communication) 
has its own characteristics depending on the discipline, and the measurements of student learning 
are not directly comparable. To aggregate the student learning outcomes across a campus 
requires the aggregation of different rubrics and different ways of presenting the same skill. 
Although a method of aggregation can be developed with care and creativity, the interpretation 
of campus aggregated measures must be done in a way that correctly reflects the diversity of the 
discipline-specific outcome measures being combined. 


The system-wide Academic Senate, especially through the University Committee on Education 
Policy (UCEP), and the UC Office of the President can facilitate the development of campus-
level aggregated measures.  They can support these efforts directly with brainstorming meetings 
and exchange of information across campuses and indirectly with resources to allow such 
exchanges to occur.  Work of Divisional Academic Senates and campus administrators such as 
Undergraduate Deans would also benefit from system-wide support. On-going resources will 
also be required for the actual calculation of aggregate measures and the reporting of results to 
the public.   


In addition, UEETF recommends that each UC campus communicate to the public their 
departments’ measurements of student achievement. This communication can be accomplished 
in a user-friendly way using the Campus Profiles (discussed below).  Profiles can direct the 
public to departmental descriptions of learning goals as well as assessment processes and can 
provide measures of student achievement of goals through examples of student work. 


In particular, UEETF recommends that departments develop meaningful metrics for higher-order 
learning goals, such as critical thinking skills, analytical reasoning, and written communication, 
with these goals being customized to fit each department.  There should be the explicit 
recognition that at UC these higher-order skills are taught within a discipline-specific context. 
Public information on departmental assessment processes and student learning outcomes will 
show interested stakeholders what the learning goals are for majors in each department, how the 
majors’ performance is assessed, and to what extent majors are achieving the learning goals. A 
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critical benefit of this approach is that this department-level assessment process is linked to on-
going curriculum improvements, which is used in the review of academic programs and is being 
incorporated by WASC into their accreditation reviews of campuses. 


The aspiration of some stakeholders to compare student performance across different campuses 
or universities presents a complex problem that may not have a solution that allows an unbiased 
or meaningful comparison. Indeed, a growing chorus of experts finds the problem insoluble, 
even while appreciating current attempts. UEETF does not think that a valid and reliable metric 
of student performance or a scientifically developed value added metric of such learning (i.e., 
similar to what the Collegiate Learning Assessment and other approaches claim to measure) is 
feasible. Although UEETF members appreciate the simplicity and power that a single metric of 
the university’s value added would provide, responsible accountability requires that such a 
metric pass the scientific requirements of any metric used by the research community. Because 
we believe (1) that advanced education and learning, such as practiced at the University of 
California, is discipline-specific, and (2) that student learning outcomes reflect the instructional 
program as well as the characteristics of the students and the resources available, UEETF 
recommends that accountability measures be program- and campus-specific. 


Using a Broad Range of Information for Accountability 


Summary: Accountability for UC’s educational effectiveness must include information on 
student experiences and performance outside the classroom. A complete picture of student 
learning requires a broad array of information, including student and alumni surveys and other 
information already available. 


Recommendations: 


8. Because the value of a university education is made manifest in contributions over the 
graduates’ lifetimes, full assessment of the effectiveness of a UC undergraduate 
education must include information about what those graduates contribute to their 
families, communities, and workplaces.  UEETF supports the development of a UC 
exit and alumni survey across campuses. 


 
9. Campus assessment and accountability activities should include the broad array of 


information on student and campus achievement provided by existing reports, such as 
the University of California Undergraduate Experience Survey (UCUES), the Campus 
Profiles, and the University’s Accountability Framework.  UC should continue to 
collect information about the overall undergraduate experience to augment information 
derived from departmentally-based assessments. 


Institutional accountability of educational effectiveness must include information on student 
experiences and performance outside the classroom, where undergraduates also learn and prepare 
to contribute in their families, communities and work places. A rich and complete picture of 
student learning requires a multidimensional array of information, which complements and 
expands the student learning outcome assessments. UEETF thinks that UC accountability to the 
public must include multiple indicators that permit evaluation of the goals and mission of the UC 
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system, and below we look at three existing or recommended sets of public information that 
provide insight into educational effectiveness: 1) Current Reports to the Public; 2) 
Undergraduate Perceptions of Their Educational Experiences (UCUES); and 3) Perceptions of 
Graduating Senior and Alumni. 


Current Reports to the Public 


A vast array of information for accountability is currently provided to various stakeholders of the 
University of California and is publicly available. This information includes reports in response 
to: federal agencies, the California State Legislature, and state agencies; UC Regents and campus 
organizations; professional associations and accrediting agencies; private foundations; news 
organizations, including college guide books; ad hoc requests for information from state and 
national commissions, task groups, and committees; and individual requests from prospective 
students and parents. In addition each campus collects and reports various data related to 
educational effectiveness to support academic program reviews and internal resource allocation 
and decision-making processes.  


Here we briefly describe two main sources of public information as they relate to Educational 
Effectiveness: UC Campus Profiles and UC Accountability Framework. Both sources draw upon 
the UC undergraduate survey (UCUES, described below) and on the Common Data Set (CDS), 
which UC campuses publish on their web sites. CDS includes data on enrollment, graduation 
rates, and degrees conferred. [Appendix 10] An example of the Common Data Set can be found 
at http://planning.ucsc.edu/irps/OFFICE/cds_2008-09.pdf. 


UC Undergraduate Campus Profiles 


In response to national efforts of public universities to improve public understanding of their 
goals and activities, each UC campus has created a Campus Profile that is substantially similar in 
appearance and content to the Voluntary System of Accountability’s (VSA) College Portraits 
[Appendix 11 provides links to each UC campus profile].  Because VSA requires that 
standardized test scores (e.g., CLA) be used to report student learning outcomes and because UC 
campuses plan on reporting discipline-specific learning outcomes instead of standardized test 
scores, UC does not participate in VSA [Appendix 12].  


Following VSA, the Campus Profiles report data on student experience and perceptions, 
including some items related to learning outcomes.  UC Profiles also include other information 
of interest to prospective students and their parents that are not required by VSA. Examples of 
the information on the Profiles include: 


• undergraduate demographic profile (gender, race/ethnicity, geographic distribution, age) 
• admissions and cost-of-attendance information 
• retention rates and time to degree 
• undergraduate research opportunities 
• graduate education 
• the research enterprise 
• distinguished faculty 
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In a section on “Other Student Learning Outcomes,” the Campus Profiles report student self-
perceptions in various skills as a freshman and as a senior from the UCUES survey. The Profiles 
typically report results on the following skills and abilities: 


• critical thinking skills 
• ability to write clearly and effectively 
• understanding a specific field of study 
• quantitative skills 
• understanding of international perspectives 
• leadership skills 
• interpersonal skills 
• self awareness  


Each campus provides information on activities in assessing learning goals and other educational 
effectiveness information. Several campuses have links to their undergraduate student learning 
initiatives, department assessments of student learning, and WASC accreditation reports. As 
department-level assessment information becomes available, UEETF recommends that campuses 
post links to this information. 


Information from the Graduating Senior Surveys and Alumni Surveys (see section below) will be 
added to the UC Profiles when available. UEETF recommends that campuses continue to use the 
Campus Profiles as the primary site for providing the public with information about student 
learning achievements, including links to department’s assessment information. 


UC Accountability Framework 


The Accountability Framework (AF) was initiated by President Yudof and presented to the 
Board of Regents in September 2008.  The introduction states the purpose of the AF:   


“The framework measures campus and University wide performance in meeting key 
research, teaching, public service and other goals. It includes an annual report that takes a 
broad look at access and affordability, student success, research impact and funding, 
faculty diversity and quality, and other issues. In addition, the framework will include 
periodic sub-reports that bring specific areas more sharply into focus. Together these 
reports — all of them made public via the World Wide Web and distributed in printed 
form to the Board of Regents, the California Legislature and state officials — will 
provide a clear look at the University that will be used to support: 


 transparency and public accountability; 
 strategic planning and decision making; 
 budgeting, including budget trade-off decisions; and 
 management performance evaluation. 


In these regards and for these reasons, it is one of the highest priorities of University 
President Mark Yudof and the University of California Board of Regents.” 
[http://www.universityofcalifornia.edu/accountability/] 
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The report includes over 100 measures of performance for the UC system and for each campus. 
Data over time and comparisons with UC’s eight peer campuses (Harvard, Stanford, Yale, MIT, 
Michigan, Virginia, Illinois, and Buffalo) are also provided when available. AF indicators related 
to undergraduates include information on [http://www.universityofcalifornia.edu/accountability/] 


• undergraduate success 
• undergraduate student experience 
• undergraduate affordability 
• undergraduate access 
• undergraduate student profile 


Undergraduate success measures include retention/graduation rates, degrees awarded, degree 
aspirations and post-graduation plans of graduating seniors. Undergraduate Student Experience 
measures provide UCUES results for seniors that are identical to those listed in the Campus 
Profiles.  


The Accountability Framework acknowledges the limitations of the data and intercampus 
comparisons. Campus comparisons of measures of student success, such as graduation rates or 
time to degree, may be useful to the public. However, as discussed above, campus’ discipline-
level assessments of student learning outcomes are not comparable across campuses because of 
the considerable differences in program mix, student bodies, assessment definitions and practices. 


Undergraduates’ Perceptions of Their Educational Experience 
 
With the advancement of on-line surveys, and the standardization of survey instruments and 
administration, campuses now collect and follow student behavior and perceptions from the time 
of application to several years (or more) after graduation. The UC system began in the mid-
1990s to administer enrolled student surveys and alumni surveys across all UC campuses. The 
success of these efforts led to the development of the UC Undergraduate Experience Survey 
(UCUES), which is part of the Student Experience in the Research University (SERU) Project 
initiated in 2002 [http://cshe.berkeley.edu/research/seru/]. SERU’s goal is to create information 
that broadens our understanding of the undergraduate experience and promotes a culture of 
institutional self-improvement, and creates a group of researchers to study the survey results 
[http://cshe.berkeley.edu/research/seru/summary.htm]. Although longitudinal research is still 
fairly limited, major advances in research on changes in UC student perceptions and behaviors 
will likely occur in the next few years. Integration of student learning outcomes with student 
perceptions of the educational experience will also be possible.  
  
UCUES is administered on-line at all UC campuses to all undergraduates in the spring every 
other year and on some campuses every year. Response rates range from 30% to 50%. All 
students complete the core items and 20-30% of the respondents are randomly selected to 
complete additional items or modules related to academic engagement, civic engagement, 
student development, student services, and optional items (wild card module). The core module 
includes items related to the students’ perceptions of their level of proficiency on various skills 
and abilities when they started at the campus and currently (e.g., analytical and critical thinking 
skills, ability to appreciate the fine arts); satisfaction with various aspects of the educational 
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experience; participation in various academic activities (e.g., assist faculty in research for pay, 
make classroom presentations, frequency in going to class unprepared); and use of time (e.g. 
hours spent studying). 


Several campuses provide their UCUES results on the web [Appendix 13].  In addition, the UC 
Campus Profiles and the Accountability Framework report UCUES results for seniors in: 


• group learning experiences  
• active learning experiences  
• perceptions of institutional commitment to student learning and success  
• overall student satisfaction  
• experiences with diverse groups of people and ideas  
• interactions with faculty and staff. 


UCUES provides important information to the campuses and the public on UC undergraduate 
experiences. UEETF encourages UC campus institutional research offices, research centers, and 
faculty to continue to conduct analytical studies that integrate data from student surveys, 
assessment of student learning outcomes, and other academic and non-cognitive measurements.  


Alumni’s Perceptions of Their Educational Experience 


Another important part of assessing the value of an undergraduate education is learning what our 
graduates do in graduate education, in their jobs and in their contributions to their families and to 
society. Surveys of undergraduates as they go off to the next stage in their lives, as well as what 
they are doing in five and ten years, is an important part of assessing the value of their 
undergraduate education at UC. 


Almost all UC campuses administer a graduating senior or career destination survey on an 
annual basis [Appendix 14]. These surveys tend to be career-oriented and are administered by the 
campus’ Career Center. They are focused on placement activities rather than student experiences 
and outcomes. Some UC campuses survey their alumni beyond the first year of graduation. Most 
alumni surveys are either conducted by individual departments or colleges or by the Alumni 
Association. Many Colleges of Engineering survey their alumni as part of the ABET 
accreditation requirements. Many Alumni Associations survey the alumni to receive feedback on 
marketing and services offered by the Association and typically do not include measures of 
student learning outcomes or satisfaction items related to their undergraduate experiences. 


In 2007, the Association of American University (AAU) presidents and chancellors unanimously 
approved a resolution calling for AAU institutions to administer a graduating senior survey and 
an alumni survey to measure student perceptions and outcomes. AAU developed prototype 
surveys with the goal of promoting comparable data collection across institutions from seniors 
on their college experience and their immediate post-graduation plans, and to track alumni into 
their future careers (every five years). 


UEETF supports the AAU recommendation that campuses develop an alumni survey that 
incorporates a set of core items that would allow comparisons across the UC campuses and 
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among the AAU campuses, and that would be administered immediately upon graduation and 
after graduation (e.g., 5 years and 10 years post-graduation). UEETF supports the work of the 
UC system-wide Postgraduate Outcomes Task Force, which may serve as advisory committee to 
the development of a UC alumni survey by making recommendations for content, survey process 
and overall data management and administration. 
 


The Path Ahead 


Summary:  Undergirding all the recommendations in this report is the firm belief that learning 
assessment is a responsibility of the UC faculty, who are strongly committed to communicating 
information about undergraduate learning achievements to the public. Because assessment 
should be part of the instructional process, department-level assessment must be on-going, 
regardless of the state budgetary climate. Faculty are supported by administrative resources in 
delivering instruction and must receive required administrative support for assessment activities 
as well.   


Recommendation: 


10. Given its responsibilities for curriculum and admissions matters, the Academic Senate 
must continue to be a key player in any activities to develop assessment of and 
accountability for undergraduate education system-wide.  


The campus-level assessment programs being implemented at UC campuses are a critical process 
for ensuring educational effectiveness, and that the resulting measures of student learning 
outcomes are a critical component of accountability to the public of the achievements of UC 
undergraduates. UEETF believes that accountability can be linked to faculty-driven assessment 
to inform the public and to improve undergraduate instruction.  The recommended “UC Way to 
Educational Effectiveness” will benefit the University system, the state government, and the 
citizens of California. 
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Charge to Undergraduate Educational Effectiveness Task Force 
 
 
Reporting to the Undergraduate Education Planning Group, a subcommittee of the Academic 
Planning Council, the Undergraduate Education Effectiveness Task Force is charged with 
providing guidance to campuses, particularly academic departments, on ways of developing and 
communicating learning objectives and student achievement of those objectives. This charge 
derives from the enduring value of UC’s academic culture for quality assurance; from President 
Dynes’ commitment to include in other accountability measures being developed for UC 
campuses “student learning information that the public can use to evaluate our educational 
quality;” and from WASC requirements that expect information on learning outcomes, in a 
departmental context. 
 
The UEPG believes the locus for educational assessment is the faculty, at the department level, 
and that the program review process may be the best structure for incorporating explicit 
expectations and evaluations of student learning. UEPG’s charge to the Task force, within these 
assumptions, is to provide guidance to faculty that will allow the University to describe for its 
undergraduate students, their families and interested citizens what specific learning objectives 
are and what constitutes successful learning in specific courses of study. 
 


  The Task Force shall recommend from best practices it discovers at UC and other 
institutions effective tools, resources and examples of undergraduate learning 
expectations and assessment measures that meet UC’s standards of academic quality. 


 The Task Force shall recommend ways of using existing practices and structures, such as 
the program review process, to incorporate explicit learning expectations and assessment 
measures. 


 The Task Force shall suggest ways that divisional Academic Senates, department chairs 
and Deans might effectively incorporate its recommendations. 


 
Membership shall include department chairs, evaluation specialists, faculty and administrators 
with experience and commitment to assessing student learning across a range of disciplines, and 
at least one member of the Undergraduate Education Planning Group. This task force is 
complementary to the Postgraduate Outcomes Task Force that will concurrently work on 
developing methods for outcome assessment of educational effectiveness based on the work, 
activities and accomplishments of UC graduates. 
 
It is expected that the Task Force shall produce its recommendations in easily and widely 
accessible format, such as web sites. Its work should be completed within the 2008-09 academic 
year unless its membership finds that the scope of work makes it necessary to extend that 
deadline. 
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Non-Campus Faculty (research) * * * * * * * * * * * * * * * * * * *


Press-Rankings / Publishing Guides * * * * * * * * * * * * * * * * * * * * * * *


Press - (General) * * * * * * * * * * * * * * * * * * *


Voters / Citizens * * * * * * * * * * * *
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Student Learning in the Major Initiative at UC Irvine 
UC Irvine has developed a multi-year plan to assist faculty and staff to identify and assess 
learning outcomes in the undergraduate majors and to use the results to strengthen student 
learning.  The campus-wide initiative, called the “Student Learning in the Major,” was launched 
in 2008 and focuses on helping departments identify and assess student learning outcomes for 
each undergraduate major.  The Division of Undergraduate Education (DUE) has taken the lead 
through its Office of Research & Evaluation (R&E).  As part of the initiative, each department 
was required to provide a progress report by December 2008, on the status of where they are in 
the process of developing learning goals and a plan for assessing whether graduating majors 
were meeting those goals.  Toward that end, DUE and Academic Affairs has sponsored two 
rounds of assessment grants to provide one-time funds of up to $10,000 to support Senate faculty 
to guide their department toward establishing assessment programs for their major. 


Here are two examples of two pilots: 


Chemistry faculty have identified and itemized a list of student learning outcomes that is 
desired of all graduating chemistry majors. They have identified the individual courses within the 
curriculum that develop those outcomes and have aligned course learning outcomes with 
program learning outcomes.  Also, by collaborating with Network and Academic Computing 
Services, they have set up a system to collect student work products (exams, lab reports, term 
papers, etc.) in electronic format and saved in virtual spaces as portfolios for instructor (or 
student) reflection and for development of valid rubrics for assessment of learning outcomes.  
Portfolios from a random sample of juniors and seniors will be examined and evaluated using the 
rubrics.  Finally, as part of the department’s ongoing assessment plan, a departmental 
Assessment Committee will be formed to analyze and summarize assessment data and 
communicate recommendations on how the major could be strengthened to the Chemistry 
faculty.  


Writing instructors have launched a pilot to assess upper-division writing. The three goals for 
the assessment project were to develop a scoring rubric that could be used to assess writing skills 
and techniques across academic disciplines, to assess the quality of student writing produced in 
upper-division writing courses, and to determine whether such student characteristics as first 
language and transfer vs. high school status impact the quality of student writing.  Because the 
upper-division writing requirement can be fulfilled through a wide array of courses designed and 
offered by individual academic schools, the rubric for this pilot assessment needed to be broad 
enough in scope to capture writing skills and techniques that exist across disciplines.  Six writing 
elements emerged as relevant to writing across disciplines; (1) mechanics (grammar, 
punctuation, etc.), (2) source usage mechanics, (3) organization and structure, (4) audience, (5) 
familiarity with disciplinary discourse, and (6) critical thinking/analysis.  The six writing 
elements that emerged through the review process appear as four categories within the Upper-
Division Writing Assessment Rubric: critical thinking and analysis, use of evidence/research, 
development and structure, and generic and disciplinary conventions.   Four levels of quality, (0) 
little or no evidence, (1) some evidence, (2) good, and (3) mastery, were defined for each of the 
writing rubric’s writing categories.  A random selection of papers from two upper-division 
writing courses were collected for use in this pilot assessment study and assessed by six readers, 
with extensive writing instruction experience.   
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Use of Capstones for Assessment at UCLA 
 
For its ongoing WASC Review, UCLA chose as one of the three themes, “Shaping 
Undergraduate Education via the Capstone Experience.”  Capstone experiences provide students 
the opportunity to demonstrate mastery and integration of knowledge and learned abilities within 
a discipline.  UCLA has identified five criteria that define a capstone experience.  Major 
programs that require all students to take a capstone course are certified as “capstone majors.”  
 
Capstone Criteria: 
1. The project must require that the student engage in a creative, inquiry-based learning experience that deepens 


the student’s knowledge and integration of the discipline. 
2. The project may be completed individually or by a group of peers, provided each student is given agency; each 


student’s contribution must be significant, identifiable, and graded. 
3. The project must culminate in a tangible product that can be archived (including film, video, etc.) for at least 


three years by the responsible unit (department or program). 
4. The project must be part of an upper-division course or courses totaling at least four units, usually within the 


curriculum established for the student’s major or minor. 
5. Opportunities should be provided for capstones to be shared within a broader community, such as presenting 


papers at a student forum, posting projects on the web, giving a performance or arranging an exhibit, etc. 
 
Since capstones typically draw broadly on, and bring into focus, the learning outcomes for 
academic programs, UCLA decided to align its capstone initiative with the articulation of 
programmatic learning outcomes.  Moreover, we recognized that assessing students’ capstone 
performances also serves usefully as a diagnostic for a program, facilitating the process of 
curricular review and reform within academic units that have capstones.  Therefore, we require 
departments applying for capstone certification to establish learning outcomes and associated 
assessment approaches related to capstone experiences.   
 
UCLA’s experience with the first group of capstone majors revealed that departmental faculty 
can benefit greatly from assistance in articulating learning outcomes and framing their 
assessment.  A document (Guidelines for Developing and Assessing Student Learning Outcomes 
for Undergraduate Majors, currently in draft form) has been written to provide such guidance 
for all majors, whether capstone or not.  For capstone majors in particular, the Guidelines 
document provides explicit guidance with the following steps: 
 
 establishing learning outcomes, 
 creating an assessment plan that revolves around the capstone project and will support student attainment of 


those outcomes, 
 evaluating capstone products for evidence of student learning, 
 reflecting on how assessment findings may inform pedagogical practice and/or curricular planning, 
 determining the effectiveness and limitations of the assessment process,  
 communicating findings and associated implications with those who are involved with the program, and 
 incorporating discussion of the assessment process and findings within the Academic Senate Program Review 


process.  
 
Further assistance will be provided to departments beyond the Guidelines document; the Center 
for Educational Assessment and the Office of Instructional Development will work with faculty 
to set up an appropriate assessment plan and schedule.  Departments will receive this help two to 
three years before their self-review report is due for the Academic Senate Program Review 
process. 
 
This Appendix draws on documents written by UCLA’s Capstone Workgroup and individuals in the office of the 
Vice Provost for Undergraduate Education. 







  APPENDIX 7 


 
 
Assessment Project in UC San Diego’s Department of Psychology 
 
At UCSD’s Department of Psychology we are conducting an experiment to determine if 
it is feasible to assess the degree to which our students (with special emphasis on majors) 
have achieved mastery of a set of predetermined learning objectives through assessment 
of their mastery of these objectives within the context of regular course examinations.  
The full description of the process has previously been described and is included in the 
current documentation of this committee.  The key elements, briefly described, are: 
 


1. Determine a set of learning outcomes that are agreed upon by the unit. 
2. Determine a set of courses for each agreed upon learning outcome that are highly 


likely to offer the opportunities for mastery of the specified outcome. 
3. Create a set of items (including multiple choice, short answer, essay, etc.) that can 


be used in regularly scheduled, end of term examinations.  These items must be 
such that they can be directly linked to the learning outcome in the sense that it is 
highly unlikely that the question would be answered incorrectly if the learning 
objective had been mastered. 


4. Have the faculty member(s) responsible for the course select a set of items that 
are associated with one or more learning outcome associated with that course (see 
step 2 above) and are content appropriate to the course to be embedded in final 
examination,. 


5. Amass results from repeated testing sessions and estimate the percent of students 
for each learning objective who fail to demonstrate mastery of the learning 
objective. 


6. Utilize the results of Step 5 for feedback to the undergraduate studies committee 
in order to plan revisions to the curriculum. 


 
As of January 1, 2009 the Psychology Department has: 
 


1. Agreed to conduct the experiment. 
2. Has adopted a formal set of Learning Outcomes (the American Psychological 


Associations guidelines) 
3. The Learning Objectives are being posted to the Department’s Website (in the 


Undergraduate Education section) as a public statement of the Department’s 
commitment to these Learning Outcomes. 


4. Begun the prioritizing of the order in which the Learning Objectives (of which 
there are more than a few) will be included for assessment. 


5. Begun amassing the item pool which will be needed to conduct the assessment. 
 







  APPENDIX 8
  
  


WASC  
Standards at a Glance  


 
 


Standard I: Defining Institutional Purposes and Ensuring Educational Objectives  
 
Institutional Purposes 
1.1 Formally approved, appropriate statements of purpose; define values and character  
1.2  Clear objectives; indicators of achievement at institutional, program and course level; 


system to measure student achievement; public data on achievement.  
1.3  High performance, responsibility, accountability of leadership system  
 
Integrity  
1.4 Academic freedom  
1.5 Diversity: policies, programs and practices  
1.6 Education as purpose; autonomy  
1.7 Truthful representation to students/public; timely completion; fair and equitable policies  
1.8 Operational integrity; sound business practices; timely and fair complaint handling; 


evaluation of performance.  
1.9  Honest, open communication with WASC; inform WASC of material matters; follow  
 WASC policies  
 
 
Standard II: Achieving Educational Objectives through Core Functions  
 
Teaching and Learning  
2.1 Programs appropriate in content, standards, level; sufficient qualified faculty  
2.2 Clearly defined degrees re admission and level of achievement for graduation 


 Undergraduate degree requirements  
 Graduate degree requirements  


2.3 Student Learning Outcomes (SLOs) and expectations for student learning at all levels; 
reflected in policies, advising, information resources, etc.  


2.4 Faculty responsibility for attainment of expectations for student learning  
2.5 Students involved in learning and challenged; feedback provided  
2.6 Graduates achieve stated levels of attainment; SLOs embedded in faculty standards for 


assessing student work  
2.7 Systematic program review includes SLOs, retention/graduation, external evidence  
 
Scholarship and Creative Activity  
2.8 Scholarship, creativity, curricular and instructional innovation valued and supported  
2.9 Linkage among scholarship, teaching, student learning and service  
 
Support for Student Learning  
2.10 Collection and analysis of disaggregated student data; achievement, satisfaction and 


climate tracked; student needs identified and supported  
2.11 Co-curricular programs assessed  
2.12 Timely, useful information and advising  
2.13 Appropriate student services  
2.14 Information to and treatment of transfer students (if applicable)  
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Standard III: Developing and Applying Resources and Organizational Structures to Ensure 
Sustainability 
 
Faculty and Staff  
3.1  Sufficient qualified personnel for operations and academics  
3.2 Sufficient qualified and diverse faculty  
3.3 Faculty policies, practices, and evaluation  
3.4 Faculty and staff development  
 
Fiscal, Physical, and Information Resources  
3.5 Financial stability, clean audits, sufficient resources; realistic plans if deficits; budgeting,  
 enrollment and diversified revenue  
3.6 Sufficient information resources/library, aligned and adequate  
3.7 Information technology coordinated and supported  
 
Organizational Structures and Decision-Making Processes  
3.8 Clear, consistent decision-making structures and processes; priority on academics  
3.9 Independent governing board with proper oversight; CEO hiring and evaluation  
3.10 Full-time CEO; CFO; sufficient administrators and staff  
3.11 Effective academic leadership by faculty  
 
 
Standard IV: Creating an Organization Committed to Learning and Improvement  
 
Strategic Thinking and Planning  
4.1 Reflection/planning with constituents; strategic with priorities and future direction; aligned 


with purposes; plan monitored and revised  
4.2  Plans align academic, personnel, fiscal, physical, and technology  
4.3 Planning informed by analyzed data and evidence of educational effectiveness 
  
Commitment to Learning and Improvement  
4.4 Quality assurance processes; assessment and tracking; comparative data; use of results 


to revise/improve  
4.5 Institutional research capacity; used to assess effectiveness/student learning; review of 


IR  
4.6 Leadership and faculty committed to improvement; faculty assesses teaching and learning; 


climate and co-curricular objectives assessed  
4.7 Inquiry into teaching learning leads to improvement in curricula, pedagogy and evaluation  
4.8 Stakeholder involvement in assessment of effectiveness  
 
 
Notes on the use of this document: “Standards at a Glance” is an abbreviated, shorthand-style 
outline of the Standards and Criteria For Review (CFRs) contained in the WASC Handbook of 
Accreditation.  The handbook is available online at 
http://www.wascsenior.org/findit/files/forms/Handbook_of_Accreditation_2008_with_hyperlinks.pdf 
 



http://www.wascsenior.org/findit/files/forms/Handbook_of_Accreditation_2008_with_hyperlinks.pdf
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UEETF Analysis of the CLA 
 
by Mark Appelbaum, Michael Brown and Keith Williams 
 
Validity 
The matter of evaluating the psychometric qualities of the CLA is challenging for at least 
one important reason: though individual student scores are required, the unit of analysis is NOT 
at the student level; the unit of analysis is the institutions being “represented” by their student 
samples. There is no information in the CAE technical report (CAE, 2008) that describes the 
standards to which the tasks were developed. While CAE identifies a general conceptual 
framework for cognitive abilities that might be addressed by different types of learning 
assessment, it provides only general justification for why measurement of general “broad 
abilities” is appropriate as the primary target for CLA assessment (Shavelson, unknown date). 
While this reference identifies a general conceptual framework for cognitive abilities that might 
be addressed by different types of learning assessment, it provides only general justification for 
why measurement of general “broad abilities” is appropriate as the primary target for CLA 
assessment. Moreover, there is little direct evidence directly attesting to what the derived CLA 
scores measure or whether the proposed uses and anticipated test-based decisions are empirically 
supported. 
 
Because institutions are not obligated to follow specific sampling practices – and because 
those practices are not externally controlled between institutions – CLA cross-institutional 
comparisons may not be very meaningful. Moreover, if institutional sampling practices are 
nonrandom, CLA results may not be representative of the students attending the institution; 
again, this would raise questions about the meaning of an institutions CLA score. 
 
In answer to a question about the availability of evidence supporting the CLA’s construct 
validity, the technical report (CAE, 2008) merely states that the CLA program is currently 
participating in a construct validity study in concert with ACT and ETS, and they suggest readers 
look over a copy of a previous test and judge face validity for themselves. The recent report from 
the Social Sciences Research Council (Arum, Roksa, & Velez, 2008) noted that their research 
did not “formally test the instrument’s psychometric properties nor its construct validity, the 
CLA indicator appears from a sociological perspective quite promising and worthy of further 
research and development.” Thus, it is reasonable to keep tracking research into the validity of 
instruments such as the CLA in the future for possible reexamination of conclusions. However, 
Arum et al. also observed that the kinds of students public research universities pride themselves 
on trying to admit (e.g., the socially and economically under-represented) would disadvantage 
such institutions in comparative standing on CLA value-added scores. Moreover, admitting 
students likely to major in education, human services, or business subject areas would seem to 
disadvantage such institutions as well, given Arum et al’s findings. Such findings would caution 
against the high-stakes use of CLA-like measures. 
 
Reliability 
The reliability of the CLA scores, especially the “value-added” scores, has come under special 
scrutiny, and this is especially a concern for the typical cross-sectional analysis where 
comparisons are made between freshmen tested in the fall and seniors in the spring. 
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Data regarding either student level or institutional level test-retest reliability for the CLA scores, 
which would give evidence for the temporal stability, was not found. This is important because if 
the institutional profile changes rapidly over time due to instability of CLA scores, the 
institutional comparisons are meaningless. However, other reliability data are available. The 
correlation between hand and machine assigned scores on the make-an-argument and break-an-
argument tasks and between two hand scores for the performance tasks also appears acceptable 
(Klein, 2007). Unfortunately, the correlation of CLA mean and residual scores for random 
samples drawn from a population show strong correlations for the mean total scale scores but 
marginal correlations for the residual scores. This would mean that the picture of an institution 
on the basis of the CLA program could change markedly depending on the samples drawn. 
 
The reliability of the residuals (i.e., the adjusted CLA scores) has come under special scrutiny, 
and this is especially a concern for the typical cross-sectional analysis where comparisons are 
made between freshmen tested in the fall and seniors in the spring. Larson (2008) has identified a 
number of threats to the reliability of the residuals and difference scores: differences in 
institutional approaches to sampling; variability due to demographic variables (e.g., distribution 
of academic majors or student sex); differences in the admissions tests used to measure incoming 
academic quality of students; differences in the CLA task types or versions assigned at an 
institution; possible interactions between task types and student characteristics; stability of 
freshman residual and potential differences between freshman residual and what would have 
been the residual score of current seniors when they were freshman. These threats question the 
meaning of the difference between freshman and senior residuals, the “value-added” effect. 
Some of the CLA reliability issues could be mediated by use of a longitudinal model, where a 
large sample from a given entering class is sampled when they are freshmen and seniors, rather 
than the more typical use of a cross-sectional model. Yet, few institutions elect to employ the 
CLA in longitudinal ways. 
 
Evaluation of CLA for Accountability - Value-Added Scores 
Advocates of the CLA make a strong case for using a standardized test to generate a score that 
can be compared across campuses nationally. However the benefits of a standardized measure 
such as CLA rest upon the assumptions that the estimated scores are the result of a scientific 
approach to measuring a college’s value-added, and that the standardized metric is reliable and 
valid for estimating the value-added at a given institution and for comparing the estimated value-
added scores across institutions. The use of value-added scores involves many complex issues 
(see Raudenbush, 2004, Reckase, 2004, and Rubin et al., 2004) and the simple assumption that 
CLA value-added scores are accurate evaluations of differences in learning at different 
institutions remains to be validated. Questions related to the reliability of the value added scores 
have already been addressed in the previous section. A variety of assumptions and issues that 
could affect the validity and reliability of the value-added scores are further discussed below. 
 
Additional concerns that come from the use of value-added scores involve both how variations in 
scores from year to year will be reconciled, and how results will be used beyond nominal uses 
for improving teaching and learning. There is a legitimate concern that the value added results 
will be used to develop rankings comparing quality at different institutions, without delving into 
any of the more specific information that might result from use of the test. When the University 
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of Nebraska at Omaha found out that its CLA scores showed that the University “contributes 
more to the learning gains made by students than 100 percent of the 176 four-year undergraduate 
institutions participating in the 2007–2008 CLA,” they released a press release touting “UNO 
First in U.S. for Value-Added Education,” drawing criticism from a variety of organizations for 
their marketing use of value-added scores (Lederman, 2008b). In another example of how use of 
results can be questioned, officials at Bethel University became “concerned about the great 
variability in results from year to year. The first year, we looked great, another year, so so. 
Another year, the results look horrible, like we're not adding any value.” (Lederman, 2008a). 
 
We note that the CLA ranks schools according to their estimated “value-added” score, and thus 
provides a relative rather than an absolute score. UEETF thinks that the public, as well as the 
universities, care about the absolute performance of graduates, and the graduates’ skills and 
talents and ability to function in their roles as workers, citizens, and family members. 
 
Further Issues Regarding the CLA 
There are numerous procedures, claims and assumptions involved with the administration and 
analysis of data for the CLA that have the potential to undermine the validity and reliability of 
the resulting institutional scores. They all have the potential to increase the amount of sampling 
error and undermine the accuracy and usefulness of the resulting data. A number of them will be 
briefly listed here and where appropriate, discussed. While the CAE has tried to address a 
number of these criticisms, we generally find their arguments unconvincing. 
 
Sampling 


 Differences in institutional approaches to sampling. There are no clear guidelines for how 
tests should be administered, and the selection of sample students is left to the institution. 
A common criticism involves a non-random sampling of students taking the test, usually 
volunteers getting some kind of material reward for participating. 


 
 Variability due to demographic variables (e.g., distribution among fields of study and 


academic majors, race/ethnicity, primary language spoken at home, gender, etc.). In 
Klein et al. (2008) the developers of the CLA provide data comparing average SAT 
scores and the percentages of minorities and females taking the CLA compared to the 
student body population in 93  participating colleges, and argue that this shows that 
participants are “a lot like their classmates”. While this may be true for this limited set of 
variables, there are many other potentially confounding factors that are not evaluated –
influences such as motivation, academic discipline, socioeconomic level, etc). Similarly, 
concerns have been raised about interaction between task content area and academic 
major. To refute this claim, Klein et al. (2008) cites only one as yet unpublished study 
that showed no better CLA score predictability when task performance area and academic 
major were included compared to SAT scores alone. Banta (2008) cautions that 
standardized tests of general intellectual skills “are not content neutral, thus disadvantage 
students specializing in some disciplines.” 


 
 Stability of freshman residual and potential differences between freshman residual and 


what would have been the residual score of current seniors when they were freshman. 
Sampling design relies on administering separate components of the full set to different 
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sub-samples of students and comparing these samples of students cross-sectionally. 
Colleges may pay an additional fee to have an additional CLA test administered to 
freshmen in their fourth year, if they are still enrolled, to provide a more valid test of the 
same population (minus attrition due to drop-outs and nonparticipation). 


 
 Sampling method does not include students who drop out or transfer students, who enter 


after the freshman year. 
 
Test Versions 


 Differences in the CLA task types or versions assigned at an institution. 
 


 Possible interactions between task types and student characteristics. 
 
Direct Usefulness of CLA scores 


 The nature of what’s being assessed by the CLA program, the proper meaning of the 
CLA scores, and the appropriateness of expected uses of those scores remains to be 
established. 


 
 The test results do not separate out the direct educational contribution of a particular 


institution as separate from general skill development and learning that may have 
happened regardless of which college a student attended or even learning that might have 
happened if the student hadn’t attended college (i.e., maturation effects). 


 
 Justification for testing critical thinking, analytical reasoning, problem-solving and 


written communication in a more general sense of “broad abilities” instead of in a context 
more closely aligned with student curricular programs and disciplines of study remains to 
be established. 


 
 The claim that CLA offers a standard of learning outcome and a method for assessment 


that is useful for evaluating instructional improvement efforts and for comparing UC to 
other higher education institutions in a manner free of institutional differences in 
incoming student ability and other student characteristics has not been established. 


 
 CLA as an outcome measure does not diagnose the factors that lead to the observed 


results. 
 Many of the factors affecting student learning are educational processes that CLA does 


not measure and does not capture. The Council of Independent Colleges (CIC, 2008) has 
suggested pairing the CLA with other assessment methods, and this might be taken as 
evidence that by itself the CLA is limited in how it can help improve teaching and student 
learning. 


 
 The reported CLA scores have no empirically supported educational meaning or value 


that can be used to improve undergraduate curriculum. Assessments and curricula need to 
be aligned so that the assessments match the learning experiences of the students at an 
institution. 
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 To the extent that the CLA measures only the kinds of students admitted by an institution, 
high-stakes use of the CLA may dictate changes to institutional admissions practices, 
changes that may conflict with the mission of the institution. 


 
 
Challenges of Implementing CLA 


 Obtaining an appropriate cohort of students, who volunteer to take the test, to obtain a 
sampling of students across all disciplines. 


 
 Ensuring that students are motivated to do their best on the test. 


 
 Time required for students to take the test (approximately 3 hours). “Getting students to 


sit at a computer long enough to take the test can be a dilemma when it comes to first 
years and can be an outright challenge when it comes to seniors.” (CIC, 2008). 


 
 Cost of participating in the CLA program ($28,000 for CLA tests administered at UC 


Riverside). 
 Cost of student enrollment (or volunteer) incentives ($30 to $50 per student test). 
 Cost of administering the tests (information unknown) 
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Common Data Set (CDS) – Background and Data Categories 
  
In the 1980s, various news and publication agencies began asking for more detailed and 
extensive information about the campuses to be used for the publication of college guide books 
and ratings of campuses.   Often, the information requested, though similar in scope, was 
sufficiently different that it required special analyses to extract the requested information.  Given 
the workload required to respond to these requests, a UC institutional researcher (Bob Daly, now 
at UC Riverside) developed a common template of information that he provided to each 
publication firm.  This idea caught on and was adopted by the Association for Institutional 
Research (AIR) and is now employed at most four-year colleges and universities.  
 
AIR has established an on-going committee that evaluates and recommends information to be 
included in the Common Data Set (CDS), although the data elements included remain very 
consistent from year to year..  Each university is encouraged to publish its Common Data Set on 
the campus web site.  Each UC campus, with the exception of UCSF, publishes the CDS on their 
web site.  
   
The CDS includes the following sections and corresponding information: 
 


 General Information (contact information, calendar type, degrees offered) 
 
 Enrollment and Persistence (full-time/part-time, gender, race/ethnicity, degrees awarded, 


rates of graduation and retention)  
 


 First-Time, First-Year (Freshman) Admission (number of applicants, admits, and enrolled 
by gender, high school credit requirements, selection criteria, admittance test polices, 
average high school performance, and admission policies)  


 
 Transfer Admission (number of applicants, admits and enrolled by gender, application 


requirements, transfer credit policies, and transfer admission policies) 
 


 Academic Offerings and Policies (special study options, and areas of required 
coursework) 


 
 Student Life (freshmen participation characteristics, offered activities, and housing types) 


 
 Annual Expenses (tuition and fee costs and policies, and typical cost to attend) 


 
 Financial Aid (data presented by type of aid including total university expenditures, 


numbers of recipients, and average award amounts) 
 


 Instructional Faculty and Class Size (full-time/part-time faculty headcount by gender, 
student/faculty ratio, and number of classes by class size) 


 
 Degrees Conferred (percentage of Bachelor degrees awarded in prior year by standard 


Classification of Instruction Program (CIP) code)  
 


 Glossary of Terms.  
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Websites for the UC Undergraduate Campus Profiles:  
 
 
Berkeley:  http://metrics.vcbf.berkeley.edu/Berkeley%20Template.pdf 
 
Davis:   http://facts.ucdavis.edu/profile.lasso 
 
Irvine:   http://web.oir.uci.edu/portrait/2008-uc-irvine-profile.pdf 
 
UCLA:  http://www.aim.ucla.edu/profile/main.asp 
 
Merced:  http://ipa.ucmerced.edu/docs/facts/UC%20Merced%20Profile.pdf 
 
Riverside:  http://collegeportrait.ucr.edu/ 
 
San Diego:  http://studentresearch.ucsd.edu/sriweb/UCSDCollegeProfile.pdf 
 
Santa Barbara: http://bap.ucsb.edu/IR/UCSB_Portrait.pdf 
 
Santa Cruz:  http://planning.ucsc.edu/portrait/ 
 



http://metrics.vcbf.berkeley.edu/Berkeley%20Template.pdf

http://facts.ucdavis.edu/profile.lasso

http://web.oir.uci.edu/portrait/2008-uc-irvine-profile.pdf

http://www.aim.ucla.edu/profile/main.asp

http://ipa.ucmerced.edu/docs/facts/UC%20Merced%20Profile.pdf

http://collegeportrait.ucr.edu/

http://studentresearch.ucsd.edu/sriweb/UCSDCollegeProfile.pdf

http://bap.ucsb.edu/IR/UCSB_Portrait.pdf

http://planning.ucsc.edu/portrait/
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Websites for the UC UCUES Reporting:  
 
 
Berkeley:  http://ucues.berkeley.edu/main/ 
 
Davis:   http://www.sariweb.ucdavis.edu/ 
 
Irvine:   http://www.assessment.uci.edu/UCUESindex.html 
 
UCLA:  http://www.sairo.ucla.edu/data/efforts_ucues.html 
 
Merced:  http://ipa.ucmerced.edu/survey.htm 
 
Riverside:  http://irue.ucr.edu/reports/ucrstudentsurveybrieffall2007.pdf 
 
San Diego:  http://studentresearch.ucsd.edu/sriweb/Surveys/ucues.html 
 
Santa Barbara: http://bap.ucsb.edu/IR/UCSB_Portrait.pdf  (pp. 5-6) 
 
Santa Cruz:  http://planning.ucsc.edu/irps/ENROLLMT/UCUES/ 
 



http://ucues.berkeley.edu/main/

http://www.sariweb.ucdavis.edu/

http://www.assessment.uci.edu/UCUESindex.html

http://www.sairo.ucla.edu/data/efforts_ucues.html

http://ipa.ucmerced.edu/survey.htm

http://irue.ucr.edu/reports/ucrstudentsurveybrieffall2007.pdf

http://studentresearch.ucsd.edu/sriweb/Surveys/ucues.html

http://bap.ucsb.edu/IR/UCSB_Portrait.pdf

http://planning.ucsc.edu/irps/ENROLLMT/UCUES/
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Dates and Websites for UC Graduating Senior/Career Destination & Alumni Surveys * 
  
 
Graduating Senior Surveys / Career Destination Surveys 
  
Berkeley:   http://career.berkeley.edu/CarDest/CarDest.stm  (every year) 
  
Davis:        http://www.sariweb.ucdavis.edu/  (1996, 2004-05) 
 
Irvine:        2008 
 
UCLA: http://www.sairo.ucla.edu/data/efforts_grad.html 


http://www.college.ucla.edu/seniorsurvey/  (L&S) 
 
Riverside: 2007 graduating class 


http://careers.ucr.edu/NR/rdonlyres/CEFFEB3D-A272-4BBD-A560-
EAF210DCA513/0/FinalAnnualReport0708.pdf 
 


San Diego: http://career.ucsd.edu/sa/Survey/Survey.shtml 
  http://studentresearch.ucsd.edu/sriweb/Surveys/css.html (2006 survey of 2002 
   freshmen cohort) 
 
Santa Barbara: http://www.surveymonkey.com/s.aspx?sm=LpPydR4zlRVrVY6RYl4XNw_3d_3d 


 http://parenthandbook.sa.ucsb.edu/generalinfo/index.aspx?page=afterucsb (2004) 
 


Santa Cruz: http://planning.ucsc.edu/irps/surveys.asp (1990, 1993, 1995-97, 2003, 2004 class) 
  
  
  
Alumni Surveys: 
  
Berkeley:   by department 
 
Davis:        http://www.sariweb.ucdavis.edu/   1973, 1983, 1993, 1999, 2002 graduates 
 
Irvine:        mid-1990s; Social Science alumni, spring 2009 


https://eee.uci.edu/toolbox/survey/form/take.php?take_id=5678&url=socsialumnisurvey) 
 


UCLA:            by department 
 
Riverside: summer 2001 – spring 2002 graduates 
 
San Diego: http://studentresearch.ucsd.edu/sriweb/Surveys/postbacc.html (1993, 1998, 2001, 2005) 


http://abet.ucsd.edu/ce25/assessments/alumni/default.aspx  (engineering) 
 
Santa Barbara:     by department; 1996 survey of classes of 1973, 1983, 1993 
 
Santa Cruz: by department and 1993; 1999 survey of classes of 1995-97 


* UC Merced had its first graduating class in May 2009 so this type of survey data is not applicable. 



http://career.berkeley.edu/CarDest/CarDest.stm

http://www.sariweb.ucdavis.edu/

http://www.sairo.ucla.edu/data/efforts_grad.html

http://www.college.ucla.edu/seniorsurvey/

http://careers.ucr.edu/NR/rdonlyres/CEFFEB3D-A272-4BBD-A560-EAF210DCA513/0/FinalAnnualReport0708.pdf

http://careers.ucr.edu/NR/rdonlyres/CEFFEB3D-A272-4BBD-A560-EAF210DCA513/0/FinalAnnualReport0708.pdf

http://career.ucsd.edu/sa/Survey/Survey.shtml
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INTERIM PROVOST PITTS 


UNIVERSITY OF CALIFORNIA 


 


Re: Report of the Undergraduate Educational Effectiveness Task Force 


 


Dear Larry: 


 


As you requested, I distributed the report of the Undergraduate Educational Effectiveness Task 


Force for systemwide review, and received responses from nine divisions (UCB, UCD, UCI, UCLA, 


UCR, UCSB, UCSC, UCSD, and UCSF) and two committees (UCAF and UCEP). The Academic 


Council reviewed the responses. Consistent with responses in general, the Council supports the 


report’s underlying principles—that faculty should retain responsibility for assessing student 


learning outcomes, that assessment be discipline-specific and campus-based with Senate oversight, 


and that the development of assessment programs at the departmental level be supported centrally on 


campus with infrastructure, resources and training. They also agreed that assessment should be 


reviewed and used to improve instructional programs and refine learning goals. The Council 


recognizes the central role of the faculty in developing assessment programs and the principle that 


any new campus-wide forms of assessment must remain under the control of the faculty.  We note, 


however, that implementing assessment programs will be a burden on faculty time, and may be less 


feasible at a time of widespread budget reductions. In effect, the report’s recommendations could 


redirect scarce resources away from the University’s core mission. 


 


Several Senate agencies advised that assessment programs should be integrated into existing 


processes for evaluating student learning and required coursework, and identified measures of 


educational effectiveness such as grades, pass rates and grade distributions, exit and alumni 


satisfaction surveys, and the percentage of graduates admitted to graduate or professional schools or 


find work in their field (UCD, UCI, UCSC, UCAF, UCEP). Some noted that individual campuses 


already have implemented measures of educational effectiveness developed during WASC 


accreditation reviews (UCB, UCD, UCI, UCSD). Respondents recommended sharing information 


and models of existing assessment programs across campuses (UCD, UCSC, UCEP). UCEP 


explicitly endorsed the suggestion that assessment programs be reviewed when programs are 


reviewed. We also note that, while there is a high level agreement that effective assessment is a 


valuable goal, the report does not explicitly detail methodologies for developing effective measures 


and implementing assessment. As stated in the review by UCD: 
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While the Task Force clearly spent considerable time thinking about and making general 


recommendations for improving the assessment of the effectiveness of undergraduate 


education, incorporating more specific examples of how to do so successfully would have 


been helpful.  The relative dearth of examples, in fact, seemed to reinforce a concern that 


such assessment, while admirable in theory, is exceedingly difficult to carry out in 


practice on the scale required at a major public research university. 


 


There was some disagreement among Senate agencies regarding whether campus-wide assessment 


measures would be useful. Some argued that aggregating large data sets diminishes the ability to 


assess whether the learning outcomes align with course goals. UCEP notes that such overall 


measures are “at odds with the philosophy that learning assessment should be discipline-based and 


developed at the program level.” Moreover, UCEP and UCSB argue that the standardized tests 


currently available are antithetical to a liberal arts education and are inadequate to assess learning 


outcomes in higher education, which focus on analytical and creative thinking. UCLA concluded 


that the recommendations are too prescriptive, and withheld endorsement of the report.   


 


Reviewers identified a tension between the types of assessment needed for internal, educational 


purposes and to demonstrate accountability to external constituencies. (UCI, UCSB, UCEP). Testing 


may skew program objectives toward quantifiable criteria rather than more appropriate measures. 


Therefore, “the public accountability aspect of assessment could actively work against the desire to 


use assessment as a means of improving the curriculum.” (UCI)  


 


Please do not hesitate to contact me if you have any questions regarding this response. 
       


Sincerely, 


 
Henry C. Powell, Chair 


Academic Council 
 


 


Copy: Clair Brown, Chair, UEETF 


 Dan Greenstein, Vice Provost, Academic Programs, Planning and Coordination 


 Hilary Baxter, Academic Planning Analyst 


Academic Council  


 Martha Winnacker, Academic Senate Executive Director  







 
 


January 20, 2010 
 
HENRY POWELL 
Chair, Academic Council 
 


Subject: Report of the Undergraduate Educational Effectiveness Task Force 
 
Dear Harry, 
 
On December 7, 2009, the Divisional Council (DIVCO) of the Berkeley Division 
discussed the report cited above, informed by a report from our divisional 
Committee on Educational Policy (CEP).  DIVCO agreed with CEP that the 
campuswide Undergraduate Student Learning Initiative largely supersedes the 
recommendations of the Task Force here at Berkeley.  DIVCO also echoed CEP’s 
cautionary note: “… there will be limitations on the implementation and 
execution of departmental self-assessment programs, due to the budget cuts that 
are adversely affecting departmental resources, particularly staff reductions but 
also the increased demands on faculty time.” 
 
Sincerely, 


 
 
 
 


Christopher Kutz 
Chair, Berkeley Division of the Academic Senate 
Professor of Law, Jurisprudence and Social Policy Program 
 
 
 
 
 
 
Cc: Ignacio Navarrete, Chair, Committee on Educational Policy 
 Elizabeth Wiley, Senate Analyst, Committee on Educational Policy 







 


 


 
          
         January 4, 2010 
 
 
 
HENRY POWELL, CHAIR 
University of California 
Academic Council 
1111 Franklin Street, 12th Floor 
Oakland, CA 94607 
 
Re:  UC Undergraduate Educational Effectiveness Task Force Report Review 
 
The referenced report was forwarded to all standing committees and the Faculty Executive Committee in 
each college/professional school.   The Davis Division Undergraduate Council and Faculty Executive 
Committee from the College of Letters and Sciences submitted comment.  The Davis Division submits 
the following: 
 


• While the Task Force clearly spent considerable time thinking about and making general 
recommendations for improving the assessment of the effectiveness of undergraduate education, 
incorporating more specific examples of how to do so successfully would have been helpful. The 
relative dearth of examples, in fact, seemed to reinforce a concern that such assessment, while 
admirable in theory, is exceedingly difficult to carry out in practice on the scale required at a major 
public research university. Moreover, it was observed that the present budget situation makes it 
even more challenging to implement new assessment processes.  


 
• The report should explain more fully why grades ─ either alone or in combination with other 


measures ─ are an inadequate means of assessing learning outcomes. If grades are not serving 
the function of reflecting student mastery of the course material, it raises the question of why the 
faculty is investing time in assigning them.  


 
• It was noted that two widely recognized measures of educational effectiveness ─ the percentage 


of graduates subsequently enrolling in graduate degree programs and the percentage working in 
their field ─ were not adequately discussed.  


 
• There is support for localized evaluation that is at the department level. However, it is at that level 


the fewest resources tend to be available to undertake such an important campus responsibility. 
The report should address more fully how to resolve this issue in practical ways before any 
revised assessment program is implemented. 


 
• UC Davis previously received feedback from WASC about learning outcome assessment 


procedures and records, and supports the move to clarify these. However, the subject report fails 
to provide further details on how the relevant data will be systematically obtained and analyzed, 
what the time frame will be used for each measurement, and whether samples, rather than entire 
series will be used for reports that cover multiple years.    







Davis Division Response:  UEETF Report Review 
Page two 


 
 


 


 
• The process for reporting and evaluating educational objectives and student learning outcomes 


and what steps would satisfy WASC were discussed.  The UC Davis Undergraduate Council has 
agreed that one of the most important steps would be making sure faculty are involved in the 
process and making sure the campus isn’t using a top down approach to student learning.  The 
Council also agreed that following through with the process, making sure the results are 
reviewed, and resolving the problems are all important steps in implementing a procedure for 
evaluating educational effectiveness. 


 
• The UC Davis Undergraduate Council (UGC) agrees that the undergraduate program review 


process seems to be the best place for departments and programs to report on education 
objectives and student learning.  Student learning outcomes have to be measurable and they 
must match up with course outcomes.  The campus needs to make sure that costs are kept low.  
These types of assessments are a lot of work for departments.  UGC suggests having workshops 
with the Teaching Resources Center (TRC) for departments regarding this initiative because most 
faculty and departments are not aware.  UGC also recommends breaking the assessments up 
into groups such as department based outcomes vs. campus based outcomes.   
 


Allocating new resources to assessing educational effectiveness during a period of increased class size 
and decreased access to classes offered should not occur under any circumstances.  Many excellent 
ideas, like those in this report, can emerge from a focused discussion on important academic issues.  
However, the Davis Division does not see new initiatives, such as those discussed in this report, as 
being feasible in the current budget climate. 
 
      Sincerely, 
 


       
      Robert L. Powell III, Chair 
      Davis Division of the Academic Senate and 
      Professor and Chair, Department of 
          Chemical Engineering and Materials Science 
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 December 15, 2009 
 
Harry Powell, Chair, Academic Council 
1111 Franklin Street, 12th Floor 
Oakland, CA  94607-5200 
 
RE:  Senate Review of the Undergraduate Educational Effectiveness Task Force 


Report 
 


At its meeting of December 11, 2009, the Irvine Division Academic Senate reviewed the  
request for review of the Undergraduate Educational Effectiveness Task Force Report.  
The divisional Council on Educational Policy supported recommendations 1, 2, 3, 4 and 
10 regarding the desirability of developing undergraduate learning goals that are 
discipline-specific, embedded in the curriculum, included in departmental reviews.  CEP 
noted that UCI has already begun this process of establishing and embedding learning 
goals, as well as setting up the institutional structures for using the assessment process to 
improve the curriculum.  The Council also supported in principle the use of existing 
reports and alumni and exit surveys to gather data though CEP recommends that these 
initiatives might be delayed until the resource requirements are more readily available.   
 
However, CEP had serious reservations about recommendations 5, 6, and 7 regarding the 
accountability aspect of assessment.  CEP is strongly opposed to the use of standardized 
tests in assessing learning as such tests have not been shown to provide meaningful 
information at the discipline- and program-specific level, so the Report and CEP 
recommend that assessment should be performed.  Discipline- and program-specific 
criteria for assessment would be difficult to quantify in a way that would provide 
meaningful comparisons across disciplines and institutions. Such tests would be 
particularly counter-productive in areas where measures of learning cannot be readily 
quantified in an objective way.  In addition, since the results of assessment would depend 
to a large degree on the way that a unit defines the assessment criteria, if the criteria are 
defined in terms of quantitative measures geared toward public accountability and 
comparison across institutions, there would be a danger that the assessment would skew 
the program objectives toward these quantifiable criteria and to the detriment of more 
qualitative measures that may in fact be the more appropriate focus of student 
advancement in a field.  This danger leads to the final point that the public accountability 
aspect of assessment could actively work against the desire to use assessment as a means 
of improving the curriculum.  Program assessment should be performed in such a way 
that it provides meaningful information for a unit that wishes to improve its programs.  







Measures of accountability, by contrast, should be focused on practical outcomes such as 
admission to graduate and professional schools, job placement, and alumni satisfaction.  
Mixing program assessment with public accountability would endanger the integrity of 
both enterprises. 


 
The Council on Student Experience (CSE) supported the ideas for systemwide sharing of 
approaches and public sharing of data.   Some CSE members were concerned that the 
development of these learning outcomes and assessment strategies in the current budget 
climate would bring about an increase in faculty workload.   
 
The Council on Planning and Budget (CPB) had serious problems with supporting many 
of the recommendations of the document as it was entirely unclear what it would cost to 
implement the proposed departmental specific teaching assessment infrastructure; nor 
was there a clear “sunset clause” that would allow for any infrastructure created to be 
dismantled if said assessments were not working or became redundant.  It was noted that 
the Academic Council had previously recommended that an estimation of the fiscal 
impact should accompany all policies or proposals that are submitted for review. In light 
of the current fiscal crisis, a fiscal impact statement should be a requirement for all 
policies and proposals. 
 
The Irvine Division appreciates the opportunity to comment. 
 


  


 
 


 
 Judith Stepan-Norris, Senate Chair 
 
 
C: Martha Kendall Winnacker, Executive Director, Academic Senate 


 2







 
 


 
 


 


 
 


 
A C A D E M I C  S E N A T E  E X E C U T I V E  O F F I C E  


L O S  A N G E L E S  D I V I S I O N  
3 1 2 5  M U R P H Y  H A L L  


L O S  A N G E L E S ,  C A  9 0 0 9 5 - 1 4 0 8  
 


P H O N E :  ( 3 1 0 )  8 2 5 - 3 8 5 1  
F A X :  ( 3 1 0 )  2 0 6 - 5 2 7 3  


 


 
December 18, 2009 
 
Henry Powell 
Chair, Academic Council 
 
In Re:  Report of the Undergraduate Effectiveness Taskforce 
 
Dear Henry, 
 
Thank you for the opportunity to review the Report of the Undergraduate Effectiveness Taskforce.  
Upon receipt, I requested review by the Undergraduate Council (UgC), the WASC Reaccreditation 
Steering Committee, and all Faculty Executive Committees with undergraduate programs.  I received 
responses from the UgC and the College FEC, which are attached.  The Executive Board, which speaks 
for the division, also reviewed the report.  All three reviewing bodies identified significant deficiencies 
with the report, which I’ve outlined below.  More details can be found in the attachments.  The UCLA 
Academic Senate cannot endorse the report in its current form.  We look forward to reviewing the report 
once more, after it has been revised.  We recommend the following redactions: 
 


• The first recommendation should be revised to read as follows:  “Each campus should 
have a learning assessment program in which faculty in every undergraduate major 
develop discipline-specific learning goals, and assess majors’ mastery of the learning 
goals.”  The current language, in our view, is too prescriptive. 


• Because the current language in the second recommendation, specifically list of 
examples, is, likewise, too prescriptive, and because “resources” is redundant and refers 
to the economic recession without explanation, the second recommendation should be 
revised to read as follows:  “The process and methods for properly assessing majors’ 
achievement of the department’s specific learning goals must be embedded in the 
curriculum.  The assessment process should build on existing departmental structures and 
provide ongoing feedback to improve the department’s instructional program as well as 
to modify the learning goals and assessment process.” 


• The third recommendation is, likewise, too prescriptive regarding the Senate review 
process.  Moreover, it is unclear what is referenced by “strategic planning process.”  We 
recommend that it be revised to read as follows:  “Academic review of departmental 
undergraduate programs should include a summary of learning outcomes and assessment 
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processes.  Campus administrative leaders should be informed of the results of 
departmental student learning assessment.” 


• The fourth recommendation should be revised as follows:  “Campus-level development 
of department-level learning assessment programs should be supported by 
communication among UC campuses about experiences, material, and lessons learned.”  
This language is sufficient to encapsulate the importance of communication among the 
various UC campuses. 


• The fifth, seventh, and eighth recommendations should be stricken.  In their place, 
recommendation number six should be revised as a statement about public accountability, 
without reference to aggregation and tracking of alumni.  The sixth recommendation 
should read “Campuses should consider developing methods for communicating 
assessment of educational effectiveness, and achievements of students, with the public.”   


• Although we have no qualms with the ninth recommendation, we recommend that the 
tenth recommendation be revised and re-positioned as the first recommendation.  We 
prefer the following language:  “Given its responsibilities for curriculum and admission 
matters, the Academic Senate will be a key player in any activity to develop assessment 
of and accountability for undergraduate education system-wide.”  This should be the first 
recommendation because of the central role of the faculty in this process, which is 
delegated to the faculty directly from the Regents. 


 
Thank you again for the opportunity to review this important report.  With the inclusion of the above 
revisions, the UCLA Academic Senate would welcome an opportunity to review the report again, before 
it is endorsed. 
 
Sincerely, 
 


 
 
Robin L. Garrell 
Chair, UCLA Academic Senate 
 
Cc: Martha Kendall Winnacker, Executive Director, Systemwide Academic Senate 
 Jaime R. Balboa, CAO, UCLA Academic Senate       
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December 9, 2009        
 
To:  Robin Garrell, Chair 


Academic Senate 
 


From:  Joseph B. Watson, Chair  
Undergraduate Council 


             
Re:  Report of the Undergraduate Educational Effectiveness Taskforce  
 
I am writing to report that at its November 20, 2009 meeting, Professor Adrienne Lavine presented the 
Report of the Undergraduate Educational Effectiveness Taskforce to the Undergraduate Council (UgC).  
Members thoughtfully discussed and endorsed the Report contingent upon the revisions detailed below 
with 9 votes in favor, 0 opposed, and 1 abstention.  The student vote was 1 in favor, 0 opposed, and 0 
abstentions also contingent upon the emendations: 
 
Executive Summary:  Recommendations: 
 
Recommendation 3:  Revise the first sentence as follows [see italics]: “Academic review of departmental 
undergraduate programs should consider including a review of the department’s learning assessment 
process…”   
 
The Council agreed that the final sentence should be stricken from the recommendation, “Campus 
administrative leaders should incorporate the results of departmental student learning assessment into 
their strategic planning process.” 
 
Recommendation 6:    Revise the first sentence as follows [see italics]:  “Campuses should consider 
publicly communicating through relevant sources evidence of student and campus educational 
achievements…” 
 
Recommendation 7:    This recommendation should be stricken in its entirety. 
 
Recommendation 8:  Replace “families, communities, and workplaces” with “society”.  References made 
to “families, communities, and workplaces” throughout the Report should be replaced with “society”. 
 
In closing, although it is acknowledged in the Report that there will be costs associated with 
implementing the recommendations, it is not articulated clearly from where or whether adequate 
funding will be provided to campuses.  The Council stressed that funding commitments and sources 
should be articulated in the Report. 
 
If you have any questions or need additional information, please feel free to contact me (x 57587; 
jwatson@mednet.ucla.edu ) or Judith Lacertosa, UgC Principal Policy Analyst (x51194; 
jlacertosa@senate.ucla.edu ). 
 
cc:  Jaime Balboa, CAO, Academic Senate 
  Judith Lacertosa, Principal Policy Analyst, Undergraduate Council 
  Dorothy Ayer, Assistant to Senate Leadership & CAO 
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MEMORANDUM
College Faculty Executive Committee 
UCLA College of Letters and Science 


A265 Murphy Hall 


December 11, 2009 
 
Robin Garrell 
Chair of the Academic Senate 
UCLA 
 
Dear Robin, 
 
At your request, the College Faculty Executive Committee (FEC) reviewed the report of the 
Undergraduate Educational Effectiveness Taskforce.  We invited Professor Adrienne Lavine, member of 
the taskforce, to present an overview of the report and respond to questions at our November 20, 2009 
meeting.  After a thorough and engaging discussion, the committee determined it cannot endorse the 
proposal until and unless specific revisions are made.  The outcome of the vote was 6 members in favor of 
this decision, 0 abstentions, and 1 member voting in opposition (this member favored opposing the 
proposal outright).  
 
On behalf of the College FEC, I offer the following changes to the report’s executive summary and 
recommendations that would be required for our committee to support the report.   
 
Current Recommendation Proposed Recommendation 
1)  Each campus should have a learning assessment 
program in which faculty in every undergraduate major 
develop discipline-specific learning goals, map goals to 
the curriculum, and assess majors’ mastery of the 
learning goals.  Learning goals should include skills 
related to critical thinking, analytical reasoning, written 
communication, and other discipline-based skills.  
Departmental assessment processes should be 
integrated with evaluation processes required by 
accrediting agencies so that each department has only 
one assessment program. 


2)  Each campus should have a learning assessment 
program in which faculty in every undergraduate 
major develop discipline-specific learning goals, and 
assess majors’ mastery of the learning goals. 
 
Explanation: The recommendation as written is too 
prescriptive. 
 


2)  The process and methods for properly assessing 
majors’ achievement of the department’s specific 
learning goals must be embedded in the curriculum (ie., 
assessment is done periodically on a sample of 
assignments such as papers, labs, projects, and exam 
questions that represent specific learning goals).  The 
assessment process should build on existing 
departmental resources and structures and provide 
ongoing feedback to improve the department’s 
instructional program as well as to modify the learning 
goals and the assessment process. 


3)  The process and methods for properly assessing 
majors’ achievement of the department’s specific 
learning goals must be embedded in the curriculum.  
The assessment process should build on existing 
departmental structures and provide ongoing feedback 
to improve the department’s instructional program as 
well as to modify the learning goals and the 
assessment process. 
 
Explanation:  The examples are too prescriptive. 
Further, “resources” is both redundant and seems to 







 
 


refer without adequate explanation to the current 
budget crisis.  
 


3)  Academic review of departmental undergraduate 
programs should include a review of the department’s 
learning assessment process, including an evaluation of 
how he results of the assessment of student learning are 
used to improve the undergraduate program. Include a 
summary of learning outcomes and assessment 
process.  Campus administrative leaders should 
incorporate report the results of departmental student 
learning assessment into their strategic planning 
process. 


4)  Academic review of departmental undergraduate 
programs should include a summary of learning 
outcomes and assessment processes.  Campus 
administrative leaders should be informed of the 
results of departmental student learning assessment. 
 
Explanation:  This recommendation is too prescriptive 
regarding the Senate review process.  Also, it is not 
clear what “Strategic planning process” refers to.  This 
was unfamiliar to the faculty.  Unclear the length of 
time it will take to meet the charge of the taskforce, it 
was advised to rephrase the wording to “summary of 
learning outcomes and assessment” and reporting the 
results of the learning assessment. 


4)  Campus-level development of department-level 
learning assessment programs should be supported by 
communication among UC campuses about 
experiences, materials, and lessons learned.  The 
Academic Senate, UC Office of the President, and 
other, system-wide groups should endorse and support 
both formal and informal information exchange about 
learning assessment programs. 


5)  Campus-level development of department-level 
learning assessment programs should be supported by 
communication among UC campuses about 
experiences, materials, and lessons learned.   
 
Explanation:  The underlined portion seemed an 
adequate encapsulation of the importance of 
communication among the UC campuses. 


5)  Standardized tests to measure undergraduate 
learning, if used, must allow measurement of faculty-
developed, curriculum-based learning goals, and the 
results should provide valid information that can be 
used to improve the department’s instructional 
program.  The learning goals, and the results should 
provide valid information that can be used to improve 
the department’s instructional program.  The learning 
goals evaluated by these tests should be appropriate to 
the major. 


Explanation: The College FEC firmly believes the 
report should not endorse standardized testing even 
provisionally, since such testing is fundamentally in 
opposition to the model of program-based assessment 
being proposed.   
 


6)  Campuses should publicly communicate through 
relevant sources evidence of student and campus 
educational achievements, including information on 
every department’s learning assessment program.  The 
information should be user-friendly and available on 
the UC Undergraduate Campus Profiles websites which 
should have links to the departmental assessment 
programs.  Information on the learning goals, the 
evaluation process, and measurement of majors’ 
achievement of these goals should be included in the 
public information about the departmental assessment 
program. 
7)  Campuses should consider developing methods of 
aggregating measures of students’ achievement of 
departmental learning goals into meaningful, 


6)  Campuses should consider developing methods for 
communicating assessments of educational 
effectiveness, and achievements of students, with the 
public. 
 
Explanation:  Recommendation 6, 7, and 8 should be 
replaced with a general statement about public 
accountability, without reference to aggregation and 
tracking alumni. 
 
 


 







 
 


 


comprehensive public statements about overall 
undergraduates’ learning achievement.  Development 
and reporting of such aggregated measures is 
sufficiently complex that campuses should be 
supported in this effort by UCOP, the system-wide 
Academic Senate, and campus administrators (e.g., 
Undergraduate Deans). 
8)  Because the value of a university education is made 
manifest in contributions over the graduates’ lifetimes, 
full assessment of the effectiveness of a UC 
undergraduate education must include information 
about what those graduates contribute to their families, 
communities, and workplaces.  UEETF supports the 
development of a UC exit and alumni survey across 
campuses. 
9)  Campus assessment and accountability activities 
should include the broad array of information on 
student and campus achievement provided by existing 
reports, such as the University of California 
Undergraduate Experience Survey (UCUES), the 
Campus Profiles, and the University’s Accountability 
Framework.  UC should continue to collect information 
about the overall undergraduate experience to augment 
information derived from departmentally-based 
assessments. 


No Change 


10) 1) Given its responsibilities for curriculum and 
admission matters, the Academic Senate will be a key 
player in any activity to develop assessment of and 
accountability for undergraduate education system-
wide. 


1) Given its responsibilities for curriculum and 
admission matters, the Academic Senate will be a key 
player in any activity to develop assessment of and 
accountability for undergraduate education system-
wide. 
 
Explanation:  This should be the first recommendation 
because of the central role faculty will play in this 
process. 


 
Thank you for the opportunity to opine on this Senate Action Item for Review.  You are welcome to 
contact me at (310) 206-2278 or knapp@humnet.ucla.edu with questions.  Dayna Baker Weintraub, 
Executive Coordinator, is also available to assist you and she can be reached at (310) 794-5579 or 
dbweintraub@college.ucla.edu.   
 
 
Sincerely, 


 
Ray Knapp 
Chair, College Faculty Executive Committee 
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December 10, 2009 


 
Harry C.  Powell 
Professor of Pathology 
Chair, UC Systemwide Academic Senate 
1111 Franklin St., 12th Floor 
Oakland, CA 94607 


 
Dear Harry: 


 
REPORT OF THE SYSTEMWIDE UNDERGRADUATE EDUCATIONAL EFFECTIVENESS TASKFORCE 
 
The above report was sent for review to the Committee on Educational Policy (CEP) and Preparatory 
Education.  CEP found the report thorough and instructive. In addition, the Committee considers this as a 
very timely document for UCR as we are currently in the process of implementing methods for measuring 
learning outcomes and implementing assessment procedures, as required by our accreditation agency. CEP 
agreed with the Report that the development of learning outcomes should be done at the departmental 
level; the campus role should be to provide the infrastructure for departments and programs to use the 
information gathered to improve their teaching effectiveness. 
 
The Committee also agreed that campus-wide learning achievement measures would provide a useful 
addition to the ones to be obtained by departments and programs. In contrast with the Task Force’s 
conclusion, the CEP considered the Collegiate Learning Assessment as a useful though incomplete tool in 
this respect. Several complementary measures were discussed, including the possibility of asking (and 
subsidizing) undergraduates to take the GRE examinations early and late in their careers. The Committee 
did not attempt to construct a concrete plan for implementing such processes as this would lie beyond the 
scope of the discussion. 


 
Sincerely yours, 


 
 
 
 


Anthony W. Norman 
Distinguished Professor of Biochemistry and 


Biomedical Sciences; and  
Chair of the Riverside Division 
 


 
 
CC: Martha Kendall Winnacker, Executive Director of the Academic Senate 
 Sellyna Ehlers, Director of UCR Academic Senate office 
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         January 4, 2010 
 


 


Henry Powell, Chair 
Academic Council          


 


 


RE: Report of the Undergraduate Educational Effectiveness Task Force 
 
 
Dear Henry, 
 
The Santa Barbara Division consulted with the following councils and committees in regards to the 
Undergraduate Educational Effectiveness Report: Undergraduate Council (UgC), Council on Research 
and Instructional Resources (CRIR), and the Faculty Executive Committees from Letters and Science 
and the College of Creative Studies.  
 
There is recognition among all the reviewers as to the importance of both of the issues addressed 
within the report, including the dual needs to assist each UC academic program and campus to assess 
its effectiveness in meeting overall academic goals, and the interest in generating measures of 
accountability for the various constituencies to which UC education contributes, including the public at 
large, the state legislature, etc..  Council and Committee members value the analysis done by the Task 
Force in regards to the review of assessment programs and their overall effectiveness.   Most groups 
agree with the finding that standardized assessments are not effective, citing support for Point 5, on 
page 19: “Standardized tests to measure undergraduate learning, if used, must allow measurement of 
faculty-developed, curriculum-based learning goals, and the results should provide valid information 
that can be used to improve the department’s instructional program.”  Undergraduate Council affirms 
this statement when it says “the most useful indicators will come from assessments generated within 
individual disciplines and/or programs by the faculty working in them.”  All groups want to re-affirm that 
any assessment programs are the responsibility of the faculty.  
 
At the same time, Undergraduate Council notes that there each discipline approaches assessment 
measures in different ways.  They state that, “while an oversimplification, there was a general trust in 
assessment measures by faculty members in the sciences and engineering disciplines and a near 
equivalent distrust of them by faculty members in the Humanities and Fine Arts.  The former recognized 
that in many ways, these forms of assessment are already in place within their disciplines, provided 
either by ABET accreditation or through standardized certifications important within the discipline.  
Within the Humanities and Fine Arts, however, concerns were expressed on two levels.  The first had to 
do with the philosophical consideration of whether it was possible to reduce assessments to 
quantifiable measures; the second with whether the measures that could be articulated might not reflect 
the priorities of the disciplinary education, yet find traction simply in their ease of application.”  
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Of primary concern is that as data from assessment programs is aggregated into larger and larger data 
sets, the less useful it becomes to evaluate the true learning of undergraduate students.  This might be 
related to the stated goals of assessment programs and whether it is possible to have programs that 
satisfy an internal and an external need.  CRIR suggests it is problematic that the “internal and external 
uses are comingled, the assumption being that the same kind of matrix that we use internally will be 
useable and accessible by the general public. A distinction between the internal evaluation and the 
external document is essential. The internal matrices are already in place by most departments to one 
extent or another. How the UC communicates the current information to the public and how it can then 
be understood and audited by the public is more germane to the focus of any task force devoted to the 
issue of improving UC’s chances for external, public funding. “   


In addition, there is concern that assessment programs could create the kind of pressures currently 
seen in K-12 education whereby “teaching to the test” becomes the major focus in a course.  CRIR 
comments that “standardized testing is a completely inadequate way to assess the educational process 
in higher education.  If we take No Child Left Behind as an example of learning outcomes (to use the 
parlance favored by UCOP), it is quite clear that it reduces analytical and creative thinking.  Further, it 
promotes a system that encourages conformity to and prioritization of “outcome” quantification, rather 
than the substance of real education.  These are antithetical to a liberal arts education.”  


Finally, several groups commented on the infusion of resources that would be required to assist faculty 
in the development of assessment tools and for the development of useful reporting systems.  
Obviously, the needed resources would be difficult to obtain in the current budgetary situation.   


Thank you for the opportunity to comment. 


 


Sincerely, 


 


 


Joel Michaelsen, Chair 


UCSB Division 
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       December 15, 2009 


 


Henry Powell, Chair 
Academic Council 
 


RE: UCSC Response to Report of the Undergraduate Educational Effectiveness Task Force 
 
Dear Harry, 
 
The following committees from the Santa Cruz Division of the Academic Senate reviewed the UEET Report; 
Committee on Academic Personnel (CAP), Committee on Affirmative Action and Diversity (CAAD), Committee on 
Educational Policy (CEP), Committee on Faculty Welfare (CFW), Committee on Planning and Budget (CPB), and 
the Committee on Teaching (COT). 
 
In general, committees find considerable agreement with the principle of faculty responsibility for assessing student 
learning outcomes. Reaching this goal will require considerable attention to disciplinary detail and variation. As 
importantly, the task may require a non-trivial dedication of resources. On this last point, committees raised 
questions and concerns. I will attempt a summary of the varied responses: there are points of agreement, questions 
and suggestions.  
 
I. Points of agreement 
 
Committees were in complete agreement with the principles that guided the report, namely that responsibility for 
assessing student learning resides with the faculty; that assessment should be discipline specific and locally (campus) 
defined, with Senate oversight and participation; and that departmental assessment programs must be supported by 
the required administrative resources and infrastructure for effective implementation. In general, we accept the 
findings and recommendations as sound, though we were surprised that no representative from UCSC participated on 
the committee despite our campus’ historical founding commitment to undergraduate educational excellence. 
We were also somewhat taken aback by the limited and quite inconsistent examples of “assessment” reported as 
underway at the various UC campuses, and regret that whomever reported on UCSC’s efforts neglected to mention 
CEP’s ambitious plans, laid out under General Education (GE) reform last year, to routinely review GE courses. 
 
The Committees also agree on the definition of assessment as an on-going three-stage process that identifies learning 
goals, measures students’ mastery of the goals, and uses the results to improve instructional programs as well as to 
refine learning goals.  Also, we agreed that the process and methods for assessing majors’ achievement of specific 
learning goals must be embedded in the curriculum and should provide ongoing feedback to improve the 
department’s instructional program. The process should also be symbiotic to allow for modifications of the learning 
goals and the assessment process if needed.  
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We were particularly glad to learn that standardized tests are not recommended as the means to carry out assessment.  
We agree that clearly defined educational objectives-- coupled with appropriate learning assessment programs--have 
the potential to significantly improve the quality of undergraduate education at UC. The assessment process should 
be kept as simple and straightforward as possible without resorting to standardized tests.  It would be preferable to 
integrate assessment with required coursework, including papers, exams, projects and performances.  For some 
disciplines, the analysis of pass rates and grade distributions in specific courses--together with surveys of graduates 
and alumni--may provide an adequate assessment of learning outcomes. 
 
II. Areas of concern 
 
1. Time and resources: Although we agree that the assessment process should build on existing departmental 
structures, we are very much aware of the resource implications. The committees believe that developing the 
assessment process, performing departmental/program assessment, and developing accountability reports will require 
time and effective administrative support at the campus and system-wide levels. The following are some of the needs 
we identified: faculty time, staff assistance, training, and consultation. 
 
Our Committee on Teaching was especially interested in learning more about UC Irvine’s multi-year plan to assist 
faculty in establishing assessment programs. This initiative seems to have provided workshops, consultations, and 
assessment grants to Senate faculty “to help identify learning goals in the major, to align learning goals to the major's 
curriculum, and to assess whether graduating majors were meeting those goals.” Another campus worth examining is 
UCSB, where we learned that sponsored events have helped focus attention on the benefits and challenges of 
assessment through its Office of Academic Programs, with faculty grant support.  Access to other models and 
receiving information on what other departments/campuses are doing would, in the end, help maximize resources. 
Campus administration should facilitate this process of consultation and should provide the corresponding venues. It 
might be helpful to provide an example of an assessment program on which faculty/departments can model their 
assessment tools. 
 
2. Intercampus collaboration:  Campus development of department-level learning assessment programs should be 
supported by communication among UC campuses. The report mentions several efforts at sister campuses which 
seem to have made headway and are already in place. Consultation with these campuses would be very helpful. For 
example, COT was very interested in learning more about UCLA’s use of capstone courses for assessing student 
learning for WASC review (departments are provided with assistance in establishing learning outcomes and 
associated assessment approaches). Their document Guidelines for Developing and Assessing Student Learning 
Outcomes for Undergraduate Majors might be of great assistance to other campuses in this process. 
 
3. Training and mentoring: We strongly believe that parties involved in the process would profit tremendously 
from concerted efforts directed to training.  Although faculty know and can state very well the learning goals in the 
courses they teach, it might sometimes be difficult to translate them into discourse that the general public or “stake 
holders” can clearly understand.  Junior faculty, the sector that will likely bear the brunt of responsibility for stating 
learning goals and assessment, would probably profit the most from training and mentoring efforts. 
 
There is no specific mention or discussion of curricular diversity, diversity assessment or diversity accountability 
anywhere in the report. We are concerned about this omission given that an absolute majority of the people of the 
State of California, whom we presumably serve, are people of color. Moreover, we felt that with current global 
economic, political, and cultural configurations that curricular diversity is essential to the excellence of the 
undergraduate curriculum and the assessment of its success. Our Committee on Affirmative Action and Diversity 
specifically recommends that the Report suggest the UC-wide development of “core courses” very early in students’ 
undergraduate training that focus on the multi-national, multi-cultural, and multi-racial character of society with each 
campus’ faculty designing what they feel is most appropriate. We note a tendency in the Report toward quantification 
by flattening out the diverse kinds of knowledge that students have and/or faculty may wish to teach that represent an 
understanding of the diversity of the human community and the vast character of human cultures and experiences. 
This quantification tends to reify a Eurocentric and Western epistemology giving them a privileged and permanent 
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status that does not adequately assess or account for global diversity. This tendency toward quantification also tends 
to privilege the sciences over the humanities and humanistic social sciences, and assumes a common measurement 
scale for all the UCs. 
 
III. Questions 
 
The following are questions that arose as we discussed the contents of the Task Force report: 
 
1. GE reform: The Committee was wondering how the UEETF’s present recommendations on how UC campuses 
should assess undergraduate success in reporting both to UCOP and the public fits in with UCSC’s GE reform.  We 
thought that it might be timely if the current efforts to reformulate course proposals to fit the new GE requirements 
take into account the recommendations from this report.  We were also wondering if these recommendations had 
made their way to the departmental level, where new course descriptions are presently being put together.  
 
2. Articulation: The question of whether there were any provisions for articulation within the departments and 
between departments and the divisions was brought up in the discussion. 
 
3. Undergraduate experience: If the undergraduate experience was to be assessed (beyond the academic), how 
should it be approached?  
 
4. Resources: It may be desirable to produce an implementation plan, with an explicit accounting of resource needs 
and funding sources. 
 
IV. Suggestions 
 
1. Minors: In our discussions, the issue of extending this process beyond departmental majors to minors was brought 
up. We believe minor programs should be included and encouraged to formulate assessment programs as well. 
 
2. Skills vs. knowledge: The difference between “skills” and “knowledge” also came up, and it was suggested that 
both be assessed.  
 
3. Students’ investment: Some of our members pointed out that a student’s investment in a course is an important 
metric that should be included in any assessment program.  It should also be examined if the learning method was 
meaningful to the individual student. 
 


 


Sincerely, 


 


 


        
       Lori Kletzer, Chair 
       Academic Senate 
       Santa Cruz Division 
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January 20, 2010 


 


Professor Henry C. Powell 


Chair, Academic Senate 


University of California 


1111 Franklin Street, 12
th


 Floor 


Oakland, California  94607-5200 


 


Dear Harry, 


 


In response to your request of October 8, 2009, the San Diego Division sought and received comment 


from the appropriate Divisional committees on the Report of the Undergraduate Educational 


Effectiveness Task Force.  The Divisional Senate Council also discussed the Report at its meeting on 


January 4, 2010. 


 


Reviewers agreed that the sentiments expressed in the Report are laudable.  The careful consideration 


of the knowledge that faculty members wish to impart to students and the construction of effective 


means for evaluating whether that knowledge has been mastered are fundamental to a successful 


university education.  These goals are implemented in a myriad of ways on each campus, necessarily 


differing by, and dependent on, the nature of each discipline.  In some disciplines, such as engineering, 


external and long-standing professional organizations have established national criteria already used on 


UC campuses.  Also, some campuses (including UCSD) have developed educational effectiveness 


measurements as one aspect of participating in a WASC accreditation review. 


 


Concerns were expressed, therefore, that the report’s purpose is more political than educational.  The 


report appears to propose a new level of (unfunded) bureaucracy to monitor the accomplishment of 


goals that are already core to the University and already being implemented on campuses.  At a time 


when available funding for teaching is being slashed, implementation of this proposal could inevitably 


redirect scarce resources away from essential tasks.  Reviewers urged the examination of other ways of 


communicating to the public the effectiveness of UC’s undergraduate educational enterprise that would 


not result in new unfunded mandates to the campuses. 


 


 Sincerely, 


  
William S. Hodgkiss, Chair 


Academic Senate, San Diego Division 


 


cc: F. Powell 







 


 


 
 
 
January 4, 2010 
 
Henry C. Powell, MD 
Chair of the Assembly and the Academic Council 
Faculty Representative to the Board of Regents 
University of California 
1111 Franklin Street, 12th Floor 
Oakland, CA 94607 
 
Re:  UCSF Response to the Report of the Undergraduate 
Educational Effectiveness Task Force 
 
Dear Chair Powell: 
 
Please find attached the UCSF Division response to the Report 
of the Undergraduate Educational Effectiveness Task Force, as 
prepared by our Committee on Educational Policy. 
 
Please contact me (efuentes@sfghpeds.ucsf.edu)or UCSF 
Academic Senate Director Heather Alden 
(heather.alden@ucsf.edu) if you have questions or need more 
information. 
 
 
Sincerely yours, 


 
Elena Fuentes-Afflick, MD, MPH 
Chair, UCSF Academic Senate 
 
cc: Martha Winnacker, Director, UC Academic Senate 


Office of the Academic Senate 
500 Parnassus Ave, MUE 230 
San Francisco, CA 94143-0764 
Campus Box 0764 
tel: 415/514-2696 
fax: 415/514-3844 
 
 
Elena Fuentes-Afflick, MD, MPH, Chair 
Robert Newcomer, PhD, Vice Chair 
Peter Loomer, DDS, PhD, Secretary 
Jean Olson, MD, Parliamentarian 
 







 
 


Communication from the Committee on Educational Policy  
Thomas Kearney, PharmD, Chair  
 
December 16, 2009 
 
Elena Fuentes-Afflick, MD 
Chair, UCSF Academic Senate 
500 Parnassus Avenue, Box 0764 
 
Re: Review of the Report of the Undergraduate Educational Effectiveness Task Force 
 
Dear Chair Fuentes-Afflick, 
 
As requested, at its November 4 and December 9, 2009 meetings, the Committee on Educational Policy 
(CEP) reviewed the report of the Undergraduate Educational Effectiveness Task Force submitted to the 
San Francisco Division for review and comment.  
 
Overall, the committee supports the ideas put forth in the report however they have concerns about the 
burden of implementation and the use of faculty and department time on matters that might already be 
handled by other campus agencies such as alumni associations. The concerns were as follows: 
 


(1) The reportʼs suggestions, especially in tracking undergraduate learning objectives, 
seem burdensome and difficult to implement. While the committee agrees that there 
should be some external measure to determine if students are developing competencies, it 
wondered about the ability of faculty to implement the proposed ideas. 
 
(2) The report focused “on defining and assessing student learning outcomes as the 


primary way to evaluate educational effectiveness” (pg. 7). These are activities faculty 
deliver and control, however the proposed methods of tracking and determining said 
effectiveness require substantial financial and physical manpower to implement and 
maintain, which would also be beyond what can be supported in the current fiscal 
environment.  
 
(3) CEP also wondered why the tracking of former students didnʼt fall to the campus 


alumni association rather than departments? If these organizations contact alumni to 
determine living locations why not also ask about professions and other information sought 
by the departments?  


 
(4) Separately, if tracking were to start at the point of acceptance to the University by an 
alumni association, the University could then track all of their information whether or not 
they choose to attend that campus. Then, if they pursue graduate education, the university 
system already will have data on them. If a database such as this was centralized for use 
by all at UC Systemwide, it would be a phenomenal resource for online surveys, and other 
options, especially for seeking of donations. 
 


We therefore support and recognize the potential value of the ten recommendations as put forth by the 
UEETF, but suggest that the timetable for implementation be contingent upon the availability of adequate 
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resources and administrative support. This will require an additional assessment of the short-term and 
long-term fiscal impact for implementation of each recommendation and identification of who bears 
responsibility for additional resources. 
 
Sincerely, 
 
The Committee on Educational Policy  
 
Thomas Kearney, PharmD, Chair 
Peter Loomer, DDS, PhD, Vice Chair 
Abbey Alkon, RN, PhD, PNP 
Sergio Baranzini, PhD 
Kurt Giles, PhD  
Vineeta Singh, MD 
Douglas Schmucker, PhD 
Sophia Saaed, DMD 
Elisabeth Wilson, MD, MPH 
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UNIVERSITY COMMITTEE ON ACADEMIC FREEDOM (UCAFP) Assembly of the Academic Senate 


Raymond Russell, Chair 1111 Franklin Street, 12th Floor 
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 Fax: (510) 763-0309  


 


 January 14, 2010  


HENRY POWELL, CHAIR 


ACADEMIC SENATE 


RE: Undergraduate Educational Effectiveness Task Force Report 


Dear Harry, 


The University Committee on Academic Freedom discussed the July 2009 report of the Undergraduate 


Educational Effectiveness Task Force at its meeting on November 10, 2009.  The Committee had several 


concerns about the proposal, which are reported below. 


Committee members noted that every campus already has a complex of set of processes for the evaluation 


of teaching at every level, from individual courses and instructors to undergraduate and graduate degree 


programs.  UCAF members were concerned that report of the Task Force did not give sufficient attention to 


the processes that are already in place, and to ways in which the current proposals could be integrated with 


them.  In so far as the Task Force Report leads to the addition of new forms of evaluation and/or higher 


levels of reporting beyond what departments and campuses are currently doing, it will require additional 


resources, which need to be acknowledged and budgeted for. 


Most generally, the Committee noted that the responsibility to determine course content and instructional 


methods and to evaluate teaching has been delegated by the Regents to the Faculty.  In so far as the 


recommendations of the Task Force are going to lead to the development of campus-wide and system-wide 


forms of assessment and accountability for undergraduate education, the Senate should be more than just “a 


key player” in these developments.  These new forms of evaluation must remain under the control of the 


Faculty. 


Sincerely, 


 


 


 


 


Raymond Russell, Chair 


UCAF 
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UNIVERSITY COMMITTEE ON EDUCATIONAL POLICY (UCEP) Assembly of the Academic Senate 


Keith Williams, Chair 1111 Franklin Street, 12th Floor 


krwilliams@ucdavis.edu Oakland, CA 94607-5200 


 Phone: (510) 987-9466 


 Fax: (510) 763-0309  


 


January 4, 2010  


Henry Powell, CHAIR 


ACADEMIC COUNCIL 


Re: Report of the Undergraduate Educational Effectiveness Task Force 


Dear Harry,  


UCEP had the opportunity to discuss the report of the Undergraduate Educational Effectiveness Task Force 


(UEETF) during its November and December meetings. Overall, UCEP endorses the basis for evaluating 


undergraduate educational effectiveness as outlined in the report, including that “responsibility for 


assessing student learning resides with the faculty; should be discipline specific and locally (campus) 


defined”. 


The strength of undergraduate programs at UC stems from the faculty and their grounding in a multi-


campus research university, and it is appropriate that development of methods for assessing achievement of 


educational goals originate within the curriculum from those who know the programs best. At the same 


time, there is a need for objective oversight, and the UEETF suggestion that the assessment process be 


included within the normal program review is both appropriate and necessary. Program review assures that 


faculty and administrators who understand the discipline being reviewed evaluate the program. The 


periodic nature of the review process will not only ensure that outcome assessment is regularly reviewed 


but will also provide an evaluation of how outcome assessment is being used to improve teaching and 


learning. We agree with the report in that this review process should not be in addition to other assessment 


means, but should take advantage of existing structures used to evaluate and improve programs and be 


incorporated as a part of other programs for assessment developed for accreditation agencies such as 


WASC or ABET.  


While there has been national interest in trying to use different measures of outcome assessment as 


accountability measures, we believe the principal benefit of outcome assessment to be its use as a means of 


evaluating and improving educational programs. We support the idea that each program should provide 


web access to their learning objectives and assessment results, and believe that making this information 


publicly available provides a measure of accountability.  


We do not believe that much would be gained by trying to aggregate program assessments into some 


overall college or university measure. We agree with the report’s assessment that the general standardized 


exams currently available, such as the Collegiate Learning Assessment (CLA), are poorly conceived and 


validated and do not adequately assess learning at a disciplinary level where it would be most appropriate. 







 


 


We particularly do not see substantial benefits to the idea that programs should try to assess “value added”, 


as advocated by the CLA and as is currently being done in the VSA program being piloted by many 


universities. While UEETF advocates developing methods for aggregating measures of learning 


achievement, the use of overall measures of learning to describe the effectiveness of the education at a 


given University is at odds with the philosophy that learning assessment should be discipline-based and 


developed at the program level. While some overall assessment of outcomes expected from a General 


Education curriculum is appropriate, such an evaluation should be in addition to a disciplinary and 


curriculum-based assessment program. Each UC campus has its own particular strengths and disciplinary 


emphases, and the comparative benefits to students and UC constituencies from the diverse set of programs 


at any given campus cannot be evaluated by a single numerical measure, nor is it appropriate to compare 


campuses using some aggregate measure from different sets of programs and departments. We support the 


UEETF suggestion of using exit and alumni surveys to provide insight into graduate contributions to their 


families, workplace, and community. Overall, we believe that approaches to assessing and improving 


curriculum and approaches to demonstrating accountability should be addressed separately.  


While we are very supportive of a disciplinary-based faculty-driven assessment process, we are also 


concerned with the likely time involvement for faculty to develop such a process. It is essential that there 


be a support system readily available for the development of assessment programs, including access to the 


help of experts in the field of assessment to provide guidance for developing measures, availability of a 


means for communication within and among similar disciplines on different campuses to share assessment 


ideas and methods, development of a systemwide repository that could store examples of good practices, 


and funding to support local campus development efforts and intercampus sharing of information.  


While we understand some of the rationale used by WASC and other accrediting agencies for not wanting 


to base learning effectiveness on the letter grading system that is a part of the educational system, we do 


believe that grades can represent a valid means of assessing student achievement in different disciplinary 


areas. It should be feasible in at least some situations to imbed learning assessment within the already 


existing process for evaluating student learning and assigning grades. The course of action proposed by 


UEETF makes the assessment process more visible and formal, and it is likely that the basis for grades will 


be more apparent when the proposed assessment processes are fully implemented. 


 


The committee appreciated the opportunity to provide feedback on the report from the Undergraduate 


Educational Effectiveness Task Force.  


 


Sincerely, 
 


 
Keith Williams, Chair 


UCEP 
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16 November 2009 


 
 
Dear WASC Steering Committee Members: 
 
At our most recent Steering Committee meeting, the Administrative Subcommittee was tasked 
with developing the Analysis of Educational Effectiveness portion of our Educational Effectiveness 
Review (EER) report.1


 
   


To focus this key component of the EER, the Subcommittee is proposing to engage in a 
comprehensive review of assessment at UC Merced with the goals of  
 


• Describing the scope of assessment practices across the campus (e.g., identifying which 
programs and units are at each stage --- nothing initiated; plan drafted; date scheduled; 
etc.); 


• Evaluating the quality of current assessment practices and processes; 
• Examining what assessment results reveal about student learning; 
• Using the data and evidence collected to identify the resources needed to sustain and 


improve assessment practices and student learning across the institution. 
 
This approach serves three important purposes. First, it ensures that our institutional efforts align 
with WASC’s expectations for a Comprehensive/Standards-Based report2


                                                      
1 The Analysis of Educational Effectiveness piece is one of eight, inter-related and required elements of the EER 
Report. The Administrative Subcommittee has also been tasked with drafting the Description of our Educational 
Effectiveness Approach and the Integrative Component (i.e. the introduction and conclusion of the report, 
respectively). Subcommittees are being developed to address the Analysis of the Effectiveness of the Program Review 
Process and Further Development of Student Success Efforts. The newly formed Senate-Administrative Committee for 
Assessment will develop the Plan for Sustaining Assessment for 5 to 7 years after the EER. Authorship of the Response 
to the CPR Recommendations remains to be determined. The eighth piece is an Institutional Data Portfolio composed 
of the evidence analyzed in support of each of the report’s elements.  


.  Second, as resourcing 
the new assessment requirements is a campus priority, this approach meets WASC’s  expectation 
that the EER “Explore topics or themes that are related to the institution’s own priorities and 
needs, with special emphasis on the assessment and improvement of student learning and 


2 The WASC Handbook of Accreditation describes the Comprehensive Approach to the EER as “Organized primarily 
around Standards 2 and 4, the institution produces a single comprehensive document describing how it investigates 
and assures educational quality. This report may include a comprehensive review of assessment at the institution, a 
comprehensive review of how the institution can become more learning centered, or an extensive review of the entire 
institution, under specific points of inquiry. Through any of these approaches, the institution is expected to include 
evidence-based discussions of student learning. “ 







 
 
development of a culture of organizational learning and improvement.”1 Third, by generating 
evidence of our campus’ current levels of development relative to our assessment and student 
learning goals, it supports preparation of the newly required component of the EER report, an 
institutional plan for sustaining assessment of learning outcomes for the next five to seven years2


 
.  


Significantly, this work may also have UC system-wide relevance. The UC Undergraduate 
Educational Effectiveness Task Force recently endorsed a programmatic outcomes-based approach 
to assessing educational effectiveness. Yet, the resource implications remain to be addressed.  
 
To meet the goals articulated above, the Administrative Subcommittee is proposing a set of 
specific questions. They are appended for your review.  
 
Before Wednesday, November 25th, please offer any thoughts for revising the proposed plan for 
this portion of our EER report, including the five guiding questions appended below.  Otherwise, 
no later than November 25th, please confirm your approval of this approach to our Analysis of 
Educational Effectiveness. Please send all responses to me via Laura Martin at 
lmartin@ucmerced.edu. 
 
Thank you very much for your thoughtful review of this important next step in our accreditation 
process. 
 
 
Sincerely, 
 


 
 
Gregg Camfield 
Professor and Chair, WASC Steering Committee 
 
 
 
 
 
 
 
 
 
 
 


                                                      
1 WASC Handbook of Accreditation 2008, p. 35. 
2 The newly formed Senate-Administrative Committee for Assessment will develop the Plan for Sustaining Assessment 
for 5 to 7 years after the EER. 







 
 


GOALS of Educational Effectiveness Analysis 
 


• Describing the scope of assessment practices across the campus (e.g., identifying which 
programs and units are at each stage --- nothing initiated; plan drafted; date scheduled; 
etc.); 


• Evaluating the quality of current assessment practices and processes; 
• Examining what assessment results reveal about student learning; 
• Using the data and evidence collected to identify the resources needed to sustain and 


improve assessment practices and student learning across the institution. 
  
 


Questions for the Educational Effectiveness Analysis 
 
 
1) How broadly and successfully are we engaging in assessment across the institution, including 
the use of assessment results?  


• At what stage of assessment is each of our academic programs and administrative 
units? 


• How well do we do assessment relative to how well we would like to do it?  
• What factors limit our ability to do assessment well, including resources?   
• Based on the evidence, what do we need to do to improve our ability to meet our 


assessment goals?  
 


2)  What are our assessment efforts revealing about the quality of UC Merced student learning 
relative to expectations at the program and institutional levels? 1


3) What do the results of our institutional assessments of assessment and student learning suggest 
about the types of resources UC Merced needs both to improve our ability to assess student 
learning and to implement assessment-based recommendations for improving  student learning 
(i.e. to act on the results of student learning)? 


 And, how are the results being 
used? 


4) On the basis of this evidence, and looking forward five to seven years, what actions will we take 
to support improvement in assessment and student learning? 


5) How is UC Merced’s approach to assessment and institutional learning changing over time? This 
final question would contextualize our current inquiries in the larger trajectory of the institution by 
describing the shift in UC Merced’s approach to assessment over time.  


 


 


                                                      
1 We also need to carefully consider how to provide evidence of being a learning organization. Relevant questions will 
likely dovetail directly with the proposed questions.  
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Central Valley resident and UC Merced mascot - Lynx rufus - or bobcat. 
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An Academic Vision for 2025
Dear Colleagues and Friends of UC Merced:


The University of California, Merced welcomed its founding class of 875 students 
to the newly opened campus in fall 2005.  In four short years, UC Merced has 
grown to 2,700 students and our faculty has increased from 90 to 145.  This 
academic vision outlines our aspirations as we grow to 15,000 students and 800 
faculty during the coming 15 years.


This next phase will be a truly defining period for UC Merced.  The campus will 
create its own distinctive identity as the tenth campus of the nation’s leading 
public research university.  This identity will be shaped by: (1) the University of 
California’s standards for excellence in teaching and research; (2) creation of world-
class research programs by UC Merced faculty; and (3) the unique opportunities 
presented by our location in California’s Central Valley.


UC Merced will continue building excellence in its academic disciplinary base 
which forms the foundation for emerging areas of distinction.  Additionally, 
we must think critically about our areas of strategic advantage, where focused 
investment can result in interdisciplinary research and educational programs of 
distinction, and where society’s most critical problems can serve as a magnet for 
faculty working towards their solutions.


The next leg of UC Merced’s journey promises to be a genuinely transformative 
period for our young campus as we further shape our service to the citizens of 
California and the world.  We are grateful to all who contributed to this vision and 
look forward to working with our university and community constituents as we 
continue the journey.


 
Sincerely,


Sung-Mo “Steve” Kang    Keith Alley 
Chancellor      Executive Vice Chancellor and Provost


 


Steve Kang 
Chancellor


Keith Alley  
Executive Vice  
Chancellor and Provost







8    


A Legacy Renewed 


When the California State Legislature established the University of California 140 years 
ago, it did so in the belief that the best way to secure the state’s long-term future was to 
invest heavily in its greatest asset – its people.  Today, California has a vibrant, multi-faceted 
economy larger than all but a handful of countries.  The University of California has been a 
significant contributor to that development and a key reason the state is recognized around 
the world as a center of innovation, commerce, cultural expression and entrepreneurial 
spirit. This legacy was renewed with the opening of the 10th University of California cam-
pus in Merced in 2005.


As the newest member of the system, UC Merced has a responsibility to extend and enhance 
the UC legacy of excellence.  It is the first new University of California campus to be built 
since 1965, significantly expanding system capacity to meet the tenets of the “Master Plan” 
while also accommodating statewide population growth.  UC Merced is the first UC cam-
pus located in the San Joaquin Valley, a fast-growing but largely underserved region of the 
state with vast, unrealized potential, and it is the first new American research university 
of the 21st century, a time of accelerating social, economic and environmental challenges 
throughout the region and the world.  In order for UC Merced to build programs of excel-
lence that will differentiate us from our sister campuses and also fulfill the promise that is 
implicit in these “firsts” we must have a navigable reference that will help guide our campus 
to maturity.   In other words, this academic vision is not intended to be a blueprint of our 
future development but rather to provide a beacon that will guide UC Merced’s maturation 
through a series of actionable plans that will facilitate the continued growth and distinction 
of the campus.  


Academic planning at the level of the university’s three founding schools has been and 
will continue to be an integral part of UC Merced’s development.  However, the campus 
recently arrived at a juncture that required campus-wide consultation into the vision that 
would guide UC Merced’s development in the decades ahead.  Each of our sister campuses 
has identifiable spires of excellence that mark its unique role in the UC system’s “power and 
promise of ten.”  As the newest campus, UC Merced has still to define the characteristics 
and programs that will ultimately broadcast its excellence and distinguish it from its sister 
campuses. This will occur as the three founding schools build depth in the foundational 
programs in engineering, natural science, social science, humanities and the arts. 


This plan builds on respected UC traditions in many ways: the primacy of excellence in ba-
sic research across the entire array of disciplines, as well as broad-based learning at the un-
dergraduate, graduate and professional levels.  However, that alone is not enough.  To earn 
distinction and achieve our long-term mission in today’s rapidly changing environment, UC 
Merced must create a research presence and educational experience that is uniquely tailored 
to the needs, aspirations and backgrounds of a student population unlike any other in UC 
history.  Indeed, freedom to innovate or transform the practices of previous generations is 
UC Merced’s most powerful strategic asset – and a major reason distinguished faculty and 
administrators from all over the world have come to build the newest UC campus.


An academic vision that  
will guide UC Merced’s  
maturation


The first new American 
research university of  
the 21st century
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UC Merced’s academic vision spans a period through the campus’s 20th anniversary in 2025.  
In conjunction with our long-range development plan (LRDP), the long-range enrollment plan 
(LREP) and individual school plans, the academic vision will serve as an ongoing guide to 
major investment and resource decisions we make throughout the planning timeframe.  It will 
also help the university build the resources it needs to meet the goals outlined in this plan.


As the opening phase of campus physical development nears completion, it is important to ask 
what the next phase of campus development will be and what will be the mix of undergradu-
ate, graduate and professional educational programs on this campus.  In other words, what will 
UC Merced be as it matures from a campus brimming with potential to one where we will be 
judged by the impact of our research and our graduates?  Even a cursory review of the estab-
lished UCs indicates a number of viable alternatives for our future journey, but in order for UC 
Merced to develop a clarity of identity that is unique it must create its own vision of success 
and not just pick from an array of successful models.  This document is intended to begin the 
conversation that will ultimately help us define the distinguishing characteristics of the 10th 
campus.  


The faculty and staff who have created this vision recognize that a plan is only as good as its 
flexibility to accommodate new developments.  Accordingly, this plan is a living document, 
subject to updates and revisions as circumstances warrant.  While the individual elements may 
evolve over time, the long-term objective will not.  That objective – to serve the people of the 
region, the state and the world through an uncommon commitment to excellence in education, 
research and public service – is the light that guides everything we do.
 


A 20-year vision created  
by faculty and staff


Science & Engineering 1
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Mission
 
 
 
UC Merced embodies the distinctive mission of the University of California  in its proud claim 
of being the first American research university of the 21st century.  As the 10th campus of the 
University of California, UC Merced will achieve excellence in carrying out the university’s mis-
sion of teaching, research and service, benefiting society through discovering and transmitting 
new knowledge and functioning as an active repository of organized knowledge.  As a key tenet 
in carrying out this mission, UC Merced will build on the diversity of its academic community 
to enhance its contributions to society.


A research university is a community bound by learning, discovery and engagement.  New 
knowledge increasingly depends on links among the disciplines, working together on questions 
that transcend the traditional subject boundaries.  UC Merced fosters and encourages cross-
disciplinary inquiry and discovery.  Interdisciplinary practice in research will nourish under-
graduate learning, building a foundation to connect the ways that academic disciplines analyze, 
understand and engage with society’s problems.  Undergraduates will experience education 
inside and outside the classroom, applying what they learn and create through undergraduate 
research, service learning and leadership development.  As apprentice scholars, graduate students 
will build their understanding of and ability to do independent research in their chosen field, as 
the groundwork for entering professional life.  Our graduates will be lifelong learners who will 
continue to hone their knowledge and workplace skills to accommodate and contribute to the 
rapid changes in the workplace.


The 21st century has opened with the promise of new ways of connecting people to new knowl-
edge and to one another.  UC Merced is a network of scholars, not simply a single place, linking 
its students, faculty, staff and alumni to the educational resources of the state, nation and world.  
The idea of network extends to UC Merced’s collaborative relationships with neighboring institu-
tions: educational, cultural and social.  Born as a member of the most distinguished educational 
network, the University of California, Merced seeks strong and mutually supportive relation-
ships with a variety of collaborators in its region: public and private colleges and universities; 
federal and state organizations that share UC Merced’s educational and research goals; and civic, 
cultural and social institutions.


The idea of network will also be realized through the physical and intellectual integration 
between UC Merced and its surrounding community.  The campus is planned as a model of 
physical sustainability for the 21st century, inviting all members of the campus and surrounding 
community to think and act as good stewards of the environment that they will convey to future 
generations.


UC Merced celebrates its location in the San Joaquin Valley, reflecting the poetry of its land-
scape, history, resources and diverse cultures, while capitalizing on and expanding the region’s 
connections to the emerging global society.  UC Merced recognizes that research that begins 
with the natural laboratory at home can extend what is known in the state, nation and world.


Learning, discovery 
and engagement


A model of sustainability 
located in California’s 
San Joaquin Valley


A network of scholars
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UC Merced’s educational experiences are designed to prepare people for the 21st century 
workplace, for advanced education, life-long learning and for a leadership role in their com-
munities.  UC Merced graduates will be exceptionally well prepared to navigate and succeed 
in a complex world.  The principles guiding the design and implementation of our academic 
programs are envisioned within a continuum that ranges from preparatory and advanced 
curricula in general education and in the majors, through a variety of educational activities 
inside and outside the classroom. 


Graduates who will 
succeed in a complex 
world


UC Merced, 2008.
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Vision


The motto of the University of California is Fiat Lux: “Let there be light.”  With the opening 
of the 10th campus of the University of California in Merced, the lens of knowledge creation 
has been focused on the San Joaquin Valley, an area of California that has had chroni-
cally low educational attainment, low college-going rates and a paltry investment in basic 
research and development that has stymied economic growth and diversification.  As UC 
Merced grows in size and stature it will serve as a catalyst for the increased educational at-
tainment needed to bolster economic and community development, in a region of the state 
that will have an ever-increasing impact on the future of California and the world. 


The 10th UC campus will build on the rich tradition of the world’s leading public univer-
sity system.  Foremost among the elements that have defined the University of California 
as the world’s preeminent public university system is its unwavering commitment to basic 
research across the full spectrum of its disciplines.  As UC Merced grows and develops, it 
will fashion its own identity as a cutting-edge institution with a distinct, innovative charac-
ter forged from the pioneering spirit of UC Merced’s founding faculty, administration and 
students.  It will offer a well-balanced blend of academic and professional disciplines, as well 
as specialized entrepreneurial programs and capabilities, grounded in the economic, health, 
environmental, educational and cultural issues that impact the quality of life in California 
and the world beyond.  The San Joaquin Valley presents a microcosm of these  problems and 
can serve as a living laboratory through which our research and educational programs can 
impact the nation and the world while serving the region.


A world-class campus built 
on the rich tradition of the 
world’s leading public  
university system
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With these issues rapidly becoming global priorities, UC Merced will emerge as a world-
class research and knowledge center of relevance and significance at a time when society 
is searching for new directions and solutions to the major problems that plague the world.  
This in turn will attract leading faculty, visiting scholars, top graduate students, a highly ca-
pable and motivated undergraduate student body, dedicated staff, visionary administrators 
and external supporters, providing the strongest possible platform for sustainable develop-
ment and intellectual growth. 


The faculty, staff, administrators and students of UC Merced have been drawn by the chal-
lenge of building this type of world-class institution from the ground up.  The collective 
energy, enthusiasm and determination of these spirited pioneers have enabled UC Merced 
to overcome major obstacles and forge ahead, embracing the opportunity to build the next 
great campus of the University of California.  


From its beginning UC Merced was conceived as a campus that would blend excellent 
graduate and undergraduate education with basic research, the process of discovery and an 
entrepreneurial spirit to impact the “common good.”  The campus community is committed 
to achieving excellence in each of these endeavors.  A necessary phase of making our vision 
real is to continue to build top-tier programs in the Schools of Natural Sciences; Engineer-
ing; Social Sciences, Humanities and the Arts and then to intertwine these foundational 
areas with strong professional school programs.  Simply put, UC Merced’s ultimate goal is to 
provide the programmatic breadth and excellence in education and research that will signal 
our entry into the Association of American Universities.  From the arrival of our initial 
founding faculty members in 2003 the goal of this campus has been to foster innovative pro-
grams that focus on the creation of knowledge and impact the world through basic research 
and scholarship.  Development of the disciplinary base continues unabated. 


Programmatic breadth and 
excellence in education and 
research







14    







UC MERCED STRATEGIC ACADEMIC VISION                 15
      


Guiding Principles
Backed by the rich, 140-year heritage of the world’s preeminent public  
university system, the University of California, Merced will replicate the  
system’s renowned standards of excellence in research and education to  
create a student-centered research university that will:
 


•	 Provide	interdisciplinary	solutions	to	society’s	most	pressing	problems	 
 through our research and educational programs.


•	 Engage	in	and	commit	to	the	success	of	our	students	through	excellent	 
 educational offerings that provide the basis for critical analysis and life- 
 long learning.


•	 Build	 on	 the	 diversity	 of	 our	 region	 and	 the	 campus	 community	 to	 
 provide critical linkages to the global community that will provide the  
 workplace for our graduates. 
 
•	 Develop	cutting-edge	professional	schools	that	meet	the	research	and	 
 educational needs of the region and the state.


•	 Create	and	sustain	a	robust	relationship	with	the	region	to	promote		
 economic development and to engage the university in the  
 community. 


•	 Incorporate	environmental,	economic	and	social	sustainability	through- 
 out our teaching, research and public service programs, and exemplify  
 this principle in the development and ongoing operations of the  
 campus. 
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The World at Home:  
The San Joaquin Valley  
as a Microcosm of the World


Both the United Nations and UNESCO have defined an overlapping set of major issues that 
impact the world community and present the most serious problems the global community 
must address.  The common issues that have been identified (health, poverty, education, 
environmental and cultural sustainability) are a clear reflection of the most pressing needs 
California must address in order to maintain its preeminence in the country and the world.  
These issues are perhaps most visible and acute in the San Joaquin Valley of California, 
with its diverse population, narrow economic base, low levels of educational attainment and 
abundant health issues.  All of these were and are enduring factors that catalyzed the place-
ment of the 10th UC campus with the hope that the future would be better than the past.  


With its extensive emphasis on the development of advanced technology and continuous 
innovation, California is dependent on a highly educated citizenry and on the continuous 
flow of intellectual creativity, scientific research and innovative technological development 
and entrepreneurship that lead to the formation of prosperous, sustainable communities.  
The ten campuses of the University of California are perhaps the most visible icons of the 
state’s continuous pursuit of creativity and innovation throughout the world.  The univer-
sity, through its teaching and research missions, has played a prominent and productive role 
in supplying both the intellectual and human resources for the state’s cultural and economic 
development.  Regions adjacent to our nine sister campuses have thriving cultural and 
economic identities while areas remote to a UC campus have been severely disadvantaged by 
low college-going rates, the lack of a thriving creative enterprise and the absence of innova-
tive technological development.  Nowhere is this more problematic than in the San Joaquin 
Valley — a region with no clear pathway to future prosperity.  Campuses of the University 
of California serve as catalysts of excellence that raise expectations in other institutions 
throughout their communities.  The clear expectation is that in the coming decades UC 
Merced will provide the same catalyst for regional excellence in the Valley. 


A catalyst for regional  
excellence in the  
San Joaquin Valley
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San  
Francisco


Merced


Fresno


Bakersfield


Modesto


Stockton


Santa  
Cruz


Visalia


Madera


Hanford


San Luis 
Obispo


C  o a s t    R a n g e s


S i e r r a      N e v a d a


UC Merced is located in the 
heart of California’s San Joaquin 
Valley, an agriculturally rich 
region stretching 250 miles 
north to south from the San 
Francisco Bay Delta above  
Stockton to the Tehachapi 
Mountains below Bakersfield.  


UC Merced has the potential to 
positively impact the region’s 
environment, economics, 
educational attainment levels 
and access to health care.


T e h a c h a p i       R a n g e 


Bay Delta
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The problems of the San Joaquin Valley provide a bounty of opportunities that both our 
faculty and students can impact in a positive way.  Four of the most wide-spread issues UC 
Merced can and must somehow impact through its core academic programs are identical to 
those identified in the goals of major world bodies.  By addressing these issues the university 
can intimately connect cutting-edge scholarship with the most pressing needs of society and 
enhance the credibility it has with the population and with their legislative representatives. 


First, the San Joaquin Valley is an environment on the edge.  Population growth, water, 
energy and air-pollution issues all provide abundant opportunity for an enduring commit-
ment in our core academic goals that can help build a sustainable environment that is not 
only livable but can also serve as a model for other areas of the world. 


Second, poverty is deeply engrained throughout the region.  The San Joaquin Valley’s nar-
rowly focused economic base and a lack of significant research investment are tied to a rela-
tively shallow economic platform of agriculture in the Valley.  Current per capita research 
investment in the counties of the region is more than an order of magnitude less than that 
in coastal California counties, creating a deep disparity in basic research that can be par-
layed into investment in the region’s future. 


Third, health-related problems are prevalent throughout the Valley.  From asthma to 
zoonotic infectious disease, this is an area where research, education and service can im-
mensely improve the lives of our diverse citizenry while also providing expanded opportu-
nities for research and education.  


Fourth, there are drastically low levels of educational attainment throughout the region.  
The presence of UC Merced has already started to have an impact on the area.  More high 
school students are taking A-G coursework, more families are expressing an interest in 
having their children attend college and more Valley high school graduates are applying to 
college, although at levels far below coastal California.  There is still a huge amount to be 
done.  Through community outreach, through programs like Science and Math Initiative, 
through our research on cognitive and childhood development, through our efforts to un-
derstand the diversity of cultural issues in the region and through our Center for Education-
al Partnerships we can and should make a strong, concerted effort to impact P-16 education 
throughout the Valley in a way that will help high school graduates transition to college. 


These are four critical regional problems crying for solutions – problems where our research, 
our teaching and our community service can have an enduring positive impact and set a 
model for other parts of the country and world to follow. 


Connecting scholarship to 
meet society’s most  
pressing needs 







UC MERCED STRATEGIC ACADEMIC VISION                 19
      


The vision of the California Master Plan is the state and the university will focus their 
resources to create world-class distinction on all of the UC campuses.  Each campus has 
been able to distinguish itself around a limited number of high-visibility educational and 
research programs that are recognized throughout the world.  UC Merced must begin to 
think critically about the areas of scholarship and research where we have strategic advan-
tage – areas where, with some focused investment, we can begin to build research programs 
of distinction that will serve as a magnet for members of our faculty from across the campus 
to work on the critical problems noted above. 


Concurrently, for UC Merced to thrive with academic distinction and to address the dif-
ficult issues facing the planet, we will need to broaden the palate of educational and re-
search opportunities available to our students while also continuing to build depth in the 
core disciplines that form the underpinnings for all that we do.  This includes additions to 
the basic disciplinary undergraduate offerings, but it also includes development of selected 
professional programs keyed to the problems that will impact California’s future.  People in 
California rely on the University of California as the source of the most highly accomplished 
scientists, engineers, health practitioners, educators, lawyers and business people – people 
who become the leaders in their professions and in their communities.  


Excellence and strategic 
advantage


Total Campus Enrollment by Ethnicity 
(Fall 2008) 


Region of Origin for UC Merced Undergraduates 
(Fall 2008) 


San Joaquin 
 Valley 
31% 


San Francisco  
Bay Area 


30% 


Southern  
California 


27% Sacramento Valley/North 
Coast and Sierra 


6% 


Foreign/Out of State 
2% 


Central Coast/ 
Monterey Bay 


4% 


Source: Fall 2008 Undergraduate and Graduate Enrollment, UC Merced Institutional Planning and Analysis
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Native  
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1% 
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Decline to State 
5%African-American 


6%







20    


As UC Merced moves towards completion of the initial phase of its development, it has 
made gigantic strides when viewed from the perspective of the opening year with all of its 
challenges.  The faculty, undergraduate programs, graduate groups, students and campus 
have all shown significant developments in a relatively short span.  Our faculty includes over 
100 ladder-rank FTE and is expected to grow to over 200 in the next five years as the student 
body continues to expand.  With the growth of the faculty, research efforts have continued 
to expand.  This past year showed a substantial increase in extramural awards to over $16 
million. 


Major programs of study at both the undergraduate and graduate levels have been ex-
panded, with eighteen undergraduate and nine graduate major offerings.  In addition, many 
opportunities for academic minors are also available to the undergraduates.  At the graduate 
student level we are approaching 200 students and will continue to grow the percentage of 
the student body composed of graduate and professional students with a goal of reaching 20 
percent in the next 10-15 years. 
  
In the 1970s David Brower for the Friends of the Earth exhorted people to “Think Globally, 
Act Locally” in order to change the environment for the better.  This popular bumper-stick-
er motto of the ‘70s fits the regional impact that our campus can have, but places the work 
we do here in the larger global context that is the mission of the University of California’s 
research, educational and service activities.  One need only to look at the legacy of achieve-
ment at the other nine UC campuses to note how they have taken on the cloak of global 
problems in a local context.


Campus growth


UC Merced’s major program of study has expanded to eighteen undergraduate and nine graduate level offerings. 
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UC System Full-time Equivalency Enrollment (FTE)  by Campus 
2007-08 Budgeted and 2020-21 Target 


     Berkeley                            Davis                           Irvine          Los Angeles                    Merced                      Riverside                    San Diego                 San Francisco             Santa Barbara               Santa Cruz


Undergraduate                                 Graduate                          Health Sciences
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Sources: Student Body Population: UC Merced Institutional Planning and Analysis, 2008.  UC FTE: UC Office of the President Long Range Enrollment Plan Report to the Legislature (March 2008). 


UC System Total Enrollment:
2007-08: 216,312 
2020-21: 264,560


Population 2007-08 2008-09 2009-10 2014-15 2019-20 2020-21 Full  
Development


Undergraduate 1,885 2,573 3,183 5,770 8,288 8,815 22,250


Graduate 124 163 235 860 2,042 2,279 2,750
Subtotal 2,009 2,736 3,418 6,630 10,330 11,094 25,000


Faculty 136 146 183 350 533 573 1,420


Staff 605 644 804 1,541 2,344 2,520 4,828
Post-Doctoral 
Researchers


30 32 40 77 117 126 312


Subtotal 771 822 1,027 1,968 2,994 3,219 6,560


Other Daily 
Population


50 70 85 165 250 270 625


Total 2,830 3,628 4,530 8,763 13,574 14,583 32,185


Sources: UC Merced Institutional Planning and Analysis, 2008 and UCOP LREP Summary Tables  2006-2020, (www.universityofcalifornia.edu/lrep/totenroll.html)  See Summary Tables 
B-2 and H.  Graduate figures include Health Sciences. 


 


UC Merced Full-time Equivalency (FTE) Enrollment Projections 
2007-08-Full Development 
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Research Themes and  
Graduate and Professional  
Programs
 
 
 
Of the 2,629 four-year colleges and universities in the United States only a small number 
are designated as research-intensive, doctoral institutions.  The top tier of these universi-
ties makes up the membership of the Association of American Universities (AAU).  These 
institutions are generally marked by a core mission that sets them apart from other higher-
education institutions.  Elements of this mission include: a substantial commitment to the 
conduct of cutting-edge research, a strong emphasis on graduate and professional education, 
a commitment to undergraduate success in professional and academic careers, a commit-
ment to a strong international presence as well as commitment to community and country. 


A hallmark of the University of California system is the richness, variety and strength of its 
graduate and professional programs and how they provide value added to the undergradu-
ate students.  As the newest member of the system, UC Merced will build on that heritage of 
excellence with a set of well-considered interdisciplinary, multidisciplinary and disciplin-
ary programs that take advantage of its newness and location, leverage the expertise of its 
talented faculty and address important societal needs. 


The relevance, timeliness, originality and inclusiveness of UC Merced’s graduate and profes-
sional programs will attract top-quality students and faculty, increasing the percentage of 
graduate and professional students at UC Merced to approximately 20 percent of the student 
body by 2025.  The cutting-edge work of these scholarly teams will lead to important new 
discoveries and earn widespread public and peer recognition, bringing prestige to the uni-
versity and the UC system and generating strong community and donor support.  


The university’s professional schools will begin to make significant contributions to the 
quality of life in a region long recognized as the most underserved in the state.  Many 
graduates will set up successful practices in the region, and will contribute to steady gains in 
the quality and quantity of professional services available to its people.  UC Merced will be 
widely perceived as the catalyst for these changes, demonstrating to all the beneficial effects 
of a world-class research university on the region’s general welfare.


Built on a heritage of  
excellence


Professional schools
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The rapidly growing university will become a highly respected and much sought-after 
partner in collaborative projects within higher education and with business, industrial and 
community organizations.  Employers will hire UC Merced students for their knowledge 
and skills, their ability to think critically and broadly about issues, and their ability to work 
effectively in diverse, multicultural environments.  These highly capable young men and 
women will excel in a wide variety of fields, providing a new and much-needed wave of tal-
ent, energy and leadership to the region, state and world.  


Government agencies, politicians, news organizations, community leaders and others will 
look to UC Merced for insights and guidance on emerging issues, knowing the university 
has focused its attention and resources on the toughest challenges of the 21st century.  The 
university’s influence will be felt as a fresh and effective voice on the national and global 
stage as well as a catalyst for positive change in the region and state.


As its reputation grows, the university will emerge as a leadership institution within the UC 
system.  Its breadth and depth of contribution will mark it as the most promising new public 
research university in the world.


A growing reputation


UC Merced’s scholarly work will lead to new discoveries and earn peer recognition.
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UC Merced’s current faculty believe it is 
essential for the following core disciplines to be 
present and nurtured at UC Merced in 20 years.  


Basic Sciences 


•	 Biochemistry,	Biophysics,	 
     and Structural Biology
•	 Cell	and	Developmental	Biology
•	 Ecology	and	Evolutionary	Biology
•	 Public	Health
•	 Genetics	and	Genomics
•	 Immunology	and	Infectious	Disease
•	 Biology/Integrated	Biology/	 
     Integrated Biomedical Sciences
•	 Applied	Mathematics
•	 Chemistry	
•	 Computer	Sciences
•	 Earth	Sciences
•	 Mathematics
•	 Physics


Engineering   


•	 Biomedical	Engineering	and	 
    Bioengineering
•	 Chemical	Engineering
•	 Civil	and	Environmental	Engineering
•	 Computer	Engineering
•	 Electrical	and	Computer	Engineering
•	 Materials	Science	and	Engineering
•	 Mechanical	Engineering
•	 Nanoscience	and	Nanotechnology


Social Sciences and Humanities  


•	 Anthropology
•	 Economics
•	 Political	Science
•	 Psychology
•	 Sociology
•	 American	Studies
•	 Comparative	Literature
•	 English	Language	and	Literature
•	 Spanish	and	Portuguese	 
     Language and Literature
•	 History
•	 History	of	Art,	Architecture	 
     and Archaeology
•	 Music
•	 Philosophy
•	 Religious	Studies
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Program Development: Collaboration Across Strong Core Disciplines


Cutting-edge discovery takes place in many contexts, from teams of specialists collaborat-
ing across disciplines (multidisciplinarity), to individuals working at the intersections of 
traditional disciplines (interdisciplinarity), to specialists working at the core of traditional 
disciplines (disciplinarity), to reinterpretations of the disciplines themselves.  The UC 
Merced faculty is committed to nurturing institutions and an academic culture that foster 
interdisciplinary and multidisciplinary research and education.  This commitment recog-
nizes that some of the greatest challenges confronting our civilization, as well as some of the 
greatest intellectual opportunities of our time, require interdisciplinary or multidisciplinary 
approaches.


Interdisciplinary approaches also require a strong foundation in the core areas and meth-
odologies that are common to academic inquiry in all major research universities.  UC 
Merced must build strength in these core disciplinary areas and methods, which form the 
foundation of undergraduate education in the arts and humanities, natural sciences and 
social sciences.  They also support research and graduate education in all fields, including 
engineering, and provide the technical and conceptual “tool box” that can be adapted read-
ily to societal needs and research themes that we cannot foresee now.  Strength in these basic 
disciplines is essential if UC Merced is to fulfill its mission as an excellent, comprehensive 
research university.


Program Development: Research Themes for UC Merced’s Future 


To realize the university’s vision for graduate and professional education over the next 20 
years, programs must be defined today that clearly reflect current and projected societal 
needs and include a strong rationale for UC Merced’s involvement.  The research themes 
presented below provide context and focus for the university’s research initiatives and estab-
lish the foundation upon which its institutes, centers and professional schools can be built.  
These themes have the breadth and interdisciplinary character to link major segments of the 
campus, bringing visibility and distinction to the university, its faculty and students while 
providing benefits to California and the world.  The further maturation of these themes in 
the coming decades will be of great importance to the world community. 


Core disciplinary areas
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 1. Environmental Sustainability


The world’s insatiable appetite for energy, food, water, space and other essentials is profoundly altering 
the natural environment, depleting natural resources and creating social, economic and political prob-
lems that demand long-term, multi-faceted solutions.  Among the most promising organizing principles 
is sustainability – the practice of providing for the needs of today without undermining the ability of 
future generations to provide for their own needs.  The field of sustainability focuses attention not only on 
fundamental interactions between nature and society but also on society’s capacity to guide those inter-
actions along more sustainable trajectories.  Thus, as a research theme, sustainability is an exceptionally 
fertile field, providing a context and focus for dozens of disciplines in natural sciences, social sciences, 
humanities and arts, management and engineering.  Investigation of sustainable solutions to society’s 
most pressing environmental challenges, including ecological systems, energy, water and other natural 
resources, climate change and security threats associated with global change, would serve societal needs 
for generations to come.  UC Merced’s location – in a region where the need to achieve sustainability is 
paramount, and in a state that represents perhaps the world’s best hope for innovation – makes it ideally 
suited to pursue this theme with vigor and imagination. 


Goal: Build an integrated research and educational program on ecological systems, energy, water and 
other natural resources, climate change and security threats associated with global change that will 
help build a sustainable environment.


Objective 1: Continue development of the Sierra Nevada Research Institute’s (SNRI) research portfolio and 
its impact on creating a sustainable environment.


SNRI focuses on the discovery and dissemination of new knowledge that contributes to sustaining the 
environment, ecosystems and natural resources of California, and related regions worldwide, through 
integrated research in natural sciences, social science, management and engineering.   


Objective 2: Establish the Merced Energy Research Institute (MERI).


MERI would conduct research that leads to new and improved renewable and sustainable alternative 
energy technologies, educate the energy industry and the next generation of energy scholars and practi-
tioners, and examine domestic and global energy policy.


Objective 3: Evaluate the potential to form of a School of Sustainable Design.


The School of Sustainable Design would meld architecture, urban and region planning and environmen-
tal sciences to help accommodate the growing population within the bounds of a sustainable environ-
ment and sustainable development. 
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California’s San Joaquin Valley is notoriously underserved in the healthcare field.  Residents suffer from 
chronic illnesses, such as asthma and diabetes, at disproportionately high rates, yet medical services are 
available for their treatment at disproportionately low rates.  Programs to improve the availability of 
quality healthcare in the region are greatly needed.  A major research initiative on human health would 
complement those programs in important ways and would engage many different core disciplines, in-
cluding two of the university’s most popular undergraduate majors (biology and psychology).  Further, it 
would provide some of the best undergraduate research experience a university could hope to offer.  Basic 
research in human health could also be expected to have far-reaching applications around the globe.  
           
Goal: Develop a strong health and wellness focus that permeates campus life through our research, 
education and outreach at the undergraduate, graduate and professional school levels.


Objective 1: Establish the Health Sciences Research Institute (HSRI).


HSRI would support research programs that use advanced analytical methods and modeling to answer 
questions in both fundamental biology and biomedicine. 


Objective 2: Establish a School of Medicine. 


California is expected to face a shortage of 17,000 physicians by 2015.  The San Joaquin Valley has less 
than half the state average for local access to physicians.  With the highest population growth rate in the 
state, the Valley needs more physicians to begin to address the high prevalence of chronic and preventable 
disease in this region.  The University of California is the public higher-education institution in the state 
with the authority to graduate medical doctorates.  The University of California Office of the President 
has recommended development of medical education programs in the Valley.


The UC Merced School of Medicine (SOM) would provide 21st century medical education, leverage 
resources in the region, increase research opportunities in direct support of the human health research 
theme, and elevate the stature of the campus, helping it to become a comprehensive research univer-
sity.  The SOM would embrace cutting-edge, interdisciplinary medical education.  A signature research 
program of the SOM would be population health, which together with basic and applied sciences, would 
bring a highly interdisciplinary research portfolio that integrates across schools. 


Objective 3: Evaluate the potential to form a School of Public Health. 


Public health, which deals with prevention rather than treatment of disease, is a solution to a major prob-
lem for the San Joaquin Valley in the form of epidemics of asthma and diabetes as well as major health 
disparities because of poverty and illiteracy.  A School of Public Health (SPH) or Program in Public 
Health (PPH) could be established in association with or independent of a School of Medicine.  There are 
five basic disciplines that are usually set up as departments in an SPH: environmental health sciences, 
epidemiology, biostatistics, health behavior and health policy and economics.  A PPH could develop en-
vironmental health sciences, health behavior and health policy and economics from UC Merced’s current 
programs in its three existing schools.   


 2.  Human Health
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Computation happens at many levels: in cells, in brains, in machines, and in institutions.  The interdis-
ciplinary study of computation is emerging as a coherent and unifying theme for research, spanning the 
natural sciences, social sciences, engineering and even the humanities and arts.  Computation appears at 
all scales, from small biological processes to large networked systems of interacting humans and software 
agents.  Fields such as cognitive science, neuroscience, computer science and bioengineering are break-
ing new ground and producing new discoveries with implications for theory as well as application across 
many scales.  The most exciting work is happening at the intersection of one or more of these fields, 
leading to whole new areas of inquiry, such as “information foraging,” “complexity,” “service science,” 
“human-robot interaction” and “cognitive engineering.”  And this kind of interdisciplinary work at the 
intersections can readily find business applications, including the design of computer systems and the 
design of corporate practices, among many others.  By closely coupling the interdisciplinary study of 
computation with studies in business and management, UC Merced is poised to become an international 
leader in a new area.  The university’s young age provides a unique opportunity to establish support for 
this broad research theme. 


Goal:  Build internationally renowned, multidisciplinary expertise in cognitive science and intel-
ligent systems that leverages UC Merced’s expertise in the natural and applied sciences, engineering, 
humanities and arts. 


Objective 1: Establish the Cognitive Science and Intelligent Systems Research Institute (CSISRI).


CSISRI would conduct research on many facets of cognitive science and intelligent systems.  Success in 
recruiting outstanding faculty members in cognitive science has produced a strong program that already 
enjoys international standing.  UC Merced also has excellent engineering faculty, particularly within 
electrical engineering and computer science, with focal research specializations covered by this theme, 
and cross-campus collaborations already have been established.  Merced’s proximity to Silicon Valley and 
the San Francisco Bay Area will facilitate the establishment of strong industrial relationships, producing 
further avenues for research support and opportunities for technology transfer. 


Objective 2: Establish a School of Management. 


Innovation lies at the intersection of invention and application.  Business plays a critical role establishing 
the bounds of relevant and sustainable applications.  UC Merced has a unique opportunity to develop a 
new kind of management school — one that does not stand alone but is intertwined with other schools 
and institutes on the campus.  By aiming at business, management and leadership research that is tied 
closely to technology and science, such as CSISRI’s focus on cognitive, intelligent and computational sys-
tems, the School of Management will fill campus and community needs through entrepreneurial experi-
ments in applying computational science and growing businesses.   


The school would fill unmet market needs and student demands.  It would leverage basic and applied 
science programs while also building on the base of social and behavioral sciences.  It should be entre-
preneurial, bringing researchers from the sciences and engineering together with management faculty 
and students, venture capital and the commercial marketplace.  The management programs would attract 
students expecting to combine studies in the sciences or engineering with management.


 3. Cognitive Science and Intelligent    
  Systems Interdisciplinary Inquiry in  
  Minds, Machines and Management  
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As the peoples and societies of the world are drawn ever more tightly together by exploding populations 
and borderless communication, the need to understand, explain and protect the diversity of cultural 
identities, values and expressions is becoming increasingly important to human co-existence.  These 
issues are studied across a range of disciplines, including history, literature, anthropology, art history, 
music and the emerging field of world heritage.  Many techniques for combining the insights drawn from 
traditional disciplines have been developed in fields such as Hispanic Studies and African-American 
Studies, and the more general fields of Ethnic Studies and American Studies.  These and other interdisci-
plinary and cross-disciplinary approaches address social organization and social practice, cultural norms 
and cultural products in both the past and the present.  Key research themes – representation and com-
munication, interpretation and evaluation, meaning and memory, power and identity, space and time, 
and variation and transformation – bring together a wide range of disciplines in the humanities and 
interpretive social sciences.  UC Merced’s  faculty approach these questions in local and international set-
tings across the range of disciplines in the humanities and interpretive social sciences.   Together, scholars 
working in this area help us understand how people have lived, built communities and created art in the 
past and present.   
 
Goal:  Develop a comprehensive inter- and cross-disciplinary program that places humanities in dia-
logue with the social contexts which shape history and culture.


Objective 1: Continue development of the UC Merced Center for Research in the Humanities and Arts.


The UC Merced Center for Research in the Humanities and Arts fosters interdisciplinary conversation 
and research.   In the years ahead we plan to provide the center with an endowment, and to sponsor 
research that engages the humanities and arts in a broad and critical context.  The center fosters collabo-
ration and dialogue to encourage true interdisciplinary interchange that encourages transformative and 
divergent thinking.   The center will also sponsor collaborative research projects that engage the commu-
nities of the Central Valley as part of its program.  The themes addressed by the center are: 


 1.   Identities and Diasporas: the examination of ethnicity, race, nationality, religion, gender  
       and sexuality in space and time
 2.   Culture
   i.  Cultural production in its political and social context 
   ii. The reception of culture
   iii. Cultural encounters and exchanges, and  the dynamics of cultural change
 3.   Conflict and its resolution
 4.   Space, Place and the Environment
 5.   Virtual Heritage: the production, analysis and dissemination of digital information about  
  the human experience derived from sources including written texts, born-digital 
  archives, social statistics, visual materials, performances,  ethnography and physical sites  
  ranging in scale from objects to landscapes
 6.   Medical humanities


 4. Community, Culture and Identity 
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Objective 2: Evaluate the potential to establish a School of Arts.


As an integrative vehicle blending creative applied arts training with rapidly developing digital tech-
nologies, a School of Arts at UC Merced would bridge the gap between arts and sciences and dem-
onstrate the lasting pragmatic values of a well-rounded, cross-disciplinary education.  As a center for 
cultural research and innovation, it would stimulate artistic expression and create new art forms that 
help establish UC Merced as a cutting-edge institution.  As a home for the study, expression and cel-
ebration of the San Joaquin Valley’s rich cultural heritage, it would forge vital connections to the Val-
ley community and serve as an inviting, highly visible public face for the campus.  As a 21st century 
institution with global perspective, it would showcase artistic and cultural expression from around 
the world, demonstrating the growing interconnectedness of the planet and promoting understand-
ing and respect for cultural differences.  Graduates of the School of Arts would be well prepared for 
leadership opportunities in a wide variety of fields, such as architecture and urban planning, where 
cultural awareness and technical knowledge go hand-in-hand.  They would also emerge as the cul-
tural leaders of tomorrow, helping to create a future based on cooperation and collaboration among 
the world’s cultures while remaining sensitive to local concerns and traditions.
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As illustrated by the current economic crisis at home and recurrent social and political crises abroad, 
human social progress is nonlinear and cannot be taken for granted.  In order to improve economic, 
political and social well-being for individuals and society, it is critical that we better understand the 
causes and dynamics of social progress.  Spanning all social science disciplines, research on social 
progress explores the effect of institutional structures on, for instance, economic outcomes, the ef-
ficiency of markets, the connection between citizen preferences and governmental actions, and numer-
ous forms of social inequality.  Given the importance of institutions in shaping social outcomes and 
thus accelerating or reversing progress, the dynamics of institutional selection and change is another 
topic ripe for academic exploration and research.  With its unique, multidisciplinary research environ-
ment and existing strength in core social science fields, UC Merced is well-positioned to foster creative, 
cutting-edge research on this vitally important issue of regional, national and global significance.


Goal:  Build a world-class research and educational program that utilizes cutting-edge social sci-
ence to better understand the dynamics of social and economic progress.


Objective 1: Establish the Institute on Democracy, Markets and Societies.


IDMS would support research on the dynamics of social progress, with much of the work focusing on 
the causes and contributions of various social institutions.  IDMS would help integrate the work of 
scholars from diverse disciplines including economics, political science, anthropology and sociology. 


Objective 2: Explore the potential to establish a School of Education.
 
The need to improve education at the secondary and university levels has become one of the most 
crucial issues both at the national and state levels.  The problem is particularly acute in Central Cali-
fornia, where the population has a lower level of educational achievement, higher unemployment rate 
and higher poverty rate than in the rest of the state.  An integrated solution is needed, one that pro-
motes interdisciplinary research on effective learning in and out of the classroom.  This includes the 
role of technology in learning, development of programs that adequately prepare teachers for chal-
lenges such as a high percentage of multiracial and multilingual groups, vertical integration of P-16 
education and other interventions.  A School of Education at UC Merced could serve as an incubator, 
hub and advocate of such projects and would play a central role in UC Merced’s mission of raising the 
level of education in the San Joaquin Valley.  Research conducted by UC Merced faculty in cognitive 
and information sciences would underpin programs in this school, providing an interdisciplinary and 
rigorously scientific foundation for educational theory and practice.  Studies in concept learning, skill 
acquisition, problem solving and deliberative reasoning, as well as in cognitive abilities traditionally 
shaped by educational practice (such as language proficiency and acquisition), would provide insights 
into the healthy functioning (or dysfunction) of learning mechanisms in student populations.  


 5.  Dynamics of Social  
  and Economic Progress 
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Objective 3: Assess the potential to establish a School of Law. 


Law schools are one of the hallmark professional schools of top research universities.  The vast major-
ity of research universities in Carnegie’s “Very High Research Activity” category have a school of 
law.  In California and on the West Coast more generally, there would almost certainly be substantial 
student demand for an additional UC-caliber law school.  Perhaps more important is the potential 
research payoff for creating a truly modern law school at UC Merced.  Many of the best law schools 
are moving towards a greater emphasis on research and interdisciplinarity.  For example, the “Em-
pirical Legal Studies” movement percolating in many top law schools calls for scholars to take a much 
more rigorous approach to law-related research with the tools and skills being developed by econo-
mists, cognitive scientists, sociologists and political scientists.  While established law schools may be 
slow in responding to this shift, a newly formed law school situated in a particularly interdisciplinary 
research university could quickly become a leader in the field of legal research.  With law representing 
a key institution affecting social progress, a School of Law at UC Merced would have a great deal of 
synergy with IDMS and the Dynamics of Social and Economic Progress Research Theme.
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Undergraduate Education  
Program
 
“The function of the university is not simply to teach breadwinning, or to furnish teachers for 
the public schools, or to be a centre of polite society; it is, above all, to be the organ of that fine 
adjustment between real life and the growing knowledge of life, an adjustment which forms 
the secret of civilization.”   
   - W. E. B. DuBois


As the first new University of California campus in 40 years, UC Merced has an opportunity 
to redefine the path to educational excellence within the UC system.  Meeting this challenge 
must begin with a clear understanding of the contemporary student world. 


Students today little resemble the students who attended universities when the idea of a 
single course of study (i.e., a curriculum) was established centuries ago.  Many in education 
lament this change as a problem.  UC Merced must see it as an opportunity with its students 
bringing talents, experiences and perspectives the world needs to capture and utilize. 


The state of knowledge today little resembles the state of knowledge when the practices of 
universities were formed, in part because universities themselves have been so successful 
at transforming the base of human knowledge and in part because university graduates are 
asked to undertake much more than they once were.  The half-life of technical knowledge 
is rapidly decreasing at the same time the amount of cultural knowledge available is rapidly 
increasing.


UC Merced still needs to prepare all of its students by teaching them cutting-edge knowl-
edge and connecting them to as much of the human heritage as possible in the time avail-
able.  But the university must do more than transmit current knowledge.  The university 
must also prepare students by helping them develop intellectual structures and attitudes 
that open them to new learning as they go out into the world.


The tools of learning for today’s students are dramatically more advanced, varied and per-
vasive than for any previous generation.  UC Merced is the first university in the world to be 
established during the era of ubiquitous technology.  Its students not only embrace technol-
ogy but fully expect their educational experience to be enriched and enabled by technology 
solutions at every turn. 


UC Merced is uniquely positioned to capitalize on these trends.  While other institutions 
struggle to adapt legacy practices and structures to today’s needs, UC Merced can design 
a 21st century model from the start.  Freedom to innovate is UC Merced’s most powerful 
strategic advantage and a fundamental element of its vision for undergraduate education.


The foundation of UC Merced’s educational environment will be a learner-centered under-
graduate education structured less around the idea of a course of study and more around 
the model of a web or a network.  Students will be encouraged to link different modes of 
thought and different bodies of knowledge through multidisciplinary “communities of in-
quiry,” which will bring students together to explore topics of vital interest to the region and 
the world.  In the process, they will learn to interact with students from outside their major 


An opportunity to redefine 
the path to educational 
excellence
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Undergraduate education will be developed around UC Merced’s core research themes.
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fields, integrating ideas and skill sets and developing a deeper appreciation for the varied 
abilities and perspectives of others. 


The undergraduate environment will blend general education, electives, majors and the co-
curriculum into a coherent, multi-dimensional experience.  Students will focus on building 
skills and knowledge through traditional classroom, laboratory and studio instruction as 
well as in work as scholarly apprentices and in community-based service-learning activities.  
Leadership opportunities, cultural programs, internships and other co-curricular activities 
will complement and reinforce the learning that takes place in the classroom and lab.  


Students’ experiences in such an environment will prepare them for success in everyday life, 
where their ability to understand and address complex issues will be highly valued.  Their 
intellectual fitness will give them the strength and courage to seek challenges and strive for 
greatness in their chosen fields.  A deep-seated love of learning will allow them to remain 
vital and contribute at a high level throughout their adult lives.  They will prove adaptable 
and resilient, secure in their ability to evaluate new information and change course as neces-
sary while continuously growing and moving ahead.


Faculty members and administrators will cultivate an environment across campus that 
reinforces this multidisciplinary, integrative approach to learning.  The university’s highly 
diverse student body, reflecting the broad mix of cultures and ethnicities within the state 
and society as whole, will provide the perfect backdrop to reinforce the concept of the global 
community.  Recognizing that students arrive on campus with varying levels of prepared-
ness, the university will provide the necessary support structure to ensure every student has 
a chance to succeed. 


The academic organizational structure will support and optimize this innovative educa-
tional environment.  Faculty will be recruited, evaluated and rewarded for their ability to 
work effectively in collaborative networks that make student success a top priority.  They 
will actively seek to improve their pedagogical skills and develop or refine techniques that 
ensure students are learning to the best of their abilities.


At the core of each University of California campus is a fundamental commitment to 
research and scholarship -- and the integration of these elements into every educational 
program.  Innovative research is the foundation on which high-quality graduate and profes-
sional educational offerings are based, but it is less often considered as the linchpin for cut-
ting-edge undergraduate education.  Research universities offer an exceptional advantage to 
undergraduates by providing access, both in and outside of the classroom, to the researchers 
and scholars who generate the new knowledge that forms the basis for society’s advances.  
Developing an understanding of how objective data is gathered, analyzed and explained is a 
critical skill set that will prepare students for life in a world of constant change.  The future 
will be owned by those who understand the fundamental process of discovery that drives 
our nation’s well-being. 


Teaching and research interests will be creatively interwoven to ensure students get the full 
benefit of enrollment at a cutting-edge research university.  UC Merced will distinguish it-
self by developing its undergraduate education programs around the campus’s core research 
themes, which will nourish all aspects of a UC Merced education.  This exposure to research 
will trigger a heightened awareness and respect for the process of discovery and the intel-
lectual rigor of knowledge creation.  For some, this will lead to further educational pursuits 


Undergraduate education 
developed around UC 
Merced’s core research 
themes


A commitment to  
research and scholarship


A multidisciplinary, 
integrative approach to 
learning
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through graduate or professional schools, for which they will be well prepared by their UC 
Merced undergraduate experience.


Students from all over the state will be drawn to UC Merced because its promise is their 
dream – a transforming experience resulting in confident, well-rounded, intellectually 
curious and enabled citizens not only capable of dealing with the future but determined 
to help shape it.  As UC Merced graduates enter society and take increasingly important 
roles within the community, the university’s approach to undergraduate education will be 
strongly affirmed.  Other institutions will seek to emulate it.  Faculty from leading univer-
sities around the world will want to become part of the UC Merced experience.  Demand 
from top-level high-school students will increase, and UC Merced will be widely perceived 
as a star within the UC system.
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UC Merced graduates will reflect  
these attributes: 


•	 Scientific Literacy:  To have a func-
tional understanding of scientific, techno-
logical and quantitative information, and 
to know both how to interpret scientific 
information and effectively apply quantitative 
tools; 


•	 Decision Making:  To appreciate the 
various and diverse factors bearing on deci-
sions and have the know-how to assemble, 
evaluate, interpret and use information 
effectively for critical analysis and problem 
solving; 


•	 Communication:  To convey infor-
mation to and communicate and interact 
effectively with multiple audiences, using 
advanced skills in written and other modes of 
communication; 


•	 Self and Society:  To understand and 
value diverse perspectives in both the global 
and community contexts of modern society 
in order to work knowledgeably and effective-
ly in an ethnically and culturally rich setting; 


•	 Ethics and Responsibility:  To fol-
low ethical practices in their professions and 
communities, and care for future generations 
through sustainable living and environmen-
tal and societal responsibility; 


•	 Leadership and Teamwork:  To work 
effectively in both leadership and team roles, 
capably making connections and integrating 
their expertise with the expertise of others; 


•	 Aesthetic Understanding and  
Creativity:  To appreciate and be knowl-
edgeable about human creative expression, 
including literature and the arts; and


•	 Development of Personal Potential:  
To be responsible for achieving the full prom-
ise of their abilities, including psychological 
and physical well-being. 
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Undergraduate Education Program Goals


To achieve this vision and build on the value-added inherent in a research university, UC 
Merced has established four primary areas of undergraduate emphasis that exemplify our 
fundamental aspirations for both our general education and major programs of study. 


1.  A Learner-centered Network of Instruction Linked to Major Research Themes


Preparing students for success in the 21st century requires an educational experience that 
reflects the multi-dimensional character of today’s world and helps students see how dispa-
rate elements come together to solve real problems that the global community faces.  The 
traditional model of a narrowly defined course of study is not adequate for this purpose.  
Instead, a learner-centered approach structured much like a network or web, spanning a 
wide range of learning “nodes,” will be established.  Students will be encouraged to forge 
connections across the multiple sites and sources of learning in a multidisciplinary context 
specifically designed to promote understanding and assimilation of diverse perspectives.  A 
defining element of this approach will be active student engagement in research projects tied 
to major campus research themes.
   
Goal: Integrate all aspects of the undergraduate experience around the model of a 
network or web with campus research themes as critical nodes in the web of the under-
graduate experience.


Objective 1:  Establish undergraduate “communities of inquiry” built on themes that have 
strong multidisciplinary and global characteristics.  


Objective 2:  Facilitate the development and delivery of interdisciplinary programs among 
academic units and across schools. 


2.  Inclusive Excellence


UC Merced’s highly diverse student body is a distinctive attribute even within a system that 
draws from an unusually diverse state population.  Elements of that diversity extend beyond 
ethnicity to include many other dimensions, such as gender, orientation, national origin, 
academic gifts and preparation, economic background and family educational history.  


As a powerful reflection of the world at large, this multi-cultural environment will enrich 
the lives of UC Merced students, broaden their perspectives and prepare them for success in 
everyday life.  But the richness of the mix requires a broad institutional commitment to help 
all students achieve essential learning outcomes.  A focus on “inclusive excellence” could 
make the UC Merced undergraduate environment a model for supporting academic prog-
ress and high achievement regardless of personal background.


Goal: Build on the strength of our diversity to establish the campus as a model global 
community of the 21st century. 


Objective 1:  Internationalize the campus from within and without.


Objective 2:  Ensure access and retention of a high-quality diverse student body.
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3.  Best Practices in Teaching and Student Engagement


A fundamental premise of a student-centered research university is to expose all students to 
research and scholarship through course content, pedagogical methods and direct involve-
ment in research.  Thus, a major component of a 21st century educational environment must 
be a commitment to the use of appropriate pedagogies by all faculty.   That is, faculty must 
not see students as consumers of expertise but must engage students actively and deeply 
in their education.  Collectively, faculty will help students to develop creativity that will be 
applied beyond the classroom and laboratory settings.  Though faculty members may be 
widely recognized as authorities in their fields, many have had limited training in effec-
tive teaching techniques, and very few have worked in a setting with the breadth of student 
backgrounds seen at UC Merced.  Defining and promoting best practices in teaching will be 
key to a successful focus on student learning outcomes. 


Goal: Live the concept of a student-centered research university through disciplined 
emphasis on its core elements.


Objective 1:   Strengthen the university’s commitment to undergraduate research and other 
forms of experiential learning.


Objective 2:  Support faculty in their efforts to acquire and use best practices, make assessment 
a priority and establish a structure promoting best practices in teaching – the pedagogy of 
engagement.


4.  Timely and Appropriate Courses of Study


UC Merced’s ability to attract large numbers of undergraduate students will be greatly influ-
enced by the range and quality of major and minor programs it offers.  Resource constraints 
limit the pace and volume of new program development.  This makes it critical to define key 
criteria by which major and minor programs will be developed and offered to undergradu-
ates.


Goal:  Respond to societal needs by building courses of study that will prepare students 
for the known problems of today and the anticipated problems of tomorrow.


Objective 1:  Create a general education framework that involves tenure-track faculty in all 
aspects of the undergraduate education experience.


Objective 2:  Use interdisciplinary questions of “communities of inquiry” to choose other ma-
jors important to these themes (e.g., develop a public-policy emphasis in political science or a 
biomedical ethics program in philosophy).


Objective 3:  Respond to societal needs and opportunities, as well as student demand for 
courses of study complementing the UC mission.
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Going Forward
The primary intent of this plan is to place academic priorities in the forefront as we continue to 
build the campus. Implementation of UC Merced’s academic vision will require patience, focus, 
broad campus and community involvement, as well as abundant new resources. Not only must 
we continue to build research and instructional excellence in our base disciplines, but we must 
also begin the process of building the case for critical resources that will be needed as we begin 
to prioritize our future.


In the next two years, we will use the vision of this document to build a strategic plan that will 
continue to foster growth in UC Merced’s core programs in the arts, sciences and humanities 
while also investing selectively in programs of excellence that can begin to distinguish this 
campus from its sister institutions. Future strategic plans will allow the identification of special 
initiatives beyond those addressed by the usual academic planning process.  Even at this early 
stage UC Merced needs to identify and start building excellence strategically in the areas of 
growing importance. Two institutes are already visible—the Sierra Nevada Research Institute 
(SNRI) for environmental research and the UC Merced Energy Research Institute (UCMERI).  
The UC Merced faculty from the start also designated the Health Sciences Research Institute 
as an important research institute.  These, as well as other research institutes will serve as the 
foundations for building areas of research distinction at UC Merced. 


As a next step to fulfill this vision, we must continue to make explicit connections to our exist-
ing academic programs and balance broadening of our educational offering with the need 
to build depth in our existing disciplines.  As a research university we must build graduate 
enrollments to a level comparable to our sister campuses.  This will require sufficient faculty to 
support both undergraduate and graduate needs.  


California’s financial situation makes it clear that in the decades ahead State funding will be 
unable to meet the critical resource needs required to build programmatic and facilities sup-
port that will allow the newest campus to grow into the type of mature institution that will pro-
vide cutting edge research programs as well as academic and professional programs that will 
serve the future of California and the nation. In order to reach the goals set forth in this vision 
UC Merced will  require building a development capacity that will far outpace that of our sister 
campuses.


The UC Merced academic vision must provide guiding light to our effort in bringing resources 
to the campus; the strategic plan will provide a blueprint.  The administration will work coop-
eratively with the University of California System to develop a sustainable plan for funding our 
growth leading to a distinctive campus of UC quality.  We must grow our development capa-
bility and pursue outside funding in a transparent way to support the plans in the academic 
vision.
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Report Format for PLO Assessment 
Format Recommendations 
Due: January 30, 2010 


 
Context: For the Educational Effectiveness Review (EER), the second stage of the application for Initial 
Accreditation, UC Merced must evaluate from an institutional perspective 1) how effectively assessment is 
practiced across the institution and, 2) what has been revealed through assessment about our students’ learning 
outcomes relative to our expectations.  The purpose of this process is to show change and identify 
improvements. Your PLO Assessment Report is essential to this effort and will be submitted as evidence in our 
EER Report, represented as aggregate data.  


Purpose: This guide will help you in preparing the report due January 30, 2010 that describes your program’s 
assessment of its first program learning outcome. Much like a professional journal article, the content of the 
report should be focused by the assessment question the program pursued. As such, your report will only address 
a subset of the questions provided below: those that reflect the purpose(s) of the assessment work conducted. 
 
Audience: Although accreditation is the impetus for initiating annual assessment, these PLO reports (and those 
submitted annually hereafter) will provide a history of your program’s planned evolution with respect to 
improving student learning as well as the program’s ability to engage in effective, meaningful assessment. As 
such, please write these reports with your present and future colleagues in mind, aiming to document what your 
program has learned both about student learning and about the process of engaging in assessment in order to 
promote continued improvement in both of these areas. Your PLO report will also highlight any revision of your 
program’s curriculum and specific evidence of student learning that prompted a change.     


Submission:  Specific information will follow.  
 
Support: If you have questions about any aspect of these guidelines, please contact the member of the Center 
for Research on Teaching Excellence who has been assigned to support your program. (See appended list.)  Also 
appended is the useful resource “Rubric for the Report on PLO Assessment”. Page length guidelines are provided 
for each section. The report, excluding appendices, should total approximately eight to ten double‐spaced pages 
in length. 
 
I. Abstract (1 paragraph) 
 
Briefly summarizes the question the program pursued, the methods, results, conclusions, recommendations and 
resource implications. 
 
II. Introduction (1 page) 
 
Introduces readers to the program’s goal(s), with discussion as to how and why the Program Learning Outcome 
(PLO) was selected as the first to review. What assessment question did the program pursue? Specifically, what 
did your faculty want to know and achieve? 
 
III. Assessment Methods (2 pages) 
 
In general, what methods were employed to gather and evaluate evidence/data to address the assessment 
question?  This section describes the assessment methods and process used to evaluate student learning with 
respect to the PLO, including the process for evidence collection and analysis.  Supporting details that provide 
insight into the validity and reliability of the results should be described.  These might include: (1) sampling size 
and strategy (ex. population sampled and incentives for participation), (2) pilot‐tested and revised rubrics (ie. 
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rubrics that have been used and revised to refine descriptions and improve usefulness), (3) faculty calibration 
(i.e. faculty collaboratively develop rubrics with explicit criteria and standards and employ methods for 
promoting inter‐rater reliability, or high‐levels of agreement, in scoring), etc.  How and to whom results and 
conclusions were disseminated as well as how next steps were decided should be included here.  Relevant dates 
and meeting times are important to include.  
 
IV. Results (2 pages) 
 
This section summarizes in written and tabular and/or graphical form the results of the analyses of the direct 
and indirect evidence of student learning with respect to the PLO. As appropriate and meaningful, quantitative 
summaries should be included as should performance expectations against which these results will be 
evaluated. The following are some ways to approach describing results: (1) Are your students meeting your 
program’s performance expectations, for example, as described by a rubric?  What percentages at what levels of 
performance? (2) How do your students compare to peers (majors to non‐majors, to other UC majors, or to 
students at comparable non‐UC institutions)? (3) Are your students improving?  How many and how so? (4) Are 
students doing as well as they can?  If not, what is their potential capability?  
 
V. Conclusions & Recommendations (2‐3 pages) 
 


A. Student Learning: Describes the implications of the results, including integration of direct and indirect 
evidence of student learning and an analysis of the effect assessment methods may have on the validity and 
reliability of the results. Recommends actions to improve student learning with respect to desired 
intellectual skills and knowledge as well as a timeline for implementation. Actions may fall into one or more 
of the following categories or perhaps others: (1) instruction, (2) curriculum, (3) course sequencing, (4) co‐
curricular support for student learning (ex. tutoring), or (5) communicating expectations to students.  


 
B. Assessment Methods: What worked and did not work in this assessment process? What can be improved 
immediately and what has been established as long‐term goals? What advice would you provide to your 
colleagues with respect to this assessment strategy for future use? Consider issues like the precision of the 
research question, appropriateness of the evidence, factors affecting the ‘assessability’ of the PLO and 
validity of the results. Related to the latter two items: is the verb of the PLO sufficiently precise to promote 
shared performance expectations among faculty and students and meaningful assessment? For instance, 
avoid verbs of general cognition such as “know” or “understand” and instead use verbs like “demonstrate 
by” or “solve” that show how learning is applied.   Do faculty share a common understanding of what a 
particular level of performance looks like, i.e. are the faculty “calibrated” so that different individuals will 
reliably draw the same conclusions about the quality of student work?  


 
VI. Implications of Proposed Changes (Planning / Budget) (1 page) 
 
Are there any resources that will be needed to implement the above plans?  How and where will be the 
resources obtained?   
 
VII. Self Evaluation (1 page) 
 
Using the appended “Rubric for the Report on PLO Assessment”, evaluate your program’s level of development 
for each criterion (far left column). Please include a brief explanation for each rating. 
 
VIII. Appendices 
Please include relevant supporting documents, including as appropriate rubrics, brief meeting summaries, 
curriculum, summary reports, memos, and sample student work. 







Appendix: FAO Staff Support Listings 
 
School of Engineering 


 
Program  FAO  CRTE & IPA Support Staff 


Bioengineering  Ariel Escobar  Laura Martin & Nancy Ochsner 


Environmental Engineering  Tom Harmon  Laura Martin & Nancy Ochsner 


Computer Science & Engineering  Ming‐Hsuan Yang  Karen Dunn‐Haley & Mike Roona 


Materials Science & Engineering  Christopher Viney  Laura Martin & Nancy Ochsner 


Mechanical Engineering  Carlos Coimbra  Anne Zanzucchi & Nancy Ochsner 


 
School of Natural Sciences 
 


Program  FAO  CRTE & IPA Support Staff 


Applied Mathematics  Arnold Kim  Anne Zanzucchi & Nancy Ochsner 


Biological Sciences  Patti LiWang  Laura Martin & Nancy Ochsner 


Chemical Sciences  Anne Kelley  Anne Zanzucchi & Nancy Ochsner 


Earth Systems Science  Lara Kueppers  Laura Martin & Nancy Ochsner 


Physics  Kevin Mitchell  Anne Zanzucchi & Nancy Ochsner 


NSED Minor   Arnold Kim  Anne Zanzucchi & Nancy Ochsner 


 


School of Social Sciences, Humanities and Arts 
 


Program   FAO  CRTE & IPA Support Staff 


Anthropology  Kathleen Hull  Karen Dunn‐Haley & Mike Roona 


Political Science  Tom Hansford  Mike Truong & Mike Roona 


Psychology  Will Shadish  Karen Dunn‐Haley & Mike Roona 


Cognitive Science  Jeff Yoshimi  Mike Truong & Mike Roona 


Economics  Shawn Kantor  Pending 
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Program   FAO  CRTE & IPA Support Staff 


History   Sholeh Quinn  Karen Dunn‐Haley & Mike Roona 


Literatures & Cultures  Gregg Camfield  Mike Truong & Mike Roona 


Management  Hans Bjornsson  Robert Ochnser & Nancy Ochsner 


American Studies Minor  Gregg Camfield  Mike Truong & Mike Roona 


Arts Minor 


 Media Arts 


 GASP 


Dunya Ramicova  
Kevin Fellezs 


Karen Dunn‐Haley & Mike Roona 


Philosophy Minor  Peter Vandershraaf  Mike Truong & Mike Roona 


Sociology Minor  Irenee Beattie  Karen Dunn‐Haley & Mike Roona 


Writing Minor  Anne Zanzucchi  Anne Zanzucchi & Nancy Ochsner 


Service Science Minor  Hans Bjornsson  Robert Ochnser & Nancy Ochsner 


Spanish Minor  Virginia Adan‐Lifante  Adriana Signorini & Mike Roona 


Core 1  Tom Hothem  Anne Zanzucchi & Nancy Ochsner 


Core 100  
Anne Zanzucchi & 
Tom Hothem 


Anne Zanzucchi & Nancy Ochsner 


 


 


Graduate Programs 
 


Program  FAO  CRTE & IPA Support Staff 


Environmental Systems  Tom Harmon  Laura Martin & Nancy Ochsner 


 


 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 
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Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 
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Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Report Format for PLO Assessment 
Format Recommendations 


Due: January 31, 2011 
 


Purpose: This guide will help you to prepare the report due January 31, 2011 that describes your program’s 
assessment of its second program learning outcome. Much like a professional journal article, the content of the 
report should be focused by the assessment question the program pursued. As such, your report will only address 
a subset of the questions provided below: those that reflect the purpose(s) of the assessment work conducted. 
 
Audience: PLO reports are intended to provide a record of your program’s planned evolution with respect to 
improving student learning as well as the program’s ability to engage in effective, meaningful assessment. As 
such, please write these reports with your present and future colleagues in mind, aiming to document what your 
program has learned both about student learning and about the process of engaging in assessment in order to 
promote continued improvement in both of these areas. Your PLO report will also highlight any revision of your 
program’s curriculum and specific evidence of student learning that prompted a change.     


Submission:  Please submit your report to your Dean no later than January 31, 2011.  
 
I. Abstract (1 paragraph maximum) 
 
Briefly summarize the question the program pursued, the methods, results, conclusions, recommendations and 
resource implications. 
 
II. Introduction (1 page maximum) 
 
Introduce readers to the program’s goal(s).  Briefly discuss how and why the Program Learning Outcome (PLO) 
was selected for review. What assessment question did the program pursue? Specifically, what did your faculty 
want to know and achieve? 
 
III. Assessment Methods (2 pages maximum) 
 
Describe the assessment methods and process used to evaluate student learning with respect to the PLO, 
including the process for evidence collection and analysis. In general, what methods were employed to gather 
and evaluate evidence/data to address the assessment question?   
 
Supporting details that provide insight into the validity and reliability of the results should be described.  These 
will likely include: (1) the number of lines of evidence and their forms1, (2) sample size and sampling strategy2, 
(3) pilot-tested and revised rubrics3, and (4) methods for faculty calibration4


                                                 
1 Does the study involve direct and indirect sources of evidence regarding student achievement of the PLO? Does the 
evidence allow the program to examine the impact of the program’s curriculum on student learning?  


.  How and to whom results and 
conclusions were disseminated as well as how next steps were decided should be included here.  Relevant dates 
and meeting times are useful to include.  


2 What are the demographic characteristics of the students sampled? For example, are they mostly seniors? Were the 
students motivated to produce high quality work that reflects their abilities? For example, were the assessments required 
coursework (i.e. embedded) or were students asked to volunteer for the assessment? 
3 Rubrics that have been used and revised to refine descriptions and improve usefulness. 
4 Faculty calibration, also called norming, involves collaboratively developing rubrics with explicit criteria and standards and, 
in the review of student work, using methods to promote inter-rater reliability (high-levels of agreement among individuals 
in the scoring of student work). 
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IV. Results (2 pages maximum) 
 
Summarize in written and tabular (or graphical) form the results of the analyses of the direct and indirect 
evidence of student learning with respect to the PLO. As appropriate and meaningful, quantitative summaries 
should be included as should performance expectations against which these results will be evaluated. The 
following are some ways to approach describing results: (1) Are your students meeting your program’s 
performance expectations, for example, as described by a rubric?  What percentages at what levels of 
performance? (2) How do your students compare to peers (majors to non-majors, to other UC majors, or to 
students at comparable non-UC institutions)? (3) Are your students improving?  How many and how so? (4) Are 
students doing as well as they can?  If not, what is their potential capability?  
 
V. Conclusions & Recommendations (2-3 pages maximum) 
 


A. Student Learning: Describe the implications of the results, including the integration of direct and indirect 
evidence of student learning and an analysis of the effect assessment methods may have on the validity and 
reliability of the results. Recommend actions to improve student learning with respect to desired intellectual 
skills and knowledge as well as a timeline for implementation. Actions may fall into one or more of the 
following categories or perhaps others: (1) instruction, (2) curriculum, (3) course sequencing, (4) co-
curricular support for student learning (ex. tutoring, library instruction, etc.), or (5) communicating 
expectations to students.  


 
B. Assessment Methods:  Describe what worked and did not work in this assessment process and how it can 


be improved. Identify practices that can be improved immediately and those to be established as long-term 
goals.  Consider issues like the precision of the research question, appropriateness of the evidence, factors 
affecting the ‘assessability’ of the PLO, and validity of the results. In relation to the latter two items, consider 
the verb of the PLO. Is it sufficiently precise to promote shared performance expectations among faculty and 
students and meaningful assessment? Active verbs like “demonstrate by…” or “solve,” that show how 
learning is applied, support student learning (and its assessment) more effectively than verbs of general 
cognition such as “know” or “understand”.  Additionally, do faculty share a common understanding of what 
a particular level of performance looks like, i.e. are the faculty “calibrated” so that different individuals will 
reliably draw the same conclusions about the quality of student work?  


 
VI. Implications of Proposed Changes (Planning / Budget) (1 page maximum) 
 
Are there any resources that will be needed to implement the above plans for improvement?  How and where 
will be the resources obtained?   
 
VII. Self Evaluation (1 page maximum) 
 
Using the appended “Rubric for the Report on PLO Assessment”, evaluate your program’s level of development 
for each criterion (far left column). Please include a brief explanation for each rating. 
 
VIII. Appendices 
 
Please be sure to append any rubrics used to evaluate student work together with representative examples of 
scored student work.  This will support calibration and comparison when revisiting the PLO in the future as well 
as the examination of student learning during program review.  WASC will also expect this material to be 
available in future accreditation reviews. Similarly, your program might also consider including as appropriate 
relevant meeting summaries, summary reports, or memos. 







RUBRIC FOR THE REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 
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Criterion Initial Emerging Developed Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria5


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.   


 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


RE
SU
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S 


&
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U
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O


N
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Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
5 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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This rubric has five major criteria: 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If 
national disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs 
with supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as 
“know” or “understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of 
examples of student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria6


 


 and 
elaborated a program-level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 
the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work 
(i.e. calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty 
check for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit 
inter-rater reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How 


would faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The 


narrative should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to 
participate in a particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their 
best. Specific actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student 
learning and the ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, 
examining curriculum content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-
examining program learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to 
increased student success.  


                                                 
6 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Guidelines for the Revised Faculty Accreditation Report  
(i.e. Program Assessment Plan)  


Due Date: April 14, 2010 
 
Context & Purpose: As part of the Educational Effectiveness Review (EER), UC Merced will evaluate how well 
our campus conducts assessment across the institution as a means to identify our strengths and our 
resource needs.  Importantly, UC Merced must show how the results of program assessment are being used 
to improve student learning and to refine assessment practices. The PLO Assessment Report submitted in 
January 2010 provided evidence of the former.  For the latter, each program is asked to update its 2009 
Faculty Accreditation Report in response to what has been learned about assessment during the intervening 
year.  To identify future goals for improvement, each program is also asked to self‐assess the quality of its 
learning outcomes and assessment planning using the WASC Rubric for Assessing the Quality of Academic 
Program Learning Outcomes. Aggregate summaries of these self‐assessments will be included in university’s 
EER report submitted in December 2010.  It is important to note that this request for an updated 
assessment plan is specific to completing the Educational Effectiveness Review Report. It will not be an 
annual requirement in the future.  
 
Submission:  Please submit a revised Faculty Accreditation Report and Inventory of Educational Effectiveness 
Indicators that attend to items I‐IV below by April 14, 2010. Specific submission information will follow. 
 
Support: If you have questions about any aspect of these guidelines or would like advice or feedback on 
proposed revisions, please contact the staff member from the Center for Research on Teaching Excellence 
who has been assigned to support your program’s assessment efforts. (See appended list.)  To support the 
revision process, several resources are also appended including: 


 The original Faculty Accreditation Report Outline; 


 The WASC Rubric for Assessing the Quality of Academic Program Learning Outcomes; 


 An example of a program’s self‐evaluation based on the aforementioned WASC PLO rubric, 
generously provided by the Psychology program.  


 


 
I. Summary of Assessment Plan Revisions  
 
Please add to your revised Faculty Accreditation Report a brief abstract describing the updates made to the 
program’s assessment plan.  
 
II. Update Faculty Accreditation Report submitted in January 2009 
 
Overall Report:  The goal is to review and update the program’s original assessment plan submitted in 
January 20091 based on: 
 


 the findings reported in the January 2010 Program Learning Outcome Assessment Report;  


 increased familiarity with assessment goals and processes; 


 changes to the program; 


 self‐evaluation against the appended Rubric for Assessing the Quality of Academic Program 
Learning Outcomes 


 


                                                 
1 The assessment plan is Section II of the Faculty Accreditation Report submitted in January 2009. 







Revisions to the FAO report might include adjustments to time‐line or scope of assessment methods, the 
types of evidence used, revisions to program learning outcomes or the order in which they will be examined, 
etc. Please site the evidence, or in the absence of evidence, the experiences or rationale, supporting these 
decisions.  Since this document is written to guide your program’s assessment work, please write it with 
your colleagues and the development of your program in mind.   
 
Curriculum Maps:  
 
A. Please briefly revise Section III, Part A of your Faculty Accreditation Report, if:  
 


 it previously did not include a curriculum map summarizing the alignment between the Program 
Learning Outcomes and the Eight Guiding Principles; 


 your program has revised one or more of its PLOs; 


 your program has other reasons for revising Section III, Part A of your Faculty Accreditation Report. 
 
A template curriculum map and a list of the Eight Guiding Principles are appended.  Please also briefly 
explain how your program contributes to student engagement with the Eight Guiding Principles as described 
by its PLOs and summarized in the curriculum map.   
 
B. Now that syllabi for most courses contain learning outcomes, it would be worthwhile to revisit the 
Curriculum Map (Section III, Part C of appended Faculty Accreditation Report Outline) to verify the 
alignment between course and program learning outcomes (i.e. which courses support which PLOs) and to 
update the anticipated levels of learning (i.e. introductory, developed, mastery).    
 
Please also add to this section of the report a brief summary of the rationale for these updates. For example, 
perhaps the learning outcomes of a lower division course have been updated to include an introduction to 
research methods in order to improve student learning with respect to a PLO. 
 
III. Self‐Evaluation Using the WASC Rubric 
 
Please add a “Part G” to Section II of the revised Faculty Accreditation Report that briefly summarizes the 
program’s self‐assessment of its assessment plan against the WASC Rubric for Assessing the Quality of 
Academic Program Learning Outcomes.   
 
For each of the rubric’s five criteria2, please rate the level of development of your program (Initial, 
Emerging, etc.), briefly explain this rating, and for ratings other than Highly Developed, briefly (in a sentenc
or two) note any plans for improvement. Psychology’s self‐evaluation is appended as an exa


e 
mple.  


 
IV. Revised Inventory of Educational Effectiveness Indicators 
 
WASC requires that an updated Inventory of Educational Effectiveness Indicators be submitted with the 
Educational Effectiveness Review Report. As with the CPR Report, this table summarizes key aspects of each 
program’s assessment plan.  Please update and submit this Inventory with your revised Faculty 
Accreditation Report. In the case you do not have access to the program’s original Inventory, an Excel 
template is attached to the accompanying email. Alternatively, please contact Laura Martin, 
lmartin@ucmerced.edu, for a copy of the original Inventory.   


                                                 
2 The criteria are comprehensive list, assessable outcomes, alignment, assessment planning, and the student 
experience.   







 Appendix: FAO Staff Support Listings 
 
School of Engineering 


 
Program  FAO  CRTE & IPA Support Staff 


Bioengineering  Ariel Escobar  Laura Martin & Nancy Ochsner 


Environmental Engineering  Tom Harmon  Laura Martin & Nancy Ochsner 


Computer Science & Engineering  Ming‐Hsuan Yang  Karen Dunn‐Haley & Mike Roona 


Materials Science & Engineering  Christopher Viney  Laura Martin & Nancy Ochsner 


Mechanical Engineering  Carlos Coimbra  Anne Zanzucchi & Nancy Ochsner 


 
School of Natural Sciences 
 


Program  FAO  CRTE & IPA Support Staff 


Applied Mathematics  Arnold Kim  Anne Zanzucchi & Nancy Ochsner 


Biological Sciences  Patti LiWang  Laura Martin & Nancy Ochsner 


Chemical Sciences  Anne Kelley  Anne Zanzucchi & Nancy Ochsner 


Earth Systems Science  Lara Kueppers  Laura Martin & Nancy Ochsner 


Physics  Kevin Mitchell  Anne Zanzucchi & Nancy Ochsner 


NSED Minor   Arnold Kim  Anne Zanzucchi & Nancy Ochsner 


 


School of Social Sciences, Humanities and Arts 
 


Program   FAO  CRTE & IPA Support Staff 


Anthropology  Kathleen Hull  Karen Dunn‐Haley & Mike Roona 


Political Science  Tom Hansford  Robert Ochsner & Mike Roona 


Psychology  Will Shadish  Karen Dunn‐Haley & Mike Roona 


Cognitive Science  Jeff Yoshimi  Robert Ochsner & Mike Roona 


Economics  Shawn Kantor  Pending 







 
Program   FAO  CRTE & IPA Support Staff 


History   Sholeh Quinn  Karen Dunn‐Haley & Mike Roona 


Literatures & Cultures  Gregg Camfield  Robert Ochsner & Mike Roona 


Management  Hans Bjornsson  Robert Ochsner & Nancy Ochsner 


American Studies Minor  Gregg Camfield  Robert Ochsner & Mike Roona 


Arts Minor 


 Media Arts 


 GASP 


Dunya Ramicova  
Kevin Fellezs 


Karen Dunn‐Haley & Mike Roona 


Philosophy Minor  Peter Vandershraaf  Robert Ochsner & Mike Roona 


Sociology Minor  Irenee Beattie  Karen Dunn‐Haley & Mike Roona 


Writing Minor  Anne Zanzucchi  Anne Zanzucchi & Nancy Ochsner 


Service Science Minor  Hans Bjornsson  Robert Ochnser & Nancy Ochsner 


Spanish Minor  Virginia Adan‐Lifante  Robert Ochsner & Mike Roona 


Core 1  Tom Hothem  Anne Zanzucchi & Nancy Ochsner 


Core 100  
Anne Zanzucchi & 
Tom Hothem 


Anne Zanzucchi & Nancy Ochsner 


 


 


Graduate Programs 
 


Program  FAO  CRTE & IPA Support Staff 


Environmental Systems  Tom Harmon  Laura Martin & Nancy Ochsner 


 


 







Faculty Accreditation Report – Due 30 January 2009 
Outline 


 
Dear FAO,  
 
This document outlines in more detail the narrative summary of the assessment plan due January 30, 
2009. As you will see in Section II below, it also highlights connections between the assessment plan and 
the Inventory of Educational Effectiveness Indicators (an excel file), a required WASC exhibit also due 
January 30th.  
 
For detailed information regarding FAO responsibilities including a timeline, please see the FAO 
Activities and Schedule handout. Copies of this document as well as the Inventory of Educational 
Effectiveness Indicators can be found at http://crte.ucmerced.edu/program-learning-outcomes-resources 
under Resources for Faculty Accreditation Organizers. If you have any questions, please contact Laura 
Martin at lmartin@ucmerced.edu. 
 
 
TABLE OF CONTENTS (page 1 double spaced)         
 
SECTION I:  PROGRAM DESCRIPTION - MAJOR AND/OR MINOR (1-3 pages double spaced) 
 


Description of Program 
How does your program reflect current or emerging trends in your respective field?  What is 
distinctive about your program?   Do students collaborate on research projects or engage in 
other distinctive learning experiences?    How does your program prepare your graduates for 
further educational and/or professional development? 1  


  
SECTION II:  ASSESSMENT PLAN – MAJOR AND/OR MINOR (3-9 pages double spaced) 


 
Part A:  Timeline & Goals  


 In general, what is your timeline and what are your goals for your assessment plan?   
 


    Part B:  Outline of PLOs  
Please outline your Program Learning Outcomes. Where will they be published or otherwise 
communicated to students and other stakeholders and by when? (See Question 2 of the Inventory of 
Educational Effectiveness Indicators.) 
 


    Part C:  Evidence  
For each PLO, what kind of direct (student work) and indirect evidence (ex. surveys, focus 
groups) will be gathered and examined?  How will data be analyzed?  How will findings be 
used to improve student learning? (See Questions 3 & 5 of the Inventory of Educational Effectiveness 
Indicators.) 


   
    Part D:  Process 


How and when will assessment for student achievement of each PLO occur?  Please outline a 
brief plan for each year. 


                                                 
1 If the program offers a minor that is a reduced version of your major, please briefly describe the relationship between the 
minor and major.   If your program offers a minor with no relationship to a major, please simply complete all elements of this 
report with respect to that minor degree. 







  Part E:  Participants  
Who will participate in implementing your assessment plan including evidence collection, data 
analysis, dissemination of results, and implementation of findings to improve student learning? 
(See Question 4 of the Inventory of Educational Effectiveness Indicators.) 


 
    Part F: Minor 


If your program involves a minor that is a reduced version of the major, please describe the 
learning achievements expected of the minor and how the program will assess this learning.  


 
SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM GOALS/OUTCOMES – 
MAJOR AND/OR MINOR (~ 3 pages double spaced) 
 
    Part A:  Program and Institutional Goals/Outcomes  


In what ways does your program reflect institution-wide goals?  For context, please consider 
UC Merced’s Eight Guiding Principles of General Education, and / or UC Merced’s Mission 
Statement2 that identifies our campus as a “student-centered research university.” 3  


 
    Part B:  Program & School Goals (as applicable) 


How does your program complement your School’s identity and learning goals? 
 
     Part C:  Program & Course (Student) Learning Outcomes  


How does your curriculum support your Program Learning Outcomes?4 
 
 


                                                 
2 Appendices A and B of this document, respectively. 
3  A table illustrating the relationship between a program’s PLOs and the 8 guiding principles is a useful tool for illustrating 
this relationship.  
4 A curriculum map is a useful way to visually represent this relationship.  For an example, see the Center for Research on 
Teaching Excellence website http://crte.ucmerced.edu/program-learning-outcomes-resources.  







APPENDIX A:  Eight Guiding Principles of General Education 


 
Scientific Literacy:  To have a functional understanding of scientific, technological and quantitative 
information, and to know both how to interpret scientific information and effectively apply quantitative 
tools; 
 
Decision Making:  To appreciate the various and diverse factors bearing on decisions and the know-how 
to assemble, evaluate, interpret and use information effectively for critical analysis and problem solving; 
 
Communication:  To convey information to and communicate and interact effectively with multiple 
audiences, using advanced skills in written and other modes of communication; 
 
Self and Society:  To understand and value diverse perspective in both the global community contexts of 
modern society in order to work knowledgeably and effectively in an ethnically and culturally rich 
setting; 
 
Ethics and Responsibility:  To follow ethical practices in their professions and communities, and care for 
future generations through sustainable living and environmental and societal responsibility; 
 
Leadership and Teamwork:  To work effectively in both leadership and team roles, capably making 
connections and integrating their expertise with the expertise of others; 
 
Aesthetic Understanding Creativity:  to appreciate and be knowledgeable about human creative 
expression, including literature and the arts; and 
 
Development of Personal Potential:  To be responsible for achieving the full promise of their abilities, 
including psychological and physical well-being. 
 
 
 







APPENDIX B: UC Merced Mission  
 
UC Merced Mission Statement—November 2005 
 
The University of California, Merced’s mission is embodied in its proud claim of being the first American 
research university of the twenty-first century. As the tenth campus of the University of California, UC 
Merced will achieve excellence in carrying out the University’s mission of teaching, research and service, 
benefiting society through discovering and transmitting new knowledge and functioning as an active 
repository of 
organized knowledge. As a key tenet in carrying out this mission, UC Merced promotes and celebrates the 
diversity of all members of its community. 
 
A research university is a community bound by learning, discovery and engagement. As the first 
American student-centered research university of the twenty-first century, UC Merced’s strong graduate 
and research programs will mesh with high quality undergraduate programs. New knowledge increasingly 
depends on links among the disciplines, working together on questions that transcend the traditional 
disciplines. UC 
Merced fosters and encourages cross-disciplinary inquiry and discovery. 
 
Interdisciplinary practice in research will nourish undergraduate learning, building a foundation in 
connecting the ways that academic disciplines understand and grapple with society’s problems. 
Undergraduates will experience education inside and outside the classroom, applying what they learn 
through undergraduate research, service learning and leadership development. As apprentice scholars, 
graduate students will build their understanding of and ability to do independent research in their chosen 
field, as the groundwork for entering professional life. Lifelong learners will continue to hone their 
knowledge and workplace skills. 
 
The twenty-first century has opened with the promise of new ways of connecting people to new 
knowledge and to one another. UC Merced opens as a network, not simply a single place, linking its 
students, faculty and staff to the educational resources of the state, nation and world. The idea of network 
extends to UC Merced’s relationships with neighboring institutions: educational, cultural and social. Born 
as a member of the distinguished network known as the University of California, UC Merced seeks strong 
and mutually supportive relationships with a variety of collaborators in its region: public and private 
colleges and universities; federal and state organizations that share UC Merced’s educational and research 
goals; and cultural and social institutions. 
 
The idea of network will also be realized through the physical and intellectual integration between UC 
Merced and its surrounding community. The campus is planned as a model of physical sustainability for 
the twenty-first century, inviting all members of the campus and surrounding community to think and act 
as good stewards of the environment that they will convey to future generations. 
 
UC Merced celebrates its location in the San Joaquin Valley, reflecting the poetry of its landscape, 
history, resources and diverse cultures, while capitalizing on and expanding the Valley’s connections to 
the emerging global society. UC Merced recognizes that research that begins with the natural laboratory at 
home can extend what is known in the state, nation and world. 
 
APPENDIX C:  Link to Center for Research on Teaching Excellence resources on Program 
Learning Outcomes 
 
http://crte.ucmerced.edu/program-learning-outcomes-resources  







 
 


 
PROGRAM LEARNING OUTCOMES 


Rubric for Assessing the Quality of Academic Program Learning Outcomes 
 
 


Criterion Initial Emerging Developed Highly Developed 
Comprehensive 
List 


The list of outcomes is 
problematic: e.g., very incomplete, 
overly detailed, inappropriate, 
disorganized. It may include only 
discipline-specific learning, 
ignoring relevant institution-wide 
learning. The list may confuse 
learning processes (e.g., doing an 
internship) with learning outcomes 
(e.g., application of theory to real-
world problems). 


The list includes reasonable 
outcomes but does not specify 
expectations for the program 
as a whole. Relevant 
institution-wide learning 
outcomes and/or national 
disciplinary standards may be 
ignored. Distinctions between 
expectations for 
undergraduate and graduate 
programs may be unclear. 


The list is a well-organized set of 
reasonable outcomes that focus on 
the key knowledge, skills, and 
values students learn in the 
program. It includes relevant 
institution-wide outcomes (e.g., 
communication or critical thinking 
skills). Outcomes are appropriate 
for the level (undergraduate vs. 
graduate); national disciplinary 
standards have been considered. 


The list is reasonable, appropriate, and 
comprehensive, with clear distinctions 
between undergraduate and graduate 
expectations, if applicable. National 
disciplinary standards have been 
considered. Faculty have agreed on 
explicit criteria for assessing students’ 
level of mastery of each outcome.  


Assessable 
Outcomes 


Outcome statements do not 
identify what students can do to 
demonstrate learning. Statements 
such as “Students understand 
scientific method” do not specify 
how understanding can be 
demonstrated and assessed. 


Most of the outcomes indicate 
how students can demonstrate 
their learning. 


Each outcome describes how 
students can demonstrate learning, 
e.g., “Graduates can write reports 
in APA style” or “Graduates can 
make original contributions to 
biological knowledge.”  


Outcomes describe how students can 
demonstrate their learning. Faculty have 
agreed on explicit criteria statements, 
such as rubrics, and have identified 
examples of student performance at 
varying levels for each outcome. 


Alignment There is no clear relationship 
between the outcomes and the 
curriculum that students 
experience. 


Students appear to be given 
reasonable opportunities to 
develop the outcomes in the 
required curriculum.  


The curriculum is designed to 
provide opportunities for students 
to learn and to develop increasing 
sophistication with respect to each 
outcome. This design may be 
summarized in a curriculum map. 


Pedagogy, grading, the curriculum, 
relevant student support services, and co-
curriculum are explicitly and intentionally 
aligned with each outcome. Curriculum 
map indicates increasing levels of 
proficiency. 


Assessment 
Planning 


There is no formal plan for 
assessing each outcome. 


The program relies on short-
term planning, such as 
selecting which outcome(s) to 
assess in the current year. 


The program has a reasonable, 
multi-year assessment plan that 
identifies when each outcome will 
be assessed. The plan may 
explicitly include analysis and 
implementation of improvements. 


The program has a fully-articulated, 
sustainable, multi-year assessment plan 
that describes when and how each 
outcome will be assessed and how 
improvements based on findings will be 
implemented. The plan is routinely 
examined and revised, as needed. 


The Student 
Experience 


Students know little or nothing 
about the overall outcomes of the 
program. Communication of 
outcomes to students, e.g. in 
syllabi or catalog, is spotty or 
nonexistent.   


Students have some 
knowledge of program 
outcomes. Communication is 
occasional and informal, left to 
individual faculty or advisors. 


Students have a good grasp of 
program outcomes. They may use 
them to guide their own learning. 
Outcomes are included in most 
syllabi and are readily available in 
the catalog, on the web page, and 
elsewhere.  


Students are well-acquainted with 
program outcomes and may participate in 
creation and use of rubrics. They are 
skilled at self-assessing in relation to the 
outcomes and levels of performance. 
Program policy calls for inclusion of 
outcomes in all course syllabi, and they 
are readily available in other program 
documents.  
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How Visiting Team Members Can Use the Learning Outcomes Rubric  
Conclusions should be based on a review of learning outcomes and assessment plans. Although you can make some preliminary judgments about 
alignment based on examining the curriculum or a curriculum map, you will have to interview key departmental representatives, such as department 
chairs, faculty, and students, to fully evaluate the alignment of the learning environment with the outcomes.  
 
The rubric has five major dimensions:  
1. Comprehensive List. The set of program learning outcomes should be a short but comprehensive list of the most important knowledge, skills, and 


values students learn in the program, including relevant institution-wide outcomes such as those dealing with communication skills, critical thinking, 
or information literacy. Faculty generally should expect higher levels of sophistication for graduate programs than for undergraduate programs, and 
they should consider national disciplinary standards when developing and refining their outcomes, if available. There is no strict rule concerning the 
optimum number of outcomes, but quality is more important than quantity. Faculty should not confuse learning processes (e.g., completing an 
internship) with learning outcomes (what is learned in the internship, such as application of theory to real-world practice). Questions. Is the list 
reasonable, appropriate and well-organized? Are relevant institution-wide outcomes, such as information literacy, included? Are distinctions between 
undergraduate and graduate outcomes clear? Have national disciplinary standards been considered when developing and refining the outcomes? 
Are explicit criteria – as defined in a rubric, for example – available for each outcome? 


2. Assessable Outcomes. Outcome statements should specify what students can do to demonstrate their learning. For example, an outcome might 
state that “Graduates of our program can collaborate effectively to reach a common goal” or that “Graduates of our program can design research 
studies to test theories and examine issues relevant to our discipline.” These outcomes are assessable because faculty can observe the quality of 
collaboration in teams, and they can review the quality of student-created research designs. Criteria for assessing student products or behaviors 
usually are specified in rubrics, and the department should develop examples of varying levels of student performance (i.e., work that does not meet 
expectations, meets expectations, and exceeds expectations) to illustrate levels. Questions. Do the outcomes clarify how students can demonstrate 
learning? Have the faculty agreed on explicit criteria, such as rubrics, for assessing each outcome? Do they have examples of work representing 
different levels of mastery for each outcome? 


3. Alignment. Students cannot be held responsible for mastering learning outcomes unless they have participated in a program that systematically 
supports their development. The curriculum should be explicitly designed to provide opportunities for students to develop increasing sophistication 
with respect to each outcome. This design often is summarized in a curriculum map—a matrix that shows the relationship between courses in the 
required curriculum and the program’s learning outcomes. Pedagogy and grading should be aligned with outcomes to foster and encourage student 
growth and to provide students helpful feedback on their development. Since learning occurs within and outside the classroom, relevant student 
services (e.g., advising and tutoring centers) and co-curriculum (e.g., student clubs and campus events) should be designed to support the 
outcomes. Questions. Is the curriculum explicitly aligned with the program outcomes? Do faculty select effective pedagogy and use grading to 
promote learning? Are student support services and the co-curriculum explicitly aligned to promote student development of the learning outcomes? 


4. Assessment Planning. Faculty should develop explicit plans for assessing each outcome. Programs need not assess every outcome every year, 
but faculty should have a plan to cycle through the outcomes over a reasonable period of time, such as the period for program review cycles. 
Questions. Does the plan clarify when, how, and how often each outcome will be assessed? Will all outcomes be assessed over a reasonable 
period of time? Is the plan sustainable, in terms of human, fiscal, and other resources? Are assessment plans revised, as needed? 


5. The Student Experience. At a minimum, students should be aware of the learning outcomes of the program(s) in which they are enrolled; ideally, 
they should be included as partners in defining and applying the outcomes and the criteria for levels of sophistication. Thus it is essential to 
communicate learning outcomes to students consistently and meaningfully. Questions: Are the outcomes communicated to students? Do students 
understand what the outcomes mean and how they can further their own learning? Do students use the outcomes and criteria to self-assess? Do 
they participate in reviews of outcomes, criteria, curriculum design, or related activities? 
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Dear FAOs, 
 
Please find on the following page a template for a curriculum map to visually represent the 
alignment of Program’s Learning Outcomes (PLOs) with the Eight Guiding Principles of General 
Education. A review of these relationships is requested in Section III, Part A of the Faculty 
Accreditation Report Outline.  
 
Often, such maps facilitate insight into curriculum in ways that are more efficient than narrative 
alone. For example, by visually illustrating how educational efforts are distributed with respect to 
intended student learning outcomes, they can help identify useful points for engaging with the 
curriculum.  
 
Please note that this table is meant to summarize, rather than completely replace, your program’s 
reflections on the contributions it makes to student engagement with the Eight Guiding Principles. 
 
If you elect to use this template, please number your PLOs. Enter these numbers in the far left 
column under PLO. Then use an X, or symbol of your choice, to indicate that a given PLO supports 
student achievement of a given Guiding Principle. 
 
Finally, replace the red X’s in the table’s heading with the relevant information (table number and 
name of your program). 
 


 
Eight Guiding Principles of General Education 


Scientific Literacy:  To have a functional understanding of scientific, technological and quantitative 
information, and to know both how to interpret scientific information and effectively apply 
quantitative tools; 
 
Decision Making:  To appreciate the various and diverse factors bearing on decisions and the 
know‐how to assemble, evaluate, interpret and use information effectively for critical analysis and 
problem solving; 
 
Communication:  To convey information to and communicate and interact effectively with multiple 
audiences, using advanced skills in written and other modes of communication; 
 
Self and Society:  To understand and value diverse perspective in both the global community 
contexts of modern society in order to work knowledgeably and effectively in an ethnically and 
culturally rich setting; 
 
Ethics and Responsibility:  To follow ethical practices in their professions and communities, and 
care for future generations through sustainable living and environmental and societal 
responsibility; 
 







Leadership and Teamwork:  To work effectively in both leadership and team roles, capably making 
connections and integrating their expertise with the expertise of others; 
 
Aesthetic Understanding Creativity:  to appreciate and be knowledgeable about human creative 
expression, including literature and the arts; and 
 
Development of Personal Potential:  To be responsible for achieving the full promise of their 
abilities, including psychological and physical well‐being. 
 
Table X: A curriculum map representing the alignment between XXXXX Program Learning 
Outcomes and the Eight Guiding Principles of General Education.  
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PSYCHOLOGY’S SELF‐EVALUATION USING WASC RUBRIC 


Part A. Comprehensive List 


 
The Psychology PLOs are probably best described as “Developed” in the WASC rubric. The 


Faculty Accreditation Report submitted by Psychology on January 30, 2009, made clear its 
consideration of both institution‐wide outcomes and national disciplinary standards. The PLOs fall 
short of a “Highly Developed” rating because they probably do not meet the standard for such a 
rating that says “Faculty have agreed upon explicit criteria for assessing students’ level of mastery 
of each outcome.” However, it is unlikely the faculty could take this step until the methods for 
assessing each PLO have been finalized.  


Part B. Assessable Outcomes 


The Psychology PLOs are probably at the “Emerging” level. The faculty needs to provide 
more information to students about how they can demonstrate learning. Some PLOs already do 
this (probably PLO#3), but others do not.   


Part C. Alignment 


The Psychology PLOs are probably at the “Developed” level. The curriculum provides ample 
opportunity for students to learn and develop the skills described in the PLOs, and a curriculum 
map outlines the relationship between the PLOs and the curriculum. However, the map does not 
clearly articulate increasing levels of proficiency in the PLOs, specifically lacking a mastery course 
such as a capstone course. This omission was intentional. With a faculty of 6 and with 320 majors, 
the faculty were unable to develop such a mastery course given the resources that would be 
required to grade in that course. The faculty should, however, continue to consider ways to in 
which a mastery requirement could be introduced into the curriculum. 


Part D. Assessment Planning 


The Psychology PLOs are probably at the “Emerging” level. While assessment plans are 
specified for PLO#1 and #2, the faculty have not yet agreed on how PLO#3 might be assessed. 
Further, the current assessment plan (e.g., the ETS major field test) is clearly tentative, and may 
change over time as the faculty gains experience with present options and alternatives.  


Part E. The Student Experience 


The Psychology PLOs are probably at the “Emerging” level. PLOs have been published in the 
UC Merced catalog in the Psychology major section, they are published on the UC Merced 
Psychological Sciences web site (http://psychology.ucmerced.edu), and are occasionally presented 
in the syllabi of individual instructors. The faculty should develop additional ways of ensuring 
student awareness of the PLOs, and see that the PLOs are incorporated into all syllabi. Students 
have had limited involvement in the creation and use of rubrics or in self‐assessment. However, it 
may be premature to involve students until the assessment plan itself is further developed.  
 



http://psychology.ucmerced.edu/
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Abstract 
 
 This document serves as an update to and revision of the Anthropology Faculty Accreditation Report 
prepared in January of 2009, updating enrollment information for the major and minor as of Fall 2009, 
adding new courses approved in AY 2009-10 to the curricular map, and revising the programmatic 
assessment plan based on Anthropology faculty experience with the assessment process as of January 
2010.  The latter includes: (1) an update of progress made in assessment by faculty during Year 1; (2) the 
allowance for ongoing assessment revisions from one year to the next, as faculty have recognized the 
iterative nature of assessment planning and implementation; and (3) the suspension of plans for use of 
electronic portfolios for student self-evaluation given issues of implementation and limited information 
likely to be obtained via this method due, in part, to the small size of the major. 







SECTION I: PROGRAM DESCRIPTION 
 
 Through the specific perspectives and methods of socio-cultural, archaeological, and biological 


anthropology, anthropology students learn how the human experience (past and present) is constituted 


through the interaction of social, cultural, political, material, historical, environmental, and biological 


factors. In recent years, however, many large anthropology programs have fractured along subdisciplinary 


lines, while other divided programs now seek strategies to reintegrate the subfields of the discipline into 


an integrated program.  Thus, the UCM Anthropology program considered the current disciplinary 


context and potential unique contribution of the program in developing our program goals, learning 


outcomes, and curriculum.  The UCM Anthropology major (B.A.) is “standard” in that we incorporate 


three major subfields of anthropology (the minor requires exposure to a minimum of two subfields).  Only 


linguistic anthropology is not included, although in the last 20 years this subfield has faded from many of 


the top programs across the country, including at UC Berkeley.  Conversely, the program is relatively 


unique in the explicit emphasis on the research questions and topics related to the dynamics of human 


societies past and present that can be shared by sub-field practitioners yet explored and illuminated 


differently through distinct methodologies and lines of evidence.  This contrasts with more traditional 


programs that take a geographic approach. 


 To accomplish these integrative goals, the Anthropology major and minor both place a greater 


emphasis on methods than is typical of many other top anthropology programs and the major also 


encompasses a greater diversity of methods than is typical for an undergraduate program.  Thus, our 


curriculum not only emphasizes research training on issues pertinent to today’s world, it also highlights 


the way that anthropologists increasingly work with people and material culture, as well as with archival 


records and other sources of documentary evidence.  The program defines itself through the integration of 


the subfields and responds to emerging trends in the discipline in which archaeologists and biological 


anthropologists (for example) are more and more likely to have to consult with descendent communities, 


or socio-cultural anthropologists may act as consultants with indigenous or ethnic communities seeking to 


control or derive information from ancient objects or remains to represent heritage or possibly to assert 
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sovereignty.  Further, how subfield-based anthropological knowledge has been utilized in the past and 


present by contemporary states and societies is of vital interest to the discipline as a whole. 


 The major and minor in Anthropology emphasize how topics and issues central to the human 


experience such as migration, gender, power, health, kinship, race, and identity are examined and 


understood through diverse anthropological methodologies.  Following foundational courses in the three 


subfields (two subfields for the minor), students explore particular socio-cultural, archaeological, and 


biological perspectives on such thematic issues in greater depth in upper division courses.  Significantly, 


such courses may specifically engage perspectives from two or more subfields.  A few courses consider a 


range of topics within a specific geographical area, while acknowledging certain limitations to the area 


studies configuration of knowledge. 


 The major and minor in Anthropology at UCM are both designed to allow students develop critical 


skills in thought, written and oral expression, and the application of knowledge, as well as a valuable 


understanding of human cultural diversity.  In an increasingly globalized world in which interaction with 


people of diverse cultures is becoming the norm, developing a cross-cultural understanding about the 


complexities of human societies past and present is what makes anthropology an ideal education for the 


21st century.  The B.A. in Anthropology is valuable preparation for a career in law, medicine, education, 


business, government, museums, and various areas of non-profit, public, and international service, 


including public policy and cultural resource management.  The Anthropology major also provides a 


strong foundation for graduate study in any subfield of anthropology, while the minor is an excellent 


complement to students pursuing undergraduate degrees in other social sciences, natural sciences, 


engineering, or the humanities.  Finally, by offering undergraduate majors opportunities to work with 


faculty research and apply knowledge and skills to local communities, agencies, and business through 


service learning and internships, students are further prepared for advanced study and successful careers. 


 Since the major requires methodological training in three subfields of anthropology, undergraduate 


majors are provided with hands-on experience that will enhance their ability to engage in anthropological 


research.  The faculty is committed to providing undergraduate majors and minors with opportunities to 
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either carry out independent research or work on faculty research projects.  The anthropology faculty has 


already generated research projects that involve the participation of undergraduate majors.  In addition, 


the anthropology faculty has demonstrated their ability to create successful service-learning experiences 


for the program.  Service-learning has enhanced learning by enabling students to connect classroom 


knowledge to local communities, agencies, and organizations; and, importantly, allowed students to 


contribute their time and skills to particular real world projects and issues providing valuable experiences 


that may lead to future careers.  Student evaluations of teaching indicate that service-learning experiences 


provided in anthropology thus far were highly valued. 


 
SECTION II: ASSESSMENT PLAN 
 
 The Anthropology Program at UC Merced emphasizes and integrates the three primary subfields of 


anthropology: archaeological anthropology, biological anthropology and socio-cultural anthropology.  


The learning goals for students majoring or minoring in Anthropology at UC Merced are:  


 Develop an issues-based approach to anthropological knowledge and practice that emphasizes 


common topics shared by multiple sub-fields;  


 Cultivate an understanding of human cultural and biological similarity and difference across time 


and space;  


 Develop skills to effectively collect, analyze, synthesize, and present anthropological data.   


 Students majoring or minoring in Anthropology at UC Merced develop a holistic view of the 


complexities of human societies past and present and around the world.  Students conduct anthropological 


research, critically analyze anthropological scholarship, and demonstrate the ability to communicate 


anthropological knowledge in different mediums to a range of audiences. Finally, as students majoring or 


minoring in Anthropology understand the social worlds of others, they demonstrate that they better 


understand their own world, including their place in an increasingly globalizing world. 
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Part A: Timeline and Goals 


 The Anthropology minor was launched in Fall 2007 and the major was launched in Fall 2008.  From 


the initial cohort of  four Anthropology majors and 12 minors, the enrollment has grown to 18 majors and 


11 minors as fo Fall 2009 and we expect to continues steady growth over the next few years.  The number 


of tenure-track anthropology faculty is currently small, as well, and is also expected to grow slowly.  


Given our current faculty to student ratio and projected rate of growth, we have decided not to incorporate 


a capstone course or requirement into our major at this time. When our faculty is large enough to direct a 


capstone course in addition to core coursework, we will revisit that decision as we understand that a 


formal capstone can serve an as an excellent program assessment measure. 


 As a new program, we are using the first three years of our assessment efforts to put in place an 


assessment tools to determine the success of our students in reaching the above six learning outcomes 


and, if necessary, help us reshape and develop appropriate curriculum in Anthropology. Such a phased 


approach to assessment is appropriate, since the number of majors will be small and, thus, statistically 


insufficient for significant program revision and decision-making on an annual basis.  We must depend on 


cumulative data developed over several years, while still actively seeking to improve student success in 


light of our program learning objectives.  Since we will have no graduating majors until the end of the  


first year of our original assessment plan (i.e., Spring 2010), Year 1 (AY 2009-10) focused on developing 


appropriate course and program assessment tools, while these tools also began to be applied, assessed, 


and, as necessary, revised. 


 


Part B: Outline of Program Learning Outcomes 


 Six Program Learning Outcomes have been identified for the Anthropology major.  Upon graduation, 


students majoring in Anthropology will: 


 Outcome #1: Possess and apply fundamental anthropological knowledge, including terminology, 


concepts, intellectual traditions, and theoretical approaches 
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 Outcome #2: Identify and analyze common topics of research shared by the sub-fields of 


anthropology 


 Outcome #3: Understand ethics and responsibility in the practice of anthropology and in our roles 


as citizens 


 Outcome #4: Recognize and appreciate what it means to be human and how ethnographic, 


archaeological, and biological knowledge contribute to that understanding 


 Outcome #5: Understand both qualitative and quantitative research methods as they apply to 


anthropological inquiry 


 Outcome #6: Possess skills to communicate anthropological knowledge effectively through 


writing, oral presentation, and data presentation in various formats for diverse audiences 


 These six Program Learning Outcomes have been modified somewhat for the Anthropology minor, 


reflecting the more limited scope of minor with respect to disciplinary breath and methods.  Upon 


graduation, students minoring in Anthropology will: 


 Outcome #1: Possess and apply fundamental anthropological knowledge, including terminology, 


concepts, intellectual traditions, and theoretical approaches 


 Outcome #2: Identify and analyze common topics of research shared by the sub-fields of 


anthropology 


 Outcome #3: Understand ethics and responsibility in the practice of anthropology and in our roles 


as citizens 


 Outcome #4: Recognize and appreciate what it means to be human and how anthropological sub-


fields contribute to that understanding 


 Outcome #5: Understand research methods as they apply to anthropological inquiry 


 Outcome #6: Possess skills to communicate anthropological knowledge effectively in various 


formats for diverse audiences 
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 Anthropology program goals and learning outcomes for the major are posted on the UCM 


Anthropology Program website (anth.ucmerced.edu). 


 


Part C: Evidence 


 The following specifies the evidence of achievement for each Learning Outcome that serve as the 


basis for assessing the program success for students majoring in anthropology.  Since Learning Outcomes  


(#1-6) for the minor align with those of the major, the same evidence applies to both the major and the 


minor. 


 Possess and apply fundamental anthropological knowledge, including terminology, concepts, 


intellectual traditions, and theoretical approaches (Outcome #1) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Identify and define key concepts applied in either historical or contemporary 


anthropological studies 


 Identify and distinguish the major theoretical approaches that have shaped the 


discipline of anthropology over time 


 Identify how and why anthropological perspectives and practices have changed 


over time 


 Understand how anthropological thought has influenced or been influenced by 


other disciplines in the social sciences, natural sciences, and humanities 


 Appraise anthropology as a dynamic and self-reflexive discipline 


 Identify and analyze common topics of research shared by the sub-fields of anthropology 


(Outcome #2) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Distinguish how the sub-fields of anthropology approach a common research 


topic 
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 Understand how an issues-based perspective differs from other anthropological 


approaches and how this fosters both sub-field integration and interdisciplinarity 


 Compare and contrast the anthropological knowledge of a particular topic as 


applied to different societies across time and/or space 


 Understand ethics and responsibility in the practice of anthropology and in our roles as citizens 


(Outcome #3) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Identify key ethical responsibilities of anthropologists 


 Identify and discuss ethical concerns that can arise in the context of 


anthropological research 


 Identify and analyze ethical debates within the discipline of anthropology, 


including the actual or potential uses or abuses of anthropological knowledge and 


practice 


 Recognize and appreciate what it means to be human and how ethnographic, archaeological, and 


biological knowledge contribute to that understanding (Outcome #4) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Identify and discuss the factors that influence biological and cultural 


transformations across time and/or space 


 Demonstrate how anthropologists compare cultures and societies 


 Explain how anthropology challenges ethnocentrism and bias 


 Understand both qualitative and quantitative research methods as they apply to anthropological 


inquiry (Outcome #5) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Recognize qualitative and quantitative methods commonly used in 


anthropological research 
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 Identify the qualitative and/or quantitative methods used in specific 


anthropological case studies 


 Assess the strengths and weaknesses of various qualitative and quantitative 


methods 


 Evaluate how the use of multiple methods can enhance anthropological analysis 


 Apply one or more research methods to an anthropological research question 


 Possess skills to communicate anthropological knowledge effectively through writing, oral 


presentation, and data presentation in various formats for diverse audiences (Outcome #6) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Identify the fundamental components of a well-structured argument that draws on 


anthropological knowledge 


 Recognize the pros and cons of different methods of communication, including 


applicability for specific audiences 


 Possess basic knowledge of primary tools and technologies available for 


communication in various formats 


 Demonstrate the ability to communicate anthropological knowledge to others 


 At the end of each of each year, the Anthropology Program will hold a half-day, all-faculty retreat. In 


this retreat, we will review program Learning Goals and Outcomes, the results of current assessment 


methods, and course-based learning outcomes.  We will review our curriculum and our sense of student 


strengths and weaknesses as they have proceeded through our courses, and consider our department 


offerings and our assessment process.  


 At the faculty retreat, faculty will report on, analyze, and review Program Assessment Methods: 


 Course-specific rubrics:  Faculty will report on their summary results of course-specific rubrics.  


 Exit Surveys:  Faculty will analyze the summary results of exit surveys to date.  


 Alumni Surveys: Faculty will review information gathered from alumni surveys to date. 
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 Following review of the specified assessment methods, explicit discussion will identify which goals 


and outcomes are not being met adequately and how we can address any weaknesses in our upcoming 


course assignments and curricular planning.  At this time, appropriate adjustments also will be made to 


program goals and assessment plans.   


 A centralized electronic repository has been created for each year’s program assessment data, 


results, and process documentation, and a brief annual report will be prepared. 


 After year three, faculty will meet biannually to review program goals and assessment plans. 


 The faculty will meet a minimum of once a year to review and discuss the data gathered that year 


for the purpose of identifying strengths and weaknesses of the program. The faculty will discuss 


and propose changes aimed at correcting any identified deficiencies. 


 


Part D: Process 


 Year 1 (AY 2009-10):  Faculty reviewed the current Learning Goals and Objectives of the 


Anthropology Program in relationship to specific courses being taught to ensure syllabus alignment and 


to confirm that initially established goals and objectives were appropriate to our program.  A central 


electronic repository of course syllabi and documents relating to learning objectives and program 


assessment was created to facilitate both faculty review and collaboration in integrating learning goals 


and objectives. 


 Faculty developed a specific assessment rubric for ANTH 100—the core upper division required 


course in the major—that will serve as a direct measure of whether or not our Learning 


Objectives are being met for PLO #1.  The faculty met as a group to calibrate assessment under 


this rubric, complete the assessment process within this scheme, and discuss results, as detailed in 


the Fall 2009 Assessment Report.  This exercise resulted in recommendations for revisions to the 


assessment process for the upcoming year. 
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 Faculty also considered the development of critical reflection prompts to guide graduating 


student’s review and written critical reflection of a electronic portfolio of their own work, with 


this portfolio narrative to be included in all portfolios submitted to Anthropology faculty for 


review beginning year 2.  Discussions with staff from CRTE and IPA, however, led to a 


rethinking of this strategy, since electronic portfolio capacity was not yet in place at UC Merced; 


in the absence of a curricular incentive, there is no effective means to ensure that students 


complete such the reflection exercise; and as a new major, graduating seniors would not have 


anticipated the need to archive materials for such a portfolio.  In light of all of these factors as 


well as the small number of majors overall, the potential to glean meaningful data from such an 


assessment was deemed low.  Therefore, faculty decided to drop this element of assessment in 


favor of the two remaining elements originally proposed. 


 Faculty developed an exit survey for graduating majors. The anonymous survey will serve as an 


indirect measure by querying students on their perceptions of the program including the extent 


they have achieved program Learning Outcomes. With the assistance of IPA, prompts specific to 


Anthropology majors have been incorporated into the graduating senior survey.  Unlike electronic 


portfolios, the survey provides a readily available and efficient means for indirect assessment, and 


it is anticipated that assessment tool will likely be relied upon for indirect assessment instead of 


portfolios for the foreseeable future. 


 Year 2 (AY 2010-11):  Faculty will continue to review the current Learning Goals and Outcomes of 


the Anthropology Program in relationship to specific courses being taught to ensure syllabus alignment 


and to confirm that initially established goals and objectives are appropriate to our program.  The course 


syllabus repository will be continually updated, with both current and archived materials available for 


faculty reference. 


 Faculty will continue to revise, develop, and apply specific assessment rubric(s) to courses being 


taught., perhaps including the addition of at least one other PLO to the curricular assessment 


process for a course other than ANTH 100.  As detailed in the Fall 2009 Assessment Report, 
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 Graduating students majoring in Anthropology will be given an anonymous exit survey about 


their perceptions of the program including extent they have achieved program Learning 


Outcomes, curriculum quality, experiential learning and research opportunities, and experiences 


with advising and mentoring. These data will be collected in a central electronic repository for 


eventual qualitative and quantitative analysis once sample size is sufficient.  


 Year 3 (AY 2011-12): Faculty will continue to review the current Learning Goals and Outcomes of 


the Anthropology Program in relationship to specific courses being taught to ensure syllabus alignment 


and to confirm that initially established goals and objectives are appropriate to our program.  The course 


syllabus repository will be continually updated, with both current and archived materials available for 


faculty reference. 


 Faculty will continue to revise, develop, and apply specific assessment rubric(s) to courses being 


taught,, expanding the scope to include one or more PLOs that have not yet been assessed. 


 Graduating students majoring in Anthropology will be given an anonymous exit survey about 


their perceptions of the program including extent they have achieved program Learning 


Outcomes.  


 An alumni network will be established to maintain contact with graduates. A survey will be 


developed to assess whether majors have entered a graduate program or a career.  If employed, 


graduates will be asked whether their education as an anthropology major is of value in their 


current position and how; whether the major has contributed in significant ways to their current 


endeavors; and how they think their B.A. degree will serve them in their intended career path.  


Alumni will be asked to complete these questionnaires at one year, three years, and five years 


post graduation.  
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 Anthropology faculty will gather data from course-specific rubrics, exit surveys, and alumni 


surveys to assess whether or not to adjust Anthropology Program Learning Goals and Outcomes 


or assessment methods. 


 


Part E: Participants 


 Tenure-line faculty in Anthropology will be responsible for implementing the assessment plan 


including collecting evidence, analyzing data, disseminating results, and implementing findings to 


improve student learning.  Lecturers in Anthropology will be included in annual faculty retreats, and 


contribute to collection of evidence, data analysis, and implementing findings.  


 


Part F: Minor 


 As noted above, the Learning Outcomes for the minor are closely aligned with those of the major.  


Therefore, the collection and assessment of evidence of student achievement for both the major and the 


minor can be undertaken simultaneously.  In addition, collective analysis of the data for both majors and 


minors will provide potentially more robust results, given the relatively small number of students 


anticipated during these early years of the programs. 


 


Part G: Summary of Programmatic Self-Assessment 


 As discussed in the Fall 2009 Assessment Report, Anthropology faculty have determined that the 


program is has either achieved Emerging or Developed status for each of the five criteria in our 


assessment of PLO #1 for ANTH 100. 


 Criterion #1 (Assessable Program Learning Outcome for PLO #1) — Developed.  The PLO 


clearly describes how students can demonstrate learning, identifying observable and measurable 


results.  Theses criteria are articulated in the form of a rubric.  Faculty have concluded that 


criteria and standards may need further development to be more meaningful and consistently 


applied. 
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 Criterion #2 (Valid Evidence for Assessment) — Emerging.  Faculty have reached general 


agreement on the types of evidence to be collected for PLO #1 in ANTH 100, but evidence 


needs to be further focused or aligned with PLO or emerging criteria to produce truly 


meaningful and useful results.  


 Criterion #3 (Reliable Results from Assessment) —  Emerging. Faculty reviewers are calibrated 


to apply assessment criteria in a uniform way or faculty routinely check for interrater reliability, 


but further work is needed to refine the assessment criteria. 


 Criterion #4 (Results Summary) — Developed.  Results were clearly delineated for each line of 


evidence in tabular and other summary formats in the Fall 2009 Assessment Report. 


 Criterion #5 (Conclusions & Recommendations) —  Developed.  The Fall 2009 Assessment 


Reprot clearly articulates conclusions, implications and recommendations for improvement 


regarding both student learning and assessment and which could be drawn from results. It also 


includes some consideration of the reliability and validity of results, although recognizing that 


the small sample size hinders determination of the significance of the results.  The results were 


discussed by all ladder-rank faculty and plans are in place to implement recommendations 


 


SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM GOALS/OUTCOMES 


Part A: Program and Institutional Goals/Outcomes 


 As a discipline with a holistic approach to understanding humankind past and present, anthropology 


draws on theories, methods, and research findings of the social sciences, natural sciences, and humanities.   


It is this breadth of knowledge and expertise that often attracts diverse students to the major and also 


results in the relevance of Anthropology Program Learning Outcomes to the Eight Guiding Principles of 


Education at UCM. (Table 1).  The following narrative underscores how particular characteristics of the 


Anthropology learning objectives and teaching philosophy complement both the Anthropology Program 


Learning Goals but also the Eight Guiding Principles of Education at UCM. 
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Table 1. Curriculum map representing the alignment between Anthropology Program Learning Outcomes 


and the Eight Guiding Principles of General Education. 
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 First, our pedagogical goals of student-centered classrooms promote cooperative learning which 


supports University Guiding Principles of “teamwork and leadership.”   The Anthropology program is 


committed to building opportunities for service learning and community engagement into our courses.  


Such opportunities support University Guiding Principles of   “Self and Society,” “Ethics and 


Responsibility,” and “Leadership and Teamwork,” while helping  students in career pursuits that support 


“Development of Personal Potential.”  Second, anthropology's lessons about different human societies 


(past and present) provide a mirror on the student and student's own understanding of society and their 


place in society.  Thus, this dimension further supports the University Guiding Principles of “Self and 


Society” and “Development of Personal Potential.”  Finally, our emphasis on students being familiar with 


anthropological methods, the ethics of doing anthropological research and of being a citizen, and being 


able to communicate anthropological knowledge to diverse audiences within and outside of the classroom 
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each fulfill the University Guiding Principles of “Scientific Literacy,” “Decision-making,” 


“Communications,” “Self and Society,” “Ethics and responsibility,” “Leadership and Teamwork,” and the 


“Development of Personal Potential.”  Anthropology faculty are very satisfied that the Anthropology 


program curriculum design and teaching philosophy match very well with Eight Guiding Principles of 


Education at UCM, and we will be attentive to opportunities to further strengthen the alignment as our 


program grows. 


 


Part B: Program and School Goals 


 The School of Social Sciences, Humanities and Arts (SSHA) Strategic Plan and Academic Resource 


Plan prepared in January of 2006 recognized the unique ability of anthropology to make a contribution to 


the undergraduate and graduate programs of both the social sciences and the humanities at UC Merced, 


and these expectations are also evident in the 2007 SSHA Strategic Plan.  Representing one of the 


fundamental disciplines within the social sciences, the Anthropology program at UCM is uniquely 


positioned to promote and exemplify cutting-edge cross-disciplinary thinking and research, as faculty 


pursue research at the intersection of the social sciences, humanities, and natural sciences.  In fact, a 


major argument for introducing the Anthropology major at UCM is complementarities with 


interdisciplinary thought and practice.  Through an undergraduate curriculum that integrates theory, 


method, and topical themes, the UCM anthropology program stresses the integration of disciplinary 


subfields that already have extra-disciplinary corollaries to biology and biomedicine, material and earth 


sciences, and ethnic, area and cultural studies.  Moreover, to accomplish the program’s goals, students are 


required to complete training within each of the three subfields (sociocultural, archaeological and 


biological anthropology), which help students understand and appreciate both qualitative and quantitative 


research methods in the social sciences and beyond. 


 The Anthropology major complements disciplinary and interdisciplinary programs within SSHA.  


The addition of the Anthropology major expands the undergraduate majors within SSHA to eight and the 


number of majors across campus to 18.   Anthropology articulates with existing programs in sociology, 
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American studies, global arts, history, and political science, and additional links are envisioned with 


world heritage, psychology, and cross-school programs as the Anthropology program grows.  Courses 


offered in anthropology have relevance to students with interests in sociology, political science, cognitive 


science, psychology, management, and economics, as anthropological perspectives interrogate our 


understanding of institutions and policies while promoting cultural competency.  As students become 


exposed to such perspectives in their undergraduate education, they may opt to major in anthropology 


instead of one of these other fields.  The methods and intellectual terrain of anthropology are particular 


germane to the increasingly globalized world of the 21st century 


 Anthropology’s comparative study of humankind past and present; its emphasis on spatial, temporal, 


and material perspectives; its examination of the relation between social institutions and society’s 


practices, values, and beliefs; and its concern with the interaction between biology, environment, and 


culture are among the broad characteristics that link anthropological studies to the humanities, social 


sciences, and natural  sciences.  These characteristics also allow anthropology students and faculty to 


critically explore the pressing social and environmental issues central to the mission of SSHA and UCM, 


in general.  Anthropology faculty at UCM have already forged interdisciplinary links, including working 


with faculty in history and literature on the World Heritage program and American Studies minor, 


consulting with faculty in the School of Natural Sciences on anthropological contributions to the 


proposed medical school and environmental management and policy program, and participating in 


discussions with the Engineering Service Learning program faculty on the inclusion of anthropology 


students in multi-disciplinary teams addressing community needs.  The initiation of the Anthropology 


B.A. also holds promise for adding anthropological perspectives to the interdisciplinary student teams that 


are formed in CORE 100, the upper division general education course taken in the student’s junior year. 
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Part C: Program and Course Learning Outcomes 


Table 2 presents a curricular map that articulates the alignment between Anthropology program 


learning outcomes and course learning outcomes, while also demonstrating the progression from 


introductory to advanced levels. 


 


Table 2. Curriculum map for Anthropology course learning outcomes. 


Outcome  


Course # 1 2 3 4 5 6 


1 D I D D I D 


3 I I D I I D 


5 I I D D I I 


95 Varies by course/content 


98 Varies by course/content 


100 M D D D M  


110 D D D D D M 


112 D D M D D M 


114 D D D D D M 


116 D D M D D M 


120 I I I I D  


121 M D D D M  


124 M D D D D M 


126 M D D D D M 


130 D, M D D D D D 


134 D, M D D D, M D D 


140  D M D D D 


142 D, M D D D D D 


144 D, M D D D, M D D 


146 M M D D D D 
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Outcome  


Course # 1 2 3 4 5 6 


148 D, M D D D D D 


150 D D, M M D D, M D, M 


151 D D M D, M D, M D, M 


152 D D D D D D, M 


155 D, M D D D, M D D 


160 D D D D, M D D 


162 D D D D, M D D 


169 D D M D D D 


170 M D M D M M 


172 D D M D M D, M 


174 D, M D, M D D D, M D, M 


176 D D M D D, M D, M 


178 D, M D, M D, M D, M D, M D 


179 D, M D, M D, M D, M D, M D 


190 Varies by course/content 


195 Varies by course/content 


198 Varies by course/content 


I=Introduction, D=Develop, M=Mastery at a level appropriate for graduation 


 


 


 







Revised Faculty Accreditation Report 


 


Applied Mathematical Sciences Program 


University of California, Merced 


 


April 14, 2010 


 


Summary of Assessment Plan Revisions 


 


Based on our findings from the Program Learning Outcomes Assessment Report and 


our self-evaluation for program review, the applied mathematics faculty has increased 


its awareness of the assessment goals and processes. In doing so, we have made several 


revisions to the Faculty Accreditation Report. Below is a list of the revisions that we 


have made. 


 


• We have added Student Focus Groups as an additional form of evidence to 


collect in Section 2.3 of the Revised Faculty Accreditation Report. The Applied 


Mathematical Sciences program has recently written a self-review in preparation 


for program review. In doing so, this program conducted an informal student 


focus group to gather student perspectives on the program. The applied 


mathematics faculty valued the evidence from this student focus group so much 


that we have decided to conduct these student focus group discussions 


regularly. 


 


• We have revised the schedule for assessment of our Program Learning 


Outcomes given in Section 2.4 of the Revised Faculty Accreditation Report. The 


original plan was to assess initially only the first program learning outcome. 


However, the applied mathematics faculty decided to do an initial assessment of 


the first two program learning outcomes instead. In particular, the faculty 


decided to focus this initial assessment effort on two critical “transition” courses: 


Math 121 and Math 131. Math 121 is the first upper division course for the 


major in which students study intermediate and advanced analytical methods for 


solving ordinary and partial differential equations. Math 131 is the first upper 


division course for the major in which students learn numerical analysis. 


Consequently, we have adjusted our plan for future assessments based on this 


change of strategy for our initial assessment. 


 


• We have begun to work closely with staff from Institutional Planning and 


Analysis as well as the Center for Research in Teaching Excellence to gather 


evidence useful in assessing the Applied Mathematical Sciences program. Hence, 


we have included our collaborative work in Section 2.5 of the Revised Faculty 


Accreditation Report. 


 







• To demonstrate that this program is fulfilling the University mission to become a 


student-centered research university, we provide evidence of undergraduate 


student research in this program in Section 3.1 of the Revised Faculty 


Accreditation Report. 


 


• We conducted a self-evaluation of this program using the WASC Rubric. The 


results of this self-evaluation are given after the Revised Faculty Accreditation 


Report at the end of this document. 


 







Revised Faculty Accreditation Report 


 


1 Applied Mathematical Sciences Program Description 


 


The Applied Mathematical Sciences program at UC Merced provides students with 


knowledge of the foundations of mathematics and the skills needed to apply 


mathematics to real-world phenomena in the social sciences, natural sciences and 


engineering.  The program uses a “core + emphasis” model which teaches students the 


fundamentals while building expertise in an application area through the emphasis 


tracks.  There is a core set of courses all mathematical sciences students take.  Beyond 


these classes, students complete an emphasis track consisting of courses in other fields.  


With the depth and breadth of training of the major, students are well suited for 


immediate placement within specialized positions in industry or for further educational 


advancement. 


 


The Applied Mathematical Sciences minor at UC Merced is designed to prepare students 


to use mathematical techniques and computational methods to solve problems within 


their major field of study.  The minor program compliments a variety of majors including 


biology, chemistry, computer science, engineering, economics, cognitive science, and 


environmental science.  It is comprised of a core of courses and upper division 


mathematics electives to study data analysis, modeling, and computing.  


  


This Applied Mathematics major is quite different from the traditional Mathematical 


Sciences major offered at most universities. In particular, this major emphasizes 


interdisciplinary applications of mathematics. The core courses include substantial 


discussions on the variety of applications for which the mathematical topics apply and 


provide important insight. Furthermore, our requirements for an emphasis track enable 


the student to learn about application topics first-hand from the specialists that study 


them. Finally, this Applied Mathematical Sciences major has a strong emphasis on 


numerical analysis and scientific computing. Using computers to solve complex 


mathematical problems is at the forefront of applied mathematics research. This major 


give students a substantial learning experience to develop their computational skills. 


These skills provide students access to employment and research opportunities in 


today’s technologically advanced market. 


 


2 Assessment Plan 


 


2.1 Timeline & Goals   


 


The applied mathematics faculty plans to gather data over a five-year assessment 


schedule to assess the degree to which students achieve the program learning 


outcomes as a result of completing the major or minor in applied mathematical sciences 


at UC Merced.  The over-arching goal of the Applied Mathematical Sciences program is 


to 







 


Build a community of life-long learners that use the analytical and computational 


tools of mathematics to solve real-world problems. 


 


This five-year assessment schedule will allow us to develop and assess program learning 


outcomes in a strategic manner, detailed in Section 2.4.  


 


2.2 Program Learning Outcomes 


 


Upon graduating, we expect students completing the Applied Mathematical Sciences 


major to have become effect problem-solvers, meaning that student will be able to 


 


1. Solve mathematical problems using analytical methods. 


2. Solve mathematical problems using computational methods. 


3. Recognize the relationships between different areas of mathematics and the 


connections between mathematics and other disciplines. 


4. Give clear and organized written and verbal explanations of mathematical ideas 


to a variety of audiences.  


5. Model real-world problems mathematically and analyze those models using their 


mastery of the core concepts. 


 


The applied mathematics faculty plan to communicate the program goals and learning 


outcomes in the following forums by the start of the 2009 – 2010 academic year. 


 


• The Applied Math website (http://appliedmath.ucmerced.edu); 


• A revision of the catalog copy; 


• Documents included with orientation materials for lecturers and teaching 


assistants; 


• Included on slides given for student recruitment and orientation meetings. 


 


2.3 Evidence 


 


The procedure for assessing achievement of the program learning outcomes will utilize 


four methods – two direct and two indirect.  These are: 


 


• Embedded Homework and Exam Questions.  These questions will be embedded 


in key lower division and upper division mathematics courses to assess students 


at various stages of learning - introductory, developing, and mastery levels.  Each 


embedded question will be assessed using the rubric agreed upon by the applied 


mathematics faculty appropriate for each level.   


 


• Capstone Course.  The applied mathematics faculty are developing a capstone course 


in mathematical modeling to address PLO 3 at the mastery level. This course will serve 


several functions. One such function is to provide a unique experience for the Applied 







Mathematical Sciences majors that include a series of activities designed to enhance 


their knowledge and appreciation of applied mathematics while preparing them for 


entry into a graduate program or placement in government, industry and business. 


Other functions of this capstone modeling course include avenues to assess the program 


through projects, presentations, and research.  


 


• Student Focus Groups. Each academic year, we will conduct a student focus 


group meeting to hold a conversational and informal discussion about the major 


and minor. In particular, we will identify key aspects of student learning 


experiences, what items are valued most by students, what challenges students 


are facing and strategies for improving the program. 


 


• Senior Exit Survey.  A survey will be given to all graduating seniors to gather 


information about the program, minors obtained, job placement and future 


plans, and reasons why the student selected the major.  Furthermore, we hope 


to identify which parts of the program work well and areas which need 


improvement.  


 


• Alumni Survey.  A survey will be distributed to one, five, and ten year alumni to 


gather information on whether applied mathematics graduates pursue graduate 


degrees, obtain meaningful jobs, and perception of preparedness for careers.    


In Spring 2009, we will administer a prototype exit survey to our first graduating 


class. Through analyzing the data we collect, we will continue to revise and 


develop our alumni survey further. Since we have a manageably small number of 


students graduating, we plan to keep in touch with our alumni informally and 


monitor their progress. 


 


2.4 Process 


 


For a plan to assess these program learning outcomes, the applied math faculty have 


decided to follow a five-year schedule. Each year will assess the corresponding program 


learning outcomes in the order that they appear. In other words, our five year schedule 


is as follows. 


 


• 2009-2010 Academic Year – Develop and implement measures to assess PLOs 1 


and 2 in the first set of upper division courses our majors take; 


• 2010-2011 Academic Year – Implement revised measures to assess PLOs 1 and 2 


in all major courses; 


• 2011-2012 Academic Year – Develop and implement measures to assess PLO 3; 


• 2012-2013 Academic Year – Develop and implement measures to assess PLO 4; 


• 2013-2014 Academic Year – Develop and implement measures to assess PLO 5. 


 


2.5 Participants 


 







The applied mathematics faculty will work with the Department of Institutional Planning 


and Analysis as well as the Center for Research in Teaching Excellence to compile senior 


exit and alumni survey responses and hold student focus groups. The applied 


mathematics faculty will work with staff in the School of Natural Sciences to collect 


embedded exam questions of applied math majors for faculty review.  All applied math 


faculty will be included in the interpretation of evidence in applied mathematics faculty 


meetings.  Data collected will be reviewed and analyzed using agreed upon assessment 


rubrics with the goal to create a report.  This report will be forwarded to Associate Dean 


and Dean of Natural Sciences.  Using this report, the faculty can re-evaluate course 


structures and teaching practices, modify assessment measures, and examine student 


skill development for continuous quality of improvement.   


 


2.6 Applied Mathematical Sciences Minor 


 


Upon graduating, we expect students completing the Applied Mathematical Sciences 


minor to be able to 


 


1. Solve mathematical problems using analytical methods. 


2. Solve mathematical problems using computational methods. 


3. Recognize the relationships between different areas of mathematics and the 


connections between mathematics and other disciplines. 


4. Give clear and organized written and verbal explanations of mathematical ideas 


to a variety of audiences.  


 


Assessment for the applied mathematical sciences minor will follow along with those for 


the major.   


 


3 Alignment of Institutional and Program Goals for the Applied Mathematical Sciences 


Program 


 


3.1 Connections to Institutional Goals 


 


The Applied Mathematical Sciences major and its program learning outcomes reflect at 


least four of UC Merced’s Eight Guiding Principles of General Education explicitly in the 


following ways. 


 


• Scientific literacy -- Students take a broad variety of science courses that are 


required for the School of Natural Sciences as well as those courses within each 


student’s emphasis track. (PLO 1-3, 5) 


 


• Decision making -- Students develop mastery of quantitative skills that help to 


form an important component in making complicated decisions. (PLO 1, 2) 


 







• Communication -- Students develop their ability to give clear and organized 


written and verbal explanations of mathematical ideas to a variety of audiences. 


(PLO 4)  


 


• Self & Society – Students learn to recognize the relationships between different 


areas of mathematics and the connections between mathematics and other 


disciplines which brings about awareness of diverse perspectives. (PLO 3, 4, 5) 


 


UC Merced is a student-centered research university. To that end, Applied 


Mathematical Sciences students will learn many of the fundamental skills needed to 


perform theoretical and computational research. The faculty are dedicated to providing 


opportunities for students interested in theoretical and computational research. 


Students have already participated in research with applied mathematics faculty as well 


with collaborative multidisciplinary teams of faculty where they can see first-hand the 


impact that their theoretical and computational work is having on an application field. 


Below is a list of some of these undergraduate research projects. 


 


• Mr. Paul Tranquilli worked with Professor Kim on a project involving the 


numerical solution of a variable coefficient Fokker-Planck equation. This research 


resulted in the publication: A. D. Kim and P. Tranquilli, “Numerical solution of a 


boundary value problem for the Fokker-Planck equation with variable 


coefficients,” Journal of Quantitative Spectroscopy and Radiative Transfer 109, 


727-740 (2007). 


 


• Ms. Julia Clark worked with Professor Kim on a project involving the multiple 


scattering of polarized light. This research resulted in the publication: J. Clark, P. 


González-Rodríguez and A. D. Kim, “Using polarization to find a source in a turbid 


medium,” Journal of the Optical Society of America A 26, 1129-1138 (2009). 


 


• Ms. Sydney Montroy and Mr. William Douandju have been working with 


Professor Blanchette on a project to study the potential of settling particles, 


typically sediments, to act as heat carriers. This research resulted in the 


submitting of a paper to the journal Physics of Fluids which is currently under 


review. 


 


• Ms. Maureen Long, Mr. Anthony Grimes, and Mr. Brent Rich worked with 


Professor Sprague on a project to study a microfluidic mixing device. This 


research resulted in the publication: M. Long, M.A. Sprague, A.A. Grimes, B.D. 


Rich, and M. Khine, “A simple three-dimensional vortex micro mixer,” Applied 


Physics Letters 94, 133501. 


 


• Mr. Paul Tranquilli has been working with Professor Tokman on a project to 


develop efficient and safe wood burning stoves that address the global need to 


reduce indoor air pollution – one of the top 10 global health risks, according to 







the World Health Organization. Recently, Mr. Karl Loepker and Mr. Mark Bailey 


have joined Mr. Tranquilli and Professor Tokman on this project. 


 


3.2 Connections to School Goals 


 


The Applied Mathematical Sciences program complements the School of Natural 


Sciences’ goal of multidisciplinary and interdisciplinary education, as well as its 


commitment to innovative undergraduate curricula.   This is easily seen in its program 


through the use of a “core + emphasis” model.  The core is designed to give students a 


rigorous learning experience in analytical and computational mathematical analysis and 


methods.  The emphasis tracks are comprised of significant coursework in another field 


of study which allows students to study a broad spectrum of problems across a number 


of disciplines.   


 


3.3 Alignment of Math Courses with Program Learning Outcomes 


 


Below, we give a map of the mathematics curriculum. For each of the five Program 


Learning Outcomes listed above, we identify if this course provides an introduction (I), 


develop (D) or mastery (M) level appropriate for graduation. 


 


Course Outcome 1 Outcome 2 Outcome 3 Outcome 4 Outcome 5 


Math 5 I   I I 


Math 15  I  I  


Math 18 I I I  I 


Math 21 I  I I I 


Math 22 I I I I I 


Math 23 D  I I I 


Math 24 D  I I D 


Math 30 I I  I I 


Math 32 D I I  I 


Math 121 M  D D M 


Math 122 M  D D M 


Math 131 M D D D M 


Math 132 M M D D M 


Math 141 M  D M M 


Math 142 M  D M M 


  







Self-Evaluation using the WASC Rubric 


 


Part A. Comprehensive List 


 


The program learning outcomes for the Applied Mathematical Sciences program in 


terms of the “Comprehensive List” criterion are “Developed.” After the initial 


assessment and self-review for the program’s review, the applied mathematics faculty 


feel confident that they have articulated well these program learning outcomes. This list 


falls short of “Highly Developed” because the applied mathematics faculty need to 


spend more time to reach agreement on explicit criteria for assessing students’ level of 


mastery of each outcome. 


 


Part B. Assessable Outcomes 


 


The program learning outcomes for the Applied Mathematical Sciences program in 


terms of the “Assessable Outcomes” criterion are “Emerging.” Each of the PLO’s may be 


refined to indicate more clearly to students how to demonstrate their learning. 


 


Part C. Alignment 


 


The program learning outcomes for the Applied Mathematical Sciences program in 


terms of the “Alignment” criterion are “Developed.” At this point, the applied 


mathematics faculty feel confident in the curriculum design and map. When we launch 


our capstone modeling course, we will fulfill a need to have students develop a mastery 


level for PLO 3. 


 


Part D. Assessment Planning 


 


The program learning outcomes for the Applied Mathematical Sciences program in 


terms of the “Alignment” criterion are “Emerging.” The applied mathematics faculty are 


still learning how to best interpret the evidence that we collect. As we agree upon 


standards for evaluating the evidence we collect, we can begin to plan over the long-


term strategies for assessment. 


 


Part E. The Student Experience 


 


The program learning outcomes for the Applied Mathematical Sciences program in 


terms of the “Student Experience” criterion are “Developed.” The applied mathematics 


faculty believe that our students understand well the program learning outcomes. In 


fact, our student focus group experience has shown us that students understand them 


so well that they have offered excellent suggestions on how to enable them to achieve 


these goals better. In the future, we will look to the students to become more involved 


in developing rubrics for assessment. Moreover, the applied mathematics faculty will 







work to have students learn about our program learning outcomes at earlier stages in 


the academic experience, e.g. recruiting events. 
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Abstract of changes made in 2010 to Biology Accreditation Report 
 Several changes were made in 2010 to the Biology Accreditation Report of 2009, 


based on the experience of evaluating the first Biology Program Learning Outcome 


(PLO1).  Regarding Participants, it was found that the entire Life Science Curriculum 


Committee was needed to complete the Assessment, rather than a small subcommittee, 


as originally planned.  Regarding the actual assessment of PLO's, several changes 


were made to this Accreditation Report in response to our experience in the past year.  


While the original plan was to use many embedded questions to assess each PLO, it 


was found that the process of carefully evaluating even a single question was so time 


consuming that we could realistically only plan to evaluate one or two embedded 


questions for a given PLO.  Also, in our first assessment, we found that one of the most 


important areas for improvement was Scientific Accuracy in student responses, so this 


is now noted in the current report as something to specifically consider.  Also, although 


our plan was to sub-categorize student achievement by emphasis track (e.g. "How did 


the Human Biology students do?  How did the Molecular and Cell Biology students 


do?"), we are currently not able to track the students by emphasis track in an efficient 


manner, so this was removed from the report.       


 A fairly important change is that wording of PLO1 was changed in response to 


several faculty requests.  Even with the changes, the PLO may still be overly broad and 


difficult to assess, so there is a continuing discussion of this PLO.  Finally, the 


curriculum map showing the alignment of our courses with the PLOs (section IIC) has 


been updated (including the replacement of BIO100 "Molecular Machinery of Life" with 


a lower division course, BIO 2 "Intro to Molecular Biology"; and a self-assessment 


based on the WASC rubric is provided in section IIG.  
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Section I:  Program Description: 
 The Biological Sciences major at the University of California Merced endeavors 


to be a path of study that truly reflects the emerging 21st century trends in the Life 


Sciences.  One such emerging trend in biological sciences is the transformation from 


primarily “descriptive” studies of individual components of biological systems, to a 


science based on creating a comprehensive and ultimately predictive understanding of 


biological systems.  This so-called “systems” approach to biology is already dramatically 


changing how biological research is done, leading to new connections with the physical, 


mathematical, and computational sciences.  This new biology offers the promise of a 


much more complete understanding of living systems and ultimately new solutions for 


ecological challenges and new treatments for complex diseases.  The biological 


sciences program at U.C. Merced is designed to provide students with the knowledge 


and skills to address fundamental questions in biology from a “quantitative” and 


“systems-wide” perspective.  


The biological sciences undergraduate training at U.C. Merced is distinctive in its 


focus on providing all biology students with a truly multidisciplinary core foundation in 


physics, chemistry, mathematics, and the central tenets of modern biology before 


students pursue further training in specialized “emphasis” tracks (described below).  


Core courses provide the knowledge and skills necessary to formulate and test 


hypotheses using traditional as well as quantitative and systems-based approaches.   


Multidisciplinary training in biological sciences at U.C. Merced is strengthened by the 


fact that there is a high degree of collaboration and interaction between faculty 


specializing in experimental biology, computational and theoretical biology, physics, 


chemistry, and mathematics all within the School of Natural Sciences.  This is in 


contrast to many other universities that have highly compartmentalized departments 


and few undergraduate or graduate programs that provide truly multidisciplinary 


training.   
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Another distinctive aspect of the biological sciences program at U.C. Merced is 


the ability of students to select specialized “emphasis” tracks, instead of individual 


majors.  In this way, all biology students graduating from U.C. Merced will have a 


common foundation necessary for biologists in the 21st century, as well as specialized 


skills and knowledge to aid in their pursuit of careers in biology-related fields or 


graduate / professional school training.  There are five emphasis tracks in the biological 


sciences:  Molecular and Cell Biology, Human Biology, Ecology and Evolutionary 


Biology, Developmental Biology, and Microbiology and Immunology.   


In the Biology program at UC Merced, students learn laboratory skills and are 


also introduced to cutting edge research.  Upper-division courses in each emphasis 


track typically include laboratory exercises (or entire laboratory courses) that provide 


students with an understanding of the scientific method and modern techniques, 


reinforcing what is learned in the classroom and providing skills necessary for careers in 


the biological sciences.  In addition, students are encouraged to pursue supervised 


independent research study in laboratories of faculty at U.C. Merced.  Faculty in the 


biological sciences are committed to providing undergraduate research opportunities 


since such experiences are particularly useful for preparing students for further 


educational or professional development as well as for careers in biotechnology and 


related fields.  To ensure all students obtain some form of research experience or 


exposure to current research projects, all biological sciences majors are required to take 


either a “research seminar” course, in which they attend and critique seminars 


presented by U.C. Merced faculty and invited speakers as well as give their own 


student-led presentations or an “undergraduate research” course, involving individual or 


group projects supervised by a faculty member doing research in the biological 


sciences. 
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Section II:  Assessment Plan 


 The assessment of the Biology Major at UC Merced will occur in a timely and 


regular fashion, with an emphasis on determining our success at achieving our Program 


Learning Outcomes.  The assessment will be carried out by the Life Sciences 


Curriculum Committee, which deals with all matters regarding the curriculum content, 


quality, and assessment. The following five sections (Parts A through E) will detail our 


proposed Assessment Plan; Part G describes a self-assessment.  


 


Part A:  Timeline and Goals 


 The assessment of the Biology major will occur over successive five year periods 


in which we fully evaluate the success of our five Program Learning Outcomes.  In 


every year of the five year period, one PLO will be evaluated, and a full assessment 


report prepared regarding the achievement of that PLO in relation to the overall state of 


the Biology major.  The timeline for each assessment will be as follows: each Spring, 


preparation and data collection for the appropriate PLO will begin.  This should include 


working with faculty on appropriate embedded questions, including developing a rubric.  


The following Fall, analysis of the gathered data will occur.  In late Fall/early Spring, the 


Assessment report will be written.  The report will be discussed by the faculty in mid-


Spring, including possible changes to the curriculum.  At that point (mid-Spring) the 


cycle will begin again, with data collection for the next PLO.   


 Within each evaluation, evidence will be collected regarding the success of that 


Outcome and there will also be an assessment of whether that particular PLO remains a 


top goal of the program, and whether the wording or the sense of the PLO should be 


changed.  In this way we plan to both assess the success of our program in producing 


Biology graduates, and also to assess the goals themselves and the tools we use in the 


overall process. 
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The goals of our annual assessment will be:  


1. To determine whether students are achieving the outcomes described by each PLO. 


2.  To determine whether a particular PLO remains one of the top goals of the Biology 


program. 


3. To determine whether the Evidence and Process used to assess a particular PLO is 


indeed able to provide appropriate data regarding student achievement.  


 


 Part B: Outline of the Program Learning Outcomes of the Biology Major 


 


 The following Program Learning Outcomes have been established by the Biology 


faculty at the University of California Merced.  Our goal is that each graduate with a 


Biology major should have this knowledge or proficiency.  These PLO’s will be 


prominently published on the School of Natural Sciences web page 


(http://naturalsciences.ucmerced.edu/2.asp?uc=1&lvl2=41&lvl3=41&lvl4=61&contentid=


105), as well as placed in the UC Merced Undergraduate Catalog, which has both an 


electronic (online) as well as hard copy (book form) format.  When the Biology major is 


presented to incoming students and prospective majors, these PLO’s will be part of the 


presentation so that students are aware of the overall objectives of their Biology training 


at UC Merced. 


  


Graduates from the Biological Sciences programs will have demonstrated: 


 


1. An understanding of the tenets of modern biology and an understanding of how 


cellular functions are integrated from the molecular level to the cellular level, through to 


the level of organism, populations, and functioning ecosystems.  
 


2. An ability to develop and critique hypotheses and to design experiments, models, 
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and/or calculations to address these hypotheses. 
 


3. The ability to use appropriate instrumentation and computational tools to collect, 


analyze and interpret data. 
 


4. The ability to read, evaluate, interpret, and apply numerical and general scientific 


information. 
 


5. A familiarity with, and application of safety in good laboratory and field practices. 


Part C:  Evidence 


 In this section, each PLO will be stated, along with the evidence that will be 


collected to assess our effectiveness with the PLO. 


 


C1. An understanding of the tenets of modern biology and an understanding of how 


cellular functions are integrated from the molecular level to the cellular level, through to 


the level of organism, populations, and functioning ecosystems.  


 This PLO is quite broad and will be assessed by using embedded questions on 


exams in Biology courses.  The Committee that prepares the assessment of this PLO 


will request exam questions from several BIO faculty.  These questions will be edited 


and a rubric formulated:  What answer shows a full and sophisticated understanding of 


the problem?  What answer shows an adequate, but more basic understanding of the 


problem?  What answer is minimally acceptable as an answer to this problem?  What 


answer(s) are unacceptable?  In other terms, these levels of understanding may be 


compared to the “Highly Developed”, “Developed”, “Emerging” scale that is sometimes 


used in Curriculum Development. 


 The embedded questions for this PLO will be placed in about two of the following 


upper division courses, which in aggregate will include students from every emphasis 


track: 
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BIO 110  (“The Cell”; required for all emphasis tracks, so most likely to be utilized) 


BIO 140  (“Genetics”) 


BIO 141 (“Evolution”) 


BIO 148 (“Ecology”) 


BIO 150 (“Embryos, Genes and Development”) 


BIO 151 (“Molecular Immunology”) 


 After the upper division students have taken the exams with the embedded 


questions, the Life Sciences Curriculum Committee will assess the success of the 


students both on an individual level as well as on the level of the whole group.  The 


Committee will prepare a report detailing the proportion of students in each class that 


were able to provide various levels of answers.  They will attempt to synthesize an 


overall picture of the success of the major in this PLO:  Does any particular category of 


the rubric stand out in either a negative or positive way?  (For example, in 2009, it was 


found that improvement was needed in Scientific Accuracy according to the rubric 


developed by the committee.)  Is there general, overall success by the students in 


answering these prepared questions?  The rubric used for assessment of PLO 1 is 


included in Appendix 1.  Importantly, the rubric was developed after the exam data were 


collected, rather than as part of developing appropriate exam question(s).  This led to a 


more cumbersome, after-the-fact evaluation process.  It is recommended in future years 


to establish a rubric at the time of development of exam questions so that evaluation 


can be carried out more smoothly. 


Although our goal is of course to have 100% student success at high proficiency 


with each question, it is more likely that we will show varying levels of success.  


Therefore, the committee will set goals for each category of the rubric (e.g. “75% 


Developed in the category of Scientific Accuracy”), and suggest ways to improve 


student success in the areas that seem weak.  In future years, the previous assessment 
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report will be used as a yardstick for assessment, to determine if students are improving 


as we implement the suggested changes. 


 Another set of data in evaluating this PLO will be to measure the students' 


perceptions of their accomplishment.    This will be done by adding questions to the 


graduating seniors survey that is given each year.  Particularly for this broadly worded 


PLO, the viewpoint of the students in whether they have achieved this knowledge will 


be valuable.  A set of questions will be developed to obtain the students' view of their 


understanding of PLO1 and PLO4 (and possibly others). 


 


C2. An ability to develop and critique hypotheses and to design experiments, models, 


and/or calculations to address these hypotheses. 


 


 This PLO represents the foundation of the scientific method and is therefore one 


of the most important for a Biology major to achieve.  The Life Sciences Curriculum 


Committee will assess PLO2 using several methods.  The first method will be 


embedded exam questions that have been prepared by the faculty member of a course 


in conjunction with the Committee.  Each question will be designed to require a clear 


hypothesis from the student, or an evaluation of a particular hypothesis.  The embedded 


question will have a rubric to assess the level of understanding shown by the student, 


and the Committee will compile and analyze the results of these questions.  


Comparison to previous years will also be carried out to determine whether changes to 


course material or emphasis should be implemented.  Courses for which embedded 


questions are proposed include one or two of the following courses: BIO 101 


(“Biochemistry”), BIO 120 (“Microbiology”), BIO 150 “Genes and Development”, and 


others at the Committee’s discretion. 


 The second method that will be used to assess this PLO will be an evaluation of 


a portion of student lab write-ups, in which the students will be specifically required to 
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propose a hypothesis and discuss the data they have obtained in relation to the 


hypothesis.  The writeups will be submitted to the Committee for evaluation.  Among 


the courses that have significant lab components are BIO 120L Microbiology; BIO 141L 


Evolution;  BIO 151L Immunology; BIO 161 Physiology; BIO 102 Biochemistry II. 


 As mentioned previously, preparation and analysis of data is quite time 


consuming, so experience has led us to the expectation that we can prepare 1-2 


embedded questions for analysis, and possibly 1-2 lab questions/writeups for analysis.  


  


C3. The ability to use appropriate instrumentation and computational tools to collect, 


analyze, and interpret data. 


 


 The assessment method for success in this PLO will be a careful evaluation of 


lab write-ups by the Committee.  The committee will choose at least one lab from one 


or two of the following courses and will examine the lab write-up of either every student 


or a random sampling of students:  BIO 102 (“Biochemistry II/Molec. Biology”) BIO 


120L (“Microbiology”), BIO 161 (“Human Physiology”), BIO140L (“Evolution”).  The labs 


will be carefully chosen to include a wide variety of instrumentation and skills, including 


computational skills.  The Committee will formulate a rubric for the evaluation of the 


write-ups, with input from the general faculty.  The rubric will include the manner to 


assess success in both using the instrumentation to achieve the desired data/product 


and the manner to assess whether each student is able to interpret the data at a 


high/medium/low level of complexity.    


 


C4. The ability to read, evaluate, interpret, and apply numerical and general scientific 


information. 


 This PLO represents an important high-level skill that will be assessed both by 


embedded exam questions and by participation in the research seminar course in 
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which students discuss and critique a weekly research seminar.  The embedded 


questions will be much as described above, but will be applicable to this particular 


PLO, i.e. will involve evaluation of data, particularly numerical data.  The embedded 


questions will be placed in exams in 1-2 of the following courses: 


BIO 140 “Genetics” 


BIO 180 “Mathematical Modeling for Biology” 


BIO 182 “Bioinformatics”  


 


It is worthwhile to note that although there is some repetition in the classes in which 


questions will be embedded, these processes occur over the course of five years.  So 


in one entire year, the embedded questions will be in response to a single PLO.  The 


next year, a different PLO will be assessed, so embedded questions of a different 


nature will appear on some exams. 


 The second way this PLO will be assessed is in an analysis of student 


participation in the research seminar course (BIO 190).  On some days of class, video 


equipment will be set up, and student discussion of a seminar will be recorded.  This 


will be analyzed by the Curriculum Committee, possibly in conjunction with the 


professors of the course who may have collaborated with the committee on asking 


particular questions to stimulate discussion into the area of data analysis and 


interpretation.  Although this assessment method is not particularly quantitative, it will 


provide a valuable addition to the annual Assessment Report, as the committee will 


discuss participation rates, and at what level the students understood the research 


seminar(s).  It should be noted that the proposal to use this measure of student 


achievement has engendered a mixed response from the faculty and the Life Sciences 


Committee.  This method may be too reliant on how a small number of students 


perform during one short period of time.  So when the logistics are approached in this 


particular year, it may be necessary to revise this plan or to place lesser weight on the 
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results from this type of analysis. 


 A final way to evaluate this PLO will be to measure the students' perceptions of 


their accomplishment in this area.  This will be done by adding questions to the 


graduating seniors survey that is given each year.  A set of questions will be developed 


to obtain the students' view of their understanding of PLO1 and PLO4 (and possibly 


others). 


 


C5. A familiarity with, and application of safety in good laboratory and field practices. 


 


 Every Biology major is required to take the lab courses associated with the 


requirements in their emphasis track, as well as at least one further upper division 


Biology course having a lab component.  Each student in a BIO lab course will be 


required to take specific safety training.  In particular, advanced aspects of biological 


safety training and practices will be covered in BIO 120L (“Microbiology Lab”) and BIO 


141 (“Evolutionary Biology Lab”), BIO 151L (“Immunology Lab”), and BIO 149 field 


study (“Conservation Biology”).  In these courses, the students will be required to 


prepare either a lab write-up regarding the safety training, or to take an exam or turn in 


a problem set/worksheet regarding safety.  The Curriculum Committee will evaluate 


these documents from each student and determine the level of success of this PLO.  


Again, the goal is that 100% of the BIO students will be fully cognizant of all relevant 


safety procedures and good lab practices.  The Committee will determine how close we 


are to meeting this goal, with further analysis of whether we have improved from past 


years, and whether the students are achieving higher levels of success beyond basic 


knowledge. 
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Part D:  Process 


Our assessment plan will include provisions to measure our success with these 


PLO’s as well as to suggest ways to increase the proportion of students showing full 


proficiency in all five PLO’s.  


The process we will use to measure the success of these PLO’s includes a 


revolving five-year plan to assess one PLOs every year, such that at the end of five 


years, all five PLO’s have been assessed.  The PLOs will be assessed by the Life 


Sciences Curriculum committee, which consists of 3-6 faculty members.  The 


Committee will arrange for the assessment tools (embedded exam questions, etc), 


gather the data, and prepare an assessment report each year.   


It is anticipated that at the beginning of the school year, the Committee will send 


an email to the Biology faculty, outlining their goals for the year, including which PLO(s) 


will be assessed.  In years in which embedded questions will be used in the 


assessment, the Committee will issue a call for exam questions for embedded 


questions, and will help formulate the rubric used in the assessment of the student 


answers.  It has been found that developing the rubric at the same time as the 


embedded question is more efficient than trying to make a suitable rubric months later 


during the actual evaluation of data.  The Committee will then work with the individual 


instructors for each course to embed a question that fits seamlessly with the course 


content.  The exams with embedded questions will ideally take place over the course of 


both the Fall and Spring semesters, although logistically we have found it difficult to 


have sufficient plans in place to obtain data from the fall semester.  The professors will 


grade the embedded questions normally, but provide a photocopy of student solutions 


to the Committee.   


At some point in Fall semester, the Committee will analyze the results of the 


embedded questions from the prior year, using the rubric that has been outlined.  For 


small classes, all student embedded questions will be analyzed, while for larger classes, 
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some random sampling of photocopied exams will be analyzed.  In years in which items 


like lab reports or lab safety problem sets are to be analyzed (see PLO 3 and PLO 5), 


the Committee will work closely with the professors of lab courses and the lab 


instructors to develop the items that will be turned over to the Committee for analysis.  


Finally, the Committee will prepare their annual Assessment Report for the year’s 


PLO(s) in late fall or early spring.  The Assessment Report will discuss the PLO(s) that 


were assessed, the method of assessment, and the results obtained.  These results will 


include a description of what percentage of students have satisfactorily attained a 


particular Program Learning Outcome, as well as how many have exceeded 


expectations, and how many are below expectations.  Although currently we don't have 


a system to track students in emphasis tracks, it is hoped that eventually a breakdown 


will be made for students in individual emphasis tracks to be certain that all emphasis 


tracks are adequately training students in all the PLO’s.   A comparison will be made 


with results of previous years’ assessment of this PLO and possibly with related PLO’s.  


Perhaps the most important part of the annual Assessment Report will be the 


recommendations of the Committee on how we may change our curriculum to more 


effectively meet the goals described in the PLOs.  These recommendations (and the 


whole report) will be disseminated to the entire Biology faculty and discussions will be 


scheduled to determine which recommendations to implement.  It is anticipated that the 


annual Assessment Report will engender change each year in the Biology curriculum, 


sometimes minor (adding emphasis to certain lecture topics) and sometimes major 


(overhauling a class or a set of lab experiments). 


Additional items that will be included in the Assessment Report include whether 


this particular PLO is still a top goal of the program, whether it should be re-worded to 


align it more properly with the goals of the program, and whether the tool that were used 


to assess the PLO (e.g. embedded questions, viewing video of a student discussion) 


were appropriate and should be continued in future years. 
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The current plan for assessment is as follows:  


Year 1:  PLO 1 


Year 2:  PLO 2 


Year 3:  PLO 3 


Year 4:  PLO 4 


Year 5:  PLO 5 


 


Part E: Participants 


 The major participants in gathering and analyzing the data each year for the 


Assessment Report will be the Life Sciences Curriculum Committee, whose 


membership will rotate so that there is some continuity from year to year.  Under 


ordinary circumstances no individual faculty member will serve more than two 


consecutive years.  These faculty members will work in conjunction with the whole 


Biology Faculty, and with the individual instructors of the courses that are relevant for 


the PLOs.  Additional support will be provided by the School of Natural Sciences staff, 


who will assist in disseminating information, gathering data, coordinating meetings, and 


assembling the annual Assessment Report.  In particular, we have two curriculum 


specialists as well as one staff member dedicated to analyzing curricula and outcomes. 


 


Part F:  Minor  (Not applicable.  We do not have a Biology minor.) 
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Part G:  Self Assessment against WASC Rubric 


The faculty have completed the assessment of PLO1 as of January, 2010.  


Therefore, we are in a position to begin to self-assess our Program Learning Outcomes  


using the rubric provided by WASC: 


1.  Comprehensive List:  In this category we are probably “Developed”, because 


our PLO’s are reasonably complete, relevant, and focused on the key skills 


necessary for a Biology major.  We are not “highly developed” because we are 


still struggling to agree on the explicit criteria to use to assess each PLO. 


 2.  Assessable Outcomes: We are between “Emerging” and “Developed” in this 


category.  For some of our PLO’s, it should be quite clear the students how 


students can demonstrate their learning.  For example, PLO2 in part reads “…to 


develop and critique hypotheses and to design experiments…”.  However, not 


every PLO is explicit in this regard, including PLO1, which has the somewhat 


vague wording “An understanding of the tenets of modern biology…”  The faculty 


have considered the various wordings at length and in general feel that 


sometimes it is too reductionist to use verbs that turn a PLO into something that 


can be easily and obviously accomplished.  Therefore, the wording of some PLO’s 


may seem somewhat vague. 


3.  Alignment:   The Biology curriculum is between “Emerging” and Developed” in 


this category.  While each PLO is clearly covered by the curriculum (usually by 


several courses, as the curriculum map shows), the key area lacking is the 


opportunity for students to develop increasing sophistication in each Learning 


Outcome as they progress through the curriculum.  In part, this is due to the 


design of the major, which does not specify when students must take large parts 


of the required and elective material.  Each upper division class may be a mixture 


of sophomores, juniors, and seniors. This leads to an inability of most instructors 


to assume particular PLO-type knowledge for students in their course:  Some 
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students may be quite sophisticated, others might be taking their first upper 


division course.  This will be discussed in upcoming meetings of the Life Sciences 


curriculum committee.    


 


4.  Assessment Planning:  We are “Developed” in this category:  We have a 


clear plan to assess one learning outcome each year.  We have identified who will 


do the assessment (members of the Life Sciences Curriculum committee), and we 


already assess the program on an almost-continual basis:  In the spring of each 


year, planning is carried out for the next year’s assessment, including discussing 


ways to assess the next PLO, inviting input from other faculty, and actually doing 


the data collection.  In the following fall, the assessment on the past spring’s data 


is carried out, followed by the writing of the assessment report in the winter/spring. 


 


5.  The Student Experience:  We are between “Emerging” and “Developed” in 


this category.  Although we have carefully publicized our PLO’s on web sites, the 


course catalog, etc., it is not clear that a given student actually knows what a 


“program learning outcome” is, or how this concept relates to them. We believe 


that as we hold faculty meetings to discuss our assessment reports, and become 


a more interactive faculty in this regard, the general knowledge and terminology 


will be most effectively transmitted to the students. 
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Section III:  Alignment of Institutional and Program Goals/Outcomes 
 


Part A: Program and Institutional Goals 


 


The Biological Sciences major embodies many of the principles and institutional 


goals of the University of California at Merced.  UC Merced is founded on the principles 


of multidisciplinary research and innovative educational programs.  UC Merced’s 


commitment to multidisciplinary programs is evidenced in the campus organization, 


programmatic themes, and faculty hires.  The Biological Sciences major is designed to 


emphasize the multidisciplinary character of modern biology.  All Biological Sciences 


tracks include several broad “core courses” that emphasize the general biological 


concepts that underlie all of living systems at all scales.  Additionally, all of the tracks in 


the major involve 2-4 elective courses taken from a very broad range of courses, 


including (depending on the track) biology, bioengineering and cognitive science. 


Moreover, Quantitative Biology has been identified as a research and academic 


theme at UC Merced and this is a primary theme in the Biological Sciences major.  The 


Biological Sciences core courses have a strong quantitative emphasis, with all core 


courses including at least one computational laboratory.  Additionally, the major requires 


all students to take two semesters of calculus, a semester of statistics, a course in 


computer skills (at least 2 units) and several of the emphasis tracks require an 


additional course in the area of quantitative biology (e.g. biological modeling, 


bioinformatics, or genomics). 


In addition to being a strong fit to the goals of broad, multidisciplinary academic 


programs, the Biological Sciences major also addresses a number of the UC Merced 


general education guiding principles, developed by UC Merced faculty in Summer 2003, 


to provide a template for our academic programs.  Of the eight guiding principles, the 


design of the Biological Sciences major most directly addresses five:  
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• Scientific Literacy & Decision Making:  All of the upper division Biological 


Sciences courses have a strong emphasis on evaluating and interpreting data to 


make decisions about scientific hypotheses. 


• Communication: Students are strongly encouraged to enroll in the seminar 


course (BIO 190) which includes student presentations of scientific papers or 


research results.  Also, many of the Biological Sciences upper division courses 


involve written laboratory assignments. 


• Self and Society: The health and environmental impacts of individual decisions 


and behavior is a topic in many Biological Sciences courses.  For example, in 


BIO 180 (Mathematical Modeling for Biology), there are lectures and laboratories 


on the effects of individual choices on population growth and epidemic control.  


• Ethics and Responsibility:  Issues of bioethics and ecologically-sensitive 


practices are covered in several Biological Sciences core courses and many of 


specialized courses. 


• Leadership and Teamwork:  Many of the Biological Sciences laboratory 


courses involve team assignments and/or presentations.  Moreover, all Biological 


Sciences majors are encouraged to take part in research projects with faculty 


that will give the students direct experience working in scientific research teams. 


 


The relationship between the Eight Guiding Principles and the Biology major can 


also be illustrated in terms of how our five PLO’s themselves correspond to the Eight 


Guiding Principles.  The following Table illustrates this correspondence.   The five 


principles mentioned above are most directly relevant to the major, although it can be 


seen that all eight principles are addressed in some way by the PLO’s. 
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Table 1: A curriculum map representing the alignment between the Biology Program 
Learning Outcomes and the Eight Guiding Principles of General Education.  
 


PLOs 


Scientific 
Literacy 


Decision 
Making 


Communic
ation 


Self  
&  


Society 


Ethics  
& 


Responsibil
ity 


Leadership  
&  


Teamwork 


Aesthetic 
Understandin


g  
Creativity 


Developm
ent of 


Personal 
Potential 


1.Tenets of 
Biology 


X   X     


2. 
Hypotheses, 


expts 


X X     X X 


3. 
Instrumentat


ion, data 
analysis 


 X    X  X 


4. Read, 
evaluate 
scientific 


info 


X  X     X 


5. Lab, field 
safety 


 X  X X    


 


Part B:  Program and School Goals 


School of Natural Science Goal: Innovative curriculum 


Curricular innovations in degree programs and foundational courses for science and 


engineering students are highly valued by the School of Natural Sciences and so the 


Biological Sciences undergraduate program offers a wide array of innovative curricula.  


Students have the opportunity to gain hands-on experience with cutting edge 


technologies and instrumentation.  These courses span the areas of biochemistry, 


molecular/cellular biology, developmental biology, immunology/microbiology, and 


ecology/evolutionary biology.  The Biology curriculum offers a wide range of courses 


that utilize computational, laboratory, and field-based teaching strategies.   


 


School of Natural Science Goal: Academic excellence in training scientists and 


citizens  
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The School of Natural Sciences places a high priority on increasing the scientific literacy 


of all students and increasing the pool of students in UC Merced’s academic programs 


in math, science and engineering.  The Biological Sciences program expects that our 


undergraduate students are well versed in all areas of the biological sciences and have 


the ability to critically analyze and interpret biological data.   


 


School of Natural Science Goal: Multidisciplinary and inter-disciplinary study 


The programs in the School of Natural Sciences are organized to emphasize the 


commitment of the faculty and School administration to research programs that 


encourage cooperation and collaboration across disciplines.  Thematic groupings 


acknowledge that finding solutions to complex problems often requires multi-disciplinary 


expertise and the growth of research programs should not be hampered by disciplinary 


boundaries.  The multi/inter-disciplinary nature of the school is also reflected in some of 


the course offerings in the Biological Sciences program.  Students in this program have 


to opportunity to take courses that integrate subject matter from the chemical/physical 


sciences (e.g. BIO 101 Biochemistry), engineering (e.g. BIOE 114, Tissue Engineering), 


earth sciences (ESS 125 Microbial Ecology), computer sciences (BIO 180-182, a series 


comprising mathematical and computer modeling and Bioinformatics), and social 


sciences (PSY 121 Cognitive Psychology).   


 


Part C: Program and Course (Student) Learning Outcomes 


 Each course in the Biology curriculum was examined; the content and Student 


Learning Outcomes were compared to the Program Learning Outcomes of the Biology 


major.  Table 2 below shows the contribution of each course to the PLO’s.  A question 


that may arise is whether students from each of the 5 emphasis tracks have the 


opportunity to succeed in each Program Learning Outcome.  Therefore, Table 3 below 


shows just the *required* courses for each emphasis track.  Note that this is a minimal 
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look at the PLO’s within each emphasis track, because each track also requires 


electives that will also contribute to the student’s training in the Program Learning 


Outcomes.  Finally, Table 4 lists lower division, non-core courses that may be taken by 


non-majors, and Table 5 lists courses that are in the course catalog but have not yet 


been taught. 
 
Program Learning Outcomes for Biological Sciences (Same as above) 
 
Graduates from the Biological Sciences programs will have demonstrated: 
 
1. An understanding of the tenets of modern biology and an understanding of how 
cellular functions are integrated from the molecular level to the cellular level, through to 
the level of organism, populations, and functioning ecosystems. 
 
2. An ability to develop and critique hypotheses and to design experiments, models, 
and/or calculations to address these hypotheses. 
 
3. The ability to use appropriate instrumentation and computational tools to collect, 
analyze and interpret data. 
 
4. The ability to read, evaluate, interpret, and apply numerical and general scientific 
information. 
 
5. A familiarity with, and application of safety in good laboratory and field practices. 
 


Table 2:  Alignment of Courses with PLO’s; all courses for the major 
Bio Courses PLO #1 PLO #2 PLO #3 PLO #4 PLO #5 
001/001L 
Contemporary Biology & Lab 


X X X X X 


002/002L 
Intro to Molecular Biology & Lab 


X X X X X 


003 
Molecular Basis of Health & Dis 


X     


101 
Biochemistry 


X X  X  


102 
Advanced Biochemistry 


X X X X X 


110 
The Cell 


X X X X X 
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111 
Cells, Tissues & Organs 


X X X   


120 & 120L 
General Microbiology & Lab 


X X X X X 


122 
Microbial Pathogenesis ( for 2010-
2011) 


X X X   


124 
Microbial Evolution 


X X X   


125 
Emerging Public Health Threats 


X     


127 
General Virology 


X X X   


140 
Genetics 


X X X X  


141 
Evolution 


X X X   


142 
Genome Biology 


X X X   


147 
Astrobiology 


X X X   


148 
Ecology 


X X X   


149 & 149F 
Conservation Bio & Field Course 


X X X X X 


150 
Embryos, Genes & Dev 


X X X   


151 & 151L 
Molecular Immunology & Lab 


X X X X X 


152 
Cancer Genetics & Tumor Bio 


X X X   


153 
Evolution & Development 


X X X   


161  
Human Physiology (has Lab) 


X X X X X 


164 
Human Anatomy (has lab) 


X X X X X 


170 & 170L 
Neurobiology & Lab 


X X X X X 


180 X X X X  
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Mathematical Modeling for Bio 
181 
Intro to Biomolecular Simulation 


X X X X  


182 
Bioinformatics 


X X X X  


183 
Population Genetics  


X X X X  


190 Seminar  X X  X  
      
 
Table 3:  The requirements for each emphasis track of the major in relation to the PLO’s  
(Note that each track has additional electives taken from Table 2 above that also significantly 
contribute to student success in PLO’s.) 
I. Molecular and Cell Biology      
002/002L 
Intro to Molecular Biology  


X X X X X 


110 
The Cell 


X X X X X 


140 
Genetics 


X X X X  


141 
Evolution 


X X X   


180 
Mathematical Modeling for Bio 


X X X X  


II. Human Biology      
101 
Biochemistry 


X X  X  


110 
The Cell 


X X X X X 


140 
Genetics 


X X X X  


141 
Evolution 


X X X   


161  
Human Physiology (has Lab) 


X X X X X 


III. Ecology and Evolutionary 
Biology 


     


002/002L 
Intro to Molecular Biology 


X X X X X 
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110 
The Cell 


X X X X X 


140 
Genetics 


X X X X  


141 
Evolution 


X X X   


148 
Ecology 


X X X   


IV. Cell and Developmental 
Biology 


     


002/002L 
Intro to Molecular Biology 


X X X X X 


101 
Biochemistry 


X X  X  


110 
The Cell 


X X X X X 


140 
Genetics 


X X X X  


150 
Embryos, Genes & Dev 


X X X   


180 
Mathematical Modeling for Bio 


X X X X  


V. Microbiology and Immunology      
002/002L 
Intro to Molecular Biology  


X X X X X 


101 
Biochemistry 


X X  X  


110 
The Cell 


X X X X X 


120 & 120L 
General Microbiology & Lab 


X X X X X 


127 
General Virology 


X X X   


151 & 151L 
Molecular Immunology & Lab 


X X X X X 
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Table 4: Lower Division non-core courses, or courses for non-majors 
005 
Concepts in Biology 


X     


010 
Genetics, Stem Cells & Dev 


X   X  


060 
Nutrition 


X X  X  


 
 
 
Table 5: Courses in the Catalog that have not yet been taught 


034 
Intro to Marine Sciences 


X X X   


043 
Biodiversity & Conservation 


X X X   


046 
Age of Dinosaurs 


X X    


104 & 104L 
Biophysics & Lab 


X X X X X 


105 & 105L 
Enzymology & Lab 


X X X X X 


106 
Intro to Molecular & Cell Biology 


X X X   


123 
Human Parasitology 


X X X   


130 
Plant Biology 


X X X   


134 
Marine Sci Theory & Practice 


X X X X X 


145 
Intro to Pop & Community Ecology 


X X X   


146 
Paleobiology 


X X X   


154 
Developmental Immunology 


X X X   


160 & 160L 
Comparative Physiology & Lab 


X X X X X 


162 
Evolutionary Constraints of Physiol 


X     


163 & 163L 
Endocrinology & Lab 


X X X X X 


175 
Biostatistics 


X X X X  


185 
Biomedical Ethics 


X X X   
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Appendix 1:  Rubric used in 2009 for evaluating responses in assessing PLO1 







Reviewer Initials: ____________________ Code: ________________


High Proficiency Medium Proficiency Low Proficiency


Comprehensiveness
of Response


Addresses all aspects of the question
completely and in depth using scientific
descriptions and terminology. Level of
detail well matched to question and scope
of response.   


May fail to address a few elements of the
question, but includes appropriately
detailed descriptions. Or, addresses all
elements of the question but detail is
somewhat limited.


Addresses few to no elements of the
question; does not answer what was
asked.   


Composition


Narrative is organized with appropriate
paragraphing and topic sentences and is
focused and concise. Assertions are
supported by relevant and specific
examples as appropriate. Connections
between assertions and supporting
examples are direct and explicit.


Mostly focused with use of topic
sentences and paragraphing as
appropriate. Most assertions are
supported with relevant examples as
appropriate. Occasionally, a supporting
example may seem inappropriate or its
connection to an assertion unclear.


Narrative lacks focus and appropriate
paragraphing. Lists rather than composes.
Fails to support assertions with examples
as needed or examples do not seem
connected to assertions.


Professional
Communication or
Sense of Audience


Sufficiently legible so that text easily read
and interpreted. Able to focus on quality
of narrative rather than deciphering
words. Minimal spelling errors.


Legible but sloppy so as to mildly distract
reader from attending to content of
narrative. Some text difficult to decipher.
Some spelling errors.


Response illegible. Carelessly crafted.


Synthesis/Integration


Narrative explicitly connects all elements
of the response to each other and to the
question being addressed.  No extraneous
information.


Narrative slightly disjointed in that
relationships of response elements to
each other and/or to the question are
occasionally unclear. Appears to include
some extraneous information.


Collection of assertions or facts that are
not related to each other or to the
question being addressed.  


Scientific
Accuracy/Vocabulary


Assertions constitute biologically accurate
responses to the question. Consistently
uses appropriate and precise scientific
vocabulary and language to describe
biological processes, structures and
concepts. Narrative illustrates command
of biological concepts and the facts
supporting those concepts. Is biologically
logical.


Almost all assertions constitute
biologically accurate responses to
question. Mostly uses appropriate
biological terms and language to describe
concepts and processes to show accurate
knowledge of concepts and supporting
facts.  Rarely describes biological
phenomena using general, vague or
metaphorical statements or everyday
language.  Occasional incorrect use of
vocabulary.


Assertions are off‐topic, biologically
incorrect or irrelevant to question.
Describes biological processes or concepts
using vague, imprecise language or
everyday English, revealing little scientific
knowledge. May rely on metaphorical
rather than scientific descriptions of
phenomena.  Does not use scientific
vocabulary or uses it inaccurately.







Reviewer Initials: ____________________ Code: ________________


Explanations/Comments


Comprehensiveness
of Response


Composition


Professional
Communication or
Sense of Audience


Synthesis/Integration


Scientific
Accuracy/Vocabulary
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UPDATES SINCE JANUARY 2009 REPORT 


 This report revises and updates the original Chemical Sciences report submitted in January 


2009.  The principal changes are the addition of a minor in Chemical Sciences and significant 


revisions in our approaches to assessing our Program Learning Outcomes in fundamental 


knowledge, communication, and ethics.  We are also introducing a new required course to 


insure that our majors receive appropriate instruction in scientific communication and in ethics. 


 


I.  PROGRAM DESCRIPTION 


 Chemistry is often known as “the central science” because of the key position it occupies in 


modern science and engineering.  Most phenomena in the biological and earth sciences can be 


described in terms of the chemical and physical behavior of atoms and molecules, and chemical 


principles also underlie much progress in medicine and engineering.  In addition, chemical 


systems are fascinating and often beautiful in their own right.  Recent developments in the 


chemical sciences are increasingly directed toward the study of phenomena at the nanoscale, the 


size range intermediate between individual molecules and macroscopic matter.  The ability to 


measure, understand, and control the properties of matter on these size scales allows us to draw 


conceptual and practical connections between the submicroscopic world of atoms and molecules 


and the macroscopic world with which we interact. 


 UC Merced offers an undergraduate major leading to a B.S. degree in the Chemical Sciences.  


All of our programs are designed to meet the requirements for approval by the American 


Chemical Society.  Students who complete an approved curriculum may obtain a certified 


degree, a valuable credential which serves as national-level recognition for successfully 


completing a rigorous academic chemistry curriculum in an ACS-approved department.1  The 


curriculum is designed to meet the needs of students who plan to end their formal education 


with a bachelor’s degree as well as those who wish to go on for an advanced degree.  The UC 


Merced chemistry B.S. graduate is well prepared to pursue a career in chemistry or an allied 


field.  A degree in the chemical sciences opens the door to a wide variety of careers in industry or 


government service, forensic chemistry in crime laboratories, commercial fields such as patent 


law and scientific writing, and high school science teaching.  Many chemistry majors go on to 
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graduate study to prepare for careers in teaching and/or research at the college or university 


level, or research positions in the chemical, pharmaceutical, electronics or other high-tech 


industries.  A major in chemistry is also an excellent foundation for medical school or other 


careers in the health sciences. 


 We offer both a basic chemistry program and emphasis tracks in biological chemistry, 


environmental chemistry, and materials chemistry, which allow students to pursue 


interdisciplinary areas within a degree program that is still focused on chemistry.  Many aspects 


of our program are fairly standard among chemistry programs nationwide.  Our students take 


foundational courses in math (through linear algebra and differential equations), physics (two 


semesters) and biology (one semester) in addition to the School of Natural Sciences 


requirements in general education, a computer science course, and a probability and statistics 


course.  Required chemistry courses include a year of general chemistry with lab, a year of 


organic chemistry with lab, a year of physical chemistry, one semester each of instrumental 


analysis, inorganic chemistry, and biochemistry, and a combined physical chemistry and 


instrumental analysis lab.  Further upper-division courses may be selected from a range of 


electives in chemistry, biology, earth systems science, materials science, and engineering 


depending on the emphasis track chosen.  Mirroring the flavor of our institution as a whole, the 


UC Merced Chemical Sciences program is considerably more interdisciplinary than are most 


chemistry programs in allowing more of its upper-division course requirements to be met 


through chemistry-based courses offered in other disciplines.  This breadth also permits us to 


offer both undergraduate and graduate programs in chemistry with a faculty that is currently far 


smaller than that of most chemistry departments at research universities. 


 Research is a very important part of the Chemical Sciences major at UC Merced.  All of our 


majors are required to complete at least 2-4 units of CHEM 95 or CHEM 195, lower-division or 


upper-division undergraduate research.  (The minimum requirement varies with emphasis track 


because of the different amounts of formal laboratory coursework required for the different 


tracks.)  Thus far the number of chemistry majors has been sufficiently small that we have been 


able to provide research opportunities for all chemistry undergraduates who want them, as well 


as for some students majoring in biology and other fields who sometimes switch to chemistry 


after getting experience in a research laboratory.  However, as of the middle of Spring 2010 


there were 94 declared CHEM majors.  Should most of these students remain in the major, 


seven chemistry faculty will not be able to accommodate all of them and we will need to revisit 


this requirement. 
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 A minor in Chemical Sciences was approved in Spring 2010.  Course requirements for the 


minor are two semesters of general chemistry, two semesters of organic chemistry, and three 


additional upper-division chemistry courses.  As of Spring 2010 only one student had declared 


the CHEM minor.  We expect that there will eventually be more, but because of the perceived 


difficulty of upper-division chemistry courses it is unlikely that this will ever be a highly popular 


minor. 


 


1ACS will not consider a chemistry program for approval until it has been accredited by its 


regional accrediting body (WASC in our case) and has awarded an average of at least two 


degrees annually over a five-year period.  As our first four majors graduated in Spring 2009, the 


earliest date at which ACS approval is possible would be 2014.
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II.  ASSESSMENT PLAN 


A.  Timeline and goals  


 The Chemical Sciences faculty has defined a set of program learning outcomes listed in Part 


B.  Assessment of these outcomes is being phased in on an annual basis as outlined below: 


Outcome Initiate collection of 
evidence 


Evaluate 
evidence 


Initiate 
response 


1. Fundamental knowledge and 
skills 


spring / summer 2009 summer / fall 
2009 


fall 2010 


2. Scientific methodology fall 2009 / spring  / 
summer 2010 


summer / fall 
2010 


fall 2011 


3. Communication and teamwork 
skills 


fall 2010 / spring / 
summer 2011 


summer / fall 
2011 


fall 2012 


4. Citizenship, ethics, role of 
chemistry in society 


summer 2012 summer / fall 
2012 


fall 2013 


 


 Evidence concerning Outcome 1 was collected at the end of spring semester and the 


beginning of summer of 2009 and was evaluated during summer and fall of 2009.  The 


chemistry faculty met during fall semester to discuss what had been learned.  Our conclusions 


were summarized in the Assessment Report submitted in January 2010.  We found that the 


protocols we had initially adopted for assessing Outcome 1 did not provide the evidence needed 


to make informed decisions about student learning and appropriate modifications to our 


curriculum.  A revised plan for assessing this and other program learning outcomes is described 


below. 


 Initial assessment of Outcome 2 will be based on student work during the current (2009-


2010) academic year and will be carried out during summer and fall of 2010.  Outcomes 3 and 4 


will be assessed during the summer and fall of 2011 and 2012.  Once assessment of all four 


outcomes has been phased in, it is anticipated that evidence pertaining to each outcome will be 


collected and assessed every year but that programmatic changes will normally be made on a 


four-year cycle based on evidence collected during all four years. 


 


B.  Program learning outcomes 


 Our program learning outcomes are based in part on the “student skills” specified as goals 


for chemistry undergraduate programs by the American Chemical Society’s Committee on 


Professional Training.  We have refined and reorganized their list and made some other 


modifications to reflect the character of Merced’s program.  The Program Learning Outcomes 


specified for the Chemical Sciences major are: 


 1.  Fundamental knowledge and skills.  Students are able to describe the major concepts and 


theoretical principles in chemistry.  They can identify the central ideas underlying the principal 
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subfields of chemistry-- analytical, inorganic, organic, and physical chemistry--as well as the 


broader interdisciplinary subfields of biological, environmental and materials chemistry.  


Students are able to operate modern chemical instrumentation, perform chemical syntheses and 


carry out other essential chemical experiments with strict adherence to sound laboratory 


techniques as well as good safety and hygiene practices.  They know how to use modern web-


based methods to effectively search the scientific literature. 


 2.  Scientific methodology.  Students have developed the ability to integrate the 


aforementioned fundamental knowledge and skills into scientific inquiries.  They can formulate 


well-defined and quantitative questions, develop testable hypotheses, design and execute 


experiments, analyze and interpret the results and reach appropriate conclusions.  They are also 


able to critically analyze the work of other scientists and assess its correctness, importance, and 


relevance. 


 3.  Communication and teamwork skills.  Students are able to write organized and concise 


reports and present technical information using electronic media, posters and oral 


presentations.  They have developed the communication and teamwork skills that allow them to 


work effectively both as leaders and as team members in a group. 


  4.  Citizenship, ethics, role of chemistry in society.  Students have an appreciation for the 


role of chemistry in the global society as well as the central role chemistry plays in other 


scientific disciplines such as biology, medicine, environmental science, and engineering 


sciences.  They conduct themselves ethically and responsibly in science-related professions. 


 These learning outcomes, along with a brief description of the major, degree requirements, 


and brief course descriptions with links to recent syllabi, are posted on the School of Natural 


Sciences web site (http://naturalsciences.ucmerced.edu/students/undergraduate/chemical-


sciences) and will be updated as appropriate. 


 


C.  Evidence 


 Achievement of program learning outcomes will be assessed through four types of evidence: 


student reports from upper-division laboratory courses and CHEM 195 research courses, oral 


presentations given in CHEM 194, an American Chemical Society standardized exam given to 


graduating seniors, and an exit questionnaire given to graduating seniors.  Originally we had 


also planned to use embedded questions on final exams, but our initial attempt to do so led us to 


conclude that this provided very little new information beyond that contained in the students' 


final course grades.   
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 Outcome 1 (fundamental knowledge and skills) will be assessed through a combination of an 


externally calibrated, standardized exam (for concepts and theoretical skills) and performance 


in upper-division laboratory courses (for laboratory skills).  We will have our seniors take the 


American Chemical Society’s Diagnostic of Undergraduate Chemistry Knowledge exam.  This is 


a two-hour, 60-question exam that poses a number of realistic scenarios in forensics, 


environmental chemistry, medicine, agriculture, materials science, etc. and asks several 


chemical questions related to each one.  Results from this exam can be benchmarked against 


results from other institutions to give us a good idea of where our students stand.  In addition, 


faculty teaching upper-division laboratory courses, currently CHEM 101L (Advanced Synthetic 


Laboratory), CHEM 114L (Instrumental Analysis and Physical Chemistry Laboratory), and 


CHEM 147 (Materials Chemistry Laboratory, if it is ever taught), as well as all faculty 


supervising CHEM 195 research courses, will be asked to evaluate each student on the 


laboratory-based aspects of Outcome 1 as outlined in the table below.  Each student will be rated 


on each applicable skill on a scale of excellent, good, fair, or poor. 


skill course 
Operate modern chemical instrumentation 114L 


195 (as appropriate) 
Perform chemical syntheses 101L 


195 (as appropriate) 
Adhere to safety and hygiene standards 101L 


114L 
195 


Search the chemical literature 114L 
195 


 


 Outcome 2 (scientific methodology) will be assessed through evaluation of student reports 


from CHEM 195 research courses.  While we teach aspects of scientific methodology in several 


places in the curriculum (see below), independent research provides the best opportunity to 


assess what the student has learned.  For each student enrolled in CHEM 195, the instructor and 


a second faculty member will evaluate each report and assign a score of excellent, good, fair, or 


poor for each of the four sub-objectives:   


• formulate questions and develop testable hypotheses 


• design and execute experiments 


• analyze and interpret results 


• critically analyze the work of other scientists  


 The instructor’s evaluation should be based on the written report as well as his or her 


interaction with the student during the course of the research project.  The second faculty 
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member will provide a less informed but also unbiased evaluation based solely on the written 


report. 


 Outcome 3 (communication and teamwork) will be assessed in three ways.  Written 


communication skills will be evaluated using laboratory reports from CHEM 114L and CHEM 


195.  The instructor and a second faculty member will evaluate one report from each student in 


each course and assign a score of excellent, good, fair, or poor.  Oral communication skills will 


be evaluated based on student seminars presented in the new CHEM 194 course, which we plan 


to make a requirement for all Chemical Sciences seniors.  The course instructor and another 


faculty member will evaluate each seminar as excellent, good, fair, or poor.  Finally, teamwork 


skills will be evaluated by performance in the laboratory in CHEM 101L, CHEM 114L, and 


CHEM 195.  The instructor of each course will be asked to assign each student a score of 


excellent, good, fair, or poor based on his/her ability to work with others in a laboratory setting. 


 Outcome 4 (ethics and citizenship) will be evaluated through an exit survey given to senior 


majors during CHEM 194 which will contain questions designed to probe understanding of and 


attitudes related to ethics and citizenship.  Details of the survey are still under development. 


 


D.  Process 


 Collection of coursework- and research-based evidence and its assessment will be performed 


at the end of each semester, including summer session for research courses.  The ACS exam and 


the exit survey will be administered to graduating seniors at the end of spring semester, during 


CHEM 194 once that course becomes a program requirement.  Until that time, faculty 


supervising seniors in CHEM 195 will be asked to administer the exam and exit survey to their 


research students. 


 After assessment of all four outcomes has been phased in, the assessment results will be 


critically evaluated and action will be taken every four years.  By averaging data over four years, 


we hope to avoid making excessively large or numerous changes in the program based on small 


amounts of data or an anomalously weak single class.  Actions to be taken may involve adding or 


deleting courses, changing course content, sequence, or prerequisites, or changing the 


instructors assigned to particular courses.  Substantive changes to individual courses or to the 


program will require formal approval by the faculty of the School of Natural Sciences and then 


by the campuswide Undergraduate Council.  These change requests will be submitted before the 


end of fall semester, allowing adequate lead time for any course or program modifications to 


take effect the following fall semester. 
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E.  Participants 


 Collection and analysis of coursework- and research-based evidence will be carried out by 


the chemistry program faculty each semester.  While CHEM 101L, 114L, 147 if offered, and 194 


are the key courses providing assessment data, most of the chemistry faculty supervise one or 


more CHEM 195’s each semester.  The “second faculty members” involved in evaluating 


laboratory and research reports (see above) will be chosen to distribute the work as equally as 


possible among the chemistry faculty, with a somewhat lighter load for untenured faculty.  


School of Natural Sciences staff will be tasked with ordering the ACS exams and, perhaps, with 


scoring them based on a multiple-choice key.  The exit survey will be written by the chemistry 


program faculty.   


 The chemistry program faculty will meet annually to disseminate the results of that year’s 


assessment and discuss possible changes to the assessment process or obviously needed changes 


to the curriculum.  The faculty will convene a more thorough curriculum review every four years 


based on review of four years’ worth of assessment data.  Changes in courses or program 


requirements must be proposed and justified by the chemistry group faculty, approved by the 


Natural Sciences curriculum committee and, if substantive, by vote of the full Natural Sciences 


faculty, and finally approved by the campuswide Undergraduate Council.  Authority for making 


teaching assignments rests with the Dean of Natural Sciences, but the recommendations of the 


program faculty are usually accepted. 


 Staff from the School of Natural Sciences, in consultation with the program faculty, are 


responsible for publicizing course syllabuses, program learning outcomes, and information 


about assessment.  The Natural Sciences web site contains brief descriptions of each major, 


learning outcomes, degree requirements, and lists of all courses with links to recent course 


syllabuses (http://naturalsciences.ucmerced.edu/students/undergraduate/chemical-sciences). 


 


F.  Minor 


 The Chemical Sciences minor was originally defined to have a single Program Learning 


Outcome, which was the same as Outcome 1 for the major.  Upon further reflection, we have 


recognized that this outcome is too ambitious in view of the small number of upper-division 


chemistry courses required for the minor, so we have modified it.  The new Program Learning 


Outcome for the Chemical Sciences minor (pending Undergraduate Council approval) is: 


 Fundamental chemical knowledge.  Students are able to describe the major concepts and 


theoretical principles in chemistry.  They can identify the central ideas underlying the principal 
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subfields of chemistry-- analytical, inorganic, organic, and physical chemistry--as well as the 


broader interdisciplinary subfields of biological, environmental and materials chemistry.   


 The corresponding PLO for the major is being assessed through the ACS Diagnostic of 


Undergraduate Chemistry Knowledge exam.  The same level of breadth and depth of knowledge 


cannot be expected for the minor because of the small number of advanced chemistry courses 


required.  Assessment for the minor is still under discussion by the faculty. 


 


G.  Self-evaluation of assessment plan based on WASC criteria 


Comprehensive List:  The Chemical Sciences PLOs can be categorized as “Developed”.  They 


contain a well-organized, complete set of outcomes based on national disciplinary standards 


from the American Chemical Society.  They also take into account relevant institution-wide 


outcomes such as communication and ethics.  They fail to meet the “highly developed” level 


because the faculty have not yet discussed and agreed on explicit criteria for assessing mastery 


of each outcome. 


Assessable Outcomes:  The Chemical Sciences PLOs are probably best described as “Emerging”.  


Although most of them do indicate how students can demonstrate learning, PLO #4 in 


particular is quite problematic in this regard.  


Alignment:  We would describe the Chemical Sciences PLOs as “Developed”.  All PLOs are 


addressed in the curriculum and everything in the curriculum is responsive to the PLOs.  Most 


but not all of the PLOs are developed at increasingly high levels as students move through the 


curriculum. 


Assessment Planning:  We consider the Chemical Sciences assessment planning to be at the 


“Developed” level.  We have a multi-year assessment plan that identifies when each outcome will 


be assessed and how the results will be analyzed and used to improve the curriculum.  It is not 


“Highly Developed” because it is not yet clear how well the chosen methods of assessment will 


work or how sustainable the approach is. 


The Student Experience:  The Chemical Sciences program falls into the “Emerging” category in 


this regard.  We have not done a very thorough job of communicating overall program outcomes 


to our students.  Although program outcomes are available in the catalog and on various web 


sites, most course syllabi contain only course learning outcomes and do not link them to 


program outcomes.
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III.  ALIGNMENT OF INSTITUTIONAL AND PROGRAM GOALS/OUTCOMES 


A.  Program and Institutional Goals/Outcomes 


 The Chemical Sciences major, with its emphasis on research, fits very well into UC Merced's 


mission as a student-centered research university.  All of our majors are required to take at least 


two units of CHEM 95/195 (Undergraduate Research), and most of them take considerably 


more, many starting in their freshman or sophomore years.  Working with a faculty member on 


an independent research project exposes our students to the thrill of discovery that makes doing 


science so rewarding.  It is also an excellent venue for teaching our students new laboratory 


techniques, laboratory safety, teamwork, use of the scientific literature, presentation of scientific 


results, and scientific ethics.  In addition, the vast majority of our courses are taught by 


research-active ladder-rank faculty who can bring examples and ideas from current research 


into the curriculum.  Our use of non-ladder-rank lecturers has thus far been limited mainly to 


CHEM 1 and CHEM 2 (preparatory chemistry and first-semester general chemistry). 


 Although the chemical sciences program is a largely technical major and is not a primary 


contributor to general education at Merced, most of UC Merced's guiding principles of general 


education are addressed in some way in our program.  The table below indicates the 


correspondence between our program learning outcomes and the eight guiding principles: 


GE Principle → 
 


Learning 
Outcome 


↓ 


Scientific 
literacy 


Decision 
making 


Communi-
cation 


Self 
and  
society 


Ethics 
and 
responsi-
bility 


Leader-
ship 
and 
team-
work 


Aesthetic 
under-
standing, 
creativity 


Develop-
ment 
of 
personal 
potential 


Fundamental 
knowledge and 
skills 


X       X 


Scientific 
methodology 


X X     X  


Communication and 
teamwork skills 


  X   X X X 


Citizenship, ethics, 
role of chemistry in 
society 


 X  X X   X 


 


While scientific literacy is clearly the dominant GE principle addressed in the Chemical Sciences 


curriculum, all of the other guiding principles are at least touched upon.  Decision making is 


encountered in determining, for example, which route to take to synthesize a particular 


structure or which instrumental method to use to measure a property of interest, as well as in 


deciding when data are complete and convincing enough to allow a conclusion to be reached.  


Communication is taught and assessed through written laboratory and research reports as well 


as oral technical seminars.  Leadership and teamwork skills are exercised through laboratory 


experiments and research performed in pairs or larger groups.  “Self and society” and “Ethics 
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and responsibility” are addressed by discussing some of the challenges faced by modern society 


whose causes and/or solutions involve chemistry (ozone depletion, renewable energy).  


Creativity is an ingredient of most chemical research, where by definition one is trying to solve a 


problem that has not been solved before.  Finally, successful performance in any rigorous 


academic discipline, including chemistry, requires development of the student’s personal 


potential. 


 


B.  Program and School Goals 


 Solutions to many of humankind’s most pressing problems, from fighting disease to creating 


sustainable energy sources, depend upon understanding natural processes.  The academic and 


research programs in the School of Natural Sciences create the environment for excellence in 


student achievement and cutting edge research in the broad areas of life, physical and 


environmental sciences.  George Whitesides, in his 2007 Priestley Medal address, states that 


"Chemistry is now the natural home of many of the most engaging problems in fundamental 


science and of the problems in applied science about which society cares the most."  Examples 


include unraveling the chemical mechanisms of ozone depletion, the synthesis of exciting new 


materials for efficient solar energy capture and storage, the development of mass spectrometric 


methods for analyzing biological macromolecules, and the advancement of optical methods that 


can access details of life processes at the single molecule level.  The fundamental nature of 


chemistry to other fields of science is recognized by the School's requirement that all Natural 


Sciences majors take at least one semester of chemistry.  The Biological Sciences major requires 


three semesters and Earth Systems Science requires two semesters.  All Chemical Sciences 


majors must also take one semester of biology, four semesters of math, and two semesters of 


physics.  Additionally, a broad range of chemistry-based upper-division courses in other Natural 


Sciences disciplines may be used to satisfy elective requirements for the Chemical Sciences 


major, further demonstrating the integration of our program into the School as a whole. 


 


C.  Program and Course Learning Outcomes 


 The curriculum  map below indicates the program learning outcomes to which each of our 


CHEM courses contribute.  Only courses that are required for one or more emphasis tracks 


and/or have been offered as of Spring 2010 are included.  (I = introduction, D = development, M 


= mastery.)  Note that many of the skills we consider to be at the "introductory" level are 


introduced in required foundational courses in mathematics, physics, and writing.   
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CHEM course 


Fundamental 
knowledge and 


skills 


 
Scientific 


methodology 


Communication 
and teamwork 


skills 


Citizenship, 
ethics, role of 
chemistry in 


society 
2 (Gen chem I + lab) I I I I 
8 (Organic I + lab) D D D I 
10 (Gen chem II + 


lab) 
D D D I 


100 (Organic II) M   I 
101L (Synthetic lab) M D D D 


111 (Biochem I) D   I 
112 (Quantum/ 
spectroscopy) 


M   I 


113 (Thermo/ 
kinetics) 


M   I 


114L (Physical/ 
instrumental lab) 


M D M D 


115 (Instrumental 
analysis) 


M   I 


120 (Inorganic) M   I 
122 (Biochem II + 


lab) 
M D D D 


147 (Materials lab) M D M D 
95/195 (Research) M M M D 


194 (Ethics & 
communication) 


  M M 


 


The emphasis of the program is on the fundamental knowledge and skills that are specific to the 


discipline.  All of our chemistry courses except CHEM 194 address this outcome and most of the 


upper-division courses aim to develop mastery of a particular area of chemistry.  The skills 


grouped under “scientific methodology”, as well as communication and teamwork skills, are 


addressed mainly in laboratory and research courses and courses with a laboratory component.  


Communication is also addressed explicitly in the new CHEM 194.  Citizenship and ethics are 


addressed occasionally in all of our courses and more often in laboratory-based courses, and 


explicitly in CHEM 194. 
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Abstract descr ibing changes in this revision 
 
The following changes have been made in this revision of the 2009 Cognitive Science 
WASC document.    
 


Section 2, part A:  The description of PLO 2, which was assessed this year, was 
revised 
Section 2, part G:  This section was added, to describe our self-assessment. 
Section 3, part A: A table was added describing alignment between Cognitive 
Science Program Learning Outcomes and the Eight Guiding Principles of General 
Education.  
Section 3, part C


 


:  Based on discussion with cognitive science faculty, and recent 
revisions to syllabi to explicitly include PLO’s, the curriculum map was updated.  
New courses were added and entries were revised. 


 


Section I: Program Description 


Cognitive science is an interdisciplinary field that combines theories and methods from 
computer science, linguistics, philosophy, psychology, and neuroscience. The 
overarching aim is to understand how cognition emerges within and between biological 
organisms and artificial systems. Some cognitive scientists conduct research in 
universities, and others pursue careers in areas as diverse as cognitive engineering, 
information sciences, management, law, intelligent systems, graphic and digital media 
design, and medicine. 


UC Merced has six cognitive science faculty who teach cognitive science (COGS) 
courses:  Evan Heit, Christopher Kello, Teenie Matlock, David Noelle, Michael Spivey, 
and Jeff Yoshimi.  Paul Maglio is an adjunct faculty who teaches a service science course 
cross-listed between COGS and Management. The cognitive science program also has 
affiliate faculty in the School of Engineering and the School of Social Sciences, 
Humanities, and Arts (SSHA), where the program is housed.  Affiliate faculty are 
involved in the cognitive science program through research collaborations that often 
include undergraduate and graduate students, and various course offerings relevant to 
cognitive science. The affiliate faculty are Stefano Carpin, Yarrow Dunham, Marcelo 
Kallmann, Paul Maglio (adjunct), Shawn Newsam, and Miguel Carreira-Perpinan. 


UC Merced offers an undergraduate minor and major in cognitive science, and a Ph.D in 
Social and Cognitive Sciences.  Plans are underway to develop a separate Ph.D in 
Cognitive Science, and an undergraduate honors program is being developed. 


How does your program reflect current or emerging trends in your respective field?  
Our cognitive science program has courses that cover a) various techniques in 
computational modeling at both behavioral and neural levels of analysis; b) dynamic and 
complex systems approaches to cognition; c) neurobiological methods and theories 
related to cognitive science; d) embodied and situated approaches to cognition; e) 
experimental cognitive linguistics; f) eye tracking and other sophisticated behavioral 
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methods; g) service science; h) experimental and modeling approaches to Bayesian 
reasoning and categorization; and i) robotics and computer vision. These are all current or 
emerging trends in cognitive science.  


What is distinctive about your program? 
Cognitive science programs vary widely in their emphases because the field is so 
interdisciplinary.  Thus each program will tend to have a distinctive combination of 
experts and foci.  At UC Merced, there are four emerging areas of research strength in 
the Cognitive Science program.  Each area is multidisciplinary and designed to provide 
students with an educational base that is both broad and deep.  


 
1.  Computation, e.g., robotics (Carpin, Kallman), machine learning (Carreira-


Perpinan, Newsam), Bayesian reasoning (Heit), neural networks (Noelle, Kello), 
dynamical systems (Yoshimi, Spivey), distributed cognition (Maglio), dynamics 
and complex systems (Kello, Spivey). 


2.  Reasoning, e.g., concepts (Heit), cognitive control (Noelle), artificial intelligence 
(Kallman), philosophy of mind (Yoshimi), problem-solving (Maglio) 


3.  Perception, e.g., computer vision (Newsam), spatial cognition (Matlock), visual 
attention (Spivey) 


4.  Language, e.g., psycholinguistics and cognitive linguistics (Matlock), sentence 
processing (Spivey), speech and reading (Kello) 


 


A new growth area that will help make the cognitive science program unique is cognitive 
engineering, which includes human factors, user interface design, data visualization, 
digital media interaction, and information foraging. Cognitive engineering fits well at UC 
Merced because of its proximity to Silicon Valley and its associated opportunities for 
internships and various other opportunities for cognitive science students. No other UC 
cognitive science program emphasizes cognitive engineering.  Another area of focus that 
is unique among the UC campuses is dynamics and complex systems approaches to 
cognition. 


Do students collaborate on research projects or engage in other distinctive learning 
experiences? 
Cognitive science faculty members have active research programs and labs in which 
undergraduates can get hands-on research experience.  Some labs have two or three 
undergraduate members, while others have as many as 10-12 undergraduate members.  
Students participate in a variety of research activities, including reading and discussing 
journal articles, developing stimuli and protocols for experiments, collecting and 
analyzing experimental data, and co-authoring journal articles and conference 
presentations.  


Undergraduate students are also invited to attend the Mind, Technology, and Society 
weekly talk series that is organized by cognitive science faculty, and sponsored by the 
Glushko-Samuelson Foundation. Researchers from California and beyond are brought in 
to give scholarly talks about their interesting new research findings.   
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How does your program prepare your graduates for further educational and/or 
professional development? 
Cognitive science is a growing area of research in academics and industry, and there are a 
number of different professional career paths that a cognitive science student may pursue. 
Any path towards a cognitive science research career must begin with graduate school.  
UC Merced’s cognitive science program prepares students for graduate school by 
providing them with research opportunities, and courses that bring them to the leading 
edge of cognitive science research.  With respect to non-academic career paths, the 
program provides students with opportunities to hone writing skills, critical thinking 
skills, research design skills, and computer programming skills.  More specifically, 
cognitive science research is often used in industry to improve cognitive aspects of 
technologies. UC Merced’s cognitive science program helps prepare students for various 
kinds of “cognitive technology” jobs at companies like IBM, Google, and HP, as well as 
myriad other smaller companies that market products with complex human-computer 
interfaces. 


Section II:  Assessment Plan 


Cognitive Science faculty members expect to publish the program learning outcomes of 
the major in Cognitive Science at the start of the Fall 2009 semester.  Faculty members 
will meet at the beginning of the semester to discuss procedures for data collection on 
student status and progress (see below), with the goal of compiling an initial assessment 
of student progress by the end of the semester. Initial results will be fed back to improve 
the data collection process, and to establish a baseline from which the effectiveness of 
UC Merced’s cognitive science program can be assessed. The process will be refined in 
the Spring 2009 semester, including a second Faculty meeting at the beginning of the 
semester to discuss progress and issues.  


Part A:  Timeline and Goals 


Data will continue to be compiled and analyzed over the Summer of 2010, and a similar 
schedule will be followed for the 2010-2011 academic year.  The faculty meeting at the 
beginning of the Fall 2010 semester will be used to review results from the previous year. 
At the end of the Spring 2011 semester, results will be compared from the 2009-2010 and 
the 2010-2011 academic years. These comparisons will serve to assess student progress 
and provide input to further revise and improve procedures and program learning 
outcomes. 


This section summarizes the program learning outcomes of the major in Cognitive 
Science.  These program learning outcomes (PLOs) will be published on the Cognitive 
Science website (


Part B:  Outline of Program Learning Outcomes 


http://cogsci.ucmerced.edu), and on the cognitive science section of the 
UC Merced SSHA web site. The PLOs are: 


 
1)      Explain and apply knowledge of landmark findings and theories in cognitive 
science, and use that knowledge as context for understanding the current state of affairs.  
Evidence will be collected in the form of embedded test questions in COGS 1. 



http://cogsci.ucmerced.edu/�
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2)   Have the following abilities relating to research design: 
   


A) Ability to interpret / evaluate / synthesize information in research papers    
B) Ability to design a cognitive science research project 
C) Ability to write clearly and scientifically 


 
3) Interpret and appreciate formal and computational approaches in cognitive science.  
Evidence will be collected in the form of embedded test questions in one or more 
computational modeling courses. 
 
4) Take theoretical positions in cognitive science and argue for them or against them.  
Evidence will be collected in the form of an essay from one of the writing-intensive 
cognitive science courses. 
 
5)  Be able to use a cognitive science education outside of the undergraduate classroom, 
particularly in terms of employment and career development.  Evidence will be collected 
in the form of student surveys. 
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The particular kinds of evidence to be collected for each individual PLO are listed in the 
previous section.  Collectively, they comprise embedded test questions, a written essay, a 
written lab report, and a student survey.  Embedded questions and written assignments 
will be created by the faculty instructors who are primarily responsible for teaching the 
courses in which the questions or assignments are given.  These instruments will be 
distributed via email to all cognitive science faculty members for feedback prior to usage.   


Part C:  Evidence 


The questions, essay, and lab report will be collected as part of the normal cognitive 
science coursework.  The relevant instructors will grade these instruments, and copies of 
materials will be given to SSHA staff.  Staff will compile grades and results in a 
spreadsheet at the end of each academic year. At the end of the Fall semester of each 
year, the student survey will be distributed by SSHA staff to undergraduates who are 
within a semester of graduation.  Distribution and collection of surveys will be done via 
email.  SSHA staff will follow up survey requests over the course of each Spring 
semester, and compile them at the end of each academic year.  Compiled data will be 
used to assess student progress and provide input to further revise and improve 
procedures and program learning outcomes.  Improvements may include changes to the 
cognitive science curriculum. 


Part D:  Process 


All cognitive science faculty members will participate in the bi-annual WASC meetings. 
Instructors who collect PLO data in their courses will grade the relevant instruments.  
SSHA staff will compile student assessment data.  


Part E:  Participants 


 


The cognitive science minor will draw from the same PLOs as the cognitive science 
major.  PLOs 1 and 5 may be applied to all students minoring in cognitive science: 1) 
Explain and apply knowledge of landmark findings and theories in cognitive science, and 
use that knowledge as context for understanding the current state of affairs; and 5) Be 
able to use a cognitive science education outside of the undergraduate classroom, 
particularly in terms of employment and career development.  The other three PLOs may 
or may not apply to cognitive science minors, depending on whether take the relevant 
courses.  All PLO data will be tagged to indicate whether it came from a student majoring 
or minoring in cognitive science (or another program). 


Part F: Cognitive Science Minor 


 


 
Part G: Summary of self-assessment  


Part A. Comprehensive List: Developed.     Our PLO’s are reasonable and well 
organized.  National disciplinary standards have not been consulted and, though it 
remains unclear how these can be obtained, we could improve in this area. In future years 
we hope to make some effort to see what standard are. 
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Part B. Assessable Outcomes:  Emerging.  The experience of doing an assessment 
showed that this process clearly shows how outcomes can be made more assessable once 
one gets in to the details of an assessment.  Thus, the remaining PLO’s can no doubt be 
improved as they are assessed. 


 


Part C. Alignment: Emerging.  Thus far we have not given much thought to how to help 
students improve on an outcome, when they perform poorly  with respect to that 
outcome.  This is an area for future improvement.  We plan to discuss as a faculty this 
prior to the next assessment. 


 


Part D. Assessment Planning: Developed.  We have a plan in place for assessment, but  
as with assessable outcomes, the experience of doing the assessment showed that how to 
implement assessment of a PLO becomes more clear once it’s actually done.  Thus once 
we complete all the assessments this category should be more highly developed. 


 


Part E. The Student Experience: Developed.  All syllabi now have explicit PLO’s and are 
readily available in the catalog but not yet on the website. Also, the concept of a PLO is 
still fairly new and students are just becoming aware of them.  They are not yet using 
them actively or self-assessing. We plan to discuss as a faculty this prior to the next 
assessment. 


 


Section III: Alignment of Institutional and Program Goals/Outcomes 


Part A: Program and Institutional Goals/Outcomes 


In what ways does your program reflect institution-wide goals? For context, please 
consider UC Merced’s Eight Guiding Principles of General Education, and / or UC 
Merced’s Mission Statement that identifies our campus as a “student-centered research 
university.”   
UC Merced’s cognitive science program exemplifies “student-centered research” because 
undergraduates (as well as graduate students) are involved in faculty research projects.  
Students also learn about cognitive science research by participating in behavioral 
experiments.  Experiment participation (or completion of an alternate assignment) is a 
requirement of the introductory cognitive science course (COGS 1), and counts as extra 
credit in many other cognitive science courses.  As for UC Merced’s eight guiding 
principles, they are listed below with narratives describing how the cognitive science 
program is aligned with them. 


Scientific Literacy (To have a functional understanding of scientific, technological and 
quantitative information, and to know both how to interpret scientific information and 
effectively apply quantitative tools) 
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The cognitive science program is one of the more technical, quantitative, and scientific 
programs in SSHA.  Students have opportunities to learn computer programming, 
computational modeling, and statistical analysis (including software packages for the 
latter two).  In many of the upper division courses, students read and analyze scholarly 
journal articles.  


Decision Making (To appreciate the various and diverse factors bearing on decisions and 
the know-how to assemble, evaluate, interpret and use information effectively for critical 
analysis and problem-solving). 
Cognitive science students learn to think critically about cognitive science theories and 
empirical results.  They learn to formulate arguments for or against theories on the basis 
of empirical data.  In computational modeling courses, they learn problem-solving 
techniques in building and debugging models. 


Communication (To convey information to, communicate with, and interact effectively 
with multiple audiences, using advanced skills in written and other forms of 
communication) 
Some of the upper division cognitive science courses (e.g. COGS 101: Mind, Brain, and 
Computation) require students to write literature reviews and critical essays on cognitive 
science research.  COGS 101 also includes an oral presentation in class. 


Self and Society (To understand and value diverse perspectives in both the global and 
community contexts of modern society in order to work knowledgeably and effectively in 
an ethically and culturally rich setting) 
Cognitive science is highly interdisciplinary, and so requires students to view phenomena 
from diverse perspectives.  Traditional academic “silos” separate these perspectives, 
sometimes with the unintended consequence of fostering hostility and mistrust across 
disciplines.  Cognitive science students are taught to view the respective disciplinary 
theories and methods as complementary in their contributions to advancing cognitive 
science research. 


Ethics and Responsibility (To follow ethical practices in their professions and 
communities, and care for future generations through sustainable living and 
environmental and societal responsibility) 
Ethical issues are encountered in UC Merced’s cognitive science curriculum in the 
context of experimentation with human participants, consciousness, and artificial 
intelligence. Cognitive science students participate as volunteers in cognitive science 
experiments, and also conduct such experiments with faculty members.  Students learn 
about ethical conduct in a professional research setting, and those who conduct research 
must complete a human subjects training course. Research on consciousness and artificial 
intelligence raise deep ethical questions about sentience, emotion, and awareness. 


Leadership and Teamwork (To work effectively in both leadership and team roles, 
capably making connections and integrating their expertise with the expertise of others). 
Some cognitive science lab courses (e.g. COGS 105) include projects that students work 
on in pairs or small groups.  In the course of working in faculty research labs, students 
observe their faculty mentors playing research leadership roles. 
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Aesthetic Understanding and Creativity (To appreciate and be knowledgeable about 
human creative expression including literature and the arts). 
Creativity can be treated as a cognitive process like any other human behavior, and as 
such, it is perhaps the most mysterious cognitive process we know of.  The question of 
creativity is often encountered in cognitive science courses, especially in the context of 
what separates human intelligence from animal intelligence and artificial intelligence. 
(This is not to say that the latter two lack any creativity; rather, students learn that 
creativity must be addressed in defining intelligence.)  


Development of Personal Potential (To be responsible for achieving the full promise of 
their abilities, including psychological and physical well-being). 
Students learn about the characteristics of healthy versus impaired or diseased cognitive 
systems, in terms of neurobiology as well as physiology.  With regard to the latter, 
students learn about the theoretical approach termed “embodied cognition”, which holds 
that cognitive processes are fundamentally founded on, and rely upon, bodily processes.  
Thus students learn about empirical evidence for the old adage “sound mind, sound 
body”.  


 


Table: A curriculum map representing the alignment between Cognitive Science Program 
Learning Outcomes and the Eight Guiding Principles of General Education  


 


 
PLO Scientific 


Literacy 
Decision 
Making 


Comm-
unication 


Self 
and 
Society 


Ethics  Team-
work 


Aesthetics, 
Creativity 


Personal 
Potential 


1:Landmark 
Findings 


X   X X    


2:Experimental 
Design 


X     X   


3:Computational X        
4: Theory  X X X X  X  
5:Use outside 
classroom 


   X  X  X 


 
 
 


 


 


How does your program complement your School’s identity and learning goals? 
Part B: Program & School Goals 
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In UC Merced’s Strategic Academic Plan DRAFT Version 5.0 (September 15, 2008), 
“Cognitive and Information Sciences” is highlighted as one of five research themes.   
To quote: 


The interdisciplinary study of cognition is information processing is emerging as a 
coherent and unifying theme for research, spanning the natural sciences, social 
sciences, engineering and even the humanities and arts. It includes computation, 
communication, complexity, education and management. Cognitive processes appear 
at diverse scales, from small circuits of brain cells to complex networked systems of 
interacting humans and software agents. Researchers are increasingly producing 
insights that reach across these scales, leading to whole new fields of inquiry, such as 
“computational linguistics,” “service science,” “neuroeconomics” and “cognitive 
engineering.” There is also expanding interest in industry, ranging from the design of 
computer systems to the design of corporate practices. This creates an important, 
synergistic link to the field of management, where ever-quickening advances in 
sciences and technology demand increasingly sophisticated management and 
leadership skills. Research programs on information-systems management and 
decision sciences are a natural complement to those in cognitive and information 
sciences and reinforce the multidisciplinary character of this dynamic research theme. 
UC Merced is par ticular ly well-positioned to become an international leader  in 
this domain. The university’s youth provides a unique opportunity to establish 
suppor t for  this broad research theme before disciplinary bar r ier s appear , as 
they have at established universities. 


How does your curriculum support your Program Learning Outcomes? 
Part C: Program & Course Learning Outcomes 


Curriculum Map illustrating the relationship between Program Learning Outcomes and 
program courses.  I = Introduction, D=Develop, M=mastery at a level appropriate for 
graduation, V = Varies by course / content. 


 
COGS 
Course 


Program Learning Outcome 
1 2 3 4 5 


1: Introduction to cognitive science I I I I I 
5: Introduction to language and 
linguistics 


I I I I I 


90: Freshman seminar I I I I I 
95: Undergraduate research I I I I I 
98: Directed group study I I I I I 
103: Introduction to Neural Networks 
in Cognitive Science 


D D M I M 


105: Research methods for cognitive 
scientists 


I D D I D 


110: Philosophy of cognitive science D D D M I 
121: Cognitive psychology M M I D D 
123: Computational cognitive D D M D D 
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neuroscience 
125: Introduction to artificial 
intelligence 


I I D D D 


128: Cognitive engineering D D D D M 
130: Cognitive neuroscience M M I D D 
140: Perception M M I D D 
144: Animal cognition D D I D D 
150: Language, cognition, and 
interaction 


D M D M D 


152: Services science and management D D D D M 
153: Judgment and decision making M M I M D 
154: Cognitive science applications for 
management 


D D D D M 


155: Language acquisition D D I D D 
159: Metaphor and thought D M D D  M 
171: Memory and cognition M M I D D 
172: Thinking and reasoning M M D M D 
175: Spatial cognition D D D D D 
180: Topics in cognitive science V V V V V 
190: Advanced seminar in cognitive 
science 


V V V V V 


195: Upper division undergraduate 
research 


V V V V M 


198: Upper division directed group 
study 


V V V V M 


199: Upper division individual study V V V V M 
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I. PROGRAM DESCRIPTION 


The degree conferred by this undergraduate program in the School of Engineering is the 
Bachelor of Science in Environmental Engineering. No distinction is made among the different 
optional courses or tracks of study followed. 
 
The undergraduate major in Environmental Engineering prepares students for careers in both 
industry and government agencies concerned with managing water, energy, public health and the 
environment. The program is also a good foundation for further study in Earth science, 
engineering, business, management, law and public health. The curriculum provides students 
with a quantitative understanding of the physical, chemical and biological principles that control 
air, water and habitat quality and sustainability on Earth, along with expertise in the design, 
development, implementation and assessment of engineering solutions to environmental 
problems. 
 
Environmental engineers are distinguished from other environmental professionals through their 
focus on problem solving, design and implementation of technological or management systems. 
Environmental engineers search for creative and economical ways to use resources efficiently, 
limit the release of residuals into the environment, develop sensitive techniques to track 
pollutants once released and find effective methods to remediate spoiled resources. They serve as 
the vital link between scientific discovery, technological development and the societal need for 
protecting human health and ecological integrity. In the coming decades, environmental 
engineers will increasingly be called upon to address broader issues of environmental 
sustainability by minimizing the release of residuals through altered production processes and 
choice of materials; by capturing the resource value of wastes through recovery, recycling and 
reuse; and by managing natural resources to meet competing societal objectives. 
 
UC Merced emphasizes a highly interdisciplinary approach to environmental engineering, 
combining a strong theoretical foundation with field studies, laboratory experiments and 
computations. Core courses within the major provide students with a firm foundation in the 
physical and life sciences and the ways that they apply to energy, hydrology, air and water 
quality issues. Emphasis areas allow students the flexibility to study in more depth by following 
tracks developed in consultation with their academic advisor(s). The main areas of emphasis for 
Environmental Engineering at UC Merced are hydrology, water quality and air pollution and 
sustainable energy. 
 
Hydrology: focuses on the sources, balance and use of water in both natural and managed 
environments, including precipitation, mountain snowpack, river runoff, vegetation, water use 
and groundwater. Both the physical and chemical aspects of the water cycle are included. 
 
Water quality: focuses on engineering solutions to water and waste issues, including 
measurement technology, water quality assessments, treatment systems and remediation of 
contaminated waters. Physical, chemical and biological aspects are included. 
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Air pollution and sustainable energy: focuses on engineering solutions to air quality and 
energy problems, both regionally and globally.   The sources, fate, effects of air pollutants, as 
well as the planning and design of solar and other renewable energy systems are included.   
 
The program includes service learning components designed to engage students in the solution of 
real-world problems in their community. The team projects resemble those found in actual 
engineering practice, with increasing responsibility as students progress through the program. 
 
Engineers need to understand not only the technical but also the social and political contexts of 
their work. They must be able to communicate, and to plan, finance and market their products 
and ideas. Social sciences, business, humanities and arts courses are an important part of the 
curriculum. The result is a major that is hands-on and creative, engaging and adaptable. 
 
 
II: ASSESSMENT PLAN 
 
A. Environmental Engineering Program Assessment Timeline 
 
The EnvE program assessment plan includes continual course and program level assessment 
vehicles culminating in a periodic self-evaluation and review by the Accreditation Board for 
Engineering and Technology (ABET).  The Program Learning Objectives (PLOs) to be 
evaluated are described in section B.  These PLOs are directly relatable to the ABET criteria or 
required educational outcomes (see Table B.1); therefore, by satisfying the ABET criteria, the 
EnvE program will comply with WASC criteria. 


It is the goal of the EnvE faculty to have the assessment plan outlined below in place and 
ready for evidence gathering in time for the 2010-11 academic year.  By the end of the following 
year (AY 2011-12), we expect to have the plan refined and will begin collecting data for our self-
evaluation.  We anticipate an ABET site visit for formal evaluation in late spring 2013 or 2014, 
depending on the assessment and progress on near-term faculty hires. 
 
B. Environmental Systems Program Learning Objectives (PLOs) 
 
Program Learning Objectives (PLOs) are broad statements that describe the career and 
professional accomplishments that the UCM Environmental Engineering (EnvE) program is 
preparing graduates to achieve. The UCM EnvE faculty, through consultation with its 
constituents (students, faculty, alumni, and External Advisory Board), has developed the 
following list of PLOs: 


1. Fundamental Knowledge:  EnvE graduates will have gained a strong foundation in 
basic mathematics, science, social science, humanities and arts, along with engineering 
principles, enabling active engagement as citizens in their communities.  


2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem 
solving, engineering principles and reasoning, the scientific method, and teamwork to 
solve environmental resource problems and to restore and sustain the global environment.  
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3. Design Skills: EnvE graduates will be prepared for advanced studies and research and/or 
employment advancement in a broad spectrum of industries and government agencies. 


4. Professional Skills:  EnvE graduates will communicate effectively in written, spoken, 
and visual formats with technical, professional, and broader communities. 


5. Ethics:  EnvE graduates will practice engineering according to the highest professional 
standards, demonstrating respect for social, ethical, cultural, environmental, economic, 
and regulatory concerns. 


6. Lifelong Learning:  EnvE graduates will be instilled with a desire to pursue life-long 
learning opportunities including continued education, professional licensure, challenging 
professional experiences and active participation in professional organizations. 


The EnvE PLOs are available for review by prospective and current students in the UCM 
Catalog and on the School of Engineering website. 
 
Table B.1 – Mapping of UCM EnvE ABET-based educational outcomes onto general program 
learning objectives (PLOs). 


 


 
 
C: Evidence 
 
The PLOs (or ABET criteria) for the EnvE program must be consistent with, and will be 
assessed according to, the best practices devised by the Accreditation Board for Engineering and 
Technology (ABET).  The lines of evidence for this are predominantly to be found within the 
courses delivered by the UCM faculty, particularly within the School of Engineering.  Table C.1 
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summarizes the mapping of ABET outcomes onto required courses in the EnvE curriculum.  The 
methods for assessing these outcomes are discussed below. 
 
Table C.1 – EnvE required coursework mapping to PLO/ABET (numbers denote contribution to 
outcome:  0 = insignificant, 1 = some, 2 = moderate, 3 = strong; shaded outcomes are directly 
assessed in the course). 


 
ABET outcomes (see Table B.1 for equivalent PLO) 


Course number a b c D e F g h i J k 


CSE 20 2 1 0 0 3 1 0 0 1 0 3 


CSE 21 2 1 0 0 3 1 0 0 1 0 3 


Engr 97/197 Service Learning 1 2 2 3 2 3 3 1 3 3 2 


EnvE 20 Introduction to EnvE 3 1 2 2 2 1 3 3 1 1 2 


Engr 45 Introduction to Materials 3 0 0 0 2 0 0 0 0 0 3 


Engr 57 Dynamics 3 0 0 0 2 0 0 0 0 0 3 


Engr 65 Circuit Theory  3 2 0 0 2 0 0 0 0 0 3 


Engr 120 Fluid Mechanics 2 2 2 1 3 0 1 1 0 0 2 


Engr 130 Thermodynamics 2 2 2 1 3 0 1 1 0 0 2 


Engr 151 Strength of Materials 2 0 1 1 2 2 1 1 1 2 3 


Engr 155 Engineering Economics 2 0 1 1 2 2 1 1 1 2 3 


Engr 180 Spatial Analysis 2 0 1 1 3 2 1 3 1 2 3 


EnvE 100 (L) Environmental Chemistry 3 3 1 1 3 1 2 3 3 2 3 


EnvE 110 Hydrology & Climate 3 2 2 1 3 1 2 3 3 2 3 


EnvE 130 Air Pollution & Meteorology 3 2 2 1 3 1 2 3 3 2 3 


EnvE 160 Renewable Energy 3 2 2 1 3 1 2 3 3 2 3 


Engr 191 Professional Seminar 1 0 1 2 1 3 2 3 3 3 1 


EnvE 181 (F) Field Subsurf Hdyrology 2 3 2 3 2 2 3 2 2 2 3 


EnvE 183 (F) Field Snow Hydrology 2 3 2 3 2 2 3 2 2 2 3 


EnvE 105 (L) Environ. Data Analysis 3 3 2 1 3 1 2 2 2 1 3 


EnvE 112 (D) Subsurface Hyrdology 3 2 3 2 3 2 2 2 2 1 3 


EnvE 114 (D) Mountain Hydrology 3 2 3 2 3 2 2 2 2 1 3 
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EnvE 118 (D) Global Change 3 3 2 1 3 1 2 2 2 1 3 


EnvE 132 (D) Air Pollution Control 3 2 3 2 3 2 2 2 2 1 3 


EnvE 152 (L) Remote Sensing 3 3 2 1 3 1 2 2 2 1 3 


EnvE 155 (D) Environ. Res. Mngmnt. 3 3 2 1 3 1 2 2 2 1 3 


EnvE 162 (D) Remote Sensing 3 3 2 1 3 1 2 2 2 1 3 


EnvE 170 (D) Mass Transfer Environ. 3 2 3 2 3 2 2 2 2 1 3 


EnvE 171 (D) Environ. Org. Chem. 3 2 3 2 3 2 2 2 2 1 3 


EnvE 176 (D) Water & Wastewater 3 2 3 2 3 2 2 2 2 1 3 
Required courses for all EnvE   
Required fundamental courses (19 units)   
At least one field labs is required   
Technical electives 2 design experiences (D) and 
one lab (L) (14 units minimum)   


 
 The course- and program-based outcome assessment (and ongoing improvement) plan is 
best characterized as a dual-looped plan, as shown in Figure C.1.  The inner loop involves 
development of individual course content supporting and assessed for the outcomes as specific in 
Table C.1.  Lines of evidence at the course level will include: 


(1) Course and instructor evaluations administered by UCM 
(2) Course survey questions pertaining to the major PLO/ABET outcomes in Table C.1 
(3) Course content, such as syllabi, problem sets and specific exam questions pertaining to 


PLO/ABET outcomes 
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Figure C.1 – Diagram of the EnvE Program assessment process for UC Merced School of 
Engineering (shaded box is course-level assessment, set within the program assessment; PAR is 
Program Assessment Representative). 
 
The program-level assessment overlies the course-level assessment and requires longer-term 
assessment vehicles, including: 


(4) Summaries of UCM course and PLO-related student surveys (over multiple offerings) 
(5) Senior exit surveys (annually) 
(6) Feedback from an UAB (Undergraduate Advisory Board) (annually) 
(7) Feedback from an EAB (External Advisory Board) (biennially) 
(8) Alumni surveys (on a 4-year cycle) 


 
The key faculty in the assessment plan is the Program Assessment Representatives (PAR, 
equivalent to the UCM FAO), who is the EnvE faculty member charged with insuring that (1) 
the instructors-in-charge deliver and assess the desired PLOs/ABET material in their course, (2) 
the assessment components are implemented and evidence analyzed and reported upon on the 
schedule noted above, and (3) any deficiencies identified via the assessment vehicles are 
addressed in a timely manner, and all course and program-level modifications remain consistent 
with the PLOs/ABET outcomes. 
 
D. Process 
 
A timeline for implementing the assessment plan for the PLOs/ABET outcomes described above 
is summarized in Table D.1.  As noted above, the key faculty in this process is the PAR.  As can 
be seen from the table, the EnvE program has made some progress in developing their 
assessment plan, but more development is needed in the near-term to put the program level 
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assessment plan in place.  In some cases, however, slight modifications are necessary to ready 
these vehicles for the assessment of other PLOs.   


Table D.1 – Timeline for line of evidence gathering for Environmental Engineering. 


PLO line of evidence Develop vehicle (by whom) Data gathering/analysis 
 
Course-Level: 
(1) Course and instructor evaluations 


administered by UCM 
(2) Course PLO-related surveys 
(3) Course content 
Program-Level: 
(4) Summaries of UCM course and PLO-


related student surveys (over multiple 
offerings) 


(5) Senior exit surveys (annually) 
(6) Feedback from an UAB 
(7) Feedback from an EAB 
(8) Alumni surveys (on a 4-year cycle) 


 
 
UCM 
 
PAR and EnvE faculty 
Instructor and PAR 
 
 
SoE Admin + PAR 
 
 
PAR, SoE Chair, Vice-Chair 
PAR and EnvE Faculty 
EnvE faculty and PAR 
SoE Admin, CC, PAR 


 
 
In place (UCM) 
 
Fall 2009 (faculty, PAR) 
Fall 2009 (PAR and SoE CC) 
 
 
Spring 2010 (PAR and SoE CC) 
 
 
Spring 2010 (PAR and faculty) 
Fall 2010 (PAR and faculty 
Fall 2010 (PAR and faculty 
Spring 2011 (PAR and faculty) 


* Curriculum Committee 
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E. Self-Assessment Using WASC Rubric 
 
Comprehensive list:  Highly Developed.  Our list of PLOs is comprehensive and encompasses 
the broad scope of student learning we expect from our majors, and the EnvE faculty has agreed 
on explicit criteria for assessing students’ level of mastery of each outcome. 
 
Assessable outcomes:  Developed.  While our faculty has agreed on explicit criteria statements, 
and we have identified examples of student performance at varying levels for each outcome, we 
need to develop rubrics for evaluating student performance with respect to learning outcomes. 
 
Alignment:  Developed. The EnvE curriculum is designed to provide opportunities for students 
to learn and to develop increasing sophistication with respect to each outcome. We are currently 
revisiting the engineering design aspects of the curriculum in order to better thread grade-
appropriate design experiences throughout the curriculum.  
 
Assessment planning:  Highly Developed. Our program has a clearly stated, multi-year 
assessment plan that identifies when each outcome will be assessed. Our plan includes sections 
on analysis and implementation of improvements. The School of Engineering has a online 
information management systems for acquiring and analyzing assessment-related materials.  
Indeed, we have already started such activity. 
 
Student experience:  Developed. Our students have a good grasp of program outcomes, due to 
the fact that outcomes are included in all of our syllabi and are readily available in the catalog 
and on our web page. 
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III. ALIGNMENT OF PROGRAM AND INSTITUTIONAL OUTCOMES 
 


A. Program Outcomes and Eight Guiding Principles of General Education 
 
Table A.1: A curriculum map representing the alignment between the BS Environmental 
Engineering Program Learning Outcomes and the Eight Guiding Principles of General Education.  
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Literacy 
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PLOs: 1. Fundamental knowledge, 2. Critical thinking, 3. Design skills, 4. Professional skills, 5. 
Ethics, 6. Lifelong learning (score 1 = major emphasis, 2 = secondary emphasis). 
 


B. Program and Course Learning Outcomes (see Table C.1) 
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Environmental Systems Graduate Program 


Assessment Plan 
 
I. PROGRAM DESCRIPTION 


The Environmental Systems (ES) graduate program confers M.S. and Ph.D. degrees. The goal of 
the program is to equip students with the knowledge and skills necessary to improve the 
scientific understanding of coupled Earth systems--atmosphere, hydrosphere, lithosphere and 
biosphere--and to use this understanding to  pursue basic research in environmental systems, 
optimally manage natural resources, and/or engineer the restoration of impaired environments. 
This improvement in understanding is gained through the systematic study of biological, 
chemical and physical processes, socioeconomics and policy, and through rigorous 
individualized research programs in these areas. Courses are designed to provide an 
understanding of the scientific principles underlying the function and sustainability of natural 
and engineered environmental systems, and to equip students to provide strong support for 
environmental resource decision-makers.  
A distinctive feature of the ES graduate program is its multi-disciplinary nature and the 
accompanying opportunity for inter-disciplinary training this breadth affords. Participating ES 
faculty are affiliated with the Schools of Engineering, Natural Sciences, and Social Sciences, 
Humanities and Arts. The current ES faculty research strengths include:  


• Earth systems science 
• Ecology 
• Geospatial Analysis 
• Environmental Engineering 
• Geochemistry 
• Solar Energy 
• Climatology & Climate Change 
• Hydrology & Water Resources 
• Environmental Policy 
• Environmental Economics 


UC Merced’s unique geographical location, its relationship with neighboring institutions, and its 
seamless integration of science, engineering, and social science will render the ES program 
distinctive amongst similar programs in California and elsewhere.  In particular, a substantial 
part of ES faculty research involves coupling scientific enquiry, engineering analysis, and policy-
making associated with resource management, in natural and engineered settings of the Great 
Central Valley, the Sierra Nevada, and the world. 


We expect our M.S. graduates will find employment with private engineering, hydrologic, and 
environmental consulting firms, federal agencies such as the U.S. Forest Service, National Park 
Service, U.S. Environmental Protection Agency, as well as state and regional resources agencies, 
such as the Department of Water Resources, Fish and Game, Water Quality Control Board, and 
Air Resources Board.   Ph.D. graduates will find positions as academic faculty and staff in 
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teaching and research universities, as well as in private and public resource-related agencies. 
along with  


 
II: ASSESSMENT PLAN 
 
A. Environmental Systems Program Assessment Timeline 
 
The ES program includes continual student-level and programmatic assessment on a 5-year 
cycle, with the first assessment scheduled for Spring 2013.  The Program Learning Outcomes 
(PLOs) to be evaluated are described in the following section (B). While the program is 
relatively new, several of the student-level assessment vehicles, particularly those associated 
with M.S. and Ph.D. research competency (PLO 1 below), have been implemented since even 
before the official recognition of the program by the UC Coordinating Council on Graduate 
Affairs (January 2008).  Others need to be developed.  Furthermore, protocols for capturing all 
lines of evidence supporting the PLOs need to be put in place. 


It is the goal of the ES program to have the assessment plan outlined below in place and 
ready for evidence gathering in time for the 2010-11 academic year, with staged introduction of 
evidence gathering beginning in Spring 2008.  Lines of evidence to be gathered in support of the 
PLOs are explained below in section C, and a timeline for staging the evidence gathering, 
analysis, and curriculum modifications is presented in section D. 
 
B. Environmental Systems Program Learning Outcomes (PLOs) 
 
The overarching goal of the Environmental Systems (ES) program is that its graduates be 
knowledgeable and professionally competent in one or more areas of environmental systems.  
The following program learning outcomes (PLOs) are being used to attain this goal: 
 


PLO-1: Core Knowledge - Graduates will be knowledgeable, skillful, and self-directed in the 
observation and analysis of environments systems in terms of their capacity to: 


a. (M.S. graduates) Design experiments with appropriate controls and conduct original 
research, with an appropriate level of supervision, in the context of an M.S. project or 
thesis 


b. (Ph.D. graduates) Independently identify important research questions, formulate 
experimental plans, data analysis, and formulation of conclusions in the context of a 
doctoral dissertation 


PLO-2: Communication Skills - Graduates will be conversant in at least two area(s) of 
environmental systems, and be adept at oral, written, and visual communication of research 
results to peers and non-technical decision makers 


PLO-3: Ethics, Community, and Lifelong Learning - Graduates will understand the importance 
of research and professional ethics, engagement in the needs of their community, and life-long 
learning  


PLO-4: Career Placement and Advancement - Graduates will find suitable career placement 
and achieve advancement in government agencies, non-government organizations, private 
industry, and academic teaching and research institutions 
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These PLOs are to be maintained for review and feedback by constituents and other stakeholders 
(e.g., employers) on the ES program website (https://es.ucmerced.edu/), and in the UCM 
Catalog, and will also be disseminated annually to incoming graduate students at the Fall 
Orientation session. 
 
C: Evidence 
A mapping of the ES PLOs to lines of evidence to be used for assessment purposes is provided in 
Table 1.  Give that ES is a relatively new program, not all lines of evidence are currently being 
gathered and examined.  Hence, the current status of each line of evidence in Table 1 is 
designated as “in place,” or “under development.”  A plan and timetable for having these 
assessment tools in place is detailed in the following section. 
 
Table 1 - Lines of evidence for assessing Environmental Systems program learning 
outcomes (PLOs). 


 Lines of Evidence 
PLO Direct Indirect 


 
PLO-1: Core knowledge 


 
(a1) Core course project1  
(b) Qualifying exam2 
(c) Research  proposal2 
(d) Thesis/dissertation1 
 


 
(a2) Core course student survey1 
(e) Program exit interview1 


(f) Alumni survey1 


PLO-2: Communications (a1) Student seminar1  
(b) Qualifying exam2 
(c) Research proposal2 
(d) Thesis/dissertation1 


(a2) Seminar peer-assessment1 
(e) Alumni survey1 


(f) Community client questionnaire1 
 


 
PLO-3: Ethics, Community,  
             Life-long learning 
 


 
(a1) Community service self- 
       evaluation1 
(b) Research ethics course1 


 


 
(a2) Community client questionnaire1 
(c) Alumni survey1 


PLO-4: Career Placement and  
            Advancement 


(a) Employment record1 
(b) Professional publications1 


 


(c) Alumni survey1 


1Line of evidence for both M.S. and Ph.D. degrees. 
2Line of evidence for Ph.D. degree only. 
 
The lines of evidence summarized in Table 1 are expanded here in terms of specific data 
gathered, data analysis, and curricular modifications aimed at improving this outcome.  The lines 
of evidence for PLO-1 (Core knowledge) are as follows: 


(a1 and a2) Core course project (M.S. and Ph.D. degrees). ES 200 Environmental Systems is 
a course taken by most M.S. and all Ph.D. students in the program.  Reports from the self-
directed student projects will become part of each student’s work portfolio.  The instructors are 
currently testing a scoring rubric in order to provide more consistent advice to the students about 
the expectations for the project and more systematic feedback to the students regarding their 
performance on the project.  The instructor(s) for ES 200 will provide copies of the student 
reports along with their evaluations and completed rubrics.  Each summer, the ES Educational 
Policy Committee (EPC) will review the reports and solicit input from ES students (typically 
during their 2nd year annual curriculum planning “checkup”—see section  planning and make 
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recommendations to the instructor(s) on improving the ES 200 course and self-directed projects.  
Student exit survey data from this course will also be used by the instructor(s) to improve the 
course with respect to PLO-1 using anonymous student feedback. 


(b) Ph.D. qualifying exam (Ph.D. degree only). Each doctoral student is required to pass the 
qualifying exam before they can advance to candidacy.  This exam is detailed in the ES Policies 
and Procedures (Section 2.4.5).  The purpose of the exam is to test basic knowledge and the 
ability to formulate and defend two proposals for original research. The program is currently 
developing and testing scoring rubrics in order to provide more consistent advice to the students 
about the nature of the exam and more systematic feedback to the students regarding their 
performance on the exam.  Following the exam, copies of the two proposals along with a written 
assessment and completed rubrics from the examination committee will become part of the 
student’s portfolio.  The assessment will be compiled by the chair of the exam and will focus 
primarily on technical content, particularly on the student’s knowledge base and ability to think 
independently.  This assessment will be reviewed by the student and his/her faculty advisor after 
the exam for the purpose of addressing any deficiencies noted by the examination committee.  
Qualifying exam documents (student proposals and committee evaluations) will be reviewed by 
the ES EPC on a 3-year cycle to assess whether its format and/or execution are contributing 
sufficiently to PLO-1, and modified if necessary. 


(c) Ph.D. research proposal (Ph.D. degree only). Doctoral students prepare their research 
proposal in consultation with their major advisor, and submit the completed proposal to 
committee members for review (ES Policies and Procedures Section 2.4.6). The program is 
currently developing and testing scoring rubrics in order to provide more consistent advice to the 
students about the nature of the exam and more systematic feedback to the students regarding 
their performance on the exam.  The committee will review this document and determine if the 
student has outlined a project that is appropriate for a Ph.D.  A copy of the proposal and the 
committee’s written comments will become part of the student’s portfolio.  This material will be 
reviewed by the ES EPC on a 3-year cycle to assess whether its format and/or execution are 
contributing sufficiently to PLO-1.  In the event of a negative assessment, best practices will be 
solicited from other graduate program at UCM and other universities.  


(d) Thesis/Dissertation. The thesis/dissertation is the final opportunity for the dissertation 
committee to assess PLO-1.  The dissertation committee will review this document with respect 
to technical content and likelihood of publication in the peer-reviewed research literature.  A 
copy of the thesis/dissertation and written comments by the dissertation committee will become 
part of the student’s portfolio.  The EPC will review theses/dissertations on a 3-year cycle to 
assess whether their quality is indicative of successful attainment of PLO-1, and will use these 
documents to suggest improvements to the overall curriculum and/or assessment plan. 


(e) Program exit interview. The ES Academic Advising Committee (AAC) will conduct exit 
interviews with students when they complete their M.S. or Ph.D. degree.  Several questions in 
the exit interview will assess PLO-1 from the students’ perspective.  The AAC will prepare a 
transcript of the interview for review by the ES EPC with respect to potential curriculum 
modifications. 


(f) Alumni survey.  The EPC will develop a database of ES alumni and use this database to 
solicit alumni participation in an on-line survey every 4 years.  Several questions in the exit 
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interview will address whether PLO-1 was achieved by the ES program.  The EPC will use the 
results from the interview to help address deficiencies in achieving PLO-1. 
 
The lines of evidence for PLO-2 (Communications) are to assess written, verbal, and 
visual/graphical communication for both technical and non-technical audiences.  They include 
the following: 


(a1 and a2) Program seminar presentation (M.S. and Ph.D. degrees). All ES M.S. and Ph.D. 
students are required to give at least one open seminar while in the program (see ES Policies and 
Procedures section 2.4.8).  The students’ peer group will complete a survey (developed by the 
EPC) on the quality of the presentation in terms of technical clarity, non-technical context, and 
demonstrated verbal and visual/graphical communication skills.  The student will review the 
recorded seminar and survey results with his/her faculty advisor, and these materials will become 
part of the student’s work portfolio. Seminar and survey content will be reviewed by the ES EPC 
on a 3-year cycle to assess whether its format and/or execution are contributing sufficiently to 
PLO-2, and modify the procedures if necessary. 


(b) Ph.D. qualifying exam (Ph.D. degree only). The purpose and format of the Ph.D. qualifying 
exam is described above with respect to PLO-1.  The examination committee will include an 
assessment of student’s demonstrated communication skills (written, oral, and graphical) with 
respect to the documents and presentations.  This assessment will be included in the committee 
evaluation discussed above for PLO-1, and will be reviewed by the student and his/her faculty 
advisor after the exam for the purpose of addressing any deficiencies noted by the examination 
committee.  Qualifying exam material will be reviewed by the ES EPC on a 3-year cycle to 
assess whether its format and/or execution are contributing sufficiently to PLO-2, and modify 
procedures if necessary. 


(c) Ph.D. research proposal (Ph.D. degree only). The examination committee will include an 
assessment of student’s demonstrated communication skills (written and graphical) with respect 
to the dissertation research proposal described above for PLO-1.  This assessment will be 
included in the committee evaluation discussed above for PLO-1, and will be reviewed by the 
student and his/her faculty advisor after the exam for the purpose of addressing any deficiencies 
noted by the examination committee.  Qualifying exam material will be reviewed by the ES EPC 
on a 5-year cycle to assess whether its format and/or execution are contributing sufficiently to 
PLO-1, and modify procedures if necessary. 


(d) Thesis/Dissertation. The dissertation committee’s written evaluation (discussed above for 
PLO-1) will include an assessment of the student’s communication skills (verbal, written, 
visual/graphical), which will become part of the student’s work portfolio.  The ES Educational 
Policy Committee will review theses/dissertations on a 5-year cycle to assess whether their 
quality is indicative of successful attainment of PLO-1, and will use these documents to suggest 
improvements to the overall curriculum and/or assessment plan. 


(e) Alumni survey.  The EPC will develop a database of ES alumni and use this database to 
solicit alumni participation in an on-line survey every 4 years so that the results may be 
incorporated into the programs 5-year review.  Several questions in the survey will address the 
alumni’s perception of whether PLO-2 was achieved by the ES program and what improvements 
might be made.  The EPC will use the results from the survey to help address deficiencies in 
achieving PLO-2. 
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(f) Community client questionnaire.  This questionnaire is discussed in more detail below in 
the context of student outreach or community service activities associated with PLO-3.  This 
questionnaire will provide feedback from the targeted outreach group(s) on the student’s ability 
to communicate technical information to a non-technical audience in a comprehensible and 
respectful manner. 
 
PLO-3 is concerned with students understanding the importance of professional ethics, 
community service, and life-long learning.  The lines of evidence to assess PLO-3 are as follows: 


 (a1 and a2) Community service self-evaluation and client questionnaire.  All ES students 
will be required to participate in a community service effort during the course of their studies.  
Examples are contributions to local community planning activities, presenting short-courses or 
seminars to students, teachers, or non-government organizations (NGSs), assistance to 
undergraduate service learning groups or to local, national, or international non-government 
organizations.  Students will prepare a self-evaluation summarizing the nature and quality of 
their service activity.  In addition, the student must provide a client questionnaire to the relevant 
contact(s) for their assessment of the services, presentation, or course delivery.   The student’s 
faculty advisor and ES Academic Advising Committee (AAC) will review merits of the service 
activities on as soon as they are completed in order to evaluate whether this aspect of PLO-3 has 
been achieved. 


(b) Research ethics course.  All ES students will complete a professional ethics course (QSB 
294 or equivalent); this requirement may be fulfilled as a directed independent or group study 
course (ES 298 or ES 299) prior to the end of their second year in the program.  In this course, 
the student must complete a pertinent project or paper for inclusion in his/her work portfolio.  
The student’s faculty advisor and ES Academic Advising Committee (AAC) will review the 
projects annually with respect to this aspect of PLO-3. 


(c) Alumni survey.  The EPC will develop a database of ES alumni and use this database to 
solicit alumni participation in an on-line survey every 4 years.  Several questions in the survey 
will address whether PLO-3 was achieved by the ES program and what improvements might be 
made.  The EPC will use the results from the survey to help address deficiencies. 
 
PLO-4 is concerned with successful career placement and advancement of ES program 
graduates.  The lines of evidence to assess PLO-4 are as follows: 


(a) Employment.  Graduate employment records will be maintained by the program based on 
exit survey information and input from faculty advisors.  Data to be collected will include 
position attained, salary level, and information pertaining to the manner and ease with which the 
position was attained.  Career advancement will be tracked using the alumni survey.  These data 
will be summarized and critically evaluated by the EPC for each 5-year review. 


(b) Professional publications.  Graduate publications will be tracked throughout their careers, 
including peer-reviewed research articles, government agency/NGO reports, and trade 
publications.  These data will be collected using library search engines and via the alumni 
survey, and will be summarized and critically evaluated by the EPC for each 5-year review. 


(c) Alumni surveys.  In addition to the record-keeping noted above, the alumni survey will 
include questions aimed as assessing the graduate’s career satisfaction and perceived level of 







DRAFT 


 


7 
 


competence as a result of their ES degree.  These responses will be synthesized by the EPC for 
each 5-year review. 
 
D. Process 
A timeline for implementing the assessment plan for the PLOs described above is summarized in Table 2.  
The ES program individuals and committees charged with the development of the assessment vehicles are 
the same as those charged with evidence gathering in the previous section.  As can be seen from Table 2, 
the ES program has made some progress in developing their assessment plan with respect to PLO-1.  In 
some cases, however, slight modifications are necessary to ready these vehicles for the assessment of 
other PLOs.  For example, while the qualifying exam is in place for assessing PLO-1, an assessment 
rubric for the exam with respect to PLO-2 needs to be developed. 


 
Table 2 – Timeline for line of evidence gathering for the Environmental Systems PLOs. 


PLO line of evidence Develop vehicle (by whom) Data gathering/analysis 
 
PLO-1: Core knowledge 
 
(a1) Core course project1  
(a2) Core course student survey1 
 (b) Qualifying exam2 
(c) Research  proposal2 
(d) Thesis/dissertation1 
 (e) Program exit interview1 


(f) Alumni survey1 


 
 
 
Completed (instructor) 
Spring 2009 (instructor, EPC) 
Completed  
Completed 
Completed 
Fall 2009 (AAC) 
Fall 2011 (AAC) 


 
 
 
Spring 2009 (instructor, EPC) 
Spring 2009 (instructor, EPC) 
Ongoing (EPC) 
Ongoing (EPC) 
Ongoing (EPC) 
Spring 2010 (EPC) 
Spring 2012 (EPC) 


 
PLO-2: Communications 
 
(a1) Student seminar1  
(a2) Seminar peer-assessment1  
(b) Qualifying exam2 
(c) Research proposal2 
(d) Thesis/dissertation1 


(e) Alumni survey1 


(f) Community client questionnaire1 


 


 
 
 
Fall 2009 (EPC)  
Fall 2009 (AAC, students) 
Spring 2010 (EPC) 
Spring 2010 (EPC) 
Spring 2010 (EPC) 
Fall 2011 (AAC) 
Spring 2012 (AAC) 
 


 
 
 
Spring 2010 (EPC) 
Spring 2010 (AAC, students) 
Fall 2010 (EPC) 
Fall 2010 (EPC) 
Fall 2010 (EPC) 
Spring 2012 (EPC) 
Fall 2012 (EPC) 
 


( 
PLO-3: Ethics, Community,  
              Life-long learning 
(a1) Community service self-evaluation1 
(a2) Community client questionnaire1 
(b) Research ethics course1 


(c) Alumni survey1 


 
 
 
Spring 2012 (AAC, students) 
Spring 2012 (AAC) 
Fall 2011 (faculty) 
Fall 2011 (AAC) 


  
 
 
Fall 2012 (AAC) 
Fall 2012 (AAC) 
Spring 2012 (EPC) 
Spring 2012 (EPC) 
 


 
PLO-4: Career Placement and  
            Advancement 
(a) Employment record1 
(b) Professional publications1 


(c) Alumni survey1 


 


 
 
 
Complete 
Complete 
Fall 2011 (AAC) 


 
 
 
Ongoing (faculty, EPC) 
Ongoing (faculty, EPC) 
Spring 2012 (EPC) 
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1Line of evidence for both M.S. and Ph.D. degrees. 
2Line of evidence for Ph.D. degree only. 
Note:  EPC = Educational Planning Committee; AAC = Academic Advising Committee 
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E. Self-Assessment Using WASC Rubric 


Comprehensive list:  Developed.  Our list of PLOs is reasonably comprehensive and 
encompasses the broad scope of student learning we expect from our majors.  A key subset of 
our faculty (Academic Advising and Educational Policy Committees) has agreed on explicit 
criteria for assessing students’ level of mastery of each outcome and is vetting the criteria with 
the entire ES faculty. 
 
Assessable outcomes:  Developed.  While a subset of our faculty ahs agreed on explicit criteria 
statements, such as rubrics, and we have identified examples of student performance at varying 
levels for each outcome, we feel that our rubrics will require time to test (due to low student 
numbers in our graduate program) and will likely call for some improvement. 
 
Alignment:  Developed. The curriculum is designed to provide opportunities for students to learn 
and to develop increasing sophistication with respect to each outcome. We feel that this criteria 
will require time to test (due to low student numbers in our graduate program) and will likely call 
for some improvement. 
 
Assessment planning:  Developed. Our program has a clearly stated, multi-year assessment plan 
that identifies when each outcome will be assessed. Our plan includes sections on analysis and 
implementation of improvements. Indeed, we have already started such activity. 
 
Student experience:  Developed. Our students have a good grasp of program outcomes, due to 
the fact that outcomes are included in all of our syllabi and are readily available in the catalog 
and on our web page. 
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Faculty Accreditation Report – the Arts (Global Arts Studies Program and Media Arts    Program)  
                                              REVISED SEPTEMBER, 2009                                         
 


Abstract: Media Arts Program’s first step in the process of meeting the accreditation review 
criteria consisted of re-drafting all MAP syllabi to reflect the rubric of Learning Outcomes. All 
lecturers participated in this process with enthusiasm.  


MAP PLOs were developed by the MAP ladder faculty member who carefully examined all 
syllabi SLOs to determine the common threads that could be organically woven into the PLOs. 
Since MAP curriculum concentrates on art technique and all lecturers (as well as the visiting 
professor and the ladder faculty member) are practicing artists, finding commonality was deemed 
to be the best way to start building MAP PLOs.        


The Program Learning Outcomes have been revised twice since January 2009 in response to the 
process of assessment of the first PLO which occurred in spring 2009, summer 2009, and fall 
2009.  


Significant progress has been made in implementing what was learned in the assessments into 
teaching. Instructors have revised syllabi and pedagogical methods to improve teaching and 
student success. Second PLO is ready to be assessed at the end of spring semester 2010. New 
method of archiving student work has been proposed and will be implemented in summer 2010 
on trial basis.  


The largest challenge and danger in this ongoing process of assessment and meeting 
accreditation requirements is the fact that the entire responsibility for the Media Arts Program 
administration and curriculum falls to single ladder faculty member who, in addition to all her 
many responsibilities, teaches full load of three courses a year. She has received minimal 
administrative support. Whatever inadequacies there are in the assessment methods and their 
future is directly tied to the sheer impossibility of one person having to initiate, process and 
record assessment for between ten and fourteen courses a semester, taught by five lecturers, one 
visiting faculty and one ladder faculty.        
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 SECTION I: PROGRAM DESCRIPTION – MINOR IN ARTS 
 
Part A. Global Arts Studies Program and Media Arts Program Description 
 
     The arts at UC Merced represent the coming together of two multidisciplinary Programs: the 
Global Art Studies Program (which integrates scholarship in the arts) and Media Arts Program 
(which integrates mixed media within art technique and practice). The GASP faculty consists of 
scholars and the MAP faculty consists of practicing artists. Two different programs are necessary 
(the division is common in academia) because scholars and practicing artists teach in different 
formats: lecture and seminar classes for scholars, studio and practicum for artists. In short, 
scholars study art, while artists create art. The GASP designation allows scholars with PhDs to 
determine the educational requirements for students choosing to emphasize art history and music 
studies according to their standard professional practices in teaching research and assessment of 
student progress. The MAP designation allows practicing artists (who may or may not have 
terminal degrees such as Master of Fine Arts) to determine the educational requirements for 
students choosing to emphasize technique and practice according to their standard professional 
practices in teaching technique in various art media. At the same time, the two Programs 
complement each other and reflect each other in an innovative way.  


     The Global Arts Studies Program (GASP) and the Media Arts Program (MAP) provide a 
unique cutting edge integrated curriculum by offering subjects conventionally housed in 
disparate departments, underscoring the integrated primary agenda of promoting interdisciplinary 
study of the arts. The GASP course offerings familiarize students with a number of critical 
approaches and theories currently debated in the arts, while the MAP course offerings provide 
students with the opportunity to sample multiple art techniques, from traditional to experimental. 
The blending of scholarship and technique and practice in multiple art disciplines within one 
program is designed to allow students the opportunity to develop holistic understanding of the 
arts as a form of human expression.  


      The study of arts technique, practice as well as art history and critical theory in a multi-
disciplinary setting offers students a wide range of transferable skills and knowledge. 
Acquisition of art technique teaches students to think creatively as well as practically, to 
collaborate, and to express themselves verbally as well as visually. The access to acquisition of 
techniques from multiple art disciplines and the ability to critically evaluate them aims to give 
students tools to create new forms of expression, to understand the old as well as to develop 
respect for diverse ways in which art manifests itself. Students who enroll primarily in GASP 
courses may continue their studies on graduate level in order to become Professors of Art 
History, Theory and Critical Studies. Students who choose to emphasize technique and practice 
may become practicing artists or go into teaching art practice and technique both on K through 
12 level and college level. Some may find jobs in entertainment, advertisement and arts 
management industries while others may continue their education by enrolling in art schools, or 
university based Master of Fine Arts Programs. 
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     The combined GASP and MAP curriculum is designed to reflect and creatively challenge the 
capacities of twenty-first century art culture which make it possible for artists to cross the 
traditional boundaries of art disciplines and to create new hybrid forms of art expression by 
integrating traditional artistic forms with digital technology. A research university campus, 
where the arts and sciences coexist provides a unique opportunity for exploration of the breaking 
down of established divisions between artistic and technological disciplines that has been 
occurring in the past one hundred years. Thus the arts curriculum at UC Merced aims to take 
advantage of what must always be seen as its most important asset: its location on a research 
university campus. Due to their ubiquity and their inherent adaptability the arts are intrinsically 
suited for the formation of interdisciplinary channels. UC Merced, with its institutional 
dedication to fostering of interdisciplinary collaboration is an appropriate setting in which to 
exploit the potential the arts have to connect disciplines through innovative and creative 
methods. Students are encouraged and guided to take advantage of the fact that they are studying 
art at a research university which offers high level academic courses in other disciplines that 
might help them to gain a deeper understanding of the form(s) of art that interest them and to 
fully develop their sense of art’s interconnectedness with the world.  


     The ultimate mission of both the GASP and the MAP curricula is to enhance the educational 
experience of students enrolled in all UCM programs. Students may choose courses to strengthen 
their cognitive abilities such as visual cognition, to develop or strengthen creativity, to access 
intuitive holistic thinking and problem-solving, to increase cultural literacy and communication 
skills, to develop empathy, to improve the ability to collaborate and to lead, to gain aesthetic 
understanding. 


Part B. Minor in Arts Description and Requirements 


     The GASP and MAP minor reflects the major characteristics of the two blended programs as 
described in Section I (1).  


     “A minor is by definition a form of study that can truly be referred to as enrichment. The 
Minor in Arts provides students the opportunity to explore courses from the three parallel tracks 
in the Arts curriculum: history (interpreting works of art from all media within their context and 
purpose), theory (concentrating on research) and art technique and practice (acquiring and 
applying art techniques in fine arts, music and performing arts). ARTS 007 (ArtScore: 
Introduction to Global Arts Studies Program) is a survey course of arts around the globe, with an 
integrated and comparative approach to studying the history and ideas of arts from antiquity to 
the twentieth century. This course serves as the foundation for all students pursuing the Arts 
Minor.” (UC Merced General Catalogue 2009-2011) Satisfactory completion of any of the 
GASP 1 - 5 courses will fulfill the introductory coursework for an Arts Minor and will be 
considered an equivalent substitute for the Arts 7 course. (Revise 9/1, 2009 and published on the 
UC Merced School of Social Sciences, Humanities and Arts websites: ssha.ucmerced.edu and 
arts.ucmerced.edu) 
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• ARTS 007 or GASP 001 through GASP 005 


Minimum Requirements 


• One additional lower division ARTS (MAP) course 
• A minimum of four upper division ARTS (MAP) or GASP courses 


          SECTION II: ASSESSMENT PLAN FOR GASP, MAP and MINOR IN ARTS 


Part A. Background, Goals and Timeline 


     


GASP 


Background and Goals   


Currently, GASP consists of two ladder faculty members and one lecturer (teaching between one 
and two courses every academic year). Please, see GASP PLO document for assessment criteria. 


MAP 


     Currently MAP faculty consists of one ladder faculty member, five lecturers (each teaching 
between two and six courses a year, not counting summer school), and one visiting professor. All 
lecturers and the visiting professor were informed of the importance of systematic engagement in 
assessment of PLOs as well as of the accountability that the process represents.  


     The first step in the process of meeting the accreditation review criteria consisted of re-
drafting all MAP syllabi to reflect the rubric of Learning Outcomes. All lecturers participated in 
this process with enthusiasm.  


      MAP PLOs were developed by the MAP ladder faculty member who carefully examined all 
syllabi SLOs to determine the common threads that could be organically woven into the PLOs. 
Since MAP curriculum concentrates on art technique and all lecturers (as well as the visiting 
professor and the ladder faculty member) are practicing artists, finding commonality was deemed 
to be the best way to start building MAP PLOs and the plan to systematically assess them. 
Additionally, MAP ladder faculty member has been in the process of writing the Proposal for 
B.A. in Art which was to be submitted in fall 2009 but has been delayed due to fiscal 
considerations. Considerable research was conducted for the purposes of supporting the unique 
vision of the B.A. in Art (the spirit of which is reflected in the GASP and MAP Program 
Description on page 1.) 


 Minor in Art  


     The vision of both GASP and MAP includes the commitment to provide all students, 
regardless of their major, with the opportunity to experience the full range of enrichment that all 
forms of art have the potential to give. This mission is, in fact, singular in the UC system where 
most specialized art courses are open only to majors. Both GASP and MAP curricula have stated 







6 
 


multidisciplinary and interdisciplinary goals which are also innovative in arts education. Within 
these broader objectives there are more refined educational goals specific to each of the two 
Programs.  


     Nevertheless there is clear reciprocity: While GASP concentrates on art history and music 
studies, its curriculum also addresses the relationship of the artist to his or her oeuvre and while 
MAP concentrates on technique and practice, its curriculum also addresses the role of history 
and critical theory in the life of the artist.  


The innovative mission of the two Programs (GASP and MAP) will benefit from systematic 
assessment of the PLOs. Level of student achievement will be judged according to the  
assessment plan for each PLO as elaborated below. 


      The Minor provides an opportunity for each student to design his or her own course of study 
within a multimedia and multidisciplinary framework. Students may choose to emphasize either 
GASP or MAP after satisfying the lower division requirement which exposes them to both 
history and critical theory, as well as technique and practice. 


     Timeline


GASP and MAP 


  


Accomplished by the End of Spring Semester 2009 


• All GASP and MAP Syllabi from Fall and Spring semesters contain Student Learning 
Outcomes  


• GASP and MAP Program Learning Outcomes developed  
• Assessment Plan to evaluate student achievement of PLOs developed with narrative 


summary of Program Assessment Plan 
• Completed Inventory of Educational Effectiveness Indicators 
• Collected Evidence of Student Learning to initiate assessment of first PLO  
• MAP developed basic organizational structure for E-Portfolios (as part of E-Portfolio 


Pilot Program) 


Accomplished by Start of Fall Semester 2009(MAP) 


• Collect Evidence of Student Learning for MAP PLO #1 for all MAP summer session 
courses. 


• All MAP faculty submitted Syllabi with goals and Student Learning Outcomes 


To Accomplish by September 30, 2009(MAP) (Revised)  
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• Write narrative summary describing the evidence collected and examined during 
assessment of the MAP PLO #1 (during spring and summer semesters 2009). This will 
include each faculty member’s self-reflection on what was learned 


• Revise MAP Program Learning Outcomes based on the assessments of the MAP PLO#1 
• All PLO assessments from Fall 2009 semester on will be collected electronically (in 


place of E-Portfolios) 
• Create a preliminary plan for archiving student work electronically for the purposes of 


comparing pre-instruction, during instruction, and post-instruction achievements.  


To Accomplish by January 30, 2010 (MAP) Revised 


• Write narrative summary describing the course of action taken based on the evidence 
collected and examined during assessment of the first PLO.  


To Accomplish by March 31, 2010(MAP) Revised 


• Review and modify (if necessary) MAP PLOs and PLO Assessment Plan  
• Update Inventory of Educational Effectiveness 
• Initiate Assessment of second PLO 


 


By May 2010 and every year after, have in place structure that assures systematic assessment of 
both GASP and MAP PLOs 


Minor in Arts  


     As of August 2009, eight students graduated with the Minor in Arts. Forty students are 
currently enrolled in the Minor in Arts. 


To Accomplish by January 30, 2010 


• Analyze data collected from graduating students (with Minor in Arts) in 2009 with the 
assistance of SATAL 


• Analyze data collected from GASP PLO #1 and MAP PLO#1 as related to the Minor in 
Arts   


• Submit a narrative summary describing the course of action taken based on evidence 
examined as stated above 


 
To Accomplish by March 31, 2010 
 
• Review and revise Minor in Arts PLO Assessment Plan and submit a narrative summary 


of the revised PLO Assessment Plan 
• Submit updated Inventory of Educational Effectiveness  
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• Submit Updated Inventory of Educational Effectiveness 
• Initiate assessment of second PLOs 
• Ensure all spring 2010 syllabi have been collected and include goals and SLOs 


Part B:  Program Learning Outcomes 


     GASP PLOs have been published on the SSHA websites: ssha.ucmerced.edu and 


Global Arts Studies Program 


arts.ucmerced.edu 


      Students graduating with a Global Arts Studies Program (GASP) emphasis will be critical 
cultural participants, able to discern, dissect and describe creative and aesthetic endeavor in a 
variety of ways. 


More specifically, the successful student will be able to: 


       1. Describe art works in technical or theoretical terms 
       2. Enlarge technical/theoretical vocabulary 
       3.  Analyze art works  
       4. Be critically engaged with art works 
 


 
Media Arts Program 


     MAP PLOs have been published on the SSHA websites: ssha.ucmerced.edu and 
arts.ucmerced.edu 


     Media Arts Program courses expose students to two components essential to the creation of 
works of art: technique and practice. The word “technique” in arts education refers to the method 
or the procedure which is employed in rendering a work of art as well as the degree of expertness 
in using the procedure or method. Arts technique ought not to be confused with practice of art. 
Technique can be taught to everyone and anyone, and has the potential to benefit everyone who 
takes the time to acquire it. The process that leads an individual to become a practicing artist is to 
some extent a mystery. Thus the Program Learning Outcomes listed here have to, by necessity, 
represent only part of a larger, to a great extent intangible, quality that makes an individual a 
successful artist. Furthermore, MAP is designed to benefit all students, not just those desiring to 
be artists. Finally, it must be understood that the assessment of teaching outcomes for art 
technique and practice does not fall into the same models as most other academic disciplines 
because of the simple fact that art technique and practice are not academic disciplines. Thus 
quantitative analysis cannot always be successfully utilized in PLO assessments in the arts. 
Consequently, it is often advisable to use more than one form of evidence gathering and analysis.  


     For decades, even centuries, the proper assessment of the development of technical skills in 
the various art disciplines has been a topic of discussion. Visual arts education on university 



http://www.arts.ucmerced.edu/�

http://www.arts.ucmerced.edu/�
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campuses during the latter part of twentieth century reduced the importance of technique by 
embracing conceptual art. One of the missions of MAP is to deemphasize current trends in the 
art world, and to concentrate instead on giving each student the tools to develop his/her own 
relationship to art. 


The content of Media Arts Program (MAP) courses is designed to guide students to: 
 


1. Demonstrate understanding and acquisition of (through hands-on projects) the principal 
attributes and mechanics of art technique(s) in medium of choice  


2. Demonstrate enhancement of visual, aural, and physical perception and cognition through 
the acquisition of art technique 


3. Demonstrate the ability to communicate the aesthetic, historical, cultural, social and 
contemporary aspects of the medium(media) they are studying 


4. Express ideas through an art medium  
 
 


The Minor in Arts Program Learning Outcomes consist of the Global Arts Studies Program 
Learning Outcomes and the Media Arts Program Learning Outcomes. This is due to the fact that 
the pedagogical and curriculum goals of each Program are unique due to the difference in the 
content.  


Minor in Arts  


The Program Learning Outcomes were revised twice, first in fall 2009 and also in February 
2010.  The process of revision is described in Faculty Accreditation Report for Media Arts 
Program, pages 5-8. The Learning Outcomes listed below reflect the final revision. 


Students graduating with a Minor in Arts will be able to:     


1. Describe art works in technical or theoretical terms (GASP) 
2. Enlarge technical/theoretical vocabulary (GASP) 
3. Analyze art works (GASP) 
4. Be critically engaged with art works (GASP) 
5. Demonstrate understanding and acquisition of (through hands-on projects) the 


principal attributes and mechanics of art technique(s) in medium of choice (MAP 
6. Demonstrate the ability to communicate the aesthetic, historical, cultural, social and 


contemporary aspects of the medium(media) they are studying (MAP) 
7. Demonstrate the knowledge and application of certain traits that guide artistic 


creativity (MAP) 
8. Express ideas through an art medium (MAP) 


Media Arts Program  
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The revised (as of February 2010) Program Learning Outcomes for Media Arts Program and 
Arts Minor (MAP curriculum) are as follows: 


1. Demonstrate understanding and acquisition of (through hands-on projects) the principal 
attributes and mechanics of art technique(s) in medium of choice  


2. Demonstrate the ability to communicate the aesthetic, historical, cultural, social and 
contemporary aspects of the medium(media) they are studying 


3. Demonstrate the knowledge and application of certain traits that guide artistic creativity 
4. Express ideas through an art medium 


Part C: Evidence  


     


      1. Describe art works in technical or theoretical terms 


Global Arts Studies Program  


Assessment: locally developed exam in any GASP 00-99 course 


     2. Enlarge technical/theoretical vocabulary 


Assessment: locally developed exam in required (2) courses  


     3. Analyze art works  


Assessment: evaluation of short essays in required (1) course 


     4. Be critically engaged with art works 


Assessment: evaluation of senior thesis 


     Below, please find description of the type of evidence that will be gathered, how it will be 
analyzed, and how it will be used to improve student learning. Due to the fact that MAP has a 
multimedia curriculum, some PLOs may require more than one form of evidence gathering.  


Media Arts Program 


1. Demonstrate understanding and acquisition of (through hands-on projects) the 
principal attributes and mechanics of art technique(s) in medium of choice  


     As described above one of the missions of MAP curriculum is to deemphasize current trends 
in the art world, and to concentrate instead on giving each student the tools to develop his/her 
own relationship to art. In the view of this goal, the relative ability to acquire a particular 
technique has to be balanced against the student’s own vision and educational objectives. Thus 
an important component of the assessment of the relative success of teaching methods in 
technique acquisition has to be student’s reflective self-evaluation. The syllabi of most art 
technique courses include weekly critique sessions. The purpose of these is to engage students in 
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systematic self-reflection as well as in peer evaluation. Another common form of assessment is 
independent evaluation by practicing artists of each student’s end of semester portfolio or 
performance. This is an excellent way to assess whether the instructional goals are reached 
consistently and fairly. Technique acquisition usually requires a relatively close relationship 
between student and instructor (or “master” of a particular technique). This closeness may distort 
the instructor’s ability to be impartial. Outside reviewers invariable help faculty as well as 
students to develop better ways to assess whether particular methods in instruction of acquisition 
of technique are successful. 


a) Evidence I: For each MAP technique course, the individual instructor (under the 
guidance of FAO) developed a series of questions (designed appropriately for each 
medium) that were administered at the end of the spring semester 2009, as well as at the 
end of Summer Sessions 2009. Some of the questions required self-reflective responses. 
Some required short responsive statements, others were administered in multiple choice 
format. 


b) Analysis: The MAP ladder faculty member has collected evidence from each lecturer and 
visiting faculty member and has been in the process of compiling the data. The faculty 
has been asked to write: a short summary of what they learned from the assessment of 
PLO #1 process and how they plan to incorporate it into their future teaching, a short 
proposal for how to best document electronically their students’ learning process (i.e. 
students’ art work that documents the process of technique acquisition), and proposal for 
changes in the MAP Program Learning Outcomes. 


c) Use of Findings: The findings will be used to improve student learning in several ways. 
The narrative summary of the findings will be distributed to all lecturers and visiting 
faculty before the beginning of spring semester 2010. If appropriate, instructor will 
revise his or her syllabi.  
 


a) Evidence II: Outside reviewers (practicing artists) willing to participate in an end of the 
semester portfolio or performance review will be identified and scheduled to visit upper 
division MAP technique and practice course. Conversely, qualified reviewers unable to 
visit the campus will be able to access students’ work in electronic form. (It is believed 
that UC Merced IT is developing a way to archive student work electronically. This 
method is more cost effective). 


b) Analysis: Reviewers will be asked to fill out forms assessing (numerically) the extent to 
which each individual student portfolio or performance meet the PLOs stated goal. They 
will also have the opportunity to add a short narrative. The numerical assessments will be 
entered into spread sheet to be analyzed. A narrative summary will be produced.  


c) Use of Findings: The same methods as described above will be utilized. 
 


a) Evidence III: In some visual arts MAP courses the technical and artistic level of each 
student may be best assessed through pre-instruction and post-instruction projects 
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administered on first and last day of class. This method of assessment is most successful 
in the visual arts, in media such as painting, sculpture, photography and architecture.  


b) Analysis: Pre-instruction and Post-instruction projects have stronger pedagogical value if 
they are documented. Digital technology makes this process of documentation much 
more practical than it was in the past. MAP plans to set up a system in which paid student 
assistants will scan and photograph both the Pre-instruction and Post-instruction projects 
to be used for educational purposes. Students and faculty will both have artifacts visually 
documenting the level of each student’s achievement in a given course. Images will be 
kept on UCMCROPS and on the arts.ucmerced.edu website (signed permission form 
from each student to add the projects to the website is required.)  


c) Use of Findings: Pre-instruction and Post-instruction projects represent a very tangible 
assessment for the visual arts media. They are usually accompanied by student group 
critiques in which students are asked to reflect on their own achievement and the 
achievement of their peers over the course of the semester. When preserved they 
represent invaluable evidence of the success of various teaching methods. MAP plans to 
make these projects part of Evidence II (outside review by practicing artists) 
 


2. Demonstrate enhancement of visual, aural, and physical perception and cognition 
through the acquisition of art technique 
 


a) Evidence: For each MAP technique course, instructor (under the guidance of FAO) will 
develop a series of questions (designed appropriately for each medium). Some of these 
questions will require self-reflective responses. Some will require short responsive 
statements; others will be administered in the multiple choice format. 


b) Analysis: A narrative summary of evidence collected. 
c) Use of Findings: The same methods as described for PLO #1/Evidence I will be utilized. 


 
3. Demonstrate the ability to communicate the aesthetic, historical, cultural, social and 


contemporary aspects of the medium(media) they are studying 


 
a) Evidence: For each MAP technique course, instructor (under the guidance of FAO) will 


develop a series of questions (designed appropriately for each medium). Some of these 
questions will require self-reflective responses. Some will require short responsive 
statements; others will be administered in the multiple choice format. 


b) Analysis: A narrative summary of evidence collected. 
c) Use of Findings: The same methods as described for PLO #1/Evidence I will be utilized. 


 
4. Express ideas through an art medium  
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a) Evidence: Outside reviewers (practicing artists) willing to participate in an end of the 
semester portfolio or performance review will be identified and scheduled to visit every 
upper division MAP technique and practice course. Conversely, qualified reviewers 
unable to visit the campus will be able to access students’ work in the form of E-
Portfolios. (This method is more cost effective). 


b) Analysis: Reviewers will be asked to fill out forms assessing (numerically) the extent to 
which each individual student portfolio or performance meet the PLOs stated goal. They 
will also have the opportunity to add a short narrative. The numerical assessments will be 
entered into spread sheet to be analyzed. A narrative summary will be produced. 


c) Use of Findings: The same methods as described for PLO #1/Evidence I will be utilized. 


Minor in Arts  


The assessment of the Minor will include analysis of GASP and MAP Program Learning 
Outcomes as well as exit surveys of graduating students. 


Part D: Process 


GASP PLO YEAR ASSESSED 
#1Describe art works in technical or theoretical terms AY 2009-2010 
#2Enlarge technical/theoretical vocabulary AY 2010-2011 
#3Analyze art works AY 2011-2012 
#4Be critically engaged with art works AY 2012-2013 
#1Describe art works in technical or theoretical terms AY 2013-2014 
#2 Enlarge technical/theoretical vocabulary AY 2014-2015 
#3 Analyze art works AY 2015-2016 
#4 Be critically engaged with art works AY 2016-2017 
  
 


MAP will assess each of the PLOs during the academic year and summer session. They will be 
ready for discussion and implementation by the end of the subsequent semester. For example: the 
first PLO which was assessed during spring semester 2009 (and will be again assessed during the 
summer session) will be discussed with the faculty by the end of fall semester 2009.  


MAP PLO  YEAR ASSESSED 
#1 Demonstrate understanding and acquisition of (through hands-on projects) the 
principal attributes and mechanics of art technique(s) in medium of choice 


 
AY 2009-
2010 


#2 Demonstrate enhancement of  visual, aural, and physical perception and 
cognition through the acquisition of art technique 


 
AY 2010-
2011 


#3 Demonstrate the ability to communicate critically the aesthetic, historical, 
cultural, social and contemporary aspects of the medium(media) they are studying 


 
 
AY 2011-
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2012 
#4 Express ideas through an art medium AY 2012-


2013 
#1 Demonstrate understanding and acquisition of (through hands-on projects) the 
principal attributes and mechanics of art technique(s) in medium of choice 


 
AY 2013-
2014 


#2 Demonstrate enhancement of  visual, aural, and physical perception and 
cognition through the acquisition of art technique 


 
AY 2014-
2015 


#3 Demonstrate the ability to communicate critically the aesthetic, historical, 
cultural, social and contemporary aspects of the medium(media) they are studying 


AY 2015-
2016 


#4 Express ideas through an art medium AY 2016-
2017 


 


Minor in Arts  


Minor in Arts will be assessed ever year through parallel analysis of GASP and MAP Program 
Learning Outcomes 


2009-2010 GASP PLO #1 MAP PLO#1 
2010-2011 GASP PLO #2 MAP PLO#2 
2011-2012 GASP PLO #3 MAP PLO#3 
2012-2013 GASP PLO #4 MAP PLO#4 
2013-2014 GASP PLO #1 MAP PLO#1 
2014-2015 GASP PLO #2 MAP PLO#2 
2015-2016 GASP PLO #3 MAP PLO#3 
2016-2017 GASP PLO #4 MAP PLO#4 
Part E: Participants 


GASP 


ASSESSMENT PLAN ACTIVITY IMPLEMENTED BY: 
Evidence Collection Faculty Assessment Coordinator 


(FAC) 
Data Entry FAC 
Data Analysis  All faculty                                    


 
Dissemination of Results FAC 
Implementation of findings to improve student learning  All faculty 
 


MAP 


ASSESSMENT PLAN ACTIVITY IMPLEMENTED BY: 
Evidence Collection Faculty Assessment Coordinator 
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(FAC) 
All lecturers and visiting faculty 


Data Entry FAC 
Data Analysis Faculty Assessment Coordinator(FAC) 
Dissemination of Results FAC 
Implementation of findings to improve student 
learning  


All faculty 


 


Part F: Minor 


All GASP PLOs and MAP PLOs apply to the Arts Minor and will be assessed according to 
guidelines listed above and will be assessed accordingly.  


Part G: Evaluation with WASC Rubric 


Comprehensive List  The list of Program Learning Outcomes is highly developed and 
encompasses the student learning appropriate for the curriculum offered and according to 
disciplinary standards generally observed. Faculty members have agreed on the criteria for the 
assessment and have incorporated assessment into their teaching. 


Assessable Outcomes  The Assessable Outcomes are developed, however they need refining in 
the area of precise definition of demonstrable learning which is affected by challenges in the area 
of institutional support.  


Alignment  The opportunities for students to learn and to acquire increasing sophistication with 
respect to each outcome are emerging. The complexity of the task of aligning the pedagogy, 
grading, and curriculum with the existing resources (both in regards to faculty and facilities) 
have affected the advancement of this rubric.  


Assessment Planning  The Program has a developed multi-year assessment plan that identifies 
when each outcome will be assessed. However, the future of this plan is uncertain due to the 
challenges in the area of institutional support.   


Student Experience  This rubric is emerging. Students have some knowledge of program 
outcomes but there is no formal and fully functioning communication of the Program Outcomes. 


 


                       SECTION III: ALIGNMENT OF INSTITUTIONAL AND 
             PROGRAMGOALS/OUTCOMES-FOR GASP, MAP AND ARTS MINOR 
 
Part A: Program and Institutional Goals/Outcomes 


Media Arts Program revised PLO Alignment with the UC Merced Eight Guiding Principles of 
General Education is as follows (all courses satisfy the Minor requirements): 
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MAP 
PLOs 


Scientific  
Literacy 


Decision 
Making 


Communication Self 
& 
Society 


Ethics 
& 
Responsibility 


Leadership 
& 
Teamwork 


Aesthetic  
Understanding 
& 
Creativity 


Development 
Of 
Personal 
Potential 


#1  X    X X X 
#2   X X X  X X 
#3  X X X X  X X 
#4  X X X X X X X 
 


MAP 
PLOs 


Media Arts Program PLO Alignment with the UC Merced Eight Guiding Principles of General 
Education 


Scientific  
Literacy 


Decision 
Making 


Communication Self 
& 
Society 


Ethics 
& 
Responsibility 


Leadership 
& 
Teamwork 


Aesthetic  
Understanding 
& 
Creativity 


Development 
Of 
Personal 
Potential 


#1  X    X X X 
#2   X    X X 
#3  X X X X  X X 
#4  X X X X X X X 
 


PLOs 


Arts Minor PLO Alignment with the UC Merced Eight Guiding Principles of General Education 


Scientific 
Literacy 


Decision 
Making 


Communication Self & 
Society 


Ethics & 
Responsibility 


Leadership 
&Teamwork 


Aesthetic 
Understanding 
& 
Creativity 


Development 
Of 
Personal 
Potential 


GASP  
#1 


 X X X X X X X 
GASP  
#2  X X X X X X X 
GASP  
#3  X X X X X X X 
GASP  
#4  X X X X X X X 
MAP 
#1 


 X    X X X 
MAP 
#2   X    X X 
MAP 
#3  X X X X  X X 
MAP 
#4  X X X X X X X 


 


Part B: Program and School Goals 


 


Global Arts Studies Program PLO Alignment with the School of Social Sciences, Humanities 
and Arts Educational Mission (as described on SSHA Website) 


GASP PLOs Study Diverse 
Realities  


Research Social  
Institutions 


Understand the 
By Examining  


Use the Latest      
Technology 


 Appreciate    
Diverse 
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&Complex 
 Social Issues 


&Cultural Systems &  
Their Impact 


Its Past & Exploring 
Its Future 


To Investigate 
Human Thought, 
Behavior & 
Interactions 


GASP 21 X X X  X 
GASP 34 X X X X X 
GASP 135 X X X X X 
GASP 141 X X X  X 
 


 


Media Arts Program PLO Alignment with the School of Social Sciences, Humanities and Arts 
Educational Mission (as described on SSHA Website) 


MAP PLOs Study Diverse 
Realities  
&Complex 
Social Issues 


Research Social  
Institutions 
&Cultural Systems &  
Their Impact 


Understand the 
World By Examining  
Its Past & Exploring 
Its Future 


Use the Latest      
Technology 
To Investigate 
Human Thought, 
Behavior & 
Interactions 


 Appreciate    
Diverse 
Cultures by 
Learning  
About and  
Taking part in  
Their Creative 
Expressions 
 


#1 x   x  
#2 x     
#3 x x x  x 
#4 x x x  x 
#5   x  x 
#6    x x 
#7    x x 
#8      
 


C: Program and Course (Student) Learning Outcomes 


GASP 


All GASP courses satisfy the Minor requirements and include PLO alignment. 


Program Learning Alignment between Media Arts Program learning Outcomes and courses 
offered (all courses satisfy the Minor requirements) 


MAP 


  Media Arts Program revised PLO Alignment with Media Arts Courses is as follows (all courses 
satisfy the Minor requirements):              
                       
Arts Course# PLO #1 PLO #2 PLO#3 PLO#4 
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001A X X X X 


002A X X X X 


002B X X X X 


002C X X X X 


002D X X X X 


003 X X X X 


003B X X X X 


004A X X X X 


004B X X X X 


005A X X X X 


009A X X X X 


010  X X  


012  X X  


015  X X  


020 X X X X 


021 X X X X 


023 X X X X 


026A X X X X 


027B X X X X 


036 X X X X 


042A X X X X 


070 X X X X 


071 X X X X 


101  X X  
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102  X X  


103  X X  


104 X X X X 


115 X X X  


121A X X X X 


129 X X X X 


150 X X X X 


159 X X X X 


170 X X X X 


171 X X X X 


180 X X X X 


181 X X X X 


183 X X X X 


190 X X X X 
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ADDENDUM:  Summary of Assessment Plan Revisions 
 
 The history program is satisfied with the PLOs that we established, and do not 


have any plans to revise them at the moment.  We are, however, planning to change the 


rubric by which we engage in assessments.  Finally, we will collect evidence (senior 


theses) in May and engage in the assessment in the summer or at the beginning of Fall 


Semester. 


ADDENDUM:  ABSTRACT DESCRIBING ASSESSMENT PLAN UPDATES 


 As stated above, the history program spent a great deal of time developing its five 


PLOs and is satisfied with them.  We plan on two overall changes:  (1) Change the rubric 


we use to something that is more easily assessable, as we felt that the last rubric was too 


broad, and (2) collect evidence (senior theses) in May and engage in the assessment in the 


summer or at the beginning of Fall Semester. 


 
SECTION I: PROGRAM DESCRIPTION - MAJOR AND/OR MINOR 


 
A searching, open-ended, and skeptical spirit of inquiry animates the 


contemporary historical profession and shapes both our research and our teaching.  As 


scholars and teachers we believe that the goal of history education goes beyond the desire 


to impart to our students a fixed body of historical knowledge.  By its very nature, 


historical knowledge on any given subject is never fixed, but rather open to continuing 


acts of discovery and redefinition.  This reflects not simply the process of unearthing 


previously hidden historical evidence, but also the fact that historians are constantly 


reexamining our understanding of what constitutes such evidence.  Consequently, it is 


impossible to fix and standardize the production or dissemination of historical 
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knowledge.  Given the constantly evolving nature of our work, a spirit of open and 


critical inquiry--the lifeblood of the historical profession--is essential.  Therefore, our 


major seeks to develop the habits of historical thinking that students can use throughout 


their lives. 


The UC Merced history faculty have developed strengths in three relatively new 


and rapidly evolving areas of the discipline: world history, focusing on cross-cultural, 


comparative and global approaches to the past; recent American history, emphasizing the 


history of the Cold War; and public history, examining the presentation, representation 


and preservation of the human record in museums, heritage sites, digital media, and civic 


discourse. 


A knowledge and understanding of history is useful in a wide variety of 


professions and career paths.  The ability to collect, analyze, and present the evidence 


behind a persuasive argument, whether verbally or in writing, is recognized as an 


essential skill in law, business, and diplomacy – and, indeed, in life itself – for, as 


Thucydides wrote many centuries ago, the study of history is of value to any “who desire 


an exact knowledge of the past as an aid to the interpretation of the future. . . .”   


The leading professional organization in the discipline, the American Historical 


Association, has developed a publication entitled Careers for Students of History.  


Targeted at students graduating with BAs in history, this publication presents an 


optimistic picture of the opportunities for graduates.  The authors suggest that History 


BAs may find employment related to their degrees in schools;  museums; editing and 


publishing; archives; historic preservation; federal, state and local agencies;  and as 


consultants and contractors. 
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For students who wish to go to graduate school, History, with its emphasis on 


research, writing, and argumentation, as well as knowledge about this past, is well known 


as an excellent preparation for law school.  Students who wish to go to graduate school in 


history can select from dozens of existing doctoral programs throughout North America 


alone. 
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SECTION II: ASSESSMENT PLAN – MAJOR AND/OR MINOR  
 
Part A: Timeline & Goals 
 
We will implement one of our Program Learning Outcomes each year.  Our goal 


is that by the end of a five-year period, we will have gone through each of our PLOs, 


assessed the learning outcomes, and be able to plan another five-year program.  


Part B: Outline of PLOs 
 


We plan to publish our Program Learning Outcomes on our History Program 


website, where current and prospective students, and other stakeholders, will have easy 


access to this information.  The History program website will be up and running by 


March, 2009.   Furthermore, course syllabi will have individual learning outcomes on 


them, which relate to our Program Learning Outcomes.    


Program Learning Outcomes 


Upon successful completion of the History major, students will be able to: 
  
(1) Recognize the processes by which societies, cultures, and institutions change over 


time 


(2) Describe particular historical developments and explain their wider historical context  


(3) Critically read, analyze, and synthesize primary and secondary sources 


(4) Use methods of narrative and analysis appropriately for communicating historical 


phenomena 


(5) Identify the various contexts that shape the construction and use of historical sources 


and knowledge. 
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Part C: Evidence 


In all courses, instructors will have students submit all papers through the UCM 


Crops site to provide a record of student work.  Similarly, student theses will be 


submitted electronically.   Final exams will be kept on file.   Each year a sample of 


documents relevant to that goal (usually taken from both lower division and upper 


division courses) will be chosen for analysis. 


In order to perform the analysis, the faculty will develop a set of rubrics that 


indicate the qualities associated with student work at different levels.   Sample documents 


will be used for norming purposes.  Evidence to be gathered and examined for each PLO 


is as follows: 


Outcome (1):  Short papers and projects, analytical papers and projects, and exams 


Outcome (2):  Short papers and projects, analytical papers and projects, exams, senior 


thesis 


Outcome (3): Short papers and projects, analytical papers and projects, exams, senior 


thesis 


Outcome (4):  Short papers and projects, analytical papers and projects, exams, internship 


projects, reports, and presentations 


Outcome (5): Short papers and projects, analytical papers and projects, exams, internship 


Analysis of Data 


Data will be analyzed by a sub-committee of history faculty members who will 


interpret the evidence through evaluating samples of the types of evidence listed above.   
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Use of Findings 


We expect to use our findings to improve student learning in numerous ways.  


These include, but are not limited to, improving the assessment process, improving our 


curriculum, examining curriculum content, examining skill development, stimulating 


faculty discussion, and re-examining our PLOs. 


Part D: Process 
 
A brief plan for each year’s assessment for student achievement of each PLO is as 


follows: 


Year 1 PLO #1. Evidence will be collected in March, data will be analyzed in April, 


results disseminated on our website and findings begin to be implemented for the 


following year in May. 


Year 2 PLO #2.  Evidence will be collected in March, data will be analyzed in April, 


results disseminated on our website and findings begin to be implemented for the 


following year in May. 


Year 3 PLO #3.  Evidence will be collected in March, data will be analyzed in April, 


results disseminated on our website and findings begin to be implemented for the 


following year in May. 


Year 4 PLO #4.  Evidence will be collected in March, data will be analyzed in April, 


results disseminated on our website and findings begin to be implemented for the 


following year in May. 


Year 5 PLO #5.  Evidence will be collected in March, data will be analyzed in April, 


results disseminated on our website and findings begin to be implemented for the 


following year in May. 
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Part E: Participants 
 
Participants involved in implementing our assessment plan are as follows: 


Evidence collection:  All those who teach undergraduate history courses at UC Merced. 


Data analysis:  A subcommittee of history faculty members will analyze the data. 


Dissemination of results: Our history program webmaster will upload our results on our 


history website. 


Implementation of findings:  All those who teach undergraduate courses at UC Merced 


will implement the findings to improve student learning.   


Part F: Minor 


We expect the same learning achievements for our minors as our majors, and 


minors will be assessed the same way as our majors.  The minor in history requires two 


lower division history courses and four upper division history courses.  There are no 


restrictions on course distribution, and there are no required induction or capstone 


courses.  A student who has taken four upper division history courses will have a 


Developed understanding of the Learning Outcomes for the program, but will not have 


achieved the Mastery expected of majors. 


Part G  WASC Rubric for Assessing the Quality of Academic Program Learning 


Outcomes 


Comprehensive list:  Highly Developed.  Our list of PLOs is comprehensive and 


encompasses the broad scope of student learning we expect from our majors, and our 


faculty have agreed on explicit criteria for assessing students’ level of mastery of each 


outcome. 
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Assessable outcomes:  Developed.  While our faculty have agreed on explicit criteria 


statements, such as rubrics, and we have identified examples of student performance at 


varying levels for each outcome, we feel that our rubrics could use some improvement. 


Alignment:  Developed. The history curriculum is designed to provide opportunities for 


students to learn and to develop increasing sophistication with respect to each outcome. 


We are reworking the capstone course and talking about ways in which to rework our 


lower division survey course in order to allow students to become increasingly 


sophisticated in their use of historical method and expression.  


Assessment planning:  Developed. Our program has a clearly stated, multi-year 


assessment plan that identifies when each outcome will be assessed. Our plan includes 


sections on analysis and implementation of improvements. Indeed, we have already 


started such activity. 


Student experience:  Developed. Our students have a good grasp of program outcomes, 


due to the fact that outcomes are included in all of our syllabi and are readily available in 


the catalog and on our web page. 


 
SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM 


GOALS/OUTCOMES –MAJOR AND/OR MINOR 
 


Although the history program addresses nearly all of UC Merced’s eight guiding 


principles in various ways, history is uniquely suited to address directly three of the eight 


principles:  decision making, communication, and self and society.   History as an 


academic discipline teaches students to examine evidence--in our case, documentary or 


other evidence from the past--and learn how to use that evidence in a critical fashion in 


Part A: Program and Institutional Goals/Outcomes 
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order to understand that past.  In other words, we teach students to be good critical 


thinkers.  Although these skills have an immediate use in the field of history, they extend 


way beyond classroom learning. Learning to read a primary source in historical context, 


for example, will help students read a newspaper, watch the evening news, or read a 


website in a critical fashion.  This in term will allow them to make their own independent 


and reasoned decisions. 


In addition to critical thinking, history teaches effective written communication.  


All of our history courses include required written assignments, and instructors critique 


that writing for its effectiveness both in terms of language and content.  Students in the 


history program have the opportunity to write a variety of pieces ranging from long 


research papers as part of the senior thesis requirement to short critical analyses of 


primary sources.   


The study of history is the study of the human past in all of its richness and 


diversity.  The UC Merced program provides both depth, in examining the history of a 


particular nation, for example; and breadth, in our world history and thematic courses 


which take a comparative approach.  


Finally, the UC Merced history program places a great deal of emphasis on 


student-centered research.  Many of our courses, ranging from the introductory level to 


our upper-division courses, require student research papers.  Indeed, implicit in our 


program learning outcomes is the goal for students to be able to engage in research and 


communicate the results of that research in a meaningful way.  Several of our advanced 


courses, such as History 191, which all history majors must take, requires students to 


write a lengthy research paper on a topic of their choice with faculty guidance.       
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Table I: A curriculum map representing the alignment between the History Program 
Learning Outcomes and the Eight Guiding Principles of General Education. 


 


PLOs 


Scientific 
Literacy 


Decision 
Making 


Communi- 
cation 


Self  
&  


Society 


Ethics  
& Respons- 


ibility 


Leadership  
&  


Teamwork 


Aesthetic 
Understandin


g  
Creativity 


Development  
of 


Personal  
Potential 


1  X X X X   X 


2  X X X X   X 


3  X X X X   X 


4  X X X X   X 


5  X X X X   X 


 
 


 


Course 


Part C: Program & Course (Student) Learning Outcomes 
 
The curriculum map below addresses the question as to how our curriculum 


supports our Program Learning Outcomes. 


 


 


 


Table II:  Curriculum Map 
  


Outcome 1 Outcome 2 Outcome 3 Outcome 4 Outcome 5 
5 I I I I I 
10-11 I I I I I 
16-17 I I I I I 
20-21; 30-31 I I I I I 
60 I I I I I 
70-71 I I I I I 
90x I I I I I 
95 I I I I I 
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98 I I I I I 
99 I I I I I 
100 D D D D D 
108; 109 D D D D D 
111 D D D D D 
117-120 D D D D D 
120 D D D D D 
124 D D D D D 
130 D D D D D 
132 D D D D D 
134-135 D D D D D 
139 D D D D D 
150 D D D D D 
165 D D D D D 
170 D D D,  D D 
172 D D D D D 
179 D D D D D 
191 M M M M M 
193 M M M M M 
194 M M M M M 
195 M M M M M 
198 M M M M M 
199 M M M M M 
I=Introduction, D=Develop, M=Mastery at a level appropriate for graduation 
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Summary of Proposed Revisions: 


Given that Literature and Cultures has merely piloted one rubric, it is premature to make changes 


to the plan.  However, this report proposes some changes for faculty consideration; other 


proposed changes may be added after we run our first full assessment in May, 2010.  After 


revising these proposed revisions in May, the FAO will forward the proposal to the LIT faculty 


for consideration.  Ideally, the faculty will be able to agree to changes through an electronic 


discussion and will be able to implement the changes for next semester.  If the changes prove 


controversial and require a meeting, we will delay implementation.  Please notice that the 


proposed changes entail one addition to the structure of the major (pp ___, in blue) and require 


minor changes in course assignments, especially in upper-division courses. 


1) Delete any reference to spoken presentation in any PLO and delete the fifth PLO as a 


separate outcome.  The current lack of a platform for portfolios means that it will be 


inordinately difficult to collect direct evidence of student abilities in oral presentation.  


Thus, we will use only written work as direct evidence of student achievement.  The 


experience of developing and using a rubric on the first PLO suggests that the quality of 


the writing is inseparable from the quality of the content.  Thus, assessment of any PLO 


will also entail an assessment of the fifth PLO.   


2) Add portfolio requirements to each syllabus.  Without a stable portfolio program in 


CROPS, it will be more difficult to collect and organize direct evidence.  Students will 


have to maintain their portfolios independently, and since these will not be on an 


accessible platform, faculty will have trouble ensuring student progress on portfolios.  


Thus, students will need to be told explicitly in each class to maintain their portfolios, 
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and a brief portfolio review will have to be required as well.  It may be necessary to work 


portfolio requirements into the advising system, too.   


3) In each upper-division course other than LIT 100, require a long (at least 15 pages) 


paper.  Preliminary review of senior projects shows that students have not had enough 


experience with longer essays to be able to handle the more complex rhetorical and 


argumentative structures necessary to a paper of fifteen pages or more.  


4) Require in LIT 100 and LIT 190 submission of at least one paper in draft and final form 


for use in portfolio.  In order to evaluate student mastery of intellectual and rhetorical 


skills, we need to be able to evaluate how well they use processes of intellectual and 


rhetorical engagement.  The best way to measure such engagement is to look at how a 


student develops an essay in the transition from draft to final form. 
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SECTION I: PROGRAM DESCRIPTION - MAJOR AND MINOR 


The Literatures and Cultures programs (both major and minor) seek to ensure both that 


students understand the basic notion of cultural production and reception, and that they are, 


through a variety of courses, familiarized with the relationships between society and literature, 


between reading and thinking, and between self and societal forms of expression.   


Literary study asks questions of history and culture, of gender and minority thought and 


discourse.  In these ways, our program is of a piece with current practices and trends in literary 


studies.  We differ in that we are not carrying legacy practices from the twentieth century and so 


we unabashedly name our program Literatures and Culture, insisting that our students do not see 


the study as a simply an exercise in aesthetics without connecting that study to the larger 


intellectual and ethical worlds, and that students do not see literature as bounded by nation or 


language.  While we currently have faculty to provide courses only in English or Spanish, we do 


not separate these into two majors.  Furthermore, our faculty encourage our students to envision 


the study literature and as a profoundly interdisciplinary task, not simply combining textual with 


contextual study, but also looking at literature through lenses such as those provided in fields like 


cognitive science, museum studies, information science, environmental studies, etc.   


In addition to adhering to the UC Merced and School of Social Science, Humanities and 


Arts requirements, the Literature and Cultures major, B.A., will require the following:  


A. Lower Division Major Requirements


1.  Two Lower Division survey courses, LIT 20/21, 30 /31, 40/41, or 50/51, (preferably within a 


sequence)  


2.  Two additional Lower Division LIT electives  


 [16 units]: 
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B. Upper Division Major Requirements [20 units]: 


1.  LIT 100 (Engaging Texts: Introduction to Critical Practice)  


2.  LIT 190 (Senior Project)   


3.  At least three Concentration-Specific Upper Division Courses, as listed in “Concentrations” 


[12 units]  


C. Language Requirements [8 – 16 units]:  


1.  Literature of the English Speaking World (at least 2 semesters of college level foreign 


language)  


2.  Literature of the Spanish Speaking World (at least 4 semesters of college level Spanish)  


 


Breadth Requirement


Concentrations  


 [8 units]  


     Two non-Literature courses from within the student’s chosen concentration (outlined below). 


These be may either upper- or lower-division courses. Temporary exception: Literature of the 


Spanish-speaking world gives students the choice of taking two non-literature courses in Latin 


American or US Latin culture, or two upper-division courses either in Peninsular or Hispanic 


Transatlantic cultures or literatures.  


             Within the broad requirements outlined above, students are expected to choose a 


concentration. All required courses for the concentration count toward fulfilling the 52-60 units 


for the major. Students may take additional literatures and cultures courses within their 
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concentration or in another concentration (if qualified). Currently, two concentrations are 


available:  


 


Literatures of the English-speaking World :  


Two lower-division literature survey courses (LIT 30, 31 or LIT 40, 41);  


Three upper-division courses in American Literature or British Literature (LIT 120, 130, 131, 


133, 135, 165, 167, 168, 169, 180, 181, 183);  


Two non-Literature classes exploring indigenous, colonial, or post colonial identity and life in 


the U.S. or Great Britain (such as HIST 16 and 17, ARTS 120, ANTH 125). For a complete list 


of applicable courses, see the Literature web site);  


Two semesters of Foreign Language (any language).  


 


Literatures of the Spanish-speaking World :  


Lower-division Hispanic Literature (LIT 50, 51);  


Three upper-division courses in Peninsular, Transatlantic, Latin American or US Latino 


literatures (such as LIT 120, 150, 151, 152, 153, 155,156, 157,158,159,167, 168, 169). In at least 


two of these three courses the language of instruction must be Spanish;  


 


Two non-Literature courses that will inform the student’s understanding of the Latin American 


World or US Latino (such as SPAN 100, SPAN 101, LIT 155, LIT 158); or Two Peninsular or 


Transatlantic literature upper division courses;  


Four semesters of Spanish language (not those used to fulfill breadth requirement).  
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  These two formally constituted concentrations engage three overlapping interdisciplinary 


areas, each of which can be understood as a distinct geographic, intellectual, linguistic, and 


aesthetic territory, and which can also be studied in relation to the others. Literatures and 


Cultures of the Hispanic World focuses on Mexico and the U.S., South and Central American 


countries and European countries such as Spain and Portugal; and Literatures and Cultures of the 


English speaking world emphasizes literatures, both oral and written, produced within the United 


States and England, but also encompasses geographic terrains such as Australia and South 


Africa.  


The concentration in Literatures and Cultures of the Spanish-speaking World has global 


reach and interest. It will include Peninsular, American, African, and Asian literatures in 


Spanish, as well as a Portuguese component.   It also includes a less comparative element for 


those wishing to focus on colonial and/or indigenous texts. Courses in this area will be taught in 


Spanish (with some eventually in Portuguese), and they will also be available to students 


interested in cultural and linguistic proficiency in Spanish.  


The Literatures and Cultures of the English-speaking World concentration also has global 


reach and interest, and includes indigenous, colonial, and postcolonial literatures. This would 


also include foci on American regional literature and environmental literature, drawing on UC 


Merced’s opportunities to develop programs in literature of the Great Central Valley, California 


literatures, and the literature of Yosemite, and other national parks. Literatures and Cultures of 


the English-speaking World assumes an inherent relationship between language and culture, and 


will therefore include a linguistic component.  
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Additionally, a third area is encompassed by an overlap both geographical and cultural, 


and comprises courses students take within both concentrations. This area of study, Literatures 


and Cultures of the Americas, will enable a bold hemispheric approach, exploring commonalities 


and differences between native and postcolonial cultures in North America, Central America, 


South America, and the Caribbean. This broad multilingual, multicultural area is seldom studied 


in all its complexity, as more traditional programs tend to focus on specific linguistic or 


geographic areas. Overall, UCM's highly comparative approach to literature enables the 


interdisciplinary training of students in literature, cultural studies, theory, and comparative 


studies, while allowing us to address the school's goal of exploring both the world at large and 


the immediate community. All these emphases will contribute significantly to studies of gender, 


ethnicity and culture, and they will enable comparative studies of issues such as diaspora, 


globalization, discrimination, nativism, gender roles, and other social phenomena. 


Students interested in a concentration other than those listed above (such as, for example, 


a thematic concentration in gender or race or a geographical concentration in US literature or 


Literature of the Americas) may submit a petition with a proposed list of courses that would 


constitute their concentration.   


 


Language Requirement  


Students within the Literature and Culture major must complete at least one year of a college-


level language other than English or demonstrate the equivalent. Students in the Literature of the 


Spanish-Speaking World concentration must complete at least two years of college-level 


Spanish. This requirement may be satisfied either through the completion of language courses at 
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UCM with a grade of C- or higher or through completion of approved college level foreign 


language with a C- or higher. Heritage language speakers and others who have not taken 


qualifying examinations or completed academic coursework should speak to the Foreign 


Language Coordinator about demonstrating proficiency equivalent to the requirement.  


 


Portfolio Requirement:  Each student will maintain a portfolio to document his/her learning in 


the major. The portfolio will be subject to regular revision and will be essential to the completion 


of LIT 190: Senior Project.  In LIT 190, each student will select a number of documents that best 


show development in the major and will write an essay explaining what the documents show.  


Each portfolio will include at least: 


• One writing sample from a lower division course, preferably from one of the survey 


courses (LIT 20, 21, 30, 31, 40, 41, 50, 51) 


• One writing sample from LIT 100 


• One writing sample from an upper-division seminar 


• The senior project, including drafts with instructor’s comments (and with peer comments 


if available) 


• One sample from a course that fulfills the breadth requirement in the major 


• Three other samples from any LIT classes. 


• A reflective essay explaining what the samples reveal about the student’s learning.   


• At least two of these samples must include a preliminary draft along with the completed 


paper. 


Requirements for the Minor 
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The minor in Literatures and Cultures will draw on the major as follows: 


1. To complete a Literature and Cultures minor, students must complete a minimum of five 


Literature courses, at least four of which must be upper division. While the major 


requires a field of concentration, the minor may be drawn from all Literature and Culture 


offerings.  Students are encouraged to develop a focus in consultations with faculty and 


with SSHA advising staff. 


2. All courses must be taken for a letter grade.  


a. An exception can be made for one course with written permission from faculty. 


3. A minimum overall grade point average of 2.0 (C) in upper division courses is required.  


4. At least three of the five required courses must be taken at UC Merced.  


5. Only one course may be used simultaneously to satisfy requirements for two minors.  


6. Only one course may be used to satisfy both a minor and a major requirement. 


EXPERIENTIAL LEARNING 


Student research is a fundamental part of our program.  Each major must complete a 


senior project.  These are not restricted to traditional exegetical research; students may also 


develop projects that apply research or that engage cross-disciplinary research.  Regardless, the 


requirement forces students to engage actively in analysis and in the production of culture.  We 


also encourage undergraduate research presentations, both in undergraduate research journals 


and at conferences.  Students also participate in collaborative research with faculty.  


We also encourage other kinds of experiential learning, especially service learning in 


such ways as organizing cultural events, film series, speaker series, ethnic arts celebrations, and 


community outreach programs.   







 11 


Support for these kinds of service learning comes either financially or in course credit.  


Service-learning can be supported through internships.  Research can also be supported by 


course credit.   Funding is available through faculty research accounts, through grants, through 


SSHA’s undergraduate research fund, and through the Humanities Center.  Funds have been 


used ad hoc to support conference travel and on larger scale through salary for research 


assistance.   


PREPARATION FURTHER EDUCATION AND PROFESSIONAL LIFE: 


Literary study has long supported the careers of university graduates.  The skills 


developed in writing, critical thinking, problem solving, and inter-cultural awareness are in 


strong demand throughout the business and professional worlds.  Indeed, even medicine has 


recently discovered that physicians often diagnose better and get better patient compliance by 


interpreting patients’ stories.1


                                                 
1 See, for instance,  Chatwin J., “Patient narratives: a micro-interactional analysis,” Commun Med. 2006;3(2):113-
23;  Haidet P, Kroll TL, Sharf BF, “The complexity of patient participation: lessons learned from patients'  illness 
narratives,” Patient Educ Couns. 2006 Sep;62(3):323-9; Borges S, Waitzkin H, “Women's narratives in primary care 
medical encounters,” Women Health. 1995;23(1):29-56;  Gaydos HL., “Understanding personal narratives: an 
approach to practice,” J Adv Nurs. 2005 Feb;49(3):254-9. Eggly S., “Physician-patient co-construction of illness 
narratives in the medical interview,” Health Commun. 2002;14(3):339-60; Shapiro J, Ross V. “Applications of 
narrative theory and therapy to the practice of family medicine,” Fam Med. 2002 Feb;34(2):96-100.  
 


   The major will serve primarily those students who are interested 


careers in law, government, education, publishing, advertising, and such obviously cognate 


fields, and those who want to pursue advanced degrees in English, Spanish, Comparative 


Literature, Ethnic Studies, Gender Studies, Chicano studies, etc.   The minor will serve students 


who, while pursing scientific, technical or professional degrees, recognize the need for a 


complementary skill set and knowledge base to use as they develop their careers.  
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SECTION II: ASSESSMENT PLAN – MAJOR  MINOR   


 


Part A: Timeline & Goals 


Summer 2010—develop infrastructure for electronic portfolios 


Fall 2010—begin having all majors and minors establish and maintain electronic portfolios.  


May 2010 and every year thereafter—assess the first four outcomes in order, according to 


rubrics, with evaluation of the fifth embedded in each of the other four.   


 


We will look both for absolute achievement of these outcomes and for improvement in 


student work over time. Level of achievement will be judged by rubrics for each outcome. 


While much assessment right now is designed simply to encourage faculty to use 


pedagogies of engagement, our discussions suggest that we are all aware of and practicing such 


pedagogies, in concert with our personal styles.  Our main interest is to explore the degree to 


which students learn skills of literary and cultural analysis in a linear fashion or recursively.   


The principle of lower and upper division classes suggests that there is a flow from stage to stage 


and that cohorts of students moving through a curriculum will acquire skills and knowledge more 


or less together.  On the other hand, studies of writing pedagogy often show that students learn 


recursively, with a slow accretion of abstract meta-principles developed through trial and error in 


a variety of contexts.  In this sense, sequencing is not linear; development will proceed in 


complex social contexts with different students at different levels, regardless of cohort or 


sequence.  Our curriculum should be based on the optimum balance between sequence and 


recursion.   
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To find this balance, we’ll be assessing student work first according to models of 


intellectual and ethical development.   If any of several models—including those of Bloom, 


Perry, Gilligan, Kohlberg, Dreyfus & Dreyfus2—adequately describe student learning in literary 


study, then we should see clear development of skills and of ethical, aesthetic and intellectual 


outlooks toward a clear end.  If, as is the case with writing instruction, we see a recursive 


process, with students gaining abilities on one measure only to have to begin nearly again with 


radically different kinds of assignments, or if we find that more complex questions return 


students to earlier “stages” of development, or if we find that there are few or different clear 


stages when working with the complex questions of humanistic understanding and outlook, then 


we will adjust our curriculum accordingly.3


Literature and literary criticism are significant parts of an ages old, continuing 


conversation about what it means to be human and what value humanity has.  Unlike scientific or 


social scientific approaches to this conversation, literary discourse emphasizes the particular in 


  What we learn will help us shape what we expect in 


our lower division surveys, our required methods course, in lower-division electives, in upper-


division courses, and in the senior project.  Depending on resources (the ability to use graduate 


students as readers and the ability of the CRTE to help us find and/or develop rubrics) we may 


use multiple rubrics for each assessment, basing the rubrics on different models of intellectual 


development.   


 


Part B: Literature and Culture learning outcomes: 


                                                 
2Benjamin Bloom, Taxonomy of Educational Objectives (1956); W.G. Perry, Forms of Intellectual and Ethical 
Development in the College Years (New York: Holt, 1970); Laurence Kohlberg, The Development of Modes of 
Thinking and Choices in Years 10 to 16, (Ph. D. dissertation, University of Chicago.1958);  Carol Gilligan, In a 
Different Voice: Psychological Theory and Women’s Development  (Cambridge: Harvard UP, 1982);  Hubert & 
Stuart Dreyfus, Mind Over Machine (New York:  Free Press, 1982). 
3 In this event, we could use Mary Belenky et al, Women’s Ways of Knowing (New York: Basic Books, 1986) and 
Bent Flyvbjerg, Making Social Science Matter: Why Social Inquiry Fails and How It Can Succeed Again 
(Cambridge: Cambridge UP, 2001) to help us to construct alternate assessment rubrics.   
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the dialogue between particular and universal.  It always arises out of specific times, places, and 


cultural traditions, and it often gives powerful voice to cultural differences and individual 


differences against the backdrop of larger, homogenizing forces.  Moreover, literature has 


traditionally fore-grounded questions of value over questions of definition, or rather, sees 


questions of value as central to the definition of humanity itself. 


The study of literature enables one to engage this conversation richly, both for personal 


development and for the ability it gives one to be a responsible agent in the many societies each 


person inhabits.  Moreover, literary study gives one insight into how cultures operate in such a 


way as to facilitate ethical cross-cultural interactions.  Literary study facilitates such agency by 


teaching readers how to inhabit and then critique literary artifacts, and then to apply the complex 


understanding—an understanding that engages intellectual, ethical and aesthetic faculties—that 


arises from the shift between inhabiting and critiquing. 


The successful student majoring in Literature and Cultures will be able participate in this 


larger conversation.  More specifically, the successful student will be able to: 


• Interpret texts with due sensitivity to both textual and contextual cues; 


• Appreciate the aesthetic qualities of texts and the cultures from which they’re drawn; 


• Judge the ethical value(s) of texts and contexts; 


• Apply interpretive strategies developed in literary study to other contexts; 


• Articulate, cogently and with sensitivity to context, in both speech and writing, her/his 


interpretations and evaluations. 


 


These outcomes and their rationale will be published on the SSHA website and the Literatures 


and Cultures Website by the end of the 2008-2008 Academic Year.  
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Parts  C-E: Evidence, Process, Participants 


We will use direct evidence of student learning by using student portfolios in assessing each 


of our program learning outcomes.  Portfolios will contain some work chosen by students and 


some work identified by faculty as required.4


A committee of three


  Among these latter with be the senior thesis and a 


reflective essay, both to be developed in the senior year for LIT 190.  Each piece of writing will 


be accompanied by a copy of the assignment for which it was written.  


5


• Interpret texts with due sensitivity to both textual and contextual cues. 


 will use a random sample of portfolios, evaluating a group of 


artifacts by rubrics developed for each outcome.  The artifacts will include work from lower- and 


upper-division courses, with specific material from LIT 100, and, from LIT 190, both the senior 


thesis and a reflective essay.  See section A, supra, for how we will use the data to improve 


curricular structure, and thus student learning. 


Specifics on assessing each outcome follow: 


We will use holistic grading, evaluating on a scale of 1-5 (5=highest level of achievement) those 


pieces of writing that require interpretation.  The amount of textual and contextual interpretation 


required varies from assignment to assignment, so the committee will have to pull from each 


portfolio a number of samples that engage interpretive tasks.  We will take into account cogency, 


subtlety, and creativity of argument; awareness of generic and other social norms that constrain 


meaning; sensitivity to the nuances of diction and usage, and awareness of the “conversation(s)” 


                                                 
4 See Appendix B, “Portfolio Checklist.”   
5 Committees for all five assessments will consist of some mix of faculty (tenure-line and, if appropriate, lecturers) 
and graduate students.  Committees will follow the evaluation procedures used by ETS, including team norming, 
multiple readings, score averaging, and compensating for high deviations on specific items.      
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a piece of literature engages. Our rubric (attached) will be based on the Dreyfus & Dreyfus 


model of skill acquisition.   


• Appreciate the aesthetic qualities of texts and the cultures from which they’re drawn 


We will use holistic grading, evaluating on a scale of 1-5 (5=highest) those pieces of writing that 


require aesthetic response.  The degree and kind of response required varies among assignments, 


so the committee will have to pull from each portfolio a number of samples that include aesthetic 


analysis and judgment.  We will look for progress from absolutist judgments (statements such as, 


“I like this, therefore it’s good”) to judgments built on understandings of the aesthetic 


expectations to which the literary works under study were subjected.  Such aesthetic responses 


entail a cultural openness (culture broadly defined to include a large number of different outlooks 


contingent on human diversity, including not just contemporary cultures, but past cultures, and 


sub-cultures and identities--including those built on ethnic, racial, gender, ability, and sexual 


orientation).  To our knowledge, none of the models of intellectual development addresses 


aesthetics directly; we’ll probably need to blend the insights of the Perry model of intellectual 


and ethical development and the  Dreyfus & Dreyfus model with the model of “Educational 


Dialectics” in Belenky et al.  Rubric to be developed. 


• Judge the ethical value(s) of texts and contexts. 


Literary study may begin in interpretation and appreciation, but it also requires ethical judgment. 


The degree and kind of response required varies among assignments, so the committee will have 


to pull from each portfolio a number of samples that include such judgments.  We are not 


looking to impose values so much as we are looking to see that students have interrogated the 


values they inherited and have claimed values for themselves.    We will develop a rubric 
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following Lawrence Kohlberg’s “Stages of Moral Development,” and thus will accordingly use a 


0-6 scale. 


• Apply interpretive strategies developed in literary study to other contexts. 


This is the most difficult of our assessment tasks in that relatively few of our assignments call on 


students to use the techniques of literary and cultural analysis outside of the classroom.  Some 


students will work on service-learning projects with a humanistic bent or on public humanities 


projects.  We will try to identify such projects to assess such work directly, but for this outcome 


we will rely mainly on the reflective essay that each student will include.  We will craft the 


prompt to encourage students to reflect on the broader applicability of literary and cultural 


studies. We will use the Dreyfus & Dreyfus model to develop a rubric, with scoring on a 1-5 


scale (5= highest).  


• Articulate, cogently and with sensitivity to context, in both speech and writing, 


interpretations and evaluations.   


Since this outcome is foundational to assessment of each of the other outcomes, we will embed 


its requirements in the other rubrics as best we can.  We will try to include in each other rubric a 


sense of how well each piece of writing serves its purpose  To do so, we will take into account 


cogent presentation of purpose and argument (looking at not just logos, but also ethos and 


pathos).  Sensitivity to context will be evaluated by how well the writing takes into account its 


prospective audience according to the occasion.  Elements of appropriate presentation include 


the persona projected (including voice, tone and stance), the style (including diction, syntax, 


figurative language and allusions as well as use of appropriate conventions of presentation and 


mechanics of writing).  Such assessment will work best with those rubrics based on the Dreyfus 


& Dreyfus model of skill acquisition.   
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Part F: Minor 


Outcomes are the same, though expectations for achievement will be lower.  We have yet to 


decide how to collect evidence to evaluate the minor.
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SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM 


GOALS/OUTCOMES –MAJOR AND MINOR 


Part A: Program and Institutional Goals/Outcomes 


Our program is aligned with institution-wide goals in four ways:   


• Our courses support seven of eight of UC Merced’s Eight Guiding Principles of General 


Education.  Literary study does not support the goal of developing “Scientific literacy.”  


It does support “Decision Making” in that in asks students to “appreciate the various and 


diverse factors bearing on decisions and the know-how to assemble, evaluate, interpret 


and use [qualitative] information effectively for critical analysis and problem solving.”  


Its emphasis on critical reading, on writing, and on speaking clearly supports the goal of 


improving students’ skills at “Communication.”  Insofar as UC Merced’s literature and 


society programs guide students to study literature in cultural context and as part of 


culture, they help students to “understand and value diverse perspective in both the global 


community contexts of modern society in order to work knowledgeably and effectively in 


an ethnically and culturally rich setting.”  Literary study is profoundly a study of “Ethics 


and Responsibility,” not merely as abstractions but in particular, with an emphasis on 


emotional awareness.  Insofar as literature faculty use pedagogies of engagement, 


students learn, both in seminars as communities of inquiry and in the development of 


collaborative projects, “Leadership and Teamwork.”  Insofar as the subject of our study is 


a fundamental human art form, we necessarily encourage “Aesthetic Understanding and 


Creativity.”  Finally, one of the most ancient justifications of literary study is to 


encourage “Development of Personal Potential,” and in this respect, we are true to 


tradition. 
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• We support the university’s identity as a “student-centered research university” by 


actively engaging students in research, both their own and that of faculty members.  See 


section 1-B (supra) 


• By encouraging interdisciplinary thinking, our program supports the goal of applying 


multiple disciplines to complex questions;  


• Our emphases on Chicano/Latino Literature, the Literature of California, and 


Environmental Literature match the goals to serve previously underserved interests and 


populations in California.  In particular, our university was founded to be a Hispanic 


serving institution.  Our emphasis on Latino/a and Chicano/a literature serves this end.  


And the university was founded to take leadership in environmental stewardship; our 


emphasis on literature of the environment serves this end.   


 


Part B: Program & School Goals (as applicable)  N/A 


 


Part C: Program & Course (Student) Learning Outcomes 


How does your curriculum support your Program Learning Outcomes? 


Our curriculum has two large parts with a small pivot between them.  We begin with our 


lower division courses, heavily weighted toward surveys, each of which attempts to create large 


contexts in which to explore texts.  These courses introduce students to critical approaches and 


vocabularies, engage long-term debates about cultural values, expose students to a variety of 


aesthetic possibilities in both genre and period, and, usually, make gestures outward to the 


applicability of such studies.  The pivot is the required course in critical methodology, 


“Literature 100:Engaging Texts: Introduction to Critical Practice.”  While the surveys introduce 
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some of the terminology and practice, LIT 100 aims to crystallize and systematize such 


understanding in order to support upper-division study.  Upper-division courses engage narrower 


topics in greater depth and greater sophistication.  Courses demand more writing, more research, 


and intense classroom discussion.  Most such classes require formal classroom presentations as 


well.  The senior project should show culminating command of the skills and knowledge 


developed through the major as well as encourage intellectual independence.  Given the 


recursive nature of the field, all courses address all of these issues.  We are not yet in a position 


to create a curriculum map; indeed, our research question must be answered before we can even 


conceive of a useful curriculum map.    
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Appendices 


 Appendix A:  Sample study plans 


 


Sample Study Plan: Concentration in Literatures of the Spanish Speaking World 


Semester 1  Semester 2  
    
CORE The World at 
Home 


4 Natural Science/ 
Engineering intro 
course w/lab, Field 
work, or Studio 


4 


Quantitative 
Reasoning course 


4 Foreign Language 4 


WRI 10 Reading & 
Composition 


4 Elective 4 


LIT 51 4 LIT 50 4 
    
Semester 3  Semester 4  
    
Natural Science/ 
Engineering Course           


4 SCS course 4 


Foreign Language   4 Foreign Language 4 
LIT undergrad 
course 


4 LIT undergrad 
course 


4 


Elective 4 Elective  
    
Semester 5  Semester 6  
    
Foreign Language 4 CORE 100 The 


World at Home 
4 


LIT 100 4 LIT upper division 4 
Breadth requirement 4 LIT upper division 4 
LIT 120 4 Elective 4 
    
Semester 7  Semester 8  
    
LIT upper division 4 LIT 190 4 
Breadth requirement 4 LIT upper division 4 
Elective 4 Elective 4 
Elective 4 Elective 4 
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Sample Study Plan: Concentration in Literatures of the English Speaking World 


 


Semester 1  Semester 2  
    
LIT 30 4 LIT 31  
WRI 10 Reading & 
Composition 


4 Natural Science/ 
Engineering intro 
course w/lab, Field 
work, or Studio 


 


CORE The World at 
Home 


4  
Foreign Language 


 


Elective 4 Elective  
    
Semester 3  Semester 4  
    
LIT undergrad  LIT undergrad  
Foreign Language  SCS course  
Quantitative 
Analysis course  


 Natural Science/ 
Engineering course  


 


Elective  Elective  
    
Semester 5  Semester 6  
    
LIT 100  LIT upper division  
LIT upper division  LIT upper division  
Breadth requirement  CORE 100 The 


World at Home 
 


Elective  Elective  
    
Semester 7  Semester 8  
    
LIT upper division   LIT 109  
LIT upper division  LIT upper division  
Breadth requirement  LIT upper division  
Elective  Elective  
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Appendix B:  Portfolio Checklist 


 


One paper from a lower division course  


One paper from LIT 100  


One paper from an upper division seminar  


Senior thesis (included drafts with instructor’s comments.  Drafts with peer 


commentary may also be included) 


 


One paper from a course that satisfies the breadth requirement  


At least three other artifacts of your choice.   At least two of the artifacts in your 


portfolio must include drafts.  The senior thesis counts as one.    


 


A reflective essay describing your work as a literature major.  
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Appendix C:  Rubric for PLO #1 


Rubric for learning outcome #1: “Interpret texts with due sensitivity to both textual and contextual cues.” Interpretation is not a 
mechanical act, of simply applying an interpretive algorithm—it’s an act of co-creation, with the critic finding marshalling appropriate 
strategies to salient details, or rather, of balancing different details and strategies for interpreting, and assembling from this dynamic 
interplay a compelling argument.   Context, too, is dynamic, in that there are two simultaneous contexts: those of the author, and those 
of the practice of literary and cultural criticism that the critic inhabits.  Powerful interpretation responds to both, with balance between 
the two appropriate to the critic’s particular purpose.   


 
Level/stage  Knowledge/ 


indicators 
Standard of work/ 
indicators 


Autonomy/ 
indicators 


Coping with 
complexity/ 
indicators 


Perception of 
context/  
indicators 


1/novice Minimal or 
“textbook” without 
connecting it to 
practice/  work 
shows very literal 
understanding of the 
assignment, offering 
nothing beyond the 
task, or shows 
misunderstanding of 
some or all of the 
assignment. In 
particular, grasps 
hold of textual or 
contextual details in 
a mechanical 
fashion, or applies 
interpretive 
strategies without 
regard to 
appropriateness.   


Unlikely to be 
satisfactory unless 
closely supervised./ 
Replete with errors 
showing 
misunderstanding of 
interpretive 
strategies or 
misreading of 
textual cues, 
especially in 
misreading or weak 
reading of literary 
language. 


Needs close 
supervision or 
instruction./   
Examples of 
revision respond 
only to instructor’s 
literal advice, 
without any 
extension to larger 
issues.  Revisions 
may not show an 
understanding of 
instructor’s advice 


Little or no 
conception of 
dealing with 
complexity./  work 
shows a 
straightforward 
statement of ideas 
with little argument, 
and with no 
intimation of 
counter-arguments. 
Argument may lack 
cogency; certainly 
lacks subtlety and 
creativity.  . 


Tends to see actions 
in isolation./  work 
stays completely in 
the parameters of 
the assignment, 
showing no 
relevance to 
anything but the 
assignment itself. 
“Presentist” in 
interpreting generic 
and cultural norms.  
No sense of either 
the class as the basis 
for entering the 
conversation or of 
the larger cultural 
context of the 
literary and cultural 
conversation. 
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2/advanced 
beginner 


Working knowledge 
of key aspects of 
practice./ Work 
shows very literal 
understanding of the 
assignment, offering 
little or nothing 
beyond the task, but 
shows excellent 
understanding of the 
task itself. 


Straightforward 
tasks likely to be 
complete to an 
acceptable 
standard./ handles 
well the interpretive 
strategies clearly 
called for  in the 
assignment, but 
does not connect 
these with other 
possible 
approaches.  Shows 
a certain bluntness 
in handling literary 
language and other 
textual cues.  


Able to achieve 
some steps using 
own judgment, but 
only in narrow 
context of given 
“rules” or 
interpretive 
strategies. / 
Interpretations 
likely to repeat 
instructor’s, or class 
discussion, or of 
outside “expert.”  
Examples of  
revision respond 
just to instructor’s 
advice, but may 
extend that advice 
to multiple points in 
the work.  Revisions 
show an 
understanding of the 
instructor’s advice  


Appreciates 
complex situations 
but only able to 
achieve partial 
resolution. / 
Argument is cogent, 
but neither subtle 
nor creative.  Thesis 
may be derivative, 
but there may be 
contradictory 
statements that 
show complexity 
without being able 
to manage it.  
Alternative 
arguments may be 
presented poorly, 
perhaps as a “straw 
man,” perhaps 
without balance or 
proportion in regard 
to the thesis, even to 
the point of 
undercutting the 
thesis.   


Sees actions as a 
series of steps. / 
“Presentist” in 
interpreting generic 
and cultural norms.  
A sense of  the class 
as the basis for 
entering the 
conversation, but 
not of the larger 
cultural context of 
the literary and 
cultural 
conversation. Work 
may seem 
mechanical in 
moving from point 
to point.  
Transitions may be 
absent or forced.  
Sub-parts all 
support thesis, but 
without flow, 
without much, if 
any connection to 
the context of the 
class as a whole, 
without drawing 
fluidly on 
knowledge or skills 
developed in other 
classes or earlier in 
the semester.  Work 
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seems isolated 
within the demands 
of the assignment. 


3/Competent Good working 
knowledge of areas 
of practice /  
demonstrates a 
understanding of the 
standards of the 
discourse 
community, in part 
by using strategies 
beyond those 
immediately called 
for in the 
assignment but 
clearly pertinent and 
useful 


Fit for purpose, 
though may lack 
refinement. / 
Insightful, cogent, 
identification of 
pertinent details;  
yet presentation and 
support tend toward 
the formulaic in 
structure and 
approach 


Able to achieve 
most tasks using 
own judgment. /  
Interpretations will 
show some 
originality, even if 
only in 
contradiction or 
extension of ideas 
already presented 
by the instructor, in 
class, or by an 
outside “expert.” 
Revision shows 
resistance to re-
thinking an idea; 
instead shows 
strong ability to 
bolster an idea. 


Copes with complex 
situations through 
deliberate analysis 
and planning. / 
Argument is cogent 
and subtle, and may 
verge on creative.  
Does more than 
simply answer the 
assignment’s 
question; may even 
begin to question 
the assignment, but 
certainly shows an 
understanding of 
counterargument, 
nuanced positions, 
ambiguity in 
evidence, etc.  Feels 
argumentative in 
handling nuance 
and complexity—
tends to debate, to 
resolve ambiguity 
tendentiously. 
Assertiveness feels 
defensive. 


Sees actions at least 
partly in terms of 
longer-term goals. 
/Truly responsive to 
the conversation of 
the class, and 
beyond.  May 
respond not just to 
the assignment, but 
to the larger goals 
of the course or the 
major, and may 
even explicitly 
engage the larger 
cultural 
conversation. 


4/Proficient Depth of 
understanding of 
discipline and area 


Fully acceptable 
standard achieved 
routinely. / 


Able to take full 
responsibility for 
own work.  


Deals with complex 
situations 
holistically, 


Sees overall 
“picture” and how 
this individual 
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of practice. / Shows 
easy conversation 
with the norms of 
the discourse 
community.  
Interpretive 
strategies are apt, 
flexibly and 
skillfully applied.   


Interpretation is 
insightful, cogent, 
and well-supported.  
Presentation is fluid, 
even elegant.  
Rhetorical forms are 
tools rather than 
constraints.  . 


/Revisions show full 
integration of 
advice as part of 
conversation in a 
community of 
inquiry; they show 
re-vision as a 
substantial re-
thinking, rather than 
as a collection of 
local improvements  


decision-making 
more confident/ 
Cogent, subtle, and 
creative.  
Assignment is a 
jumping off point 
for a conversation in 
the field.  Counter 
arguments are 
nuanced, rich, and 
real, not 
tendentiously 
dismissed but rather 
honored as part of 
the conversation. 


action fits within it/ 
Comfortably 
responds at multiple 
levels to the literary 
and cultural 
conversation.   


5/Expert Authoritative 
knowledge of 
discipline and deep 
tacit understanding 
across area of 
practice. /  Not only 
shows easy 
conversation with 
the norms of the 
discourse 
community, but 
pushes on those 
norms, extending 
the boundaries or 
deepening the 
discussion within 
the boundaries.  
Interpretive 


Excellence achieved 
with relative ease. /  
Shows such mastery 
of interpretive 
practices and of the 
rhetorical forms 
used to present them 
that the writing 
seems 
“transparent,” that 
is, so perfectly 
attuned to the 
work’s purpose, 
audience and 
argument as to seem 
at one with the work 
rather than as a 
medium of 


Able to take 
responsibility for 
going beyond 
existing standards 
and creating own 
interpretations./  
While the work 
fulfills the 
assignment, it is 
clear that the 
assignment served 
merely as a 
springboard into 
exploration.  Thesis 
takes intellectual 
and aesthetic risks, 
pushing an 
interpretation 


Holistic grasp of 
complex situations, 
moves between 
intuitive and 
analytical 
approaches with 
ease. / Transcends 
the argumentative 
traditions of the 
field, integrating the 
esthetic experience 
with the cognitive 
seamlessly and 
without needed to 
indulge in 
grandstanding or 
proclamation. 


Sees overall 
“picture” and 
alternative 
approaches; vision 
of what may be 
possible; full 
integration of 
experience with 
norms of practice./  
Not only responsive 
to, but creatively 
extends the 
conversation. 
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strategies are apt, 
flexibly and 
skillfully inhabited, 
indeed transformed, 
from tools to 
extensions of the 
writer’s persona. 


expression.   beyond the obvious. 
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FAO REPORT:  MERRITT WRITING PROGRAM, WITH GENERAL EDUCATION 
 


APRIL 2009 / APRIL 2010 (all updated text in blue font) 
 
FAO Report 2010 Abstract 
 
This report revision includes updates regarding improvements to our portfolio assessment 
process and refined long-term planning for annual assessment.  This semester, groups of about 
six to eight MWP faculty members have met each month to review sample portfolios for WRI 
10: Reading and Composition and WRI 100: Advanced Composition.   
  
These reviews inform development of our program-wide portfolio rubric; sample student work 
and project details are available at http://writingprogram.ucmerced.edu/node/30.  With our rubric 
established, our calibration for rating High-Middle-Low portfolios has improved significantly 
from 40% in October 2009 to 90% in April 2010.  The context for those reviews have shifted 
significantly from fall to spring, from asynchronous readings to in-person reading sessions 
guided by a rubric.  Ongoing projects include developing a portfolio assignment guideline and a 
portfolio evidence matrix reflective of our program learning outcomes.  Core 1: The World at 
Home faculty members continue to meet on a routine basis to discuss curriculum and the 
cumulative essay for that course.  Having reviewed student sample work, faculty adjusted the 
curriculum to be cumulative in earlier low-stakes assignments, scaffolding the learning process 
throughout the course.  This report also includes an update about our efforts to streamline 
formative assessment, with a successful transition to online course evaluations and the 
beginnings of hybrid course design.         
 
 
SECTION I:  Program description 
 
The Center for Studies in Higher Education’s report General Education in the Twenty-First 
Century: A Report of the University of California Commission on General Education (2007) 
cautions campuses against creating an unwieldy list of unassociated general education courses. It 
advocates, instead, a thematic or interdisciplinary bundle of courses. Ideally these courses 
cultivate critical thinking skills, focus on contemporary social issues, and foster advanced 
literacy, particularly in areas like quantitative reasoning and writing (20). UC Merced’s Writing 
Program’s Core 1 and Core 100 equivalent courses routinely attend to these recommendations.    
 
The Writing Program’s involvement in General Education at UC Merced is particularly 
appropriate in light of the extensive overlap between the Program’s stated outcomes and the 
eight guiding principles of general education at UC Merced. For instance, seven of UCM’s Eight 
Guiding Principles of General Education2 align well with the Writing Program’s five Learning 
Outcomes,3 leaving just scientific literacy in general education as a potential mismatch with WP 


                                                 
2 General Education Guiding Principles include scientific literacy, decision making, communication, ethics and responsibility, 
leadership and teamwork, aesthetic understanding, development of personal potential, and an understanding of self and society.    
3 The Writing Program’s Learning Outcomes  include the expectations that students analyze and apply academic and professional 
communication, engage with the processes of reading and writing, collaborate successfully in an academic community, apply 
ethical standards to academic research and public discourse, and craft language that reveals aesthetic awareness 
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courses. Yet specific courses for writing in the disciplines (WRI 101, 116, 117, 118, and 119) 
include scientific literacy as a specialized learning outcome, providing a foundation for the 
Writing Program to fulfill all eight principles of general education.   
 
Since 2008, the Merritt Writing Program’s responsibility for Core 100 equivalent courses has 
been a temporary arrangement endorsed by Divisional Council (DIVCO) that is scheduled to 
expire in May 2010. The MWP will likely continue staffing additional sections of upper-division 
writing courses to serve as Core 100 alternatives on a temporary, transitional basis; however, our 
focus needs to shift towards aligning and building our writing minor degree. To this end, we 
have reinstated our writing minor prerequisites to offer WRI 100 as a gateway course, thus 
providing much needed coherence for the existing creative writing and professional writing 
tracks.  Readers will note that updates related to Core 100 equivalent courses have this focus on 
strengthening our writing minor curriculum. We will continue to align our curriculum to general 
education outcomes, though these will be framed as institutional learning principles (same 
outcome, higher level of alignment). 
 
As a related matter, Core 1 is a course that we staff, but over which we do not have direct 
authority.  Core 1 is housed in College One and should be a university-wide curricular 
investment among all faculty members.  For practical and institutional reasons, our program 
learning outcome reports for the Core curriculum are now written separately.  Our updates are 
represented in this merged report, pending transfer of FAO reporting responsibilities to College 
One in the near future.    
 
This curricular relationship between the Writing Program and the university in general is 
manifested in Core 1, our freshman general education course. Through lecture and discussion, 
Core 1 is an interdisciplinary, integrated course that introduces students to UC Merced’s faculty, 
our research, and the academic fields in which we work. It explores ways in which experts from 
what have been called “the two cultures” (humanist and scientist) view the world and analyze 
information by putting them in dialogue and amalgamating insights gained from different—even 
seemingly disparate—approaches. The Writing Program helps tie such material together by 
teaching writing intensive Core 1 discussion sections, which are designed to facilitate more 
intimate learning communities so as to process and advance ideas introduced in lectures. Among 
the questions pursued in Core 1 discussion sections are:  What is a university, and what role do 
we have in shaping it? What counts as knowledge? How is knowledge produced and assembled? 
In what ways do academic disciplines intersect? In what ways do they differ? The answers to 
such questions provide the basis for holistic, interactive inquiry that puts students at the forefront 
of current scholarly debates. 
 
Whereas Core 1 satisfies lower division general education requirements, the Writing Program’s 
writing in the disciplines offerings meet the university’s upper division general education 
requirement (also referred to as Core 100) by facilitating application of interdisciplinary 
perspectives initially explored in Core 1. Though our primary focus is on language studies, our 
curriculum also reflects academic fields and professions specific to our campus, including 
management, social sciences, natural sciences and engineering. The upper-division courses we 
offer in these areas potentially serve not only our writing minor but also general education as a 
Core 100 equivalent.  
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In many respects similar to the general education curriculum, the Minor in Writing is designed to 
enhance students’ understanding of the theoretical, interdisciplinary and professional aspects of 
writing, helping them develop the vocabulary, syntax, style and voice appropriate to the practice 
of composition in diverse fields. By using the writing process to strengthen their ideas, students 
develop strategies for participating in research, policy-making, professional advancement, and 
creative expression.  Also consistent with many of the principles of general education, the 
writing minor fosters respect for language, for the contributions of peers, and for the value of 
effective communication.  
 
Key to the writing minor are courses in Writing Across the Curriculum / Writing in the 
Disciplines (WAC/WID), including WRI 101 (Writing for Psychology), WRI 116 (Writing for 
the Natural Sciences), WRI 117 (Writing for Social Sciences and Humanities), WRI 118 
(Business Communication), and WRI 119 (Writing for Engineering). As previously noted, each 
of these courses satisfies all eight guiding principles of general education at UC Merced, 
including intensive attention to scientific/information literacy (both qualitative and quantitative) 
and recursive practice to refine writing as a professional craft and as an intellectual tool. 
 
Given that our Core 1 / 100 courses map onto dual sets of learning outcomes (GE and WP), our 
assessment plan includes associated outcomes for annual review.  The following chart 
summarizes our focus on assessing general education outcomes, which currently function as our 
institution-wide learning principles.  While we will be providing a transition towards Core 100 
course offerings beyond the MWP, the more current emphasis with this curriculum map is on 
institutional learning principles (same outcomes, higher level of alignment). 
 
 
PLO 
 


 
Scientific 
Literacy 


 
Decision-
making 


 
 
Communication


 
Self & 
Society 


 
Ethics 


 
Teamwork 


 
Aesthetics 


 
Personal 
Potential 


1  X X   X  X 
2 X X X    X  
3   X X  X   
4  X X X X    
5   X X   X  
 
Appendix: Writing Program PLOs 


(1) Demonstrate engagement with the iterative processes of reading, writing and speaking 
(2) Analyze and apply the basic written styles, structures, and standards of academic and professional 


communication 
(3) Collaborate successfully as members of an academic discourse community 
(4) Apply ethical standards to the practice of academic research and public discourse 
(5) Craft language that reveals aesthetic awareness 
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SECTION II:  Assessment Plan – Writing Program, with General Education 
 
(A) Timeline and Goals 
 
(1) Overview of the Writing Program’s Syllabus Alignment Project 
 
During the fall 2008 semester, all forty-five members of the Writing Program served on a 
“committee of the whole” for Curriculum. In this capacity, faculty were collectively responsible 
for contributing towards the syllabus alignment process. During this time, the Writing Program 
had hired fourteen new faculty, so this committee process served as a way of including new 
faculty into our program and introducing them to our teaching practices. During September 
2008, Creative Writing and Professional Writing faculty met separately to establish student 
learning outcomes for each track, and then during October met as a full committee to refine and 
align outcomes foundational to the Writing Minor. With these course outcomes established, all 
syllabi now reflect these shared expectations. Course evaluations were also modified to evaluate 
these outcomes (for an example of how these drafts evolved, see Appendix Item A with 
developments highlighted in red font).   
 
During October and November, other faculty met on a bi-weekly basis to discuss and review 
outcomes for WRI 1: Academic Writing and WRI 10: Reading and Composition. Student 
learning outcomes had been established for these courses during AY 2005 as a syllabus template, 
so these meetings were opportunities to revisit these outcomes based on what we have learned 
about our students since then based on program-wide diagnostics (e.g., student responses on 
mid-term and final-courses evaluations, pre- and post timed essays, calibration sessions for 
grading), portfolio reviews, and shared experiences teaching WRI 1. These syllabus templates 
were updated with refined weekly objectives and outcomes, and a chart was developed to map 
the course outcomes to aligned assignments.     
 
By December 2008, all WP syllabi templates and individual course syllabi included course 
outcomes. This became the basis for considering Program Learning Outcomes, which were 
drafted by a committee representing key faculty from these sub-committees (Creative Writing, 
Professional Writing, WRI 1, WRI 10). During our December WP meeting, this draft was 
circulated for discussion with a vote between two optional phrasings for each category of 
outcome. The final draft of PLOs was circulated to faculty to add to syllabi and posted on our 
program website <writingprogram.ucmerced.edu>. Listed in order of annual review, the Writing 
Program PLOs are expectations that students will, upon completion of the Minor Program: 
 


(1) Demonstrate engagement with the iterative processes of reading, writing and speaking 
(2) Analyze and apply the basic written styles, structures, and standards of academic and 


professional communication 
(3) Collaborate successfully as members of an academic discourse community 
(4) Apply ethical standards to the practice of academic research and public discourse 
(5) Craft language that reveals aesthetic awareness 


 
Our main expectation is that by promoting faculty discussions focused on examining skill 
development, we will gain a stronger understanding of how to develop more tailored and 
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responsive curriculum. All who teach these GE courses will be involved in the assessment of 
student learning outcomes, via respective Curriculum Committees, which involve a majority of 
our faculty. 
 
During October 2009, The Merritt Writing Program’s (MWP) assessed its first program learning 
outcome (“students will be able to demonstrate thorough engagement with the iterative processes 
of reading, writing, and speaking”) by ranking High-Middle-Low portfolios.  Our goal was to 
develop a portfolio rubric to define and communicate elements of an iterative writing process. 
Based on the narrative feedback from reviewing of electronic portfolio samples during October 
2009, a preliminary portfolio rubric was drafted.  To assess students’ understanding of our 
program learning outcome, we added outcomes-focused questions to our mid- and final-course 
evaluations.  To gain a longitudinal perspective, we also initiated a senior survey and group 
interview process focused on program learning outcomes.  Portfolio evaluation and rubric 
development have increased during the spring semester, as we have re-dedicated our routine 
program assessment service expectations this semester (4 hours) to read portfolios rather than 
diagnostics.  This expectation of 4 hours per semester of program assessment service does not 
include committee service; we do have assessment and curriculum standing committees, too.  
Since faculty calibration was an issue in our pilot, we have reduced what is asynchronous in the 
evaluation process and added shared criteria to the review process, via an evolving rubric draft.  
 
Each month in spring 2010, groups of about six to eight faculty members have met to review 
student sample portfolios and revise our program-based rubric guidelines.  An outline of those 
meetings and resulting materials can be found at http://writingprogram.ucmerced.edu/node/30. 
This website page includes faculty resources.  Similar faculty development support efforts to 
include a portfolio assignment sheet workshop, offered by Anne Zanzucchi, and a portfolio 
technology workshop, offered by Michael Truong, on April 6 from 1-3pm.  Our overall goal of 
achieving higher levels of agreement about how to rank sample portfolios has been achieved; in 
April 2010 MWP faculty members agreed on ranking at a rate of 91%.  Sample meeting minutes 
summarizing results and action items are listed as Appendix J.  Ongoing developments will 
include a portfolio assignment guideline and an evidence matrix aligned with our program 
learning outcomes. 
 
(2) Core 1 Syllabus Alignment Project 
 
Against this backdrop of developing program outcomes with respect to courses that students take 
while also taking Core 1, we developed objectives and outcomes for its curriculum. Despite the 
course’s wide curricular reach, it enjoys a reflexive structure on which to hang its respective 
parts. That structure is derived from the eight guiding principles of general education at UC 
Merced, and is expressed in the following modules that organize the course: 


Module 1 – Origins of the Universe 
Module 2 – Origins of Life 
Module 3 – Origins of Societies and Cultures 
Module 4 – Language and Communication 
Module 5 – Individuals and Societies 
Module 6 – Conflict 
Module 7 – The Future 
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During November 2008 in four meetings, faculty derived objectives and outcomes for each of 
the above modules (see Appendix Item G), and from those, as a larger group, developed eight 
course learning outcomes (which essentially define the eight guiding principles more specifically 
to Core 1 itself). Listed in order of review, these outcomes include the expectations that Core 1 
students: 
 
(1) Communication, Self and Society:  (a) Critique diverse perspectives from scientific, 
historical, artistic, and personal standpoints; (b) Craft written arguments that draw connections 
between the arts and sciences 
(2) Scientific Literacy:  (a) Manage and assess information by refining study skills and 
cultivating scholarly habits; (b) Apply appropriate qualitative and quantitative methods in 
analyzing information 
(3) Decision Making, Ethics and Responsibility:  (a) Demonstrate scholarly processes 
characteristic of creative/critical problem-solving; (b) Appreciate ethical considerations and 
decision-making in local and global contexts 
(4) Leadership and Teamwork:  Collaborate in sharing expertise, making connections, and 
assembling knowledge 
(5) Development of Personal Potential; Aesthetic Understanding and Creativity:  Elaborate 
an enhanced sense of educational purpose in a broader intellectual context 
 
These updated Core 1 outcomes will be posted on UC Merced’s College One website, 
<https://collegeone.ucmerced.edu/>, and occur prominently on the Core 1 syllabus. 
 
We plan to investigate each of the PLOs outlined below over the course of five years, one PLO 
per year as embodied in holistic student achievement/work (portfolios, pre- and post-test essays, 
and coordinated assignments). Simultaneously, in regular faculty meetings we will assess each 
of the PLOs in discussion of representative student work to calibrate grading for common 
assignments. 
 
 
(3) Core 100 (Equivalent) Syllabus Alignment Project 
 
Throughout AY 2008-2009, Core 100 equivalent writing instructors met on a monthly basis to 
design shared curricula and discuss related student learning outcomes. All Core 100 equivalent 
syllabi address the eight guiding principles for general education (see WRI 117 syllabus sample, 
Appendix Item H).  During Spring 2009, WRI 116: Writing in the Natural Sciences and WRI 
119: Writing in Engineering faculty created a mid-semester aligned workshop project based on a 
2-3 page Watson & Crick article. The aim was to assess scientific literacy, specifically in reading 
practices and rhetorical analysis skills. Faculty met during April 2009 to discuss criteria for 
scientific literacy, based on the resulting student work from this Watson & Crick workshop.  
This rubric project will be the basis for ongoing assessment of other Core 100-specific WP 
courses (See Appendix Item B).   
 
Our goals in assessing upper-division GE-related WP courses could be very generally 
summarized as providing faculty development and improving student learning in discipline-
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specific upper-division writing courses. For faculty development, this assessment plan provides 
opportunities to establish shared expectations, criteria and standards, all of which are 
communicated to students through various means outlined more specifically in our assessment 
plan. 
 
 
(4) Writing Minor Curriculum Alignment 
 
Professional Writing Track: During fall 2009 to spring 2010, Professional Writing track faculty 
members have met on a monthly basis to strengthen outcome alignment among courses.  As a 
result of these meetings, we have reviewed and revised syllabus templates, course descriptions, 
and course learning outcomes.  For a sample meeting agenda summarizing our revision process, 
see Appendix Item K.  We will review student work relative to PLO#2 (professional 
communication styles and structures) beginning in fall 2010.   
 
Creative Writing Track: This faculty group meets on a monthly basis, primarily to plan outreach 
and co-curricular activities.  A sub-group did convene during December 2009 to develop rubric 
guidelines for evaluating creative work; the resulting rubric is listed as Appendix Item L. 
 
 
(5) Online Initiatives 
 
Hybrid Courses: Beginning in summer 2010, the MWP will offer a hybrid version of our Writing 
across the Disciplines (WRI 100-119) courses, with 3 units face to face and 1 unit online. This 
unit distribution may transition to a more conventional definition of hybrid with 2 units face to 
face and 2 units online; however, we are assessing the hybrid design to explore related issues 
like faculty workload, student persistence, and online communication tools. In fall 2010, 
approximately one-third of our upper-division courses will be offered in this 3/1 hybrid format, 
with subsequent review of its benefits and impact.  
 
The MWP faculty confirmed a new standing sub-committee of Curriculum, “Online Initiatives” 
with the following charge:  
 


To promote and support effective online initiatives, and to implement appropriate 
assessment of those initiatives, this subcommittee will review and advise on related 
policies and procedures.  These might include selection of templates for online course 
syllabi, recommendations for training new online instructors, and juried review of web-
based textbooks, writing tools and course-evaluation software.  Responsibilities will also 
include developing or reviewing guidelines that promote effective instructional practices 
consistent with university policies, accreditation expectations and the Merritt Writing 
Program's mission. 
 


This committee (co-chaired by Truong and Zanzucchi) convened at the end of March 2010 to 
determine priorities, which currently include reviewing hybrid syllabus templates for shared 
policies and discussing a current draft of a student self-assessment for online course enrollment.  
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We also keep in regular contact with local institutions that have implemented online courses, 
including UC Irvine’s Writing Program and CSU Stanislaus’ Learning Services. 
 
We have begun to engage our faculty in professional development support related to adapting 
curriculum to online formats and tools. The MWP has purchased a web-based seminar hosted by 
Scott Warnock, author of Teaching Writing Online: How and Why (NCTE 2009), which includes 
a resulting DVD copy for ongoing reference. If this session and DVD recording are useful, we 
plan to continue participation in upcoming seminars on similar topics scheduled for September 
and October 2010. 
 
 
Online Course Evaluation Process: In fall 2009, we piloted online course evaluations using 
SNAP, finding that in-person, online survey distribution to be the most reliable method for 
meaningful feedback.  In spring 2010, all faculty members have distributed mid-course 
evaluations via CROPS, with a 45% response rate. Our goal is to have a return rate similar to 
paper surveys (80%), so all instructors will be offering the final course evaluation in class and 
online for 20 minutes.  Our transition to online course evaluations provides faculty with nearly 
instant formative feedback about curriculum, instruction, and learning outcomes. This online 
format and structure will also enhance our ability to evaluate program-level survey data.  For our 
revised format for course evaluations, please see Appendix Item M. 
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(B, C, D, E) Outline of Program Learning Outcomes, including Evidence, Process and 
Participants 
 
* Please note that a synopsis of the Core 1 and 100 assessment plan is provided in chart form on 
page 15. 
 
 
For Core 1 
 
(1) AY 2009-2010 
 


Core 1 PLO:  Critique diverse perspectives from scientific, historical, artistic, and personal 
standpoints  
 
Core 1 PLO: Craft written arguments that draw connections between the arts and sciences 
 
[Corresponding GE outcomes:  Communication -- To convey information to, communicate 
with, and interact effectively with multiple audiences, using advanced skills in written and 
other forms of communication; Self and Society -- To understand and value diverse 
perspectives in both the global and community contexts of modern society in order to work 
knowledgeably and effectively in an ethically and culturally rich setting] 


 
(A. PLO Overview and Assessment Process): During the Summer/Fall of 2009, the Core 1 


curriculum committee will meet to review High-Middle-Low samples of Spring 2009 
cumulative essays, the capstone assignment for the course which asks students to explore 
their experience of the course by identifying and elaborating connections among six 
course foci (see Appendix Item C). Since this sample of student work is cumulative in 
nature, faculty will discuss the differences within a range of samples to refine criteria for 
assessing information literacy, presentation, and analysis, in particular the extent to 
which students are able to identify, incorporate, and evaluate uses of evidence to 
corroborate scientific, historical, artistic, and personal critiques of course material. We 
have replicated this assessment process in Fall 2009 and Spring 2010, to promote 
discussion of the Cumulative Essay and its goals, and to practice grade norming of 
sample essays. 


(B. Evidence and Results): The resulting data from this multi-perspectival exercise should 
also reveal the extent to which students can draw connections between the arts and 
sciences. This review will help us develop a shared rubric for assessing such student 
work. Cumulative essays in fall 2009 will include a standard self-assessment form paired 
with the assignment, which will be included in the review of samples. This will help us 
refine our current grading rubric, which we include in all syllabi (see Appendix Item F). 
With greater consensus on standards and criteria, faculty will be better able to 
communicate to students the benchmarks for success. Through workshop activities at the 
beginning of a semester students will be encouraged to apply this rubric to sample 
projects, gaining familiarity with evaluation standards. In Spring 2010 we have also 
emphasized a cumulative approach to all course material, beginning as early as the third 
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week of class, in reflection writing and class discussion, to promote students’ immediate 
and regular practice of making connections among course subjects. 


  
(2) AY 2010-2011 


Core 1 PLO:  Manage and assess information by refining study skills and cultivating 
scholarly habits 
Core 1 PLO: Apply appropriate qualitative and quantitative methods in analyzing 
information 
 
[Corresponding GE outcome:  Scientific Literacy -- To have a functional understanding of 
scientific, technological and quantitative information, and to know both how to interpret 
scientific information and effectively apply quantitative tools] 


 
(A. PLO Overview and Assessment Process): During Summer/Fall 2010, the Core 1 


curriculum committee plans to evaluate a range-finder and random samples for an 
assignment such as Core 1 Quantitative Assignment #1 (for assignment sheet, see 
Appendix Item D) to assess quantitative aspects of study skills, information management, 
and scientific literacy. Based on our success in articulating and centralizing assignment 
expectations in the Cumulative Essay rubric, we will also develop a rhetorically informed 
rubric for quantitative assignments (which also rely on explanatory skills, but with 
respect to research methodology and statistical reporting). 


(B. Evidence and Results): Assessment of sample quantitative assignments will allow us to 
better coordinate the teaching of qualitative and quantitative reasoning, in particular with 
respect to the philosophy of science and the logic of classification. We anticipate that 
instructors will gain (and thus be better able to communicate with students) a holistic 
perspective of quantitative literacy. Through increased faculty attention to quantitative 
literacy criteria, students will work with clearer expectations as to how to effectively 
apply narrative to calculations. Learning outcome results will be paired or triangulated 
with course evaluation feedback, which include specific questions about students’ 
perceived skill levels in quantitative reasoning and scientific literacy. As has been the 
resulting practice with preparing students for the Cumulative Essay, we will circulate the 
quantitative assignment rubric to students early in each semester, and will conduct 
regular discussion and norming of sample student work. 


 
(3) AY 2011-2012 


Core 1 PLO:  Demonstrate scholarly processes characteristic of creative/critical problem-
solving   
Core 1 PLO:  Appreciate ethical considerations and decision-making in local and global 
contexts 
 
[Corresponding GE outcomes:  Decision-Making -- To appreciate the various and diverse 
factors bearing on decisions and the know-how to assemble, evaluate, interpret and use 
information effectively for critical analysis and problem-solving; Ethics and Responsibility --  
To follow ethical practices in their professions and communities, and care for future 
generations through sustainable living and environmental and societal responsibility] 
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(A. PLO Overview and Assessment Process): During Summer/Fall 2011, the Core 1 
curriculum committee plans to evaluate a range-finder and random samples for an 
assignment such as Core 1 Quantitative Assignment #3 (for assignment sheet, see 
Appendix Item E) to assess problem-solving skills associated with information 
management and ethical decision-making. 


(B. Evidence and Results): This specific assignment merges statistical analysis with ethical 
considerations. Evaluating these samples of quantitative and narrative explanations will 
allow us to better understand students’ ability to synthesize a social perspective with 
quantitative information. Potential outcomes of this assessment activity could include 
refinement of the shared assignment itself and/or a course-wide rubric specifying 
standards for this kind of synthesis.  


  
(4) AY 2012-2013 


Core 1 PLO:  Collaborate in sharing expertise, making connections, and assembling 
knowledge 
 
[Corresponding General Education outcome: Leadership and Teamwork -- To work 
effectively in both leadership and team roles, capably making connections and integrating 
their expertise with the expertise of others] 


 
(A. PLO Overview and Assessment Process): During Summer/Fall 2012, the Core 1 WP 


faculty committee plans to evaluate student collaboration in shared assignments requiring 
group interaction. These may include a collaborative assignment yet to be determined, 
and/or group work (such as peer review, class presentations, student questionnaires 
regarding knowledge, or role-playing scenarios with respect to decision making). 


(B. Evidence and Results): Like the Core 100 assessment focus, we aim to gain consensus 
about key learning challenges with group work and develop an effective shared 
assignment. Course evaluation data specific to rating the value of peer review work and 
confidence ratings in group work skills will also be considered. 


 
(5) AY 2013-2014 


Core 1 PLO:  Elaborate an enhanced sense of educational purpose in a broader intellectual 
context 
 
[Corresponding General Education outcomes: Development of Personal Potential -- To be 
responsible for achieving the full promise of their abilities, including psychological and 
physical well-being; Aesthetic Understanding and Creativity -- To appreciate and be 
knowledgeable about human creative expression including literature and the arts] 
 
(A. PLO Overview and Assessment Process): To assess the extent to which Core 1 helps 


students articulate a graduated sense of scholarly identity that can be applied to study in 
other disciplines. 


(B. Evidence and Results):  Likely evidence will include assessment of reflection papers and  
revisiting the cumulative essay (as indicators of integrated learning and application).  
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For Core 100 (Equivalent) Writing Across the Disciplines Courses 
  
(1) AY 2009-2010 


 
WP PLO:  Demonstrate engagement with the iterative processes of reading, writing and 
speaking 


 
GE PLO (Self and Society):  To understand and value diverse perspectives in both the global 
and community contexts of modern society in order to work knowledgeably and effectively 
in an ethically and culturally rich setting 
 
(A. PLO Overview and Assessment Process): During April 2009, all WRI 116 faculty met to 


review High-Middle-Low samples of our Watson & Crick aligned assignment (for 
assignment sheet, see Appendix Item B). From discussing the differences within a range 
of samples, we were able to determine criteria for scientific literacy, in particular the 
extent to which students are able to identify and evaluate uses of evidence (for sample 
rubric, see Appendix Item H). This assessment work creates the foundation for further 
investigation of the scientific literacy GE outcome in Year 2.  Our WP PLO was also 
incorporated into discussion, in particular the ways that students are able to analyze the 
written style and structure of the Watson & Crick sample. To investigate the iterative 
processes of writing, portfolios best feature the drafting process and associated reflection 
process. Core 100 faculty will meet during October 2009 to review High, Middle, Low 
portfolio samples from the previous academic year. Special attention will be paid to 
evidence of a student’s ability to value diverse perspectives and understand cultural 
diversity. In this process, faculty will share examples of successful curriculum to pilot 
across sections. During spring 2010, this portfolio rubric development process 
transitioned into a focus on WRI 10: Reading and Composition and WRI 100: Academic 
Writing sample portfolios. This sample student work reflects our focus on writing minor 
tracks; the process is archived at <http://writingprogram.ucmerced.edu/node/30>. 


(B. Evidence and Results): By building and sharing a rubric with students, we aim to 
familiarize them with our shared criteria and standards. The mid-semester diagnostic 
serves to give faculty perspective on attainment at scientific literacy. As this is formative 
assessment, faculty will have opportunities to employ tailored strategies to improve 
understanding. Similarly, students will have opportunity to apply the rubric to peer work 
to gain a stronger understanding of expectations. Portfolio review will serve as a means 
for grading calibration for faculty, which will be particularly useful as a means for 
introducing new faculty to the standards of these courses. Discussing and archiving 
successful assignments focused cultural understanding will have a similar benefit, 
allowing faculty to pilot new materials.  Student learning outcome results will be paired 
or triangulated with course evaluation feedback, which include specific questions about 
students’ perceived skill levels in quantitative reasoning and scientific literacy. Some of 
this indirect evidence can be formative assessment, as the WP also administers mid-
course evaluations on skill levels. During the first week of April 2010, all MWP faculty 
members received a finalized copy of the program-wide portfolio guidelines to integrate 
into their portfolio curriculum and share with their students for further discussion. 
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(2) AY 2010-2011 
 


WP PLO: Analyze and apply the basic written styles, structures, and standards of academic 
and professional communication 


 
GE PLO (Scientific Literacy): To have a functional understanding of scientific, technological 
and quantitative information, and to know both how to interpret scientific information and 
effectively apply quantitative tools 
 
(A. PLO Overview and Assessment Process): During fall 2010, WRI 100, and WRI 116-119 


faculty will administer a mid-semester scientific literacy diagnostic from among possible 
prompts, with an emphasis on scientific literacy. The scientific literacy rubric developed 
during spring 2009 will be applied and revised (as needed). The broader framework of 
the review will be on the WP PLO with attention to academic style and structure.  Rather 
than continued focus on Core 100 equivalent courses for program learning outcome 
assessment, we will plan to focus on WRI 30: Professional Writing and WRI 130: 
Advanced Topics in Professional Writing to attend to the “professional communication” 
components of PLO#2. Since we also seek to strengthen WRI 100: Advanced 
Composition as a gateway to our minor, we will attend to student work in this course to 
address academic communication styles, structures, and standards. 


(B. Evidence and Results): The Core 100 curriculum committee will evaluate upper-division 
electronic portfolios demonstrating stages of writing, including self-assessment cover 
letter. Special attention will be paid to literature reviews which tend to feature a students’ 
ability to evaluate and interpret representative scholarly articles about a given subject. 
Instructor-specific rubrics for these assignments will be shared and discussed to improve 
alignment of criteria, with the goal of building course-specific rubrics representative of 
shared expectations. Indirect evidence will include the portfolio cover letter, which will 
address perceived skill levels and proficiency within stages of writing. As anticipated 
here, we will continue to focus on portfolio materials as this provides us with the richest 
information about student engagement with this program learning outcome. 


 
(3) AY 2011-2012 


 
WP PLO:  Collaborate successfully as members of an academic discourse community 
 
GE PLO (Leadership and Teamwork):  To work effectively in both leadership and team 
roles, capably making connections and integrating their expertise with the expertise of others  
 
(A. PLO Overview and Assessment Process): As writing classrooms tend to be workshop-


oriented, group work is a fundamental skill in our program. Working in groups is not 
intuitive to many students (or faculty), so our aim is to gain consensus about some basic 
practices and structures that are recommendable across courses. Some examples might be 
assigning roles, including self and group assessment, and providing instructor feedback 
on peer review feedback. 


(B. Evidence and Results): The Core 100 curriculum committee will evaluate peer review  
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workshop materials, group work activities, and collaborative grant proposals (WRI 116, 
WRI 119). Gain consensus about key learning challenges associated with collaboration 
and group work to build an archive of successful assignments and activities to share with 
current and future faculty. By promoting effective and creative approaches to the 
challenge of teaching group work, we will implement a stronger set of aligned activities 
to build teamwork skills. Course evaluation data specific to rating the value of peer 
review work and confidence ratings in group work skills will also be considered. 


 
(4) AY 2012-2013 


 
WP PLO:  Apply ethical standards to the practice of academic research and public discourse 
 
GE PLO (Ethics and Responsibility):  To follow ethical practices in their professions and 
communities, and care for future generations through sustainable living and environmental 
and societal responsibility  
 
(A. PLO Overview and Assessment Process): Our approach to this PLO is to work with 


ethics from an information literacy standpoint. Literature reviews very effectively 
illustrate a student’s ability to summarize and analyze major research around a given 
topic. The extent to which students adhere to principles of academic honesty, like 
accurate citation use, is part of what we will measure as well.  


(B. Evidence and Results): Evaluate literature reviews for uses of scholarly evidence. First 
and final drafts of annotated bibliographies will be reviewed with attention to the 
development of summary and analysis skills. Faculty will collaborate with librarians to 
improve information literacy activities and reference guides.  


 
(5) AY 2013-2014 


 
WP PLO:  Craft language that reveals aesthetic awareness 
 
GE PLO (Aesthetic Understanding and Creativity):  To appreciate and be knowledgeable 
about human creative expression, including literature and arts  
 
(A. PLO Overview and Assessment Process): During fall 2009, WRI 117 course 


development will benefit from a UC Humanities Institute grant, focused on 
implementing a digital media component. Four speakers, who are digital media theorists 
or artists at Research I institutions, will provide workshops to WRI 117 students in the 
rigors of aesthetic understanding. UCM WP faculty will also partner with these visiting 
scholars to publish their findings and classroom innovations in a peer-reviewed 
collection. Hopefully, this grant initiative will provide an ongoing investigation as to 
how to foster and define aesthetic awareness. More grant details are available as 
Appendix Item I. 


(B. Evidence and Results): Review digital media initiative in WRI 117 via electronic 
portfolio evidence. Partner science writing with creative writing faculty to discuss how 
creativity can be assessed and evaluated. Students and faculty will gain a more holistic 
perspective on how creativity and aesthetic understanding can be evaluated. 
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Assessment Plan, Program Learning Outcome Chart 
 


Timeline Program Learning Outcome Evidence Analysis & Results 
 
AY 2009-
2010 
 


(GE: Self & Society) To understand and value 
diverse perspectives in both the global and 
community contexts of modern society in order to 
work knowledgeably and effectively in an ethically 
and culturally rich setting 
(WP) Demonstrate engagement with the iterative 
processes of reading, writing and speaking 
 


Core 1: Cumulative essays 
(H, M, L samples) 
WRI 116: Watson & Crick 
reading assignment (H, M, 
L) 
WRI 100/116-119: mid-
semester scientific literacy 
diagnostic 


Core 1: refine criteria for 
assessing information literacy, 
presentation and analysis, develop 
shared rubric for cumulative 
essay, refine Core 1 grading rubric 
Core 100: develop and apply 
scientific literacy rubric, review 
portfolios with attention to 
understanding societal values 
Writing Minor: develop program-
based portfolio rubric to represent 
the iterative aspects of writing 


 
AY 2010-
2011 
 


(GE: Scientific Literacy): To have a functional 
understanding of scientific, technological and 
quantitative information, and to know both how to 
interpret scientific information and effectively apply 
quantitative tools 
(WP) Analyze and apply the basic written styles, 
structures, and standards of academic and 
professional communication 


 
Core 1: Quantitative 
assignment  
 
Core 100: Electronic 
portfolios w/ attention to 
literature reviews 


Core 1: evaluate a range-finder set 
of sample student work, attention 
to study skills, information 
management and scientific 
literacy  
Core 100: evaluate sample 
portfolios for academic 
communication 
Writing Minor: review WRI 30 
and 130 sample student work as 
professional communication 


 
AY 2011-
2012 
 


(GE: Ethics & Responsibility) To follow ethical 
practices in their professions and communities, and 
care for future generations through sustainable 
living and environmental and societal responsibility  
(GE: Decision-making) To appreciate the various 
and diverse factors bearing on decisions and the 
know-how to assemble, evaluate, interpret and use 
information effectively for critical analysis and 
problem-solving 
(WP) Apply ethical standards to the practice of 
academic research and public discourse 


Core 1: Quantitative 
assignment 
 
Core 100: peer review 
workshop materials, group 
work activities, 
collaborative grant 
proposals 


Core 1: evaluate a range-finder set 
of sample student work, attention 
to problem-solving skills 
 
Core 100: focus on summary / 
analysis skills, collaborate with 
librarians on information literacy 
skills 


 
AY 2012-
2013 
 


(GE: Leadership & Teamwork) To work effectively 
in both leadership and team roles capably making 
connections and integrating their expertise with the 
expertise of others 
(WP) Collaborate successfully as members of an 
academic discourse community 


Core 1: group work, 
collaborative writing 
assignment, peer review 
materials 
Core 100: literature 
reviews, annotated 
bibliographies 


Core 1: develop collaborative 
writing assignment and evaluate 
in terms of group work 
Core 100: gain consensus about 
key learning challenges with 
group work, archive successful 
curricula 


 
AY 2013-
2014 
 


(GE: Aesthetics) To appreciate and be 
knowledgeable about human creative expression, 
including literature and arts 
(WP) Craft language that reveals aesthetic 
awareness 


Core 1: reflection papers, 
cumulative essay 
Core 100: comparable 
essay assignments  


Core 1: discussion of evidence of 
integrated learning and application 
Core 100: discussion of how 
creativity is assessed and 
evaluated, rubric development 
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D. Self-Evaluation 
 
(1) CRTE Rubric for PLO Assessment Report 
 
 Rating Explanation 
Assessable PLO Emerging Rubric is in early stages of development; otherwise the PLO 


itself is measurable; Rubric available for instructional use in 
April 2010; faculty will need to decide on a clearer phrasing 
for “iterative” for this PLO to be understandable to those 
beyond our discipline; rubric indicates benchmarks though 
PLO #1 itself may need a more specific verb than 
“demonstrate.”   


Valid Evidence Developed Varied evidence (direct & indirect) 
Reliable Results Emerging / 


Developed 
Calibration needs improvement; With the fall 2009 program 
rubric development process and in-person review sessions, 
we have achieved about 90% levels of agreement about how 
to rank H-M-L portfolios.   


Results Summary  Developed Clear charts to indicate data trends 
Conclusions & 
Recommendations 


Developed Results have been reviewed carefully and faculty engaged 
with stages of assessment process 


 
(2) WASC Academic Program Learning Outcome Rubric 
 
 Rating Explanation 
Comprehensive List Developed PLOs interface with UCM’s eight guiding principles and 


reflect national disciplinary standards (College Composition 
& Communication, Writing Program Administration) 


Assessable Outcomes Emerging Most of our outcomes indicate how the skills are 
demonstrated; we are in the process of matching skills with 
activities for PLO #1 (See Appendix Item K)  


Alignment Highly 
Developed 


Our curriculum provides opportunities for students to engage 
with these PLOs and is summarized in our curriculum maps.  
We also partner with the library to assess student learning 
and provide co-curricular writing events (grammar 
workshops, undergraduate research journal, professional 
writing series, and creative writing projects) 


Assessment Planning Developed We have a reasonable, multi-year assessment plan.  Further 
resources are necessary for us to fully examine student 
learning via a portfolio system. 


Student Experience Developed Based on course evaluation data and surveys, students report 
an understanding of learning outcomes. 
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(3) Narrative Explanation 
 
PLO Assessment Report Updates:  In the past few months we have progressed considerably in 
achieving reliable and valid results, thanks to a shared rubric and meeting in person.  This high 
level of agreement is characteristic of our evaluation of diagnostic essays and paper portfolios in 
prior years, so this current reading process provided a productive context for effective reviews.  
Although in many respects our validity and reliability might match a “high developed category,” 
it is listed as “developed” at this point to acknowledge a workload limitation in our method.  
Ideally our faculty would read beyond pre-selected samples, with a double-blind method to show 
calibration and rates of student achievement.  Given our resource limitations, we have not been 
able to fund our faculty to do this intensive review process.   
 
We have a strengthened awareness of our program learning outcome, in particular what the 
benchmarks for iterative writing processes are as articulated in our rubric guidelines.  Our PLO 
will need revision.  In particular, “iterative” will need to be defined for a broader audience.  
“Demonstrate engagement” should be more specific to be a measurable skill.  Although our 
understanding of our PLO has strengthened considerably, it will remain “emerging” until the 
PLO itself is revised. 
 
WASC Academic Program Learning Outcome:  Our progression with assessing PLO #1 aligns 
with our long-term goals on an academic program level.  We will continue to strengthen our 
program learning outcome statements to be more measurable.  Our strategy is to link activities to 
the skill, so as to better articulate to students how classroom work connects to broader skills (in 
syllabi, MWP website, course catalogs, classroom instruction, etc.).  In an area like outcome 
alignment, we would consider our efforts highly developed as we have offered many co-
curricular options for students to strengthen their writing skills.  Other strengths include our 
long-term planning, as assessment is a routine practice among all full-time faculty and embedded 
in our committee service expectations.   
 
Resources:  For our assessment process to indicate direct evidence of student needs, we should 
expand this portfolio review process to include random samples.  We would like to be able to 
assess the prevalent issues within a majority of portfolios; however, this is labor-intensive and 
beyond routine service standards.  Our MWP lecturers are all Unit 18 employees, so by contract 
we are required to supplement salary for additional service.  Consistent with WASC 
expectations, this salaried assessment activity would involve instructional faculty in the 
assessment of student learning.  To study WRI 10: Reading and Composition portfolios, we 
would need to involve twelve MWP lecturers to review portfolios for two days, assuming a 
double-read and 30 minutes per portfolio.  With 600 portfolios, we would be able to read about 
200 portfolios – with 33% of the portfolios evaluated, we could derive valid and reliable 
conclusions about areas of student learning needs.   The total cost of this faculty activity would 
be $40004.   
 
 
 


                                                 
4 An instructor's hourly wage for teaching is $21.24, based on a lecturer salary of $43,336 divided by 2040 working 
hours. 
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SECTION III:  Alignment of Institutional and Program Goals/Outcomes 
 
A. Program and Institutional Goals / Outcomes 
 
Our Core 1 and Core 100 curriculum supports our campus-wide mission of a student-centered 
research university, as these courses prepare students to write and communicate in their elective 
and professional fields. Our general education curriculum is writing-intensive, which by 
definition includes a small classroom environment (no more than 20 students) and 5000 words 
(or 20 pages) of final text. A writing-intensive approach to general education supports a students’ 
ability to synthesize knowledge. This is of particular importance in an interdisciplinary context 
here at Merced, as students are asked to connect the “two cultures” within the sciences and arts. 
Students also blend quantitative and traditional literacy, as Core 1 quantitative assignments and 
Core 100 workshop assignments require narrative to explain data. Beyond written assignments, 
Core 100 courses also include oral presentations, in which students gain skills in presenting 
complex ideas to multiple audiences through poster sessions and traditional speeches. In sum, 
our writing-intensive approach to general education promotes a rigorous approach to critical 
thinking and communication. 
 
Additionally, nearly all of these general education courses have a portfolio outcome, which 
provides students will opportunities to reflect on the iterative process of writing and critical 
thinking. Increasingly, these portfolio projects have been developed on our course management 
system, SAKAI, giving students opportunities to share these projects with graduate school 
admission committees and future employers. 
 
The following chart summarizes our focus on assessing general education outcomes, which 
currently function as our institution-wide learning principles.   
 
 
PLO 
 


 
Scientific 
Literacy 


 
Decision-
making 


 
 
Communication


 
Self & 
Society 


 
Ethics 


 
Teamwork 


 
Aesthetics 


 
Personal 
Potential 


 
1 


 X X   X  X 


 
2 


X X X    X  


 
3 


  X X  X   


 
4 


 X X X X    


 
5 


  X X   X  


Appendix: Writing Program PLOs 
(1) Demonstrate engagement with the iterative processes of reading, writing and speaking 
(2) Analyze and apply the basic written styles, structures, and standards of academic and professional 


communication 
(3) Collaborate successfully as members of an academic discourse community 
(4) Apply ethical standards to the practice of academic research and public discourse 
(5) Craft language that reveals aesthetic awareness 
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Part C. How does your curriculum support your Program Learning Outcomes? 
 
Institutional Learning Principles Curriculum Map 
 
The following chart summarizes a student’s mastery of an institutional-level guiding principle 
outcome, upon completing a given course.  Note that I = Introductory and A = Advanced.  Note 
that I = Introduced, P = Practiced, and A = Applied.5  Categories have been revised to show 
greater range within “advanced” category.  To clarify a distinction, “practiced” is as directed by 
an instructor and “applied” is done independently by the student. 
 
 Scientific 


Literacy 
Decision-
making 


Communication Self & 
Society 


Ethics Teamwork Aesthetics Personal 
Potential 


 
Core 1 
 


 
I 


 
I 


 
I 


 
I 


 
I 


 
I 


 
I 


 
I 


 
WRI 100: 
Advanced 
Composition 


 
I 


 
P 


 
P 


 
P 


 
I 


 
I 


 
P 


 
I 


 
WRI 101: 
Psychology 


 
P 


 
A 


 
A 


 
P 


 
P 


 
A 


 
I 


 
P 


 
WRI 116: 
Natural 
Sciences 


 
A 


 
A 


 
A 


 
P 


 
P 


 
A 


 
I 


 
P 


WRI 117: 
Social 
Sciences 


 
P 


 
A 


 
A 


 
P 


 
P 


 
P 


 
P 


 
P 


 
WRI 118: 
Management  
 


 
I 


 
A 


 
A 


 
P 


 
P 


 
P 


 
I 


 
P 


WRI 119: 
Engineering 
 
 


 
A 


 
A 


 
A 


 
P 


 
P 


 
A 


 
I 


 
P 


 
 
 
 
Program Learning Outcome Curriculum Map 
 
The following chart summarizes a student’s mastery of a program learning outcome, upon 
completing a given course.  Note that I = Introduced, P = Practiced, and A = Applied.  To clarify 
a distinction, “practiced” is as directed by an instructor and “applied” is done independently by 
the student. 


                                                 
5 We have adapted the curriculum map levels from Mary Allen’s Assessing Academic Programs in Higher 
Education (Jossey-Bass, 2003) 
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 PLO #1: 


Iterative 
Process 


PLO #2:  
Style & 
structure 


 PLO #3: 
Collaboration 


PLO #4: 
Ethical 
standards 


PLO #5: 
Aesthetic 
awareness 


Core 1 I I I I I 


WRI 1: Academic Writing  
I 


 
I 


 
I 


 
I 


 
I 


WRI 10: Reading & 
Composition 


 
P 


 
I 


 
I 


 
P 


 
I 


WRI 25: Creative Writing  
I 


 
P 


 
I 


 
I 


 
P 


WRI 30:  
Professional Writing 


 
I 


 
P 


 
I 


 
P 


 
I 


WRI 100: Advanced 
Composition 


 
P 


 
P 


 
P 


 
P 


 
I 


WRI 101: Psychology P 
 


A 
 


A 
 


P 
 


I 
 


WRI 105: Grammar & Style  
P 


 
A 


 
P 


 
P 


 
P 


WRI 116: Natural Sciences  
P 


 
A 


 
A 


 
A 


 
I 


WRI 117: Social Sciences  
P 


 
P 


 
A 


 
P 


 
I 


WRI 118: Management   
P 


 
A 


 
A 


 
P 


 
I 


WRI 119: Engineering  
P 


 
A 


 
A 


 
A 


 
I 


WRI 125: Special Topics CW  
P 


 
A 


 
P 


 
I 


 
A 


WRI 130: Special Topics PW  
P 


 
A 


 
P 


 
A 


 
I 


WRI 131: 
Journal Production 


 
P 


 
P 


 
P 


 
I 


 
I 


WRI 150: Seminar in CW  
A 


 
A 


 
A 


 
P 


 
A 


 
 
 
 
APPENDIX ITEM A  
 


 WRI 30: Introduction to Professional Writing 
 Mid-Semester Course Evaluation (Spring 2008) 
 Instructions: Please take about 15 minutes to respond to this evaluation.  Your comments are considered essential to the development 
and improvement of this course.  Writing Program course evaluations are intended to improve student experiences in our courses, 
regardless of the instructor of record. Q1 Self-Assessment 
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  Not at all Rarely Occasionally Sometimes  Frequently Always 
 I complete the assigned readings and homework on 


schedule. 
 q  q  q  q   q  q 


 I participate actively in class discussions and 
activities. 


 q  q  q  q   q  q 


 I have made use of the instructor’s office hours to 
get assistance with my writing. 


 q  q  q  q   q  q 


Q2 Overall Satisfaction 
  Unsatisfact


ory 
Very low Low Moderate  High Very high 


 How interested were you in taking this course at 
the beginning of the semester? 


 q  q  q  q   q  q 


 Now that you are mid-way through the course, 
how would you rate your level of improvement as 
a writer? 


 q  q  q  q   q  q 


  Please describe your progression as a 
writer: 


_____________________________________________


Q3 This course is designed to help me improve as a writer 
  Not at all .............................................................................................................................................................  q 
  Strongly disagree ................................................................................................................................................  q 
  Disagree..............................................................................................................................................................  q 
  Uncertain ............................................................................................................................................................  q 
  Agree...................................................................................................................................................................  q 
  Strongly agree.....................................................................................................................................................  q 
  Please describe: _____________________________________________
Q4 This course has provided information and support in developing the following skills: 


 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Analyzing readings  q  q  q  q   q  q 
 Thinking creatively  q  q  q  q   q  q 
 Developing a topic  q  q  q  q   q  q 
 Understanding disciplinary conventions  q  q  q  q   q  q 
 Composing an argument  q  q  q  q   q  q 
 Crafting an essay (writing process)   q  q  q  q   q  q 
 Writing in my profession (strategies)  q  q  q  q   q  q 
 Integrating evidence  q  q  q  q   q  q 
Q5 The following activities have been useful to me: 
  Strongly 


disagree 
Disagree Uncertain  Agree Strongly agree


 Peer review  q  q  q   q  q 
 Assessing my own writing  q  q  q   q  q 
 Class discussions  q  q  q   q  q 
 Feedback from instructor   q  q  q   q  q 
 Formal paper drafting  q  q  q   q  q 
 In-class activities  q  q  q   q  q 
  


WRI 30: Introduction to Professional Writing, Final Course Evaluation (Fall 2008) 
 Instructions: Please take about 15 minutes to respond to this evaluation.  Your comments are considered essential to the development 
and improvement of this course.   
Q1 Self-Assessment 
  Not at all Rarely Occasionally Sometimes  Frequently Always 
 I complete the assigned readings and homework on 


schedule. 
 q  q  q  q   q  q 


 I participate actively in class discussions and 
activities. 


 q  q  q  q   q  q 


 I have made use of the instructor’s office hours to 
get assistance with my writing. 


 q  q  q  q   q  q 


Q2 Overall Satisfaction 
  Unsatisfact


ory 
Very low Low Moderate  High Very high 


 How interested were you in taking this course at 
the beginning of the semester? 


 q  q  q  q   q  q 


 Now that you have nearly completed the course, 
how would you rate your level of improvement as 
a writer? 


 q  q  q  q   q  q 
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APPENDIX ITEM B 
 
The Embedded Assignment:  
Exploring Scaffolding, Learning Outcomes, and Scientific Literacy  
Authored by Nuno Sena and Paul Gibbons (April 2009) 
 
Issues at Hand   
Although there is no true consensus of what constitutes scientific literacy, many authorities in 
the field, whether in the disciplines of Education, Science or Math cite the National Science 
Education Standards (1996). Thus, definitions typically emphasize science and math content 
areas without detailed discussion of scientific literacy in terms of writing, writing in the 
disciplines (WID) or professions.  Exploring the literacy aspect of scientific literacy, that is in 
the context of competencies in writing, reading, speaking, and listening within a 
communication perspective is warranted.   


Scientific Literacy According to the National Science Education Standards  
The passage in the NSES text has been reduced.  


  Please describe your progression as a writer: 
Q3 How clear are instructions for: 
  Not at all Rarely Occasionall


y 
Sometimes  Frequently Always 


 Formal papers  q  q  q  q   q  q 
 In-class activities  q  q  q  q   q  q 
Q4 My instructor discusses writing in ways that help me to improve: 
  Not at all .............................................................................................................................................................  q 
  Strongly disagree ................................................................................................................................................  q 
  Disagree..............................................................................................................................................................  q 
  Uncertain ............................................................................................................................................................  q 
  Agree...................................................................................................................................................................  q 
  Strongly agree.....................................................................................................................................................  q 
  Please explain: 
Q5 My instructor seems: 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Available to answer questions  q  q  q  q   q  q 
 Enthusiastic in teaching writing  q  q  q  q   q  q 
 Organized  q  q  q  q   q  q 
 Knowledgeable about writing  q  q  q  q   q  q 
 Respectful  q  q  q  q   q  q 
 Fair  q  q  q  q   q  q 
Q6 This course has provided information and support in developing the following skills: 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Defining and understanding audience  q  q  q  q   q  q 
 Identifying and developing clear objectives for 


written projects 
 q  q  q  q   q  q 


 Distinguishing between correct usage alternatives  q  q  q  q   q  q 
 Editing according to standard style  q  q  q  q   q  q 
 Assessing peer writing and providing constructive 


feedback 
 q  q  q  q   q  q 


 Demonstrating an ability to evaluate feedback   q  q  q  q   q  q 
 Demonstrating an ability to self-evaluate and 


reflect 
 q  q  q  q   q  q 
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Description: Scientific literacy is the knowledge and understanding of scientific concepts and  
processes required for personal decision making, participation in civic and cultural affairs, and 
economic productivity. It also includes specific types of abilities …  
 
 Scientific literacy means that a person can ask, find, or determine answers to questions derived 
from curiosity about everyday experiences. It means that a person has the ability to describe, explain, and 
predict natural phenomena.   
 Scientific literacy entails being able to read with understanding articles about science in the 
popular press and to engage in social conversation about the validity of the conclusions.   
 Scientific literacy implies that a person can identify scientific issues underlying national and local 
decisions and express positions that are scientifically and technologically informed. A literate citizen 
should be able to evaluate the quality of scientific information on the basis of its source and the methods 
used to generate it.  
 Scientific literacy also implies the capacity to pose and evaluate arguments based on evidence and 
to apply conclusions from such arguments   
 


(p. 22) 
Source http://www.literacynet.org/science/scientificliteracy.html


Embedded Assignment  
The embedded assignment and the practice of scaffolding learning of competencies by chaining 
assignments give us the opportunity to both build scientific literacy of students while 
developing a model to explore learning outcomes both in the short- and long-term.   


The assignment of the short article by Watson and Crick is useful because it is short, 
emphasizing argument while making claims when using evidence sparsely.  An article on DNA 
later published in a chain of works by the same takes up the argument, the proposed model, and 
provides a wealth of evidence to support major claims.  In chaining these two readings, it is 
possible to build on scientific literacy while preparing students for looking at argument, claims, 
evidence, perspectives, and eventually building on critical thinking abilities so that they may do 
reviews of literature or research papers.    
 
The selection of examples is taken from a pool of responses from the Writing 116 classes taught 
by Paul Gibbons. Three levels are represented, high, medium, and low, although there is no 
intention to prescribe a grade on an in-class assignment as this one.  The breakdown of the 
criteria applied in rating the students’ work will be discussed in the WRI 116 meeting. Questions 
four (4) and five (5) are of greatest interest to us because they focus more on critical and 
rhetorical concerns while the other questions are more informational. The prompt and student 
examples are given below. 
 


Example Prompt  


Respond to the following questions that address the article, “A structure for Deoxyribose 
Nucleic Acid.”  
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(1) According to the article, what are the different models for the structure of nucleic acid 
that have been proposed?  
(2) How does the model proposed by Watson and Crick differ?  
(3) With respect to their own model, what shortcomings or limitations do Watson and Crick 
indicate?   
(4) Find and highlight all the language that suggests that the Watson and Crick model should 
be favored and that the other model should not be favored.  Using the language you’ve 
highlighted as quoted evidence, state how Watson and Crick build their argument that their 
model is the correct one and that the others are not.   
(5) Aside from your answer to #4, what other ways have Watson and Crick created favor for 
their model within their article?
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WRI 116: Writing in the Natural Sciences 
Scientific Literacy Rubric 
April 2009 
Authors: Paul Gibbons, Nuno Sena & Anne Zanzucchi 
 
 
 
 


 
Interpretation 


 
Analysis 


 
Technical 
Writing Skills 
w/in Context 
 


 
Scientific 
discourse 


 
Synthesis 6 


 
High 
 


 
correct 
identification of 
main ideas, 
demonstrates rich 
and complete 
understanding of 
original text 


 
all claims are 
supported by 
direct or 
paraphrased 
evidence, able to 
explain the 
significance of 
detail and main 
ideas 
 


 
mixture of 
simple and 
complex 
sentence 
structures, 
virtually error 
free 
punctuation, 
spelling and 
format  


 
strong 
vocabulary with 
deliberate and 
specific word 
choice, reflects 
strong audience-
awareness 


 


 
Middle 
 


 
basic argument is 
identified though 
may not 
distinguish 
significant 
categories or topics 
within argument 


 
includes 
supporting 
evidence or 
paraphrased 
detail though not 
for all claims, 
may generalize, 
generally 
interprets major 
argumentative 
patterns 
 


 
occasional 
usage errors, 
repetitive 
syntax, contains 
several 
common 
punctuation, 
spelling and 
format issues 


 
occasionally 
inconsistent 
diction and tone, 
includes some 
professional 
vocabulary but 
may lack 
precision 


 


 
Low 
 


 
may misunderstand 
basic claims in text 
or attends to 
ancillary details 
rather than main 
guiding ideas 


 
evidence is not 
embedded in 
interpretation, 
lacks full 
perspective on 
implications, 
tends to 
generalize  
 


 
minimal 
sentence 
variety, non-
specific verbs, 
frequent 
grammatical 
errors that 
impede 
meaning 


 
inappropriate 
diction, weak 
command of 
professional 
vocabulary. 
inaccurate uses 
of passive or 
active voice 
 


 


 
 
 


                                                 
6 Watson Crick workshop assignment does not include a synthesis step.  In Fall 2009, WRI 116 instructors will 
evaluate literature reviews to develop synthesis criteria. 
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APPENDIX ITEM C 
 
Core 1:  The World at Home Cumulative Essay Assignment 
 
To guarantee it’s your own work, don’t forget to submit your work to turnitin.com. 
 
The Cumulative Writing Assignment is an integrative “capstone” essay in which you’ll address a 
common theme (or thread) in the course and trace it through examples from across term. The 
cumulative essay should be about 1800 words (roughly 6-8 pages), with at least 2/3 of a 
page devoted to each example/focus. It must examine SIX examples/foci from at least FOUR 
different modules, must be guided by a thesis paragraph that elaborates your theme/thread 
and gives an overview of your essay, and must conclude gracefully (with a well-elaborated 
parting comment).  
 
Specify a thread that you see running through the course. This could reflect a combination of a 
few lectures and readings, or a common idea that appears in each module. (A topic might be, for 
example, “the unintended consequences of innovation,” or the extent to which a series of 
lectures/readings relate to a specific place, time, item, artwork, etc.) Because of the distinct 
challenge of such an assignment—in a sense, your job is to connect human history from its 
origins to its uncertain future—you are encouraged to start looking for and developing threads as 
soon as possible. The following are some suggestions for how you might brainstorm a thread to 
explore in your essay: 
 


 Browse through your reflection papers:  Are there any interesting patterns of thought, 
connections between materials, and/or implicit themes between entries? 


 Check out the Core 1 syllabus and the “Topics Synopses” document on CROPS for brief 
descriptions of the modules and lectures (see Resources Folder). What recurring themes 
do you see? 


 Look over your weekly assignments. Which ideas or assignments interested you the 
most? Is there a way to expand a smaller project into a larger one? Do any of the projects 
fit together in some way? 


 
Note:  As long as it is germane to your theme, you may draw upon (and/or integrate material 
from) your previous writings in CoreOne. 
 
Support your thesis/theme with specific discussions of documented examples. Avoid 
making blanket statements; use the body of the essay to elaborate particular foci in 
depth—using quotes, data, and concepts that are fluidly explained. 
 
Please come to class with drafts of your cumulative essay to workshop in late April and 
early May. 
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APPENDIX ITEM D 
 
Core 1:  The World at Home  Quantitative Assignment 1 


 
[Note:  In addition to performing these calculations correctly, you’ll be graded on how well 
you present and explain the processes you perform, step-by-step, in terms of their 
respective purposes.] 
 
Quantitative assignment 1a: 
 
The newly demoted dwarf planet Pluto has 3 moons: Charon, Nix and Hydra. Using Newton’s 
laws one can derive the mass of Pluto from observations of the orbit of one these moons. 
 
Assuming a circular orbit, Newton’s law of gravitation (F = GMm/r2) and  Newton’s second law 
of motion (F = ma = mv2/r) can be used to calculate the mass (M) of a massive object if the 
velocity (v) at a radius (r) is known for another, much lighter body that is in orbit.  By combining 
the two laws stated above, we obtain the formula  
 
    M = v2 r / G 
 
The velocity (v) along a circular orbit is determined by the circumference (2r) divided by the 
time it takes to complete one full circle (the period, P), i.e. v = 2r / P . Using this expression for 
v, one can rewrite the above formula for the mass M as   
 
    M = (42 r3) / (G P2) 
 
which is also known as  Kepler’s Third Law (for circular planetary motions). 
 
Use this law to calculate the mass of Pluto from the orbit of its moon Hydra with r = 64,780 km 
and P = 38.2 days, and knowing that the Gravitational constant G = 6.673 × 10-11 m3 kg-1 s-2. 
 
Express the answer in units of Earth Mass MEarth, knowing that MEarth =  5.980 × 1024 kg. 
  
(Hint: first express r and P in standard units:  meters and seconds.) 
 


Note:  This is for a circular orbit; for more accurate estimates one must use the observed 
elliptical orbit (see http://en.wikipedia.org/wiki/Kepler%27s_Law#Kepler.27s_third_law). 
 
-------------------------------------------------------------------------------------------------------------------- 
Quantitative assignment 1b:  In a brief essay of 250 words, examine the significance of this 
calculation with respect to the current debate over Pluto’s planetary status. Cite details and 
arguments from course readings to support your points. 
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APPENDIX ITEM E 
 
Core 1: The World at Home Quantitative Assignment #3 & Skills Assignment #3 
 
Minimum length = 600 words  Due Date:  Week of 4/13 
 
To guarantee it’s your own work, don’t forget to submit your work to turnitin.com. 
 
It was another lovely autumn day in Livermore, CA, with clouds scudding through a hazy blue 
sky, dogs barking at the mail carriers, and sunlight glinting off the glass and stucco surfaces of 
the Department of Homeland Security’s new bio-defense facility. Unfortunately for America, 
however, none of the security officers on duty that day bothered to stop and search the black 
sedan as it glided past their checkpoints, and not until several days later did a research team 
report that several vials of the deadly Influenza virus strain of subtype H5N1, also known as 
Avian Flu, had in fact disappeared from their laboratory. Though H5N1, in some strain or other, 
periodically appears in North America, having been unintentionally carried here by people or 
poultry, the variety that was stolen in this case was being studied in the event of terroristic 
deployment—which, in fact, may be about to occur in this instance. 
 
Intelligence services report that an extranational group has obtained the virus and is plotting to 
release it in order to infect as many Americans as possible. Where it will be released remains 
unknown, but intelligence agencies generally agree that the group plans to begin its attack within 
days. It is also recognized that once an outbreak of H5N1 appears in one area, it will have 
already moved on, owing to the virus’s wide-ranging incubation period from 2 to 28 days and the 
easy availability of car and air travel. 
 
As a prominent researcher who also serves as the head of a presidential commission on infectious 
diseases, you must recommend a policy for distributing the available supplies of H5N1 vaccine 
to the American people. In addition to the news of the virus theft and the plot detailed above, you 
have recently heard more bad news from scientists on your team:  the herd immunity level for the 
U.S. population in this situation is 83.6% (see course readings for more about herd immunity). 
Companies capable of manufacturing the H5N1 vaccine have dedicated themselves to producing 
as much as possible, but the best-case scenario only has them producing enough vaccine to 
immunize 71% of Americans against the virus. Also worth noting:  There is no natural immunity 
to H5N1, and, in the catastrophic outbreak in 1918 of the related strain H1N1, or Spanish Flu, the 
virus killed many otherwise healthy people, and not just the very young or very old. Moreover, 
this present strain of Avian Flu is particularly virulent:  it has mutated, and is capable of being 
transmitted from one human to another. 
 
The White House has asked for a proposal of not less than 600 words (including medical, 
geographical, demographic, etc., statistics—the more of which you purposefully 
incorporate the better your plan will be) in which you outline in detail a series of steps that 
the government should take to protect the U.S. population. 
  
You will first need to find and cite a recent total population figure for the U.S. (and will 
want to think about which groups within our country that are likely to have been passed 
over by that particular figure). From that figure, determine the number of people who will 
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not be able to receive the H5N1 vaccine. Then begin deciding which segments of society and 
geographic regions you will vaccinate in order of priority, and which will not receive any 
vaccine at all. What are the possible positive and negative consequences of your plan? 
Explain your decisions and the logic behind them carefully. Use more specific demographic 
figures from a dependable source to be sure your numbers add up.  
 
Many factors, demographic and otherwise, could play into this decision-making process:  age, 
class, region, profession, gender, etc. Describe what additional measures you will take to slow 
the spread of the virus. Will you quarantine those who are infected? Will you close schools, 
factories, and/or some kinds of businesses? Are there services and industries you think will be 
essential during this crisis and that you will insist remain open? The White House, needless to 
say, is not merely interested in snap decisions on these matters. It expects you to consider in 
detail the social and economic ramifications of the policies you advocate, and also to provide 
sound ethical justification wherever it is appropriate.  
 
NOTE: In order to convince the President that you know what you’re talking about, you 
must cite three sources in your proposal. 
 
If you need help, don’t go it alone. Go to:  http://ucmercedlibrary.info/criteval.html and/or 
http://ucmercedlibrary.info/contact/index.html  
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APPENDIX ITEM F 


 


Evaluation of Core 1 Assignments 


 


Those of us who lead discussion sections of Core 1 are often asked about how we grade 


assignments for Core 1. Having established point systems and criteria to govern our 


evaluations of these assignments, we’ve decided to present them to you here in hopes of 


demystifying, at least slightly, what some might consider a “mysterious” process.    


 


With respect to quantitative assignments, a correct answer must be supplied in order for the 


assignment to receive full credit. However, we believe that process is a fundamental 


component of both quantitative and qualitative reasoning. Therefore, any quantitative 


exercise that clearly (and creatively) describes its process (and the significance thereof), 


uses the tools provided by the assignment, and shows evidence of sincere engagement can 


still receive a high grade, even if an incorrect answer is provided at the end.  


 


Essay assignments are slightly different in nature. Essays very rarely have a “correct 


answer,” after all. Nevertheless, we will only give top marks to essays that: 


– present information accurately and make logically sound arguments; 


– develop ideas fully and in an organized fashion;  


– display complexity of thought and appreciation of various perspectives; 


– approach issues and problems from creative angles; 


– are noteworthy for their overarching focus and coherence; and 


– engage course readings and/or lectures in sufficient depth. 


Essays do not have to receive perfect scores in all of these areas to receive full points, but 


coming up short in one criterion or another will likely affect your grade. 


 


We hope that this clarifies what we look for when evaluating these assignments. If you 


have any questions while working on either a qualitative or a quantitative assignment, you 


are of course advised to contact your section leader promptly so as to stay on the right 


track.    
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APPENDIX ITEM G 


 


CORE 1 Module Synopses, with Associated Objectives and Outcomes 
 
CORE 1:  The World at Home covers a lot of ground—billions of years, in fact.  As you 
read the module summaries, note that the course is structured with a very broad 
chronology, moving from the very beginnings of the universe to the problems of our 
current civilization, now and in the near future. Beyond this basic structure, the challenge 
of this course is for each of us to find ways our history can be linked together, to examine 
how the past influences the future, and to study how thought and innovation have 
developed over the millennia, and so on.  
 
------------------------------------------------------------------------------------------------------------- 
 
Background, “Points of Engagement” 
 During the first week of the course, you will be introduced to some of the broad themes 
of the course, such as the productive interplay that occurs between disciplines and the 
challenges of the modern university.  Some of the questions we’ll start out with include:  
What counts as knowledge? How is knowledge produced and assembled? In what ways do 
academic disciplines intersect? In what ways do they differ? 
 
Objectives (instructors will): 
• Provide overview of subjects, modules, lectures, discussion sections, and assignments 
• Survey strategies of acquiring and managing information 
• Review critical reading skills (pre-writing, annotation, finding patterns, journaling, etc.) 
• Cultivate statistical savvy and quantitative awareness 
 
Outcomes (students will be able to): 
• Summarize major themes and protocols of the course 
• Use course materials reflexively 
• Annotate and critique short reading 
• Take effective lecture notes 
 
------------------------------------------------------------------------------------------------------------- 
 
Module 1, “Origins of the Universe” 
 In developing myriad “origin myths,” humankind has had to balance accounts of the 
natural world in terms of faith (spiritual knowledge) and reason (testable hypotheses). The 
conflict between these two approaches may be seen, for example, in the life of Galileo, and 
in debates that continue today, in rival explanations of our place in the Universe. The scope 
of this first module literally covers billions of years—from “scientific cosmology” and its 
Big Bang theory (of the formation of galaxies, stars and planets) to “functional cosmology” 
(which attempts to explain our personal connection to the universe)—to explore that most 
fundamental of questions:  How did we get here?      
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Objectives (instructors will): 
• Survey scientific and mythological models of the universe 
• Introduce problems of classification inherent in constructions of knowledge 
• Review formative moments in intellectual history 
• Explore socio-historical issues that accompany the scientific imagination 
 
Outcomes (students will be able to): 
• Explain ways in which different cultures imagine the universe 
• Identify cultural values embedded in the history of astronomy 
• Reflect on significance of intellectual history for contemporary notions of knowledge 
• Assess the idea of scientific classification (by arguing for and against Pluto’s planetary  
 status) 
 
------------------------------------------------------------------------------------------------------------- 
 
Module 2, “Origins of Life” 
 This module will extend the earlier theme of faith versus reason to today’s ongoing 
debate over life’s origins, specifically the debate between evolution and creation. To better 
understand what is at stake in this debate, we will consider competing theories proposed by 
scientists and ethicists, and their answers to the key questions:  “What constitutes life?” 
and “What life is sacred?” Just as the life of Galileo focuses the discussion in Module 1, 
the life and work of Charles Darwin will do the same in this module. We will closely 
examine the origins and value of the scientific method, the geologic history of Earth, the 
genetics of natural selection, and from the opposite side, the philosophy of religion and 
intelligent design.    
 
Objectives (instructors will): 
• Explore earth’s origins in the context of the universe’s history 
• Survey history of and challenges to evolutionary thinking 
• Survey and critique scientific systems of classification  
• Introduce biological concepts of natural selection and speciation 
 
Outcomes (students will be able to): 
• Synthesize arguments about origins of universe with those about origins of life 
• Evaluate limits of scientific classification 
• Explain and apply concepts of natural selection and speciation 
• Analyze texts such as Origin of Species to assess evolutionism in historical context 
 
------------------------------------------------------------------------------------------------------------- 
 
Module 3, “Origins of Societies and Cultures” 
 Societies tend to coalesce for pragmatic reasons—food production, shelter, 
companionship, and defense—evolving distinct cultures in the process. Whereas all 
societies eventually face the same basic challenges—resource depletion, crime, epidemics, 
and environmental despoliation, among them—the creative contributions of their diverse 
cultures, in the sciences and arts, often remain unique. In this module (perhaps the most 
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protean of all the modules), we will examine a wide range of topics, each a way of 
understanding how and why people form into groups, cities, and cultures, and the potential 
positive and negative consequences of such activities.  Some of the challenging questions 
we will consider are:  “What is ‘culture’?” “What is art and why do we have it?” “What 
obligations do we have to the environment, to each other, to our successors?”   
 
Objectives (instructors will): 
• Examine history and theories of social formations and movements 
• Survey aspects of intercultural communication 
• Illustrate dynamics of stereotyping in psychology and media 
• Explore art as a means of understanding culture 
 
Outcomes (students will be able to): 
•  Critique previous course themes and foci in terms of social movements and societal  
 change 
• Articulate extents to which common classification schemes lend themselves to  
 stereotyping 
• Analyze artworks by attending to formal characteristics of painting, music, literature, etc. 
• Assess parallels between artistic creation and scientific or scholarly investigation 
 
------------------------------------------------------------------------------------------------------------- 
 
Module 4, “Language and Communication” 
 Societies, like individuals, depend upon communication—to express needs and wants, 
to warn of danger, and to persuade others to join their cause. This module will look at the 
various ways that we have learned to communicate and persuade:  through words, symbols, 
music, and even unconscious gestures. We will examine how we acquire and develop 
language skills, and then progress into the use of metaphor and purely symbolic languages 
such as mathematics.  Through the study of the languages of mathematics and music, we 
will cultivate an understanding of what we mean by “language.”  
 
Objectives (instructors will): 
• Explore socio-historical aspects of communication 
• Elaborate theories of language acquisition and communicative practice 
• Survey communicational logic of—and affinities among—forms of expression (language,  
 music, film, mathematics, etc.)  
• Examine the nature of knowledge with respect to cross-disciplinary communication 
 
Outcomes (students will be able to): 
• Summarize and apply theories of language acquisition and use 
• Analyze cultural values embedded in language and alternative forms of expression  
 (literature, music, film, mathematics, etc.) 
• Elaborate commonalities among forms of expression 
• Explain the bases of mathematical logic  
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Module 5, “Needs of Individuals and Societies” 
 Unlike societies, individuals have unique needs and desires, many of which cannot (or 
should not) be met by the society at large. Unique to each individual are the ethical choices 
that each of us makes in fulfilling these needs. Alternately, society often makes demands 
on individuals—sometimes with his or her consent, sometimes without—that challenge 
codes of ethics we may consider implicit and universal (such as restricting the pursuit of 
happiness, or freedom from pain). In the absence of a truly homogenous society, we learn 
to manage the tension between the one and the many as best we can. In this module, we 
will explore this tension by looking at case studies of social experimentation, economic 
issues, public health crises, and theories of ethical decision-making (such as utilitarianism).   
 
Objectives (instructors will): 
• Introduce ethics as source of scholarly focus 
• Examine ethical tensions between individuals and societies 
• Survey ethical considerations in public health and history 
• Present ethical issues in methods of scientific research 
 
Outcomes (students will be able to): 
• Apply schools of ethical thought to contemporary concerns 
• Elaborate ethics implicit in common public health and historical issues  
• Assess ethical considerations in scientific research designs 
• Analyze statistical data from ethical standpoints 
 
------------------------------------------------------------------------------------------------------------- 
 
Module 6, “Conflict” 
 Conflict is common not only between but within societies. It comes in many forms, not 
just violence and war, but everyday conflicts of interest, ideology, and belief. As such, 
conflict may be necessary for civilization to evolve and progress. This module will 
consider the full spectrum of conflict—from global war to terrorism and debates over 
protection of the environment—to explore how and why conflicts occur, how they might 
be avoided or managed, and how, traditionally, they have been resolved. 
 
Objectives (instructors will): 
• Present historical and ethical contexts for contemporary conflicts 
• Explore local and global implications of political issues 
• Suggest means of managing or ameliorating current conflicts 
• Examine science behind historical developments 
 
Outcomes (students will be able to): 
• Apply ethical frameworks to modern conflicts 
• Summarize and critique a current political conflict 
• Elaborate historical, ethical and scientific contexts for contemporary conflicts 
• Assess primary and secondary sources for characterizations of contemporary conflicts  
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Module 7, “The Future” 
 The final module will revisit the major themes of the course, from the perspective of 
how they might be affected by changes already underway, or predicted in the foreseeable 
future. Both threats and prospects will be examined, from the possibility of a global 
pandemic to the implications of genetic engineering and nanotechnology. The course will 
conclude with reflection on what we’ve learned over the semester and addresses our 
ongoing hopes and fears for the future, speculating on what we can do with this 
knowledge.  
 
Objectives (instructors will): 
• Survey costs and benefits of scientific and/or technological innovation 
• Examine ethical considerations in contemporary scientific research 
• Identify problems of and solutions to current scientific debates 
• Explore implications of technological innovation for personal identity 
 
Outcomes (students will be able to): 
• Apply concepts of evolution and ethics to current scientific debates 
• Elaborate unforeseen consequences of innovation 
• Assess role of technology in everyday life 
• Synthesize course material by applying it to future concerns 
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APPENDIX ITEM H 
WRI 117: Writing in the Social Sciences, Humanities and Arts syllabus template selection 
 


                     COURSE GOALS 
(This course is intended to help you…) 


LEARNING OUTCOMES 
(Upon completion of course, students should be able to…) 


Scientific Literacy: To have a functional 
understanding of the field of social sciences 
and/or humanities, and to know how to 
effectively interpret and apply relevant 
information in the field. 


 Read, understand, and accurately interpret scientific texts in various 
social sciences and humanities disciplines 


 Understand how arguments are constructed and what counts as 
evidence in various social sciences and humanities disciplines 


 Design and conduct a generative research project that adheres to 
discipline-specific conventions 


Decision Making: To appreciate the various 
and diverse factors bearing on decisions and 
the know-how to assemble, evaluate, interpret 
and use information effectively for critical 
analysis and problem-solving.  


 Understand the various and diverse factors bearing on the complex 
process of research and the know-how to differentiate information 
effectively for problem solving 


 Understand how to evaluate various types of primary and secondary 
evidence and employ them to make an effective argument 


Communication: To convey information to, 
communicate with, and interact effectively 
with multiple audiences, using advanced skills 
in written and other forms of communication.  


 Tailor written, oral, and other modes of communication for multiple 
audiences 


 Examine instructor’s and peers’ comments for written work and 
implement relevant feedback in the revision process  


 Effectively engage and reflect on the different stages of research and 
writing process through keeping a research journal 


Self and Society: To understand and value 
diverse perspectives in both the global and 
community contexts of modern society in 
order to work knowledgeably and effectively 
in an ethnically and culturally rich setting. 


 Work effectively with group members from ethnically, culturally, 
and/or socially diverse backgrounds 


 Understand the global-local connection in research projects and other 
course materials  


Ethics and Responsibility: To follow ethical 
practices as observed in the professional field 
and scholarly communities. 


 Understand and adhere to the ethics and social responsibilities 
involved in doing academic research and using people as sources of 
data 


 Understand and adhere to the ethics of academic integrity, especially 
proper citation, accurate reporting of sources, and full disclosures of 
methodological practices 


Leadership and Teamwork: To work 
effectively in both leadership and team roles, 
capably making connections and integrating 
their expertise with the expertise of others. 


 Facilitate and foster discussion among classmates on assigned 
readings or topic  


 Collaborate with and support classmates on group tasks and research 
projects 


 Provide helpful and relevant feedback on classmates’ work 
Aesthetic Understanding and Creativity: 
To appreciate and be knowledgeable about 
human creative expression as seen in the 
fields of social sciences and humanities. 


 When appropriate, apply creative expressions in course assignments 
 Design and create an aesthetically nuanced learning eportfolio 
 Employ creative strategies to make the group oral presentation 


interesting and engaging 
Development of Personal Potential: To be 
responsible for achieving the full promise of 
their abilities, including psychological and 
physical well-being. 
 


 Learn various educational technology and use them effectively in the 
course  


 Demonstrate professional behaviors vis-à-vis academic honesty and 
respect for others 


 Use the learning eportfolio as a platform for life-long learning, 
preparations for graduate school, and/or career development 
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APPENDIX ITEM I 


      Center for Research in the Humanities & Arts Grant Proposal for:   
“Writing the Posthuman”  


  
Writing Program Faculty: Frederick Young, Ph.D., Derek Merrill, Ph.D., Tom Hothem, Ph.D., 


Nick Valdez, Ph.D.  Philosophy Faculty: Jeff Yoshimi, Ph.D. (Submitted: March 30, 2009)  


Overview:  


      UC Merced--the first “completely wired” campus of the 21st century--is a distinct position to 
respond to the digital transformation of culture that is currently underway.  We believe the 
relevance of the humanities hinges on its unique ability to both conceptualize the digital and 
partake in its transformation.  This puts the humanities in an excellent position to critically assess 
the way technological advances transform our sense of self and our communities.  


      Under the auspices of the Writing Program’s newly formed Critical Theory Reading Group, 
we propose to invite a group of internationally known scholars and digital arts practitioners to 
UC Merced to present their research, to hold workshops with our students, and to discuss how 
our new UC campus can participate in the transformations associated with digital culture. Critical 
theory—the examination and critique of society and social activities—unveils what appears as 
natural to our everyday experiences. It provides tools for asking what we are doing when we use 
digital technology. The scholars and digital artist practitioners we plan to invite all work on the 
notion of the posthuman (the self in digital culture), as a way of categorizing the transformations 
of self underway, by posing questions concerning the digital technology of self, what it means to 
be a human subject, what digitalization of culture means for ethnic, racial and gender identity, 
and how these questions themselves are being transformed both nationally and globally through 
the digital.  


      We see these transformations underway in such practices as social networking (e.g. 
Facebook), multiplayer online role-playing game like World of Warcraft, and modern television 
and internet media broadly. In his seminal work, The Society of the Spectacle, Guy Debord states 
that the image has now become the fabric of social relations and the productions of self. 
Interrogating these practices through the lens of critical theory gives us the tools to re-evaluate 
how traditional notions of identity, space, time, gender, race, and nationality are transformed by 
digital culture. We are interested in thinking though ways in which these types of technologies 
influence the writing practice in the classroom, and how to both create and use our existing 
technological resources both for pedagogy and scholarship. 


      We see the digital as an apparatus that by its very nature facilitates interdisciplinary activities 
in the university, and we see the humanities as having a unique ability to conceptualize and 
create writing practices for the university.  


Organization:  
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      We propose inviting four speakers (two media scholars, two media artist practitioners) to UC 
Merced during the 2009-10 academic year. Each speaker would give a talk open to students, 
faculty, and the public about their research, and would also participate in faculty and student 
workshops and classroom visits, allowing for greater student/faculty interactions.  The speakers’ 
work will serve to introduce the campus community to intersections between critical theory, 
digital media, philosophy, culture, writing, and pedagogy. We see this lecture series as a 
foundation for further exploration of digital culture and the humanities at UC Merced, and for 
facilitating and energizing interdisciplinary collaborations across disciplines and schools.  


Outcomes: 


      We anticipate a collective “special issue” publication (assembling writings by invited 
speakers and UC faculty) addressing the process of developing writing courses intersecting 
critical theory and digital media. Possible publication venues include: College Literature, New 
Directions for Higher Education, or Composition Studies.  In addition to disseminating the 
results of our collaborations, this will also assist us in curriculum development for Writing 117 
(Writing in the Humanities and Social Sciences) and development of the Writing Major. We also 
plan to submit a symposium proposal for the annual Conference on College Composition and 
Communication to discuss the ways we have developed and instituted curriculum in the fields of 
writing, critical theory, and digital media at UC Merced. 


Speakers: 
  
Charlie Blake: Director of Media Studies, Liverpool University Hope. Dr. Blake serves on many 
international Digital Media and Critical Theory journal boards, and has published extensively in 
the field of Media Studies, Continental Philosophy and Critical Theory. Among his forthcoming 
publications includes a two volume special issue of the journal “Angelaki: Theoretical Journal of 
the Humanities,” dedicated to work of French Philosopher Gilles Deleuze.  


Ricardo Dominguez addresses Chicano culture and explores resolving conflict through the 
digital. He is a co-founder of The Electronic Disturbance Theater (EDT), a group who developed 
Virtual-Sit-In technologies in 1998 in solidarity with the Zapatista communities in Chiapas, 
Mexico. He was co-Director Ricardo's performances have been presented in museums, galleries, 
theater festivals, hacker meetings, tactical media events and as direct actions on the streets and 
around the world. He is an associate professor of Visual Art at University of California San 
Diego.  Rita Raley researches and teaches in the areas of new media (art, literature, theory) and 
20-21C literature in an “international” or “global” context. Her book, Tactical Media, a study of 
new media art in relation to neoliberal globalization, is forthcoming from the University of 
Minnesota Press. She also continues work on Global English and the Academy, excerpts of 
which have been published in The Yale Journal of Criticism and Diaspora. Eugene Thacker 
examines the impact biotechnology has had on the concept of the human. He is the author of 
Biomedia (University of Minnesota, 2004), The Global Genome: Biotechnology, Politics, and 
Culture (MIT, 2005), and co-author with Alexander Galloway of The Exploit: A Theory of 
Networks (University of Minnesota, 2007). Thacker is Associate Professor in the School of 
Literature, Communication, & Culture at the Georgia Institute of Technology.  
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APPENDIX ITEM J 


Portfolio Review Session 
10 March 2010 
 
Participants: Ann Bliss, Amy Fenstermaker, Heather Lanser, Derek Merrill, Mary Soltis, Anne 
Walker, Byron Webb 
 
In Absentia: Carol Ellis, Nahrin Mirzazadeh 
 
 
Summary: 
 
In this session, we reviewed an unrated WRI 10: Reading and Composition sample portfolio.  
The focus of our discussion was on the ways in which the portfolio criteria needs to be 
distributed more clearly between the cover letter and content descriptions.  One especially useful 
summative statement about the intent of a portfolio is: “Did the student make a meaningful 
revision?  Does he or she understand the significance of the revision?  And, is that revision 
adequately explained?”  The following action items summarize changes to the rubric. 
 
 
Action Item:  
 
Add “purpose” and “intentionality” to criteria descriptions 
 
Criteria should reflect:  How does evidence match claims?  How relevant is the evidence? 
 
Evidence could be more accessibly and accurately described as “course materials” 
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APPENDIX ITEM K 
 
Professional Writing Track 
Syllabus Alignment Project 
Professional Writing Sequence 
April 2010 
 
WRI 30: Professional Writing:  "Students will gain competency in professional writing and 
speaking, useful in developing effective communications for a variety of disciplines and fields. 
Assignments in this course will introduce students to a variety of genres of professional writing, 
emphasizing practical competencies useful for careers, with a focus on responsible and ethical 
practices in communicating to the professional world."  


WRI 30, Course goals: This course will…    


1. Introduce students to the expectations and practices of various fields of professional 
writing, and provide opportunities for students to adhere to standard writing, research and 
editorial practices  


2. Improve student competency in professional writing and speaking, useful in developing 
effective communications for a variety of fields.  


WRI 30, Student Learning Outcomes: Students will practice and refine their capacity to…  


1. Understand the different styles and structures of various genres of professional writing 
(e.g. journalism, technical writing, entrepreneurship, public policy, new media) in 
preparation for advanced courses in specialized professional writing.  


2. Develop oral communication practices useful for professional settings, through 
collaboration with peers, interviewing, and delivery of oral presentations  


3. Understand and address the needs of different audiences in various rhetorical situations 
by adopting appropriate voice, tone, language, format, and style  


4. Learn fundamentals of layout, design, and the visual rhetoric of professional documents  
5. Gain experience in the process of professional writing, through invention, drafting, 


editing, and revision  
6. Practice credible argumentative strategies designed to appeal to audiences 


of various professional communication genres and fields. 
7. Improve research methods and gain informational literacy necessary to substantiate 


claims and earn credibility from professional audiences  


Verbs Skills or Content  Supporting activities 
Understand Styles and structures of various 


genres 
 


Develop Oral communication Collaboration with peers, 
interviews, oral presentations 


Understand / address Audience analysis  
Learn fundamentals Layout, design  
Gain experience Drafting and editing process Project drafting process, peer 


review workshops  
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Practice Argumentative strategies  
Improve Research methods  


WRI 130: Topics in Professional Writing --“Specialized, practical instruction in one element or 
genre of professional writing, considering important factors such as clarity, tone, audience, 
ethics, and context. Topics include (but are not limited to) journalism, technical writing, copy-
editing, writing for the Internet, and research for writers. With instructor permission, this course 
can be repeated for credit as topics change.” 


Students will practice and refine their capacity to… 


1) Understand and address different audiences in various rhetorical situations by adopting 
appropriate voice, tone, language, and level of formality 


2) Develop strategies for dealing with sensitive topics and communicating with people who 
may not share your culture, background, or interest in the topic (e.g. resistant, hostile 
audiences) 


3) Identify, gather and integrate evidence to support claims 
4) Apply correct usage guidelines and edit according to standard style 
5) Collaborate successfully on group tasks and class projects 
6) Assess peer writing and provide constructive feedback, and modify own work by 


integrating relevant feedback 
7) Understand the basic professional styles, structures and standards of your field and 


demonstrate responsible and ethical practice 


Verbs Skills or Content  Supporting activities 
Understand, Address Range of audiences  
Develop Sensitive topics, cross-cultural 


communication 
 


Identify, Gather, Integrate Evidence and support  
Apply, Edit Correct usage and standard style  
Collaborate ? Group tasks, class projects  
Assess, Modify Peer and own writing Peer review, revision 
Understand Professional styles, structures 


and standards 
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APPENDIX ITEM L 
 
Creative Writing Grading Guidelines  
 
A/A-: Work shows evidence of a high level of awareness of the contemporary conventions and 
innovations of the genre and elements of its craft. Applies, discusses, or analyzes these 
conventions or innovation in a way that demonstrates a novel understanding or approach to craft. 
Writing is exact and exceptional in its word choice and its awareness of grammatical 
constructions, even if one is subverting grammatical conventions as a stylistic choice. Work is 
exceptionally presented and complete.   
 
B/B+: Indicates general awareness of the conventions and contemporary conventions and 
innovations of the genre. Demonstrates facility of applying, discussing, or analyzing these 
conventions and innovations in some elements of craft, but show weaknesses in one or two areas. 
Writing or articulation is careful in its word choice, though not as precise as it could be. The 
work may be well-crafted or the discussion well-organized, but it may not always reveal original 
thought or ideas, or invoke individual style as often as work in the A range might. Work is 
professionally presented and thorough or nearly complete.   
 
B-/C+: Demonstrates above average facility in the application, discussion, and analysis of the 
contemporary conventions and innovations of the genre. Some elements of craft may be weaker 
in their execution or facility than others. Writing or discussion is above average, though 
sometimes imprecise or not as fluid as it could be. Work tends to be less controlled than it might 
be, but there is significant evidence that it has a foundation that could flourish in revision. Work 
is somewhat professional and may be incomplete in some areas. 
  
C/C-: Work shows an average facility in the application, discussion, or analysis of the 
contemporary conventions and innovations of the genre, with some elements of craft being less 
developed or discussed than others, not because of a stylistic preference, but because an 
incomplete understanding of those elements. Work may lack clarity in several places or may 
demonstrate consistent evidence of a lack of control.  Work approaches professionalism and 
approaches completion.   
 
D/D+: Work shows a lack of care, or a misunderstanding of the contemporary conventions and 
innovations of the genre and elements of its craft. The work may be incoherent, sloppy, or suffer 
from other writing challenges. It also may have not addressed the assignment in a sufficient way.  
Work lacks professionalism and completeness.   
 
F: Work that receives an F grade is usually work that has demonstrated only minimal effort or 
else an absolute lack of understanding or the assignment.   
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All Writing Courses 


Mid-Course Evaluation (Spring 2010)  


Instructions: The following course evaluation will take about 20 minutes to complete.  This 
survey provides anonymous but vital feedback to the instructor and our program.  All responses 
are carefully analyzed to inform subsequent instruction in this course and to reshape the entire 
writing curriculum.  Thank you for your thoughtful participation.  


Rating Scale 


Rarely (1) Sometimes (2) Frequently (3) Always (4) Not Applicable (0) 


  
Part 1 - Self Assessment 
The following questions are focused on self-assessment.  Please rate your level of engagement 
and progress in the course.    


1. I complete the assigned readings and homework on schedule. 
2. I participate actively in class discussions and activities. 
3. I have made use of the instructor’s office hours to get assistance with my writing. 
4. I have found this course useful in helping me improve as a writer. 
5. How would you describe your writing ability now compared to the beginning of the 


semester?  Please explain. 


Part 2 - Instructor Assessment 
The following questions are focused on your instructor.  Please rate his/her effectiveness in 
helping you improve as a writer.  


1. My instructor provided clear instructions for formal papers. 
2. My instructor provided clear instructions for in-class activities. 
3. My instructor discusses my writing and ideas in ways that help me to improve. 
4. My instructor seems willing to answer questions. 
5. My instructor seems available to students. 
6. My instructor seems committed to helping me learn. 
7. My instructor seems organized. 
8. My instructor seems knowledgeable about writing. 
9. My instructor seems fair.  
10. In what ways has your instructor helped you improve as a writer? Please explain. 


Part 3 - Skills Assessment  
The following questions are focused on overall course goals.  Please rate the course’s 
effectiveness in helping you achieve these goals.  


1. This course has taught me how to give and attend to feedback. 
2. This course has taught me how to analyze readings. 
3. This course has taught me how to develop reading skills. 
4. This course has taught me how to think creatively. 
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5. This course has taught me how to developing a topic. 
6. This course has taught me how to compose an argument. 
7. This course has taught me how to craft an essay (writing process). 
8. This course has taught me how to integrate evidence. 
9. This course has taught me how to write to an audience. 
10. This course has taught me how to speak to an audience. 
11. This course has taught me how to apply professional and academic ethics. 
12. How effective is the design of this course in helping you improve as a writer? Please 


explain. 


Part 4 - Activities Assessment 
The following questions are focused on various activities that are intended to help you improve 
as a writer.  Please rate their usefulness.  


1. Revising my own writing has been useful to me. 
2. Peer review has been useful to me. 
3. Feedback from instructor has been useful to me. 
4. Listening to class discussions has been useful to me. 
5. Speaking up during class discussion has been useful to me. 
6. Keeping a journal has been useful to me. 
7. Formal paper drafting has been useful to me. 
8. Developing a portfolio has been useful to me. 
9. Participating in online activities (i.e., wikis, blogs, discussion forums, etc.) has been 


useful to me. 
10. Among the above activities, which one was the most helpful to you and why?  Please 


explain. 


Part 5 - Program Learning Outcomes Assessment 
Program learning outcomes are evaluated on an annual basis.  This year in the Merritt Writing 
Program, we are focusing on the following outcome: Students will be able to "demonstrate 
thorough engagement with the iterative (multi-step) processes of reading, writing and speaking."   


1. How often has the course reinforced your engagement with the reading process? 
2. How often has the course reinforced your engagement with the writing process? 
3. How often has the course reinforced your engagement with the speaking process? 
4. How often has your instructor noted specific relationships between class instruction and 


student learning outcomes for your course? 


Part 6 – Overall Assessment 
The last two questions ask for your opinion about what aspects of the course has been especially 
helpful and what aspects could be improved.  Please be specific. 


1. Identify and evaluate aspects of this course that have been especially helpful to you. 
2. Describe aspects of this course that you would change, if you had the opportunity. 
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I. Summary of Assessment Plan Revisions 


Based on the first assessment administered in the Spring 2010 the program staff analyzed 
the process and the outcomes of the assessment and made the following revisions to the 
assessment plan: 


1. It was decided to introduce more formal process to administer the assessment, 
namely in the future an assessment committee will be formed consisting of the 
program Faculty Director, Director/Coordinator and Lecturers.  The committee 
will be responsible for reviewing and editing the assessment plan, assisting in 
administering the assessment process and reviewing the collected assessment 
data. 


2. A closer integration with the institutional data collection and analysis and the 
NSED program assessment will be planned in the future. The program staff will 
schedule regular meetings with the corresponding institutional data and analysis 
personnel both in the School of Natural Sciences and university-wide office and 
jointly develop a more extensive data collection plan. 


3. The interviews of students and program academic personnel will be conducted in 
a more structured and formal fashion.  The assessment committee will develop a 
set of questionnaires for both groups of program participants and these 
questionnaires will be used to administer the interviews during next assessment. 







4. Curriculum map has been added to the assessment plan.  
5. Self-evaluation using WASC rubric is added. 
6. Revised Inventory of Educational Effectiveness Indicators is attached.  


II. Revised Faculty Accreditation Report for the Natural Sciences Education 


(NSED) Minor Program 


1. NSED Minor Program Description 


 


The Natural Sciences Education (NSED) Minor is primarily intended for students 


interested in teaching careers at the K-12 level.  The minor is developed as part of the 


Science and Mathematics Initiative (SMI) also known as California Teach (CalTeach) 


Program. Under the governor’s initiative CalTeach has been instituted as a UC-wide 


effort to address the severe shortage of science and mathematics teachers in California’s 


secondary schools.  The program offers courses, academic and career counseling that 


allows students majoring in science and engineering to explore and prepare for careers in 


teaching sciences and mathematics in secondary schools.  NSED Minor allows leveraging 


SMI program to offer UC Merced students an opportunity to explore additional career 


options, deepen their understanding of science and mathematics, and improve their ability 


to communicate scientific and mathematical concepts. The 24-unit NSED minor program 


prepares students majoring in sciences or mathematics for direct admission into teaching 


credentialing programs. 


Program Goal 


 


Provide students with knowledge, skills and support to pursue careers of teaching science 


and mathematics at the secondary school level and assist students in building a 


foundation to become effective future teachers and instructional leaders. 


 


Program Learning Outcomes 


 


Upon completion of the NSED minor program students are expected to 


 







1. Be able to comprehensively articulate what constitutes a profession of a science or 


mathematics teacher and to demonstrate familiarity with the structure of 


California educational system, including being able to address the following 


questions: 


a. What constitutes responsibilities and duties of a teacher 


b. What skills and knowledge are necessary to become a successful 


professional?  


c. Credentialing process, 


d. Instructional state standards and requirements, 


e. Strategies to address diverse demographics of California schools such as 


instruction to English Learners. 


 


2. Demonstrate basic teaching skills and familiarity with effective teaching 


methodologies and learning strategies in science and mathematics, including 


being able to  


a. Develop a lesson plan and deliver an effective lesson at the secondary 


school level, 


b. Design different types of assessments to evaluate students learning, 


c. Distinguish between students with different learning abilities and needs 


and adapt their teaching methodology to address this diversity, 


d. Incorporate innovative teaching methodologies and to use learning-


enhancing technology in the classroom.  


 


2. NSED Program Assessment Plan 
 


The five-year assessment plan will allow faculty and staff to evaluate the degree to which 


students achieve the desired program learning outcomes as a result of completing the 


NSED minor at UC Merced. 


The assessment of the program will consist of two complementary parts:  


(i) Coursework-based evaluation, and   


(ii) Overall program evaluation.  







 


Coursework-based evaluation (CB).  Several assessment tools will be embedded into 


the current coursework. Specifically, exams and surveys focused specifically on the 


program learning outcomes will be developed by the courses’ instructors and used to 


assess whether the outcomes are achieved.  


 


Overall program evaluation (OP).  This portion of the assessment will employ such 


tools as case studies, interviews and surveys of the current students and alumni in order to 


obtain a broader view of the program’s effectiveness.   


 


Timeline & Process 


 


Based on the first assessment of the program conducted in Spring 2010 the program 


staff decided to form an assessment committee to assist with conducting and evaluation 


the NSED minor. Specifically, a group consisting of Faculty Director, the Program 


Director/Coordinator and Lecturers of the program will meet in the beginning of Fall 


2010 semester, review the current plan, make adjustments, plan out the assessment 


activities and carry them out in the appropriate time frame.  Once all the data is collected 


the group will meet to review and analyze the results and make appropriate adjustments 


to the program.  


In addition the Assessment Committee will connect with the data collection personnel 


at the School of Natural Sciences and the university-wide data collection office.  This 


will allow the program to collect more comprehensive data on the students’ background, 


performance and achievements and put the NSED data in the context of larger spectrum 


of UCM students’ academic statistics. Initial meetings regarding the data integration will 


be held in Fall 2010 and the plan of data integration will be developed in consultation 


with the Assessment Committee.   


The following timeline will ensure that a thorough and sustainable assessment system 


is in place. Such plan provides an immediate assessment of whether the learning 


outcomes are achieved, but also ensures creation of mechanisms that help to continuously 


manage and improve the program. The data collected as a result of the assessment 







activities will be gathered and analyzed in a report.  This report will be forwarded to 


Associate Dean and Dean of Natural Sciences.  Using this report, the program faculty and 


administrators can re-evaluate course structures and teaching practices, modify 


assessment measures, and examine student skill development for continuous quality of 


improvement. Below is the timeline and corresponding assessment activities to be 


administered over the next five years (abbreviations CB and OP stand for Coursework-


Based and Overall-Program evaluation tools respectively): 


 


2009-2010 Academic Year: 


o (CB) Develop exams and surveys for one of the introductory lower 


division NSED courses (i.e. NSED 23/33, 43/53, 63/73), to assess PLO 1.  


Participants: faculty director, course instructor.  


 


o (OP) Create and administer senior exit survey to assess PLO 1. 


Participants: faculty director, program coordinator. 


 


o (CB) Develop exams and surveys for NSED 100 (Introduction to 


classroom management for beginning teachers) course to assess PLO 2. 


 


o (OP) Identify several students at different stages of the program and 


through case study and interviews document their progress in achieving 


PLO 1. Participants: program coordinator. 


 


2010-2011 Academic Year: 


o (CB) Adapt the PLO1 assessment course exams and surveys for the 


introductory lower division NSED course to administer in the remaining 


lower division classes (i.e. include all of NSED 23/33, 43/53, 63/73 


courses). Participants: courses’ instructors.  


 







o (CB) Develop exams and surveys for one of the introductory lower 


division NSED courses to assess PLO 2.  Participants: faculty director, 


course instructor.  


 


o (OP) Create and administer senior exit survey to assess PLO 2. 


Participants: faculty director, program coordinator. 


 


o (OP) Identify several students at different stages of the program and 


through case study and interviews document their progress in achieving 


PLO 2. Participants: program coordinator. 


 


2011-2012 Academic Year: 


o (CB) Adapt the PLO2 assessment course exams and surveys for the 


introductory lower division NSED course to administer in the remaining 


lower division classes (i.e. include all of NSED 23/33, 43/53, 63/73 


courses). Participants: courses’ instructors.  


 


o (CB) Collect, analyze and summarize data obtained as a result of exams 


and surveys administered in the NSED courses.  Participants: faculty 


director, course instructor.  


 


o (OP) Collect, analyze and summarize data obtained as a result of surveys, 


student case studies and interviews. Participants: faculty director, 


program coordinator. 


 


 


2012-2013 Academic Year:  


o (CB) Adapt the PLO3 assessment course exams and surveys for the 


introductory lower division NSED course to administer in the remaining 


lower division classes (i.e. include all of NSED 23/33, 43/53, 63/73 


courses). Participants: courses’ instructors.  







 


o (CB) Collect, analyze and summarize data obtained as a result of exams 


and surveys administered in the NSED courses.  Participants: faculty 


director, course instructor.  


 


o (OP) Collect, analyze and summarize data obtained as a result of surveys, 


student case studies and interviews. Participants: faculty director, 


program coordinator. 


 


o (CB-OP) Prepare a report that summarizes results obtained over the course 


of assessment studies. Participants: faculty director, program coordinator. 


 


o (CB) Based on the report’s analysis begin development of upper-division 


capstone courses.  


 


2013-2014 Academic Year: 


 


o (CB-OP) Develop exams and surveys to incorporate into the new upper 


division capstone courses.  


 


o (CB-OP) Identify strong and weak points of the program and develop a 


plan to adjust the curriculum and program elements to improve the degree 


to which program learning outcomes are achieved. Participants: Dean of 


School of Natural Sciences, faculty director, program coordinator, courses 


instructors. 


 


Once a year the program will also conduct interviews of NSED students and faculty. The 


Assessment Committee will develop a set of questionnaires targeting each of these 


groups of the program participants in the Fall 2010 and subsequently conduct the 


interviews using these guidelines. The information will be recorded and analyzed in the 


course of next evaluation.  







Curriculum Map 


 
Table 1: A curriculum map representing the alignment between NSED Program Learning 
Outcomes and the Eight Guiding Principles of General Education. 
 
PLOs Scientific 


Literacy 
 


Decision 
Making 


Communication 
 


Self 
& 
Society 
 


Ethics 
& 
Responsibility 
 


Leadership 
& 
Teamwork 
 


Aesthetic 
Understanding 
Creativity 
 


Development 
of 
Personal 
Potential 


1a) X  X X X   X 


1b) X X X X X X  X 


1c)  X  X X    


1d) X X  X X    


1e)  X  X X   X 


2a) X X X X X X X X 


2b) X  X    X X 


2c) X X X X X X X X 


2d) X X X X X X X X 


III. Self-evaluation 
WASC Rubric for Assessing the Quality of Program Learning Outcomes 


Comprehensive List 
The list of NSED program outcomes can be classified as developed. According to  
the consultations with both the program faculty and students the list is agreed to be  
a comprehensive and clear outline of the outcomes that such program should strive 
to achieve.  


Assessable Outcomes 
The PLOs for the program are in the developed stage from the perspective of assessable 
outcomes since each of the PLOs can be evaluated via the assessment tools such  
as exams, observations and interviews.  In fact, the curriculum is closely integrated  
with assessable outcomes, i.e. grades in the courses strongly reflect whether 
the students achieved the level of skill development and knowledge required by PLOs. 


 Alignment 
The curriculum is strongly aligned with the increased proficiency with respect to each 
outcome. The structure of the program includes introductory/lower division courses 
followed by more advanced/upper division courses, exemplifying transition to more 
sophisticated preparation as a teacher.  In fact, students who have not achieved sufficient 
proficiency after completing the introductory sequence are unlikely to continue in the 







program and take the upper division courses. This aspect of the rubric is in the 
"developed" stage for the program. 


 Assessment Planning 
Assessment planning is limited by the personnel and financial resources available to the 
program.  While there is a long term plan for the assessment which is well-aligned with 
the goals of the program, implementation of such plan requires additional personnel 
resources which are currently being sought out.  Thus the assessment planning can be 
classified as "emerging". 


The Student Experience 
Since the curriculum and course examinations are closely aligned with the PLOs and are 
readily available in the catalogue and on the website, passing the courses requires the 
students to have a good grasp of program outcomes.  The instructors for the program 
continuously reiterate the PLOs to the students and assess whether the outcomes 
have been achieved.  Thus the student experience with respect to PLOs is in the 
developed stage. 
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Abstract of Revisions to the Original WASC Accreditation Document 


We have made the following changes in this revision of the 2009 Philosophy WASC 
document. 
Section II.B:  We have revised the description of PLO 3, which was assessed in 2010. 
Section II.G:  We have included a self-evaluation of our assessment plan. 
Section III.A:  A curriculum map has been added that summarizes the alignment between 
the Philosophy PLOs and the UC Merced Eight Guiding Principles for General 
education. 
Section III.C:  We have revised the Philosophy Minor curriculum map that summarizes 
how the philosophy courses support the philosophy PLOs to incorporate newly added 
philosophy courses and recent revisions to existing courses. 


Section I: Program Description 


UC Merced currently has two ladder rank philosophers (Peter Vanderschraaf and Jeffrey 
Yoshimi) and offers a philosophy minor.  Plans are to build out to a major as soon as 
possible (when at least two more tenure-track philosophers are hired), and ultimately to 
offer a graduate program. 


How does your program reflect current or emerging trends in your respective field?  
What is distinctive about your program? 
A trend in philosophy in recent decades has been to work more closely with associated 
disciplines.  Several journals have risen to prominence in interdisciplinary and applied 
areas.  For example, Biology and Philosophy, Philosophy and Public Affairs, and 
Politics, Philosophy and Economics are all A-level journals.  A number of philosophy 
programs have developed specializations in particular interdisciplinary linkages.    For 
example, connections between economics, public policy, and philosophy are emphasized 
at Oxford University, University of Pennsylvania, University of Washington, and Duke 
and the University of North Carolina at Chapel Hill, among others. 1 Linkages between 
cognitive science and philosophy are emphasized at UC San Diego and Washington 
University in St. Louis, among others. 2 There are also several applied ethics centers that 
focus on the relation between ethics and specific social issues.3


                                                 
1 These include: Oxford University’s and University of Pennsylvania’s long-standing 
undergraduate programs in Philosophy, Politics, and Economics; the Values in Society 
program at University of Washington; the program in Philosophy, Politics and 
Economics sponsored jointly by Duke University and the University of North Carolina at 
Chapel Hill. 
2 Notably, UC San Diego’s joint degree in cognitive science and philosophy, Oxford 
University’s Psychology, Philosophy, and Physiology program, and Washington 
University in St. Louis’ Philosophy Psychology, and Neuroscience Ph.D. program. 


 


3Examples of such ethics centers include the Social Philosophy and Policy Center at 
Bowling Green State University and the Center for Applied Philosophy and Public Ethics 
at the Australian National University. 
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UC Merced is building its program entirely around interdisciplinary approaches to 
philosophy, with an emphasis on formal approaches to traditional problems, including 
using mathematical and computer modeling.  We currently focus on (1) social 
philosophy, with particular emphases in applied ethics and political philosophy, and (2) 
philosophy of mind, with particular emphasis in philosophy of cognitive science.  We 
plan to continue building in these areas.  We are also contemplating adding in the future 
an additional focus on (3) philosophy of art and literature. Some philosophy programs 
emphasize some of these interdisciplinary connections, but UC Merced’s is the only 
philosophy program rooted in this particular combination of interdisciplinary 
connections, making this program unique in the discipline.  Also note that this emphasis 
does not sacrifice traditional work in philosophy.  The interdisciplinary work we 
emphasize builds on traditional training in political philosophy, ethics, and mind.4


A recent comprehensive study of college students’ scores on major tests 
used for admission to graduate and professional schools shows that 
students majoring in Philosophy received scores substantially higher than 
the average on each of the tests studied. The study compared the scores of 
550,000 college students who took the LSAT, GMAT, and the verbal and 


 


Do students collaborate on research projects or engage in other distinctive learning 
experiences? 
Yes.   UC Merced faculty are distinctive in their use of methods from several disciplines, 
including disciplines outside their home programs.  In philosophy, both current ladder 
rank faculty use formal models to address traditional philosophical questions.  
Vanderschraaf uses game theoretic models to address questions in moral and political 
philosophy, and even in analyzing historical questions.  Yoshimi uses neural network 
models to address questions in philosophy mind and cognitive science.  Both 
Vanderschraaf and Yoshimi make use of dynamical systems theory and computer 
simulations.   


These distinctive aspects of our research are passed on to students.  Students are expected 
to demonstrate mastery of the material they study in traditional ways, including critical 
written analyses and written exams, but are also expected to learn to use cutting edge 
methods and techniques.  Examples include incorporating readings outside of the 
professional philosophy literature, giving conceptual analysis of non-philosophical texts, 
e.g scientific texts and policy analyses, and computer and mathematical modeling 
projects. 


How does your program prepare your graduates for further educational and/or 
professional development? 
There is evidence that coursework in philosophy is good preparation for students who 
wish to pursue graduate study, regardless of the field of graduate study.  According to 
one source: 


                                                 
4 All the mentioned areas are included in the Leiter Report’s list of 29 recognized areas of 
specialization in the field.  The Leiter report (http://www.philosophicalgourmet.com) is 
the standard ranking of philosophy programs in the English-speaking world.  Evidence of 
marketability is provided by Leiter’s reports on job placements in the discipline. 



http://www.philosophicalgourmet.com/�
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quantitative portions of the GRE with data collected over the previous 
eighteen years and was conducted by the National Institute of Education 
and reported in The Chronicle Of Higher Education. 
(http://www.libarts.wsu.edu/philo/overview/Grad%20Admissions%20Test
s.html) 


 


Beyond these general advantages of training in philosophy, the philosophy program at 
UC Merced is especially well suited to preparing graduates for professional development 
in the contemporary world. As noted above, our curriculum incorporates formal tools like 
computer and mathematical models, as well as conceptual analysis of scientific texts, but 
also emphasizes traditional forms of study, e.g. close reading of historical texts.  This 
kind of interdisciplinary literacy (that is, this ability to use techniques and methods 
effectively across disciplinary lines) is well suited to long term success in today’s world. 


Section II:  Assessment Plan 


Part A:  Timeline and Goals 


The ladder faculty with a primary appointment in philosophy expect to publish the 
program learning outcomes of the minor in philosophy at the start of the Fall 2009 
semester.  We expect to have a first annual revue meeting to discuss the progress of 
students minoring in philosophy in the Spring 2010 semester.  Shortly after this first 
annual meeting, we hope to be able to record a summary of each philosophy minor’s 
progress towards fulfilling the program learning outcomes.  We will use the data from 
these summaries to establish both individual and aggregate statistics that will help us 
track the progress of individual students in the minor in each year of her undergraduate 
career.  This data will also help us to track the effectiveness of the minor program across 
all the philosophy minors. 


We will follow a similar timeline for the 2010-2011 academic year, again holding an 
annual revue meeting in the Spring 2011 semester, recording individual student 
summaries and deriving individual and aggregate statistics.  At the end of the Spring 
2011 semester, we will compare data from the 2009-2010 and the 2010-2011 academic 
years, both in order to gauge how well the philosophy minors have progressed over this 
two year period and to evaluate internally for the first time this proposed evaluation 
procedure.  If at the end of the 2011 Spring semester we find this procedure inadequate, 
we will at that time propose a revised procedure for evaluating the progress of the 
philosophy minors and the effectiveness of the program as a whole. 


Part B:  Outline of Program Learning Outcomes   


This section summarizes the program learning outcomes (PLOs) of the minor in 
philosophy.  These program learning outcomes will be published in the Minor in 
Philosophy section of the UC Merced SSHA web site. 


The Philosophy PLOs are as follows:  Upon graduation, we expect students minoring in 
philosophy to fulfill all of the following: 
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1. (Basic fluency in interpretation and criticism of arguments)  Have the ability to 
independently study, summarize and criticize philosophical arguments, including 
arguments presented in classic texts and in contemporary philosophical literature. 


2. (Ability to present and defend original arguments)  Have the ability to present 
well-defined claims of one’s own, to give clear philosophical arguments in 
defense of these claims, and to respond to critical objections others might raise 
against these claims. 


3. (Basic fluency in logical inference)  Be able to distinguish between logically valid 
and invalid deductive arguments, be able to translate verbal statements into 
symbolic expressions having correct logical form, and be able to give proofs of 
elementary propositions of logic. 


4. (Interdisciplinary applications)  Be able to use philosophy in an interdisciplinary 
way, for example, by philosophically analyzing non-philosophical texts (e.g. texts 
form a literature, history, psychology, or physics course), or by using formal 
methodological tools, such as mathematical and computer models, in the analysis 
of philosophical problems. 


Additionally, we expect students minoring in philosophy to fulfill at least two of the 
following: 


5a. (Basic fluency in inductive logic)  Be able to provide and assess evidence for 
causal claims and identify various fallacies in inductive reasoning (e.g. sample 
bias) 


5b (Ability to appraise normative claims) Be able to distinguish between descriptive 
and normative philosophical claims, and to use certain descriptive claims either to 
support or to criticize certain normative claims. 


5c. (Historical understanding) Have an appreciation of how the discipline of 
philosophy has developed over time in response to internal challenges and to 
advances in science and changes in social life.  (E.g., the renaissance in 
philosophy of mind was stimulated in part by the development of contemporary 
artificial intelligence). 


Part C:  Evidence 


The instructor of each course that students can count towards the philosophy minor will 
be expected to 


1) List relevant program learning outcomes in the syllabus 


2) For all philosophy minors in the course, keep copies of data recorded on course 
components that demonstrate their progress towards program learning outcomes.  
Such components may include, but are not limited to: (i) essays, (ii) written 
exams, (iii) oral presentations, (iv) class participation, and (v) projects such as 
computer programs or materials students may use in support of a formal 
presentation.  


3) At the end of the semester, write up a brief statement or provide some indication 
of each student progress towards each relevant PLO. 
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These materials will then be used in assessing students in the annual meetings described 
in Part D.   (Note that it is not required that progress towards course outcomes be 
explicitly factored in to the students grade in a course.)  By recording data in this way, 
any students who declare a philosophy minor in a semester following this course will 
have a history of data that can be used to track her/his progress in the minor.  Such 
summary data should include, but need not be limited to, at least one statistic per student 
and contributory course component.  At their own discretion instructors may also record 
additional information such as specific verbal comments.  Each instructor will be 
responsible for submitting this recorded data in advance of the data of the annual revue of 
philosophy minors. 


Part D:  Process 


Starting in the Spring 2010 semester, the progress of students minoring in philosophy will 
be evaluated in a two-step process.   


1) The first step will consist of the gathering and summarizing of the data described 
in Part C.   


2) The second step will consist of a regular meeting to take place near the end of 
each spring semester in order to discuss the progress of each student who is 
minoring in philosophy and the state of the minor program as a whole.  


Faculty participants in the annual revue meeting will use the data gathered in the first step 
together with their more informal reflections upon their experiences with their students to 
gauge the progress of the individual philosophy minors and the philosophy minor 
program as a whole. 


Part E:  Participants 


All ladder faculty with a primary appointment in philosophy will participate in the annual 
review meeting.  Faculty with a secondary appointment in philosophy and non-ladder 
faculty with a primary appointment in philosophy will be welcome to participate in the 
annual review meeting at their discretion. 


Ladder faculty with a primary appointment in philosophy will be responsible for 
reviewing the data reflecting students’ progress in the philosophy minor referred to above 
in Part C.  


Part G:  Self-Evaluation 


Part A. Comprehensive List: Developed.  The philosophy PLO’s are reasonable and 
cover the disciplinary areas that philosophy minor students should engage in 
substantively during their undergraduate careers.  National disciplinary standards for 
philosophy do not exist, but we plan to consult the standards of philosophy programs in 
peer institutions.  In future years we hope to make some effort to see what standard are. 


Part B. Assessable Outcomes:  Emerging.  We have learned from our first assessment of 
a Philosophy PLO how to make the all of the PLOs more readily assessable and clarified 
the assessed PLO in light of this assessment.  We are confident we can improve the 
remaining PLOs as we assess them in the future. 
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Part C. Alignment: Emerging.  The philosophy minor curriculum feeds into the PLOs 
well in some areas but not in others. This is because the philosophy program is only now 
able to add courses that directly support certain of the program PLOs such as historical 
understanding and analysis of normative claims.  Program alignment with PLOs should 
become highly developed as we enrich our course offerings. 


Part D. Assessment Planning: Emerging.  We have a general plan in place for assessment, 
but we need to establish a timetable for assessing the PLOs we did not assess this year 
and specify more clearly how we will assess particular PLOs.  We will apply the 
knowledge we have gained from our first assessment as we proceed with our assessment 
of the other PLOs with the aim of making our assessment planning more developed. 


Part E. The Student Experience: Emerging.  Student learning outcomes are included in all 
philosophy course syllabi.  The Philosophy PLOs will be published in the university 
catalog and the Philosophy Minor web site, and all philosophy minors will be informed 
that they can study their PLOs in the catalog and minor web site.  Since students at UC 
Merced are only now becoming aware of the notion of a PLO, the undergraduate minors 
are not yet applying them actively in their own self-assessment.  We will discuss ways to 
encourage philosophy minors to engage more actively with the Philosophy PLOs when 
we evaluate the progress of the minor program prior to the next assessment. 


Section III: Alignment Of Institutional And Program Goals/Outcomes 


Part A: Program and Institutional Goals/Outcomes 


In what ways does your program reflect institution-wide goals? For context, please 
consider UC Merced’s Eight Guiding Principles of General Education, and / or UC 
Merced’s Mission Statement2 that identifies our campus as a “student-centered research 
university.”   
Philosophy at UC Merced reflects all eight of the guiding principles of General Education 
at UC Merced.   Philosophy as a discipline generally reflects these goals, but philosophy 
as taught at UC Merced is especially well suited to serving most of them.  We consider 
each guiding principle in turn. 


Scientific Literacy (To have a functional understanding of scientific, technological and 
quantitative information, and to know both how to interpret scientific information and 
effectively apply quantitative tools) 
A fundamental aspect of philosophy is the application of logic and symbolic methods 
(e.g. mathematics) to conceptual problems.   Logic is required for philosophy minors, and 
in all philosophy courses students are expected to apply logical technique to the analysis 
of specific problems.   UC Merced’s emphasis on applications is well suited to promoting 
students’ ability to interpret scientific information.  In relevant courses, students read 
about experiments and results in fields outside of philosophy—including social and 
natural sciences—and then critically analyze those findings.  For example, in philosophy 
of cognitive science, students read original research by cognitive scientists, and are then 
asked to determine to what degree this research supports a given theoretical positions. 
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Decision Making (To appreciate the various and diverse factors bearing on decisions and 
the know-how to assemble, evaluate, interpret and use information effectively for critical 
analysis and problem-solving). 
Rational decision making has always been a core component of Western philosophy.  UC 
Merced’s program is especially well suited to serving this principle, insofar as decision 
theory and game theory are two of our areas of expertise.  In the 20th


Ethics is a core area of philosophy (alongside logic, metaphysics, epistemology, and 
history).   Ethics considers the concepts of rightness and wrongness, and the question of 
how these can be determined in particular (often very complex) circumstances.  As noted 
above, one strength of UC Merced’s philosophy program is addressing traditional ethical 
questions using the latest techniques in decision theory and game theory.  The motivating 
idea is that knowing how to “do the right thing” is not at all easy in many circumstances, 
so that the kinds of mathematical and computer modeling taught here are essential, 


 century 
mathematical methods for analyzing and modeling decision making emerged.  One of our 
ladder rank and our current lecturer in philosophy work in this area.  A course in game 
theory is being offered in Spring 2009, and rational choice theory is slated to be taught.  
In these courses student learn how to model complex decision situations, in which 
multiple parties with multiple interest interact, and also learn how to determine optimal 
courses of action within these situations. 


Communication (To convey information to, communicate with, and interact effectively 
with multiple audiences, using advanced skills in written and other forms of 
communication) 
A key requirement, reflected in the learning outcomes of all of philosophy courses, is that 
students be able to communicate complex information in a clear manner.  Indeed, clarity 
of expression is an emphasis in contemporary philosophy, precisely because the subject 
matter is so complex.  Students are expected to be able to read and analyze complex 
material, analyze them critically, and clearly present arguments describing their positions 
on these subject matters.   In class discussion is also encouraged at the lower and upper 
division levels, and in these discussions clarity is again an emphasis.  


Self and Society (To understand and value diverse perspectives in both the global and 
community contexts of modern society in order to work knowledgeably and effectively in 
an ethically and culturally rich setting) 
Philosophy by its nature involves an interplay of diverse perspectives.  The narrative 
unfolding of the history of Western philosophy—a sequence of competing ideas about 
fundamental questions—is the backdrop of almost all our courses.  In philosophy courses 
it is common to consider an approach to an issue, and then to consider a range of 
competing views on the issue.  Often these different approaches reflect different 
ideologies, ethical perspectives, and cultural understandings.  Self and society are also 
explicit philosophical themes in philosophy, and both topics come up in the intro course 
and in various upper division courses.  


Ethics and Responsibility (To follow ethical practices in their professions and 
communities, and care for future generations through sustainable living and 
environmental and societal responsibility) 
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especially in the complex global world we are part of.   Ethics is taught in a Core 1 
lecture, is a component of the intro course, and upper division ethics courses are currently 
slated to be added to the curriculum. 


Leadership and Teamwork (To work effectively in both leadership and team roles, 
capably making connections and integrating their expertise with the expertise of others). 
Effective leadership requires an understanding of political, ethical, and logical principles.  
We emphasize all three, given our expertise in political theory, ethical theory, and logic.  
To some extent team work comes explicitly into play, in those courses that involve team 
projects, but this is not currently an emphasis in our pedagogy.  Philosophy’s contribution 
to this principle is, rather, to teach basic concepts in rational analysis which can be used 
to facilitate any leadership or team based interaction. 


Aesthetic Understanding and Creativity (To appreciate and be knowledgeable about 
human creative expression including literature and the arts). 
Aesthetics, which takes up the question of what constitutes beauty, is a classic area of 
philosophy, and one we hope to hire in, as noted in the strategic plan.  As noted there, this 
would facilitate our interaction with literature and the arts at UC Merced.  Currently we 
incorporate aesthetics into the curriculum by allowing philosophically oriented courses in 
arts and literature to count towards the minor (in particular, Literature 100 and, possibly 
some upper division GASP courses).  


Development of Personal Potential (To be responsible for achieving the full promise of 
their abilities, including psychological and physical well-being). 
The promotion of human “flourishing” (from the Greek eudaimonia) has been a central 
concern of Western philosophy since its inception.   This is in part why philosophy has 
always been considered an essential component of a liberal education.   Socrates’ famous 
(and famously counter-intuitive) argument—which has been taught every time intro to 
philosophy has been offered at UC Merced—that in doing wrong one harms oneself more 
than one harms others, reflects the idea that by conducting oneself rationally and ethically 
one “develops one’s soul” and thereby promotes their own well-being.   This is by no 
means a settled or uncontroversial view, but it does reflect how deeply the concept of 
“personal development” is built in to the discipline.  A key goal of the philosophy minor, 
especially the introductory course, is to help students transition from being smart high 
school students to being independent adult thinkers, equipped with the tools to critically 
evaluate the complex ideas and situations they are exposed to, and on this basis to 
achieve the full promise of their abilities. 


Table III.1.  A Curr iculum Map Representing the Alignment Between the 
Philosophy PLOs and the Eight Guiding Pr inciples of Education 
 
PLO Scientific 


Literacy 
Decision 
Making 


Comm-
unication 


Self 
and 
Society 


Ethics  Team-
work 


Aesthetics, 
Creativity 


Personal 
Potential 


1:Interpretation 
and criticism of 
arguments  


  X X    X 


2:Presentation 
and criticism of 


  X X  X X X 
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arguments 
3:Logical 
inference 


X        


4:Interdisciplinary 
applications 


X   X  X  X 


5a:Inductive logic X        
5b:Normative 
claims 


 X   X    


5c:Historical 
understanding 


   X     


 


Part B: Program & School Goals (as applicable) 


How does your program complement your School’s identity and learning goals? 
Since they match those of the University, see Part A. 


Part C: Program & Course (Student) Learning Outcomes  


How does your curriculum support your Program Learning Outcomes? 
Curriculum Map illustrating the relationship between Program Learning Outcomes and 
program courses.  I = Introduction, D=Develop, M=mastery at a level appropriate for 
graduation, V = Varies by course / content. 


Course Outcomes 


1 2 3 4 5a 5b 5c 


1 (Intro) I I I I V V V 


5 (Logic) D D I V V V V 


9 (Phenomenology) D I V V V V V 


101 (Metaphysics) M M M V V V V 


103 (Mind) M M M V V V V 


104 (Ethics) M M V M V M V 


107 (Religion) M M M V V V V 


108 (Political) M M M V V V V 


110 (Cognitive 
Science) 


M M M M V V V 


111 (Neuroscience) M M M M V V V 


134 (Early Modern) M M V V V V M 


150 
(Phenomenology) 


M M D V V V V 


170 (Math Logic) D D M V V V V 
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SUMMARY OF ASSESSMENT PLAN REVISIONS 


 


The assessment plan was updated to account for changes made to the Physics curriculum in the 


2009-2010 academic year.  These changes primarily concerned the restructuring of the 


thermodynamics/statistical mechanics requirements.  Minor changes to the assessment plan were 


also made to shift the assessment timeline forward one year. 


 


REVISED ASSESSMENT PLAN FOR THE PHYSICS MAJOR 


 


SECTION I: Description of the Physics Major at UC Merced 


 


Physics is the study of nature at its most fundamental.  Its scope covers everything from the 


tiniest particles of matter – such as atoms, electrons, and quarks -- to the structure of the entire 


universe, encompassing innumerable galaxies and stars.   


 


Physicists seek to understand complex phenomena in terms of simple, unifying principles.  Their 


queries have ranged from the seemingly innocuous, like “What causes an object to fall?”, to the 


more elemental, like “What is the true nature of light?”.  Such questions led to the discovery of 


the gravitational force, which governs the motion of planets and stars, as well as to the biggest 


breakthrough of the twentieth century – quantum mechanics – which governs the very small.  


Answers to physicists’ questions have revolutionized society, not only altering our basic 







understanding of the universe, but also profoundly affecting our day-to-day lives, laying the 


foundation for numerous technological innovations such as the laser, computer, and cellular 


phone.  And Physics continues to evolve and excite us, with unanswered questions from a 


multitude of active and emerging fields of research, such as Quantum Computation, 


Superconductivity, Chaos, and Biophysics, to name a few.  


  


The physics program at UC Merced provides a strong foundation in the fundamentals of 


theoretical and applied physics, while also emphasizing the increasingly interdisciplinary role 


played by physicists in the scientific and technological community. This is reflected in the “core 


plus emphasis track” model of the major. The core is a rigorous grounding in fundamental 


physical principles, including electricity and magnetism, quantum and classical mechanics, and 


thermodynamics.  The emphasis tracks consist of flexible specialization options which students 


design with the assistance of their faculty advisor.  Possible emphases include Atomic, 


Molecular, and Optical (AMO) Physics; Mathematical Physics; Biophysics; Earth and 


Environmental Physics; Materials Physics; and Engineering Physics.  The Physics major at UC 


Merced also emphasizes student research --- all students are required to complete a capstone 


senior research thesis. 


 


Physics students develop excellent quantitative and analytical skills, enabling them to approach 


new and complex problems that arise in any field.  These fundamental skills are essential 


preparation for a wide range of careers in such fields as aerospace, biotechnology, computers, 


engineering, medicine, education, law, finance, business, and consulting. 


 







The Physics program also offers a minor, which is a reduced version of the major.  Our 


assessment strategy for the major will serve the minor as well. 


 


Finally, in developing the Physics program the faculty has been guided by the case studies and 


analysis in the American Association of Physics Teachers report:  Strategic Programs for 


Innovations in Undergraduate Physics: Project Report, edited by Robert. C. Hilborn, Ruth H. 


Howes, and Kenneth S. Krane (AAPT, College Park, 2003).  


 


 


 


SECTION II: Assessment plan for the Physics Major 


 


Part A: Timeline and goals 


The Physics program will graduate its first full class of Physics majors in the spring of 2010.   


Thus, it has only been in the 2008-09 academic year that we have been able to gather our first 


data on the junior level courses in the Physics program, which constitutes the core of the major.  


Over the next five years, as more data on student success becomes available, we shall reassess 


the structure of our major, in terms of the specific material covered, as well as the learning 


outcomes discussed below. 


 


Part B: Physics Programmatic Learning Outcomes (PLOs) 


Graduates from the Physics B.S. program will have demonstrated the following learning 


outcomes.  







 


1) Physical Principles.  Students will be able to apply basic physical principles---including 


classical mechanics, electricity and magnetism, quantum mechanics, and statistical 


mechanics---to explain, analyze, and predict a variety of natural phenomena. 


 


2) Mathematical Expertise.  Students will be able to apply advanced mathematical techniques 


(e.g., calculus, linear algebra, probability, and statistics) in their explanations, analyses, and 


predictions of physical phenomena. 


 


3) Experimental Techniques.  Students will be able to take physical measurements in an 


experimental laboratory setting and analyze these results to draw conclusions about the 


physical system under investigation, including whether their data supports or refutes a given 


physical model. 


 


4) Communication and Teamwork Skills.  Students will be able to clearly explain their 


mathematical and physical reasoning, both orally and in writing, and will be able to 


communicate and work effectively in groups on a common project.  


 


5) Research Proficiency.  Students will be able to formulate personal research questions that 


expand their knowledge of physics.  Students will be able to apply sound scientific research 


methods to address these questions, either by researching the current literature or developing 


independent results. 


 







 


Part C: Evidence 


The following measures will be used to assess the success of the physics program in achieving 


the above Programmatic Learning Outcomes.  (Learning objectives that are tested are included 


within the parentheses.)  


 


1. Student work in formal courses.  Specifics include: 


I. The performance of Physics majors on the cumulative finals of the four core 


courses (PHYS 110, 105, 137, 112) will be assessed by a panel of faculty.  (1,2) 


II. Oral and written laboratory reports for PHYS 160 will be assessed by a faculty 


panel. (3, 4, 5) 


2. Senior Thesis.  This cumulative capstone experience is a requirement of all physics 


majors.  The senior thesis and an accompanying oral thesis presentation will be assessed 


by a faculty committee. (1, 2, 3, 4, 5) 


3. Student Perception Survey and Exit Interview.  This survey and interview will be 


administered to students upon graduation (and at other appropriate times) to determine 


whether students believe that they have achieved the objectives of the Physics major. (1, 


2, 3, 4, 5) 


4. GRE data.  Senior students who take the Physics GRE will be asked to voluntarily 


provide their scores for statistical purposes.  (1, 2) 


5. Student success after graduation, i.e. acceptance to graduate or professional school, or 


employment in a field that makes use of the student’s education.  Efforts will be made to 







track all graduates annually for at least several years after graduation and to request their 


feedback in a 5-year follow up survey.  (1, 2, 3, 4, 5) 


6. Student “culture” activities.  Participation of students in extracurricular activities such as 


a Physics Club, volunteering at science fares, presentation of research results at 


University research days and conferences will be used to assess the overall health of the 


program and the ability of students to communicate and work in groups, as well as an 


indication of the research caliber of students.  (4, 5) 


 


A critical component of the success in gathering and interpreting these measures will be the staff 


support to gather and organize the above date, especially items 3 – 6. 


 


Part D: Process for assessment 


 


2009-2010 Academic year. During the summer of 2010 the Physics faculty will hold a retreat to 


assess the Mathematical Expertise PLO by examining student final exams from the core physics 


courses.  An assessment rubric has already been developed.  Since the core physics courses are 


still small (from about 10 to 20 students), it is expected that the faculty will review the work of 


all the students.  In the course of this assessment review, we expect to also revisit the Physical 


Principles PLO. 


 


We will also be able to add a few other data streams into our assessment process, such as self-


reported student GRE scores and senior theses.  We expect to continue with the student 


perception survey as well. 







 


The following is a tentative future projection of programmatic reviews. 


 


2010-2011 Academic year.  During the summer of 2011 the faculty will assess the Research 


Proficiency PLO.  This will give us a chance to review the thesis program after two years of 


operation. 


 


2011-2012 Academic year.  During the summer of 2012 the faculty will assess the Experimental 


Techniques PLO. 


 


2012-2013 Academic year.  During the summer of 2012 the faculty will assess the 


Communication and Teamwork Skills PLO. 


 


2013-2014 Academic year.  During the summer of 2013 the faculty will revisit the Physical 


Principles PLO. 


 


Part E: Participants 


All physics faculty are expected to participate in the annual retreats to review and update 


program requirements and expectations.  One faculty member will be elected by the group to 


coordinate this effort.  The data collection, in particular items 3 – 6, will rely on the support of 


staff in the School of Natural Sciences and/or the CRTE.  For example, the CRTE will be asked 


to assist with item 3 (student perception surveys). 


 







Part E: Minor 


The Physics minor is a reduced version of the Physics major.  Given the reduced requirements, 


we shall assess the minor only according to PLOs one and two above.  The assessment of these  


PLOs for the major thus serves the minor as well. 


 


Part G: Self-assessment of the assessment plan 


 


Criterion Status Notes 


Comprehensive List Developed The Physics PLOs have proven to be very effective at guiding our self-assessment.  We could potentially improve by more explicitly consulting and considering national standards (e.g. through AIP) and by further refining our assessment criteria. 
Assessable Outcomes  Develope


d Rubrics have been established for some of the outcomes, such as the performance on the final exams from the core courses.  Rubrics and standards will continue to be developed as more data streams become available. 
Alignment  Develope


d The alignment of courses with outcomes is well established.  It will continue to strengthen and evolve as we continue to assess our program.  For example, we shall revisit the alignment of the mathematical training of our students with PLO #2 this coming summer.  
Assessment Planning  Develope


d Assessment planning will continue to be better articulated as we gain experience assessing the subsequent PLOs. 
The Student 
Experience 


 Develope
d 


PLOs are readily available to students both on the web and in the written catalog.  Students are also regularly informed of the PLOs and SLOs in course syllabi.  Students have begun to be directly involved with the assessment process itself, through, for example, the 
student focus group. 


 


SECTION III: Alignment of program goals/outcomes for the Physics major 


 


Part A: Program and Institutional Goals/Outcomes 


The Physics program supports and realizes the university’s Eight Guiding Principles of General 


Education.  For many of the Guiding Principles, this alignment is quite obvious --- clearly, all 


Physics classes address Scientific Literacy and Decision Making.  (See the curriculum map 


below for more detail.)  Here we comment on two of the less obvious connections. 


(i) The Physics PLOs “Physical Principles” and “Mathematical Expertise” support 


the Guiding Principle of “Aesthetic Understanding/Creativity”.  One cannot learn the 


basic principles of physical theory – quantum mechanics, relativity, 







electromagnetism, etc. – without marveling at the intrinsic beauty of these ideas, as 


well as the beauty of the mathematics needed to express and utilize these physical 


principles.  The elegance and simplicity of physical law is, in fact, one of the most 


powerful forces attracting students to the Physics major.  


(ii) The Physics major requires that students complete a capstone senior research 


thesis.  This project touches on all eight of the Guiding Principles.  For example: by 


presenting their thesis research, both in writing and orally, students develop 


“Communication” skills; by working in research groups (particularly for experimental 


research), students learn the importance of “Leadership and Teamwork”;  


furthermore, faculty will guide students on the appropriate “Ethics and 


Responsibility” of Physics research;  perhaps most importantly, the work necessary to 


complete a senior thesis, and the accompanying pride and satisfaction, will help 


students in the “Development of their Personal Potential”. 


 
 
Table: A curriculum map representing the alignment between Physics Program Learning 
Outcomes and the Eight Guiding Principles of General Education.  
 


PLOs 


Scientific 
Literacy 


Decision 
Making 


Communication 
Self  


&  
Society 


Ethics  
& 


Responsibility 


Leadership  
&  


Teamwork 


Aesthetic 
Understanding  


Creativity 


Development 
of 


Personal 
Potential 


1 X X     X X 


2 X X     X X 


3 X X      X 


4   X X  X  X 







5 X X  X X  X X 


 


 


 


Part C: Program and Course (Student) Learning Outcomes 


The course alignment matrix below shows where each PLO is addressed in the Physics 


curriculum.  The only change made here was to replace PHYS 112 with PHYS 108, reflecting 


changes made to the Physics curriculum. 


 
Table 2: The alignment matrix of Physics/Math courses with the Physics PLOs 
 


  Programmatic Learning Outcomes 


  
1. Physical 
Principles 


2. Math 
Expertise 


3. Exp. 
Techniques 


4.Comm. 
Skills 


5. Research 
Proficiency  


MATH 20   I       
MATH 21   I       
MATH 22   I       
MATH 23   I       
MATH 32   I I     
PHYS 8 I I I     
PHYS 9 I I I     
PHYS 10 I I       
PHYS 105 A A       
PHYS 110 A A       
PHYS 137 A A       
PHYS 108 A A       
PHYS 160 A   A I I 
PHYS 122 A A       
PHYS 195 A (A) (A) A A 


       


  


I = initial; 
A = 


advanced     
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Summary of Revisions 


* Minor revision to PLO 1. 
 
* A self-assessment has been added to Section II. 
 
* A formal mapping of Political Science PLOs and the Eight Guiding Principles has been added 
to Section III. 
 
* Other minor revisions throughout. 







 2 


I. Program Description – Major and Minor 
 
 Political science is the social scientific study of political institutions and political 


behavior.  The study of political institutions includes topics such as the effect of the design of 


electoral systems on the quality of representation in government, the formal and informal 


elements of the legislative process and their implications for the making of law, and the impact 


of domestic political institutions on the incidence of international conflict.  Under the rubric of 


political behavior, political scientists study how and why people choose to participate in politics, 


the determinants of vote choice, and the nature and origins of public opinion.  Students studying 


Political science at UC Merced will develop a strong substantive understanding of both political 


institutions and behavior.  Students will also learn the theories that help us better understand the 


political world and the methods by which these theories are tested and refined.   


 Political science majors will choose courses from three major subfields of the discipline: 


American Politics, Comparative Politics, and International Relations.   The study of institutions 


and behavior is central to all three of these subfields, although the substantive emphasis differs.  


Courses in American Politics focus on domestic politics in the U.S., while courses in 


Comparative Politics examine government and politics in other nations.  International Relations 


classes address issues in foreign policy, international conflict, and the institutions intended to 


govern the interactions between nations.  Students will focus on one of these three subfields, 


although they will also be able to take courses in the two subfields outside of their focus.  Due to 


both the broad intellectual roots of political science as a scholarly field and the interdisciplinary 


nature of UC Merced’s School of Social Sciences, Humanities and Arts, Political Science majors 


will also take at least two upper division classes in either Cognitive Science, Economics, History, 


Philosophy, Psychology, or Sociology. 
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 The knowledge and skills acquired with the political science major will provide a strong 


foundation for graduate training in law, political science, or other social sciences.  Students 


graduating with a degree in political science can also pursue a wide variety of other careers, such 


as public administration, campaign management or consultation, grassroots political 


organization, corporate governmental affairs, Foreign Service, journalism, lobbying, or teaching. 


There is also an additional benefit to the study of political science in terms of citizenship.  By 


developing a better understanding of how government works, students can be better informed 


participants in our democracy. 


 The Political Science Minor is simply a reduced form of the Major.  Students minoring in 


Political Science will learn the same skills and substantive knowledge as those who are majors, 


just not to the same degree.  Students who minor in political science need not specialize in a 


major subfield. 


 II. Assessment Plan – Major and Minor 


 A. Timeline and Goals 


 All syllabi now have PLOs (Program Learning Outcomes) and SLOs (Student Learning 


Outcomes) in place.  At the end of Spring Semester 2009, we collected evidence of student 


learning to initiate assessment of the first PLO.  At the end of Fall Semester 2009, we completed 


the assessment of the first PLO and have discussed possible changes to the Political Science 


program.  Assessment of the second PLO will then be initiated in Spring 2010 and completed in 


Fall 2010. 


 B. Outline of Program Learning Outcomes (PLOs) 


We expect graduates from the Political Science B.A. program to be able to:  
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1. Demonstrate an understanding of the processes, theories, and empirical regularities of 
political institutions and political behavior in the student’s chosen emphasis area: American 
politics, comparative politics, or international relations.  
 
2. Employ critical thinking and demonstrate social scientific literacy, including basic 
quantitative literacy.  
 
3. Utilize contemporary social science research methods to conduct rigorous research on 
political phenomena.  
 
4. Write effectively, particularly to convey complex concepts and information in a clear and 
concise manner.  
 
5. Apply abstract theory and research methods to understand contemporary political events and 
public policies.  
 
These PLOs are published on UC Merced’s Political Science webpage (polisci.ucmerced.edu) 


and on all Political Science syllabi. 


 C. Evidence 


1. An understanding of the processes, theories, and empirical regularities of political institutions 


and political behavior in the student’s chosen emphasis area: American politics, comparative 


politics, or international relations. 


 Direct Evidence: Embedded questions in exams given in upper division classes.  More 


 than one upper division class should be used and the classes should span multiple areas of 


 emphasis. 


 Indirect Evidence: Focus group interview with graduating seniors. 


2. An ability to employ critical thinking and demonstrate social scientific literacy, including 


basic quantitative literacy. 


 Direct Evidence: Embedded questions in final exam given in POLI 10 (Statistical 


 Inference). 


 Indirect Evidence: Exit survey of graduating seniors. 
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3.  A capacity to utilize contemporary social science research methods to conduct rigorous 


research on political phenomena. 


 Direct Evidence: Sample of student research papers written in upper division classes that 


 have a research component (e.g., POLI 102 (Judicial Politics)).  Preferably, papers 


 written by seniors will be considered. 


 Indirect Evidence: Focus group interview with graduating seniors. 


4. Effective written communication skills, especially the ability to convey complex concepts and 


information in a clear and concise manner. 


 Direct Evidence: Sample of student papers written upper division classes. 


 Indirect Evidence: Exit survey of graduating seniors. 


5. An ability to apply abstract theory and research methods to understand contemporary 


political events and public policies.  


 Direct Evidence: Embedded questions in exams given in upper division classes. 


 Indirect Evidence: Focus group interview with graduating seniors. 


 For each PLO, we will analyze the assessment data to identify strengths and weaknesses 


of the existing program.  Based on the results, we will consider updates to the Political Science 


curriculum.  For example, we might consider revisions to the content or approach to existing 


Political Science courses, changes to prerequisites, or changes to the requirements of the 


major/minor. 


 D. Process 


PLO #2 


 In Spring 2010, the instructor for POLI 10 (a required course on social science 


methodology) will be asked to embed questions on the midterm and/or final exam tapping 
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student understanding of social scientific goals and methods (with an emphasis on quantitative 


approaches).  Answers to these questions will be read and analyzed by PAC.  To gather 


information on student perceptions of their training in social scientific methods, an exit survey 


will be designed and then administered to all graduating Political Science majors in Spring 2010.  


The answers to this survey will be compiled and analyzed by PAC. 


 The direct and indirect evidence will be analyzed and reported to the rest of the Political 


Science faculty by the end of Fall 2010.  There will be a subsequent faculty discussion of the 


results and possible modifications to the program. 


PLO #3 


 With the help of instructors, PAC will collect a sample of student research papers written 


in upper division taught in upper division classes in Spring 2011.  Only research papers will be 


considered.  The Committee will read and evaluate these papers in an effort to determine student 


preparedness to conduct social science research.  Towards the end of Spring 2011, a group of 


graduating Political Science majors will be selected.  PAC will conduct a focus group with these 


students in order to determine student perceptions regarding the achievement of PLO #3. 


 The direct and indirect evidence will be analyzed and reported to the rest of the Political 


Science faculty by the end of Fall 2011.  There will be a subsequent faculty discussion of the 


results and possible modifications to the program. 


PLO #4 


 In Spring 2012, PAC will collect a random sample of papers written in an upper division 


class.  The papers will be read with the goal of determining the written communication skills of 


the students.  To gather information on student perceptions of the marginal effect of their training 


on their communication skills, an exit survey will be designed and then administered to all 
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graduating Political Science majors in Spring 2012.  The answers to this survey will be compiled 


and analyzed by PAC.  The direct and indirect evidence will be analyzed and reported to the rest 


of the Political Science faculty by the end of Fall 2012.  There will be a subsequent faculty 


discussion of the results and possible modifications to the program. 


PLO #5 


 Instructors for select upper division classes taught Spring 2013 will be asked to embed 


exam questions that ask students to apply political science theories and/or methods to 


contemporary, “real world” political events.  Answers to these questions will be read and 


analyzed by PAC.  Towards the end of Spring 2013, a group of graduating Political Science 


majors will be selected.  PAC will conduct a focus group with these students in order to 


determine student perceptions regarding the achievement of PLO #5.  The direct and indirect 


evidence will be analyzed and reported to the rest of the Political Science faculty by the end of 


Fall 2013.  There will be a subsequent faculty discussion of the results and possible 


modifications to the program. 


PLO #1 


 Instructors for select upper division classes taught in the Spring 2014 semester will be 


asked to embed questions tapping relevant student knowledge on either midterm or final exams.  


Answers to these questions will be read and analyzed by the Program Assessment Committee 


(PAC).  Towards the end of Spring 2009, a group of graduating Political Science majors will be 


selected.  PAC will conduct a focus group with these students in order to determine student 


perceptions regarding the achievement of PLO #1.  The direct and indirect evidence will be 


analyzed and reported to the rest of the Political Science faculty by the end of Fall 2014.  There 


will be a subsequent faculty discussion of the results and possible modifications to the program. 
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 E. Participants 


 A Program Assessment Committee composed of Political Science faculty will be 


responsible for collecting, analyzing, and disseminating evidence regarding the attainment of the 


PLOs.  This evidence will be communicated to the entire Political Science faculty any changes to 


the program or assessment plan will originate from the entire faculty. 


 F. Minor 


 Students who minor in Political Science are expected to advance towards all five PLOs.  


It is not expected that will achieve these PLOs to the same extent as Political Science majors, 


however.  Minors are not required to take POLI 10, which plays an important role in the 


attainment of PLOs 2 and 3.  But, if a Political Science minor does not take POLI 10 they must 


take an equivalent course in a related field (e.g., ECON 10 or PSYCH 10) to be able to take 


almost any of the upper division Political Science classes. 


 G. Self-Assessment 


Criterion Assessment Explanation 
 
Comprehensive list 
 


 
Developed 


 
The PLOs are organized and reasonable in scope and 
expectation.  They are consistent with several of the 
Eight Guiding Principles.  There are no formal 
national disciplinary standards to be considered. 
 


Assessable outcomes 
 


Emerging-Developed The limitation here is that some of the PLOs are not 
readily stated in a manner that is clearly assessable.  
The faculty will continue to refine the PLOs in an 
effort to facilitate assessment. 
  


Alignment 
 


Highly Developed The PLOs pervade the general curriculum and all 
specific classes. 
 


Assessment planning 
 


Highly Developed There is a multi-year assessment plan that is and will 
be regularly revised. 
 


The student experience Developed - Highly 
Developed 


PLOs are included on every syllabus and are on the 
program website.  
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III. Alignment of Institutional and Program Goals – Major and Minor   


 A. Program and Institutional Goals 


 The Political Science PLOs map well onto UC Merced’s Guiding Principles of General 


Education: 


 
PLO 


scientific 
literacy 


decision 
making 


comm- 
unication 


self & 
society 


ethics & 
responsib. 


leadership 
& teamwk. 


aesthetic  
understand. 


developmnt 
person. pot. 


 
1 


  
X 


  
X 


 
X 


   


2 X X       
3 X        
4   X      
5  


 
X  X     


 


PLO #1 (an understanding of the processes, theories, and empirical regularities of political 


institutions and political behavior) corresponds with Decision Making, Self and Society, and 


Ethics and Responsibility as it includes student learning about how political decisions are made, 


how elite and mass policy preferences are aggregated under different institutional rules, and the 


connection between empirical patterns and normative (i.e., ethical) questions of power and 


policy choices.  PLO #2 (an ability to employ critical thinking and demonstrate social scientific 


literacy, including basic quantitative literacy) and PLO #3 (a capacity to utilize contemporary 


social science research methods to conduct rigorous research on political phenomena) 


correspond to Scientific Literacy as they center on the students’ capacity to understand and 


conduct social science research.  PLO #4 (effective written communication skills, especially the 


ability to convey complex concepts and information in a clear and concise manner) clearly 


corresponds to Communication.  PLO #5 (an ability to apply abstract theory and research 


methods to understand contemporary political events and public policies) corresponds to 


Decision Making, Self and Society, and Ethics and Responsibility much in the same that PLO #1 
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does, although this PLO’s emphasis is on understanding the contemporary political world that 


the students inhabit. 


 B. Program and School Goals 


 The Educational Philosophy for the School of Social Sciences, Humanities and Arts lists 


three general principles.  The Political Science Program and associated PLOs map onto two of 


these principles.  “Doing is the basis for learning” corresponds with PLO #3 (a capacity to utilize 


contemporary social science research methods to conduct rigorous research on political 


phenomena).  “Citizenship is founded in community” corresponds with PLO #1 (an 


understanding of the processes, theories, and empirical regularities of political institutions and 


political behavior) and PLO #5 (an ability to apply abstract theory and research methods to 


understand contemporary political events and public policies). 


 C. Program and Course (Student) Learning Outcomes 


 The table below illustrates the connection between the PLOs and individual Political 


Science courses offered.  Generally speaking, introductory courses will begin to move students 


towards attaining the PLOs while the upper division courses will lead to a fuller achievement of 


these objectives.  POLI 10 (a required course for all Political Science majors) plays an important 


role as the only introductory level course that introduces and prepares students for attainment of 


PLOs 2 and 3. 


  
Program Learning Outcome 


Course 1 2 3 4 5 
 
1 
 


 
I (AP) 


 
 


  
I 


 
I 


2 
 


I (AP)   I I 


3 
 


I (CP)   I I 


5 
 


I (IR)   I I 


6 I (IR)   I I 
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9 
 


 
I 


   
I 


 


10 
 


 I I  I 


100 
 


A (AP) A A A A 


101 
 


A (AP) A A A A 


102 
 


A (AP) A A A A 


105 
 


A (AP) A A A A 


107 
 


A (AP) A A A A 


108 
 


A (AP) A A A A 


110 
 


A (AP) A  A A 


111 
 


A (AP) A  A A 


120 
 


A (AP) A A A A 


125 
 


A (AP) A A A A 


127 
 


A (AP) A A A A 


130 
 


A (CP) A A A A 


135 
 


A (CP) A A A A 


140 A (CP) A A A A 
 
150 
 


 
A (IR) 


 
A 


 
A 


 
A 


 
A 


155 
 


A (IR) A A A A 


160 
 


A (AP, IR) A A A A 


170 
 


 A  A A 


190 
 


Depends on 
topic 


Depends on 
topic 


Depends on 
topic 


Depends on 
topic 


Depends on 
topic 


195 
 


Depends on 
topic 


Depends on 
topic 


A Depends on 
topic 


Depends on 
topic 


Note: I = introductory, A = advanced.  For the first PLO, the area of emphasis is indicated, where 
appropriate, by AP = American politics, CP = comparative politics, IR = international relations.  
In Political Science, there typically are no “intermediate-level” classes. 
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ABSTRACT: SUMMARY OF ASSESSMENT PLAN REVISIONS 


This document presents the current Psychological Sciences Program Learning 


Outcome Assessment plan. The plan is fundamentally the same as the report of January 


30, 2009, but with the following changes:  


1. The Program Learning Outcomes (PLOs) have been expanded from three to four 


PLOs by separating the PLO for statistics (now #3) from the PLO for research 


methods (still #2).  


2. A curriculum map is added to summarizing the alignment between the Program 


Learning Outcomes and the Eight Guiding Principles;  


3. The curriculum map summarizing the alignment between the Program Learning 


Outcomes and the Course Learning Outcomes has been expanded to add all 


courses now in the curriculum (the previous report listed only the courses taught 


in Fall 2008).  


4. Section II.G. has been added evaluating the Psychology PLOs against the WASC 


rubric for PLOs. 


5. A new indirect assessment method is proposed, the use of focus groups with 


graduating seniors conducted by the UC Merced SATAL (Student Assessment of 


Teaching and Learning) Program.







SECTION I: PROGRAM DESCRIPTION - MAJOR AND/OR MINOR 


The Psychological Sciences Section of the School of Social Sciences, Humanities 


and Arts (SSHA) offers both a major and a minor in Psychology at the undergraduate 


level. Psychology was one of the original disciplines at UC Merced, originally a track in 


the Social and Cognitive Sciences major in Fall 2005. The Psychology major was created 


in Fall 2006, with the minor following in 2007. The major has consistently grown in size 


every year since 2005 (Fall 2006 n = 36; 2007 n = 219; 2008 n = 328; 2009 n = 373; 


<http://ipa.ucmerced.edu/docs/Undergraduates/>. It is the largest major in SSHA (and the 


second largest at the University after Biology). Psychology offered three lower division 


and thirteen upper division courses in the major in Fall 2009, and three lower division 


and eleven upper division courses in Spring 2009. These courses are offered by six ladder 


rank faculty who typically teach two undergraduate and one graduate course per year, and 


four part-time lecturers who each teach from two to six undergraduate courses per year.  


The Psychology major offers an array of undergraduate courses that are typical 


for a UC campus, although with fewer offerings than a mature campus. The major offers 


a somewhat richer array of courses in developmental and health psychology—two of the 


three areas of emphasis in research among our faculty (the third area is quantitative 


psychology, and we are starting to develop a richer array of undergraduate courses in that 


area as well). Perhaps the most distinctive feature of the major, however, is the close 


contact that undergraduate students can have with faculty both in pedagogy and research. 


All ladder rank faculty teach undergraduate courses regularly, with regular contact with 


students in and out of the classroom. Many undergraduates work in faculty laboratories 


on research projects, with anywhere from 3 to as many as 15-20 undergraduate students 



http://ipa.ucmerced.edu/docs/Undergraduates/%3e.�





in a lab at any given time. Because of the small size of the graduate program, 


undergraduates play a more intense role in faculty research than at most UC campuses. 


This role for undergraduates at a student-centered research university is stressed on our 


website, which notes that “We also offer undergraduates the opportunity to work with UC 


faculty in research.”  


<http://psychology.ucmerced.edu/2.asp?uc=1&lvl2=3&contentid=4>.  


The university collects data about student postgraduate employment. For the 


graduating class of May 2008 (well before the first full graduating class of entering 


freshman from Fall 2005), 8 of 18 graduates responded. Of these 8 respondents, 37% 


were admitted to or enrolled in a graduate program, 50% were employed full time, and 


13% were actively looking for a job.  


 For students who do not go on to graduate or professional training, we inform 


them both of the job options they have, and of the skills they will learn as a psychology 


major that can help them on the job market with a bachelor’s degree. On our web site, for 


example, we say the following:  


The Psychology major also prepares undergraduates for many careers that do not 


require further graduate training. The American Psychological Association 


(www.apa.org) has an excellent web site to help you understand that job market 


(http://psyccareers.apa.org/). APA  reports that about 5% of 1997 and 1998 


bachelor’s degree psychology major graduates had taken a job that is actually in 


psychology. Most psychology major graduates—about two thirds—took 


employment in private sector business settings. Graduates with an undergraduate 


psychology major are highly marketable because they are trained to have good 



http://psychology.ucmerced.edu/2.asp?uc=1&lvl2=3&contentid=4�

http://www.apa.org/�

http://psyccareers.apa.org/�





research and writing skills, to be effective problem solvers in both team and 


individual settings, and to use critical thinking skills to analyze, synthesize, and 


evaluate information. Specific examples of employment include administrative 


support, public affairs, education, business, sales, service industries, health, the 


biological sciences, computer programming, employment counselors, correction 


counselor trainees, interviewers, personnel analysts, probation officers, and 


writers. The same APA report finds that two thirds of psychology major graduates 


believe their job is closely or somewhat related to their psychology background 


and that their jobs hold career potential. 


Our program learning outcomes aim to help our undergraduates learn these skills.  


The Psychological Sciences Section also offers a minor area in Psychology to 


undergraduate students. Students taking the minor must complete a representative sample 


of the full major requirements following an explicit set of guidelines that ensure exposure 


to the basic lower division courses, and to upper division courses that reflect the breadth 


of the discipline. The most important difference between students in the minor and 


students in the major is that the former take fewer upper division Psychology courses.  


SECTION II: ASSESSMENT PLAN – MAJOR AND/OR MINOR 


Part A: Timeline & Goals 


We began consideration of assessment in late Fall 2008. Between then and 


January 30th, 2009, we developed a tentative assessment plan, a living document that 


changes over time as the Psychology major develops and as we learn from assessment 


about ways we can best improve our undergraduate education efforts. Because we are 


such a new university facing so many challenges and resource constraints, we think it is 







inappropriate to move quickly to a summative evaluation of the major. Rather, our goals 


are decidedly formative, to start with small, achievable tasks that can be initiated in the 


required timeframe, and with learning outcomes and assessment methods that can be 


expanded in the future. We hope to use this approach first to get to know the 


undergraduate education experience that we have created for our majors, and second to 


learn how we can improve that experience over time.  


Part B: Outline of PLOs 


The Psychological Sciences faculty began to consider PLOs for the major in mid-


Fall, 2008. The faculty first consulted the American Psychological Association guidelines 


for the undergraduate psychology major1


1. Show knowledge of the key substantive content of the field of psychology, 


including memory and thinking, sensory psychology and physiology, 


developmental psychology, clinical and abnormal psychology, and social 


psychology. 


. The faculty discussed the relevance of APA’s 


suggested student learning outcomes to our situation, a situation with far more limited 


resources than is the case for the mature universities for which the guidelines were 


written. After several drafts, the faculty voted to adopt three PLOs for the undergraduate 


Psychology major; and in February 2009 the faculty modified this to four PLOs to 


separate the PLO about statistics from that about research methods. The PLOs state that 


students who complete the major will:  


2. Demonstrate that they understand the basic principles of and correctly interpret 


applications of  the designs and methods that psychologists use to gather data. 
                                                 
1 American Psychological Association. (2007). APA guidelines for the undergraduate psychology major. 
Washington, DC: Author. Retrieved from www.apa.org/ed/resources.html.  
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3. Show that they can understand and correctly interpret the statistical analyses 


psychologists use to analyze data. 


4. Show that they understand and can apply the writing style used in psychological 


literature (APA style). 


The faculty also discussed the desirability of increasing both the breadth and depth of 


these PLOs as the university matures, and as resources to do so become available to us. 


The four PLOs are published on the UC Merced Psychology website 


(http://psychology.ucmerced.edu/2.asp?uc=1&lvl2=3&lvl3=3&lvl4=18&contentid=15), 


and in the UC Merced General Catalog under the Psychology major. 


Part C: Evidence 


Assessing PLOs, especially in a large major with few faculty in a rapidly 


changing environment characterized by limited resources, is a major challenge. Hence, 


our approach to this task emphasizes starting with small, achievable methods that will 


provide useful outcome information in the form of both direct and indirect evidence, and 


then slowly over time expand the evidence sources as program need and resources 


allowed. Our preliminary assessment plan is as follows:  


1. Content: Show knowledge of the key substantive content of the field of 


psychology, including memory and thinking, sensory psychology and physiology, 


developmental psychology, clinical and abnormal psychology, and social 


psychology. 



http://psychology.ucmerced.edu/2.asp?uc=1&lvl2=3&lvl3=3&lvl4=18&contentid=15�





a. Direct Evidence: Assessment will be by the Educational Testing Service 


major test on graduating seniors2


b. Indirect Evidence: For all three PLO’s, we will use results from two 


surveys of graduating seniors. 


. We will report scores at the group level 


for the following assessment indicators that the test provides: (1) Memory 


and Thinking, (2) Sensory and Physiology, (3) Developmental, (4) 


Clinical and Abnormal, and (5) Social. The Psychology major requires 


students to take courses from what are called Group A, Group B, and 


Group C courses. ETS subtests (1) and (2) would assess Group A learning; 


ETS subtests (3) and (5) would assess Group B learning; and ETS subtest 


(4) would assess Group C learning. 


i. UC Merced administers University of California Undergraduate 


Experience Survey (UCUES) to all undergraduates biennially, the 


last time being Spring 2008. Because this is administered to all UC 


campuses except UCSF (which does not enroll undergrads), we 


can compare responses from graduating seniors on other campuses 


to responses of our graduating seniors. Specifically, we will use 


responses to item 2e, their rating of how well they were prepared 


in understanding a specific field of study. 


ii. In the years that UCUES is not administered, UC Merced will 


administer the National Survey of Student Engagement (NSSE), 


                                                 
2 See 
http://www.ets.org/portal/site/ets/menuitem.1488512ecfd5b8849a77b13bc3921509/?vgnextoid=f349af5e44
df4010VgnVCM10000022f95190RCRD&vgnextchannel=eddc144e50bd2110VgnVCM10000022f95190R
CRD. $25 per test online. 



http://www.ets.org/portal/site/ets/menuitem.1488512ecfd5b8849a77b13bc3921509/?vgnextoid=f349af5e44df4010VgnVCM10000022f95190RCRD&vgnextchannel=eddc144e50bd2110VgnVCM10000022f95190RCRD�

http://www.ets.org/portal/site/ets/menuitem.1488512ecfd5b8849a77b13bc3921509/?vgnextoid=f349af5e44df4010VgnVCM10000022f95190RCRD&vgnextchannel=eddc144e50bd2110VgnVCM10000022f95190RCRD�

http://www.ets.org/portal/site/ets/menuitem.1488512ecfd5b8849a77b13bc3921509/?vgnextoid=f349af5e44df4010VgnVCM10000022f95190RCRD&vgnextchannel=eddc144e50bd2110VgnVCM10000022f95190RCRD�





doing so in Spring 2009 for the first time. Unfortunately, this 


survey does not yet have a comparable rating of their 


understanding of their field of study. Hence we will only have data 


to assess this outcome every other year. 


iii. Using student interviewers from the UC Merced SATAL program 


(Student Assessment of Teaching and Learning), we will interview 


graduating seniors in focus groups to assess their perceptions of 


how well the major taught the content of psychology.  


2. Research Methods: Demonstrate that they understand the basic principles of and 


correctly interpret applications of  the designs and methods that psychologists use 


to gather data. 


a. Assessment of direct evidence will be by the ETS major test on graduating 


seniors. We will report scores at the group level for the Measurement and 


Methodology assessment indicator that the test provides.  


b. Indirect Evidence: We will use answers to selected questions from two 


surveys of graduating students:  


i. From the UCUES, we will use item 2f, their rating of how well 


they were prepared in quantitative (mathematical and statistical) 


skills. 


ii. From the NSSE), we will use item 11f, their rating of how well 


they were prepared to analyze quantitative problems. 


iii. Using student interviewers from the UC Merced SATAL program 


(Student Assessment of Teaching and Learning), we will interview 







graduating seniors in focus groups to assess their perceptions of 


how well the major taught the research methods of psychology.  


3. Statistics: Show that they can understand and correctly interpret the statistical 


analyses psychologists use to analyze data. 


a. Assessment of direct evidence will be by the ETS major test on graduating 


seniors. We will report scores at the group level for the Measurement and 


Methodology assessment indicator that the test provides.  


b. Indirect Evidence: We will use answers to selected questions from two 


surveys of graduating students:  


i. From the UCUES, we will use item 2f, their rating of how well 


they were prepared in quantitative (mathematical and statistical) 


skills. 


ii. From the NSSE), we will use item 11f, their rating of how well 


they were prepared to analyze quantitative problems. 


iii. Using student interviewers from the UC Merced SATAL program 


(Student Assessment of Teaching and Learning), we will interview 


graduating seniors in focus groups to assess their perceptions of 


how well the major taught the statistics used in psychology.  


4. Writing: Show that they understand and can apply the writing style used in 


psychological literature (APA style). 


a. Assessment of direct evidence will use a to-be-developed test given to 


graduating seniors that will include multiple choice items on APA style, 







and if resources allow, also include a test involving editing a document to 


locate style errors. 


b. Starting in Fall 2009 Psychology majors will begin enrolling in WRI 101:  


Writing in the Disciplines:  Psychology. Portfolios of their coursework 


will be collected and reviewed to confirm writing competence and to 


corroborate other evidence of program learning outcomes for content and 


research methods. 


c. Indirect Evidence: We will use answers to selected questions from two 


surveys of graduating students:  


i. From the UCUES, we will use their responses to item 2b, their 


rating of how well they were prepared in the ability to be clear and 


effective in writing. 


ii. From the NSSE, we will use item 11c, their rating of how well 


they were prepared to write effectively. 


iii. Using student interviewers from the UC Merced SATAL program 


(Student Assessment of Teaching and Learning), we will interview 


graduating seniors in focus groups to assess their perceptions of 


how well the major taught writing in psychology.  


These data will be gathered and analyzed in conjunction with various 


administrative offices at UC Merced, for example, the Institutional Planning and Analysis 


office and the SATAL program office. As we develop a working relationship with such 


offices, we expect that some of the analyses may be conducted by the Psychological 


Sciences faculty if the data can be made available to us. Given the small size of the 







Psychological Sciences faculty, results of these analyses will be interpreted by the faculty 


as a whole initially. As the faculty grows, a Faculty Assessment Committee will assume 


responsibility for initial interpretation of the data for report to the entire faculty. 


Given how new the Psychology major is, and how rapidly it is growing and 


changing, these data are likely to be used in a very wide variety of formative ways to 


improve the major. The results should identify areas of our curriculum are performing to 


our expectations, and which areas need adding or improving. They may also tell us what 


skills we are not training that we should be. As we learn more about what assessment 


methods are more or less feasible, see opportunities to add new assessment methods (e.g., 


alumni surveys), and find the resources to expand what we do, we will change our 


assessment process. Ultimately, all this will result in an iterative process by which we can 


re-examine our PLOs to better serve our students.  


Part D: Process 


We will assess one PLO each academic year, in the order the PLOs are listed 


earlier in this document: PLO #1 for the 2008-9 academic year, PLO #2 for 2009-2010, 


PLO #3 for 2010-2011 and PLO#4 for 2011-12. All graduating Psychology majors are 


required to take the ETS Major Field Test as a condition of graduation. This requirement 


was entered into the 2009-10 General Catalog, and so will take effect as a requirement for 


students who enter as freshman in 2009 and graduate in May 2013, or who enter as 


transfer students in 2009 and graduate in May 2011. Until then, the test will be 


administered to volunteers. Assessments are completed at the end of the Spring semester 


of each academic year, with subsequent analyses and interpretations done in the six 







months following that. The exact schedule will be flexible to accommodate the inevitable 


fits and starts of this new process.  


Part E: Participants 


As described in Part C earlier, data will be gathered by various offices and 


programs of UC Merced. Analysis will take place in such offices as well, but may also be 


done by Psychological Sciences faculty if we are allowed to use the raw data. Results will 


be disseminated to the entire faculty who will, in turn, decide what changes may need to 


be made to the major, and how to do so. As the faculty grows, some of these duties may 


be assumed by a Faculty Assessment Committee consisting of a subset of the entire 


Psychological Sciences faculty.  


Part F: Minor 


The Psychology minor has the same PLOs and assessment plan as the major. The 


main difference between the two is that performance expectations for students in the 


minor will be lower than for the major.  


Part G: Self-Evaluation Using the WASC Rubric 


Part A. Comprehensive List. The Psychology PLOs are probably best described 


as “Developed” in the WASC rubric. The Faculty Accreditation Report submitted by 


Psychology on January 30, 2009 (also in the present report), make clear its consideration 


of both institution-wide outcomes and national disciplinary standards. The PLOs fall 


short of a “Highly Developed” rating because they probably do not meet the standard for 


such a rating that says “Faculty have agreed upon explicit criteria for assessing students’ 







level of mastery of each outcome.” However, it is unlikely the faculty could take this step 


until the methods for assessing each PLO have been finalized.  


Part B. Assessable Outcomes. The Psychology PLOs are probably at the 


“Emerging” level. The faculty needs to provide more information to students about how 


they can demonstrate learning. Some PLOs already do this (probably PLO#4), but others 


do not.   


Part C. Alignment. The Psychology PLOs are probably at the “Developed” level. 


The curriculum provides ample opportunity for students to learn and develop the skills 


described in the PLOs, and a curriculum map outlines the relationship between the PLOs 


and the curriculum. However, the map does not clearly articulate increasing levels of 


proficiency in the PLOs, specifically lacking a mastery course such as a capstone course. 


This omission was intentional. With a faculty of 7 and with 373 majors, the faculty were 


unable to develop such a mastery course given the resources that would be required to 


grade in that course. The faculty should, however, continue to consider ways to in which 


a mastery requirement could be introduced into the curriculum. 


Part D. Assessment Planning. The Psychology PLOs are probably at the 


“Emerging” level. While assessment plans are specified for PLO#1, #2, and #3, the 


faculty have not yet agreed on how PLO#4 might be assessed. Further, the assessment 


plans (e.g., the ETS major field test) may change over time as the faculty gains 


experience with present options and alternatives.  


Part E. The Student Experience. The Psychology PLOs are probably at the 


“Emerging” level. PLOs have been published in the UC Merced catalog in the 


Psychology major section, they are published on the UC Merced Psychological Sciences 







web site (http://psychology.ucmerced.edu), and are presented in the syllabi of individual 


instructors. The faculty should develop additional ways of ensuring student awareness of 


the PLOs, and see that the PLOs are incorporated into all syllabi. Students have had 


limited involvement in the creation and use of rubrics or in self-assessment. However, it 


may be premature to involve students until the assessment plan itself is further developed.  


SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM 


GOALS/OUTCOMES –MAJOR AND/OR MINOR 


Part A: Program and Institutional Goals/Outcomes 


The Psychology major reflects UC Merced’s eight guiding principles of general 


education in a variety of ways, some direct and some indirect. The following table 


summarizes these relationships in a curricular map, followed by a narrative elaboration of 


these interfaces.  


 


Table 1: A curricular map representing the alignment between Psychology Program 


Learning Outcomes and the Eight Guiding Principles of General Education 


PLOs Scientific 
Literacy 


Decision 
Making 


Communication Self & 
Society 


Ethics & 
Responsibility 


Leadership 
and 


Teamwork 


Aesthetic 
Understanding 


Creativity 


Development 
of 


Personal 
   Potential 


#1 x  x x x x x x 
#2 x x x      
#3 x x x      
#4  x x   x x  
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UC Merced Guiding Principle #1, Scientific Literacy: To have a functional 


understanding of scientific, technological and quantitative information, and to know both 


how to interpret scientific information and effectively apply quantitative tools. The 


Psychology PLOs #1, #2 and #3 reflect this guiding principle directly. The Psychology 


major creates literacy about the science of Psychology, and about the scientific methods 


that psychologists use to investigate human behavior.  


UC Merced Guiding Principle #2, Decision Making: To appreciate the various 


and diverse factors bearing on decisions and the know-how to assemble, evaluate, 


interpret and use information effectively for critical analysis and problem solving. Most 


courses in the Psychology major require students to write papers in which they are 


required to do such analysis and problem solving. In addition, some students who 


participate in faculty laboratory research are exposed to how faculty members do these 


tasks, sometimes through group readings and other times through the research process 


itself. Portfolio reviews will also address these points. 


UC Merced Guiding Principle #3, Communication: To convey information to and 


communicate and interact effectively with multiple audiences, using advanced skills in 


written and other modes of communication. PLO #3 applies directly to this principle, as 


do the comments about writing made in the response to principle 2 above.  


UC Merced Guiding Principle #4, Self and Society: To understand and value 


diverse perspective in both the global community contexts of modern society in order to 


work knowledgeably and effectively in an ethnically and culturally rich setting. Two 


courses address this principle directly: PSY 150 Psychological Perspectives on Cultural, 


Racial and Ethnic Diversity, and PSY 151 The Psychology of Stereotyping and Prejudice. 







UC Merced Guiding Principle #5, Ethics and Responsibility: To follow ethical 


practices in their professions and communities, and care for future generations through 


sustainable living and environmental and societal responsibility. Several courses include 


readings and classroom discussion of psychological ethics. PSY 140 Clinical Psychology 


reviews the ethical requirements of this profession; PSY 15 Research Methods in 


Psychology reviews the ethics of research using humans and animals as participants; and 


PSY 171 Psychological Tests and Measurement reviews ethical use of psychological tests 


and assessment of humans. Students who participate in faculty research are exposed to 


the ethical issues that are specific to that research.  


UC Merced Guiding Principle #6, Leadership and Teamwork: To work effectively 


in both leadership and team roles, capably making connections and integrating their 


expertise with the expertise of others. A number of psychology courses require students 


to participate in group projects. In addition, students who participate in faculty research 


typically do so in the context of research teams in which they assume gradually 


increasing levels of responsibility and leadership. 


UC Merced Guiding Principle #7, Aesthetic Understanding Creativity: to 


appreciate and be knowledgeable about human creative expression, including literature 


and the arts. Students who participate in faculty research are exposed to the creative 


process that is necessary as part of developing original research ideas and projects. 


Likewise, most courses review original research on the relevant topic, including 


discussion of creativity evidenced when addressing human and social issues through 


scientific methods. 







UC Merced Guiding Principle #8, Development of Personal Potential: To be 


responsible for achieving the full promise of their abilities, including psychological and 


physical well-being. Students who participate in the Psychology major often do so 


because they have an innate interest in the psychological and physical well-being of 


themselves and others. Much of the psychology undergraduate curriculum addresses 


topics that educate students about these matters, for example, abnormal psychology, 


personality, clinical psychology, health psychology, developmental psychology, positive 


psychology, or the development of racial and ethnic stereotypes.  


UC Merced also identifies itself as a student-centered research university. As 


discussed in several places previously, Psychology is aggressive about involving students 


in research. This begins in PSY 1, Introduction to Psychology, where all students have 


the choice to be participants in research conducted by faculty, giving them first hand 


exposure to the kinds of research psychologists do (for ethical reasons, they have the 


alternative choice of writing papers, but most students prefer the experience of being a 


research participant). In many subsequent classes, students are involved in either library 


research for writing papers, or group research projects organized by students for class 


projects. A number of students also participate in faculty research laboratories; these are 


often students interested in pursuing graduate studies for their career.  


 


Part B: Program & School Goals 


Although the School of Social Sciences, Humanities, and Arts (SSHA) does not 


have specific school goals, it has a mission statement:  







SSHA serves regional, state, national, and international communities as a multi- and 


interdisciplinary partner within a research-intensive public university committed to 


innovative and substantive research, excellent teaching, and student-focused learning. 


SSHA is dedicated to providing depth within a broad range of outstanding undergraduate 


and graduate programs that prepare students for varied roles as responsible, informed 


citizens and leaders. Research and academic programs encourage intellectual growth, 


prepare students for marketable, challenging careers and professions, instill the values of 


lifelong learning, and encourage civic responsibility, public service, and understanding 


in a diverse, global society. 


Much of the previous description of Psychology earlier in this document could be 


repeated here to show how Psychology reflects this mission. In addition, Psychological 


Sciences faculty do their research in areas as close as the local school system and as 


distant as Asia; they engage in multidisciplinary collaborations with areas such as 


Cognitive Science and the many programs being started at UC Merced involving health; 


some faculty have won awards for their teaching and their research; and some of our 


undergraduates have gone on to graduate training. We look forward to tracking graduates 


from the Psychology major; doing so will provide valuable information about how our 


graduates further contribute to the SSHA mission. The logistics of how this can be done 


are still being worked out with the administration. 


Part C: Program & Course (Student) Learning Outcomes 


The Psychology undergraduate curriculum reflects the Psychology PLOs in very 


direct ways, as illustrated by the following curricular map.  


Curricular Map Articulating The Alignment Between Program Learning Outcomes 


And Course Learning Outcomes For Psychology Courses 







 


The Psychological Sciences Program Learning Outcomes state that students who 


complete the major will: 


1. Show knowledge of the key substantive content of the field of psychology, 


including memory and thinking, sensory psychology and physiology, 


developmental psychology, clinical and abnormal psychology, and social 


psychology. 


2. Demonstrate that they understand the basic principles of and correctly interpret 


applications of  the designs and methods that psychologists use to gather data. 


3. Show that they can understand and correctly interpret the statistical analyses 


psychologists use to analyze data. 


4. Show that they understand and can apply the writing style used in psychological 


literature (APA style). 


 


 


Course 


 


Title 


Program Learning Outcomes 
#1 


Content 
#2 


Methods 
#3 


Statistics 
#4 


Writing 


1 Introduction I I I I 
10 Analysis of 


Psychological 
Data 


 D D D 


15 Research 
Methods  


 D D D 


105 Advanced 
Research 
Methods 


 D D D 


110 History of 
Psychology 


D D D D 


123 Alcohol, D D D D 







Drugs and 
Behavior 


130 Developmental 
Psychology  


D D D D 


131 Social 
Psychology 


D D D D 


135 Language 
Acquisition 


D D D D 


136 Cognitive 
Development 


D D D D 


137  Conceptual 
Development 


D D D D 


138 The 
Development 
of Social Mind 


D D D D 


139  Cognitive 
Development 
and Education 


D D D D 


140 Clinical 
Psychology 


D D D D 


142 Abnormal 
Psychology 


D D D D 


143 Abnormal 
Child 
Psychology 


D D D D 


144 Clinical 
Neuro-
Psychology 


D D D D 


145  Human 
Sexuality 


D D D D 


147 Health 
Psychology 


D D D D 


150 Cultural, 
Racial, Ethnic 
Diversity 


D D D D 


151 Stereotyping 
and Prejudice 


D D D D 


158 Positive 
Psychology 


D D D D 


159  Personal 
Psychology 


D D D D 


160  Cognitive 
Psychology 


D D D D 


161 Perception D D D D 
162 Visual 


Perception 
D D D D 







 


 


 


 


I=Introduction, D=Develop, M=Mastery at a level appropriate for graduation 
 


Question may arise about why none of the courses are described with an M = 


Mastery symbol. Mastery of content, methods, and writing in Psychology is not tied to a 


particular course. Rather, it reflects an accumulation of knowledge, skills and abilities 


over time, so that seniors are expected to have greater mastery over all these matters than 


are juniors, juniors more than sophomores, and sophomores more than freshman. We 


would like to have a capstone course in which students could demonstrate mastery 


through, say, the design, conduct, analysis, and writing of a research project. 


Unfortunately, we have not found a logistically way to do so given that we have only 7 


faculty to serve 373 majors, and given that the demands of teaching the existing 


curriculum are already so overwhelming that more than half our courses are taught by 


lecturers. Consequently, we have chosen to have students demonstrate mastery using the 


assessment techniques outlined in Section II.C., where students can demonstrate 


increased mastery from freshman through senior years.  


170 Industrial and 
Organizational 
Psychology 


D D D D 


171 Tests and 
Measurements 


D D D D 


172 Forensic 
Psychology 


D D D D 


180 Physiological 
Psychology 


D D D D 


199 Special Topics Varies by course/content 
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SECTION I:  SUMMARY OF ASSESSMENT PLAN REVISIONS 


 In the past year, our proposed Sociology BA was approved by appropriate 


campus committees and WASC.  While the approval process was underway, we 


went ahead and began following our assessment plan for assessing both our 


major and minor (since students were beginning to take our core courses in 


anticipation of the major’s inception).  We also engaged in assessment of our 


minor in order to help us develop the curriculum for our major.  Based on 


experiences with our initial assessment efforts, we revised several aspects of our 


assessment plan.  Specifically, for several PLOs (specifically, numbers 1, 2, 4, 5) 


we added additional sources of evidence on student mastery, including 


assessment of open-ended exam questions in an upper division class (PLO #1), 


an assignment embedded in a required course and a rubric for assessing student 


mastery (PLO #2), incorporation of additional student surveys to include student 


self-assessments of skill development (PLO #4), a focus group with graduating 


seniors (PLO #5), and analysis of data from an alumni survey (PLO #5).   


 


SECTION II:  ASSESSMENT PLAN – MAJOR AND MINOR     


Sociology currently offers a minor and a major leading to a BA in 


Sociology (beginning Fall, 2010).   Because of their differential exposure to 


sociological coursework, we expect that majors and minors will have similar but 


not identical program learning outcomes.  Therefore, we assess three of our 


learning outcomes for our minors and all five of them for our majors.  We outline 


which outcomes apply to which group in Part F below. 
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Part A:  Timeline & Goals 


We aim to use the assessment process to enhance our program goals, 


improve our teaching, and increase the success of our students in their future 


education and labor market outcomes.  We engaged in assessment of our minor 


in Academic Year (AY) 2008-09 in the process of planning our curriculum for our 


proposed major.  We began formally implementing assessment of our minor and 


major in accordance with the plan outlined here in AY 2009-10 and will engage in 


assessment on a five-year cycle.  Thus our first learning goal will be assessed in 


2009-10, our second in AY 2010-11, and so on until the fifth goal is assessed in 


AY 2013-14.  We have published our learning outcomes on the School of Social 


Sciences Humanities and Arts (SSHA) web page.  Once we have developed a 


stand-alone sociology web site (by May 2010), we will publish results of our 


assessment of each outcome on our web site after analysis is complete.  At the 


end of the 5-year assessment cycle, we will evaluate our goals and our 


assessment tools to decide whether to continue on a similar 5-year cycle or to 


alter our assessment plan.  Sociology plans to have one faculty member serve as 


a “Faculty Assessment Coordinator” (FAC) who will be in charge of implementing 


our plan.  All instructional staff, including faculty, lecturers, and teaching 


assistants will participate in various stages of the process.   
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Part B:  Outline of PLOs 


We have designated five key Program Learning Outcomes for the 


Sociology major and three of these also apply to the minor (one of these only 


partially).  These learning outcomes are currently published on the SSHA web 


site and included in the course catalog.  These outlets will provide students and 


other stakeholders ready access to information about our educational goals and 


expected outcomes. 


 


Upon completion of a BA in Sociology, Students will: 


1) Think critically about the causes and consequences of social inequality. 


2) Design and evaluate empirical sociological research.   


3) Explain and apply the major theoretical perspectives in sociology. 


4) Communicate orally and in writing about sociological concepts. 


5) Use their sociological education outside the undergraduate classroom, 


particularly in their careers or future study. 


 


Part C:  Evidence 


Below we discuss each learning outcome in turn and indicate what type(s) 


of evidence will be gathered, how it will be analyzed, and how we will use it to 


improve student learning.  For each learning outcome, we will collect data on 


student characteristics, including major/minor and class status (transfer student, 


freshman, etc.), in order to compare different groups of students and make 
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distinctions between our majors and minors.  Also, all assessment tools will be 


developed by at least two faculty members, usually the FAC and the instructor for 


the class(es) in which assessment will occur. 


1) Think critically about the causes and consequences of social 


inequality.  


a. Evidence:  In all sections of our Introduction to Sociology (SOC 1) 


courses, we will administer a pre-test at the beginning of the 


semester that includes a series of questions related to this 


outcome.  These same questions will be embedded on the final 


exam so that we can assess whether students gain knowledge 


related to this outcome over the course of the term.   Further, we 


will use pre- and post-test methodology to assess this PLO in one 


related upper division class. 


b. Analysis:  Assessment questions will be assessed by the faculty 


member in charge of each of the classes as well as by the FAC, 


who will collaborate on developing and using a rubric which 


specifies the criteria for excellent, good, satisfactory, and poor 


work.  During the summer months, SSHA staff will assist in entering 


data from pre- and post-test exams into excel spreadsheets to be 


analyzed.  We will then examine student growth on both the global 


PLO as well as on individual test items, comparing majors and 


minors and students at different points in their education.  The FAC 


will produce statistical data (means and standard deviations) on the 
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individual and global items, as well as create graphs from these 


numbers to illustrate the results. 


c. Use of Findings:  These findings will be used to improve student 


learning in several ways.  First, we will disseminate them to all 


instructional staff, including faculty, lecturers, and teaching 


assistants so that they can identify areas of strength and weakness.  


Second, all faculty will participate in a discussion at least once a 


year about whether the results from the assessment of this learning 


outcome suggest ways that we might be able to improve our 


curriculum, alter the curriculum content, enhance student skill 


development, or change our pedagogy.  


2) Design and evaluate empirical sociological research. 


a. Evidence:  In all sections of our Statistics (SOC 10) and 


Sociological Research Methods (SOC 15) courses, we will 


administer a pre-test at the beginning of the semester that includes 


a series of questions related to this outcome.  These same 


questions will be embedded on the final exam so that we can 


assess whether students gain knowledge related to this outcome 


over the course of the term.  In addition, to assure that our majors 


and minors acquire necessary information literacy skills relevant to 


this PLO, we will also assess a course assignment in Sociological 


Research Methods (SOC 15) that requires students to locate and 


summarize peer-reviewed research articles relevant to a specific 
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research question (the assignment is attached as Appendix A).   


Further, we will collaborate with the Office of Institutional Planning 


and Analysis to analyze several relevant items from the University 


of California Undergraduate Experience Survey (UCUES) that is 


administered each year.   These items capture student self-


assessments (both baseline and post-UC Merced attendance) of 


quantitative skills, library research skills, and “other” research skills, 


each of which is relevant to this PLO. 


b. Analysis:  The assessment questions and assignment will be 


assessed by the faculty member in charge of the class as well as 


by the FAC who will collaborate on developing and using a rubric 


which specifies the criteria for excellent, good, satisfactory, and 


poor work.  During the summer months, SSHA staff will assist in 


entering data from the assessment into excel spreadsheets to be 


analyzed.  We will then examine student growth on both the global 


PLO as well as on individual test items, comparing majors and 


minors and students at different points in their education.  The FAC 


will produce statistical data (means and standard deviations) on the 


individual and global items, as well as create graphs from these 


numbers to illustrate the results.  For the UCUES items, Office of 


Institutional Planning and Analysis staff will prepare a report that 


compares the means for sociology majors on relevant items to a) all 
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other students and b) all other social science majors (Political 


Science, Economics, and Psychology). 


c. Use of Findings:  These findings will be used to improve student 


learning in several ways.  First, the FAC will disseminate them to all 


instructional staff, including faculty, lecturers, and teaching 


assistants so that they can identify areas of strength and weakness.  


Second, all faculty will participate in a discussion, initiated by the 


FAC, at least once a year about whether the results from the 


assessment of this learning outcome suggest ways that we might 


be able to improve our curriculum, alter the curriculum content, 


enhance student skill development, or change our pedagogy.  


3) Explain and apply the major theoretical perspectives in sociology. 


a. Evidence:  All sections of Sociological Theory (SOC 100) will 


include embedded questions (both multiple choice and short 


answer/essay) on the final exam that relate to this outcome.   


b. Analysis:  Assessment questions will be assessed by the faculty 


member in charge of the class as well as by the FAC who will 


collaborate on developing and using a rubric which specifies the 


criteria for excellent, good, satisfactory, and poor work.  During the 


summer months, SSHA staff will assist in entering data from exam 


items into excel spreadsheets to be analyzed.  We will then 


examine student success on both the global PLO as well as on 


individual test items, comparing majors and minors and students at 
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different points in their education.  The FAC will produce statistical 


data (means and standard deviations) on the individual and global 


items, as well as create graphs from these numbers to illustrate the 


results. 


c. Use of Findings:  These findings will be used to improve student 


learning in several ways.  First, the FAC will disseminate them to all 


instructional staff, including faculty, lecturers, and teaching 


assistants so that they can identify areas of strength and weakness.  


Second, all faculty will participate in a discussion, initiated by the 


FAC, at least once a year about whether the results from the 


assessment of this learning outcome suggest ways that we might 


be able to improve our curriculum, alter the curriculum content, 


enhance student skill development, or change our pedagogy.  


4) Communicate orally and in writing about sociological concepts. 


a. Evidence: To assess student competencies in writing, one faculty-


taught upper division course will include embedded questions on 


the final exam which require students to write about sociological 


concepts.  To assess verbal presentation of sociological concepts, 


two faculty will observe and evaluate student presentations and/or 


debates that are part of the course requirements in one faculty-


taught upper division class.  Further, we will collaborate with the 


Office of Institutional Planning and Analysis to analyze several 


relevant items from the University of California Undergraduate 
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Experience Survey (UCUES) that is administered each year.   


These items capture student self-assessments (both baseline and 


post-UC Merced attendance) of writing skills, speaking skills, and 


presentation skills, each of which is relevant to this PLO. 


b. Analysis:  Assessment questions/presentations will be graded by 


the faculty member in charge of the class as well as by the FAC 


using a rubric which specifies the criteria for excellent, good, 


satisfactory, or poor student work.  During the summer months, 


SSHA staff will assist in entering data from assessment into excel 


spreadsheets to be analyzed.  We will then examine student 


success on both the global PLO as well as on individual portions of 


the assessment, comparing majors and minors and students at 


different points in their education.  The FAC will produce statistical 


data (means and standard deviations) on the individual and global 


items, as well as create graphs from these numbers to illustrate the 


results. For the UCUES items, Office of Institutional Planning and 


Analysis staff will prepare a report that compares the means for 


sociology majors on relevant items to a) all other students and b) all 


other social science majors (Political Science, Economics, and 


Psychology). 


c. Use of Findings:  These findings will be used to improve student 


learning in several ways.  First, the FAC will disseminate them to all 


instructional staff, including faculty, lecturers, and teaching 
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assistants so that they can identify areas of strength and weakness.  


Second, all faculty will participate in a discussion, initiated by the 


FAC, at least once a year about whether the results from the 


assessment of this learning outcome suggest ways that we might 


be able to improve our curriculum, alter the curriculum content, 


enhance student skill development, or change our pedagogy.  


5) Use their sociological education outside the undergraduate 


classroom, particularly in their careers or future study. 


a. Evidence: To assess student preparation for further education and 


careers beyond the B.A. degree, we use data from surveys 


administered by the UC Merced Office of Institutional Research.  


First, UCM conducts a Graduating Senior Survey that collects data 


on post-graduation work and educational plans, as well as students’ 


self-assessment of how well their UCM education prepared them 


for these activities; we will use the surveys from sociology majors to 


identify how well-prepared students feel for their future endeavors 


immediately upon graduating.  Second, the UCM Alumni survey 


queries about post-graduation work and educational experiences 


and asks graduates to assess the utility of their UCM educational 


experiences for their subsequent work and graduate study (we will 


use data from this survey 2-3 years after graduates have completed 


their BA degree).   The FAC and one other faculty member will also 


conduct a focus group in the spring semester with 8-10 graduating 
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seniors to find out how well they feel their sociology coursework 


prepared them for their planned careers/graduate studies, and 


solicit suggestions for how the curriculum could be improved in this 


regard (see Appendix B for draft interview schedule). 


b. Analysis:  During the summer months, SSHA staff will assist in 


entering data from the surveys into excel spreadsheets to be 


analyzed.  We will then examine student outcomes and responses 


to questions about skills.  The FAC will produce statistical data 


(means and standard deviations) on the individual and global items, 


as well as create graphs from these numbers to illustrate the 


results. The FAC will analyze and code focus group data for 


relevant themes, and produce a summary report highlighting these 


themes.   


c. Use of Findings:  These findings will be used to improve student 


learning in several ways.  First, the FAC will disseminate them to all 


instructional staff, including faculty, lecturers, and teaching 


assistants so that they can identify areas of strength and weakness.  


Second, all faculty will participate in a discussion, initiated by the 


FAC, at least once a year about whether the results from the 


assessment of this learning outcome suggest ways that we might 


be able to improve our curriculum, alter the curriculum content, 


enhance student skill development, or change our pedagogy.  
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Part D:  Process 


We will assess each of our PLOs during the academic year, depending on 


when the relevant course is (or courses are) being offered.  During the 


subsequent summer, SSHA staff will enter the data and the FAC will produce 


results by the end of the subsequent fall semester.  So, for example, the first 


PLO will be assessed in classes during the academic year 2009-10 and results 


will be disseminated and discussed with the faculty during the fall semester 2010. 


 


PLO YEAR 
ASSESSED


1) Think critically about the causes and consequences of social 
inequality. 


 
AY 2009-10 


2) Design and evaluate empirical sociological research.   AY 2010-11 
3) Explain and apply the major theoretical perspectives in 


sociology. 
AY 2011-12 


4) Communicate orally and in writing about sociological concepts. AY 2012-13 
5) Use their sociological education outside the undergraduate 


classroom, particularly in their careers or future study. 
AY 2013-14 


 
Part E:  Participants 
 
Assessment Plan Activity Who 
 
Evidence collection 


 
Faculty Assessment Coordinator 
(FAC) and at least one additional 
faculty member (rotates depending on 
which course(s) are included in the 
assessment plan), Office of 
Institutional Planning and Analysis 
(PLO # 2, 4, 5). 


Data entry SSHA staff 
Data analysis FAC, Office of Institutional Planning 


and Analysis (PLO # 2, 4, 5) 
Dissemination of results FAC will distribute to all instructional 


staff (faculty, lecturers, TAs) 
Implementation of findings to improve 
student learning  


All faculty 


 


Faculty Accreditation Report—Sociology  Page 12







 


Part F:  Minor 


Because of their more limited exposure to sociology coursework, we 


expect sociology minors to achieve three of the five learning goals we have 


outlined above.  Specifically, we expect PLOs #1 (Think critically about the 


causes and consequences of social inequality) and #4 (Communicate verbally 


and in writing about sociological concepts) to fully apply to our minors.  We also 


expect PLO #2 (Design and evaluate empirical sociological research) to partially 


apply to our minors.  This is because minors are not required to take courses in 


statistics, so we only expect them to gain knowledge related to this outcome from 


our sociological research methods course.  We will assess these three goals for 


our minors using the same methods and timeline outlined above, except that 


PLO #2 will only be assessed in research methods (but not statistics) for our 


minors.  Further, because student and alumni surveys on which we rely for some 


of our assessment data do not adequately identify student minor concentrations, 


these items will not be used as evidence for our minors.  All of our assessment 


tools will collect information about student class standing and major/minor status 


so that we can think about our pedagogy and course requirements as they may 


apply differentially to each group of students. 
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Part G:  Self-Evaluation using the WASC Rubric 


Criterion Evaluation 


Part A:  
Comprehensive List 


Developed:  PLOs explicitly describe how students can 
demonstrate learning and cover the key skills and 
knowledge students should develop.  For some outcomes, 
we have developed a rubric that describes specific levels 
of mastery to assess the PLO.  For other outcomes, we 
have not yet done so because we have not yet assessed 
those outcomes. 


Part B:  Assessable 
Outcomes 


Developed:  Each outcome describes how students can 
demonstrate learning. For some outcomes, we have 
developed a rubric that describes specific levels of 
mastery to assess the PLO.  For other outcomes, we have 
not yet done so because we have not yet assessed those 
outcomes. 


Part C:  Alignment Developed:   The curriculum is designed to provide 
students with opportunities to learn and develop increasing 
sophistication with respect to each outcome.  We have not 
yet had time to become “highly developed” in the areas of 
co-curricular activities and student support. 


Part D:  
Assessment 
Planning 


Developed: We have a fully-articulated, multi-year 
assessment plan that describes when and how each 
outcome will be assessed and how improvements based 
on findings will be implemented.  We fall short of being 
“highly developed” because it is not clear how 
“sustainable” this plan is without the promise of resources 
and clerical support from the administration. 


Part E:  The Student 
Experience 


Developed: Students have a good grasp of program 
outcomes.  Outcomes are included on all syllabi and are 
readily available in the catalog, on the SSHA web page, 
and elsewhere.  There has not been time to have our 
students become “well-acquainted” with the program 
outcomes nor to involve them in the development of 
rubrics because we are such a new program. 
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SECTION III:  ALIGNMENT OF INSTITUTIONAL AND PROGRAM 
GOALS/OUTCOMES – MAJOR AND MINOR 
 


Part A:  Program and Institutional Goals/Outcomes 


 Sociology at UC Merced incorporates seven of the Eight Guiding 


Principles of General Education that are university-wide learning goals.  We 


discuss each relevant guiding principle in turn and, at the end of this section, 


include a curriculum map indicating the alignment between each of the Eight 


Guiding Principles and our PLOs. 


 
Scientific Literacy:  To have a functional understanding of scientific, 
technological, and quantitative information, and to know both how to interpret 
scientific information and effectively apply quantitative tools. 
 


Scientific literacy is central to our major and minor in Sociology.  Through 


our coursework, we help our students become critical consumers of social 


science research.  In an era when the media, politicians, and other social 


commentators twist social scientific data to support any argument, we show 


students how to evaluate the quality of research design and the fit between 


evidence and rhetoric.  In particular, we help students make sense of the body of 


evidence regarding dimensions of social inequality related to race/ethnicity, 


gender, class, and sexuality, with an eye toward ameliorating these inequalities.  


The training our students obtain in research methods and statistics particularly 


helps them have a functional understanding of quantitative techniques that are 


important for practitioners of social science research.  Exposure to sociological 


theory throughout our curriculum helps students interpret social scientific 


research and relate this research to broader sociological arguments.  Sociology 
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coursework also helps students see the fit between theory, research, and 


practical applications to help solve social problems related to such issues as 


education, housing, politics, and work.  Through this preparation, we expect our 


students to be well-prepared for graduate studies as well as a variety of future 


careers.  Sociology’s program learning outcome 2 (Research) is directly related 


to this university-wide principle, and PLOs 1 (Social Inequality), 3 (Theory) and 5 


(Future Study) are also related. 


 
Decision Making:  To appreciate the various and diverse factors bearing on 
decisions and the know-how to assemble, evaluate, interpret and use information 
effectively for critical analysis and problem solving. 
 


The study of sociology involves critical analysis (assembling, evaluating, 


and interpreting) of social science research to engage students in the process of 


solving social problems.  In particular, we focus on using sociological research 


methods and theories to analyze important social issues and think about related 


practical solutions.  Program learning goals 1 (Social Inequality), 2 (Research), 3 


(Theory) and 5 (Future Study) relate to this learning principle. 


 
Communication:  To convey information to and communicate and interact 
effectively with multiple audiences, using advanced skills in written and other 
modes of communication. 
 


Sociology coursework fosters communication skills among our students.  


In many courses, students are expected to synthesize theory and research in 


their written work to help apply sociological scholarship to real-world problems.  


Some courses also emphasize developing students’ verbal communication skills, 


through structured debates and/or discussion of sociological concepts.  Further, 
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students must effectively communicate with one another to complete group 


assignments both inside and outside the classroom. Sociology’s program 


learning outcome 4 (Communication) directly relates to this principle, and PLOs 2 


(Research), 3 (Theory), and 5 (Future Study) also dovetail with it. 


 
Self and Society:  To understand and value diverse perspectives in both the 
global community contexts of modern society in order to work knowledgeably and 
effectively in an ethnically and culturally rich setting. 
 


As a discipline, sociology is centrally concerned with integrating a variety 


of perspectives to understand the diversity of modern society.  Many of our 


courses focus on the various explanations for social inequality by race/ethnicity, 


gender, social class, and sexuality.  Through developing insight into the social-


structural sources of such inequalities, students are better equipped to live and 


work in ethnically and culturally rich settings.  Our programmatic focus on the 


practice and critical analysis of social science research also gives students 


important tools with which to understand and adjudicate between various 


perspectives.  Sociology’s PLO 1 (Social Inequality) directly relates and PLOs 2 


(Research) and 5 (Future Study) also connect with this university-wide principle. 


 


Ethics and Responsibility:  To follow ethical practices in their professions and 
communities, and care for future generations through sustainable living and 
environmental and societal responsibility. 
 


Sociology students are trained to conduct social science research in an 


ethical and responsible manner.  In particular, students learn how to ethically 


treat human subjects in the research process and to protect their privacy.  


Beyond this, the focus of our coursework on social inequality demonstrates for 
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students how interconnected we are to others around the globe.  Understanding 


the sources of social inequality helps students work toward a more equitable 


society in both their personal and professional lives.  Program learning goals 1 


(Social Inequality) and 2 (Research) correlate with this principle. 


 
Leadership and Teamwork:  To work effectively in both leadership and team 
roles, capably making connections and integrating their expertise with the 
expertise of others. 
 


Sociology coursework helps students work with others in both leadership 


and team roles.  Through class discussions and group projects, students learn to 


draw on each others’ knowledge and expertise to work together to solve 


important problems.   In some cases, course content also focuses on sociological 


scholarship related to group behaviors that lead to effective teamwork which will 


benefit students with respect to this outcome.  Program learning outcomes 2 


(Research), 4 (Communication) and 5 (Future Study) all relate to this principle. 


 
Development of Personal Potential:  To be responsible for achieving the full 
promise of their abilities, including psychological and physical well-being. 
 


All five of Sociology’s program learning goals relate to the development of 


students’ intellectual and personal potential.  The study of sociology helps 


students gain a better grasp of how their individual agency is affected by social 


institutions and social structures.  This understanding will help them both 


recognize their place in the social system as well as envision the ways that their 


actions can influence their own and others’ well-being.  
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Alignment of Sociology PLOS with UC Merced’s Eight Guiding Principles 


 
 
 
Sociology 
PLOs 


Scientific 
Literacy 


Decision 
Making 


Commun-
ication 


Self & 
Society 


Ethics & 
Respon- 
sibility 


Leadership 
& Team- 
work 


Aesthetic 
Under- 
standing 


Develop-
ment of 
Personal 
Potential


Inequality X X  X X   X 
Research  X X X X X  X 
Theory X X X     X 
Comm.   X   X  X 
Future X X X X  X  X 


 


Part B:  Program and School Goals 


The program goals for the social and cognitive sciences program within 


the School of Social Sciences, Humanities and Arts (SSHA) are derived from the 


university-wide guiding principles discussed above.  As such, programmatic 


goals in sociology support student attainment of school-wide goals as discussed 


above in Part A. 







 


Part C:  Program and Course (Student) Learning Outcomes 


The Curriculum Map below illustrates the relationship between Program Learning Outcomes and specific courses in the Sociology program.  
KEY:  I=Introduction, D=Develop, M=Mastery (at a level for graduation), V=Varies by course/instructor. 


 
COURSES PROGRAM LEARNING OUTCOMES 


 
 1 


(Inequality) 
2 


(Research) 
3 


(Theory) 
4 


(Communication)
5 


(Future Study) 
SOC 001 (Intro) I I I I I 
SOC 010 (Statistics) I M -- D M 
SOC 015 (Methods) I M I D M 
SOC 020 (Social Problems) D D D D D 
SOC 030 (Social Inequality) D D D D D 
SOC 035 (Globalization) D D D D D 
SOC 055 (Family) D D D D D 
SOC 070 (Intro. Crime/Deviance) D D D D D 
SOC 100 (Soc. Theory) D D M M M 
SOC 110 (Social Movements) M M M M M 
SOC 115 (Political) M M V M M 
SOC 120 (Culture) V M V M M 
SOC 130 (Social Stratification) M M M M M 
SOC 131 (Urban Inequality) M M V M M 
SOC 132 (Education) M M M M M 
SOC 134 (Sport) M M V M M 
SOC 140 (Organizations) V M M M M 
SOC 150 (Self and Society) V M V M M 
SOC 160 (Gender and Society) M M V M M 
SOC 161 (Sexuality) M M V M M 
SOC 170 (Qualitative Methods) V M V M M 
SOC 180 (Race and Ethnicity) M M V M M 
SOC 191 (Honors Thesis) V M M M M 
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APPENDIX A:  ASSIGNMENT TO ASSESS PLO #2 


 
    


 
SOCIOLOGICAL RESEARCH METHODS 
(SOC 15) 


ASSIGNMENT #2:  BUILDING A BIBLIOGRAPHY 
 


Fall, 2009 
 
DUE DATE:  Wednesday, September 23.  In class.   
 
POINTS: This assignment is worth 10 points toward your final grade [NOTE:  This is a group 


assignment with individual components.  Each group member will complete a 
portion of the assignment individually, but the group will turn in the final assignment 
as a group and will receive a group grade.] 


 
PURPOSE: 
The purpose of this assignment is:  


a)  To practice using the library catalogues and databases for sociological research. 
b)  To begin collecting journal articles for your research project. 
c)  To learn how to read/summarize published journal articles and assess their relevance. 
d)  To coordinate and collaborate with your team in completing the above. 


 
INSTRUCTIONS: 


A) INDIVIDUALLY: Conduct a literature review and to find at least THREE journal articles that 
are relevant to your approved topic and research question.  Use the databases provided by 
the library to find articles.  While you are working on this part individually, group members 
MUST consult with one another during this part of the assignment so no two group 
members have any of the same articles.  You may want to discuss possible key words with 
each other and have different group members focus on different key words.  Further, if you 
have questions about the relevance of an article to your research question, you should talk 
about it with your team members.  Once you have all selected articles and verified that 
every group member has found three DIFFERENT articles that relate to your research 
question, each person should do the following: 


 
1. Print/copy the full text of each article. 
 
2. Type up a formal citation for each selected article using ASA (American Sociological 


Association) format (details from the ASA style guide are available on 
UCMCROPS).  An example of a formal citation appears below: 


 
South, Scott J. and Glenna Spitze.  1994.  “Housework in Marital and Nonmarital 
Households.”  American Sociological Review 59: 327-347. 
 


3. Read each article with an eye toward identifying the article(s) which will be most 
helpful in developing your study, either with respect to refining your research 
question, which methodological approaches you might use, how to define your 
variables, or the theoretical arguments you might draw from in justifying your study.  
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Don’t let any advanced statistical jargon intimidate you, you can just skim those 
parts and focus on the other aspects of the literature review, discussion of methods, 
and findings.   


 
4. In the same document in which each individual types up the formal citations for each 


article, you should also take some notes on each article so that you can tell your 
group about the article and its relevance (or lack of relevance) to your study.  These 
notes may be written somewhat informally, in bullet-point style.  You should have at 
least 2-3 notes per article.  Notes can focus on how a relevant variable (either 
dependent or independent) is measured, control variables that might be relevant to 
include, prior findings of relevance, theoretical arguments that may relate, etc. 


 
 
B) AS A GROUP:   Once you have each completed Part A individually, everyone in your 


group should meet to select one article for each group member to write an abstract for from 
the articles you collected above.  For this, you want to identify the 4-5 articles (depending 
on your group size) that are most relevant to your study, using the notes each member 
made on each article.  The article you are working with on Part B does not need to be one 
of the ones you found individually in Part A.   


 
1. Each individual will re-read their assigned article and write a short abstract 


summarizing the article—its purpose, method, and results.  If applicable, be sure to 
identify the dependent variable and key independent variable(s).  Each abstract 
must be written in your own words and be approximately ½ page long.  NOTE:  
Plagiarism of published abstracts will be grounds for “0” on this assignment.   


 
2. Exchange and proofread the individual citations produced above in Part A and the 


abstracts produced in Part B #1 above (you can work out your own system for how 
you do this, just remember that all of you will be getting the same grade, so you 
want to minimize errors and make sure your presentation is coherent and neat).   


 
3. When the assignment is due, turn in the following:   


• The list of formal citations with notes underneath each article for all of the 
articles your group looked at individually in Part A (4 points) 


• The 4-5 abstracts you wrote in Part B (5 points). 
• Photocopies of the published abstracts (12 for groups of 4, 15 for groups of 


5) for each of the articles used in this assignment (1 point). 
• In your assignment heading on the first page, include all group members’ 


names and your research question. 
 
NOTE:  As always, your professor and TA are available to answer any questions you have 
on the assignment; Sara Davidson, the librarian conducting your library orientation is also 
available to answer questions you have about using library search tools to find relevant 
articles. 







 


APPENDIX B:  INTERVIEW SCHEDULE FOR FOCUS GROUPS TO ASSESS PLO #5 
 
 


Sociology Focus Group Questions  
Purpose of Question  Examples  


Warm-up  ● I’d like everyone to start out by stating 
a word or phrase that best describes 
your view of the program.  
 


Issue 1: Career Preparation  ● Please tell us what career and/or type 
of graduate study you are interested in 
pursuing after graduation.  
 
● How has the program helped you 
prepare for your career or future 
studies?  
 


Issue 2: Curriculum  ● Thinking about the curriculum and the 
required courses, how well do you think 
they prepared you for upper-division 
work?  
 
● What should be changed about the 
curriculum to better prepare you for 
your career or for graduate school?  
 


Closing  ● We’ve covered a lot of ground today, 
but we know you might still have other 
input about the program. Is there 
anything you would like to say about the 
program that hasn’t been discussed 
already?  
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University of California, Merced 


School of Social Sciences, Humanities and Arts 
 


Revised Faculty Accreditation Report 
Minor in Spanish 


 
ABSTRACT 
 
The minor in Spanish revised Faculty Accreditation Report contains the following 


updates: 
Section II. 1. Timelines and Goals 
 
-The minor in Spanish did not initiated its assessment process on the academic 


year 2009-2010 as indicated by our Faculty Accreditation Report submitted on January 
30, 2009. We assessed our first PLO on the acedmic year of 2008-09. For this reason, the 
present revised Faculty Accreditation report specifies 2008-09 as the first year of our 
assessment period. -Because it was decided to start our assessment process on the 
acedemic year of 2008-09 instead that on 2009-2010, we considered that the best PLO to 
be assessed that academic year was the former PLO #3 (writing) instead of PLO #1 
(listening and speaking). The present revised Faculty Accreditation report reflects that 
change on section II.1. A report on the PLO assessed on 20-8-09 academic year (writing) 
was submitted on January 2010 


 
Section II. 2. Outline of Program Learning Outcomes (PLOs) 
 
-As indicated previously, we changed the order in which our PLOs will be 


assessed. Consequently former PLO #3 is now PLO#1; former PLO#1 is now PLO#2; 
former PLO#2 is now PLO#3. This change should also be noticed on the following 
sections:  


 II.3 Evidence, Process and Participants 
 III.1 Program and Institutional Goals/Outcomes -Table 1-  
 III. 3 Program and Course Learning Outcomes 
 


 -Information has been added on PLOs #2, #3 and #4 in order to better describe   
how students can demonstrate learning. 
  
 Section II. 3. Evidence, Process and Participants 
  
 -In order to facilitate faculty access to materials being assessed, a minor in 
Spanish UCMCROPS site has been created. The existence of this new resource to assess 
PLO#2 direct and indirect evidence is included on the present report.  
  
 4. Self-evaluation 
  
 -New section. 
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I. Program Description 
 
The University of California, Merced has offered a minor in Spanish since the 


Fall of 2006. This minor was created in part as a response to a demand from the large 


number of UC Merced students who are Spanish Heritage speakers, or who have taken 


advanced Spanish language and literature courses in high school. While those students 


have the linguistic skills to take upper-division Spanish courses, they are interested in 


further developing those skills to use them in their professional careers, graduate 


education, international travel, etc. Since the minor in Spanish was implemented, many 


students who started their Spanish-language learning at UC Merced have also 


demonstrated an interest in pursuing a minor in Spanish. In order to complete the minor 


in Spanish students are required to take five courses from the list that appears in Table II 


(Sec. III, Part C). Al least four of those courses need to be upper division and only one 


course in which the language of instruction is English can be taken (in that case students 


are requested to write course research papers in Spanish).  Spanish Composition and 


Conversation (SPAN 103) is a requirement for all students interested in receiving a minor 


in Spanish. 


The minor in Spanish offers UC Merced students the opportunity to take a wide 


range of courses in linguistics, culture, and literature of Spain, Latin America and the 


Hispanic communities in the United States.  The goal of the minor in Spanish is to 


provide students with the ability to communicate in that language, not only in the context 


of the family and the community, but also in the professional and academic 


environments. The minor offers courses that allow students to develop their oral and 
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writing skills and that contribute to their understanding of history, social issues, and 


artistic manifestations of the different communities in which Spanish is spoken. In 


addition, the courses that form part of our program aim to develop the student’s analytical 


reading and writing skills, as well as critical thinking. With those goals in mind, our 


courses offer students ample opportunity to be involved in activities that allow them to 


interpret and to express their reaction to the content they are learning. Some of these 


activities include class discussions, collaborative learning, peer revision, and community 


involvement, among others.  


While most of the courses that students can take to complete their minor in 


Spanish are comparable to those with similar goals at other postsecondary institutions, 


the following elements make this program distinctive: 


a. The wide range of courses it offers, and the interdisciplinary approach with 


which they are designed.  


b. The opportunity that it offers students to take courses that emphasize the 


acquisition of Spanish vocabulary and cultural background necessary for specific 


professions related to health, business, and management. 


c. The service learning component that forms part of some courses and that 


provides students with the opportunity to learn and practice some of the course content 


while working for community organizations. 


 By completing a minor in Spanish that: a) encourages linguistic proficiency in 


informal and formal contexts, b) is interdisciplinary, c) keeps into account the diversity of 


professional goals of their students, and d) promotes community service, students will be 


prepared to confront the challenges of an ever more globalized world.  
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II. Assessment Plan 


1.


• Year 1 (2008-09): Outcome 1 


 Timeline and Goals  
 
The timeline for the Spanish minor assessment plan will be five years: 
 


• Year 2 (2009-10): Outcome 2 
• Year 3 (2010-11): Outcome 3 
• Year 4 (2011-12): Outcome 4 
• Year 5 (2012-13): Outcome 5 


 
 The goals for the Spanish minor assessment plan are: 
 


a. Stimulate faculty discussion 


 b. Improve curriculum 


 d. Examine skill development 


 c. Improve the assessment process 


 d. Re-examine Program Learning Outcomes  


2. Outline of Program Learning Outcomes (PLOs) 


Upon finishing the Spanish minor, we expect students to have developed supporting 


skills in critical thinking, written expression, reading, listening and oral proficiency in 


Spanish, meaning that students will: 


Outcome 1. Possess Spanish writing skills equivalent at least to the advanced level of the 


ACTFL Proficiency Guidelines: the student will be able to write about a variety of topics 


with significant precision and detail, and to produce organized compositions and short 


research papers. 


Outcome 2. Possess Spanish listening and speaking skills equivalent at least to the 


advanced level of the ACTFL Proficiency Guidelines: Understand the main ideas of most 
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speech in a standard dialect and use oral Spanish to speak about a variety of everyday 


activities, school, and work situations, but also to support opinions, explain in detail and 


hypothesize. Students demonstrate in class discussions and oral presentations their ability 


to use Spanish in academic and professional settings.  


Outcome 3. Demonstrate on reading reviews, comprehension exercises, exams, and 


compositions reading skills equivalent at least to the advanced level of the ACTFL 


Proficiency Guidelines: Understand parts of texts which are conceptually abstract and 


linguistically complex; demonstrate awareness of the aesthetic properties of language and 


of its literary styles, which permits comprehension of a wider variety of texts, including 


literary texts.  


Outcome 4.  Be able to identify on class assignments, class discussions, research papers, 


and exams the linguistic and pragmatic components of the Spanish language.  


Outcome 5. Demonstrate in their oral presentations, compositions, research papers and 


other class assignments a reasonable knowledge of the ways of thinking, behavioral 


practices, and the cultural products of the Spanish-speaking world. 


 


Since not all students who take upper-division Spanish and Spanish and Latin American 


literature pursue a minor in Spanish, the Program Learning Outcomes will not be 


published in the course syllabi. The Spanish minor Program Learning Outcomes will be 


published in the University’s catalogue and will be also placed on the School of Social 


Sciences, Humanities and Arts website. 
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3. 


• Year 1 (2008-09): Outcome 1 


Evidence, Process and Participants 


Direct evidence: Portfolio. Students will gather examples of the written assignments 


they completed in the last course they took as part of their Spanish minor. A faculty 


committee will collect and evaluate them using a rubric describing criteria and 


standards based on ACTFL expectations. 


Indirect evidence


• Year 2 (2009-10).  Outcome 2 


: Student self-assessment. Students will write a reflective essay on 


how the courses they took to complete the Spanish minor contributed to the 


development of their skills as writers. A faculty committee will collect and interpret 


them. 


Direct evidence:  Observation of student’s oral presentations. A faculty committee 


will attend the oral presentation of students completing their last course of the minor. 


In other instances, when students grant permission, oral presentations will be 


recorded and posted on the Spanish Minor’s UCMCROPS site, which will facilitate 


faculty participation on the assessment process. Oral presentations will be evaluated 


using a rubric describing criteria and standards. 


Indirect evidence: Exit interviews. Some members of the faculty will interview 


students that have just finished their minor in Spanish and ask them to reflect on their 


development of oral and listening skills during the completion of their minor. When 


students grant permission, interviews will be taped and posted on the Spanish Minor’s 


UCMCROPS site, which will facilitate faculty participation on the assessment 


process. 
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• Year 3 (2010-11).  Outcome 3 


Direct evidence: Portfolio. Students completing the last course of the minor will 


prepare a portfolio with those course assignments that show his/her abilities analyzing 


and understanding Spanish written texts.  A faculty committee will collect and 


evaluate them using a rubric describing criteria and standards based in ACTFL 


expectations. 


Indirect evidence


• Year 4 (2011-12) Outcome 4 


: Student self-assessment. Students that have completed the minor in 


Spanish will write a reflective essay on how the work they carried out during the 


completion of the minor contributed to their reading skills in Spanish. Some members 


of the faculty will collect and interpret them. 


Direct evidence: Research project. Students taking their last course for the 


Spanish minor will be asked to analyze a text from a linguistic perspective.  A faculty 


committee will collect and evaluate them using a rubric describing criteria and standards 


based on appropriate use of linguistic terminology, correct explanations of word 


morphological function, etc.   


Indirect evidence


• Year 5 (2012-13)  Outcome 5 


: Exit Interviews. Faculty will interview students that completed 


the Spanish minor and ask them to reflect on their understanding of Spanish language 


structure and pragmatic component. 


Direct evidence: Portfolio. Students completing their last course for the Spanish 


minor will prepare a portfolio with the class assignments and projects that demonstrates 


their general knowledge of the ways of thinking, behavioral practices, and the cultural 
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products of the Spanish-speaking world. A faculty committee will collect and evaluate 


them.  


Indirect evidence: Student self-assessment. Students that completed their minor in 


Spanish will write a reflective essay on how the courses they took as part of the Spanish 


minor contributed to their understanding of Hispanic cultures. A faculty committee will 


collect and interpret them. 


 


The assessment of the minor in Spanish will be based on the work of all students taking 


their last course for minor. However, as the number of students taking a minor in Spanish 


rises, a certain number of students will be selected at random. 


4. 


 The minor in Spanish PLOs are probably at the “Developed” level. Each outcome 


describes how students can demonstrate learning. The PLOs fall short of a “Highly 


Self-evaluation  


 Part A. Comprehensive List.  


 The minor in Spanish PLOs are best described as “Developed” in the WASC 


rubric. The Faculty Accreditation Report submitted by the minor in Spanish on January 


30, 2009, made clear its consideration of institution-wide outcomes and national 


disciplinary standards. The PLOs fall short of a “Highly Developed” rating because they 


probably do not meet the standards for such a rating that says “Faculty have agreed upon 


explicit criteria for assessing student’s level of mastery of each outcome.” However, it is 


unlikely the faculty could take this step until the methods for assessing each PLO have 


been finalized. 


 Part B. Assessable outcomes 
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Developed” rating because they probably do not meet the standards for such a rating that 


says “Faculty have agreed on  explicit criteria statements such as rubrics, and have 


identified examples of students performance at varying levels for each outcome.” This  


statement is true for the PLOs assessed during the first and second year,  however it is 


unlikely the faculty could take this step until the assessment for each PLO have been 


finalized. 


 Part C. Alignment 


 The minor in Spanish PLOs are probably at the “Highly Developed” level. 


Pedagogy, grading, the curriculum, relevant student support services and curriculum are 


explicitly and intentionally aligned with each outcome.  


 Part D. Assessment Planning 


The minor in Spanish PLOs are probably at the “Developed” level. The program 


has a reasonable multi-year assessment plan that identifies when each outcome will be 


assessed. However, the plan does not include at the moment how improvement based on 


findings will be implemented. 


 Part E. The Student Experience 


The minor in Spanish PLOs are probably at the “Emerging” level. As it is the case 


for other minors, the minor in Spanish’s PLOs have not been published in the UC Merced 


catalog, but they are published in the School of Social Sciences, Humanities and Arts 


web site (http://ssha.ucmerced.edu).  The faculty should develop additional ways of 


ensuring student awareness of the PLOs. Students have not participated in the creation of 


use of rubrics, however they are aware of the assessment process and they have been 


enthusiastically participating on it.



http://ssha.ucmerced.edu/�
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 III. Alignment of Institutional and Program Goals/Outcomes 


1. Program and Institutional Goals/Outcomes 
 


Scientific literacy:  Some of the courses that UC Merced students can take as part of their 


minor in Spanish have as a goal the study of scientific information related to linguistic 


and literary theory. In addition, they include content related to, for example, health 


sciences. Finally, technology is used in all courses as a teaching and learning tool.  


Decision-making: The study of linguistics, vocabulary, and culture is a necessary tool in 


order to adequately create messages and interpret them in Spanish. It does require 


students to carry out critical analysis and problem-solving by the mere fact that they are 


processing and developing ideas in a foreign language. 


Communication: All courses that count for the minor in Spanish have strong writing and 


speaking components. While students may use a less formal Spanish in class discussions, 


they are required to use academic Spanish in oral presentations and when writing 


research papers and compositions. 


 


Self and Society:  It is obvious that studying a foreign language is a necessary tool to 


understand and value our ethnically and culturally diverse world. In the Spanish and 


Literature courses that contribute to the minor in Spanish, students compare and contrast 


their own values, behaviors and worldviews with those of Hispanic communities and 


others around the world.  
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Ethics and Responsibility: Since practice and feedback are essential in the process of 


second language acquisition, most courses conducted in Spanish require attendance to 


class, as well as daily homework and regular participation. For this reason, our classes 


help students to develop their sense of responsibility and work ethic which will be helpful 


to them in their professional careers. Moreover, our courses require students to conduct 


research and to present the results of their research following professional guidelines and 


standards (involving, once more, ethics). Finally, some of our courses provide students 


with the opportunity to conduct service learning projects with community organizations. 


Leadership and Teamwork: Cooperative learning is practiced in most of the courses that 


count for the minor in Spanish through class discussions and debates, peer revision of 


written work, group oral presentations, etc. 


Aesthetic Understanding and Creativity: Studying Spanish provides students with many 


opportunities to appreciate human expression in a broader perspective. Most of our 


courses discuss literature and the arts in which students gain an understanding and 


appreciation of the human creative expression, and they become familiar with foreign 


writers and artists and their works.   


Development of Personal Potential: Being able to communicate in a foreign language 


leads students to develop their potential in all areas, including academically and 


personally.  Furthermore, to be a business man/woman, a policy maker, a scholar, a travel 


agent, or to pursue almost any other career in the 21st century, a foreign language is the 


key to success. Knowledge of a foreign language will provide students with more 


professional options.  In the Spanish and Literature courses that students can take as part 
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of their minor, the ultimate goal is to impart knowledge and to prepare students to be 


successful in their quest for life-long learning and their chosen careers, while broadening 


their knowledge and understanding of other cultures. 


Table I: Curriculum Map representing the alignment between the minor in Spanish  


Learning Outcomes and the Eight Guiding Principles of General Education.  


 


PLO
s 


Scientifi
c 


Literacy 


Decisio
n 


Making 


Communicati
on 


Self  
&  


Societ
y 


Ethics  
& 


Responsibili
ty 


Leadersh
ip  
&  


Teamwor
k 


Aesthetic 
Understandi


ng  
Creativity 


Developme
nt of 


Personal 
Potential 


1 
 x x x x x x x 


2 x x x x  x x x 


3  x x x  x x x 


4 x x x x  x x x 


5  x x x x x x x 


 
2. 


The educational mission of the School of Social Sciences, Humanities, and Arts is to 


create a rich learning environment by looking at people and society from a variety of 


disciplinary perspectives. The minor in Spanish complements adequately SSHA’s 


identity because it emphasizes communication and the study of Hispanic cultures from an 


interdisciplinary perspective. In addition, it provides the students with the opportunity to 


carry out research not only in the creative expression of Hispanic communities 


Program and School Goals 
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throughout the world, but also in historical and social issues relevant to those 


communities.  


 
3. 


Course 


Program and Course Learning Outcomes 
 


Table II: The following Curriculum Map illustrates the relationship between Program 


Learning Outcomes and program courses.  


I=Introduction, D=Develop, M=Mastery at a level appropriate for graduation from the 


minor program. 


 


Outcomes 
1 2 3 4 5 


Lit 50 D I I I I 
Lit 51 D I I I I 
Lit 61 Varies by course/content 
Lit 63 Varies by course/content 
Lit 151 M M D,M D M 
Lit 152 M M D,M D M 
Lit 153 M M D,M D M 
Lit 155 M M D,M D M 
Lit 156 M M D,M D M 
Lit 157 M M D,M D M 
Lit 158 M M D,M D M 
Lit 159 M M D,M D M 
Lit 168 Varies by course/content 
Lit 169 Varies by course/content 
SPAN 103 I D I D I 
SPAN 105 D D D I D 
SPAN 106 M D-M M I M 
SPAN 110 D M D M D 
SPAN 141 M D-M D-M D M 
SPAN 142 M D-M D-M D M 
SPAN 180 M D-M D-M D M 
 
 





		Anthropology

		Applied Mathematics

		Biological Sciences

		Chemical Sciences

		Cognitive Science

		Environmental Engineering

		Environmental Systems Graduate Program

		Global Arts Studies Program and Media Arts

		History

		Literatures and Cultures

		Merritt Writing Program

		Natural Sciences Education Minor

		Philosophy

		Physics

		Political Science

		Psychology

		Sociology

		Spanish
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 Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 


 












Roster of the Ad‐hoc Committee to review the revised assessment plans, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering 
Committee; member Senate‐Administrative 
Council on Assessment 


SSHA 


Laura Martin 


WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, 
member Senate‐Administrative Council on 
Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Anne Zanzucchi 
Assessment Coordinator, Center for Research on 
Teaching Excellence, Assistant Director, Merritt 
Writing Program 


Center for Research on Teaching 
Excellence 
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2 September 2010 


 
Dear Kathleen:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 


Name of Program: ANTHROPOLOGY 
 


 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E/D  E  E  E/D  E/D 
 


Primary 
E/D. The PLO 


could be 
improved by 


specifying what 
some of the 
terms and 


concepts are. 
Several of the 
components of 
the PLO were not 


assessable 
because students 
“addressed topics 
that did not lend 
themselves to 


demonstration of 
proficiency.” 


 


E.  The 
assessment plan 
includes only 


direct evidence. 
Results are biased 
by the fact that 
the work of 


several students 
who were unable 
to complete the 
assignment could 
not be included. 


E. The reliability 
of scoring should 


probably be 
checked by 


including some 
degree of overlap 
in which multiple 
raters assess 
some of the 


papers. While this 
was done initially 
with a single 
paper, the 


purpose of that 
was primarily to 
develop the 


rubric; inter‐rater 
reliability needs 
to be monitored 
in the actual 
operational 
assessment. 


E/D. Clear data 
are missing for 
some aspects of 
the PLO for the 
reason described 
under “assessable 


PLO.” 


E/D. The 
recommendations 
focus unduly on 


possible changes in 
prerequisites. 


 
Secondary 


E/D. PLO is quite 
broad; could be 
broken into two 
or three PLOs. In 
some respects, 
the criteria for 


assessing the PLO 
could themselves 
serve as useful 
PLOs, as they’re 
relatively more 
focused, clearer, 
descriptive, and 
measurable. 


E. Insufficient 
sample size, and 
two essays per 
rater will not 


provide sufficient 
range for rater to 
consider and to 
apply the rubric. 


E. There’s need 
for more overt 
and active 


calibration among 
raters. 


E/D. Thoughtful 
consideration of 
results—which 
should inform 


further 
assessment 


efforts. Still, it’s 
difficult to 


generalize from 
such a small 


sample, and the 
criteria for 


assessment could 
be more 
specifically 
discussed. 


E/D. Aside from 


extensive focus on 
prerequisite 


changes—which can 
distract from the 
assessment at 
hand—there are 
useful conclusions 
about how to 


streamline and focus 
assessment, and to 
actively promote 
student attainment 


of PLO. 


 
 







 
 


2) A clear strength of the program’s assessment efforts. 
 


  Primary Reviewer: The program has chosen to focus on direct evidence from a class that is 
required for all majors and minors, and the assignment used is one that has the potential to yield 
rich information about the PLO. 


 
  Secondary Reviewer:  The program is attuned to the intricacies of student written expression as it 


pertains to the PLO. 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 
 


  Primary Reviewer: A process for ongoing monitoring of rater reliability should be implemented; 
something needs to be done to address the fact that some components of the PLO could not be 
assessed using the papers. 


 
  Secondary Reviewer:  The program could follow through on some of its useful conclusions about 


student work to make the assessment process more complete and rigorous—including active 
calibration, qualification and quantification of the assessment exercise. 
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 







 11


Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Arnold:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





PLO Report Review Summary 
 


Name of Program: APPLIED MATH 
 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E  E/D  E  D  D 
 
Primary 


E/D – have a 
rubric and realize 
that it isn’t up to 
the job and are 
considering 


adopting the one 
they use for 
grading 


homework which 
supports 


alignment of the 
curriculum. The 
holistic rubric 
doesn’t appear 
specific to the 
PLO however – 
lacking criteria 
and standards 
that could 
support the 


development of 
faculty consensus 


and student 
awareness of key 


attributes. 


E/D – closer to D 
as with the first 


criterion. 
Alignment 
between 


evidence and 
rubric is 


questionable as 
noted by the 
faculty. Clearly 
the faculty didn’t 
feel the evidence 
was sufficient. 


E – faculty did 
not calibrate but 
did examine 
inter‐rater 
reliability. 


D – provide 
results but wish 
they had also 
included 


summary of 
analyses they had 


performed. 


D 


 
Secondary 


E – Need to have 
more articulate 


and clear 
assessment 
criteria. The 
rubric is still in 
early stages of 
development 


E/D – I feel that 
faculty collect 
relevant and 
sufficient 


evidence for the 
outcomes. 
However, 


evidence needs to 
be assessed 
against new 
criteria to 
produce 


meaningful 
results. 


E/D – Faculty 
routinely check 
for inter‐rate 
reliability. 


However, I don’t 
see any evidence 
of reviewers’ 
calibration. 


D – Results are 
clearly presented 
in the report. 


D – This report 
clearly states 
conclusions, 


implications, and 
recommendations 
for improvement. 


 
 


2) A clear strength of the program’s assessment efforts. 
 







  Primary Reviewer: The interest and involvement of all faculty is an incredible strength as it is 
critical to development of shared expectations among faculty over time and, in turn, consistent 
support for development of student skills throughout the curriculum.  


 
  Secondary Reviewer: The strength lies in the great collaborations of faculty within the program.  


 
3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer: (1) Continue to push to develop a shared understanding among faculty with 


respect to the skills and knowledge that underpin each PLO (the criteria by which student work is 
evaluated) and, for each PLO, articulate this in a rubric that can be used by faculty, TAs and 
perhaps eventually students.  It seems clear the faculty realize their differences and the need for 
reconciliation in order to support student learning across the curriculum.  While the holistic 
rubric has the advantage of being something that is used regularly in courses and thus promotes 
alignment between program assessment criteria and scoring practices, it doesn’t seem to identify 
skills specific to the PLO and in that way doesn’t promote the development of consensus. (2) 
Related to the above, it is obviously important for the assessment questions to allow students to 
demonstrate the expectations outlined by the rubric. It is equally important that the curriculum 
support student development of expectations in the rubric. Maybe one way to help promote this 
alignment and to identify shared expectations among faculty is to ask faculty across the program 
for examples of homework and exam questions they really value as reflective of the kind of 
learning they want students to demonstrate with respect to a given PLO. A discussion of the 
similarities and differences and strengths and weaknesses could be a starting point for 
identifying a shared set of criteria and expectations for students proficiencies at given points in 
the program.  


 
  Secondary Reviewer: Agree with Primary Reviewer. 
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Susan:  
 
Please find attached feedback regarding the Arts’ 2009 PLO Assessment Reports (MAP and GASP), 
provided by the Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s 
final report to the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 


Name of Program: GASP 
 


 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 
 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E  I  I  E  I 
 
Primary 


E – PLO is 
assessable. No 
assessment 
criteria are 
shared. 


I – the evidence 
provided is in the 
form of the mean 
final grade.  It is 
impossible to tell 
if the evidence is 
aligned; a single 


professor 
assessed this 


work and there is 
no discussion of 
input from other 


faculty, 
personalized not 
programmatic 


criteria were used 
to judge student 
performance 


I – only a single 
reviewer, no 
assessment 


criteria beyond 
final grades 
provided 


E – results are 
included but only 
in the form of the 
mean final grade, 
key data missing 
that would show 


alignment 
between 


assignments and 
PLO and 


assessment 
criteria 


I 


 
Secondary 


E – Although PLO 
is assessable, 


what is meant by 
“technical” or 
“theoretical” 


could be clarified. 


I – No data save 
for mean grade; 
no discussion of 
assessment 


process. Not clear 
how assignments 
are constructed. 


I – No 
assessment (or 
grading) rubric; 
no elaboration of 


assessment 
criteria. 


I/E – Difficult to 
tell how students 
attained results, 
as only reported 
data is grade. 


I – No discussion of 
implications or 


future assessment 
efforts (save for 


mention of resource 
need). 


 
 
2)  A clear strength of the program’s assessment efforts. 
 


  Primary Reviewer: The program recognizes that its assessment efforts are limited to a single 
course and are not programmatic in nature, providing an opportunity to expand the assessment 
work to examine student performance as a result of participation in the program in the next 
round of assessment.  


 
  Secondary Reviewer:  The program is aware that it can build out its assessment efforts beyond a 


single course (so as to develop program definition), and notes that such efforts can be based on 
critical analysis of specific subject matter from diverse sources. 


 







 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer: (1) GASP needs to move toward a programmatic approach to assessment that 


involves more than one faculty member applying an explicit set of criteria and standards (as 
articulated in a rubric) to specific examples of student work selected for their relevance to 
demonstrating the proficiencies articulated by the PLO. Unless a specific rubric is generated to 
describe the relationship between a grade and performance on a given exercise, grades do not 
help communicate to other faculty what attributes the grading faculty was using to assess 
student learning, rendering evaluation criteria personal. (2) Similarly, to assess student learning 
from a programmatic perspective GASP needs to identify student work from more than one class 
to ask if the curriculum/program is cultivating the desired abilities at the desired levels. (3) These 
assignments should be designed specifically to elicit responses that will allow faculty to evaluate 
student performance with respect to the PLO and the criteria and standards that have been 
elaborated.    


 
  Secondary Reviewer:  Overreliance on grades—without explanation of how they were awarded 


nor inclusion of a rubric of how students attained them—can take assessors out of the 
assessment equation, and diminish active student‐learning‐oriented results. Report should 
describe the assignments students completed, demonstrate how students performed on them, 
show how raters assessed them, and include examples of student work. Also, there can be more 
consideration of how the assessment effort maps onto programmatic definition. 


 
 


  







 
 


PLO Report Review Summary 
 


Name of Program: MAP 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E  E  E  E  E 
 
Primary 


E – the PLO 
needs some 
refinement in 
terms of 
describing how 
the students will 
demonstrate 
their 
“understanding”.  
Based on the 
assessments 
reported, it looks 
like this might be 
not through the 
production of art 
but through 
written forms. 


E – it’s clear that 
direct and 
indirect forms of 
evidence are 
being collected in 
various courses. 
However, the 
assessment is not 
focused on the 
minor but on 
those enrolled I 
classes so there 
isn’t a sense of 
what learning 
looks like as a 
result of the 
program  


I/E – Although 
faculty appear to 
be applying 
individual criteria 
to the review of 
student work; the 
review and 
summary work by 
the FAO helps to 
cultivate some 
consistency 
across the 
program 


E   


E – recognized 
some of the 
constraints of the 
method employed. 
Changes will 
happen.  


 
Secondary 


E  E  E  E  E 


 
 


2) A clear strength of the program’s assessment efforts. 
 


  Primary Reviewer:  The breadth of faculty involvement, the repeated nature of the assessment, 
the amount of student knowledge considered, and the implications of this effort for the entire 
curriculum are remarkable aspects and strengths of MAP’s assessment effort. 


 
  Secondary Reviewer: I agree. 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer: (1) MAP has put tremendous energy into the assessment of the PLO within 


each of course, resulting in important course‐level reflections and feedback. The amount of work 
could be substantially reduced, however, if the program’s assessment work was focused instead 
on the minor and, thus, on the subset of students who are pursuing a Minor in Arts.  


 







 
 


  (2) Assessment that is focused on students completing the minor will provide faculty with the 
opportunity to elaborate for each PLO descriptions of expected student performance that reflect 
the cumulative impact of the curriculum of the minor, rather than of a single course.  


   
  For example, in relation to the first PLO which asks students to “understand the principle 


attributes and mechanics of art techniques,” the faculty would determine how specifically 
students will demonstrate “understanding” at the time they complete the minor. This can be 
done in various ways including, for example, in the form of a written exercise (as has been done 
in some of the courses) or in the actual production of a piece of art that demonstrates awareness 
of key attributes and mechanics for a given medium. For this form of assessment, the faculty 
would then elaborate a rubric defining the set of qualities that describe what they would look for 
in the piece of student work to demonstrate “principle attributes and mechanics of art 
techniques”, and what each of these criteria look like for students of differing skill levels.   


 
  By establishing shared goals for the graduates of a program in this way, the faculty can then 


reflect on the contributions their own courses make to these desired proficiencies. CRTE staff are 
available to support rubric development and information about rubrics can be found on the CRTE 
website ‐ http://crte.ucmerced.edu/assessment-guide#rubric.  


 
  (3) With these shared expectations more precisely defined, the faculty can then also revise the 


PLO, replacing “understand’ with a description that shows how learning will be applied. For 
example, the PLO might read “students will be able to produce a piece of art that illustrates the 
principle attributes and mechanics of a preferred art technique.”  


 
  Secondary Reviewer: While I agree (especially with point 3), I can see why, given that the point of 


the program is to serve the UCM population broadly, rather than minor narrowly, that the FAO 
has chosen to focus on the course level.  It’s something of a catch‐22: shift the focus of 
assessment and risk losing the program’s real goal, or keep the current breadth and die trying to 
assess everything.  Perhaps rolling assessment, that is using a sample of courses each year, and 
roll through all of the courses in a cycle?  


 
 


 



http://crte.ucmerced.edu/assessment-guide#rubric
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
 
 
 


 







 14


PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Patti:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





PLO Report Review Summary 
 


Name of Program: BIOLOGY 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in 
the Rubric for the Report on PLO Assessment. 
 


Reviewer 
Assessable 


PLO 
Valid 


Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendations


Average           
 
Primary 


D – have 
reasonably 
assessable 


outcomes. The 
rubric is 


defined, but 
requires more 
development. 


E – Faculty 
have agreed on 
the evidence to 
be collected 
for the PLO. 


However, only 
direct methods 
to assess the 
PLO were 


included. Some 
evidence could 
not be used for 


the 
assessment. 


E/D –  Four 
reviewers 


clearly applied 
assessment 
criteria and 
they checked 
for inter‐rater 
reliability.  


However, some 
direct evidence 


was not 
assessed. 


E/D – 
Presented 
results 


delineated 
some aspects 
of the PLO. 
However, 


missing data for 
other aspects 
of the PLO. 


D – all elements 


were described. 
Report contains 
clear conclusions, 
implications, and 


suggestions. 


 
Secondary 


E – it is not 
clear precisely 


what 
intellectual skills 
the students 
should exhibit 
as the verb 


“understanding” 
is vague. For 
example, will 
students be 
expected to 
demonstrate 


their 
understanding 
in the form of 
explanations, 
analysis, 


synthesis, the 
ability to 


predict? The 
PLO needs to 
provide more 
guidance to all 


stakeholders. 


Agree  D –clearly need 
to work to 


improve inter‐
rater reliability, 
which could 
benefit from 
refining the 


rubric. 


D – had one 
line of evidence 


and fully 
summarized 
the results, 
including 
evaluating 


them against a 
programmatic 
goal for student 
proficiency 


levels 


E/D – questions of 
reliability are not 


examined 


 
2) A clear strength of the program’s assessment efforts. 


 







  Primary Reviewer: A real strength of the program’s assessment efforts is that the 
number of faculty involved in crafting the rubric and participating in the assessment 
work. 


 
  Secondary Reviewer: I would add that the faculty undertook a programmatic approach 


to assessment as exemplified by 1) the programmatic goal for student proficiency 
against which they evaluated student performance and 2) the fact that they intended to 
examine evidence of student learning related to this PLO from multiple courses.  


 
3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) 
identified in question 1 as needing the most development. 


 
  Primary Reviewer: (1) Continue to push to develop multiple, complementary forms of 


evidence to assess students’ knowledge and skills in relation to the PLO. It is clear that 
faculty realize that the rubric could not be applied to certain embedded questions. Do 
the current assessment criteria articulate the goal outcomes of the PLO? In the future, it 
will be important to develop assessment questions allow students to demonstrate the 
expectations outlined in the rubric.  Consider discussing the assessment of 
“composition” skills with a writing program or CRTE consultant. (2) It will be important 
to gather indirect evidence to provide insight into the student’s perceptions of their 
learning relative to the PLO. Like Anthropology, consider developing a set of questions 
that are administered to students as part of the graduating senior survey administered 
annually by IPA. 


 
  Secondary Reviewer:  I would rate the following as the most important work of the 


program but agree the program also needs to push to develop a complementary, 
indirect source of evidence as well.   


   
  (3) Revise the PLO to describe specifically how students will demonstrate their 


understanding of the tenets of modern biology and the integration of cellular functions 
through the hierarchy of biological organization would help all stakeholders recognize 
the education intentions of this PLO. This is critical for faculty ‐ they need to know what 
skill(s) they should support the development of through their individual courses ‐ and 
for students who need to know what skills they should be practicing. It would also help 
the faculty to develop appropriate assessment tools, including as relevant a rubric with 
criteria more specific to the PLO, which is a need noted in the report.   As an example, 
should the faculty be teaching students to 


  identify examples of this kind of knowledge,  or  


 apply this knowledge to identify potential solutions to novel problems or 


 be able to make predictions based on this knowledge, or  


 develop an hypothesis and design an experiment involving the use of this 
knowledge? 


To put it anther way, what it is the faculty want their graduates to be able to do with the 
knowledge described by this PLO when they join the workforce or matriculate in medical 
or graduate school? What are they preparing their students for? Related to this, the 
students would benefit most if the assessment tool asked students to engage in one or 







more tasks that are more similar to those they would be expected to practice as 
graduates. Embedded questions could still be used but the intellectual activities/skills in 
which they engage the students could be more relevant to desired workforce or post‐
graduate skills.  (Examples include the last three bullet points above.)  This later point 
might be a longer term goal because these kinds of assessments would have to be 
implemented across the program in order to allow students to develop these abilities 
overtime with feedback from faculty and TAs. The program will not be successful if the 
only time the students meet a question related to the skills articulated in the PLO is in 
the form of the PLO assessment task.  Finally, it would be helpful to revise the PLO to 
make it clearer. At the moment the PLO seems to describe either two separate sets of 
knowledge (the modern tenets and the ability to see how cellular functions influence 
the properties of higher levels of biological organization) or a single tenet articulated by 
the second phrase of the outcome.  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Anne:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





PLO Report Review Summary 
 


Name of Program: CHEMISTRY 
 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E  E  E  D  D 
 
Primary 


E/D – PLO clearly 
assessable with 
specific verbs but 
lack any kind of 
shared criteria 
and standards 


I/E – faculty are 
using personal 
criteria, not 
programmatic 


and so alignment 
between PLO, 
assessment tool 
and evaluation 


criteria 
problematic 


E – faculty did 
examine inter‐
rater reliability 
but did not 
calibrate. 


D – clear, 
meaningful 
summary of 
results, 


D – have met all 


elements including 
recognizing 
limitations 


 
Secondary 


E – Neither clear 
assessment 
criteria nor 
rubric. 


E – Evidence need 
to be assessed 
against clear 
criteria. 


E – Not clear 
about reviewers’ 
calibration before 


reviewing 
evidence. 


D – Results clearly 
delineated for the 


evidence in 
summary format. 


D – Have clear 
articulate 


conclusions, 
implications and 
recommendations 
for improvement. 


 
 


2) A clear strength of the program’s assessment efforts. 
 


  Primary Reviewer: A clear strength is the involvement of all faculty in the assessment work, 
which provides the opportunity for the development of consensus regarding the attributes 
student work should exhibit with respect to each PLO (i.e. criteria that define what looking for in 
student work) and associated levels of performance.  


 
  Secondary Reviewer: Agree. 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer:(1)  The assessment work is “programmatic” in focus in that work from diverse 


courses is examined but it is not “programmatic” in terms of working toward increasing faculty 
consensus about what student proficiency will look like at graduation. As an example, 
assessment of student lab skills is to be conducted in two different courses. However, two 
different instructors are slated to do this without, it appears, any rubric or other tool for 
elaborating shared criteria will be used to determine whether a student can “perform a chemical 
synthesis” or “operate equipment” in the separate classrooms.  Similarly, in the recent 
assessment efforts each faculty member applied personal criteria to the assessment of the work 
they examined, without it appears, any discussion of what each individual was looking for in the 







work. As a result, two faculty may have rated a paper as fair but it could be for two entirely 
different reasons.  


 
  To have truly programmatic assessment, chemistry needs to work to develop shared 


expectations for student performances, defining specifically what attributes of student work (or 
skills performance) will be examined and what defines “good enough” with respect to these 
criteria. One over‐riding goal of assessment is to develop over time a shared, program 
perspective on what criteria are used in judging student work and what distinguishes different 
levels of proficiency with respect to each PLO(or relevant subsection). Once common intentions 
are established, faculty across the curriculum can help to develop student skills toward this 
common goal. Students also benefit because the curriculum is more unified. 


 
  (2) Related to 1, it would be helpful if in the future chemistry included in its reports examples of 


the questions that were assessed. This would permit programs to keep a record of what sort of 
work was done and how effectively in order to improve assessment.  For example, it would be 
possible to evaluate alignment between the questions or prompts that were used to elicit 
student performance and the PLO.  


 
  Secondary Reviewer: Agree. 







 1


 
Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 


       


 







 12


Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Jeff:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 


Name of Program: COGNITIVE SCIENCES 
 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


Average  E  E/D  D  E  E 
 
Primary 


E  E/D  D  E/D  E 


 


Secondary 
E/D 
 


E/D 
The assessment 


does not 
consider indirect 


evidence. 


D  E 
A tabular 


summary that 
shows counts of 
students in each 
category would 
be more useful 
than mean 
ratings for a 


rating scale that 
is ordinal level 
like this one. A 
sequence of 


three two‐way 
cross‐


tabulations 
would also be 


useful. 
Completely 
redact 


participant 
names. 


E 
 


 


 
2) A clear strength of the program’s assessment efforts. 


 
  Primary Reviewer: Inter‐rater reliability is clearly demonstrated with concrete examples of 


student work that has been rated. However, if changes to the rubric for writing assessment 
suggested elsewhere in this document are implemented, the reliability for rating student writing 
(which was the highest) will undoubtedly suffer. 


 
  Secondary Reviewer: Agree. 
 







 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
Primary Reviewer:  Strengthen the assessment criteria by (1) clarifying levels of achievement and by (2) 
focusing on more important aspects of student performance.  (1) In distinguishing four levels of ability, 
one assumes equal gaps between the levels, yet the descriptions suggests otherwise.  Distinctions 
particularly between levels 2 & 3, are vague in principle (“some degree” compared to “limited degree”) 
though the rubric does lend clarity.  Nonetheless, the gap between “some degree” and “full mastery” 
seems inordinately large, especially considering that “full mastery” regarding the “ability to write clearly 
and scientifically” is described as “similar in quality to what one find [sic] in a published study.”  Is this an 
appropriate standard for a soph/jr level class?  In the examples rated #1, the writing clearly did not meet 
this standard, though it does seem to be of high quality for the grade level.  Moreover, this standard 
raises real concerns in that the rubric emphasizes grammatical correctness above all.  Professional 
standards in writing instruction usually privilege argument over correctness and ask instructors to 
consider grammatical correctness in the context of the conventions of a discourse community.  
Grammatical correctness should not be the single, or even the most important, measure of the “ability 
to write clearly.”   
 
Secondary Reviewer:  I disagree with the assumption by the primary reviewer that a four‐point rating 
scale implies equal gaps between levels. This is actually rarely true, which is why models exist that assess 
the probability of crossing boundaries between levels.  However, the lack of an interval scale also implies 
that the mean ratings that are reported are not relevant. 


Although grammatical correctness is important in scientific writing (which to me would imply 
that the conventions of the discourse community should involve careful attention to grammar), I agree 
that it would be good to place more emphasis on organization and clear development of arguments. 
Unfortunately, the high reliability of the writing ratings would undoubtedly suffer. 
 
Synthesized Recommendations: 


1) Quality similar to a published study is probably too high a standard for undergraduate program.  
2) The rubric for writing assessment should focus more on argument development and less on 


grammatical correctness (although grammatical correctness can appropriately be part of what is 
assessed). 


3) The anchor labels on the rating scale are vague, it would be desirable to attempt to space the 
achievement levels more evenly, and “full mastery” is probably too high a standard. 


4) It would be methodologically more appropriate and more informative to the faculty to report the 
results of the assessment as frequencies of observations for each criterion and level of 
performance (or relative frequencies), for example in a tabular format.  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 







 11


Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  


 
 







U N I V E R S I T Y  O F  C A L I F O R N I A  
  
 
 
 
 
 
 


 UNIVERSITY OF CALIFORNIA, MERCED  
  P.O. BOX 2039 
 MERCED, CALIFORNIA 95344  


 


 


 


BERKELEY  •  DAVIS  •  IRVINE  •  LOS ANGELES  •  MERCED  •  RIVERSIDE  •  SAN DIEGO  •  SAN FRANCISCO


 


    SANTA  BARBARA   •   SANTA CRUZ


 


 
2 September 2010 


 
Dear Tom:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


  
PLO Report Review Summary 


 


Name of Program: CORE 1 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 
 


 
Reviewer  Assessable PLO  Valid Evidence  Reliable Results  Results 


Summary 
Conclusions & 


Recommendations


Average  D  D  E  D  D/HD 
 


Primary 
D  D  E  D  HD 


 
Secondary 


D 
The rubric is 
extremely 
detailed 


without being 
impossibly 


cumbersome. 


E/D 
The PLO 


assessment 
does not 
include 
indirect 
evidence. 


E 
As was 


mentioned in 
the report 
itself, the 


addition of an 
inter‐rater 
reliability 
assessment 
would be a 
strength. 


D 
Nice balance 
of tabular 


presentation 
and numerical 
summary. 


D 
There is 


insufficient 
consideration of 
reliability to 


warrant a rating 
of HD. 


 
 


2) A clear strength of the program’s assessment efforts. 
 


  Primary Reviewer: That this assessment picks up on practices already in use makes it richer, more 
detailed, and more substantial than most.   


 
  Secondary Reviewer: The scoring rubric is exemplary; there is careful attention to exactly the 


right details. 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development.  


 
  Primary Reviewer:  (1) As already identified, there is not a satisfactory degree of reliability 


between the different raters.  This may be a consequence of using the rubric to establish sub‐
scores rather than using a rubric to guide holistic scoring.  See below.  


 
 
  Secondary Reviewer: (2) CORE 1 should work to establish an indirect line of evidence that 


provides information complementary to the direct evidence.  (3) In addition, a more formal 
treatment of rater reliability would be desirable. 







 
 


6) Any outstanding thoughts or questions?  
 


Primary Reviewer: Perhaps the instructors’ expectations of student performance on such a complex task 
as the cumulative essay are too high.  Danger of teaching “to the test:” “[T]o develop means of better 
preparing students for writing the Cumulative Essay.”  Shouldn’t the task be to help students better 
integrate disciplinary approaches?  I.e., focus less on the outcome and more on the real purpose of the 
assignment.  Similarly, there’s a danger of being overly concerned about “consumer preferences”: “such 
that in the Cumulative Essays we have some implicit yet reliable evaluation of what course foci were of 
particular interest, and therefore use.”  Maybe just says what needs better presentation, more 
foundational work, betters scaffolding, etc.  In other words, student interest is only one component of 
pedagogical choice; our task is less to respond to students’ current interests than to broaden them!  On 
the other hand, the discussion on p. 12 shows engagement in the course purpose, using the success of 
student work to show how well some ideas are being developed.  This is, I think, a much better use of 
assessment review. 
 
While I think the speculations on what’s working and what’s not are important, and ones I would have 
made early in my career, my longer‐term experience suggests that some of these are probably 
unrealistic:   “This may be because the essays are rich in ideas but not cohesive or polished enough. 
Again, teaching the Cumulative Essay piecemeal, and with regard to other, similar assignments, 
throughout term, may help in encouraging more developed essays later in term. In short, we need to 
match the execution of the essay with the ideational energy that fuels it, so as to maximize both.”  
Chances are that no scaffolding will yield satisfactory results for most students on the first try.  
Successfully managing the rhetoric of longer, synthetic papers takes practice.  Properly scaffolding the 
precepts, and giving examples will help, but mastery requires multiple repetitions.  
 
I’m also surprised at the use of numerical rubrics rather than holistic grading.  Holisitic grading is the 
norm in evaluating writing in part because it prevents the kind of micro focus on parts that may be weak 
by the rubric but that are not, according to the particular plans of the particular essays, as important in 
some cases as in others.  Holistic grading allows a reader to hold in mind the general components, as per 
the rubric, but judge overall effectiveness according to authorial purpose by a single‐digit score. 
 
 
Secondary Reviewer:  


This may be one of those cases where teaching to the test would not necessarily be a bad thing. 
Consider just one of the criteria, for example, Synthesis. Teaching to the test would include teaching 
students to include a thesis, include specific claims, develop their ideas clearly, and bring in appropriate 
supporting evidence. These are not bad things to teach. 
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
 


 
 


0%


20%


40%


60%


80%


I I/E E E/D D D/HD HD


P
er


ce
nt


ag
e 


of
 P


ro
gr


am
s


SoE


SNS


SSHA


Core 1


0%


20%


40%


60%


80%


I I/E E E/D D D/HD HD


P
er


ce
nt


ag
e 


of
 P


ro
gr


am
s


SoE


SNS


SSHA


Core 1


0%


20%


40%


60%


80%


I I/E E E/D D D/HD HD


0%


20%


40%


60%


80%


I I/E E E/D D D/HD HD


P
er


ce
nt


ag
e 


of
 P


ro
gr


am
s


0%


20%


40%


60%


80%


I I/E E E/D D D/HD HD


Level of Development Level of Development 


Criterion:  
Assessable PLOs 


Criterion:  
Valid Evidence 


Criterion:  
Reliable Results 


Criterion:  
Results Summary 







 4


 
 
Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  


 
 







U N I V E R S I T Y  O F  C A L I F O R N I A  
  
 
 
 
 
 
 


 UNIVERSITY OF CALIFORNIA, MERCED  
  P.O. BOX 2039 
 MERCED, CALIFORNIA 95344  


 


 


 


BERKELEY  •  DAVIS  •  IRVINE  •  LOS ANGELES  •  MERCED  •  RIVERSIDE  •  SAN DIEGO  •  SAN FRANCISCO


 


    SANTA  BARBARA   •   SANTA CRUZ


 


 
2 September 2010 


 
Dear Ming-Hsuan:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 
Name of Program: COMPUTER SCIENCE AND ENGINEERING 


 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E  I/E  I/E  D  E/D 
 
Primary 


E –the action 
verb is general 
and assessment 
criteria are in 
development; 
faculty have 
developed 


relevant domains 
of knowledge to 


focus the 
evaluation of the 


PLO 


I – faculty are 
assessing 


performance in 
their own classes, 


presumably 
based on their 
own grading, so 


student 
achievement is 
assessed on the 


basis of 
instructor‐specific 


criteria 


I – there is no 
calibration of 
faculty criteria, 
except through a 
single individual 


D – narrative 
summaries 
describing 


student success 
as judged by 
scores are 


provided and in 
some cases 


compared to past 
versions of a 


course as a sort 
of benchmark 


E/D – clear 
recommendations 


emerge and it seems 
that the results are 


likely to be 
implemented but 


conflicting 
statements are 


made in the report. 
However, no 


assessment of the 
assessment process 


is provided. 


 
Secondary 


E/D – the action 
verb is general; 


criteria have been 
articulated, but 
standards need 


further 
development 


E‐ program 
criteria are used 
in assessment; 


indirect evidence 
is not included 


I/E – although it is 
not clear if there 
was calibration of 
faculty criteria, 


the FAO reviewed 
the student work 
and individual 


faculty 
assessment to 


ensure inter‐rater 
reliability 


D‐ Narrative 
summaries  
include 


percentages of 
students meeting 
specific goals, but 
benchmarks need 


further 
development 


E/D – Clear 
recommendations 
are made as a result 
of discussion by the 
CSE faculty as a 


group, although it is 
not clear how 


changes related to 
preparation of 


students in non‐CSE 
courses will be 
addressed; 


recommendations 
for improvement of 
assessment are not 
included in the 


report 


 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer: One clear strength is the involvement of a large fraction of the faculty (all?) in 


the assessment process, providing opportunity for productive discussions regarding student 
performance and further development of a programmatic perspective on what students should 
know and be able to do at graduation as a result of the program’s curriculum.   


 
 







 
 


  Secondary Reviewer: :  The Results Summary is well developed, with substantive reports provided 
by each instructor, with detailed descriptions of evidence collected and student performance 
(including quantitative information). 


 
3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer: (1) As a faculty, work to develop a program perspective on student learning 


with respect to this PLO that is grounded in the skills and knowledge students will be able to 
demonstrate at graduation as a result of their educational experiences across the program. This 
could naturally evolve from the comprehensive reviews of student performance reported here.  
A rubric is a very useful tool for formalizing these criteria (the attributes of student work) and 
associated standards (levels of performance). ABET provides resources for developing rubrics, 
see ‐ http://www.abet.org/assessment.shtml#Assessment%20rubrics.  
 
(2) The CSE faculty also need to build indirect evidence of student learning into their assessment 
process. One potential source of evidence is SoE’s exit survey for graduating seniors.  


 
  Secondary Reviewer: The criterion needing the most development is “reliable results”.   


 
(1) It would be helpful for the faculty to meet as whole to develop an assessment rubric with 


specific criteria and standards laid out.  (Specific criteria have been identified.  It is the rubric 
and clear set of standards that appears to need development.)   


 
(2) As part of development of the assessment rubric, it might be helpful for the faculty to review 


materials collected for the current assessment exercise 
 
 


 
 


  



http://www.abet.org/assessment.shtml#Assessment%20rubrics
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  


 
 







U N I V E R S I T Y  O F  C A L I F O R N I A  
  
 
 
 
 
 
 


 UNIVERSITY OF CALIFORNIA, MERCED  
  P.O. BOX 2039 
 MERCED, CALIFORNIA 95344  


 


 


 


BERKELEY  •  DAVIS  •  IRVINE  •  LOS ANGELES  •  MERCED  •  RIVERSIDE  •  SAN DIEGO  •  SAN FRANCISCO


 


    SANTA  BARBARA   •   SANTA CRUZ


 


 
2 September 2010 


 
Dear Tom:  
 
Please find attached feedback regarding Environmental Engineering’s 2009 PLO Assessment Report, 
provided by the Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s 
final report to the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 


PLO Report Review Summary 
 


Name of Program: ENVIRONMENTAL ENGINEERING 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 
 


 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


Average  E/D  E  I/E  E  D 
 
Primary 


E/D – the action 
verb is general; 
specific criteria 
have been 


articulated, but 
standards need 


further 
development. 


E‐General 
agreement has 
been reached by 
faculty on types 
of evidence to 
collect, however 
the evidence 
needs to be 


further aligned 
with the PLO. 


Indirect 
evidence is not 


included. 


I/E – Reviewers 
do not appear to 


have been 
calibrated to 


apply 
assessment 
criteria in a 
uniform way, 
however the 
FAO reviewed 
the evidence to 
ensure inter‐


rater reliability. 


E‐Results are 
included in the 
form of a rubric 
mapping the 
relevance of 
each course to 
the PLO, and the 
performance of 
students in each 
class, however a 
rubric clearly 
delineating 


results for each 
line of evidence 
is not included. 


D – Clear 
recommendatio
ns for improving 
student learning 
and assessment, 


along with 
discussion of the 


validity and 
reliability of the 
results, are 
included. 


 
Secondary 


E/D – action 
verb identifies 
observable, 
measurable 
results but 
assessment 
criteria need 
developement 


Agree  I/E – personal 
criteria are used 


and then 
validated by the 
FAO; the criteria 
and standards 
used to judge 
the quality of 


student 
performance is 
not shared 
across the 
faculty 


E – average 
student 


performance for 
each line of 
evidence is 
reported but 


have no idea of 
the distribution 
of performance. 


Agree 


 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer:  A clear strength of the program is mapping of relevance of specific courses 


to the PLO, as well as the specific conclusions regarding mechanisms for improvement for 
student learning and assessment.  


 







 


  Secondary Reviewer: A clear strength is the collection of lines of evidence from multiple courses, 
which supports moving toward a programmatic perspective on student learning that reflects 
explicit expectations, across the faculty, describing the knowledge and skills students will 
demonstrably possess at graduation.  


 
3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified 
in question 1 as needing the most development. 


 
  Primary Reviewer:   
 


1) Further discussion among the faculty regarding valid evidence to collect and calibration of 
faculty criteria would be useful.  


2) It might be helpful to more closely align the lines of evidence with the PLO.  Although the 
relevance of each course to the PLO are nicely mapped, it is not clear that the lines of 
evidence chosen (homeworks, midterms, quizzes, research report) map directly to the 
various aspects of the PLO. 


3) Along the lines of comment #2, it might be helpful to more closely align CLOs to the PLO.  
The program has already noted the need to include teamwork in CLOs.  


 
  Secondary Reviewer: (4) Additionally, as the program noted it should work to integrate indirect 


assessment.  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   







 7


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  


 
 







U N I V E R S I T Y  O F  C A L I F O R N I A  
  
 
 
 
 
 
 


 UNIVERSITY OF CALIFORNIA, MERCED  
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    SANTA  BARBARA   •   SANTA CRUZ


 


 
2 September 2010 


 
Dear Tom:  
 
Please find attached feedback regarding Environmental Systems’ 2009 PLO Assessment Report, 
provided by the Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s 
final report to the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





PLO Report Review Summary 
 
Name of Program: ENVIRONMENTAL SYSTEMS GRADUATE GROUP 
 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E  E  I/E  E  E/D 


 
Primary 


E‐ The PLO gives 
specific criteria 
indicating how 
students can 
demonstrate 


learning.  A rubric 
has not been 
developed 
articulating 
standards for 
each criteria. 


E‐ Faculty have 
general 


agreement on the 
types of evidence 
to collect, but 


indirect evidence 
is missing.  


Evidence needs 
further alignment 


with PLO. 


I/E – Although it 
is not clear if 
there was 
calibration 


between faculty 
regarding 


assessment of 
student work, the 
FAO reviewed the 
student work to 
ensure inter‐rater 


reliability. 


E‐Student 
performance 
results are 


included for the 
class proposal 
presentations, 
but the data 
could be more 
complete and 


more specifically 
address the PLO. 


E/D‐Some 
implementable 


recommendations 
are given regarding 
improving learning 
and assessment, and 
the results have 
been shared with 
the ES faculty. 


 
Secondary 


Agree  I/E – although 
two faculty 
reviewed the 


student work the 
review criteria 
are personal 
rather than 


programmatic 


Agree  Agree  E/D – but closer to E. 
Conclusions address 
assessment but not 
student learning.  


 
 


2) A clear strength of the program’s assessment efforts. 
 


  Primary Reviewer: The PLO is very specific, with assessable criteria. 
 
  Secondary Reviewer: The faculty are instructing and assessing for an essential set of skills early in 


the program; this should really help the program support student development in these critical 
areas.  


 
3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer: It would be very helpful to develop a rubric of criteria vs. standards, and 


calibrate all faculty to the standards.  Additional evidence should be provided to fully support 
assessment of this PLO – at present the evidence does not assess the data analysis and 
formulation of conclusions aspects of the PLO.  The PLO assumes a different level of mastery for 
PhD and MS students (independent vs. supervised work), but it is not clear how the assessment 
itself measures the degree of independence of students in completing the work. 


 







Secondary Reviewer: I agree with the primary reviewer, noting that the ultimate goal is to 
examine student proficiency with respect to the PLO at the time of graduation. In this context, ES 
200 establishes an early benchmark in student skill levels with respect to this PLO, providing the 
program the opportunity to examine development of these skills over the course of their 
education.   
  Additionally, as ES noted, it should also work to integrate indirect measures into its 
assessment. Since the program indicates that rubrics will be provided to students to help guide 
their work, the indirect measures could in part take the form of student self‐assessments against 
this rubric. This could be particularly useful if the students will continue to meet this rubric 
throughout their graduate schooling.   
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  


 
 







U N I V E R S I T Y  O F  C A L I F O R N I A  
  
 
 
 
 
 
 


 UNIVERSITY OF CALIFORNIA, MERCED  
  P.O. BOX 2039 
 MERCED, CALIFORNIA 95344  


 


 


 


BERKELEY  •  DAVIS  •  IRVINE  •  LOS ANGELES  •  MERCED  •  RIVERSIDE  •  SAN DIEGO  •  SAN FRANCISCO


 


    SANTA  BARBARA   •   SANTA CRUZ


 


 
2 September 2010 


 
Dear Lara:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





PLO Report Review Summary 
 


Name of Program: EARTH SYSTEMS SCIENCE (ESS) 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in 
the Rubric for the Report on PLO Assessment. 


 


Reviewer 
Assessable 


PLO 
Valid 


Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendations 


Average  I/E  I  I  E  E 
 
Primary 


I/E – PLOs 
have some 
specific 
nature. 
However 
generally 
vague. 
Neither 
rubric nor 


clear 
assessment 
criteria has 
developed. 
Only exit 
survey was 
mentioned 
as a mean of 
assessment 


I – It is not 
clear that 
valid 


evidence for 
assessing 


the PLO was 
collected. 
Evidence 


needs to be 
aligned with 


PLO. 


I – the exit 
survey 


results are 
not really 


aligned with 
PLO. 


E – the 
survey 


results are 
included, 
but those 


don’t assess 
student 
work or 


performance 
relative to 


PLO. 


E – identifies some 
implications and 
recommendations, 
but should discuss 
how direct and 
indirect evidence 
will be collected. 


 
Secondary 


Agree  Agree  Agree  Agree  Agree 


 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer: A clear strength of the program’s assessment efforts is that 57% (13 


out 23) ESS majors were able to participate in the program survey.  
 
  Secondary Reviewer: Agree. 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) 
identified in question 1 as needing the most development. 


 
  Primary Reviewer: (1) Continue to develop a shared understanding among faculty with 


respect to the skills and knowledge that support each PLO. For each PLO, articulate this 
in a rubric that can be used by faculty. Related to (1), it is obviously important to 
develop meaningful assessment methods to measure student attainment of PLO. Does a 







survey provide sufficient evidence for assessing this PLO? Does the assessment method 
include direct evidence? How might EES best measure a level of “Knowledge of major 
concepts of ESS”? 
   


  Secondary Reviewer: Develop and implement direct assessment methods and at least a 
single complementary form of indirect evidence. 
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 







 6


The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Sholeh:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 


Name of Program: HISTORY 
 


 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 
 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  D/E  E  E  D  D 
 
Primary 


D (directive, 
measurable PLO 
which might be 
streamlined for 


better 
definition) 


E/D (relevant 
and rich holistic 


evidence, 
although it can 
be drawn from 
a wider variety 
of students; 


also, rubric can 
be developed 


further) 


E (reviewers 
agree on 


assessment 
criteria though 


can be 
calibrated more 


actively) 


D (results 
delineated in 
tabular format) 


D (useful 
reflection on the 
exercise and 


implications for 
future 


applications) 


 
Secondary 


E (even holistic 
evaluation needs 
to articulate 


clear criteria for 
accomplishment.  
These criteria 
must then be  
applied in the 
context of the 


entire 
assignment, not 
parsed by sub‐
categories) 


E  E  D  D 


 
 
2) A clear strength of the program’s assessment efforts. 
 


  Primary Reviewer:  The program appreciates the intricacies of student written expression as it 
pertains to the PLO being investigated, is willing to reassess means of measuring the PLO, and 
will adapt its curriculum to better facilitate student attainment of the PLO. 


 
  Secondary Reviewer: Agree. 
 







 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


   
  Primary Reviewer:  There’s need for broader sampling and categorization of student work, for 


better justification of why History 191 is the best place to conduct such assessment, and for a 
more developed rubric (with respect to what the discipline expects in critical narrative). 


 
  Secondary Reviewer:   I sympathize with the reviewers concerns about applying a rubric to 


narrative; if a rubric prevents holistic evaluation of complex essays, then it’s not doing its job.  
That said, the analogy to professional ms review is instructive.  While reviewers are asked to give 
an overall evaluation of a specific ms, they are usually guided by specific questions.  These 
questions are based on the editorial board’s expectations.  And these questions usually deal with 
several independent categories (much like rubrics).  Good reviewers know better than to 
handcuff their reviews to these questions, but also keep them very much in mind as they 
evaluate.   
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Jan (and Gregg):  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 


Name of Program: LITERATURE AND CULTURES 
 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  D  E/D  I  I  D 
 
Primary 


E/D (active, 
directive PLO, 


though 
potentially 
confusing 


overreliance on 
the term (or 


root) “text” (as 
in “textual” and 
“contextual”) 


E/D (rich 
evidence, 


although better 
definition of and 
rationale for 


sampling could 
help define its 
purpose; also, 
an elaborate 
and useful but 


likely 
overcomplicated 
rubric [which 


would take time 
to master and 


apply]) 


I (little 
explanation of 
actual process 
of assessing 
student work, 
particularly 


with respect to 
calibration or 
inter‐rater 
reliability, 


although rubric 
is instructive) 


I (no results 
included) 


D (lots of 
reflection on how 
assessment should 
evolve, but needs 
synthesis and 
direction for 
specific future 
assessment 
efforts) 


 
Secondary 


D. 
The rubric is 
extremely 
detailed; 


although I find 
some of the 


terms and ways 
of thinking 
difficult, I 


recognize that 
they are normal 


for literary 


critics. 


E/D. 
The complicated 
nature of the 


rubric is 
probably 


necessary in 
order 


adequately to 
define the 
learning 
outcome. 


I. 
With such a 


complex rubric, 
some 


assessment of 
inter‐rater 


reliability will 
be essential. 


I.  D. 


 
 


2) A clear strength of the program’s assessment efforts. 
 


  Primary Reviewer:  The program is actively examining the richness and complexity of its 
curriculum and working toward ways to quantify as well as qualify it. 


 
  Secondary Reviewer:  The rubric shows careful thought and is grounded in relevant theory of 


learning.  







 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer: As the report notes, there’s need for consensus building about how to 


measure the PLO and perform assessment. The PLO itself could be clarified, so as not to rely on 
an overdetermined sense of the term “text” (with respect to “textual” and “contextual”); this 
way, too, it could avoid potential redundancy with another PLO, “judge the value(s) of texts and 
contexts.” The sampling and categorization of student work could be better defined, and student 
work itself should be included. There could be more discussion of the actual process of assessing 
student work, the results of that process, and the means of cultivating inter‐rater reliability. 
Overall, the report can seem more concerned with its limitations (what it isn’t) than its 
immediate implications (what it is or could be, specifically).  


 
  Secondary Reviewer: The addition of a mechanism for inter‐rater reliability is going to be crucial 


to the success of this assessment protocol. I am somewhat disturbed by the assertion that 
measuring improvement of individual students is the only valid way to assess student learning. 
Surely it is also important to evaluate the program in absolute terms: are students who complete 
it competent in the skills defined by the PLOs in an absolute sense? Indeed, that appears to be 
the question that the actual PLO assessment addressed. 
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Carlos:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 


PLO Report Review Summary 
 
Name of Program: MECHANICAL ENGINEERING 


 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in 
the Rubric for the Report on PLO Assessment. 


 


Reviewer 
Assessable 


PLO 
Valid 


Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendations


Average  E  D  I/E  E  D 


 
Primary 


E‐Criteria for 
the PLO have 


been 
articulated, 
assessment 
criteria may 
need further 
development. 


E/D – Both 
direct and 
indirect 


evidence is 
included.  The 
evidence needs 


further 
alignment with 


the PLO. 


I/E – Faculty 
reviewers do 
not appear to 
have been 
calibrated to 


apply 
assessment 
criteria in a 
uniform way, 
but the FAO 
checks inter‐


rater reliability. 


E/D‐Results are 
included in the 
form of a rubric 
mapping the 
relevance of 
each course to 
the PLO, and 
the faculty 


allocated and 
student 
perceived 


commitment of 
time in each 
course to the 
PLO. However 
grade statistics 
are missing for 
the various 
lines of 
evidence.  
Indirect 


evidence is 
presented 


graphically in 
the form of 
student exit 
surveys. 


D – Clear 
recommendations 
for improving 


student learning and 
assessment, along 
with discussion of 
the validity and 
reliability of the 


results, are included. 


 
Secondary 


I/E – criteria are 
identified but 
the PLO is very 


general 


D – includes 
direct and 
indirect  
evidence, 


alignment is 
suggested by 


rubric 
evaluation 


Agree  E – missing key 
data 


E/D – student 
learning could not 


be evaluated directly 
and no conclusions 


are drawn. 


 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer:  A clear strength of the program is the various lines of evidence that 


the faculty have identified, including an accreditation database that tracks the number 
of hours in each course dedicated to each CLO, which in turn maps to a PLO, the student 







 


exit surveys, mapping for course relevance to the PLO, and the intention of mapping 
coursework used for program assessment directly to the PLO.  It is clear that the ME 
faculty have put into place a comprehensive framework for program assessment that 
they will continue to improve and build upon.   


 
  Secondary Reviewer: I agree.  
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) 
identified in question 1 as needing the most development. 


 
  Primary Reviewer: 
 


1) More evidence of communication among the faculty/instructors regarding 
assessment criteria, standardization of expectations, collection of course 
information, analysis of assessment results, and means for program/assessment 
improvement would be helpful.  (The extent of faculty discussion was not clear in 
the report.) 


2) As the ME FAO has articulated in the report, more direct alignment of the 
coursework used in assessing the program with program PLOs would be helpful. 


3) A total of 15 PLOs that will need to be assessed is worrying from the standpoint of 
time management for assessment.  Is it possible for the program to streamline the 
PLOs into a more manageable number, or to streamline the assessment process? 


 
  Secondary Reviewer: 4) The PLO would be more student, and generally more 


stakeholder, friendly and meaningful if it were revised to describe more specifically 
what the students will do to demonstrate “a working knowledge” and “how these 
principles evolve into other disciplines...” Will students demonstrate their working 
knowledge via, for example, the ability to solve problems or design engineering 
solutions to problems? To identify more specific verbs, the program might look to the 
questions that formed the lines of evidence used in this assessment effort or perhaps 
the aligned course learning outcomes.  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  


 
 







U N I V E R S I T Y  O F  C A L I F O R N I A  
  
 
 
 
 
 
 


 UNIVERSITY OF CALIFORNIA, MERCED  
  P.O. BOX 2039 
 MERCED, CALIFORNIA 95344  


 


 


 


BERKELEY  •  DAVIS  •  IRVINE  •  LOS ANGELES  •  MERCED  •  RIVERSIDE  •  SAN DIEGO  •  SAN FRANCISCO


 


    SANTA  BARBARA   •   SANTA CRUZ


 


 
2 September 2010 


 
Dear Anne:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 


Name of Program: MERRITT WRITING PROGRAM 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E  D  D  D  D 
 
Primary 


E  D  D  D  D 


 
Secondary 


E  D  D  D  D 


 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer: The high degree of faculty participation and the collaborative nature of the 


entire assessment enterprise as a way of improving learning.  This is the real goal of assessment. 
 
  Secondary Reviewer: Agree. 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer:  As the review itself notes, the PLO is not sufficiently clear to students; my 


greater concern is that it is focused on the wrong point.  See notes below.  That said, I’m 
impressed with how the group recognized that the rubric actually undercut consensus.  Face‐to‐
face discussion of readings seems to be required to shift the focus back to holistic grading, with 
the rubric merely providing guideposts, from rubric‐centered, with subcategories yielding partial 
scores.  Cf my comments on the CORE 1 assessment. 


 
 
  Secondary Reviewer:  As the program notes, the program and students would benefit from 


revisions to the PLO that more clearly articulate how the students can demonstrate having 
engaged in the iterative process of writing with the focus on why iteration is a valuable skill to 
develop. Are they learning to practice it regularly and effectively? How will students demonstrate 
this through the portfolio?  


 
  Selecting the type of rubric, should in part, depend upon what the program wants to gain from 


the assessment process. While a holistic rubric and evaluation might provide the program with a 
sense of the overall quality of portfolio with respect to the PLO, it can make it difficult to identify 
particular criteria that need programmatic attention because the same holistic score can 
encompasses diverse combinations of strengths and weaknesses with respect to the underlying 
criteria.  







 
 


 


4) Any outstanding thoughts or questions?  
 
Primary Reviewer:  The wording of the PLO bothers me: “students will be able to demonstrate 
thorough engagement with the iterative processes of reading, writing, and speaking.” It may 
accurately reflect the assignments given, but I’m not sure it asks if students have in fact learned how 
to make these iterative processes their own.  In other words, shouldn’t it be “students will engage 
the iterative processes of reading, writing, and speaking as fundamental learning tools”?  Or 
something like that.  In other words, what’s this iteration supposed to do?  What is it for? Maybe, 
“Students will engage the iterative processes of reading, writing, and speaking in order to deepen 
their understanding of complex ideas?  In order to clarify and improve their writing and speaking?  
Maybe the Outcome just needs a preamble to explain why we want to engage in these iterative 
processes, and that would enable the program to leave the PLO more or less alone (though I’d still 
shift “engagement” to its verb form).  


 
 


Secondary Reviewer: The possibility that the uniform appearance of electronic portfolios (relative to 
paper versions) undermined the ability of raters to assign low scores, even when the written work 
was clearly inferior, is intriguing. This speaks to the diversity of cues that faculty, perhaps 
subconsciously, apply in determining or perhaps rationalizing their scoring and how the template‐
bound, electronic approach might help to focus evaluation and the associated discussions.  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  


 







 3


Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  


 
 







U N I V E R S I T Y  O F  C A L I F O R N I A  
  
 
 
 
 
 
 


 UNIVERSITY OF CALIFORNIA, MERCED  
  P.O. BOX 2039 
 MERCED, CALIFORNIA 95344  


 


 


 


BERKELEY  •  DAVIS  •  IRVINE  •  LOS ANGELES  •  MERCED  •  RIVERSIDE  •  SAN DIEGO  •  SAN FRANCISCO


 


    SANTA  BARBARA   •   SANTA CRUZ


 


 
2 September 2010 


 
Dear Mayya:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





PLO Report Review Summary 
 


Name of Program: NATURAL SCIENCES EDUCATION MINOR 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in 
the Rubric for the Report on PLO Assessment. 


 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendations


Average  D  D  E  D  D 
 
Primary 


D – have 
reasonably 
assessable 


outcomes  that 
include criteria 
that identify 
key elements 


of the 
outcome.  No 
rubric but not 
how they plan 
to assess. “Be 


familiar’ 
doesn’t 


indicate how 
students can 
demonstrate 
learning. No 
standards 
identified. 


D‐ direct and 
indirect evidence; 
careful attention 
to alignment 
although not 


perfectly aligned 
with, for 


example, PLO 1 
which expects 
students to be 


able to 
“comprehensively 
articulate” but 
they aren’t given 
this opportunity. 
Results however 
are meaningful. 


E‐ but not 
really 


applicable in 
the sense that 
reliability 


addresses the 
ability to use a 
multiple choice 
answer key. No 
information is 
given about 
how open 
ended 


questions 
responses are 


scored. 


D – clearly 
summarize 
results. No 
benchmarks. 


D – summary & 


analysis could have 
been enriched by 
looking at points of 


intersection 
between direct and 
indirect evidence. 


For example, how do 
students self‐


perceptions align 
with their 


performance on 
these assessments? 


 
Secondary 


E/D – No rubric 
for the 


assessment is 
developed. 


E/D – both direct 
and indirect 


evidence were 
collected, but the 


evidence of 
faculty 


agreement on the 
types of 


assessments was 
not clearly stated. 


E – Not clear 
about number 
of faculty who 
were involved 
in assessing 
evidence. 


D – Results 
clearly 


delineated for 
each line of 
evidence and 


are 
summarized. 


D – Clearly 
articulates 
conclusions, 


implications and 
recommendations 
for improvement. 


 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer:  A real strength of the program’s assessment work is the careful 


attention and integration of course with program‐level goals and the 
comprehensiveness of these efforts across the program, including the effort to align  
assessment questions with the PLOs.  


 
  Secondary Reviewer:  Agree. 
 







3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) 
identified in question 1 as needing the most development. 


 
  Primary Reviewer: (1) One clear benefit of the current assessment approach is the 


efficiency of multiple choice scoring, permitting assessment across the program with 
limited human resources. Some of the questions, however, don’t tightly align with some 
of the skills suggested by the PLOs, for example, “comprehensively articulate” or 
“develop ..and deliver” or “design”.  Do students practice some of these activities in the 
classes offered (at UCM not in the field which is recognized to be a more complex venue 
for assessment) and would it possible to develop a rubric to evaluate some of these key 
skills? Put another way, perhaps there are pre‐existing opportunities in the extant 
curriculum to examine the actual implementation of some of these skills? (2) Related to 
1, one benefit of having such tightly aligned indirect and direct assessment questions is 
that the program can directly compare student learning results (the multiple choice 
questions) to the student’s perceptions of their learning. Doing so, might identify 
informative differences in the proficiencies demonstrated by the questions and the 
students’ perceptions of their learning that might be interesting for the program to 
pursue for further alignment.  


 
 
  Secondary Reviewer: Agree. 
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
 


 
 


0%


20%


40%


60%


80%


I I/E E E/D D D/HD HD


P
er


ce
nt


ag
e 


of
 P


ro
gr


am
s


SoE


SNS


SSHA


Core 1


0%


20%


40%


60%


80%


I I/E E E/D D D/HD HD


P
er


ce
nt


ag
e 


of
 P


ro
gr


am
s


SoE


SNS


SSHA


Core 1


0%


20%


40%


60%


80%


I I/E E E/D D D/HD HD


0%


20%


40%


60%


80%


I I/E E E/D D D/HD HD


P
er


ce
nt


ag
e 


of
 P


ro
gr


am
s


0%


20%


40%


60%


80%


I I/E E E/D D D/HD HD


Level of Development Level of Development 


Criterion:  
Assessable PLOs 


Criterion:  
Valid Evidence 


Criterion:  
Reliable Results 


Criterion:  
Results Summary 







 4


 
 
Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  


 
 







U N I V E R S I T Y  O F  C A L I F O R N I A  
  
 
 
 
 
 
 


 UNIVERSITY OF CALIFORNIA, MERCED  
  P.O. BOX 2039 
 MERCED, CALIFORNIA 95344  


 


 


 


BERKELEY  •  DAVIS  •  IRVINE  •  LOS ANGELES  •  MERCED  •  RIVERSIDE  •  SAN DIEGO  •  SAN FRANCISCO


 


    SANTA  BARBARA   •   SANTA CRUZ


 


 
2 September 2010 


 
Dear Peter:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 
Name of Program: PHILOSOPHY 
 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E/D  E/D  E  E  E 
 
Primary 


E/D. 
Use of 


embedded items 
that directly tap 
the very specific 
skills described 
in the PLO is a 


strength. 
However, 


without actually 
seeing the items 
used and the 
rubric by which 


they are 
assessed, it is 


difficult to judge 
whether the 
rubric is 


emerging of 
developed. 


Including that 
information in 
the PLO report 
would be a 


relatively simple 
change. 


E/D. 
Only direct 
evidence is 


considered. The 
nature of the 
direct evidence 


does not 
necessarily 


support the sort 
of longitudinal 
tracking of 
performance 


that is ultimately 
hoped for, 
because no 
evidence is 


provided that 
the difficulty of 
items used in 


different years is 
equated. 


E. 
It is unclear who 


scored the items that 
were used to assess 
the PLO. Given that 
these were questions 
embedded in the 
final exams of a 


single instructor, it 
seems plausible that 


he was the sole 
scorer. If that is the 
case, there is no 
check on scoring 


reliability. This may 
not be a problem if 
the scoring rubric is 
sufficiently clear and 
objective, but in the 
absence of that 
rubric, the PLO 


assessment does not 
provide evidence of 


reliability. 


E. 
As the PLO 
report points 


out, what can be 
done in the 
summary of 
results is 
necessarily 


limited by the 
small sample 


size. 


E. 
Although the validity 
of the assessment 
appears to be good, 
there is insufficient 


attention to 
reliability. 


 
Secondary 


Agree  Agree  I/E –The assessment 
criteria appear to 


have been unique to 
a single faculty 


member. The goal is 
to develop 


shared/programmatic 
expectations of 


student performance.


E – It is difficult 
to interpret the 
figures as there 
are no legends 
and I don’t know 


what the 
quantities on the 
axes represent. I 
think they are 
frequency 


histograms but 
with the 


frequencies on 
the X axis. 


Agree 


 
 







 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer: The assessment employs what are probably highly objective measures of very 


well defined skills. 
 
  Secondary Reviewer: The program has clearly and precisely defined learning outcomes and a 


clearly defined rationale for selecting this course as a source of evidence for assessment of these 
outcomes.  


 
3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer: The biggest shortcoming of this effort is the questionable equitability of 


questions that, though tapping the same skills, differ in specific details (and hence potentially 
difficulty) across years. It might be worth considering identifying a set of embedded questions 
that will remain constant. 


 
  Secondary Reviewer: 1) The program needs to continue to develop a program approach to 


assessment. 2) This would be supported by including in the report examples of the student work 
demonstrating different levels of proficiency identified in the report and the associated scoring 
rubric. Attending to this sort of record keeping and information sharing will be particularly 
important as the program grows to include more faculty. 3) Additionally, since PLOs are intended 
to represent the skills and knowledge graduates demonstrably possess, assessment would also 
be more programmatic if evidence was included from more than one class.  Examining student 
work from an upper level class, in addition to this introductory course, will help the program 
determine what skill level most graduates should exhibit, and if this core course and the program 
more broadly is providing sufficient opportunities for development of this proficiency.   4) It will 
be important for the faculty to integrate indirect assessment into their assessment process. Since 
the number of graduates is low, the faculty could consider exit interviews or focus groups 
facilitated by the SATAL program.  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 







 11


Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  


 
 







U N I V E R S I T Y  O F  C A L I F O R N I A  
  
 
 
 
 
 
 


 UNIVERSITY OF CALIFORNIA, MERCED  
  P.O. BOX 2039 
 MERCED, CALIFORNIA 95344  


 


 


 


BERKELEY  •  DAVIS  •  IRVINE  •  LOS ANGELES  •  MERCED  •  RIVERSIDE  •  SAN DIEGO  •  SAN FRANCISCO


 


    SANTA  BARBARA   •   SANTA CRUZ


 


 
2 September 2010 


 
Dear Kevin:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





PLO Report Review Summary 
 


Name of Program: PHYSICS 
 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in 
the Rubric for the Report on PLO Assessment. 


 


Reviewer 
Assessable 


PLO 
Valid 


Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendations


Average  D  D  E  D  D 
 
Primary 


D – have 
reasonably 
assessable 
outcomes. 
The rubric is 
defined, but 
required more 
development 
of assessment 


criteria. 


D – Collected 
relevant and 
sufficient 
direct 


evidence for 
the PLO. 
Indirect 


evidence from 
student focus 
group were 
collected, but 
not clearly 
aligned with 
the PLO. 


E/D – Closer 
to D. some 
faculty 


calibration 
was done, but 
not for all 
reviewers. 


D – Results 
clearly 


delineated for 
each line of 
evidence, but 
wish they had 
also included 
summary of 
student focus 


group 
analysis. 


D – Report clearly 
articulates 
conclusion, 


implications and 
recommendations 
for improvement. 
They may need to 


discuss how 
physics labs will be 
assessed against 


the PLO. 


 
Secondary 


agree  Agree but 
wonder too 
about the 


alignment of 
the direct 


evidence with 
the PLO – did 
the questions 
cover all three 
skills the PLO 
highlights? 


E – the report 
is not clear 
about faculty 
calibration but 
does include 
some but not 
all reliability 


results 


agree  Agree – my only 
hesitation is the 
small size of their 
focus group and 
taking action 
based on that. 


 
2) A clear strength of the program’s assessment efforts. 


 
  Primary Reviewer: A real strength of the program’s assessment work is that many 


faculty and lecturers in the Physics program took careful consideration of the PLO and 
comprehensiveness of their efforts across the program, including the careful alignment 
of questions with the PLO. 


 
  Secondary Reviewer: I agree with the first statement and would add that the program 


has implemented all aspects of program‐level assessment –  broad faculty involvement 
with evidence collected from multiple courses. Their assessment protocols were also 
sufficiently well developed and conscientiously applied so as to produce meaningful and 
actionable results.    







 
3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) 
identified in question 1 as needing the most development. 


 
  Primary Reviewer:  (1) How are the outcomes of the student focus group assessed? 


What were conclusions and recommendations by Student focus group? The outcomes 
of this group can be also used to develop better curriculum and physics pedagogy. 
 


  Secondary Reviewer: (1) As physics noted, I would encourage reporting all inter‐rater 
reliability results to promote confidence in the conclusions. (2) It would be helpful to 
have some sense of how the questions examined mapped on to the three skills Physics 
wants to see in their graduates – the ability “to explain, analyze and predict.” Each skill 
is distinct, engaging physics knowledge in different ways, and in doing so requires the 
development of different neural pathways for engaging the same content knowledge.  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  


 
 







U N I V E R S I T Y  O F  C A L I F O R N I A  
  
 
 
 
 
 
 


 UNIVERSITY OF CALIFORNIA, MERCED  
  P.O. BOX 2039 
 MERCED, CALIFORNIA 95344  


 


 


 


BERKELEY  •  DAVIS  •  IRVINE  •  LOS ANGELES  •  MERCED  •  RIVERSIDE  •  SAN DIEGO  •  SAN FRANCISCO


 


    SANTA  BARBARA   •   SANTA CRUZ


 


 
2 September 2010 


 
Dear Nate:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





PLO Report Review Summary 
 


Name of Program: Political Science 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Committee 


I/E – An 
informal 


rubric exists 
and the PLO 
needs further 
development 


to be 
measurable.  


E – vagueness 
in report 
makes it 
difficult to 
ascertain if 
program or 
course‐level 
assessment.  


I/E – 
reviewers 
seemed to 
engage in 
informal 
calibration 
but need to 
formalize and 


gather 
evidence of 
how often 
raters came 
to the same 
conclusion 
(inter‐rater 
reliability) 


E – have 
some idea of 


student 
proficiency as 
student work 
examples 


helpful in this 
way. Did not 
report the 
sample size 
and the 


frequency of 
different 
levels of 
student 


performance. 


E/D – Lack of 
detail hinders 
conclusions 


 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer: A clear strength of the program’s assessment efforts is the successful 


identification of a weakness and the identification of a plan to adjust the program in response. 
 
  Secondary Reviewer: The attention paid to the alignment between the PLO and the structure of 


the embedded question was exemplary.  
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
   (1) Continue to further develop an inclusive, programmatic approach to assessment by adopting 


several practices including:  develop a rubric that describes the criteria and standards that 
emerge from this first round of assessment and are addressed in this report, revise the PLO to 
include a verb(s) that specifies how students will demonstrate this learning/understanding, and 
outline more formally the focus group procedure and questions. Keeping an explicit record of 
this work will be important as the faculty grows and will help current faculty to interpret and 
learn from the work reported here. 2) As noted in the PLO Report itself, there is a need to make 
the assessment more representative of student learning as a result of the program as a whole. 







Consider examining student work from more than one course.  3) As was done for the focus 
groups, please describe the student population that was assessed with the embedded questions, 
including key attributes like the sample size, the students’ degree of academic advancement (ex. 
junior or senior, etc.), and the proportion that are majors or minors as relevant. This will help the 
faculty to interpret the significance of the results of the assessment in terms of expected student 
performance in the trajectory of the major.  What students achieved what levels of proficiency 
and what are the implications for developing student learning through the major?  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   







 7


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Will:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 


Name of Program: PSYCHOLOGY 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


Average  E  E/D  E/D  D  D 
 
Primary 


E (Though it 
covers the range 
of knowledge in 
psychology, the 
PLO’s scope may 
make it difficult 
to assess all at 
once, and its 


action verb can 
be more active 
and specific to 
describe how 
students can 
demonstrate 
learning [as is 
noted in Self 
Evaluation 
section.) 


E/D (The ETS 
major test 
appears to 


represent the 
faculty’s 


collective sense 
of the discipline, 


and thus 
provides 


relevant and 
consistent 


evidence for the 
PLO being 


measured. The 
sample size is 
small and may 
not provide 
sufficient 


program‐wide 
data. There 


might be more 
of an intensive 
rationale for 
using the test 


for this 
assessment.) 


E (Although the 
ETS major test 
appears to 


represent the 
faculty’s 


collective sense 
of the discipline, 
its use doesn’t 
allow for faculty 
engagement in 
the process of 
assessment save 
for interpreting 
results and 
collecting 
indirect 


evidence.) 


D (Results are 
clearly reported 
in tabular and 
comparative 
form, also 


pertaining to 
each portion of 


the PLO, 
although the 


specific 
supporting 


student work—
such as actual 
test questions 
and student 


answers—could 
be included in 
some form as 
well [as is 


suggested in 
“Conclusions 


and 
Recommendatio


ns.”) 


D (There is 
extensive 


consideration of 
the aptness of 
the ETS major 
test and the 


program’s role 
in preparing 


students for it. 
There is also 


useful 
consideration of 
implications for 


program 
definition and 


future 
assessment.) 


 
Secondary 


E  E/D  D—The 


advantage, 
though, is the 
presence of 
disciplinary 
benchmarks, 


and 
interpretation of 
this data by such 
benchmarks can 
be very useful. 


D  D 


 
 







 
 


2) A clear strength of the program’s assessment efforts.   
 
  Primary Reviewer:  The program is actively engaged in determining its students’ standing 


comparatively (i.e., with respect to other Psychology programs), and in examining the extents to 
which it could/should adopt curricula or benchmarks of other programs in defining itself. 


 
  Secondary Reviewer: Agreed. 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer:  The use of an external standardized test may not allow for active program 


involvement in the assessment process, as it leaves the determination of method and results to 
external authorities. In addition to using the ETS major test for the purpose of assessing program 
PLOs, there might be other means of assessing UCM psychology students more directly and 
specifically. For instance, to help resolve the value of this approach with respect to the 
information gained from benchmarking, it might be useful to compare the student preparation 
goals and/or relatively unique aspects of UCM’s program to those of other programs that use the 
test. 


 
  Secondary Reviewer: Continue to weigh the benefits and costs of this approach to assessment, 


including the alignment between the test and the program’s curriculum and the challenges in 
gaining participation. To help resolve the value of this approach with respect to the information 
gained from benchmarking, it might be useful to compare the student preparation goals of 
UCM’s program to those of other programs that use the test. Are they the same as this program, 
which would increase the value of such a comparison?  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Nella:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 


Name of Program: SOCIOLOGY 
 
1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E/D  E  I/E  D  D 
 
Primary 


E. 
PLO #1 (“Think 
critically”) begs 
for an empirical 
definition. How 
can students 
demonstrate 


successful critical 
thinking? (The 
other four PLOs 
focus on more 


directly 
observable 
actions.) 


E. 
There appears to 
be no use of 


indirect evidence. 


I/E. 
Although there is 
a clear rubric 


used by all raters 
that is intended 
to promote 
inter‐rater 


reliability, there 
is no mention of 
a process to 
monitor that 
reliability. 


E/D. 
The results are 


clearly presented 
in graphic form, 
and the split 
employed in 
Figure 2 was 
insightful. 


Although four 
aspects of 


students’ written 
work were rated, 
only two were 
discussed in the 
report. It is 
somewhat 


frustrating that 
the writing 


ratings were not 
more fully 


discussed, as the 
mean rating (near 
the ‘good’ level) 


appears 
somewhat 


inconsistent with 
the writing 


samples that are 
provided. 


E/D. 
The report is clear 
about the faculty’s 
interpretations and 


plans for 
improvement. A 


plan to change one 
aspect of the minor 
has emerged directly 


from this 
assessment. 


However, there is 
insufficient attention 
to reliability and 
validity of the 
evidence. 


 
Secondary 


D – developed; 
the PLO assessed 
was “the ability to 


design and 
evaluate 
empirical 
sociological 


research.” They 
have a rubric, 


with criteria and 
standards 
defining key 


aspects of these 
abilities 


E/D – leaning 
more toward D; 


but not 
completely D 


because of lack of 
indirect evidence. 
Tight alignment 
among PLO and 
assessment work 


and rubric. 


Agree; the 
program 


concludes there 
was high inter‐
rater reliability 
but we cannot 
judge that as the 
data are not 
shared. 


D – I don’t 
disagree with the 
primary reviewer 


except that 
perhaps it would 


have been 
important for 
Sociology to 
explain more 


clearly why they 
only focused on 


those two 
criteria. I think it 
is because they 


D 







 
 


are the only two 
criteria that are 
directly related to 


the PLO 
examined. So 


maybe the point 
is to explain the 


reason for 
including the 
other two 


criteria, which 
might just be 


because provided 
additional insight. 


 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer: There is a clear rubric for the assessment of students’ written work. 
 
  Secondary Reviewer:  The strengths are: the involvement of all faculty in this process, the 


tightness of the alignment between the PLO, student evidence and rubric, and connection to the 
curricular changes implemented by the program.  


 
3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer: Currently, the program is small and all three faculty rated all written work. As 


the program grows, that will no longer be feasible, and the importance of assessing rater 
reliability will become even greater.  The faculty should consider altering the first PLO to focus on 
something more directly observable. 


 
  Secondary Reviewer:  3) It will be important for the faculty to integrate indirect assessment into 


their assessment process. In the short term, when the number of graduates is low, the faculty 
could consider exit interviews or focus groups facilitated by the SATAL program. In the longer 
term, they might consider Anthropology’s strategy, developing a set of questions that are 
administered to their students as part of the graduating senior survey administered annually by 
IPA.  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 







 11


Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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2 September 2010 


 
Dear Virginia:  
 
Please find attached feedback regarding your program’s 2009 PLO Assessment Report, provided by the 
Ad-Hoc Committee for Review of PLO Assessment Reports, as well as the committee’s final report to 
the WASC Steering Committee.   
 
Convened in support of UC Merced’s Educational Effectiveness Review, the ad-hoc committed was 
asked to 1) provide formative feedback to individual academic programs regarding their first PLO 
assessment efforts, 2) establish baseline data describing the degree to which academic assessment 
efforts are developed as evaluated using the Rubric for the Report on PLO Assessment, 3) identify 
common assessment or student learning-related strengths, weaknesses or issues as potential foci for 
further study or action, and 4) identify program assessment efforts to be highlighted in the EER Report.  
 
Using a structured review format, the committee identified the primary strengths of each program’s 
reported assessment work and a couple of key areas for further development. The committee hopes 
that this feedback will help to strengthen your program’s assessment practices as we continue to 
implement assessment as a tool for improving our students’ learning.  
 
The committee was also keen to direct your program to relevant assessment-related resources.  Since 
the most productive resource would be individualized support, the committee awaits a decision on 
recommendations for resourcing assessment that have been made to the Provost by the Senate-
Administrative Council on Assessment (SACA).  In the interim, the committee notes that several PLO 
Reports highlighted the SATAL program (Students Assessing Teaching and Learning) as a useful way to 
gain indirect evidence of student learning and feedback on how well the program is meeting student 
needs.  Finally, this fall WASC is offering a Student Learning and Assessment Retreat, which may be of 
use to your program.  The Provost is able to support registration and travel costs. 
 
On behalf of the Steering Committee, I thank you very much for all your hard work in support of our 
Initial Accreditation effort.  We hope that this feedback helps to advance your program’s assessment 
efforts.  
 
Sincerely, 
 
Gregg Camfield  
Professor and Chair, WASC Steering Committee 



http://crte.ucmerced.edu/node/64

http://www.wascsenior.org/seminars/assessment2





 
 


PLO Report Review Summary 
 


Name of Program: SPANISH MINOR 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  HD  D/HD  E/D  D  D 
 
Primary 


HD  D/HD – have 
only engaged in 
assessment once 


but clearly 
committed to 
meaningful 
revisions and 
improvements 


E/D – faculty are 
familiar with 
rubrics and 
regularly use 


them but are they 
calibrating 


regularly? they 
check for 


agreement but 
aren’t necessarily 
independently 


assessing 


D/HD – 
benchmarking 


will evolve within 
the program over 
years but other 
results are clearly 


summarized 


D 


 
Secondary 


HD – a useful 
rubric and an 
assessable PLO, 
although the 
latter could be 
streamlined and 
could also be 
foregrounded 
better in the 


report 


D/HD – 
excellent 


dedication to the 
intricacies of 


student written 
expression; 


sample size might 
be larger, but 


holistic 
assessment of 
student work 
makes up for it 


E/D – there’s a 
clear 


commitment to 
and shared 


understanding of 
the rubric, 


although it’s not 
clear how faculty 
were calibrated, 
and explanation 
of student work 
tended to be 


general 


D – careful 
holistic attention 
to student work, 
with qualitative 
summary (though 
there might be 


more quantitative 
information, to 
specify how 
students 


measured up) 


D – thoughtful 
examination of 


assessment method, 
although could be 
elaborated or 
projected more 
specifically with 
respect to future 


efforts 


 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer: A clear strength of the program’s assessment effort is the alignment of the 


program’s design, implementation, and assessment with ACTFL proficiency guidelines, which 
provide external validation of the program’s student learning achievements.  


 
  Secondary Reviewer:  The program’s holistic, shared approach to student learning and program 


assessment is admirable. 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 







 
 


  Primary Reviewer:  (1) This is difficult. The work is assessment work is exemplary virtually without 
exception. The consistency of the results suggests that that the unavoidably small sample size is 
likely to be less of an issue in having confidence in the results.  The proposed improvements flow 
logically from the reported work and results.  As the program itself suggests, it would be of value 
to involve more faculty in the assessment. This would not only reduce the workload but would 
also directly increase faculty familiarity with student strengths and weaknesses, providing an 
opportunity to consider this first hand knowledge in the implementation of their own courses. (2) 
It would be helpful to have a sense of how often raters disagreed and if there were areas in 
which disagreements were more likely to occur. This would help to establish program standards 
for calibration, which will serve the program as it grows.  


 
  Secondary Reviewer:  Given the predominantly positive results (i.e., primarily “excellent” or 


“good”), I sometimes wondered about the extent to which they may be inflated (and the 
assessment exercise not be as rigorous as it might be). Clearer calibration of raters could help in 
this regard, as can developing familiarity with using the rubric, and more specific explanation in 
student portfolio comments (which tended to be somewhat general). To this end, the report 
might further specify how student work measures up to the rubric.  
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


R
ES
U
LT
S 
&
 C
O
N
C
LU


SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on 
their assessment efforts, and (2) identify and report back to each School’s faculty any 
assessment or student learning issues common to the School’s programs. To support this work, 
we will also (3) rate each program’s assessment efforts against the Rubric for the Report on PLO 
Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review, please complete the primary reviewer sections of the Review 
Form, then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary 
reviewer’s conclusions, or any additional thoughts, you might have. Finally please submit 
completed Review Forms to …..  
 
Reviewers and programs are listed below: 
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PLO Report Review Form 
 
1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in 


the Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along 
with any supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) 
or HD (Highly Developed).  A program can be assessed to fall between two levels of 
development, for example, I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 
 
Primary      


 
Secondary      


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  
(These comments will be excerpted and shared with the program on behalf of this 
committee, so please craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
 Primary Reviewer: 
 
 
 
 Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most 


development, and the corresponding supplemental questions provided in Appendix A, 
please identify two or three assessment practices to be strengthened.  


 
 Primary Reviewer: 
 
 
 
 Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the 
assessment process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
 
 
5)  Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the 
questions are organized by the criteria that appear on Rubric for the Report on PLO Assessment. 
Please pay particular attention to italicized questions as they were specifically identified in the 
most recent WASC Commission Action Letter as important areas of development and so should 
have priority in feedback.   
 
Assessable PLOs: 


• As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


• Is the PLO likely to be understood by students? Of use to students?  
• To help faculty (and students as relevant) develop a shared understanding of what 


student mastery of the PLO looks like in practice, has a rubric been developed that 
articulates criteria1 and standards2


 
 of performance (for each criterion)? 


Valid Evidence: 
• Is a rationale for the assessment strategy provided? Does the program explain why a 


particular piece of work, or a particular course, is an appropriate focus for examining 
student achievement with respect to the PLO?  


• Related to the bullet above, does the assessment work have a program/PLO focus 
rather than course-level focus? 


• Does the assessment method include at least one form of direct evidence (i.e. actual 
student work)?  


• Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it 
aligned with the PLO?) 


• Will the sample size and sampling strategy produce results that represent the student 
norm? 


• Are multiple, complementary forms of evidence used to more precisely identify areas in 
need of attention and to strengthen confidence in the conclusions? (For example, direct 
and indirect evidence?) 


 
Reliable Results: 


• Did the program use a rubric with explicit standards and criteria to review student work 
and, thereby, promote agreement among reviewers about student proficiency?  


• Did at least two faculty members review each piece of student work?  
• Were faculty reviewers calibrated or normed with respect to explicit standards and 


criteria used to asses student work in order to promote agreement among reviewers 
about observed student proficiencies? 


• Did the program determine how consistently faculty reached the same conclusion with 
respect to a piece of student work (i.e. determine inter-rater reliability)? 


 


                                                 
1 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be 
measured. 
2 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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Summarizing Results: 
• To gain a sense of the distribution of student performance relative to performance 


standards or levels of proficiency, does the program describe the percentage of 
students meeting specific levels of performance, for example, as described in a rubric? 


• Does the program identify a goal for the percentage of students meeting minimum or 
higher levels of proficiency? Are the assessment results evaluated in relation to this 
goal? 


 
Conclusions and Recommendations: 


• Are the program’s conclusions supported by the results?  
• Are issues related to the validity and reliability of the results considered in drawing 


conclusions and identifying actions to be taken on the basis of those conclusions?  
• As warranted, does the program propose some actions to be taken in response to their 


conclusions? Are the actions well-aligned with the conclusions?  
• In order to promote improvements in student learning have the results, conclusions and 


proposed actions been shared with the faculty and approved by the faculty?  
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Appendix B: Rubric for Report on PLO Assessment (see next page)







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 
 


AS
SE


SS
M


EN
T 


M
ET


HO
DS


 


Criterion Initial Emerging Developed Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria3


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.   


 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


RE
SU


LT
S 


&
 C


O
N


CL
U


SI
O


N
S 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
3 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 
 


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria4


 


 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 
the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
4 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Criterion: 
Conclusions & Recommendations Agreement between academic program 


and independent committee assessments 
of the degree of development of the 2008-
2009 PLO Assessment Reports.  Each figure 
depicts the percentage of program self-
scores that were a) at least one level of 
development lower than the committee’s 
score, b) identical to or within one-half level 
of the committee’s score, and c) at least one 
level of development higher than the 
committee’s score for each criterion of the 
UC Merced Rubric for the Report on PLO 
Assessments. (n=18 for all criteria except 
Results Summary with n=17.) 
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Conclusions & Recommendations


Committee‐based  assessments  of  the  level  of 


development  of  the  2008‐2009  PLO  Assessment 


Reports.  Each  figure  depicts  the  percentage  of 


reports  at  each  level  of  development  ‐  Initial  (I), 


Emerging  (E),  Developed  (D),  Highly  Developed 


(HD)  or  intermediate  to  two  levels,  ex.  E/D  ‐  for 


each  criterion  in  the  UC  Merced  Rubric  for  the 


Report  on  PLO  Assessment.  Results  are 


disaggregated  by  School  –  Engineering  (SoE), 


Natural Sciences (SNS), Social Sciences, Humanities 


and Arts (SSHA) and GE (Core 1). n=23.  








 
Strategic Academic Planning 


Subcommittee 3 
Faculty Forum #5, March 14, 2008 


Summary Report 
 
Topic: Undergraduate programs and core disciplines 
 
Charge: Provide a vision of what UC Merced’s undergraduate programs and core 
disciplines should aspire to become in the next two decades. 
 
Membership: Gregg Camfield (chair), Udaydeep Bali, Jane Lawrence, Robert Ochsner, 
Dunya Ramicova, Christopher Viney.  Academic Senate consultant: Peggy O’Day. 
 
Purpose 
The subcommittee’s objective for this forum was to review findings from its recent 
faculty survey and to stimulate discussion and feedback on four general objectives that 
have begun to emerge as key strategic components of its undergraduate vision. 
 
Survey findings 
In its recent (early March) survey, the subcommittee asked faculty members to consider 
two lists of possible “ends that [UC Merced] ought to pursue” through its undergraduate 
programs.  The lists were taken directly from “Guiding Principles for General Education 
at UC Merced” and Our Underachieving Colleges and Universities, a book by former 
Harvard University President Derek Bok.  Two additional possible purposes were added 
to the Bok list by the subcommittee. 
 
In addition, the survey asked for faculty feedback on the importance of interdisciplinary 
education, the evaluation of teaching, the sharing of successful pedagogies and the best 
ways to use the strengths of a research university in undergraduate education.  Response 
rate for the survey was 66.3%. 
 
The subcommittee reported a “strong consensus” among respondents on the primary 
goals of undergraduate education at UC Merced.  Top choices (those considered “high” 
importance by more than 60 percent of respondents) were as follows: 
 
• critical thinking: 90.8% 
• decision-making: 80.6% 
• communication: 80.6% 
• scientific literacy: 74.6% 
• ability to seek and evaluate information: 72.7% 
• ethics and responsibility: 71.6% 
• cultivating intellectual openness and flexibility: 63.6% 
 







The survey also found that nearly two-thirds of respondents affirmed interdisciplinarity 
as a means to educational ends, while 58.2 percent said they believe UC Merced should 
establish criteria for evaluating teaching vs. 31.3 who said it should not. 
 
Four general objectives 
Based on these statistical results and open-ended feedback from dozens of respondents, 
the subcommittee has identified four general objectives the university should pursue to 
foster a rich and rewarding undergraduate experience at UC Merced.  They are: 
 
1. Develop and reward the use of appropriate pedagogies. 
2. Ensure that students understand the role of research, preferably through experience. 
3. Develop ways to help students integrate the pieces of their education. 
4. Support and enhance diversity. 
 
The balance of the forum was devoted to open discussion and feedback on how best to 
pursue these objectives. 
 
Objective 1— Develop and reward the use of inquiry-based and learning-based 
pedagogies. 
 
For discussion purposes, the subcommittee offered a wide range of possible strategies 
toward the fulfillment of this objective: 
 
• offer new-faculty orientation tailored to the needs of the UC Merced community 
• offer faculty seminars – something more robust than what’s available from the Center 


for Research in Teaching Excellence 
• provide CRTE consultation: 


o about syllabi 
o about pedagogies 
o through classroom observation 


• assign faculty mentors 
• de-emphasize student teaching ratings 
• create faculty teaching portfolios: 


o aligned with general goals 
o aligned with WASC needs 
o aligned with needs for program reviews 
o ensuring that innovation is rewarded, not penalized 


• have peer reviews of teaching portfolios 
 
During discussion, attendees generally endorsed this approach but noted that the 
strategies seemed very “classroom-based” while the richest learning environment is often 
outside the classroom.  Service learning, field work, internships, freshman seminars and 
other nontraditional learning experiences may contribute at least as much as in-classroom 
instruction and should be promoted as much as possible.  To implement these strategies 
successfully (whether inside or outside the classroom), the university must understand the 







effect on faculty workload, invest in a supportive environment and create an appropriate 
reward structure. 
 
A concern was raised about the merits of de-emphasizing student teacher ratings locally 
(at UC Merced) but not globally (within the UC system).  In response, it was noted that 
the system only requires “evidence of teaching excellence” but doesn’t prescribe how it 
should be determined.  Therefore, UC Merced should have plenty of latitude to set its 
own criteria. 
 
To overcome resource challenges, faculty members were urged to seek grants from 
philanthropic organizations known to fund higher-education programs, such as the Pew, 
Lilly and Hewlett foundations.  Faculty should “create a wish list” and work with 
University Development to identify potential donors to underwrite internships and field 
work, or to donate or fund such things as “smart boards,” workstations, lab equipment 
and facilities.  But one word of caution: donated equipment must be well-suited to the 
intended use. 
 
The subcommittee next introduced WASC expectations as a major factor to consider in 
the university’s approach to pedagogy.  They include: 
 
• learner-centered curriculum for student success 
• scaffolding of content 
• alignment of learning outcomes 
• curriculum design directed by learning outcomes 
• project- or problem-based learning 
• community connections 
• collaborative or cooperative learning 
 
It was noted that the movement toward learning outcomes, as encouraged by WASC, puts 
less emphasis on teacher “ratings” and more on evidence of learning.  For example, in 
writing courses, student progress in writing quality would be of greater significance than 
how students rate the instructor. 
 
Finally, attendees were asked how UC Merced faculty can become innovators in the 
practice of teaching, rather than just implementers or refiners of ideas already known.  
They were also asked to consider if the university should hire faculty who are researchers 
in higher education and use classrooms as labs for pedagogical research. 
 
Feedback on these ideas was mixed.  While some noted that innovation can be good, 
others pointed out that it isn’t always the best thing for students.  Refinement of the “tried 
and true” can also be innovative and more effective than something completely different.  
Another attendee observed that it would be better to have people helping the faculty than 
studying them.  In a resource-constrained environment, investing in pedagogy may not be 
as high a priority as other needs. 
 







Objective 2 – Ensure that students understand the role of research, preferably through 
“experiential learning.” 
 
As a research university, UC Merced can offer students a richer learning environment by 
exposing them to the fundamentals of discovery and knowledge creation.  Making 
research part of the undergraduate experience not only improves learning outcomes but 
also represents a key differentiator for UC Merced relative to non-research schools in 
attracting and retaining top-quality students. 
 
To get cutting-edge knowledge into the classroom, the subcommittee believes UC 
Merced must ensure that “scaffolding” in lower-division courses enables engagement at 
higher levels.  This requires the use of best practices in undergraduate lower-division 
education.  Attendees were asked how this might be achieved most effectively.  For 
example, should the university hire pedagogical faculty in disciplines and make them 
responsible for progress toward this goal? 
 
Comments again focused largely on resource constraints.  Some noted that hiring 
specialized faculty to address this need is not a realistic option today and may not be for 
many years to come.  Others pointed out that such faculty are hard to find.  It was noted 
that some universities (UC Berkeley, universities in Scotland) address this issue by 
putting their most distinguished and experienced faculty in lower-division courses. 
 
The subcommittee presented several suggestions to increase undergraduate participation 
in research, either by supporting current efforts or launching new programs.  Examples of 
the former included such efforts as NSF-funded REUs and the McNair program, as well 
as widespread collaboration with undergraduates in research.  New efforts offered for 
consideration included endowed undergraduate research scholarships and a digital 
communication program that allows students to publish their own journals of 
undergraduate scholarship. 
 
During discussion, a question arose about the percentage of undergraduates currently 
engaged in research of one type or another.  Attendees were told the university is 
currently trying to gather this information through faculty inquiries, but responses have 
been slow in coming.  Several people suggested other ways of gathering this data, 
including payroll records (for positions with stipends) and the registrar’s office (for 
positions with research credits).  It was widely agreed that having this information in 
hand would be useful with WASC and would help with student recruiting. 
 
It was noted that donors are generally more inclined to fund programs that provide 
financial support directly to students, rather than to administration or faculty.  Thus, 
donors may be a key resource in increasing student participation in research.  Matching-
gift programs also can be a very effective solution.  Many donors are more willing to 
contribute if their gifts can be leveraged through other sources.  This type of program can 
be established within the university as well, where grants secured by faculty members are 
matched by the university. 
 







Attendees strongly endorsed a suggestion to appoint a director of experiential learning, 
noting that this individual could help with service learning, internships, science and math 
initiatives as well as student research projects. 
 
Objective 3 – Develop ways to help students integrate the pieces of their education. 
 
In the recent faculty survey, two-thirds of respondents reaffirmed the desirability of 
interdisciplinary education at UC Merced.  Yet students generally do not understand the 
merits or mechanics of choosing complementary courses.  The subcommittee asked 
attendees to comment on several possible strategies that might help to achieve this goal: 
 
• revitalize the CORE concept 
• create undergraduate portfolios 
• establish “learning communities” 
• adopt a different school structure 
• create interdisciplinary programs 
• create interdisciplinary projects 
 
Attendees focused primarily on the pros and cons of the CORE concept – a great idea but 
difficult to implement for a range of logistical and practical reasons, including class size, 
faculty time constraints and uncertainty about how the CORE program ties into majors.  
It was noted the class sizes could be reduced by creating multiple CORE offerings rather 
than requiring everyone to take the same class.  The goal of CORE is to create 
“communities of inquiry,” which can be done without requiring every student to study the 
same material.     
 
Other strategies were also well-received, but the subcommittee was asked to think in 
terms of priorities, since it is unlikely all could be implemented.  It was also noted that 
current efforts to define UC Merced’s future school structure (subcommittee 1) could 
have a significant impact on this objective.  For example, if the university were to change 
the school structure, as suggested in Faculty Forum #4, to having a large college of letters 
and sciences, a graduate school, and professional schools, interdisciplinary learning 
would be much easier to deliver and the CORE program would become more 
manageable. 
 
Objective 4 – Support and enhance diversity. 
 
UC Merced’s extremely diverse student body makes this an important issue from both the 
faculty and student perspective.  At its first faculty forum, the subcommittee was urged to 
make hiring of underrepresented faculty a major priority for the university, despite the 
proven difficulty of finding and attracting candidates.  The subcommittee proposed two 
strategies to address this concern: 
 
• hiring a consultant to help with best practices (specifically, author Caroline Turner) 
• hiring a vice chancellor for equity and inclusion (as UC Berkeley has just done) 
 







On the student side of the equation, the subcommittee believes UC Merced’s diverse 
student population needs to be cultivated and supported, as follows: 
 
• with pedagogical solutions 
• with student-life enhancements 
• through student engagement (e.g., tutors, peer groups, teacher involvement)  
 
Comments focused primarily on the need for a breakthrough in hiring underrepresented 
faculty, especially African-Americans.  Though the first successful hire is likely to 
experience enormous time demands and may feel somewhat isolated, he or she will find 
an outstanding mix of students and a welcoming environment in which to operate.  Hiring 
two or more at once, if possible, would be one way to avoid overwhelming the first hire. 
 
The subcommittee expressed the view that progress on its other objectives will also 
support its diversity goals.   
 
Next steps 
The subcommittee believes forum feedback has affirmed the validity of its four general 
objectives.  It will process suggestions and comments on specific strategies and make 
appropriate refinements.  It may also consider other issues implicit in its charge.  No 
additional faculty surveys or forums are planned at this time. 
 













TABLE: Program Self-Assessments of PLO1


 


 Assessment Reports. In the tables that follow, each undergraduate major, stand alone 
minor, graduate program and Core 1 report the level of development of their 2009 PLO Assessment Report using the UC Merced 
Rubric for the Report on PLO Assessment. Programs appear in alphabetical order by name.  Empty cells reflect program responses.  


                                                           
1 Program Learning Outcome 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 
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Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


 


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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Authored by Laura E. Martin and Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced, based on rubrics  by C. Jenefsky & JFKU Program Review Council (2008) and WASC (2007).







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Authored by Laura E. Martin and Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced, based on rubrics  by C. Jenefsky & JFKU Program Review Council (2008) and WASC (2007).







 Anthropology, B.A. and Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Developed 


PLO describes how students can demonstrate learning, identifying observable and 
measurable results.  Criteria are articulated in the form of a rubric, criteria and 
standards may need further development to be more meaningful and consistently 
applied. 


Valid Evidence Emerging 


Faculty have reached general agreement on the types of evidence to be collected for 
the PLO but may not include both direct and indirect forms.  Evidence needs to be 
further focused or aligned with PLO or emerging criteria to produce truly meaningful 
and useful results. 


Reliable Results Emerging Reviewers are calibrated to apply assessment criteria in a uniform way or faculty 
routinely check for inter-rater reliability. 


Results Summary Developed Results clearly delineated for each line of evidence in a tabular or other summary 
formats.  May reference benchmarks or other expectations. 


Conclusions & Recommendations Developed 


Report clearly articulates conclusions, implications and recommendations for 
improvement regarding both student learning and assessment and which could be 
drawn from results.  Includes some consideration of the reliability and validity of results.  
May offer vague support for some claims.  Results have been discussed by many faculty 
and recommendations likely to be implemented due to faculty involvement and support 
and quality of assessment work. 







 Applied Mathematics, B.S. and Minor 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) 


 The faculty agree strongly that the current program learning outcomes represent a 
good first attempt at encapsulating a practical realizable set of outcomes for their 
expectations of students in the program.  The language used to articulate these 
outcomes emphasizes correctly that the applied mathematics faculty are dedicated to 
enabling students to become effective problem-solvers versed well in both analytical 
and computational methods (PLO’s 1 and 2). The faculty agree that solving an applied  
mathematics problem requires a broad view that includes a strong knowledge-base of 
the application area to which the solution serves (PLO’s 3 and 5). And finally, the faculty 
is committed to teaching students effective communication skills that are essential for 
presenting findings and results to the broadest possible audience so that their work can 
have the most impact possible (PLO 4). 
The initial assessment presented here has provided the applied mathematics faculty a 
beneficial test of their program learning outcomes. Overall, the applied mathematics 
faculty agrees still that the program learning outcomes are reasonable and appropriate. 
However, the applied mathematics faculty has learned a great deal about their specific 
expectations of students through this assessment exercise.  In particular, the applied 
mathematics faculty has revised their explicit criteria in the course rubrics. This revision 
will undoubtedly lead to new approaches in teaching that enable students better to 
fulfill the program learning outcomes. 


Valid Evidence 


 Collecting and evaluating embedded questions is clearly the most sensible choice for 
evidence. This evidence provides the applied mathematics faculty a direct line to 
students’ abilities and skills. At the same time, the student focus group provided 
valuable insight into students’ perceptions of the program learning outcomes that the 
applied mathematics faculty did not always anticipate. The combination of these direct 
and indirect methods for collecting evidence proved to be essential for a 
comprehensive initial assessment.  
The major challenge in acquiring valid evidence for assessment is probably the sample 
size. The Applied Mathematical Sciences program is not a big program. Moreover, this 
program is still in its infancy. Thus, the faculty must work with small sample sizes that 
may not be appropriate for extrapolating to a broad view of this program. On the other 
hand, the applied mathematics faculty enjoys this current situation in which they have 
the ability to work with students on an individual basis. Again, the applied mathematics  
faculty feels strongly that this situation has led to the student statement in the focus 
group discussion that “faculty were always available to help.” It will become clearer as 
the faculty conduct future assessments that their view of the evidence will take on a 
broader view because the program will grow. 







 Applied Mathematics, B.S. and Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Reliable Results 


 Since this report discusses our very first formal assessment of the Applied Mathematical 
Sciences program, the applied mathematics faculty is still developing a collective 
understanding of the standards in evaluating the program. Just by reflecting on the 
revision of the rubric used to evaluate the embedded questions, the applied 
mathematics faculty has reached a new understanding that this calibration process will 
be dynamic and on-going. Certainly, this initial assessment provided the means to begin 
this discussion. 


Results Summary 


 An important issue that the applied mathematics faculty will take on in the near future 
is communicating their assessment results on their lower division service courses to the 
other programs to whom those courses serve. The faculty hopes to develop a 
collaborative effort in which faculty and students from other programs participate in 
this very large assessment effort. Moreover, the faculty hopes that in conducting this 
assessment, they can achieve even more alignment with the goals of other 
programs on campus, thereby strengthening the overall mission of this university. 


Conclusions & Recommendations 


 The applied mathematics faculty is fortunate to have a student body who participated 
actively in this initial assessment. Because of this participation, the applied mathematics 
faculty was able to derive a great deal of information from this initial assessment. 
Indeed, student participation is essential for meaningful assessment. For future 
assessments, the applied mathematics faculty will develop concrete incentives for 
student participation. The applied mathematics faculty is dedicated to conducting 
transparent assessments to which students, faculty and staff have access. To that end, 
the applied mathematics faculty will develop more inclusive methods for conducting 
assessments that encourage more participation and yield a deeper sense of ownership 
among the stakeholders of this program.  A critical component of this endeavor will be 
opening up communication channels and extending dialogues with students, staff and 
faculty. The applied mathematics will be developing methods for achieving these goals 
in the near future. 







 Biology, B.S. 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Emerging 


In this area, we are probably in the “Emerging” category, although leaning toward 
Developed. Although our PLO1 may be considered a bit “vague”, it does explicitly 
demand that students demonstrate certain categories of knowledge. In theory, this 
could be reasonably assessed by various means, including student responses on exam 
questions. However, the criteria for this PLO were not articulated in the form of a rubric 
(as mentioned for a “developed” PLO), and it is likely that a student would have 
difficulty carrying out concrete steps to ensure compliance with this PLO, even if the 
student had been given the PLO ahead of time. 


Valid Evidence Emerging 


We believe we are in the “Emerging” category in this area. We had a great deal of 
discussion regarding how to collect valid data, but only obtained direct evidence (not 
indirect) as the rubric indicates. The evidence was not entirely aligned with the PLO due 
to lack of knowledge and planning regarding how to work with faculty to obtain 
optimal, assessable exam questions to evaluate.  Faculty have reached general 
agreement on the types of evidence to be collected for the PLO but may not include 
both direct and indirect forms.  Evidence needs to be further focused or aligned with 
PLO or emerging criteria to produce truly meaningful and useful results. 


Reliable Results Emerging/Developed 


In this category, we are between Emerging and Developed. The faculty did attempt to 
carefully calibrate assessment criteria and apply them in a uniform manner. We also did 
check for inter-rater reliability. This all would suggest that we are “Developed”. 
However, we are hesitant to claim a “Developed” status when in fact despite our best 
efforts, there some disagreement between the faculty raters of the student responses, 
and overall we feel that improvement should be achieved in future years in terms of 
reliability of results. 


Results Summary Emerging/Developed 


In this category, we are again between Emerging and Developed.  We have provided a 
table of key results (Table 1) and explain these results.  However, in the future we 
would like to have more types of results with clear tabulation of each and explanation 
of how they relate to each other. So although we believe our Table and Results are 
adequate, there is clearly room for improvement. 


Conclusions & Recommendations Developed 


In this area we hope we are Developed, because we do have specific suggestions on 
how the Outcome could be better achieved in the future. However, the most important 
way to determine if we have success in this area is whether we are able to convince the 
faculty to consider our suggestions and act on them. It is possible that our suggestions 
are not the best ones, but if we can successfully spur a faculty debate and get faculty 
action, that is the most desirable outcome. 







 Biology, B.S. 
 







 Chemistry, B.S. and Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Emerging PLO indicates how students can demonstrate learning but assessment criteria are 


incomplete.  


Valid Evidence Emerging Faculty have agreed on both direct and indirect forms of evidence but the evidence 
does not produce meaningful results.  


Reliable Results Emerging Reviewers are not calibrated but inter-rater reliability is checked.  


Results Summary Developed Results are clearly delineated for each line of evidence.  


Conclusions & Recommendations Emerging Report makes conclusions and recommendations, but reliability and validity of 
recommended changes remains to be determined.  







 Cognitive Science, B.A. and Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 
Assessable Program Learning 
Outcome (PLO) Developed  


Valid Evidence Emerging 


The PLO has an associated rubric that is explicitly linked with a research proposal that 
has components aligned with the rubric.  The PLO is not yet highly developed, and its 
evidence base is still emerging, because there is no indirect evidence associated with it.  
However, indirect evidence may not be necessary to fully assess this PLO (to be further 
considered as assessment activities develop). 


Reliable Results Developed 
Two faculty members independently rated research proposals according to the rubric, 
after conferring to formulate the rubric and calibrate their interpretation of it.  Inter-
rater reliability was calculated and found to be relatively high. 


Results Summary Developed Ratings were tabulated and reported for individual students as well as group averages.  
This first time assessing the PLO will act as a benchmark for future assessment. 


Conclusions & Recommendations Emerging 


Results suggested some areas of instructional improvement, and sampling of research 
proposals was addressed, but validity of results was not discussed.  However, validity 
would appear to be a minor issue because learning outcomes are clearly and directly 
reflected in components of the research proposal. 







 Core 1 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Developed Although the PLOs are measurable, we can do more to focus the rubric and so improve 


instructor consensus and hence classroom instruction.   


Valid Evidence Developed Varied, cumulative, holistic evidence from student performance and student/instructor 
feedback. 


Reliable Results Emerging Calibration needs improvement. 


Results Summary Developed Charts to indicate results, although data could be further aligned with assessment 
criteria/calibration. 


Conclusions & Recommendations Developed 
Results have been reviewed carefully and faculty engaged with stages of assessment 
process. Nevertheless, implications continue to become apparent, and will be noted as 
necessary in subsequent reports. 







 Environmental Engineering, B.S. 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Developed 


PLO 2 was deemed relatively well-developed with respect to this criterion, although 
relatively broad in its coverage. It will require synthesizing information from several 
courses and/or different assignments to capture all of this PLO’s intended aspects. A 
case in point is the failure to obtain useful information regarding the development of 
team-based problem-solving skills in this assessment. 


Valid Evidence Emerging 


This aspect of the EnvE PLO-2 assessment was judged to be emerging.  As noted the 
student work provided by the instructors was, for the most part, valid as direct lines 
of evidence. However, development in this area is needed in terms of better PLO 
coverage (team-based problem solving), and the inclusion of alternative lines of 
evidence (e.g., indirect). 


Reliable Results Initial 


This aspect of the PLO-2 assessment was deemed to be only in its initial 
phase of development because no evidence of inter-rater comparisons or other 
calibration methods was provided to the FAO; all grading appears to have been done by 
the instructors themselves. Also, the class size is small for all cases examined, and it may 
take several course offerings to indentify useful trends. 


Results Summary Emerging 
This aspect was rated as emerging as this report does provide results in tabular and 
quantitative forms. However, a more highly developed reporting style would be 
transferrable to other courses and make results comparable from year to year. 


Conclusions & Recommendations Developed 
This aspect was rated as developed because the report did draw conclusions where 
possible and served the purpose of identifying major short-comings in the EnvE PLO 
assessment process. 







 Environmental Systems, M.S. and Ph.D. 


 


Criteria Self-Assessed Level of Development Explanation of Self-Assessment 


Assessable Program Learning Outcome (PLO) Emerging  


Valid Evidence Developed  


Reliable Results Initial  


Results Summary Emerging  


Conclusions & Recommendations Emerging  







 History, B.A. and Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Developed 


The PLO we chose refers to ways in which students are able to demonstrate learning 
skills related to the evaluation of primary and secondary sources. We developed a 
rubric but it needs further modification, as discussed above. 


Valid Evidence Developed 
We obtained evidence in the form of senior theses, and our rubric assessed the levels of 
student competence in each category. The evidence chosen, the senior thesis paper, 
was the most appropriate evidence we could use to collect meaningful data. 


Reliable Results Developed 


Our results were reliable within the context of the fact that we were evaluating 
narrative, which is by nature subjective and difficult to reduce to a rubric. This was our 
first assessment exercise, which provided us with a baseline with which to further 
modify our assessment criteria in order to ensure uniformity. 


Results Summary Developed The results of our assessment appear above in a number of tabular and summary 
formats in order to facilitate evaluation of student achievements. 


Conclusions & Recommendations Developed 


Our history program has met and discussed the results of this assessment report. We 
have made specific recommendations regarding changes that need to be made in the 
HIST 191 course, both in terms of how it is taught and in terms of revising the 
assignment. We have had discussions about the problem regarding using a rubric to 
evaluate narrative. Further discussions are scheduled to continue our plans and 
assessments. Our faculty are not only enthusiastic and deeply committed to student 
learning, but excited about the changes that we are making to the program. 







 Literatures & Cultures, B.A. and Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Developed 


The criteria are clear and measurable. Caveat: the degree to which individual courses 
articulate the program outcomes is emerging, which undercuts the ability of students to 
understand clearly how to achieve the program outcomes. 


Valid Evidence English track: Developed 
Spanish track:  Emerging 


Developed for the English Language track; emerging for the Spanish, in that we have 
relevant and sufficient evidence in the one case and not in the other. Even though the 
rubric needs refinement, it works in assessing the level of student attainment. 


Reliable Results Developed 


As this category is articulated in language I don’t understand (I understand how to 
calibrate machines, but not reviewers!), I can’t evaluate our status well. We have not 
yet run our assessment with multiple reviewers, but we have expertise and experience 
in ensuring inter-rater reliability. On that point, I’d put us at developed. 


Results Summary   


Conclusions & Recommendations Emerging 
The pilot suggests that we’ll reach the “developed” level quickly, but we need actually 
to assess an on the evidence we most need in order to be able to evaluate this section 
well. 







 Mechanical Engineering, B.S.  


 


Criteria Self-Assessed Level of Development Explanation of Self-Assessment 


Assessable Program Learning Outcome (PLO) Emerging 
 


Valid Evidence Emerging 
 


Reliable Results Initial 
 


Results Summary Emerging 
 


Conclusions & Recommendations Emerging 
 







 Media Arts Program (MAP), Arts Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Emerging/Developed 


Media Arts Program falls somewhere between “emerging” and “developed”. It is clear 
that employing uniform quantitative assessments will aid in developing the observable 
and measurable results that the “developed” rubric requires. The fact that art technique 
has directly observable standard and that all instructors are highly qualified to observe 
it is a positive quality that needs to be developed and augmented with tabular ort other 
summary format. 


Valid Evidence Emerging/Developed 


Media Arts Program again falls somewhere between “emerging” and “developed”. 
Faculty has collected valuable and valid evidence. However, there has only been 
individual and internal evaluation while it is necessary to have external evaluation as 
well. 


Reliable Results Initial Media Arts Program is only in the “initial” state. There are no uniform assessment 
criteria. Assessment of PLO #2 will meet uniform assessment criteria. 


Results Summary Emerging Media Arts Program is “emerging”. There is no tabular or graphic format included. FAO 
will need assistance with this otherwise the rubric will not be met. 


Conclusions & Recommendations Emerging 
 







 Natural Sciences Education Minor  


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Highly Developed 


The current PLOs of the program are highly developed since they clearly articulate and 
provide measurable criteria for assessing students learning. However, as the program 
grows and more coursework is added additional PLOs might have to be developed. For 
example, as more discipline specific pedagogy curriculum is introduced corresponding 
PLOs and criteria will have to be provided. 


Valid Evidence Developed 


The evidence gathered includes both direct and indirect measurements and provides 
sufficient information to assess each PLO, so this aspect of the rubric is developed. With 
time the particular surveys and tests will be refined further and additional dimensions 
will be added to the assessment to make it more comprehensive. 


Reliable Results Emerging 


The system of correlating results from different portions of the assessment needs more 
development to insure the inter-rater reliability. More structured and correlated results 
section will result in more comprehensive and clearly delineated results summary. More 
staff resources and communication between staff of the program will be required to 
further develop and implement these aspects of the assessment. Overall both of these 
assessment aspects [reliable results and results summary] are rated as emerging. 


Results Summary Emerging 


The system of correlating results from different portions of the assessment needs more 
development to insure the inter-rater reliability. More structured and correlated results 
section will result in more comprehensive and clearly delineated results summary. More 
staff resources and communication between staff of the program will be required to 
further develop and implement these aspects of the assessment. . Overall both of these 
assessment aspects [reliable results and results summary] are rated as emerging. 


Conclusions & Recommendations Developed 


The assessment clearly articulated recommendations and paths to program 
improvement and the implementation of the least-resources-demanding 
recommendations have already begun. This portion of the rubric is evaluated as 
developed. 







 Philosophy Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 
Assessable Program Learning 
Outcome (PLO) Developed 


The PLO is clearly described in its constituent parts, and each part specifically indicates 
which skill the student is to cultivate in terms of learning applications. 


Valid Evidence Developed 
Data gathered in general match one to one with the various parts of the PLO and are in 
quantifiable form. More data need to be gathered that directly correspond with part (2) 
of the PLO. 


Reliable Results Emerging 


The current qualitative assessment methods are entirely consistent across philosophy 
faculty members. However, a significantly larger body of data is needed in order to 
allow the generation of assessment summaries that are perfectly calibrated among 
different reviewers. 


Results Summary Emerging Results are complete in the sense that no data are missing, but the sample size is too 
small to warrant valid statistical conclusions or to establish clear benchmarks. 


Conclusions & Recommendations Emerging   







 Physics, B.S. and Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Developed 


PLO describes how students can demonstrate learning, identifying observable and 
measurable results. Criteria are articulated in the form of a rubric, criteria and 
standards


 


Valid Evidence 


may need further development to be more meaningful and consistently 
applied. 


Emerging 


Faculty have reached general agreement on the types of evidence to be collected for 
the PLO but may not include both direct and indirect forms. Evidence needs to be 
further focused or aligned with PLO or emerging criteria to produce truly meaningful 
and useful results.  As the Physics program matures, a larger body of evidence will 
become available. Also, the exam questions used to evaluate PLO #1 will become better 
measuring sticks as faculty become more familiar with the assessment protocol. 


Reliable Results Developed 


Reviewers are calibrated to apply assessment criteria in a uniform way and 


Results Summary 


faculty 
routinely check for inter-rater reliability. Consistency of results will improve as we have 
more faculty to participate in the assessment, and as faculty become more familiar with 
assessment protocols and expectations. 


Developed Results clearly delineated for each line of evidence in tabular or other summary 
formats. May reference benchmarks or other expectations. 


Conclusions & Recommendations Developed 


Report clearly articulates conclusions, implications and recommendations for 
improvement regarding both student learning and assessment and which could be 
drawn from results. Includes some consideration of the reliability and validity of results. 
May offer vague support for some claims. Results have been discussed by many faculty 
and recommendations likely to be implemented due to faculty involvement and support 
and quality of assessment work. in support of claims.As the quality and quantity of the 
data we collect increases, we will continue to hone our understanding of specific 
deficiencies and appropriate remedies.  







 Political Science, B.A. 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Initial/Emerging 


PLO #1 does not specifically state how students can demonstrate attainment. Note that 
it is very difficult to state this type of PLO in a more specific and obviously measureable 
manner.  


Valid Evidence Emerging/Developed Meets the “Developed” definition with the exception that there was not a formal rubric 
used.  


Reliable Results Developed 
The Committee and Political Science faculty engaged in conversations about how to 
calibrate the measurement of attainment and both members of the Committee checked 
each other’s evaluations of attainment.  


Results Summary Emerging/Developed Evidence is clearly displayed, but not in tabular format. 


Conclusions & Recommendations Developed/Highly 
Developed 


Specific conclusions, implications, and resulting recommendations are articulated and 
have been discussed with the entire political science faculty.  







 Sociology, B.A. and Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Highly Developed 


PLO explicitly describes how students can demonstrate learning. We employed a rubric 
to assess the PLO that identifies key aspects of student learning and describes student 
performance at varying levels.  


Valid Evidence Developed 


Faculty collected relevant and sufficient evidence. Rubric assesses the level of student 
attainment. Evidence is aligned with PLO and assessment criteria to enable meaningful 
results. Assessment criteria have not been pilot tested and refined over time, nor 
shared with students, since this is a new program.  


Reliable Results Highly Developed Reviewers jointly created rubric to calibrate assessments, and faculty assessments had 
high inter-rater reliability.  


Results Summary Highly Developed 
Results are clearly delineated for each line of evidence in tabular format. Results for 
subgroups of students are compared as a benchmark and report references faculty 
expectations.  


Conclusions & Recommendations Highly Developed 


Conclusions, implications, and recommendations are clearly discussed and linked to 
results. All faculty discuss the validity and reliability of results and participate in the 
planning process related to necessary changes, bringing in relevant stakeholders 
(librarians, deans, etc) as needed to implement changes.  







 Spanish Minor 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 
Assessable Program Learning 
Outcome (PLO) Highly Developed 


Writing is an outcome that is assessable. Our rubric clearly articulates explicit criteria 
and standards for assessing.  


Valid Evidence Developed 
Faculty collected relevant and sufficient evidence for the outcome, including both direct 
and indirect evidence. Assessment instruments measure the level that students 
attained.  


Reliable Results Developed Reviewers are calibrated to apply assessment criteria in a uniform way and faculty 
routinely check for inter-rater reliability.  


Results Summary Highly Developed Results clearly delineate each line of evidence, indicating various levels of achievement.  


Conclusions & Recommendations Developed 
Report clearly articulates conclusions, implications and recommendations for 
implementation regarding both student learning and assessment and which could be 
drawn from results.  







 Merritt Writing Program 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 
Assessable Program Learning 
Outcome (PLO) Emerging Rubric is in early stages of development; otherwise the PLO itself is measurable. 


Valid Evidence Developed Varied evidence (direct & indirect). 


Reliable Results Emerging Calibration needs improvement. 


Results Summary Developed Clear charts to indicate data trends. 


Conclusions & Recommendations Developed Results have been reviewed carefully and faculty engaged with stages of assessment 
process. 





		Table Description

		Rubric



		Anthropology

		Applied Math

		Biology

		Chemistry

		Cognitive Science

		Core 1

		Environmental Engineering

		Environmental Systems

		History

		Literatures & Cultures

		Mechanical Engineering

		Media Arts Program Minor

		Natural Sciences Education Minor

		Philosophy Minor

		Physics

		Political Science

		Sociology

		Spanish Minor

		Writing Program










Regular Rank Fall 2005 Fall 2006 Fall 2007 Fall 2008 Fall 2009 Fall 2010


Professor 18 19 21 28 30 29


Associate Professor 1 2 3 13 15 23


Assistant Professor 26 47 57 65 71 71


Totals 45 68 81 106 116 123


Lecturers


SOE Lecturer 0 0 1 1 1 1


PSOE Lecturer 2 2 0 0 1 1


Lecturer 18 47 63 89 96 112


Totals 20 49 64 90 98 114


Other Teaching Faculty


Emeriti 0 0 1 0 2 3


Visiting 0 0 1 5 2 4


Adjuncts 0 2 1 1 0 0


Totals 0 2 3 6 4 7


Total Instructional Faculty 65 119 148 202 218 244


Note: SOE/PSOE lecturers are non-ladder rank Senate faculty


Note: Faculty with split appointments are counted in their primary appointment as determined by the payroll/personnel system


Data Source: IPA/QDB/EMP/DW/FTE/20101108


Prepared by Institutional Planning & Analysis


INSTRUCTIONAL FACULTY HEADCOUNTS







Regular Rank Fall 2005 Fall 2006 Fall 2007 Fall 2008 Fall 2009 Fall 2010


Engineering 11 15 22 26 27 30


Natural Sciences 18 29 32 41 46 45


Social Sciences, Humanities & Arts 16 24 27 39 43 48


College One 0 0 0 0 0 0


Totals 45 68 81 106 116 123


Lecturers


Engineering 0 2 5 3 6 7


Natural Sciences 5 13 19 23 20 26


Social Sciences, Humanities & Arts 15 34 40 64 72 81


College One 0 0 0 0 0 0


Totals 20 49 64 90 98 114


Other Teaching Faculty


Engineering 0 2 1 2 0 1


Natural Sciences 0 0 1 3 1 3


Social Sciences, Humanities & Arts 0 0 1 1 2 2


College One 0 0 0 0 1 1


Totals 0 2 3 6 4 7


Total Instructional Faculty


Engineering 11 19 28 31 33 38


Natural Sciences 23 42 52 67 67 74


Social Sciences, Humanities & Arts 31 58 68 104 117 131


College One 0 0 0 0 1 1


Totals 65 119 148 202 218 244


Note: Other teaching faculty consists of visiting, adjuncts and emeriti


Note: College One is part of the general education program


Data Source: IPA/QDB/EMP/DW/FTE/20101108


Prepared by Institutional Planning & Analysis


INSTRUCTIONAL FACULTY HEADCOUNT BY SCHOOL







Regular Rank Fall 2005 Fall 2006 Fall 2007 Fall 2008 Fall 2009 Fall 2010


Bioengineering 0 5 4 6 3 3


Computer Science & Engineering 0 4 7 8 6 9


Environmental Engineering 0 5 7 8 9 9


Materials Science & Engineering 0 0 1 1 4 4


Mechanical Engineering 0 1 3 3 5 5


School of Engineering 11 0 0 0 0 0


Totals 11 15 22 26 27 30


Lecturers


Bioengineering 0 0 0 0 0 0


Computer Science & Engineering 0 2 3 2 3 4


Environmental Engineering 0 0 1 1 2 1


Materials Science & Engineering 0 0 0 0 0 0


Mechanical Engineering 0 0 1 0 1 2


School of Engineering 0 0 0 0 0 0


Totals 0 2 5 3 6 7


Other Teaching Faculty       


Bioengineering 0 0 0 0 0 0


Computer Science & Engineering 0 0 0 1 0 0


Environmental Engineering 0 1 0 0 0 0


Materials Science & Engineering 0 0 0 0 0 0


Mechanical Engineering 0 1 1 1 0 1


School of Engineering 0 0 0 0 0 0


Totals 0 2 1 2 0 1


Total Instructional Faculty 11 19 28 31 33 38


Note: Database does not include program appointments in Fall 2005


Note: Other teaching faculty consists of visiting, adjuncts and emeriti


Data Source: IPA/QDB/EMP/DW/FTE/20101108


Prepared by Institutional Planning & Analysis


SCHOOL OF ENGINEERING FACULTY HEADCOUNT BY PROGRAM







Regular Rank Fall 2005 Fall 2006 Fall 2007 Fall 2008 Fall 2009 Fall 2010


Applied Mathematics 0 5 5 6 7 6


Biological Sciences 0 12 14 16 17 17


Chemical Sciences 0 3 5 8 8 9


Earth Systems Science 0 3 2 3 6 6


Physics 0 6 6 8 8 7


School of Natural Sciences 18 0 0 0 0 0


Totals 18 29 32 41 46 45


Lecturers


Applied Mathematics 0 5 6 10 10 16


Biological Sciences 0 2 3 4 3 4


Chemical Sciences 0 4 6 5 5 1


Earth Systems Science 0 0 0 0 0 0


Physics 0 2 4 4 2 5


School of Natural Sciences 5 0 0 0 0 0


Totals 5 13 19 23 20 26


Other Teaching Faculty       


Applied Mathematics 0 0 0 0 0 1


Biological Sciences 0 0 0 0 0 0


Chemical Sciences 0 0 0 0 0 0


Earth Systems Science 0 0 0 0 0 0


Physics 0 0 1 2 0 2


School of Natural Sciences 0 0 0 1 1 0


Totals 0 0 1 3 1 3


Total Instructional Faculty 23 42 52 67 67 74


Note: Database does not include program appointments in Fall 2005


Note: Other teaching faculty consists of visiting, adjuncts and emeriti


Data Source: IPA/QDB/EMP/DW/FTE/20101108


Prepared by Institutional Planning & Analysis


SCHOOL OF NATURAL SCIENCES FACULTY HEADCOUNT BY PROGRAM







Regular Rank Fall 2005 Fall 2006 Fall 2007 Fall 2008 Fall 2009 Fall 2010


Anthropology 0 0 0 0 2 4


Cognitive Sciences 0 0 0 0 3 4


Economics 0 0 0 0 4 5


History 0 0 0 0 3 5


Literature and Cultures 0 0 0 0 2 6


Management 0 0 0 0 0 0


Political Science 0 0 0 0 2 6


Psychology 0 0 0 0 6 8


Social & Cognitive Sciences 0 13 14 20 7 0


Sociology 0 0 0 0 2 5


World Culture & History 0 11 13 19 12 5


School of SSHA 16 0 0 0 0 0


Totals 16 24 27 39 43 48


Lecturers


Anthropology 0 0 0 0 0 1


Cognitive Sciences 0 0 0 0 0 2


Economics 0 0 0 0 1 1


History 0 0 0 0 1 2


Literature and Cultures 0 0 0 0 13 54


Management 0 1 2 3 2 3


Political Science 0 0 0 0 0 2


Psychology 0 0 0 0 0 4


Social & Cognitive Sciences 0 5 7 8 6 0


Sociology 0 0 0 0 0 4


World Culture & History 0 28 31 53 49 8


School of SSHA 15 0 0 0 0 0


Totals 15 34 40 64 72 81


Note: Database does not include program appointments in Fall 2005


Data Source: IPA/QDB/EMP/DW/FTE/20101108


Prepared by Institutional Planning & Analysis


Note: SSHA is an acronym for Social Sciences, Humanities & Arts


SCHOOL OF SSHA FACULTY HEADCOUNT BY PROGRAM







Other Teaching Faculty Fall 2005 Fall 2006 Fall 2007 Fall 2008 Fall 2009 Fall 2010


Anthropology 0 0 0 0 0 0


Cognitive Sciences 0 0 0 0 0 0


Economics 0 0 0 0 0 0


History 0 0 0 0 0 2


Literature and Cultures 0 0 0 0 0 0


Management 0 0 0 0 0 0


Political Science 0 0 0 0 0 0


Psychology 0 0 0 0 0 0


Social & Cognitive Sciences 0 0 1 0 1 0


Sociology 0 0 0 0 0 0


World Culture & History 0 0 0 1 1 0


School of SSHA 0 0 0 0 0 0


Totals 0 0 1 1 2 2


Total Instructional Faculty 31 58 68 104 117 131


Note: Other teaching faculty consists of visiting, adjuncts and emeriti


Data Source: IPA/QDB/EMP/DW/FTE/20101108


Prepared by Institutional Planning & Analysis


Note: SSHA is an acronym for Social Sciences, Humanities & Arts


SCHOOL OF SSHA FACULTY HEADCOUNT BY PROGRAM (continued)





		Overall

		School

		School of Engineering

		School of Natural Sciences

		School of SSHA (regular rank and lecturers)

		School of SSHA (other teaching faculty)






Majors Fall 2008 Fall 2009 Fall 2010


Anthropology 4 18 40


Applied Mathematics 38 57 77


Bioengineering 104 105 111


Biological Sciences 632 771 979


Chemical Sciences 54 104 155


Cognitive Sciences 57 87 97


Computer Science & Engineering 152 161 195


Earth Systems Science 19 28 28


Economics 50 50 77


Environmental Engineering 51 60 70


History 64 75 98


Literature and Cultures 51 73 99


Management 178 188 222


Materials Science & Engineering 16 15 30


Mechanical Engineering 121 176 250


Physics 23 37 45


Political Science 116 157 199


Psychology 328 373 472


Social and Cognitive Sciences 12 N/A N/A


Sociology N/A N/A 65


Undeclared 321 469 665


Undeclared Engineering 49 54 49


Undeclared Natural Sciences 36 46 49


Undeclared Social Sciences, Humanities & Arts 50 83 65


World Cultures & History 8 3 1


Undergraduate Total 2,534 3,190 4,138


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


 


UNDERGRADUATE ENROLLMENT BY MAJOR/PROGRAM







Majors Fall 2008 Fall 2009 Fall 2010


Anthropology 0.2% 0.6% 1.0%


Applied Mathematics 1.5% 1.8% 1.9%


Bioengineering 4.1% 3.3% 2.7%


Biological Sciences 24.9% 24.2% 23.7%


Chemical Sciences 2.1% 3.3% 3.7%


Cognitive Sciences 2.2% 2.7% 2.3%


Computer Science & Engineering 6.0% 5.0% 4.7%


Earth Systems Science 0.7% 0.9% 0.7%


Economics 2.0% 1.6% 1.9%


Environmental Engineering 2.0% 1.9% 1.7%


History 2.5% 2.4% 2.4%


Literature and Cultures 2.0% 2.3% 2.4%


Management 7.0% 5.9% 5.4%


Materials Science & Engineering 0.6% 0.5% 0.7%


Mechanical Engineering 4.8% 5.5% 6.0%


Physics 0.9% 1.2% 1.1%


Political Science 4.6% 4.9% 4.8%


Psychology 12.9% 11.7% 11.4%


Social and Cognitive Sciences 0.5% N/A N/A


Sociology N/A N/A 1.6%


Undeclared 12.7% 14.7% 16.1%


Undeclared Engineering 1.9% 1.7% 1.2%


Undeclared Natural Sciences 1.4% 1.4% 1.2%


Undeclared Social Sciences, Humanities & Arts 2.0% 2.6% 1.6%


World Cultures & History 0.3% 0.1% 0.0%


Undergraduate Total 100.0% 100.0% 100.0%


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


UNDERGRADUATE ENROLLMENT BY MAJOR/PROGRAM







Majors Fall 2005 Fall 2006 Fall 2007


Applied Mathematics N/A 6 23


Bioengineering 36 50 62


Biological Sciences 232 358 481


Chemical Sciences N/A 6 24


Cognitive Sciences N/A N/A 31


Computer Science & Engineering 57 79 96


Earth Systems Science 7 9 18


Economics N/A N/A 20


Environmental Engineering 5 17 31


History N/A N/A 36


Literature and Cultures N/A N/A 23


Management 63 94 122


Materials Science & Engineering N/A 2 4


Mechanical Engineering N/A 26 69


Physics N/A 3 15


Political Science N/A N/A 56


Psychology N/A 36 219


Social and Cognitive Sciences 122 168 33


Undeclared 123 150 240


Undeclared Engineering 42 51 48


Undeclared Natural Sciences 42 38 36


Undeclared Social Sciences, Humanities & Arts 76 52 37


World Cultures & History 33 65 26


Undergraduate Total 838 1,210 1,750


Note: Fall 2005 enrollment figures do not include students admitted as Hurricane Katrina visiting students.


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


UNDERGRADUATE ENROLLMENT BY MAJOR/PROGRAM







Majors Fall 2005 Fall 2006 Fall 2007


Applied Mathematics N/A 0.5% 1.3%


Bioengineering 4.3% 4.1% 3.5%


Biological Sciences 27.7% 29.6% 27.5%


Chemical Sciences N/A 0.5% 1.4%


Cognitive Sciences N/A N/A 1.8%


Computer Science & Engineering 6.8% 6.5% 5.5%


Earth Systems Science 0.8% 0.7% 1.0%


Economics N/A N/A 1.1%


Environmental Engineering 0.6% 1.4% 1.8%


History N/A N/A 2.1%


Literature and Cultures N/A N/A 1.3%


Management 7.5% 7.8% 7.0%


Materials Science & Engineering N/A 0.2% 0.2%


Mechanical Engineering N/A 2.1% 3.9%


Physics N/A 0.2% 0.9%


Political Science N/A N/A 3.2%


Psychology N/A 3.0% 12.5%


Social and Cognitive Sciences 14.6% 13.9% 1.9%


Sociology N/A N/A #REF!


Undeclared 14.7% 12.4% 13.7%


Undeclared Engineering 5.0% 4.2% 2.7%


Undeclared Natural Sciences 5.0% 3.1% 2.1%


Undeclared Social Sciences, Humanities & Arts 9.1% 4.3% 2.1%


World Cultures & History 3.9% 5.4% 1.5%


Undergraduate Total 100.0% 100.0% #REF!


Note: Fall 2005 enrollment figures do not include students admitted as Hurricane Katrina visiting students.


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


UNDERGRADUATE ENROLLMENT % BY MAJOR/PROGRAM







Fall 2010 AA AS HI NA PI WH 2M NR UN Total


Anthropology 2 10 14 0 0 9 1 0 4 40


Applied Mathematics 4 21 34 0 0 11 2 2 3 77


Bioengineering 2 51 32 0 1 20 2 0 3 111


Biological Sciences 56 356 309 6 10 171 23 6 42 979


Chemical Sciences 4 71 32 1 2 34 3 3 5 155


Cognitive Sciences 7 22 18 2 1 38 2 0 7 97


Computer Science & Engineering 12 70 53 0 0 43 5 2 10 195


Earth Systems Science 2 2 3 0 0 19 1 1 0 28


Economics 0 27 26 0 0 15 1 5 3 77


Environmental Engineering 1 24 17 0 0 24 1 1 2 70


History 5 18 35 0 1 36 1 0 2 98


Literature and Cultures 6 11 49 0 0 25 2 1 5 99


Management 15 92 64 0 1 32 2 6 10 222


Materials Science & Engineering 2 6 10 0 0 7 3 2 0 30


Mechanical Engineering 12 55 88 0 1 74 5 3 12 250


Physics 0 11 6 1 0 24 1 1 1 45


Political Science 22 24 90 2 2 43 5 2 9 199


Psychology 38 99 226 1 2 83 6 3 14 472


Sociology 7 13 38 0 0 5 1 0 1 65


World Cultures & History 0 1 0 0 0 0 0 0 0 1


Undeclared 60 191 260 3 5 103 7 8 28 665


Undeclared Engineering 3 14 18 0 0 11 0 0 3 49


Undeclared Natural Sciences 2 14 13 0 0 16 2 0 2 49


Undeclared Social Sciences 6 12 21 3 1 17 2 0 3 65


Undergraduate Total 268 1,215 1,456 19 27 860 78 46 169 4,138


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


UNDERGRADUATE ENROLLMENT BY MAJOR BY ETHNICITY


Legend: AA = African-American, AS = Asian, HI = Hispanic, NA = Native American, PI = Pacific Islander, WH = White, 2M = Two or more races, 


NR = Nonresident Alien & UN = Unknown







Fall 2010 AA AS HI NA PI WH 2M NA UN Total


Applied Mathematics 5.2% 27.3% 44.2% 0.0% 0.0% 14.3% 2.6% 2.6% 3.9% 100.0%


Bioengineering 1.8% 45.9% 28.8% 0.0% 0.9% 18.0% 1.8% 0.0% 2.7% 100.0%


Biological Sciences 5.7% 36.4% 31.6% 0.6% 1.0% 17.5% 2.3% 0.6% 4.3% 100.0%


Chemical Sciences 2.6% 45.8% 20.6% 0.6% 1.3% 21.9% 1.9% 1.9% 3.2% 100.0%


Cognitive Sciences 7.2% 22.7% 18.6% 2.1% 1.0% 39.2% 2.1% 0.0% 7.2% 100.0%


Computer Science & Engineering 6.2% 35.9% 27.2% 0.0% 0.0% 22.1% 2.6% 1.0% 5.1% 100.0%


Earth Systems Science 7.1% 7.1% 10.7% 0.0% 0.0% 67.9% 3.6% 3.6% 0.0% 100.0%


Economics 0.0% 35.1% 33.8% 0.0% 0.0% 19.5% 1.3% 6.5% 3.9% 100.0%


Environmental Engineering 1.4% 34.3% 24.3% 0.0% 0.0% 34.3% 1.4% 1.4% 2.9% 100.0%


History 5.1% 18.4% 35.7% 0.0% 1.0% 36.7% 1.0% 0.0% 2.0% 100.0%


Literature and Cultures 6.1% 11.1% 49.5% 0.0% 0.0% 25.3% 2.0% 1.0% 5.1% 100.0%


Management 6.8% 41.4% 28.8% 0.0% 0.5% 14.4% 0.9% 2.7% 4.5% 100.0%


Materials Science & Engineering 6.7% 20.0% 33.3% 0.0% 0.0% 23.3% 10.0% 6.7% 0.0% 100.0%


Mechanical Engineering 4.8% 22.0% 35.2% 0.0% 0.4% 29.6% 2.0% 1.2% 4.8% 100.0%


Physics 0.0% 24.4% 13.3% 2.2% 0.0% 53.3% 2.2% 2.2% 2.2% 100.0%


Political Science 11.1% 12.1% 45.2% 1.0% 1.0% 21.6% 2.5% 1.0% 4.5% 100.0%


Psychology 8.1% 21.0% 47.9% 0.2% 0.4% 17.6% 1.3% 0.6% 3.0% 100.0%


World Cultures & History 0.0% 100.0% 0.0% 0.0% 0.0% 0.0% 0.0% 0.0% 0.0% 100.0%


Undeclared 9.0% 28.7% 39.1% 0.5% 0.8% 15.5% 1.1% 1.2% 4.2% 100.0%


Undeclared Engineering 6.1% 28.6% 36.7% 0.0% 0.0% 22.4% 0.0% 0.0% 6.1% 100.0%


Undeclared Natural Sciences 4.1% 28.6% 26.5% 0.0% 0.0% 32.7% 4.1% 0.0% 4.1% 100.0%


Undeclared Social Sciences 9.2% 18.5% 32.3% 4.6% 1.5% 26.2% 3.1% 0.0% 4.6% 100.0%


Undergraduate Total 6.5% 29.4% 35.2% 0.5% 0.7% 20.8% 1.9% 1.1% 4.1% 100.0%


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


UNDERGRADUATE ENROLLMENT % BY MAJOR BY ETHNICITY


Legend: AA = African-American, AS = Asian, HI = Hispanic, NA = Native American, PI = Pacific Islander, WH = White, 2M = Two or more races, 


NR = Nonresident Alien & UN = Unknown







Fall 2009 AA AS HI NA PI WH NR UN Total


Anthropology 1 5 7 0 0 4 1 0 18


Applied Mathematics 4 11 23 0 0 14 2 3 57


Bioengineering 5 52 25 1 0 21 0 1 105


Biological Sciences 46 321 220 5 7 134 5 33 771


Chemical Sciences 4 45 23 1 1 22 3 5 104


Cognitive Sciences 7 22 19 2 0 29 3 5 87


Computer Science & Engineering 11 47 52 0 0 39 1 11 161


Earth Systems Science 1 4 5 0 0 18 0 0 28


Economics 2 19 10 0 0 12 5 2 50


Environmental Engineering 2 20 10 0 0 26 1 1 60


History 5 19 27 1 0 22 0 1 75


Literature and Cultures 5 6 43 0 0 15 1 3 73


Management 15 69 67 1 0 28 1 7 188


Materials Science & Engineering 0 4 7 1 0 2 1 0 15


Mechanical Engineering 10 42 52 0 1 60 1 10 176


Physics 1 12 7 0 0 15 0 2 37


Political Science 20 24 65 2 0 36 2 8 157


Psychology 33 91 170 2 2 64 1 10 373


World Cultures & History 0 2 0 0 0 1 0 0 3


Undeclared 39 161 143 3 5 96 4 18 469


Undeclared Engineering 6 17 11 0 0 17 1 2 54


Undeclared Natural Sciences 3 19 11 1 1 10 0 1 46


Undeclared Social Sciences 9 21 31 2 0 14 1 5 83


Undergraduate Total 229 1,033 1,028 22 17 699 34 128 3,190


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


 


UNDERGRADUATE ENROLLMENT BY MAJOR BY ETHNICITY


Legend: AA = African-American, AS = Asian, HI = Hispanic, NA = Native American, PI = Pacific Islander, WH = White, 2M = Two or more races, NR 


= Nonresident Alien & UN = Unknown







Fall 2009 AA AS HI NA PI WH NR UN Total


Applied Mathematics 7.0% 19.3% 40.4% 0.0% 0.0% 24.6% 3.5% 5.3% 100.0%


Bioengineering 4.8% 49.5% 23.8% 1.0% 0.0% 20.0% 0.0% 1.0% 100.0%


Biological Sciences 6.0% 41.6% 28.5% 0.6% 0.9% 17.4% 0.6% 4.3% 100.0%


Chemical Sciences 3.8% 43.3% 22.1% 1.0% 1.0% 21.2% 2.9% 4.8% 100.0%


Cognitive Sciences 8.0% 25.3% 21.8% 2.3% 0.0% 33.3% 3.4% 5.7% 100.0%


Computer Science & Engineering 6.8% 29.2% 32.3% 0.0% 0.0% 24.2% 0.6% 6.8% 100.0%


Earth Systems Science 3.6% 14.3% 17.9% 0.0% 0.0% 64.3% 0.0% 0.0% 100.0%


Economics 4.0% 38.0% 20.0% 0.0% 0.0% 24.0% 10.0% 4.0% 100.0%


Environmental Engineering 3.3% 33.3% 16.7% 0.0% 0.0% 43.3% 1.7% 1.7% 100.0%


History 6.7% 25.3% 36.0% 1.3% 0.0% 29.3% 0.0% 1.3% 100.0%


Literature and Cultures 6.8% 8.2% 58.9% 0.0% 0.0% 20.5% 1.4% 4.1% 100.0%


Management 8.0% 36.7% 35.6% 0.5% 0.0% 14.9% 0.5% 3.7% 100.0%


Materials Science & Engineering 0.0% 26.7% 46.7% 6.7% 0.0% 13.3% 6.7% 0.0% 100.0%


Mechanical Engineering 5.7% 23.9% 29.5% 0.0% 0.6% 34.1% 0.6% 5.7% 100.0%


Physics 2.7% 32.4% 18.9% 0.0% 0.0% 40.5% 0.0% 5.4% 100.0%


Political Science 12.7% 15.3% 41.4% 1.3% 0.0% 22.9% 1.3% 5.1% 100.0%


Psychology 8.8% 24.4% 45.6% 0.5% 0.5% 17.2% 0.3% 2.7% 100.0%


World Cultures & History 0.0% 66.7% 0.0% 0.0% 0.0% 33.3% 0.0% 0.0% 100.0%


Undeclared 8.3% 34.3% 30.5% 0.6% 1.1% 20.5% 0.9% 3.8% 100.0%


Undeclared Engineering 11.1% 31.5% 20.4% 0.0% 0.0% 31.5% 1.9% 3.7% 100.0%


Undeclared Natural Sciences 6.5% 41.3% 23.9% 2.2% 2.2% 21.7% 0.0% 2.2% 100.0%


Undeclared Social Sciences 10.8% 25.3% 37.3% 2.4% 0.0% 16.9% 1.2% 6.0% 100.0%


Undergraduate Total 7.2% 32.4% 32.2% 0.7% 0.5% 21.9% 1.1% 4.0% 100.0%


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


UNDERGRADUATE ENROLLMENT % BY MAJOR BY ETHNICITY


Legend: AA = African-American, AS = Asian, HI = Hispanic, NA = Native American, PI = Pacific Islander, WH = White, 2M = Two or more races, NR 


= Nonresident Alien & UN = Unknown







Fall 2010 Female Male Decline to State Total


Anthropology 35 4 1 40


Applied Mathematics 26 51 0 77


Bioengineering 26 85 0 111


Biological Sciences 583 389 7 979


Chemical Sciences 72 82 1 155


Cognitive Sciences 43 51 3 97


Computer Science & Engineering 17 176 2 195


Earth Systems Science 14 14 0 28


Economics 18 58 1 77


Environmental Engineering 24 46 0 70


History 46 52 0 98


Literature and Cultures 68 29 2 99


Management 115 105 2 222


Materials Science & Engineering 7 23 0 30


Mechanical Engineering 23 225 2 250


Physics 8 37 0 45


Political Science 97 101 1 199


Psychology 349 121 2 472


Sociology 51 14 0 65


World Cultures & History 1 0 0 1


Undeclared 334 328 3 665


Undeclared Engineering 12 37 0 49


Undeclared Natural Sciences 26 22 1 49


Undeclared Social Sciences 39 24 2 65


Undergraduate Total 2034 2074 30 4,138


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


 


UNDERGRADUATE ENROLLMENT BY MAJOR BY GENDER







Fall 2010 Female Male Decline to State Total


Anthropology 87.5% 10.0% 2.5% 100.0%


Applied Mathematics 33.8% 66.2% 0.0% 100.0%


Bioengineering 23.4% 76.6% 0.0% 100.0%


Biological Sciences 59.6% 39.7% 0.7% 100.0%


Chemical Sciences 46.5% 52.9% 0.6% 100.0%


Cognitive Sciences 44.3% 52.6% 3.1% 100.0%


Computer Science & Engineering 8.7% 90.3% 1.0% 100.0%


Earth Systems Science 50.0% 50.0% 0.0% 100.0%


Economics 23.4% 75.3% 1.3% 100.0%


Environmental Engineering 34.3% 65.7% 0.0% 100.0%


History 46.9% 53.1% 0.0% 100.0%


Literature and Cultures 68.7% 29.3% 2.0% 100.0%


Management 51.8% 47.3% 0.9% 100.0%


Materials Science & Engineering 23.3% 76.7% 0.0% 100.0%


Mechanical Engineering 9.2% 90.0% 0.8% 100.0%


Physics 17.8% 82.2% 0.0% 100.0%


Political Science 48.7% 50.8% 0.5% 100.0%


Psychology 73.9% 25.6% 0.4% 100.0%


World Cultures & History 100.0% 0.0% 0.0% 100.0%


Undeclared 50.2% 49.3% 0.5% 100.0%


Undeclared Engineering 24.5% 75.5% 0.0% 100.0%


Undeclared Natural Sciences 53.1% 44.9% 2.0% 100.0%


Undeclared Social Sciences 60.0% 36.9% 3.1% 100.0%


Undergraduate Total 49.2% 50.1% 0.7% 100.0%


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


UNDERGRADUATE ENROLLMENT % BY MAJOR BY GENDER







Fall 2009 Female Male Decline to State Total


Anthropology 13 5 0 18


Applied Mathematics 15 42 0 57


Bioengineering 26 79 0 105


Biological Sciences 452 316 3 771


Chemical Sciences 54 50 0 104


Cognitive Sciences 41 46 0 87


Computer Science & Engineering 16 143 2 161


Earth Systems Science 16 12 0 28


Economics 20 30 0 50


Environmental Engineering 18 42 0 60


History 33 42 0 75


Literature and Cultures 48 25 0 73


Management 104 83 1 188


Materials Science & Engineering 3 12 0 15


Mechanical Engineering 15 160 1 176


Physics 6 31 0 37


Political Science 71 86 0 157


Psychology 278 95 0 373


World Cultures & History 2 1 0 3


Undeclared 229 238 2 469


Undeclared Engineering 10 44 0 54


Undeclared Natural Sciences 23 23 0 46


Undeclared Social Sciences 61 19 3 83


Undergraduate Total 1554 1624 12 3,190


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


 


UNDERGRADUATE ENROLLMENT BY MAJOR BY GENDER







Fall 2009 Female Male Decline to State Total


Anthropology 72.2% 27.8% 0.0% 100.0%


Applied Mathematics 26.3% 73.7% 0.0% 100.0%


Bioengineering 24.8% 75.2% 0.0% 100.0%


Biological Sciences 58.6% 41.0% 0.4% 100.0%


Chemical Sciences 51.9% 48.1% 0.0% 100.0%


Cognitive Sciences 47.1% 52.9% 0.0% 100.0%


Computer Science & Engineering 9.9% 88.8% 1.2% 100.0%


Earth Systems Science 57.1% 42.9% 0.0% 100.0%


Economics 40.0% 60.0% 0.0% 100.0%


Environmental Engineering 30.0% 70.0% 0.0% 100.0%


History 44.0% 56.0% 0.0% 100.0%


Literature and Cultures 65.8% 34.2% 0.0% 100.0%


Management 55.3% 44.1% 0.5% 100.0%


Materials Science & Engineering 20.0% 80.0% 0.0% 100.0%


Mechanical Engineering 8.5% 90.9% 0.6% 100.0%


Physics 16.2% 83.8% 0.0% 100.0%


Political Science 45.2% 54.8% 0.0% 100.0%


Psychology 74.5% 25.5% 0.0% 100.0%


World Cultures & History 66.7% 33.3% 0.0% 100.0%


Undeclared 48.8% 50.7% 0.4% 100.0%


Undeclared Engineering 18.5% 81.5% 0.0% 100.0%


Undeclared Natural Sciences 50.0% 50.0% 0.0% 100.0%


Undeclared Social Sciences 73.5% 22.9% 3.6% 100.0%


Undergraduate Total 48.7% 50.9% 0.4% 100.0%


Note: Undeclared students with a school designation have not yet chosen an area of concentration


Data Source: IPA Enrollment Table


Prepared by Institutional Planning & Analysis


UNDERGRADUATE ENROLLMENT % BY MAJOR BY GENDER





		Majors - Fall 2008 to Fall 2010

		Majors % - Fall 2008 to Fall 2010

		Majors - Fall 2005 to Fall 2007

		Majors % - Fall 2005 to Fall 2007

		Major by Ethnicity - Fall 2010

		Major by Ethnicity % - Fall 2010

		Major by Ethnicity - Fall 2009

		Major by Ethnicity % - Fall 2009

		Major by Gender - Fall 2010

		Major by Gender % - Fall 2010

		Major by Gender - Fall 2009

		Major by Gender % - Fall 2009






 2009-10 Faculty Workload SummaryCourse SC(Multiple Items)
RANK (All)


Senate Non-Senate
Total Credit 


Sects
Total 


Enrolled
Total 


SCHrs
Total % 
SCHrs


School
Subjec
t


Credit 
Sects Enrolled SCHrs


% 
SCHrs


Credit 
Sects Enrolled SCHrs


% 
SCHrs


ENG BEST 64 126 453 100% 0% 64.0 126.0 453.0 100%
BIOE 9 36 132 100% 0% 9.0 36.0 132.0 100%
CSE 14 136 528 19% 10 859 2264 81% 24.0 995.0 2792.0 100%
EECS 38 109 521 100% 0% 38.0 109.0 521.0 100%
ENGR 33 700 1920 58% 7 371 1388 42% 40.0 1071.0 3308.0 100%
ENVE 11 73 519 66% 4 71 264 34% 15.0 144.0 783.0 100%
ES 85 218 1413 99% 2 4 15 1% 87.0 222.0 1428.0 100%
ME 6 88 268 58% 5 62 197 42% 11.0 150.0 465.0 100%
MEAM 21 48 233 100% 0% 21.0 48.0 233.0 100%
MSE 10 33 103 100% 0% 10.0 33.0 103.0 100%


ENG Total 291 1567 6090 60% 28 1367 4128 40% 319.0 2934.0 10218.0 100%
NS BIO 79 1841 6384 62% 32 1357 3961 38% 112.0 3198.0 10345.0 100%


CHEM 65 805 2866 43% 11 1107 3811 57% 76.0 1912.0 6677.0 100%
ESS 15 189 965 99% 2 3 10 1% 17.0 192.0 975.0 100%
MATH 45 773 2981 25% 47 2346 8847 75% 92.0 3119.0 11828.0 100%
NSED 0% 24 298 448 100% 24.0 298.0 448.0 100%
PHYS 66 272 1040 27% 12 701 2801 73% 78.0 973.0 3841.0 100%
QSB 151 368 1170 99% 1 2 6 1% 152.0 370.0 1176.0 100%


NS Total 422 4248 15406 44% 129 5814 19884 56% 551.0 10062.0 35290.0 100%
SSHA ANTH 8 295 1180 67% 3 146 584 33% 11.0 441.0 1764.0 100%


ARTS 3 129 516 17% 25 665 2507 83% 28.0 794.0 3023.0 100%
CHN 0% 4 95 380 100% 4.0 95.0 380.0 100%
COGS 49 546 2204 85% 3 96 384 15% 52 0 642 0 2588 0 100%


Credit Course Enrollment and Student Credit Hours


COGS 49 546 2204 85% 3 96 384 15% 52.0 642.0 2588.0 100%
ECON 17 433 1762 84% 2 82 328 16% 19.0 515.0 2090.0 100%
FRE 0% 4 95 380 100% 4.0 95.0 380.0 100%
GASP 6 187 748 81% 1 44 176 19% 7.0 231.0 924.0 100%
GEOG 1 1 4 100% 0% 1.0 1.0 4.0 100%
HIST 14 304 1216 56% 7 238 952 44% 21.0 542.0 2168.0 100%
JPN 0% 7 137 548 100% 7.0 137.0 548.0 100%
LIT 12 220 880 57% 5 167 668 43% 17.0 387.0 1548.0 100%
MGMT 4 145 580 23% 16 477 1908 77% 20.0 622.0 2488.0 100%
PHIL 3 52 208 17% 5 251 1004 83% 8.0 303.0 1212.0 100%
POLI 12 489 1946 62% 7 299 1199 38% 19.0 788.0 3145.0 100%
PSY 54 1301 5131 46% 19 1532 6126 54% 72.0 2832.0 11257.0 100%
SCS 3 3 29 100% 0% 3.0 3.0 29.0 100%
SOC 7 249 996 33% 8 499 1996 67% 15.0 748.0 2992.0 100%
SPAN 5 134 534 31% 14 302 1206 69% 19.0 435.0 1740.0 100%
USTU 4 104 107 65% 2 57 57 35% 6.0 161.0 164.0 100%
WCH 49 84 460 99% 1 1 4 1% 50.0 85.0 464.0 100%
WH 2 32 128 52% 2 30 120 48% 4.0 62.0 248.0 100%
WRI 0% 139 2493 9891 100% 139.0 2493.0 9891.0 100%


SSHA Total 253 4707 18629 38% 274 7705 30418 62% 526.0 12412.0 49047.0 100%
01 CORE 2 38 38 1% 49 963 3852 99% 51.0 1001.0 3890.0 100%
01 Total 2 38 38 1% 49 963 3852 99% 51.0 1001.0 3890.0 100%


Grand Total 967 10560 40163 41% 479 15849 58282 59% 1447.0 26409.0 98445.0 100%


Subject - A key to subject (course) prefixes is provided on page 2. 
Credit Sects - Number of credit bearing sections taught. 
SCHrs - Number of Student Credit Hours


                                      Prepared by Institutional Planning and Analysis 10/07/2010    







School of Engineering (ENG) 


Subject Code  Subject Name Undergraduate Graduate 
BEST Biological Engineering and Small Scale Technologies  x 
BIOE Biological Engineering x  
CSE Computer Science and Engineering x  
EESC Electrical Engineering and Computer Science  x 
ENVE Environmental Engineering x  
ES Environmental Systems  x 
ME Mechanical Engineering x  
MEAM Mechanical Engineering and Applied Mathematics  x 


    
School of Natural Sciences (NS) 


Subject Code  Subject Name Undergraduate Graduate 
BIO Biological Sciences x  
CHEM Chemistry x x 
ESS Earth Systems Science x  
MATH Applied Mathematics x x 
NSED Natural Sciences Education x  
PHYS Physics x x 
QSB Quantitative and Systems Biology x  
    
School of Social Sciences, Humanities and Arts (SSHA) 


Subject Code  Subject Name Undergraduate Graduate 
ANTH Anthropology x  
ARTS Art x  
CHN Chinese x  
COGS Cognitive Science x x 
ECON Economics x x 
FRE French x  
GASP Global Arts Studies Program x  
GEOG Geography x  
HIST History x  
JPN Japanese x  
LIT Literatures and Cultures x  
MGMT Management x  
PHIL Philosophy x  
POLI Political Science x  
PSY Psychology x x 
SCS Social and Cognitive Sciences  x 
SOC Sociology x  
SPAN Spanish x  
USTU Undergraduate Studies x  
WCH World Cultures   x 
WH World Heritage x  
WRI Writing x  





		Workload Summary

		Key to Subject Code
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Criterion:  
Assessable PLOs 


Criterion:  
Valid Evidence 


Criterion:  
Reliable Results 


Criterion:  
Results Summary 


Figure. The level of assessment 
development of the Merritt Writing 
Program (*MWP & Core 1) relative to all 
other programs. Scores reflect 
committee evaluation of 2009 PLO 
Assessment Reports using UC Merced’s 
Rubric for the Report on PLO 
Assessment. For each of the rubric’s five 
criteria, the percentage of reports judged 
to be at each level of development - 
Initial (I), Emerging (E), Developed (D), 
Highly Developed (HD) or intermediate 
to two levels (for example, I/E) - is 
provided by School or GE (Core 1) 
(n=23).   
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PLO Report Review Summary 
 


Name of Program: MERRITT WRITING PROGRAM 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 


 


Reviewer  Assessable PLO  Valid Evidence  Reliable Results 
Results 
Summary 


Conclusions & 
Recommendations


Average  E  D  D  D  D 
 
Primary 


E  D  D  D  D 


 
Secondary 


E  D  D  D  D 


 
 


2) A clear strength of the program’s assessment efforts. 
 
  Primary Reviewer: The high degree of faculty participation and the collaborative nature of the 


entire assessment enterprise as a way of improving learning.  This is the real goal of assessment. 
 
  Secondary Reviewer: Agree. 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development. 


 
  Primary Reviewer:  As the review itself notes, the PLO is not sufficiently clear to students; my 


greater concern is that it is focused on the wrong point.  See notes below.  That said, I’m 
impressed with how the group recognized that the rubric actually undercut consensus.  Face‐to‐
face discussion of readings seems to be required to shift the focus back to holistic grading, with 
the rubric merely providing guideposts, from rubric‐centered, with subcategories yielding partial 
scores.  Cf my comments on the CORE 1 assessment. 


 
 
  Secondary Reviewer:  As the program notes, the program and students would benefit from 


revisions to the PLO that more clearly articulate how the students can demonstrate having 
engaged in the iterative process of writing with the focus on why iteration is a valuable skill to 
develop. Are they learning to practice it regularly and effectively? How will students demonstrate 
this through the portfolio?  


 
  Selecting the type of rubric, should in part, depend upon what the program wants to gain from 


the assessment process. While a holistic rubric and evaluation might provide the program with a 
sense of the overall quality of portfolio with respect to the PLO, it can make it difficult to identify 
particular criteria that need programmatic attention because the same holistic score can 
encompasses diverse combinations of strengths and weaknesses with respect to the underlying 
criteria.  







 Merritt Writing Program 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 
Assessable Program Learning 
Outcome (PLO) Emerging Rubric is in early stages of development; otherwise the PLO itself is measurable. 


Valid Evidence Developed Varied evidence (direct & indirect). 


Reliable Results Emerging Calibration needs improvement. 


Results Summary Developed Clear charts to indicate data trends. 


Conclusions & Recommendations Developed Results have been reviewed carefully and faculty engaged with stages of assessment 
process. 







 
 


  
PLO Report Review Summary 


 


Name of Program: CORE 1 
 


1) Reviewers’ assessments of the program’s level of development for each of the five criteria in the 
Rubric for the Report on PLO Assessment. 
 


 
Reviewer  Assessable PLO  Valid Evidence  Reliable Results  Results 


Summary 
Conclusions & 


Recommendations


Average  D  D  E  D  D/HD 
 


Primary 
D  D  E  D  HD 


 
Secondary 


D 
The rubric is 
extremely 
detailed 


without being 
impossibly 


cumbersome. 


E/D 
The PLO 


assessment 
does not 
include 
indirect 
evidence. 


E 
As was 


mentioned in 
the report 
itself, the 


addition of an 
inter‐rater 
reliability 
assessment 
would be a 
strength. 


D 
Nice balance 
of tabular 


presentation 
and numerical 
summary. 


D 
There is 


insufficient 
consideration of 
reliability to 


warrant a rating 
of HD. 


 
 


2) A clear strength of the program’s assessment efforts. 
 


  Primary Reviewer: That this assessment picks up on practices already in use makes it richer, more 
detailed, and more substantial than most.   


 
  Secondary Reviewer: The scoring rubric is exemplary; there is careful attention to exactly the 


right details. 
 


3) Two or three assessment practices to be strengthened, based on the criterion (or criteria) identified in 
question 1 as needing the most development.  


 
  Primary Reviewer:  (1) As already identified, there is not a satisfactory degree of reliability 


between the different raters.  This may be a consequence of using the rubric to establish sub‐
scores rather than using a rubric to guide holistic scoring.  See below.  


 
 
  Secondary Reviewer: (2) CORE 1 should work to establish an indirect line of evidence that 


provides information complementary to the direct evidence.  (3) In addition, a more formal 
treatment of rater reliability would be desirable. 







 Core 1 


 


Criteria 
Self-Assessed Level of 


Development Explanation of Self-Assessment 


Assessable Program Learning 
Outcome (PLO) Developed Although the PLOs are measurable, we can do more to focus the rubric and so improve 


instructor consensus and hence classroom instruction.   


Valid Evidence Developed Varied, cumulative, holistic evidence from student performance and student/instructor 
feedback. 


Reliable Results Emerging Calibration needs improvement. 


Results Summary Developed Charts to indicate results, although data could be further aligned with assessment 
criteria/calibration. 


Conclusions & Recommendations Developed 
Results have been reviewed carefully and faculty engaged with stages of assessment 
process. Nevertheless, implications continue to become apparent, and will be noted as 
necessary in subsequent reports. 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 
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Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 
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Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


 


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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REPORT:  Core 1 General Education Assessment, 2009 
Tom Hothem, FAO for Core 1 


 
I. ABSTRACT 
 
This report will summarize assessment efforts for Core 1 (UCM’s lower-division General 
Education course) during 2009, focusing in particular on two Program Learning Outcomes 
(PLOs) that are both central to the mission of the Writing Program (whose faculty staff Core 1 
discussion sections, and are instructors of record for the course) and fundamental to the concept 
of Core 1. The course’s chief concern is to get students to make connections among academic 
disciplines. As its syllabus states, “the course capitalizes on an interdisciplinary approach … to 
demonstrate, through examples, that complex questions are best understood not from a single, 
decoupled perspective, but by insights gained from different—even seemingly disparate—
approaches.” Such exploration and synthesis of different perspectives is also fundamental to the 
work of academic writing, as the Writing Program teaches it. Hence it seemed natural for us to 
begin our assessment efforts by investigating the Core 1 Cumulative Essay, a comprehensive 
course capstone in which students apply their understanding of academic argument (and its 
attendant rhetorical strategies) to surveying the course as they have experienced it, tying together 
often disparate subjects and concepts to demonstrate ways in which a range of academic 
disciplines contribute to common scholarly concerns.  
 
This report documents participating instructors’ approaches to teaching the Cumulative Essay 
and our collaboration in developing a shared rubric for grading the assignment. We then tested 
the rubric on a selection of sample student Cumulative Essays. Although we found that our 
students were not doing as well on the Cumulative Essay as we had hoped, we were pleased to 
have taken some initial steps toward calibrating our grading—a calibration that was initially 
somewhat difficult to attain, but was eventually confirmed by a separate group of participants 
who graded the same essays similarly. From this exercise we learned that we need to begin 
teaching the Cumulative Essay much earlier in term—and more comprehensively and 
regularly—than we had been doing previously, to properly sustain students’ satisfactory 
completion of the assignment by better enlisting their overall perspective of the course and 
encouraging their capacity to make broad connections among its subjects. We also decided to 
share our new Cumulative Essay grading rubric sooner in the semester, so that we could keep 
students aware of the task more consistently throughout term. We will continue to revise our 
rubric and overall approach to the Cumulative Essay by developing further methods of teaching 
it, and by holding general Cumulative Essay workshops during term. 
 
 
II. INTRODUCTION 
 
On 14 August 2009, seven members of the Writing Program’s General Education faculty 
(including Ann Bliss, Angela Winek, Kim Merenda, Meredith Oda, Liz Olson, Susan Varnot, 
and Tom Hothem, all lecturers in the Merritt Writing Program) met to carry out the following 
plan for AY 2009–2010, by investigating two Core 1 Program Learning Outcomes and 
developing a grading rubric based on them. On 3 December 2009, eight new Core 1 instructors 
(all MWP faculty) re-tested the rubric developed on 14 August, and corroborated the initial 
group’s results. 
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As is noted in the FAO Report for General Education, the Writing Program is integral to the 
Core 1 curriculum because its faculty teach writing intensive discussion sections that feature 
more intimate learning communities so as to help students process and advance ideas introduced 
in lectures. As such, Writing Program faculty are the instructors of record for all work in the 
course and dedicate much of their Core 1 instruction to teaching writing that spans and connects 
the disciplines. Whereas future assessment efforts should include a broader range of faculty 
involved in Core 1, this initial effort concentrates on pooling collective pedagogical approaches 
and resources with respect to two key aspects of the course that are central to Writing Program 
faculty’s role as “intellectual guides”—i.e., fellow scholars facilitating interdisciplinary student 
learning via intensive practice in composition and cultivation of rhetorical engagement. The hope 
is that we can immediately apply our findings to classroom practice, and that we can constitute 
something of a core group for coordinating future assessment efforts. 
 
The portion of the plan we investigated is described in the “WASC FAO Report: Writing 
Program, with General Education” thus: 
 
A.Y. 2009–2010 
 


Core 1 PLO:  Critique diverse perspectives from scientific, historical, artistic, and personal 
standpoints  
 
Core 1 PLO:  Craft written arguments that draw connections between the arts and sciences 
 
[Corresponding GE outcomes:  Communication:  To convey information to, communicate 
with, and interact effectively with multiple audiences, using advanced skills in written and 
other forms of communication; Self and Society:  To understand and value diverse 
perspectives in both the global and community contexts of modern society in order to work 
knowledgeably and effectively in an ethnically and culturally rich setting] 


 
(A. PLO Overview and Assessment Process): During the Summer/Fall of 2009, the Core 1 


curriculum committee will meet to review High-Middle-Low samples of Spring 2009 
Cumulative Essays, the capstone assignment for the course which asks students to 
explore their experience of the course by identifying and elaborating connections among 
six course foci (see Appendix Item C). Since this sample of student work is cumulative in 
nature, faculty will focus on the ways in which students are able to apply and integrate 
scientific concepts. From discussing the differences within a range of samples, we will 
refine criteria for assessing information literacy, presentation, and analysis, in particular 
the extent to which students are able to identify, incorporate, and evaluate uses of 
evidence to corroborate scientific, historical, artistic, and personal critiques of course 
material. 


(B. Evidence and Results): The resulting data from this multi-perspectival exercise should 
also reveal the extent to which students can draw connections between the arts and 
sciences. This review will help us develop a shared rubric for assessing such student 
work. Cumulative Essays in fall 2009 will include a standard self-assessment form paired 
with the assignment, which will be included in another review of samples. This will help 
us refine our current grading rubric, which we include in all syllabi (see Appendix Item 
F). With greater consensus on standards and criteria, faculty will be better able to 
communicate to students the benchmarks for success. Through workshop activities at the 
beginning of a semester students will be encouraged to apply this rubric to sample 
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projects, gaining familiarity with evaluation standards. Learning outcome results will be 
paired or triangulated with course evaluation feedback, which include specific questions 
about students’ perceived skill levels in quantitative reasoning and scientific literacy. 


 
We chose to begin our five-year assessment efforts with PLOs that focus on diverse scholarly 
perspectives, written argument and making connections not only because they are central to the 
interdisciplinary ethos of the course but because in many ways they represent two “poles” of the 
course with which Writing Program faculty are most concerned. The Writing Program’s work is 
intensively rhetorical, dealing explicitly with argument; it is also highly interdisciplinary, insofar 
as the program offers a range of disciplinarily-diverse curricula and recognizes that the field of 
writing spans disciplines. At the same time, such spanning of disciplines can pose problems, 
particularly when—as is regularly the case in Core 1—faculty teach material that is outside of 
their academic preparation. The instructional crux of Core 1 is faculty’s capacity to work in 
disciplines beyond their training, and as such Core 1 instructors work together to understand just 
what that means as well as to share expertise toward mastering such a range of subjects. Since 
the Core 1 Cumulative Essay represents the acme of argument in the course and the most 
integrative of assignments, it made sense to examine faculty’s assessment of the interdisciplinary 
connections students make by focusing on that with which the program generally concerns itself 
(and, arguably, does best):  teaching argument. Moreover, as the capstone for the course, the 
Cumulative Essay is a prime indicator of all the course represents—even though, as instructors 
have consistently noted, students are not as successful in completing the Cumulative Essay as 
instructors would like. In other words, there is significant room for student improvement on the 
assignment (which is integral to the mission of general education), and instructors would like to 
determine means of focusing student preparation for it (and perhaps of focusing the assignment 
better, to encourage student success). 
 
Our hope in assessing the Cumulative Essay for students’ aptitude in drawing on diverse 
scholarly perspectives, refining written argument, and developing the ability to make 
interdisciplinary connections was (1) to better determine student “best practices” for writing the 
essay (to identify students’ strategies for making sense of the course in terms of their mastery 
and application of argumentative strategies they develop in writing courses and in Core 1), (2) to 
develop means of better preparing students for writing the Cumulative Essay, and (3) to create a 
more reliable shared rubric for grading the Cumulative Essay. We also found that, in assessing 
the Cumulative Essay, we discovered what topics, readings and lectures resonated best with 
students, based on their inclusions thereof (such that in the Cumulative Essays we have some 
implicit yet reliable evaluation of what course foci were of particular interest, and therefore use). 
In addition, we found the students’ efforts to connect scientific with humanistic (or artistic) 
subject matter instructive for our own (as many of us come from humanities backgrounds and are 
also effectively “science learners”). 
 
To complete this assessment, College One has agreed to pay participating WP faculty an 
additional day’s salary for eight hours of retreat time (about $170 per participant, for a total of 
$1020). (A UCM lecturer’s hourly wage for teaching is $21.24, based on a lecturer salary of 
$43,336 divided by 2040 annual working hours.) 
 
 
 
 
 







2009 Core 1 General Education Assessment Session Report 
 


 


4


III. ASSESSMENT METHODS 
 
Pre-Meeting Preparation (July 2009):  Beforehand, 60 sample essays from Spring 2009 (from 
each of his/her sections, each instructor submitted one essay representing high achievement, one 
representing average achievement, and one representing low achievement) and “rangefinder” 
essays (five representative pieces, one high, two average, and two low, selected from the 
aforementioned 60) were compiled, masked, coded, archived, and distributed electronically. 
(Students’ permissions to use these essays for assessment purposes were obtained during spring 
semester.) Session participants were instructed to familiarize themselves with the rangefinders 
(for collective discussion) and to ensure that the remaining sample essays—for “live reading,” 
grading, and rubric/assignment assessment—were viewable on their laptops (which they brought 
to the session). Participants also reviewed the Cumulative Essay Assignment (see Appendix 1) 
and their own means of assessing student work in Core 1. 
 
Morning Session (14 August, 9:30–12:30):  The morning session consisted of reviewing the 
five-year assessment plan, to provide context for the day’s procedure and goals. We discussed 
the purpose of the Core 1 Cumulative Essay—a thesis-driven course capstone essay in which 
students reflect on the course by linking six of its foci together (see Appendix 1)—and examined 
various rubrics we had developed for grading it and other writing-related coursework (including 
an overview of the Core 1 grading process that is included in every syllabus; see Appendix 2). In 
comparing and contrasting these rubrics, we developed a single rubric in which Cumulative 
Essays are assessed equally (and with a sense of inter-relatedness) on each of the following 
categories: 
 
• SYNTHESIS (making connections):  Writing includes thesis (controlling argument), specific 
claim(s), development of ideas, and appropriate evidence from all required sources (foci, 
modules); integrates and relates diverse, cross-disciplinary perspectives ranging from the 
sciences to the arts (10pts  = 20%) 
 


Comment:  The Cumulative Essay is designed to span course foci across disciplines, so as to 
synthesize student learning and foster interdisciplinary connections (particularly between the 
arts, humanities, and sciences). One aim of the essay should be to examine the arts and the 
sciences in and of themselves and in relief of one another, so as to open up critical inquiry 
into either/both. To achieve this goal, the essay needs to have an incisive yet resilient thesis, 
one that fosters focus on individual foci by capitalizing on cross-disciplinary perspective. For 
instance, students might examine conceptions of scientific research by analyzing their 
representation in plays such as Berthold Brecht’s Life of Galileo and Michael Frayn’s 
Copenhagen. Alternatively, such ideas as the scientific method might provide means of 
understanding the process of discovery in artistic creativity (a process that is not unlike the 
scientific method, as Jared Stanley describes it in his lecture “A Portrait of the Artist as 
Researcher”). Any essay that espouses a vague or general thesis (such as “everything is about 
conflict”) cannot reflexively critique finer points of subjects and allow for purposeful 
connections among them. As such, a broad thesis cannot provide a strong foundation for the 
Cumulative Essay. 


 
• ANALYSIS (critical thinking):  Writing includes logical reasoning; critique and 
interpretation of relevant sources; balance of evidence and explanation; demonstrates 
understanding of scientific, historical, and/or artistic course material (10pts  = 20%) 
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Comment:  The group agreed that finding purposeful connections among course foci 
requires careful, patient analysis thereof. Hence we value sound logic, balanced awareness, 
critical incisiveness, clear explanation, and appropriate use of evidence to specify points in 
interdisciplinary contexts. All foci—whether they are scientific, historical, and/or artistic in 
nature—deserve close inspection to determine meaning. Without active critical thinking and 
the work of exposition, the Cumulative Essay lacks focus and forgoes its capacity to draw 
meaningful connections. Such analysis usually includes close reading of course texts, but can 
also entail similar scrutiny of lectures, data, or illustrations. 


 
• ORGANIZATION (fluency/form):  Writing shows logical, progressive coherence 
(ease of understanding), orderly cohesion (arrangement of parts; transitions), effective 
introduction and conclusion (10 pts = 20%) 
 


Comment:  Any significant critical undertaking must subscribe to a recognizable logic, so as 
to introduce, frame, and investigate claims. Indeed, structure is key to making connections 
and allowing for deeper engagement, because it scaffolds argument—such that the writer 
walks the reader through his/her reasoning. Without such structure, connections can easily 
become blurred or lost, and claims can lose their incisiveness. Indeed, to critique diverse 
perspectives one must be able to represent them accurately and distinctly. Proceeding in a 
disorganized fashion threatens the focus one might achieve in writing such an essay. 


 
• PRESENTATION (style):  Writing conveys clear purpose; shows effective word 
choice; negotiates brevity and explanation (tightening or expanding as necessary to 
produce clarity), awareness of critical method and academic audience (10 pts = 20 %) 
 


Comment:  A big part of any essay—and particularly the Cumulative Essay—is a clear 
sense of awareness on the part of the writer. S/he must demonstrate his/her critique and how 
it can proceed or could be read. Without an effective negotiation of meaning with readers, 
connections get lost and focus becomes blurred. Hence we agreed that, to effectively forge 
connections among course foci, the Cumulative Essay must feature an awareness of purpose 
and sense of significance (lest it merely become survey for survey’s sake). In this way, a 
writer might cultivate a sense of style, a feel for his/her audience, in the critical enterprise. 


 
• RHETORICAL CONVENTIONS (mechanics, documentation):  Text is free from 
errors in grammar, punctuation, spelling, and usage; smoothly integrates evidence and 
incorporates in-text documentation; incorporates advice for revision; includes correctly 
formatted Works Cited page. (10 pts = 20%) 
 


Comment:  No writing—no matter how connective or focused—achieves its purpose (or 
even acknowledges one) if it is poorly executed at the sentence or paragraph level, or if it 
does not clarify or standardize formatting and citational practice. This portion of the rubric 
addresses what might be called “mechanical” concerns common in student writing. It also 
addresses the need for proper documentation and citation—a crucial aspect of academic 
pursuit, especially when it spans disciplines and knowledges the way that the Cumulative 
Essay ideally does. Hence this category allows us to focus on student writing skills as well as 
their ability to produce academic inquiry that subscribes to common scholarly reporting 
paradigms. 
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Core 1 Cumulative Essay Rubric (50 points possible)      
 ____ Meets Length Requirement 
Name:________________________ Section: ______  Date: ________  ____ On time: paper & turnitin 
____# Drafts  ____ Proper formatting/citing 
   


 
CRITERIA 


“A” (10–9) > outcomes 
“B” (8–9) = outcomes 
“C” (7–8) ≤ outcomes 
“D/F” (<7) < outcomes 


SYNTHESIS (making connections):  Writing includes thesis (controlling argument), specific 
claim(s), development of ideas, and appropriate evidence from all required sources (foci, 
modules); integrates and relates diverse, cross-disciplinary perspectives ranging from the 
sciences to the arts (10pts  = 20%) 
COMMENTS: 
 
 
 
 


 


ANALYSIS (critical thinking):  Writing includes logical reasoning; critique and interpretation 
of relevant sources; balance of evidence and explanation; demonstrates understanding of 
scientific, historical, and/or artistic course material (10pts  = 20%) 
COMMENTS: 
 
 
 
 


 


ORGANIZATION (fluency/form):  Writing shows logical, progressive coherence (ease of 
understanding), orderly cohesion (arrangement of parts; transitions), effective introduction and 
conclusion (10 pts = 20%) 
COMMENTS:  
 
 
 
 


 


PRESENTATION (style):  Writing conveys clear purpose; shows effective word choice; 
negotiates brevity and explanation (tightening or expanding as necessary to produce clarity), 
awareness of critical method and academic audience (10 pts = 20 %) 
COMMENTS:  
 
 
 
 


 


RHETORICAL CONVENTIONS (mechanics, documentation):  Text is free from errors in 
grammar, punctuation, spelling, and usage; smoothly integrates evidence and incorporates in-
text documentation; incorporates advice for revision; includes correctly formatted Works Cited 
page (10 pts = 20%) 
COMMENTS:  
 
 
 
 


 
 


GENERAL  COMMENTS:   
 
 
 
 
 
 


TOTAL: 
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Afternoon Session (14 August, 1:30–4:30):  We tested the rubric on the selection of 
“rangefinder” essays that had been distributed electronically beforehand. We read and discussed 
three rangefinder essays—one an example of low achievement, one an example of middle 
achievement, and one an example of high achievement, as determined by Spring 2009 instructors 
who chose and archived such essays from their sections. Whereas we found it easy to identify the 
high, middle and low examples—where the high achieving example pursued an incisive thesis 
that guided good synthesis of diverse course foci, the middle achieving example generally tied 
course foci together but employed a relatively loose thesis to assemble the analysis, and the low 
achieving example lacked focus because it could not formulate a thesis and could not synthesize 
course foci—in using our new rubric we experienced some disagreement on how such examples 
might be assessed numerically. Many of us are unused to grading on a numerical scale, as we 
have traditionally graded written work according to letter grades. As such we adjusted the rubric 
to address scales of achievement on each criterion—where an “A” paper exceeded the outcomes 
we were investigating, and thus merited a 9/10 or 10/10; a “B” or “C” paper met outcomes, and 
thus merited an 7/10 or 8/10; and a “D” or “F” paper approached outcomes, and merited 
anything from a 6/10 downward. These scales helped us create consensus—by dividing the 
larger numerical scale into more manageable sub-scales—although as results show we need to 
practice applying our rubric and its scales further to refine our use of it.  
 
With our rubric thus shaped and applied, we set to work on “live reading” of sample essays and 
numerical assessment of them. Each reader was given four essays to read and assess as “first 
reads” and four more to assess as “second reads,” such that we assessed twenty-eight essays in 
total. Once the reader was finished with his/her “first reads,” s/he chose four essays from other 
readers for “second reads.” The idea was to get two opinions for each sample essay, and to 
hopefully find some agreement (i.e., accuracy) among each pair of readers. Hence each of the 
twenty-eight essays was read and assessed twice, and the results tabulated in Appendix 2. 
  
Once finished with the live reading, we reflected on the day’s work, noted the challenge of 
aligning numerical scoring (given the rather broad 50-point window, where each two points 
constitutes one-third of a letter grade), and planned ways of integrating our Cumulative Essay 
rubric into faculty meetings this fall, so as to practice it further and get all faculty accustomed to 
using it in grading all Cumulative Essays in December. 
 
 
3 December 2009:  During one of the Core 1 staff meetings in which we discussed approaches 
to teaching and grading the Cumulative Essay, six new instructors (Amy Fenstermaker, Heather 
Devrick, John Haner, Nahrin Mirzazadeh, and Derek Merrill), two returning ones (Tom Hothem 
and Angela Winek), and Core 1 Committee Chair Wil van Breugel re-tested the rubric on sample 
Cumulative Essays that were also assessed in the initial session. Not only did we find the rubric 
helpful, but there was general calibration between the original assessors (who had at least two 
semesters’ worth of experience teaching the course) and the new instructors—who in turn found 
the rubric particularly useful for their understanding of the assignment (the concept of which was 
new to them, insofar as it was their first time teaching the course). 
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IV. RESULTS 
 
A. ASSESSMENT METHODS 
 
1. The following chart documents each of the totaled scores given by Ann Bliss (AB), 
Angela Winek (AW), Kim Merenda (KM), Liz Olson (LO), Meredith Oda (MO), Susan 
Varnot (SV), and Tom Hothem (TH) in the initial assessment session to twenty-eight 
sample student Cumulative Essays beginning with sample essay E (essays A, B, C, and D 
were among the range-finders we used for preliminary discussion and pre-calibration).  
 
Reader > AB AW KM LO MO SV TH 
Essay E   28 (F)   38.5 (C+)  
Essay F 43.5 (B+)     43 (B)  
Essay G  30 (D–)  37.5 (C)    
Essay H 30 (D–)     30.75 (D–)  
Essay I     25 (F) 32 (D)  
Essay J    44.5 (B+) 42 (B)   
Essay K      25 (F) 18 (F) 
Essay L   32 (D)    40 (B–) 
Essay M 27.5 (F)   31.5 (D)    
Essay N  31 (D–)   38 (C)   
Essay O      36.5 (C) 42 (B) 
Essay P   28 (F)  29 (F)   
Essay Q  34 (D+)  39 (C+)    
Essay R 41.5 (B)      36 (C–) 
Essay S  38 (C) 48 (A)     
Essay T 41.5 (B)      44 (B+) 
Essay U  32 (D)     41 (B) 
Essay V    34.5 (D+)  33 (D)  
Essay W   29 (F)  34 (D+)   
Essay X  31 (D–)  38.5 (C+)    
Essay Y     31 (D–)  33 (D) 
Essay Z   34 (D+) 37.5 (C)    
Essay AA 46 (A–)    29 (F)   
Essay BB 36 (C–) 32 (D)      
Essay CC  40 (B–)    42.5 (B)  
Essay DD 46.5 (A)    43 (B)   
Essay EE   25 (F) 34.5 (D+)    
Essay FF   28 (F)    38 (C) 
 
 
READER CALIBRATION 
 
• Total # of Times Reader Graded Higher/Lower than Other Reader for Same Essay: 
 
AB = 5H/3L AW = 0H/8L KM = 1H/7L  LO = 8H/0L  
MO = 3H/5L SV = 5H/3L  TH = 6H/2L 
 
• Mean Reader Disagreement:  5.6 (about one full letter grade) 
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• % Grade Agreement 
 
Within 2 points (about 1/3 of a letter grade):  5/28 = 18%  
 
Within 5 points (about 1 letter grade):  14/28 = 50% 
 
 
2. The following chart compares the above scores on sample Cumulative Essays with each of 
the totaled scores resultant from re-testing the rubric with entirely different readers 
(instructors who were new to the course) on the same essays. The first two reader columns 
represent scores from the initial readers; the second two reader columns represent scores from 
the secondary readers. Both pairs of readers are averaged in additional columns. 
 
 


Reader > Initial 1 Initial 2 Initial Average  Secondary 1 Secondary 2 Sec. Average 
Essay E 28 (F) 38.5 (C+) 33 (D)  32 (D) 34 (D+) 33 (D) 
Essay F 43.5 (B+) 43 (B) 43 (B)  44 (B+) 46 (A–) 45 (A–) 
Essay G 30 (D–) 37.5 (C) 34 (D)  46 (A–) 39 (C+) 42.5 (B) 
Essay H 30 (D–) 30.75 (D–) 30.4 (D–)  28 (F) 19 (F) 23.5 (F) 
Essay I 25 (F) 32 (D) 28.5 (F)  33 (D) 30 (D–) 31.5 (D) 
Essay J 44.5 (B+) 42 (B) 43.25 (B)  39 (C+) 40 (B–) 39.5 (C+) 
Essay K 25 (F) 18 (F) 21.5 (F)  29 (F) 31 (D–) 30 (D–) 
Essay L 32 (D) 40 (B–) 36 (C–)  39 (C+) 37 (C) 38 (C) 


 
Not only was there general accuracy/agreement among the new readers, with the exception of 
Essays G, H and K (although H and K were both non-passing papers, at or near “F,” and thus 
still relatively consistent) there was also general consensus between initial and secondary 
readers. 
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B. STUDENT PERFORMANCE (Based on Initial Read, Tabulated in A1) 
 
• Grade Distribution in Initial Sample of Grades Given by Readers:   
 
A = 2  B = 8  C = 6  D = 7 
A– = 1  B– = 2  C– = 2  D– = 6 
B+ = 3  C+ = 3  D+ = 5  F = 11 
 
• Mean Grade:  D+  • Mode Grade:  D 
 
• % Passing (C– or better):  49% 
 
• Scoring per Category (includes initial reading and secondary reading): 
 


 
CRITERIA 


“A” (10–9) > outcomes 
“B” (8–9) = outcomes 
“C” (7–8) ≤ outcomes 
“D/F” (<7) < outcomes 


SYNTHESIS (making connections):  Writing includes thesis (controlling argument), specific 
claim(s), development of ideas, and appropriate evidence from all required sources (foci, 
modules); integrates and relates diverse, cross-disciplinary perspectives ranging from the 
sciences to the arts (10pts  = 20%) 
 


 
Mean = 7.09 
Mode = 7 and 8 


ANALYSIS (critical thinking):  Writing includes logical reasoning; critique and interpretation 
of relevant sources; balance of evidence and explanation; demonstrates understanding of 
scientific, historical, and/or artistic course material (10pts  = 20%) 


 
Mean = 7.04 
Mode = 7 and 9 


ORGANIZATION (fluency/form):  Writing shows logical, progressive coherence (ease of 
understanding), orderly cohesion (arrangement of parts; transitions), effective introduction and 
conclusion (10 pts = 20%) 


 
Mean = 6.83 
Mode = 7 or 8 


PRESENTATION (style):  Writing conveys clear purpose; shows effective word choice; 
negotiates brevity and explanation (tightening or expanding as necessary to produce clarity), 
awareness of critical method and academic audience (10 pts = 20 %) 


 
Mean = 7.14 
Mode = 7 


RHETORICAL CONVENTIONS (mechanics, documentation):  Text is free from errors in 
grammar, punctuation, spelling, and usage; smoothly integrates evidence and incorporates in-
text documentation; incorporates advice for revision; includes correctly formatted Works Cited 
page (10 pts = 20%) 
 


 
Mean = 6.98 
Mode = 9 
 


  
Whereas most scores generally regressed to C– level, the difference between the mean and 
mode scores in the Synthesis and Rhetorical Conventions categories points up some reader 
disagreement about the rubric and/or the student work. Nevertheless, for these data to be 
indicative we would need a larger sample and to apply an inter-rater reliability statistical 
assessment.  
 
• The difference between mean and mode in the Synthesis category may suggest that the 
concept of synthesis was less defined among readers than other concepts were, and that 
readers perhaps unintentionally erred on the side of caution. 
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• The pronounced difference between mean and mode in the Rhetorical Conventions category 
may suggest disagreement among readers about what constitutes proper grammar, 
punctuation, spelling, etc., and/or formatting. 
 


 


V. CONCLUSIONS & RECOMMENDATIONS 


 
It would be remiss not to note that, despite our best efforts, there is some significant noise in the 
resultant data, as some readers disagreed on how to assess a given sample essay, and there is 
occasional distortion in how the rubric adds up (despite readers being relatively confident in 
awarding numerical values on individual scales). We suspect that this effect is likely due to (1) 
the variety of student responses (given how many ways there are to approach the assignment, and 
thus how many ways there are to assess it), (2) the newness of the rubric, (3) the range of faculty 
perspectives involved in grading (although we do practice grade norming in Core 1 instructor 
meetings), and (4) the unwieldiness of having so many points at the grader’s disposal. It can be 
difficult to make all instances of such a lengthy, often digressive, piece of writing subscribe to 
common rhetorical characteristics. Also, whereas two instructors may agree that a given essay 
warrants a “B,” the numerical scale may reveal two different values for the “B,” or it may 
contribute to further grade divergence because of the additional variables and numerical values 
by which it operates. (Such numerical discrepancy is further intensified by some readers having 
occasionally awarded fractions of points, rather than whole numbers.) Of course, it is useful to 
allow general “point windows” for instructors to deploy as they see fit, although in assessing 
Cumulative Essays as a group we may wish to move to a more confined scale such as the AWPE 
holistic scale for essay grading (see Appendix 3), which is based on six categories of quality, 
numbered 1 through 6. Thus, to reduce noise and cultivate confidence in our rubric (and our 
approach to teaching the Cumulative Essay), it will benefit us greatly to regularly pursue such 
assessment efforts in subsequent staff meetings, to exercise the rubric and cultivate familiarity 
with it. This was proven quite nicely in the secondary reading session we held in December, 
where new instructors generally agreed with each other and with previous readers on how to 
assess each sample essay. 
 
That said, despite the relative artificiality of the circumstances (i.e., meeting as a group to grade 
essays blindly, when we would ordinarily do so both in isolation and with better knowledge of 
the authors—the students in our respective classes), we were generally pleased with the promise 
of agreement among readers (and realization thereof in the secondary reading session), a 
developing degree of accuracy that is suggestive of a shared sense of mission in teaching and 
assessing the Core 1 Cumulative Essay. For instance, as per the outcomes we were investigating, 
it is clear from this assessment exercise that those of us who teach Core 1 encourage students to 
entertain diverse perspectives that aren’t confined to one or two academic disciplines. As 
mentioned previously, this hasn’t always been the case, insofar as many Core 1 instructors—who 
often come from humanities backgrounds, especially literature—haven’t always been 
comfortable teaching such otherwise “alien” subject matter as scientific material. Our developing 
approaches to teaching the Cumulative Essay indicate a growing comfort level with processing 
scientific subjects as well as “humanistic” ones, such that we’re getting better at conceptualizing 
and critiquing them in terms of one another—and in imparting that inquisitive interdisciplinary 
spirit to our students. It is also clear—as evidenced by the rubric we developed and the ways in 
which it was applied—that we share a commitment to working with students on crafting 
connective written arguments. In that regard, our teaching of argument may be our best means of 
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integrating course material from across the disciplines, both for ourselves and for our students. 
That commitment has been a hallmark of the course, and will continue to serve as a backbone for 
our efforts in teaching it. 
 
Instructors who participated in the project report a similar sense of shared commitment derived 
from the assessment exercise. Liz Olson points out that the exercise helped us identify common 
themes and issues. She suggests that “having us engage the process of collectively writing the 
rubric was effective in helping us develop our ownership of the course, and also in creating a 
more rigorous system for evaluating the work of students across different sections. Because 
CoreOne is a general education course taught by such a diverse set of professors, having us 
spend time and energy to coordinate teaching and assessment is essential.” Meredith Oda 
observes that, whereas “the sovereignty of each section versus an umbrella curriculum” in Core 1 
“makes it difficult to grade essays from different classes with the same rubric,” the exercise 
represented the first time she had “a comprehensive sense of what the assignment was asking for 
and how students should respond,” such that her subsequent understanding of the assignment 
“follows much more closely to that of some of the other lecturers.” As a result, she explains, we 
might teach and assess the Cumulative Essay more rigorously:  “I am now encouraged to ask 
more of my students in their work for this essay; in the past, I was unsure of how much I could 
push them to do.” Liz and Meredith both point out that we would have benefited from more time 
in the session—perhaps two days instead of one. Depending on resources, we would like to 
consider such a retreat in the future. They also imply something equally crucial, if not 
paramount—that the course is only as good as the sum of its parts (the rich contributions of its 
participating faculty), and as such should evolve according to intersections among participants’ 
interests and expertise. In this respect, our sense of the Cumulative Essay will also evolve, and 
we will continue to find ways to communicate that evolution to student writers. 
 
One of the serendipitous findings of the assessment session was a sense of what curricular 
components work well in a given semester. Students’ relative mastery and/or employment of 
some readings or lectures (as opposed to others) could be seen as implicitly endorsing such 
curricular components. For instance, students often referred to the course unit on classification, 
noting such things as how arbitrary and/or artificial Linnaean taxonomy can be, particularly in 
light of modern genetic research. They then used such conceptual material to point out similar 
arbitrariness/artificiality in the ways in which races or ethnicities and even academic disciplines 
are distinguished. To extend the concept even more broadly—and thus to practice the kinds of 
connection that Core 1 encourages and the Cumulative Essay expects—categorizing a problem 
such as global warming as solely a weather issue, for instance, can preclude other approaches to 
defining the problem—such as noting human or technological influence. Although most course 
material was adaptable in such ways, other course material wasn’t as well represented, or wasn’t 
used as effectively. Such material—which, for instance, in the semester from which we pulled 
sample essays, included a unit on warfare and surveillance—could thus be better integrated into 
the course, and/or rethought in terms of inclusion. 
 
As for how to better maximize student performance on the assignment, we agreed that, if the 
Cumulative Essay is to remain the capstone for the course, instructors need to focus on it 
throughout term and not leave students to pursue it exclusively at term’s end. We need to 
practice thesis-building—and therefore the building of connections—throughout term, perhaps 
by focusing on the “bigger picture” of the course more often, doing more connective in-class 
exercises, and by assigning more cumulative work earlier in the course. Fundamentally, we need 
to have students practice the crafting of theses, so as to allow for more specific incision into a 
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variety of subjects (whereas otherwise students are prone to employ broad theses that detract 
from focus). We will also consider building more connective suggestions into the essay prompt, 
and to track earlier coursework into/toward the Cumulative Essay. Crucial to such efforts is the 
mid-semester Cumulative Essay Preview session that Writing Faculty recently developed and are 
continually improving. Initially, the session was something of a collective brainstorming session, 
wherein we simply led a discussion of connections students might make across the course. Now 
we use the time to provide enhanced overviews of the course, to cover effective use of materials, 
to illustrate means of developing good theses, and to have student participants collaborate on 
outlines for hypothetical Cumulative Essays. One obvious implication of our investigation is that 
we will share the Cumulative Essay rubric much earlier in term, and apply it to other essays 
written for class (so as to cultivate students’ awareness of and conversance with it). 
 
With respect to students’ relative success on the various categories (i.e., Synthesis, Analysis, 
Organization, Presentation, and Rhetorical Conventions), the results reflect slightly better 
achievement on Synthesis, Analysis and Presentation, and slightly lower achievement on 
Organization and Rhetorical Conventions. This may be because the essays are rich in ideas but 
not cohesive or polished enough. Again, teaching the Cumulative Essay piecemeal, and with 
regard to other, similar assignments, throughout term, may help in encouraging more developed 
essays later in term. In short, we need to match the execution of the essay with the ideational 
energy that fuels it, so as to maximize both. 
 
 
VI. IMPLICATIONS OF PROPOSED CHANGES 
 
We will distribute and use the new rubric in Core 1 classes this year, and better distribute/pace 
the teaching of the Cumulative Essay so that it isn’t confined to later in term. Given how much 
more we have to learn from our “live reading” session and from pairing such an effort with 
student self-evaluations, we will likely need to double our current assessment efforts time-wise. 
This will mean seeking additional funding for the purpose; $2,000 should cover two days’ worth 
of work with six participating faculty. 
 
 
VII. SELF-EVALUATION 
 
 Rating Explanation 
Assessable PLO Developed Although the PLOs are measurable, we can do more to focus 


the rubric and so improve instructor consensus and hence 
classroom instruction.   


Valid Evidence Developed Varied, cumulative, holistic evidence from student 
performance and student/instructor feedback. 


Reliable Results Emerging Calibration needs improvement. 
Results Summary  Developed Charts to indicate results, although data could be further 


aligned with assessment criteria/calibration. 
Conclusions & 
Recommendations 


Developed Results have been reviewed carefully and faculty engaged 
with stages of assessment process. Nevertheless, 
implications continue to become apparent, and will be noted 
as necessary in subsequent reports. 
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VIII. APPENDICES 
 


 
APPENDIX 1:  CUMULATIVE ESSAY ASSIGNMENT PROMPT 
 
Core 1:  The World at Home Cumulative Essay Assignment 
 
Due Date:  Week of 5/11 
 
To guarantee it’s your own work, don’t forget to submit your work to turnitin.com. 
 
The Cumulative Writing Assignment is an integrative “capstone” essay in which you’ll address a 
common theme (or thread) in the course and trace it through examples from across term. The 
Cumulative Essay should be about 1800 words (roughly 6-8 pages), with at least 2/3 of a 
page devoted to each example/focus. It must examine SIX examples/foci from at least FOUR 
different modules, must be guided by a thesis paragraph that elaborates your theme/thread 
and gives an overview of your essay, and must conclude gracefully (with a well-elaborated 
parting comment).  
 
Specify a thread that you see running through the course. This could reflect a combination of a 
few lectures and readings, or a common idea that appears in each module. (A topic might be, for 
example, “the unintended consequences of innovation,” or the extent to which a series of 
lectures/readings relate to a specific place, time, item, artwork, etc.) Because of the distinct 
challenge of such an assignment—in a sense, your job is to connect human history from its 
origins to its uncertain future—you are encouraged to start looking for and developing threads as 
soon as possible. The following are some suggestions for how you might brainstorm a thread to 
explore in your essay: 
 


 Browse through your reflection papers:  Are there any interesting patterns of thought, 
connections between materials, and/or implicit themes between entries? 


 Check out the Core 1 syllabus and the “Topics Synopses” document on CROPS for brief 
descriptions of the modules and lectures (see Resources Folder). What recurring themes 
do you see? 


 Look over your weekly assignments. Which ideas or assignments interested you the 
most? Is there a way to expand a smaller project into a larger one? Do any of the projects 
fit together in some way? 


 Look over the “Recipes for Theses” in Tom’s “Zany Miscellany of Essay Wisdom” (#s 8-
11). Consider how you might build an essay “from the ground up,” or, alternatively, 
“from the top down.” (see overleaf) 


 
Note:  As long as it is germane to your theme, you may draw upon (and/or integrate material 
from) your previous writings in Core 1. 
 
Support your thesis/theme with specific discussions of documented examples. Avoid 
making blanket statements; use the body of the essay to elaborate particular foci in 
depth—using quotes, data, and concepts that are fluidly explained. 
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APPENDIX 2:  EVALUATION OF CORE 1 ASSIGNMENTS (from Core 1 Syllabus) 
 
Those of us who teach Core 1 are often asked about how we grade assignments. Having 
established point systems and criteria to govern our evaluations of these assignments, we present 
our rationale to you here in hopes of demystifying what some might consider a “mysterious” 
process.    
 
With respect to quantitative assignments, a correct answer must be supplied in order for the 
assignment to receive full credit. However, we believe that process is a fundamental component 
of both quantitative and qualitative reasoning, and that explanation is essence of both. Therefore, 
any quantitative exercise that clearly (and creatively) describes its process and the significance 
thereof, uses the tools provided by the assignment, and shows evidence of sincere engagement 
can still receive a high grade, even if an incorrect answer is provided at the end.  
 
Qualitative assignments (essays) are slightly different in nature. Essays rarely have a “correct 
answer,” after all. Nevertheless, we will only give top marks to essays that: 


– present information accurately and make logically sound arguments; 
– develop ideas fully and in an organized fashion;  
– display complexity of thought and appreciation of various perspectives; 
– approach issues and problems from creative angles; 
– are noteworthy for their overarching focus and coherence; and 
– engage course readings and/or lectures in sufficient depth. 


Essays do not have to receive perfect scores in all of these areas to receive full points, but 
coming up short in one criterion or another will likely affect your grade. 
 
We hope that this clarifies what we look for when evaluating these assignments. If you have any 
questions while working on either a qualitative or a quantitative assignment, contact your 
instructor promptly so as to stay on the right track.    
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APPENDIX 3:  AWPE SCORING GUIDE (2007) 


In holistic reading, raters assign each essay to a scoring category according to its dominant 
characteristics. The categories below describe the characteristics typical of papers at six different 
levels of competence. All the descriptions take into account that the papers they categorize 
represent an hour of reading and writing, not a more extended period of drafting and revision. 


A 6 paper commands attention because of its insightful development and mature style. It 
presents a cogent response to the text, elaborating that response with well-chosen examples and 
persuasive reasoning. The 6 paper shows that its writer can usually choose words aptly, use 
sophisticated sentences effectively, and observe the conventions of written English.  


A 5 paper is clearly competent. It presents a thoughtful response to the text, elaborating that 
response with appropriate examples and sensible reasoning. A 5 paper typically has a less fluent 
and complex style than a 6, but does show that its writer can usually choose words accurately, 
vary sentences effectively, and observe the conventions of written English.  


A 4 paper is satisfactory, sometimes marginally so. It presents an adequate response to the text, 
elaborating that response with sufficient examples and acceptable reasoning. Just as these 
examples and this reasoning will ordinarily be less developed than those in 5 papers, so will the 4 
paper's style be less effective. Nevertheless, a 4 paper shows that its writer can usually choose 
words of sufficient precision, control sentences of reasonable variety, and observe the 
conventions of written English.  


A 3 paper is unsatisfactory in one or more of the following ways. It may respond to the text 
illogically; it may lack coherent structure or elaboration with examples; it may reflect an 
incomplete understanding of the text or the topic. Its prose is usually characterized by at least 
one of the following: frequently imprecise word choice; little sentence variety; occasional major 
errors in grammar and usage, or frequent minor errors.  


A 2 paper shows serious weaknesses, ordinarily of several kinds. It frequently presents a 
simplistic, inappropriate, or incoherent response to the text, one that may suggest some 
significant misunderstanding of the text or the topic. Its prose is usually characterized by at least 
one of the following: simplistic or inaccurate word choice; monotonous or fragmented sentence 
structure; many repeated errors in grammar and usage.  


A 1 paper suggests severe difficulties in reading and writing conventional English. It may 
disregard the topic's demands, or it may lack any appropriate pattern of structure or development. 
It may be inappropriately brief. It often has a pervasive pattern of errors in word choice, sentence 
structure, grammar, and usage.  
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ESSAY F:  Boundless Knowledge 
 
 The names of which we classify people, animals, and all things often act as clear 


reflections of us, rather than providing a clear representation for them---such that our systems of 


classification, though extremely comprehensive, may excessively objectify things, unfortunately 


hindering instead of helping society. Within the many voyages of understanding the many 


knowledgeable concepts and ideas of the world people inevitably begin to categorize and 


correlate common foundations of conventional knowledge based on highly objective standards 


and viewpoints. One essential danger of classification is the ramifications that so often cause 


indispensable abstractions of knowledge to be found unimportant, bounded to ignorant barriers 


of the personal inclusive or exclusive limits of knowledge people individually construct. 


 Taxonomy, known as the science of classifications, represents a key illustration of how 


failing classification systems inadequately diversify information in ways that exclude other 


forms of essential information, causing the classification system to be incredibly inaccurate. 


Linnaean taxonomy is biological classification, which utilizes the taxonomic ranks of kingdom, 


phylum, class, order, family, genus, and species to categorize and classify life systems. Many 


issues arise within the action of classifying due to the extreme inaccuracy that can possibly 


transpire. Carl Linnaeus, Sweden botanist, physician, and zoologist of the 1700’s, scientifically 


classified different species according to their physical features. Linnaeus’s classification system 


and his formal system of naming species, technically known as binomial nomenclature, is in 


continuance revision because of it’s inaccuracy of biological classifications. Linnaeus writes in 


his Introduction to Systema Naturae that “ the science of nature supposes an exact knowledge of 


the nomenclature, and a systematic arrangement of all natural bodies” (p.2). To be accurate and 


thus valid, Linnaean classification must solidify classification in general—that is, it must 
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reflect/represent all other classification schemes.  


 Linnaeus’s knowledge was inherently limited because he did not have access to such 


scientific concepts as DNA (Deoxyribonucleic acid) sequencing, nor did he travel very far. So 


his classification system was actually quite subjective. An instance of subjective, cultural 


classification resulting in controversy and inaccuracy occurred within the San Juan Puerto Rico, 


within the easternmost Caribbean Island of Barbados. The world’s tiniest snake, claimed to be 


discovered by a U.S scientist who later named the snake after his wife, classifying it as, “ 


Leptotyphlops Carlae,” the world’s smallest snake. Soon after this “discovery” a forty three year 


old Barbadian claims to have seen the snake in his early childhood, and stated that this newly 


discovered snake was in fact a well known snake to locals, identified as the “Thread Snake.” 


Linnaeus states that we “form just conclusion from things as they present themselves to our 


senses” (3). Though, our senses alone cannot be definitive, resulting in confusion, and 


inaccuracy, similar to what occurred within the Barbadian Snake situation. As a result, the 


systems by which people categorize complex species are inaccurate due to the high variance of 


the organisms being classified and, moreover, the limitations of the classification system. This is 


particularly clear when Linnaeus attempts to classify Homo sapiens. Using and extremely biased 


and extremely subjective system of classifying Linnaeus writes concerning his observations of 


different racial features, which sound quite discriminatory and biased. He writes, “Holientots” 


(Black people), appear to be less fertile, while supposedly appearing negligent, governed by 


caprice and also appear to be quite “crafty” (Hothem). Just as the biological classification system 


of Linnaeus, which functions solely off physical characteristics and general, “obvious” 


commonalities, people of different cultural and sociological characteristics are commonly and 


inaccurately classified. 
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 Well known sociologist Kevin Browne, writes within his article Introducing Sociology, 


concerning the true meaning of the trade, “ sociology is the systematic (or planned and 


organized) study of human groups and social life in modern societies…sociological research has 


shown many widely held ‘common-sense’ ideas and explanations to be false (p.2).” With this, 


Browne defines the study of sociology to be more than the mere study of the social aspects of 


people; he exemplifies this type of educational focus to be closely examining the different 


conventional concepts of knowledge in relation to all different types of people, cultures, and 


diverse characteristics. As living members of society, people all share conventional foundations 


of knowledge towards various social institutions such as, family life, the education system, and 


religion. With possessing these common strains of knowledge, people constantly overuse the 


purpose of classification and categorization. After making different forms of knowledge 


concerning different types of people and concepts easier to understand and more relatable to 


people, classification shifts into a negative and powerful force, known as stereotyping. From, 


“Ideas such as, that there is no real poverty left in modern Britain; that the poor and unemployed 


are inadequate and lazy; that everyone has equal chances in life …” Classification construes into 


complete, inaccurate stereotyping of different types of people who share many commonalities 


along with dissimilarities. The invalidity of the “common-sense ideas” people characterize others 


according to, “constantly change over time in different societies (Browne).” Due to this 


continuous shifting of ideal and outlook, accurate, solid grounds of classification according to 


people, can never truly be accomplished. From a sociological viewpoint, one must look at 


sociological concepts using the “sociological imagination,” observing different forms of 


knowledge and people in unfamiliar ways, from different angles, outside of the conventional 


viewpoint. 
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 Media companies act as effective outlets of information concerning the world we live in, 


though too often this information is communicated at the expense of objectifying people, further 


distancing us from one another. The illusion given from another concerning a knowledgeable 


subject can ignorantly control a whole society’s personal opinion and viewpoint. Through 


different strains of media, mainly those that involve visual display, people are constantly misled 


and falsely educated concerning the world around them. For instance, one stereotypical, 


classification extremity, which empowers much controversy and discriminatory attitude within 


America, is “Terrorism.” People classify groups of individuals as villainous, terrifying, evildoers 


because of what they are shown on television screens through heavily biased communication 


strains of media. Academic novelist and critic Raymond Williams, effectively illustrates the 


social ramifications of society falsely feeling at distance from the global horrors and disasters 


taking place within their midst, “ deprived of its actualities, television stood its reporters in the 


streets outside closed doors, constructed models and panels in its studios, and showed film from 


Argentina.” Williams writes concerning the disturbing and heavily filtered images people view 


on the television screen. These images create illusions of extreme distance to viewers, causing all 


personal responsibility and true knowledge of the falsely depicted events to be nonexistent. So 


simply, the horrifying devastations of war caused by a nation of people can be “on a 


comparatively small scale” because of falsely classified righteousness and illusionary “distance.” 


Screens dramatize how separate people truly are from what occurs around the world. The 


dreadful global disasters and kidnappings of children on television are not actually taken account 


of until the missing child becomes the next-door neighbor’s son or one’s younger sibling. When 


one classifies a race or certain type of individual on the basis of heavily biased representations, 


an essential sense of reality is lost. Building a solid perception upon cracked foundations of 
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inaccurate and filtered perceptions further falsifies the knowledge being established. 


 Classification can possibly make complex concepts, ideas, and forms of knowledge easier 


to comprehend, though it also misconstrues such large concepts into inaccurate summations of 


conventionalized knowledge. During the filtering process of classification, many essential details 


and contributing factors are lost and unaccredited while people classify and seek to isolate 


personal ideas. Often with trying to achieve simplification of an idea or visual complexity, 


people disregard imperative truths. Classification further devalues and simplifies essential 


contributing factors concerning certain bodies of knowledge about people, cultures, and 


ideologies. Subcultures constantly face this disadvantage with being understood within society 


because their foundations that they exist upon themselves are rarely understood or 


acknowledged. Subculture exemplifies a group of people with a culture that differentiates from a 


larger culture, which then causes the subculture to be alienated, and conventionally classified 


into a certain “group of individuals” or category. 1950’s media theorist and sociologist Dick 


Hebdige, writes so congruently concerning the connection between the hybrid music and culture 


form of Punk in relation to Reggae music origins of the West Indies. Within Meaning of Style, 


Hebdige writes concerning the many inaccuracies people attribute to the punk sub-culture and 


music form, classifying the music form as strictly white and just another “post-war subculture.” 


From, “Indeed, even punk’s epiphanies were hybrid affairs, representing the awkward and 


unsteady confluence of the two radically dissimilar languages of reggae and rock,” the clear 


hybrid elements of punk cannot be ignored, neither back shelved as insignificant factors in the 


creation of the punk art form. The fusing of such dissimilar music forms causes ultimate 


classification to be unachievable due to the many different contributing origins that created he 


Punk music form. Concerning the open alienation punk received, Hebdige writes, “ In punk, 
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alienation assumed an almost tangible quality. It gave itself up to the camera in ‘blankness’, the 


removal of expression, the refusal to speak and be positioned (p.29).” In attempt to solely 


classify and stereotype this vivid, hybrid art form into only “punk,” society encounters great 


difficulty due to it’s openness and faceless identity. Punk exists to be more than “white” music, 


characterized as solely rock and roll based and influenced. Hebdige concludes the essentiality of 


the two art forms intertwined as, “punk and the black British subcultures with which reggae is 


associated and connected.” He writes, “The dialogue between the two forms cannot properly be 


decoded until the internal composition and significance of both reggae and the British working-


class youth cultures” are understood (p.29). Assertion of the necessary essentials of possessing 


every contributing element during the attempt to classify a hybrid form of music is clearly 


evident. Hebdige illustrates that proper inference to simplify such a complex structure as the 


“Punk” sub-culture, cannot be valid unless all origin, history, and contributing factors are 


included and evaluated. 


 The dangers of classification truly lie within the biases of the individuals classifying. 


According to one individual or groups of individuals, certain knowledge is deemed important, 


insignificant, false, true, “good,” and “bad.” Often times the knowledge that is socially 


unacceptable and shushed within many learning communities illustrates the truly essential 


knowledge people falsely isolate as inappropriate or useless. For instance, University of 


California Merced Natural Sciences Professor, David M. Ojcius writes within a lecture 


concerning the many infectious sexually transmitted diseases within the Northern California 


Central Valley. Ojcius effectively illustrates the many infectious diseases being spread within the 


youth communities of local residential and educational areas, and also points out the lack of 


education and knowledge being provided concerning such serious conditions. He writes, 
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“Infectious diseases are still with us,” following with, “ Human behavior is responsible for many 


old and emerging diseases.” From this, one immediately understands the important roles people 


play in the spreading of infectious disease. Classifying certain types of knowledge as harmful, 


unimportant, or unnecessary creates and implicit danger upon those who do not receive vital 


knowledge. Classifying certain types of knowledge into bounds of inclusive and exclusive 


exposure to specific individuals constrains helpful information and often destroys the advantages 


of possessing such knowledge. 


 The ability to wonder if such a concept and aspect such as knowledge can every be fully 


known and receive accurate classifications among its many complexities, exemplifies the beauty 


of knowledge without bounds of socially classified constraints that manage the different ways 


one must think and view knowledgeable concepts. Within Carl Sagan’s Can We Know the 


Universe? The innumerable abilities and inabilities of humanity are exemplified, concerning the 


possibility or impossibility of human kind ever truly knowing all complexities of knowledge 


about the universe. In relation to the dangers of classification, Sagan illustrates concerning the 


potential mental and social barriers of “conventional wisdom,” writing that knowledge “requires 


courage—at the very least the courage to question the conventional wisdom.” Like sociological 


analysis, Sagan writes one must think scientifically, examining the world critically “as if many 


alternative worlds might exist, as if other things might be here which are not.” Sagan writes so 


clearly concerning the importance of stepping outside the mental boundaries people within 


society create and enslave intellectual capacities to. The conventional knowledge masks itself as 


a helpful tool to understand the world and social concepts within it, while it deceivingly 


constrains people into mental biases, which clouds one’s vision and causes essential details to 


never be recognized or sighted. Classification implies that people have some absolute knowledge 
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concerning the universe and those functioning within it. Sagan writes, “ Understanding is a kind 


of ecstasy. But to what extent can we really know the universe around us?” People yearn to 


understand and possess the right to curiosity, to gain any extent of possible knowledge, though 


the true dilemma dismisses any faulty attempts to classify such unknown capacities of 


knowledge due to the fact that such complexities can never be solidly known. “So in this sense 


the universe is intractable, astonishingly immune to any human attempt at full knowledge. We 


cannot on this level understand a grain of salt, much less the universe (p.2).” As Sagan gracefully 


explains, I myself,“ like a universe that includes much that is unknown and, at the same time 


much that is knowable (p.3).” 


Works Cited 
Browne, Kevin. “ Introducing Sociology.” An Introduction to Sociology. London: Polity, 1992. 
1-10. 
Hothem, Tom. "The Literature of Natural History and the Idea of Evolution." University of 
California Merced. Core Lecture. University of California Merced, Merced. Mar. 2009. 
Hebdige, Dick. “Holiday in the Sun” and “Boredom in Babylon.” Subculture: The Meaning of 
Style. 1979. London & New York: Routledge, Taylor & Francis, 2002. 23-29. 
Linnaeus, Carl von. “Introduction.” System Naturae. 1788. 13th ed. Trans. William Turton. 
London: Lackington, Allen, & Co, 1806. 
Ojcius, David M. "The Book Reopened on Infectious Diseases." University of California 
Merced. Core Lecture. University of California Merced, Merced. Mar. 2009. 
Sagan, Carl. “ Can We Know the Universe?: Reflections on a Grain of Salt.” Broca’s Brain: 
Reflections on the Romance of Science. New York: Random House, 1979. 13-18 
Williams, Raymond. “ Distance.” What I Came to Say. London: Hutchinson Radius, 1989. 36- 
43. 







  1


ESSAY L 


 Evolution can be related to almost anything because the term evolution has multiple 


definitions. Whether discussing the gradual change of a species over time or relating the theory 


to simple ideas like the creation of the universe, infectious diseases, or the way people function 


in society, evolution can be looked at as a correlation connecting all of these ideas. It can explain 


how a species evolves over time, how ideas become developed, how a disease can be spread and 


how the progression of society’s ideas can be advanced. 


 There are many theories on how the universe was created and over time the theories have 


changed and become more advanced. The theory of evolution is introduced in the “Origins of the 


Universe” in the sense that the definition of evolution is “the process of working out or 


developing an idea” (Merriam Webster). In Steven Hawking’s article “Our Picture of the 


Universe” Hawking writes about the evidence that different philosophers have come across in 


order to develop their own ideas on the structure of the universe. “As long ago as 340 B.C. the 


Greek philosopher Aristotle, in his book On the Heavens, was able to put forward two good 


arguments for believing that the earth was a round sphere rather than flat” (Hawking, 725). 


Aristotle was one of the first people to develop the idea that the earth was spherical and not flat 


and that the earth was the center of the universe. “Aristotle thought that the earth was stationary 


and that the sun, the moon, the planets, and the stars moved in circular orbits about the earth” 


(Hawking, 725). 


 Theories are always subject to change for betterment, but they are not facts so throughout 


different centuries if new evidence is discovered than the theory is subject to change and is 


advanced, so in a sense it evolves. Over time Aristotle’s ideas were expanded upon and were 


further developed. “This idea was elaborated by Ptolemy in the second century A.D, into a 



Administrator

Text Box

Middle







  2


complete cosmological model. The earth stood at the center, surrounded by eight spheres…” 


(Hawking, 275). Aristotle’s idea was further developed by Ptolemy when Ptolemy built a 


cosmological structure explaining and illustrating how the earth was the center of the universe, 


Aristotle’s idea was evolving because over time it was becoming more developed and details 


were getting worked out. The idea was further evolved when Nicolas Copernicus entered the 


picture, “A simpler model, however, was proposed in 1514 by a Polish priest, Nicolas 


Copernicus….His idea was that the sun was stationary at the center and that the earth and planets 


moved in circular orbits around the sun” (Hawking, 726). Copernicus developed a different 


notion based on Aristotle’s original idea but his concept was different than Aristotle’s and was 


later proven to actually be true. The idea of the earth being the center of the universe developed 


based on the contributions of Aristotle and Ptolemy’s ideas and later evolved to the actual 


revolution of the universe around the sun based on Copernicus’s findings. 


 The concept of the universe can be thought of in different stages. In Edward Harrison’s 


article “Creation of the Universe,” Harrison describes the universe in a variety of steps similar to 


the human life cycle and explains how cultures have different myths on how the universe was 


created. The universe is born (cosmogenesis), it goes through infancy (cosmogony), senility 


(eschatology) and later dies (cosmothanatos). “Cosmogony (evolution of the early universe and 


the formation of structure) and eschatology (evolution of the dying universe and the dissolution 


of structure) are long-established subjects of scientific inquiry…” ( Harrison, 515). Throughout 


time the universe will evolve into these different stages and will eventually die. This exhibits 


evolution because the universe has gradually gone through different stages and has grown older. 


“In the myths of later ages, the living and nonliving things tended to be distinguished, and 


creation occurred as a sequential process, often as a twofold act, in which living and nonliving 
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worlds were created separately” (Harrison, 515). This exhibits evolution by the definition of 


evolution being “the process in which the whole universe is a progression of interrelated 


phenomena” (Merriam Webster). In time as the universe evolved living and nonliving things 


became distinctly separated, and because of this evolvement, humans and life forms have also 


evolved. 


 The gradual change in a species over time is the most fundamental definition of 


evolution. In the origins of species the theory of evolution doesn’t change but it explains the 


change that takes place from generation to generation in life forms. Over millions of years, 


organisms evolve and their evolution presents different species that exist with favorable traits in 


environment that they need to survive. This can be thought of in terms of natural selection and 


can explain “The Origins of Life.” In “Natural Selection and Variation,” chapter 4 in Charles 


Darwin’s book The Origins of Species, Darwin writes the correlation of natural selection and 


evolution. “Natural selection drives evolutionary change and generates adaptation” (Darwin, 75). 


Many organisms have become adapted to their environment through evolution and have to 


compete with different species in order to survive and those with the most favorable traits will 


reproduce and pass genes on to offspring. “In summary, organisms produce more offspring than 


given the limited amounts of resources-can ever survive, and organisms therefore compete for 


survival. Only the successful competitors will reproduce themselves” (Darwin, 74). Through 


natural selection organisms with favorable traits and high survival rates are able to reproduce and 


pass genes throughout generations. This happens due to evolution because the organisms over 


time are able to evolve into more complex organisms and have a higher chance of survival. 


Variation is the different attributes that a species has in a population that gives the species a 


range of diverse characteristics like different body sizes, shapes, or color. “The extent of 
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variation, particularly in fitness, matters for understanding evolution” (Darwin, 81). 


Understanding variation in a population helps to understand evolution because they are 


associated with one another. In biology everything is said to have evolved from one simple 


organism into more complex forms, and if this is so then variation has come about through 


evolution. When organisms evolve over time the organisms become more advanced and began to 


show variation in traits and characteristics, thus relating variation to evolution. 


 Apart from describing the creation of the universe and the origins of species, evolution 


can also be correlated with the “Origins of Societies and Culture.” In a social context, evolution 


can be defined as “the process of gradual and relatively peaceful social, political, and economic 


advance” (Merriam Webster). In society people act or behave a certain way depending on the 


environment around them. People’s attitudes and behaviors evolve based on the era that they are 


living in and change over periods of time. In Dick Hebdige’s article, “Subculture: The Meaning 


of Style,” Hebdidge discusses the role that the evolution of rock punk music played on the lives 


of London youth. Punk music was an evolvement of different types of music ranging from 


glitter-rock, London pub-rock and different bands like the Ramones, Heartbreakers, David 


Bowie and others. “Not surprisingly, the resulting mix was somewhat unstable: all these 


elements constantly threatened to separate and return to their original sources” (Hebdige, 25). 


Different genres of music all evolved into one type of music, punk, and from this mixture 


people’s attitudes started to change and they developed a subculture. 


 Another evolution of society is when people form social movements. Like the social 


definition of evolution states, people want to advance socially, so they protest to reach common 


goals in society. Throughout the years different protests have been established for unique reasons 


and these reasons have evolved throughout the decades. In Simon Weffer’s lecture, “Social 
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Movements,” Weffer discusses how social movements are formed, why they are formed and 


different reasons why they come about. “In the 18th century we see the rise of three new types of 


protest that change social movements; Boycott in America: Boston Tea Party, petitions in 


England, and the urban insurrection in France” (Weffer). Over these different decades the 


reasons for protesting have changed, and protesting has evolved in the sense that throughout time 


distinct needs were changed from generation to generation so common goals protested, changed 


as well. 


 The evolution of social movements can explain why people protest for different issues. In 


individual decades, problems are relevant pertaining to society at the time. In the 18th century 


individuals in America boycotted and formed the Boston Tea Party in which people petitioned 


taxes. However, throughout different decades and years, issues have changed according to 


people’s attitudes. For instance, in present day taxes aren’t protested as much, and some common 


issues include advocating pro-life and rights for homosexuals. 


 Evolution can also describe how some diseases and infections can spread and get worse. 


In the module “Individuals and Societies,” there is an article called “Can Chlamydia Be 


Stopped?” written by David Ojcius, in which he discusses the STD Chlamydia. “This illness 


caused by a strain of Chlamydia trachomatis (the species that also causes STD’s)- can lead to 


trachoma, a potentially blinding disease”(Ojcius, 1). The disease Chlamydia starts as a simple 


form and later adapts and evolves to something more fatal if not cured. This is why individuals 


have to evolve in a way so that they don’t catch the disease or any disease for that matter. 


Vaccination is the most common way to avoid most sicknesses and in a way can be considered 


an evolution because individuals are able to change their original body functions to a function 


more favorable to fight disease. “Vaccines prevent illness by priming the immune system to react 
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strongly to specific disease-causing agents, but in this case, the inflammatory component of such 


a response could do more harm than good”(Ojcius, 2). However, in the case of Chlamydia 


vaccines cannot be used so individuals turn to another solution, and are introduced to antibiotics. 


In Bruce Seeman’s article “Texas Flu Researchers Test ‘Herd Immunity’ Theory,” Seeman 


writes about the usefulness of vaccinations and how effective they can be against the spread of 


disease. Disease evolves by being spread from one individual to another individual in a society. 


“‘Once flu is introduced into a school, the virus will spread very readily, and the kids will take it 


home,’ Glezen said. ‘It is well established that this is the way flu is spread’” (Seeman, 


1). Because of spread from human to human the flu is able to survive and reproduce causing 


more and more people to get sick and causing different variations by evolution. “Different flu 


strains move through the population each year, so vaccinations would need to occur annually 


unless scientist can figure out a way to make vaccinations longer lasting” (Seeman, 2). Unlike 


Chlamydia, there is a vaccination for the flu, but because there are different variations of the flu 


it can evolve rapidly so scientist need to find a long lasting vaccine to protect against the 


infection. If the vaccine doesn’t last long enough then flu will evolve into another form and a 


new vaccine will have to be introduced each time that happens. 


 “Evolution is a gradual process in which something changes into something different and 


usually a more complex and better form” (Merriam Webster). Evolution is a concept that can be 


related to almost anything in the universe because after a while things eventually began to 


change. This change can be brought about through different theories, social events and diseases 


like discussed earlier in this paper. In this course evolution is a common thread that can be 


correlated to each of the modules because everything seems to evolve one way or another. 


Whether a theory is being advanced over time, an organism has evolved into a more complex 
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form, the goals and ideas of social movements have been subject to change over decades, or the 


way a disease is spread due to different strains brought about through evolutionary change, 


evolution is a common concept of each of these subject matters and seems as if it can be 


correlated to anything. 
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ESSAY I 


 Religion brought and brings irrational relief to the naive. When humans began to roam 


the earth they questioned their origins. These were also humans that didn’t understand the way 


the universe and earth worked. When early minds started to understand how things worked they 


didn’t understand where things originally came from and why they were there to begin with. It 


wasn’t until the renaissance that hard evidence was presented about how and why things worked 


or why they even happened in the first place. Some cultures base their entire structure on 


respecting the unknown. Some scientists acknowledge the values of religion but they don’t 


practice the religious conviction. 


 It is not difficult to imagine what early human beings though about. Many of the ideas 


they had are ideas that we still ponder about. The common questioning idea would be that of our 


origins. In today’s modern society there are two theories that try to explain our origins. There is 


the theory described by the bible and Sunday school teachers. There is also the Big Bang theory 


proposed by scientists. These two theories are considered plausible by the two different types of 


people, each one with flawed arguments. The theory of origins explained by the bible is based on 


stories told by a third party. The person that wrote the bible claims to have heard the word of god 


and of his only son Jesus. It tells the stories of holy men and apostles following the word of god. 


At the beginning of the bible, Genesis, it says that God created everything in 6 days and made 


the seventh day a day of resting. He created man under his own image. People had blind faith 


that this was true even though there was no hard evidence to prove the bible correct. A similar 


explanation of origins would be that of the Egyptians. According to the Heliopolitans, Atem, or 


Tem, and at a later period Ra, was the Creator; according to Memphite theology he was Ptah; 


according to the Hermopolitans he was Thoth; and according to the Thebans he was Ammon. 



Administrator

Text Box

Low







  2


From our lecture about creationism about “What is life and where it is” Judaism used a similar 


origins story to that of the Christians. That same lecture puts both theories in a set of categories, 


spontaneous creation and biochemical creation. The spontaneous is the same as that of the bible 


or the folklore stories of origin. The biochemical creation category is for scientists that believe 


life came from chemical interactions and correct local settings to allow for complex chemical 


life. People have organized the way to think about our origins. 


 People son developed philosophy. Philosophy is about “rational examination about un-


testable claims” (God, science, and the Big Questions). Philosophy is a subcategory of 


knowledge. There is science, philosophy, and the purely subjective. According to Popper, 


science can be proven wring and therefore its theory of creation is more plausible than that of 


Gods. Some people might not believe that chemicals and natural laws created the whole universe 


and think that it was created by an intelligent maker. The design argument simply states the 


complexity of the universe is enough evidence to prove it true. The thing about religion and their 


teachings is that they are not all radical. 


 The religious community taught good morals. The one thing that the bible, in my opinion, 


that is worth noting is its moral stories. The bible, Qur’an, and other religious books have short 


stories that are meant to portray a strong message to the reader. It can convey strong will, to have 


patience, not to hate, and to not be judgmental. These are values that we are taught when we are 


young. We don’t need to from a religious background to know that it is wrong to accuse 


someone on false pretenses or to be hasty when something delicate is involved. These have 


become universal teachings. These are traits that we look for in people. We want scientists, 


politicians, clergymen, and doctors to have the same personal characteristics because then we 


could have soothing to relate to. It also gives off the sense that they are good people. From the 
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moral teachings of any religion, whether church or synagogue, they have taught that human lives 


should be preserved at all costs. The main reason for this is because they can be forgiven of their 


offenses or sins by the creator. The Christians and Catholics believe that being baptized will rid 


you of original sin and be pure in the eyes of god for as long as you live. 


 This is why there are people trying to cure diseases. This is the one area where scientists 


and the church agree on. That people should live healthy lives. They shouldn’t worry about 


diseases and that their children will die early from an incurable virus. Researchers are always 


looking for ways to prevent diseases like malaria, chicken pox, different cancers, and the flu. 


Another thing that they both share is that they work for the people. They both work under a code 


of ethics. The scientist’s code of ethics has been written by the public while the code of ethics for 


reverends, bishops, and priests are written in the bible. Although they have different ideals they 


are very similar in almost every aspect. 


 The oldest debate known to man is that of science and religion. It is argument that can’t 


be won by either side because there are too many holes in either party argument. Religion has 


had the higher ground for several centuries. People only believed prophets and everything they 


said was true. People were punished if they strayed too far from the word of their creator either 


by exile or death. Science has and will always be the enemy of religion. It is true that there are 


several denominations where they trying to incorporate the truth of science with the philosophy 


of religion. Galileo Galilei was a well documented example. He suggested that the earth was the 


one that orbited the sun and that the earth was not the center of the universe. The Roman 


Catholic Church had astronomers that proved that the earth was center of the universe. Maps 


were drawn that followed the Catholic Church’s teachings. Schools, ranging from grade to 


universities, taught what the Roman Catholic Church told them to. It wasn’t until Galileo found 
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evidence that other planetary systems did the same as well. The sun was the center of this galaxy. 


It was blasphemous to prove official astronomers were wrong. He was trialed and Galileo gave 


up the fight in order to keep living a peaceful life and making new discoveries although he did 


become blind from staring at the sun through a telescope. It is difficult to tell whether either side 


will fully accept the other side’s arguments for life. 


 Religion is going to be around for a very long time. It was created a long time ago to give 


people comfort. Everyone isn’t a scientist and therefore won’t be able to see things as a physicist 


would or a chemist and therefore they seek understanding from a higher being. Religion fills in 


the gaps that science hasn’t solved yet or hasn’t been discovered yet. What we do know is that 


the future will have advance medical technology that we probably wouldn’t be able to fathom 


today. When they see a person on the verge of death and doctors have done everything they can 


but he manages to live they will be in awe. They won’t know how to explain it even though they 


have done tests on the patient. They will “It’s a miracle that this person has survived their 


ordeal”. They don’t and probably won’t understand what happened in the patients bodied that 


allowed to them live. 


 Religion has proven a sturdy ideal through the centuries. Before the first coming of Jesus 


of Nazareth people praised other supernatural beings. Some cultures praised several gods that 


were rational like the rain god and sky god. There were some other unusual gods but they were 


created and prayed to every day because it explained something in the natural world that couldn’t 


be scientifically explained. Religion influenced cultures from around the world. They took the 


words of their creator to heart and made sure they followed them. The past could have been 


better than today’s society because they were under constant fear the god would ruin their lives 


and punish them if they didn’t follow the Ten Commandments as told by the Old Testament. 
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People today have no respect for anything and have this idea that religion doesn’t have to do 


anything in their lives. Everyone has followed some religious moral value and will continue to 


do so in the future. As for the future, religion will be there as well. People will go to their 


churches and pray and have faith in a being that has no trace of existence. Scientists also want 


comfort and peace in their lives and they know that they can find it in god. Religion is in every 


nook and cranny of earth. I personally the scientific theories because I agree with what Popper 


says. The scientific theories can be disproven while the spontaneous theories you can’t. I prefer 


the having faith in an idea that can be disproven than in a theory that is based on short stories. 
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I. Abstract 


The Merritt Writing Program’s (MWP) first program learning outcome is “students will be able to 


demonstrate thorough engagement with the iterative processes of reading, writing, and speaking.”  The 


best representation of this iterative process is a student portfolio of coursework.  To better articulate 


criteria and standards for iterative processes, MWP lecturers have been developing program-wide 


rubric guidelines for these portfolios.  Based on a review of electronic portfolio samples, conducted 


during October 2009, a program-wide portfolio rubric has been drafted.  To assess students’ 


understanding of our program learning outcome, we added outcomes-focused questions to our mid- 


and final-course evaluations.  We also initiated a senior survey and group interview process, focused 


on the evaluation of our program learning outcomes.  Portfolio evaluation and rubric development will 


expand into the spring semester.  Since faculty calibration was an issue in our pilot, we will attend to 


those issues by reducing what is asynchronous in the evaluation process.  Portfolio review is labor-


intensive, so to conduct this evaluation in a more robust way our resource section includes a request 


for funding ongoing faculty review of student work.  To measure indirect evidence, we have also 


requested funding for online course evaluation support. 


II. Introduction   


At our December 2008 MWP meeting, faculty voted to approve our five program learning 


outcomes and early that spring we determined that students’ ability to “demonstrate thorough 


engagement with the iterative processes of reading, writing, and speaking” was our first priority.  This 


program learning outcome seemed like a natural beginning point for this annual assessment process, as 


all of our courses include a drafting process for writing.  In addition to written drafts, all upper-


division courses include oral presentations, some videoed for drafting purposes.  As an extension of 


our semester-to-semester review of pre and post writing diagnostic exams, the Assessment Committee 


prepared to pilot a reading assessment for spring 2009.  Similarly, our transition to online portfolios 







has allowed us to effectively archive and exchange student portfolios, making it feasible for teams of 


faculty to review students’ progress with the drafting process.  Our assessment efforts have primarily 


focused on iterative aspects of writing; when we revisit this PLO we may investigate speaking and 


reading more explicitly. 


 Given our program-wide assessment and curricular needs, our primary objective with 


reviewing PLO 1 has been to develop a program-wide portfolio rubric.  In WRI 1 / 10 and in WRI 


116, instructors might rely upon a shared portfolio assignment sheet that includes some broad criteria 


for review.  Generally, though, most MWP lecturers have created individual assignments sheets and 


criteria.  This autonomy is not necessarily problematic, as MWP lecturers had routinely rated 


portfolios sets (high-middle-low) to confirm grading standards – not criteria.  Prior to 2009, this rating 


process was conducted during May, and in almost all instances faculty agreed on how to rank the 


portfolios.  Although our agreement is high for standards, we need to develop a shared understanding 


of criteria. 


Our reasons for developing this rubric are also based on technology needs.  Since spring 2008, 


a small group of MWP lecturers has piloted the CROPS’ online portfolio tool.  After a series of 


technical difficulties and analysis limitations, we have begun considering other options for online 


portfolio support.  The most competitive systems (Foliotek and LiveText) include robust and 


sophisticated assessment tools, none of which we can reasonably expect to harness without a shared 


set of portfolio criteria.     


 The process for reviewing PLO 1 has much room for improvement, but we have made some 


progress towards this goal of articulating shared criteria and standards for portfolios.  Further, we have 


identified several action items for spring 2010, including: (1) to revise PLO 1 to be more accessible to 


a broad audience, (2) to include evaluation of all PLOs in course evaluation forms for longitudinal 


data, (3) and to revise, pilot and apply portfolio rubric guidelines. 


 


 


 







III. Assessment Methods 


A. Indirect Evidence, Assessment Methods 


Beginning in fall 2009, we added questions to our student-course evaluations to assess student 


learning outcomes (SLOs).  To our knowledge, there are very few instances of other programs or 


universities including a student learning outcome focus in student-course evaluations, with Duke 


University being a notable example (see http://www.theideacenter.org/).  Our mid-semester course 


evaluations provided a useful perspective on the status of SLOs generally and ours in particular.  A 


majority of student respondents do not yet know what a SLO is and the phrasing of our program 


learning outcome must be revised for a broader audience unfamiliar with some assessment terms. The 


term “iterative,” for example, can cause confusion, as it is meaningful among writing faculty but 


obscure to a broader audience that includes students.  In response to this realization, our final course 


evaluations included a split of program-based and instructor-specific questions, clarifying to student 


respondents what the application of the questions would be.  We assumed at mid-semester that in 


cases where SLOs were confusing or unmentioned in classes that instructors would address learning 


outcomes more clearly for the remainder of the semester, which was confirmed in December 2009 


course evaluations results.  Further, in response to expressed confusion about the PLO phrasing, we 


clarified our PLO’s “iterative” term in the December course evaluations and will continue to revise the 


PLO as a faculty group this spring.  The revision process of our fall 2009 course evaluation forms is 


documented as Appendix A, with changes in yellow highlight.   


More extensive changes to our course evaluation system will occur during spring 2010, both in 


form and process.  With assistance from Institutional Planning & Analysis during fall 2009, we piloted 


an online course evaluation system using SNAP surveys and SPSS analysis software.  All courses 


engaged in mid-semester (October) online course evaluations and roughly one-quarter of our courses 


were reviewed online during December.  In December, to assess best practices with response rate, this 


online group was divided by online in-class and out-of-class environments to determine the reliability 


and percentage of asynchronous response rates.  Other than an anomaly of more than 100% response 


rate in one section, the response rates were comparable to paper surveys with an average return rate of 







76% (See Appendix B).  From this process we confirmed what could be anticipated from online 


course evaluation research: first-year students responded in higher frequency than juniors (sophomores 


are an ideal cohort)1.  To gain more robust information about our PLOs, we will add to spring 2010 


course evaluations a question that allows students to rate their confidence in preparation for all five 


PLOs.  Presumably they will rate the annual one most highly and other PLOs relative to areas of 


concentration in the minor (e.g. aesthetic understanding would be highly rated by creative writing 


minors).  Despite these predictable variations, it would be useful to have a longitudinal perspective on 


our PLOs in addition to a measure of our annual one.    


As a complementary effort with Writing Minor development, a senior survey and focus group 


process was initiated in fall 2009; the survey and interview forms are Appendix C.  Although the 


sample size of one participant in our focus group and three participants in the online survey clearly 


indicate a sampling problem, we were soliciting feedback from a relatively small group of graduating 


seniors for December 2009 (N = 6).  Our aim with this activity was to evaluate the quality of our 


survey and interview questions, with a larger scale process in April 2010 (N = 25).  From the survey, it 


is difficult to draw many conclusions from this limited and disparate data; however, a few interesting 


conclusions could be drawn.  First, students rated classroom workshops and formal assignments as 


being among the most helpful and important activities for overall success as a Writing Minor.  Also of 


interest are divided student ratings about the value of online projects, peer review, and portfolios, as 


these supporting activities were rated as either highly or not all helpful.  Ratings of PLO 1 reveal 


divided feelings about preparation, relative to our other PLOs.  Since supporting activities like peer 


review and portfolio development were not rated as highly as other activities, by inference PLO 1 may 


not be as well supported as other PLOs.  It is notable that all PLOs and activities were rated as 


satisfactory, so levels of support or interest are relatively within a high range.  We will be conducting 


this piloted survey and interview again in spring 2010 with 25 graduating writing minors with the aim 


of reaching reliable conclusions.   


    
                                                 
1 Avery, R. et al. (Winter 2006). Electronic course evaluations: Does an online delivery system influence student 
evaluations? Journal of Economic Education. 







B. Direct Evidence, Assessment Methods 


Direct evidence of student learning included sample portfolios, pre-selected by prior instructors as 


high-middle-low (H-M-L).  During October 2009, faculty read these H-M-L portfolios for a given 


course and completed a related survey.  Evaluation of the sample portfolios was guided by a set of five 


criteria-based questions, including a likert scale to determine levels of quality and a comments box.  


The comments box generated narrative about the rating of a criteria-based element, providing the basis 


for a portfolio rubric draft (see Appendix D).  The goal of this process is to further refine this portfolio 


rubric during spring 2010 by faculty review of another set of samples.  Once this rubric has been 


refined, students will be provided with these program rubric guidelines for May 2010 portfolio 


submission.  Our current draft of a portfolio rubric is represented as Appendix E.  Please note that a 


component of this rubric is specifically related to our PLO 1, although it would also be completely 


appropriate to consider the portfolio outcome as an example of iterative processes too.   


Before elaborating on the results of this activity, it is worth contextualizing how MWP lecturers 


have engaged in program-wide assessment prior to an online approach to portfolio review.  Before fall 


2009, all full-time MWP lecturers routinely met in small groups, called Faculty Instructional Groups, 


to review student work.  FIG participants would select sample work to review at mid-semester and rate 


H-M-L portfolios during May.  These ratings would be conducted independently, but the discussion of 


materials occurred in person.  This approach to discussing student work often led to a high-level of 


agreement, usually 100% each May review.  Similarly, in fall 2009 WRI 116 faculty discussed the 


rubric draft and portfolio samples in person and then reviewed portfolios independently, with an 


agreement level of 75% (potentially 100% with the exception of an unresolved reporting error).  The 


resulting portfolio rubric draft is listed as Appendix F. 


Aside from the WRI 116 example, program-wide review of portfolio samples in fall 2009 was 


conducted entirely online and asynchronous.  Review was conducted this way for many reasons, the 


primary ones being to provide faculty with scheduling flexibility and to consider the extent to which 


evaluation can be effectively done asynchronously.  In the October pilot of portfolio review about 2/3 


of our faculty participated with only 38% level of agreement about portfolio ratings, revealing to us 







how critical it is to meet in person to discuss sample work.  In other forms of program-wide 


assessment when we have met in person to review pre and post diagnostic exams, our agreement 


levels range between 65-80%, so this level of calibration is not only low, it is low given precedents for 


our group.   


Aside from predictable issues with asynchronous review, three factors seemed to have affected 


agreement levels.  First, the questionnaire generated language for a rubric draft, but it may have 


unintentionally drawn attention away from a holistic perspective.  Second, reading the portfolios 


without shared criteria will inevitably lead to a lack of consensus about overall standards.  And a less 


established or tangible reason that results may have been off-target has to do with the appearance of 


online portfolios.  Because the organization is pre-set and the product appears polished, many faculty 


noted feeling reluctant to rate a portfolio as low quality (even if relative to the other two portfolios, it 


clearly was the low outcome).  Readers who have included online portfolios in their curriculum 


struggled less with the evaluation process, so we anticipate that agreement may be more easily 


achieved as our faculty transition to this instructional tool.  Generally, though, our aim was to build a 


rubric based on faculty descriptions of H-M-L sample portfolios, which we were able to draft.  Our 


long-term goal is to address these calibration rates, which may be best achieved through the 


application of a program-wide rubric in synchronous reading sessions.      


To address these calibration issues and to further develop our portfolio rubric draft, in spring 2010 


we plan to strengthen the assessment process.   That goal is represented in a revised schedule for 


assessment activities:    


Schedule: 
 


(A.) [Week of February 15] Developing and refining language for portfolio rubric draft 
 
Faculty will be assigned face to face groups to read either High-Middle or Middle-Low portfolios 
(2 portfolios total) to become very familiar with either a high or low standard, with a shared 
understanding of a middle rating.  Readers will describe ways the portfolio fits with the rubric, and 
other ways that it does not.  Responses will be shared with the entire group, and the rubric 
updated. 
 
(B.) [Week of March 9] Identifying priorities within the rubric and weighting criteria 
 







Faculty will meet face to face review a sample portfolio that is not easily categorized.  Discussion 
will focus on how to prioritize and weight criteria. 
 
(C.) [Week of April 6]  Calibrating grade standards 
 
Faculty will meet face to face to review H-M-L portfolio set with rubric, with attention to final 
details of the rubric draft. 
 
(D.) [Week of May 11]  Applying rubric to sample portfolios   
 
Pairs of faculty will review sample student work from spring 2010.  Levels of agreement will be 
recorded, and there will be opportunity to comment on the applicability of the rubric. 
      


IV Results 


A. Indirect Evidence, Results 


Our course evaluation results for PLO 1 are summarized in Table A and B.  Please note that these 


results are based on online course evaluations, as December paper evaluations are still being processed 


and analyzed.  Column 1 represents October 2009 responses; Column 2 represents December 2009.  It 


is notable that data gathering methods each time differed, as October’s online course evaluation 


process was mandatory and December’s was voluntary.  The reason for this difference is that mid-


course evaluations are formative; if student response rates were low based on self-selection, then this 


would not have bearing on employment records.  Workload was another factor.  Mid-course 


evaluation functions best when faculty receive feedback quickly and can implement changes.  To 


some extent a paper-based system can support this goal, with copies available to instructors for review 


in a central location.  To maximize reliable distribution of results, however, an online system is 


preferable.   


Even though the online format for final course evaluations was voluntary, the sample size is one-


third of our total sections which is a representative sample of responses.  In Table A, Column 1 


represents all October courses parallel to volunteer sections in December (N=608) and Column 2 


represents December volunteer online sections (N=226).  Table B compares WRI 1 responses, though 


it is notable that the October responses are from all WRI 1 sections and the December responses 


summarize five sections of WRI 1 (roughly 20% of the total course sections).  Both sets of data are 


difficult to compare since the processes for gathering mid and final course evaluation data differed; 







however, both tables indicate incremental improvements in PLO understanding and skill.  Typical 


improvements range from 5-15%. 


TABLE A: All online participants (equal mixture of lower and upper-division courses) 
 


Program learning outcomes are evaluated on an annual basis. This year in the Merritt 
Writing Program, we are focusing on the following outcome: Students will be able to 
"demonstrate thorough engagement with the iterative (multi-step) processes of reading, 
writing and speaking." Please rate your ability to achieve the following parts of this 
outcome: 
 Not at all Very low Low Moderate High Very high 
 Oct  Dec Oct Dec Oct Dec Oct Dec Oct Dec Oct Dec 
Reading 1% 0% 1% 0% 4% 1% 41% 26% 35% 39% 16% 27%
Writing 0% 0% 1% 0% 3% 0% 32% 21% 39% 39% 24% 35%
Speaking 2% 0% 2% 0% 9% 2% 41% 31% 29% 35% 12% 27%


 
TABLE B: WRI 1 respondents 
 


Program learning outcomes are evaluated on an annual basis. This year in the Merritt 
Writing Program, we are focusing on the following outcome: Students will be able to 
"demonstrate thorough engagement with the iterative (multi-step) processes of reading, 
writing and speaking." Please rate your ability to achieve the following parts of this 
outcome: 
 Not at all Very low Low Moderate High Very high 
 Oct Dec Oct Dec Oct Dec Oct Dec Oct Dec Oct Dec 
Reading 1% 0% 1% 0% 4% 2% 40% 32% 37% 41% 15% 23%
Writing 0% 0% 2% 1% 2% 0% 34% 37% 39% 43% 20% 27%
Speaking 3% 0% 2% 1% 11% 2% 41% 35% 30% 40% 11% 20%


 


These incremental changes in improved understanding could be accounted for by a halo effect.  By the 


end of the semester, students may assume to have a greater mastery over a skill or knowledge when in 


fact the improvements have been more modest or unchanged. 


Another piece of indirect evidence may help to verify these reported improvements in 


understanding of PLO 1.  In narrative feedback, students noted a significant difference in how often 


instructors discussed student learning outcomes.  In December 2009 evaluations, only 5 of 90 


comments in WRI 1 indicated a misunderstanding about student learning outcomes or no reference in 


class to SLOs.  One representative quote characterizes how SLOs were often described by students: 


“There is always a purpose for our writing, not just grading.”  October evaluations indicate double the 


percentage of confused responses (11 of 95); and, a majority of narrative responses seemed confused 


about who and what they were addressing.   







Frequency of instructors connecting instruction with student learning outcomes was also measured 


in course evaluations, as represented here in Table C.  


TABLE C: Frequency of SLO instructional connections 


How often has your instructor noted specific relationships between class instruction and student 
learning outcomes for your course? 
 October 2009 


N = 608 
December 2009 


N = 226 
 


Not applicable 2% 3% -1 
Rarely 6% 1% -5 
Occasionally 12% 5% -7 
Sometimes 31% 19% -12  
Frequently 39% 44% +5 
Always 8% 27% +15 


 


Although a halo effect should be factored into comparisons of mid and final course evaluation 


data, the increase in instructional SLO connections is likely factoring into students perception of 


increased understanding and applicability of PLO 1 by the end of the semester. 


The validity and reliability of these fall 2009 course evaluation results are compromised by 


differing processes.  During spring 2010, the MWP will be conducting all course evaluations online.  


If our return rates are comparable, we anticipate having a more reliable means for drawing conclusions 


from this indirect evidence.  


B. Direct Evidence, Results 


No matter what the pre-selected rating, the most animated faculty commentary involved a 


students’ ability to self-assess with respect to anticipated learning outcomes.  The following is a fairly 


typical faculty comment about middle range work with student learning outcomes: “While the student 


talks about how she approached the assignments and how they worked for her, she doesn’t talk 


specifically about how well she thinks she fulfilled the learning outcomes. Also, her revisions of 


essays seem very superficial, not substantial at all.”  During faculty meetings, similar comments were 


frequently made about how average students need to move beyond thinking in terms of general benefit 


and to think critically in terms of specific skills.  Portfolios that were rated as “high” typically 


represented self-assessment accurately, with realistic and specific future improvements. 







In addition to what can be concluded from our pilot version of portfolio review, we also routinely 


conduct pre and post writing diagnostic exams.  As far as PLO 1, we are able to document incremental 


changes in students writing throughout a semester.  Diagnostic exams are tracked from September to 


December, representing about 15-20% of enrolled freshmen.  Calibration rates among our faculty have 


varied; generally we can achieve about 80% levels of agreement by the post-exam.  During pre and 


post diagnostic reading sessions, faculty members assume that the exams being reviewed could have 


been written anytime in a given semester.  So the high-level of agreement about standards is derived 


from ongoing conversations about student work, which needs to be established through several 


reading sessions and many samples of student work.  From reading student diagnostics, we have 


learned that students who apply process-oriented writing strategies tend to be more successful at 


planning an effective timed essay, validating much of what is iterative about our curricular focus.           


 


V. Conclusions & Recommendations 


(A.) Student Learning: Our actions will include curricular changes, such that faculty in our 


program adopt a common portfolio rubric that provides guidelines for a range of criteria.  We have 


dedicated ourselves to being more routinely explicit about student learning outcomes, which will 


continue to be reviewed in course evaluations.   


Our review of portfolios also accounts for student skills at the lower and upper-division level.  


These conclusions will likely have bearing on the curriculum in our foundational Writing Minor 


courses.     


B. Assessment Process 


The portfolio assessment process could be improved in many ways.  More immediate actions 


include shifting our program-wide assessment focus to assessing portfolios exclusively.  To balance 


workload responsibilities, we have decided that timed writing exams will be reviewed in fall 


semesters, and portfolios in spring semesters.  This way we attend equally to product and process 


oriented writing. 


 







VI. Resource Implications of Proposed Changes  


The portfolios being pre-selected and rated by instructors as H-M-L makes it difficult to judge if 


there were prevalent issues within a majority of portfolios.  For our assessment process to indicate 


direct evidence of student needs, we should expand this review of portfolios to include a 


representative, random sample.  This would be a labor-intensive process that requires funding a 


dedicated group of faculty to review student materials.  Our MWP lecturers are all Unit 18 employees, 


so by contract we are required to supplement salary for additional service.  Consistent with WASC 


expectations, this salaried assessment activity would involve instructional faculty in the assessment of 


student learning.  To study WRI 10 portfolios, we would need to involve twelve MWP lecturers to 


review portfolios for two days (assuming a double-read and 30 minutes per portfolio).  With 600 


portfolios, we would be able to read about 200 portfolios – with 33% of the portfolios evaluated, we 


could derive valid and reliable conclusions about areas of student learning needs.   The total cost of 


this faculty activity would be $40002.     


Our program has also struggled to adopt a reliable and robust course evaluation system.  Although 


we appreciate our partnership with Institutional Planning and Analysis, this arrangement has been 


explicitly short-term due to workload considerations.  Ideally, we would have an online course 


evaluations system that is autonomous.  A site SNAP license for our program is $1,200. 


 
VII. Self Evaluation 
 
 Rating Explanation 
Assessable PLO Emerging Rubric is in early stages of development; otherwise the 


PLO itself is measurable  
Valid Evidence Developed Varied evidence (direct & indirect) 
Reliable Results Emerging Calibration needs improvement 
Results Summary  Developed Clear charts to indicate data trends 
Conclusions & 
Recommendations 


Developed Results have been reviewed carefully and faculty 
engaged with stages of assessment process 


 


 
 
 
 


                                                 
2 An instructor's hourly wage for teaching is $21.24, based on a lecturer salary of $43,336 divided by 2040 working hours. 







APPENDIX A  
 
 WRI 01: Academic Writing 
 Mid-Semester Course Evaluation (Fall 2009) 
 Instructions: Please take about 15 minutes to respond to this evaluation.  Your comments are considered 
essential to the development and improvement of this course.  Merritt Writing Program course evaluations are 
intended to improve student experiences in our courses, regardless of the instructor of record. 
Q1 Self-Assessment 
  Not at all Rarely Occasionally  Sometimes  Frequently Always 
 I complete the assigned readings and 


homework on schedule. 
              


 I participate actively in class discussions 
and activities. 


              


 I have made use of the instructor’s office 
hours to get assistance with my writing. 


              
Q2 Overall Satisfaction 
  Unsatisfactory Very low Low  Moderate  High Very high 
 How interested were you in taking this 


course at the beginning of the semester? 
              


 Now that you are mid-way through the 
course, how would you rate your level of 
improvement as a writer? 


              


  Please describe 
your 
progression as 
a writer: 


_________________________________________________________________
________________


Q3 This course is designed to help me improve as a writer 
  Not at all.....................................................................................................................................   
  Strongly disagree .........................................................................................................................   
  Disagree.....................................................................................................................................   
  Uncertain....................................................................................................................................   
  Agree.........................................................................................................................................   
  Strongly agree .............................................................................................................................   
  Please 


describe: _________________________________________________________________
________________


Q4 This course has provided information and support in developing the following skills: 
  Not at all Strongly 


disagree 
Disagree  Uncertain  Agree Strongly 


agree 
 Giving and attending to feedback               
 Analyzing readings               
 Developing reading skills               
 Thinking creatively               
 Developing a topic               
 Composing an argument               
 Crafting an essay (writing process)               
 Writing to an audience               
 Integrating evidence               
 Paragraphing techniques               
 Creating complex sentences               
 
Q5 The following activities have been useful to me: 
  Not at all Strongly 


disagree 
Disagree  Uncertain  Agree Strongly 


agree 
 Peer review               
 Assessing my own writing               


 Class discussions              
 Feedback from instructor              
 In-class activities              







 Formal paper drafting              
Q6 Program learning outcomes are evaluated on an annual basis.  This year in the Merritt Writing 


Program, we are focusing on the following outcome: Students will be able to "demonstrate thorough 
engagement with the iterative (multi-step) processes of 


  Not at all Very low Low Satisfactory  High Very high 
 Reading              
 Writing              
 Speaking              
 
Q7 How often has your instructor noted specific relationships between class instruction and student 


learning outcomes for your course? 
  Not at all.....................................................................................................................................   
  Rarely........................................................................................................................................   
  Occasionally ...............................................................................................................................   
  Sometimes .................................................................................................................................   
  Frequently ..................................................................................................................................   
  Always .......................................................................................................................................   
  Please comment _____________________________________________


____
Q8 Identify and evaluate aspects of the course that have been especially helpful to you (e.g., course 


organization, specific readings, writing assignments) 
 
Q9 Describe aspects of the course that you would change, if you had the opportunity. 
 
 
 
 
 







APPENDIX A 
 
 WRI 01: Academic Writing 
 Final Course Evaluation (Fall 2009) 
 Instructions: The following course evaluation will take about 20 minutes to complete.  This survey provides 


anonymous but vital feedback to the instructor and our program.  All responses are carefully analyzed to inform 
subsequent instruction in this course and to reshape the entire writing curriculum.  Thank you for your thoughtful 


participation. 
 Instructor & Course Questions 
 
 * The following questions are focused on providing your instructor with feedback * 
Q1 Self-Assessment 
  Not at all Rarely Occasionally Sometimes  Frequently Always 
 I complete the assigned readings and 


homework on schedule. 
             


 I participate actively in class discussions 
and activities. 


             


 I have made use of the instructor’s office 
hours to get assistance with my writing. 


             
Q2 How clear are instructions for 
  Not at all Rarely Occasionally Sometimes  Frequently Always 
 Formal papers              
 In-class activities              
Q3 My instructor discusses my writing and ideas in ways that help me to improve: 
  Not at all    
  Strongly disagree    
  Disagree    
  Uncertain    
  Agree    
  Strongly agree    
  Please explain: _
Q4 My instructor seems: 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Willing to answer questions              
 Available to students              
 Committed to helping me learn              
 Organized              
 Knowledgeable about writing              
 Fair              
  Please explain: _____
Q5 This course has provided information and support in developing the following skills: 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Giving and attending to feedback              
 Analyzing readings              
 Developing reading skills              
 Thinking creatively              
 Developing a topic              
 Composing an argument              
 Crafting an essay (writing process)              
 Writing to an audience              
 Integrating evidence              
 Paragraphing techniques              
 Creating complex sentences              
Q6 The following activities have been useful to me: 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Peer review              







 Assessing my own writing              
 Class discussions              
 Feedback from instructor              
 In-class activities              
 Formal paper drafting              
 Writing              
 Speaking              
 Program Questions 
 * The following questions are focused on providing the Merritt Writing Program with feedback. * 
Q7 Overall Satisfaction 
  Not at all Very low Low Moderate  High Very high 
 How interested were you in taking this 


course at the beginning of the semester?
             


 Now that you have nearly completed 
WRI 1, how would you rate your level of 
improvement as a writer? 


             


  Please describe your progression as a writer: _____________
Q8 Program learning outcomes are evaluated on an annual basis.  This year in the Merritt Writing 


Program, we are focusing on the following outcome: Students will be able to "demonstrate 
thorough engagement with the iterative (multi-step) processes of reading, writing and speaking."  
Please rate your ability to achieve the following parts of this outcome: 


  Not at all Very low Low Moderate  High Very high 
 Reading              
 Writing              
 Speaking              
Q9 How often has your instructor noted specific relationships between class instruction and student 


learning outcomes for your course? 
  Not at all    
  Rarely    
  Occasionally    
  Sometimes    
  Frequently    
  Always    
  Please describe: 
Q10 Identify and evaluate aspects of WRI 1 that have been especially helpful to you (e.g., course 


organization, specific readings, writing assignments). 
 
Q11 Describe aspects of WRI 1 that you would change, if you had the opportunity. 
 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 







 
 APPENDIX B (by MWP Assistant Director of Instructional Technology, Michael Truong) 
 


F09 Final Course Evaluation  Online Response Rate 
Course Section Faculty Enrolled N % 
CORE 1 9 VARNOT 20 20 100% 
CORE 1 10 WINEK 19 20 95% 
CORE 1 11 WINEK 17 20 85% 
CORE 1 24 WINEK 15 19 79% 
CORE 1 TOTAL AVERAGE 90% 
Course Section Faculty Enrolled N % 
WRI 001 2 SIGNORINI 17 20 85% 
WRI 001 22 LAMBERT 24 20 120% 
WRI 001 25 TROOK 16 19 84% 
WRI 001 30 LAMBERT 21 17 124% 
WRI 001 32 WALKER 18 20 90% 
WRI 001 TOTAL AVERAGE 101% 
Course Section Faculty Enrolled N % 
WRI 025 2 WALKER 13 17 76% 
Course Section Faculty Enrolled N % 
WRI 101 1 SOLTIS 12 20 60% 
WRI 101 4 TRUONG 11 20 55% 
WRI 101 TOTAL AVERAGE 58% 
Course Section Faculty Enrolled N % 
WRI 116 2 KAHLERT 14 20 70% 
WRI 116 3 SMITH 6 18 33% 
WRI 116 TOTAL AVERAGE 52% 
Course Section Faculty Enrolled N % 
WRI 119 1 HOTHEM 12 19 63% 
Course Section Faculty Enrolled N % 
WRI 125 1 TROOK 15 16 94% 
ALL CLASSES TOTAL AVERAGE  76% 
Surveys started 
Monday, Nov 30, 
2009 around 4pm 


     


Surveys ended 
Monday, Dec 14, 
2009 around 
noon 


     







APPENDIX C 
 
MWP Interview Questions for Graduating Seniors / Writing Minors 
 
We are conducting these interviews to learn about your experience as a writing minor and to plan for the 
development of a major in writing.  Differing points of view and your honest reflections are encouraged.   
 
With your permission, we would like to record this session; however, nothing you say will be attributed to 
you in our summary report.  Though you will hear each other’s comments during this next hour, please do 
not discuss these comments outside of this session in order to ensure individual privacy and to avoid 
influencing other students who might participate in different sessions.  We intend that anything you and 
others say in this session will remain entirely confidential.     
 


1. Why did you decide to complete the minor in writing?    Did you accomplish what you wanted to 
achieve as a writing minor? 


2. Share paper copy of PLOs, how are we doing? 
3. Compared to other courses, how much writing did you complete in your writing-minor courses?   


[This question will require some clarification depending on the student’s major, years at UC Merced 
(i.e., transferred here), and impressionistic sense of a little or a lot of writing, etc.].    


4. What type of instruction did you find most helpful for your development as a writer:   class 
workshops, peer exchanges of writing, consultations with the instructor, other? 


5. At what point in your coursework (or which project) did you first really feel as though you were 
fully engaged with learning writing? 


6. Would you recommend any changes in the minor requirements?    For example, should students take 
more lower division introductory courses than just WRI 25 or WRI 30?    Should minors complete 
both those courses?  Should everyone take WRI 100 before enrolling in other upper-division courses 
in the minor? 


7. How do you think the quality of the minor would be affected if half the instruction was offered 
online? 


 
Imagine that you have opportunity to share impart your wisdom to incoming students…  
8.  What do you think would be most important for students to know about the minor in writing? 
9. What will a writing minor student need to do to succeed?  
10. What will the MWP faculty need to do to encourage student success (within the minor and 


professionally)   
11. Do you have any suggestions for how we might promote the minor to attract more students? 
12. Similarly, how might we include already in the minor to promote a writing major? 


 
 







APPENDIX C 
 
 Merritt Writing Program 
 Senior Survey (Dec. 2009) 
 Instructions:  The Merritt Writing Program would appreciate you taking 10-15 minutes to respond to this brief survey.  
Your feedback on your experience as a writing minor will help us plan a writing major.  The information you provide 
will be kept completely confidential.  Thank you!  
Q1 How would you rate your level of satisfaction with being able to accomplish what you hoped to 


achieve as a Writing Minor? 
  Not at all   
  Very Low   
  Low   
  As expected (Satisfactory)   
  High   
  Very High   
  Please 


comment: __________________________________________________________________
Q2 How well did the Merritt Writing Program minor courses prepare you for your future ambitions 


(employment or graduate/professional school)? 
  Not at all   
  Very Low   
  Low   
  As expected (Satisfactory)   
  High   
  Very High   
  Please comment: ____________________________________________
Q3 Please rank in order of importance the type of instruction that you found most helpful for your 


development as a writer.  Assign the number 1 to the most important item, the number 2 to the 
second most important item, and so forth, with 8 being the least important.   Do not assign the 
same number to more than one item.    


  Class workshops   
  Peer exchanges of writing   
  Online activities   
  Consultations with instructor   
  Faculty feedback   
  Portfolio process   
  Formal writing assignments   
  Informal writing assignments   
  Please 


comment: __________________________________________________________________
Q4 Relative to writing in other courses, how much writing did you complete in your writing minor 


courses? “Writing” should be understood to include all stages of drafting and revisions and all 
forms of written exchanges (online discussion boards, journals, etc.) 


  Significanlty less than other courses   
  Less than other courses   
  About the same   
  More than other courses   
  Much more than other courses   
  Please 


comment: __________________________________________________________________







Q5 How would you rate the quality of writing instruction relative to that you received in writing-
intensive courses outside of the Merritt Writing Program?  A “writing intensive” course can be 
generally defined as basing 50% or more of the final course grade on any number or types of 
written assignments—essays, journals, reports, term papers, in-class written quizzes or written 
final exams, etc.    


  Significantly less instructive than other courses   
  Less instructive than other courses   
  About the same   
  More instructive than other courses   
  Much more instructive than other courses   
  Please 


comment: __________________________________________________________________
Q6 Please rate how well your writing courses, overall, prepared you for the following MWP program 


learning outcomes.   
  Not at all Very low 


preparation
Low 


preparation
Moderately 
prepared  Highly 


prepared 
Very highly 
prepared 


 Collaborate successfully as members of 
an academic community 


             


 Analyze and apply the requisite styles, 
structures, and standards of relevant 
professions, genres, and academic 
disciplines 


             


 Apply ethical standards to the practice of 
academic research and public discourse


             


 Demonstrate thorough engagement with 
the iterative processes of reading, 
writing, and speaking 


             


 Craft language that reveals aesthetic 
awareness 


             


  Please comment: _______________________________________________________
Q7 Which emphasis did you take in the Writing Minor? 
  Creative Writing track   
  Professional Writing track   
  Nearly or entirely  equal combination of course work in both tracks   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 







APPENDIX D 
 
Iterative Aspects of Writing3 
Questions for Portfolio Review 
 
Reviewer Name:  ______________________ 
 
Sample:  ______________________ 
 
Rating: H / M / L 
 


(1) How would you rate the overall organization of this portfolio?  (place bracket quotes around 
response) 


 
Very Low  Low  Satisfactory  High  Very High 
 
Comment: 
 
(2) How would you rate the overall thoughtfulness and/or professional style of the cover notes ?    
 
Very Low  Low  Satisfactory  High  Very High 
 
Comment: 
 
(3) How would you rate the overall engagement with the attached evidence?   


 
Very Low  Low  Satisfactory  High  Very High 
 
Comment: 


 
(4) How would you rate the overall accuracy of the student’s self-assessment in relation to the 


learning outcomes?   
 
Very Low  Low  Satisfactory  High  Very High 
 
Comment: 
 
(5) How would you rate the overall usage of proper mechanics and grammar? 
 
Very Low  Low  Satisfactory  High  Very High 
 
Comment: 
 


 
 
 
 
                                                 
3 The Merritt Program’s Learning Outcome being reviewed is students’ ability to “demonstrate thorough engagement with the 
iterative processes of reading, writing, and speaking.” 







APPENDIX E 
 
Program Learning Outcome4 
Portfolio Rubric Draft 
9 December 2009 
 
Synopsis:  During October 2009, Merritt Writing Program faculty reviewed samples of online portfolios, 
designated by the instructor of record as high-middle-low.  Evaluation of sample portfolios was guided by 
a set of five criteria-based questions, including a likert scale to determine levels of quality followed by an 
open-ended question.  The open-ended question provided narrative to explain the rating of a criteria-based 
element, providing the basis for the following portfolio rubric draft.  The goal of this process is to further 
refine this portfolio rubric during spring 2010 by faculty review of another set of samples.  Once this 
rubric is refined, students will be provided with these program rubric guidelines for spring 2010 portfolio 
submission. 
 
 Low Middle High 
Organization Appears rushed; artifacts 


appear random or repetitive; 
cover letters have significant 
problems with coherence 
and logic; difficult to 
navigate 


Relevant supporting 
evidence; cover letters are 
logical and focused; some 
minor confusion with 
navigating materials 


Well-organized and 
specific supporting 
evidence; cover letters 
are coherent, logical, and 
organized; easy to 
navigate 


Professional 
Style 


Unprofessional style; 
conversational or casual 
approach; 


Reflective tone though 
not consistently academic 
or professional;  


Reflective in focus and 
academic in tone; 
engaging; clear and 
confident voice 


Overall 
engagement with 
supporting 
evidence 


Learning outcomes are not 
mentioned; little reference to 
evidence or what the 
evidence reveals;  


Clearly identifies and 
addresses artifacts though 
relevance at times may be 
confusing or general 


Analytical comments 
supported by specific 
examples; insightful 
evidence based on 
multiple drafts or 
reflective journal entries; 


Self-Assessment Focus is general; does not 
address accurately or include 
reference to ongoing 
progress and challenges; 
lacks awareness of notable 
writing issues 


Addresses greater 
purpose of the course; 
includes an open and 
honest reflection on 
progress and challenges; 
may be course reflective 
but lacking in self-
reflection 


Displays strong critical 
awareness and 
understanding of 
outcomes; thorough and 
precise engagement with 
describing progress and 
challenges; demonstrates 
strong awareness of how 
coursework affected 
change 


Grammar & 
Mechanics 


Many surface errors or major 
errors in grammar and usage; 
needs extensive editing;  


Occasional major errors 
in grammar or usage, 
enough to be distracting 
to a reader 


Virtually free of 
sentence-level errors; 
polished mechanics 


 


                                                 
4 Demonstrate thorough engagement with the iterative processes of reading, writing, and speaking 







APPENDIX F 
 
WRI 116: Portfolio Rubric Results 
Written by: Paul Gibbons, Mary Smith, Mike Truong and Anne Zanzucchi 
 
Synopsis:  During November 2009, WRI 116: Writing in the Natural Sciences faculty evaluated sample 
portfolios (selected by the instructors of records as high-middle-low samples).  The following rubric draft 
is based on the narrative descriptions provided by faculty, rating anticipated portfolio criteria.  During 
spring 2010, WRI 116 instructors will continue to develop this rubric based on a new set of sample 
portfolios.  The aim is to implement this rubric for spring 2010 WRI 116 portfolios, by sharing the rubric 
with students during April to guide their projects. 
 
Ratings:  Most participating faculty agreed with the instructor of record about the quality of the project.  
One reviewer rated the High and the Middle sample inversely, so our level of agreement was 75%.   
 
 LOW MIDDLE HIGH 
Overall Presentation Evidence missing, 


inaccessible, and/or 
confusingly labeled.  
Personal identifying 
information (i.e. 
headshot, personal info, 
etc.) missing and/or 
inappropriate. 


Evidence somewhat 
complete and clearly 
labeled. Personal 
identifying information 
somewhat appropriate 
and/or complete. 


Evidence complete and 
labeled clearly. Personal 
identifying information 
appropriate, complete, 
and interesting.  


Professional Style Distracting language 
issues that detract from 
accepted professional 
norms. No awareness of 
audience. 


Language somewhat 
sophisticated and 
insightful with some 
awareness of audience. 


Thoughtful and 
professional prose with 
keen awareness of 
audience. 


Engagement with 
Evidence 


Cover notes don’t 
mention attached 
evidence in any 
meaningful way. 


Cover notes somewhat 
address attached 
evidence, but generally 
and/or indirectly.  


Cover notes address 
attached evidence in 
specific, insightful, and  
purposeful ways. 


Self-Assessment Reflections about 
personal achievement of 
learning outcomes are 
missing, poorly 
explained or supported, 
and/or too general. 


Reflections about 
personal achievement of 
learning outcomes are 
somewhat accurate and 
supported with specific 
contexts and evidence. 


Sophisticated reflection 
about personal 
achievement of learning 
outcomes, supported by 
specific contexts and 
evidence. 


Mechanics & 
Grammar 


Frequent syntax errors 
that impede meaning.  
Spelling with frequent 
errors that indicate a lack 
of care or significant 
struggle with language 
use. 


Simple and some 
complex phrasing, some 
inaccurate word choice, 
and notable punctuation 
errors.  Spelling has 
several errors, mainly 
contextual. 


Usage of sophisticated 
sentence structures, 
appropriate word choice, 
and accurate punctuation.  
Spelling is highly 
accurate, little to no 
errors. 


 
 







APPENDIX G 
 
Example Student Work from Writing 100 
 
Hello FIG E, 
 
This year the Merritt Writing Program is reviewing its first program learning outcome, a students’ 
ability to “demonstrate thorough engagement with the iterative processes of reading, writing, and 
speaking.”  Normally FIGs review portfolio samples at mid-semester, determining which among a 
set of portfolios are the high-middle-low samples. The main purpose of this activity is to 
demonstrate agreement about how we rate student work, with opportunities for further 
discussion. 
 
This year, we are engaging in a similar process, with the added layer of a brief survey to collect 
further information.  The aim of this survey is to collect faculty responses to basic portfolio criteria, 
with attention to the iterative aspects of writing.  The survey functions basically like a coversheet 
to describe how you reached your conclusion about the high-middle-low rating.  These questions 
also begin to outline what a shared portfolio rubric might attend to as far as standards and 
criteria.  Faculty feedback to the "please comment" category will provide a richer vocabulary for 
these aspects of a portfolio, from which we hope to draft a representative rubric for future portfolio 
review processes.  Program-wide results of this process will be shared with your FIG in 
November. 
 
Appended below are three links to portfolios.  Please review these portfolios and complete a 
survey for each one to summarize your conclusions.  Each faculty member has an individual 
folder on the MWP site, under the Project Tool -- Dropbox.  When you complete a survey 
for each portfolio, please upload these to your individual DropBox folder.  The deadline for survey 
submissions is Monday, October 26 (please be in touch if you need a little more time, of course). 
 
Following this reading process, these ratings would ideally be shared and discussed in your 
FIG.  Please do try to meet either online or in-person at the end of October or during November to 
discuss your responses to this student work.  As a general reminder, part-time faculty are more 
than welcome to participate in program-wide assessment projects like these, but are not expected 
to do so. 
 
If you have any questions about this project, please feel free to be in touch.  Mike Truong is 
available to respond to any technical questions.  Michael Winder coordinates the FIGs, should 
you have a question related to groups.  Thank you, 
 
Anne. 
 
------------- 
FIG E, Sample Portfolios -- WRI 100, Sec 3 Spring 09 
 
[Pineda] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.i
d=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[Holt] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id
=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[Garibay] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.i
d=d3aa009e-cd1e-4438-9432-c72b7aed11d3 



https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3





APPENDIX H 
 
Example Student Work from Writing 10 
 
 
Sample Portfolios: WRI 10 (Sec. 15) Spring 2009 
 
[Taha] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.
id=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[White] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id
=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[Shapiro] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.i
d=d3aa009e-cd1e-4438-9432-c72b7aed11d3 



https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3
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UPDATES SINCE JANUARY 2009 REPORT 


 This report revises and updates the original Chemical Sciences report submitted in January 


2009.  The principal changes are the addition of a minor in Chemical Sciences and significant 


revisions in our approaches to assessing our Program Learning Outcomes in fundamental 


knowledge, communication, and ethics.  We are also introducing a new required course to 


insure that our majors receive appropriate instruction in scientific communication and in ethics. 


 


I.  PROGRAM DESCRIPTION 


 Chemistry is often known as “the central science” because of the key position it occupies in 


modern science and engineering.  Most phenomena in the biological and earth sciences can be 


described in terms of the chemical and physical behavior of atoms and molecules, and chemical 


principles also underlie much progress in medicine and engineering.  In addition, chemical 


systems are fascinating and often beautiful in their own right.  Recent developments in the 


chemical sciences are increasingly directed toward the study of phenomena at the nanoscale, the 


size range intermediate between individual molecules and macroscopic matter.  The ability to 


measure, understand, and control the properties of matter on these size scales allows us to draw 


conceptual and practical connections between the submicroscopic world of atoms and molecules 


and the macroscopic world with which we interact. 


 UC Merced offers an undergraduate major leading to a B.S. degree in the Chemical Sciences.  


All of our programs are designed to meet the requirements for approval by the American 


Chemical Society.  Students who complete an approved curriculum may obtain a certified 


degree, a valuable credential which serves as national-level recognition for successfully 


completing a rigorous academic chemistry curriculum in an ACS-approved department.1  The 


curriculum is designed to meet the needs of students who plan to end their formal education 


with a bachelor’s degree as well as those who wish to go on for an advanced degree.  The UC 


Merced chemistry B.S. graduate is well prepared to pursue a career in chemistry or an allied 


field.  A degree in the chemical sciences opens the door to a wide variety of careers in industry or 


government service, forensic chemistry in crime laboratories, commercial fields such as patent 


law and scientific writing, and high school science teaching.  Many chemistry majors go on to 
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graduate study to prepare for careers in teaching and/or research at the college or university 


level, or research positions in the chemical, pharmaceutical, electronics or other high-tech 


industries.  A major in chemistry is also an excellent foundation for medical school or other 


careers in the health sciences. 


 We offer both a basic chemistry program and emphasis tracks in biological chemistry, 


environmental chemistry, and materials chemistry, which allow students to pursue 


interdisciplinary areas within a degree program that is still focused on chemistry.  Many aspects 


of our program are fairly standard among chemistry programs nationwide.  Our students take 


foundational courses in math (through linear algebra and differential equations), physics (two 


semesters) and biology (one semester) in addition to the School of Natural Sciences 


requirements in general education, a computer science course, and a probability and statistics 


course.  Required chemistry courses include a year of general chemistry with lab, a year of 


organic chemistry with lab, a year of physical chemistry, one semester each of instrumental 


analysis, inorganic chemistry, and biochemistry, and a combined physical chemistry and 


instrumental analysis lab.  Further upper-division courses may be selected from a range of 


electives in chemistry, biology, earth systems science, materials science, and engineering 


depending on the emphasis track chosen.  Mirroring the flavor of our institution as a whole, the 


UC Merced Chemical Sciences program is considerably more interdisciplinary than are most 


chemistry programs in allowing more of its upper-division course requirements to be met 


through chemistry-based courses offered in other disciplines.  This breadth also permits us to 


offer both undergraduate and graduate programs in chemistry with a faculty that is currently far 


smaller than that of most chemistry departments at research universities. 


 Research is a very important part of the Chemical Sciences major at UC Merced.  All of our 


majors are required to complete at least 2-4 units of CHEM 95 or CHEM 195, lower-division or 


upper-division undergraduate research.  (The minimum requirement varies with emphasis track 


because of the different amounts of formal laboratory coursework required for the different 


tracks.)  Thus far the number of chemistry majors has been sufficiently small that we have been 


able to provide research opportunities for all chemistry undergraduates who want them, as well 


as for some students majoring in biology and other fields who sometimes switch to chemistry 


after getting experience in a research laboratory.  However, as of the middle of Spring 2010 


there were 94 declared CHEM majors.  Should most of these students remain in the major, 


seven chemistry faculty will not be able to accommodate all of them and we will need to revisit 


this requirement. 


 2







 A minor in Chemical Sciences was approved in Spring 2010.  Course requirements for the 


minor are two semesters of general chemistry, two semesters of organic chemistry, and three 


additional upper-division chemistry courses.  As of Spring 2010 only one student had declared 


the CHEM minor.  We expect that there will eventually be more, but because of the perceived 


difficulty of upper-division chemistry courses it is unlikely that this will ever be a highly popular 


minor. 


 


1ACS will not consider a chemistry program for approval until it has been accredited by its 


regional accrediting body (WASC in our case) and has awarded an average of at least two 


degrees annually over a five-year period.  As our first four majors graduated in Spring 2009, the 


earliest date at which ACS approval is possible would be 2014.
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II.  ASSESSMENT PLAN 


A.  Timeline and goals  


 The Chemical Sciences faculty has defined a set of program learning outcomes listed in Part 


B.  Assessment of these outcomes is being phased in on an annual basis as outlined below: 


Outcome Initiate collection of 
evidence 


Evaluate 
evidence 


Initiate 
response 


1. Fundamental knowledge and 
skills 


spring / summer 2009 summer / fall 
2009 


fall 2010 


2. Scientific methodology fall 2009 / spring  / 
summer 2010 


summer / fall 
2010 


fall 2011 


3. Communication and teamwork 
skills 


fall 2010 / spring / 
summer 2011 


summer / fall 
2011 


fall 2012 


4. Citizenship, ethics, role of 
chemistry in society 


summer 2012 summer / fall 
2012 


fall 2013 


 


 Evidence concerning Outcome 1 was collected at the end of spring semester and the 


beginning of summer of 2009 and was evaluated during summer and fall of 2009.  The 


chemistry faculty met during fall semester to discuss what had been learned.  Our conclusions 


were summarized in the Assessment Report submitted in January 2010.  We found that the 


protocols we had initially adopted for assessing Outcome 1 did not provide the evidence needed 


to make informed decisions about student learning and appropriate modifications to our 


curriculum.  A revised plan for assessing this and other program learning outcomes is described 


below. 


 Initial assessment of Outcome 2 will be based on student work during the current (2009-


2010) academic year and will be carried out during summer and fall of 2010.  Outcomes 3 and 4 


will be assessed during the summer and fall of 2011 and 2012.  Once assessment of all four 


outcomes has been phased in, it is anticipated that evidence pertaining to each outcome will be 


collected and assessed every year but that programmatic changes will normally be made on a 


four-year cycle based on evidence collected during all four years. 


 


B.  Program learning outcomes 


 Our program learning outcomes are based in part on the “student skills” specified as goals 


for chemistry undergraduate programs by the American Chemical Society’s Committee on 


Professional Training.  We have refined and reorganized their list and made some other 


modifications to reflect the character of Merced’s program.  The Program Learning Outcomes 


specified for the Chemical Sciences major are: 


 1.  Fundamental knowledge and skills.  Students are able to describe the major concepts and 


theoretical principles in chemistry.  They can identify the central ideas underlying the principal 
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subfields of chemistry-- analytical, inorganic, organic, and physical chemistry--as well as the 


broader interdisciplinary subfields of biological, environmental and materials chemistry.  


Students are able to operate modern chemical instrumentation, perform chemical syntheses and 


carry out other essential chemical experiments with strict adherence to sound laboratory 


techniques as well as good safety and hygiene practices.  They know how to use modern web-


based methods to effectively search the scientific literature. 


 2.  Scientific methodology.  Students have developed the ability to integrate the 


aforementioned fundamental knowledge and skills into scientific inquiries.  They can formulate 


well-defined and quantitative questions, develop testable hypotheses, design and execute 


experiments, analyze and interpret the results and reach appropriate conclusions.  They are also 


able to critically analyze the work of other scientists and assess its correctness, importance, and 


relevance. 


 3.  Communication and teamwork skills.  Students are able to write organized and concise 


reports and present technical information using electronic media, posters and oral 


presentations.  They have developed the communication and teamwork skills that allow them to 


work effectively both as leaders and as team members in a group. 


  4.  Citizenship, ethics, role of chemistry in society.  Students have an appreciation for the 


role of chemistry in the global society as well as the central role chemistry plays in other 


scientific disciplines such as biology, medicine, environmental science, and engineering 


sciences.  They conduct themselves ethically and responsibly in science-related professions. 


 These learning outcomes, along with a brief description of the major, degree requirements, 


and brief course descriptions with links to recent syllabi, are posted on the School of Natural 


Sciences web site (http://naturalsciences.ucmerced.edu/students/undergraduate/chemical-


sciences) and will be updated as appropriate. 


 


C.  Evidence 


 Achievement of program learning outcomes will be assessed through four types of evidence: 


student reports from upper-division laboratory courses and CHEM 195 research courses, oral 


presentations given in CHEM 194, an American Chemical Society standardized exam given to 


graduating seniors, and an exit questionnaire given to graduating seniors.  Originally we had 


also planned to use embedded questions on final exams, but our initial attempt to do so led us to 


conclude that this provided very little new information beyond that contained in the students' 


final course grades.   
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 Outcome 1 (fundamental knowledge and skills) will be assessed through a combination of an 


externally calibrated, standardized exam (for concepts and theoretical skills) and performance 


in upper-division laboratory courses (for laboratory skills).  We will have our seniors take the 


American Chemical Society’s Diagnostic of Undergraduate Chemistry Knowledge exam.  This is 


a two-hour, 60-question exam that poses a number of realistic scenarios in forensics, 


environmental chemistry, medicine, agriculture, materials science, etc. and asks several 


chemical questions related to each one.  Results from this exam can be benchmarked against 


results from other institutions to give us a good idea of where our students stand.  In addition, 


faculty teaching upper-division laboratory courses, currently CHEM 101L (Advanced Synthetic 


Laboratory), CHEM 114L (Instrumental Analysis and Physical Chemistry Laboratory), and 


CHEM 147 (Materials Chemistry Laboratory, if it is ever taught), as well as all faculty 


supervising CHEM 195 research courses, will be asked to evaluate each student on the 


laboratory-based aspects of Outcome 1 as outlined in the table below.  Each student will be rated 


on each applicable skill on a scale of excellent, good, fair, or poor. 


skill course 
Operate modern chemical instrumentation 114L 


195 (as appropriate) 
Perform chemical syntheses 101L 


195 (as appropriate) 
Adhere to safety and hygiene standards 101L 


114L 
195 


Search the chemical literature 114L 
195 


 


 Outcome 2 (scientific methodology) will be assessed through evaluation of student reports 


from CHEM 195 research courses.  While we teach aspects of scientific methodology in several 


places in the curriculum (see below), independent research provides the best opportunity to 


assess what the student has learned.  For each student enrolled in CHEM 195, the instructor and 


a second faculty member will evaluate each report and assign a score of excellent, good, fair, or 


poor for each of the four sub-objectives:   


• formulate questions and develop testable hypotheses 


• design and execute experiments 


• analyze and interpret results 


• critically analyze the work of other scientists  


 The instructor’s evaluation should be based on the written report as well as his or her 


interaction with the student during the course of the research project.  The second faculty 
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member will provide a less informed but also unbiased evaluation based solely on the written 


report. 


 Outcome 3 (communication and teamwork) will be assessed in three ways.  Written 


communication skills will be evaluated using laboratory reports from CHEM 114L and CHEM 


195.  The instructor and a second faculty member will evaluate one report from each student in 


each course and assign a score of excellent, good, fair, or poor.  Oral communication skills will 


be evaluated based on student seminars presented in the new CHEM 194 course, which we plan 


to make a requirement for all Chemical Sciences seniors.  The course instructor and another 


faculty member will evaluate each seminar as excellent, good, fair, or poor.  Finally, teamwork 


skills will be evaluated by performance in the laboratory in CHEM 101L, CHEM 114L, and 


CHEM 195.  The instructor of each course will be asked to assign each student a score of 


excellent, good, fair, or poor based on his/her ability to work with others in a laboratory setting. 


 Outcome 4 (ethics and citizenship) will be evaluated through an exit survey given to senior 


majors during CHEM 194 which will contain questions designed to probe understanding of and 


attitudes related to ethics and citizenship.  Details of the survey are still under development. 


 


D.  Process 


 Collection of coursework- and research-based evidence and its assessment will be performed 


at the end of each semester, including summer session for research courses.  The ACS exam and 


the exit survey will be administered to graduating seniors at the end of spring semester, during 


CHEM 194 once that course becomes a program requirement.  Until that time, faculty 


supervising seniors in CHEM 195 will be asked to administer the exam and exit survey to their 


research students. 


 After assessment of all four outcomes has been phased in, the assessment results will be 


critically evaluated and action will be taken every four years.  By averaging data over four years, 


we hope to avoid making excessively large or numerous changes in the program based on small 


amounts of data or an anomalously weak single class.  Actions to be taken may involve adding or 


deleting courses, changing course content, sequence, or prerequisites, or changing the 


instructors assigned to particular courses.  Substantive changes to individual courses or to the 


program will require formal approval by the faculty of the School of Natural Sciences and then 


by the campuswide Undergraduate Council.  These change requests will be submitted before the 


end of fall semester, allowing adequate lead time for any course or program modifications to 


take effect the following fall semester. 
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E.  Participants 


 Collection and analysis of coursework- and research-based evidence will be carried out by 


the chemistry program faculty each semester.  While CHEM 101L, 114L, 147 if offered, and 194 


are the key courses providing assessment data, most of the chemistry faculty supervise one or 


more CHEM 195’s each semester.  The “second faculty members” involved in evaluating 


laboratory and research reports (see above) will be chosen to distribute the work as equally as 


possible among the chemistry faculty, with a somewhat lighter load for untenured faculty.  


School of Natural Sciences staff will be tasked with ordering the ACS exams and, perhaps, with 


scoring them based on a multiple-choice key.  The exit survey will be written by the chemistry 


program faculty.   


 The chemistry program faculty will meet annually to disseminate the results of that year’s 


assessment and discuss possible changes to the assessment process or obviously needed changes 


to the curriculum.  The faculty will convene a more thorough curriculum review every four years 


based on review of four years’ worth of assessment data.  Changes in courses or program 


requirements must be proposed and justified by the chemistry group faculty, approved by the 


Natural Sciences curriculum committee and, if substantive, by vote of the full Natural Sciences 


faculty, and finally approved by the campuswide Undergraduate Council.  Authority for making 


teaching assignments rests with the Dean of Natural Sciences, but the recommendations of the 


program faculty are usually accepted. 


 Staff from the School of Natural Sciences, in consultation with the program faculty, are 


responsible for publicizing course syllabuses, program learning outcomes, and information 


about assessment.  The Natural Sciences web site contains brief descriptions of each major, 


learning outcomes, degree requirements, and lists of all courses with links to recent course 


syllabuses (http://naturalsciences.ucmerced.edu/students/undergraduate/chemical-sciences). 


 


F.  Minor 


 The Chemical Sciences minor was originally defined to have a single Program Learning 


Outcome, which was the same as Outcome 1 for the major.  Upon further reflection, we have 


recognized that this outcome is too ambitious in view of the small number of upper-division 


chemistry courses required for the minor, so we have modified it.  The new Program Learning 


Outcome for the Chemical Sciences minor (pending Undergraduate Council approval) is: 


 Fundamental chemical knowledge.  Students are able to describe the major concepts and 


theoretical principles in chemistry.  They can identify the central ideas underlying the principal 
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subfields of chemistry-- analytical, inorganic, organic, and physical chemistry--as well as the 


broader interdisciplinary subfields of biological, environmental and materials chemistry.   


 The corresponding PLO for the major is being assessed through the ACS Diagnostic of 


Undergraduate Chemistry Knowledge exam.  The same level of breadth and depth of knowledge 


cannot be expected for the minor because of the small number of advanced chemistry courses 


required.  Assessment for the minor is still under discussion by the faculty. 


 


G.  Self-evaluation of assessment plan based on WASC criteria 


Comprehensive List:  The Chemical Sciences PLOs can be categorized as “Developed”.  They 


contain a well-organized, complete set of outcomes based on national disciplinary standards 


from the American Chemical Society.  They also take into account relevant institution-wide 


outcomes such as communication and ethics.  They fail to meet the “highly developed” level 


because the faculty have not yet discussed and agreed on explicit criteria for assessing mastery 


of each outcome. 


Assessable Outcomes:  The Chemical Sciences PLOs are probably best described as “Emerging”.  


Although most of them do indicate how students can demonstrate learning, PLO #4 in 


particular is quite problematic in this regard.  


Alignment:  We would describe the Chemical Sciences PLOs as “Developed”.  All PLOs are 


addressed in the curriculum and everything in the curriculum is responsive to the PLOs.  Most 


but not all of the PLOs are developed at increasingly high levels as students move through the 


curriculum. 


Assessment Planning:  We consider the Chemical Sciences assessment planning to be at the 


“Developed” level.  We have a multi-year assessment plan that identifies when each outcome will 


be assessed and how the results will be analyzed and used to improve the curriculum.  It is not 


“Highly Developed” because it is not yet clear how well the chosen methods of assessment will 


work or how sustainable the approach is. 


The Student Experience:  The Chemical Sciences program falls into the “Emerging” category in 


this regard.  We have not done a very thorough job of communicating overall program outcomes 


to our students.  Although program outcomes are available in the catalog and on various web 


sites, most course syllabi contain only course learning outcomes and do not link them to 


program outcomes.
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III.  ALIGNMENT OF INSTITUTIONAL AND PROGRAM GOALS/OUTCOMES 


A.  Program and Institutional Goals/Outcomes 


 The Chemical Sciences major, with its emphasis on research, fits very well into UC Merced's 


mission as a student-centered research university.  All of our majors are required to take at least 


two units of CHEM 95/195 (Undergraduate Research), and most of them take considerably 


more, many starting in their freshman or sophomore years.  Working with a faculty member on 


an independent research project exposes our students to the thrill of discovery that makes doing 


science so rewarding.  It is also an excellent venue for teaching our students new laboratory 


techniques, laboratory safety, teamwork, use of the scientific literature, presentation of scientific 


results, and scientific ethics.  In addition, the vast majority of our courses are taught by 


research-active ladder-rank faculty who can bring examples and ideas from current research 


into the curriculum.  Our use of non-ladder-rank lecturers has thus far been limited mainly to 


CHEM 1 and CHEM 2 (preparatory chemistry and first-semester general chemistry). 


 Although the chemical sciences program is a largely technical major and is not a primary 


contributor to general education at Merced, most of UC Merced's guiding principles of general 


education are addressed in some way in our program.  The table below indicates the 


correspondence between our program learning outcomes and the eight guiding principles: 


GE Principle → 
 


Learning 
Outcome 


↓ 


Scientific 
literacy 


Decision 
making 


Communi-
cation 


Self 
and  
society 


Ethics 
and 
responsi-
bility 


Leader-
ship 
and 
team-
work 


Aesthetic 
under-
standing, 
creativity 


Develop-
ment 
of 
personal 
potential 


Fundamental 
knowledge and 
skills 


X       X 


Scientific 
methodology 


X X     X  


Communication and 
teamwork skills 


  X   X X X 


Citizenship, ethics, 
role of chemistry in 
society 


 X  X X   X 


 


While scientific literacy is clearly the dominant GE principle addressed in the Chemical Sciences 


curriculum, all of the other guiding principles are at least touched upon.  Decision making is 


encountered in determining, for example, which route to take to synthesize a particular 


structure or which instrumental method to use to measure a property of interest, as well as in 


deciding when data are complete and convincing enough to allow a conclusion to be reached.  


Communication is taught and assessed through written laboratory and research reports as well 


as oral technical seminars.  Leadership and teamwork skills are exercised through laboratory 


experiments and research performed in pairs or larger groups.  “Self and society” and “Ethics 
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and responsibility” are addressed by discussing some of the challenges faced by modern society 


whose causes and/or solutions involve chemistry (ozone depletion, renewable energy).  


Creativity is an ingredient of most chemical research, where by definition one is trying to solve a 


problem that has not been solved before.  Finally, successful performance in any rigorous 


academic discipline, including chemistry, requires development of the student’s personal 


potential. 


 


B.  Program and School Goals 


 Solutions to many of humankind’s most pressing problems, from fighting disease to creating 


sustainable energy sources, depend upon understanding natural processes.  The academic and 


research programs in the School of Natural Sciences create the environment for excellence in 


student achievement and cutting edge research in the broad areas of life, physical and 


environmental sciences.  George Whitesides, in his 2007 Priestley Medal address, states that 


"Chemistry is now the natural home of many of the most engaging problems in fundamental 


science and of the problems in applied science about which society cares the most."  Examples 


include unraveling the chemical mechanisms of ozone depletion, the synthesis of exciting new 


materials for efficient solar energy capture and storage, the development of mass spectrometric 


methods for analyzing biological macromolecules, and the advancement of optical methods that 


can access details of life processes at the single molecule level.  The fundamental nature of 


chemistry to other fields of science is recognized by the School's requirement that all Natural 


Sciences majors take at least one semester of chemistry.  The Biological Sciences major requires 


three semesters and Earth Systems Science requires two semesters.  All Chemical Sciences 


majors must also take one semester of biology, four semesters of math, and two semesters of 


physics.  Additionally, a broad range of chemistry-based upper-division courses in other Natural 


Sciences disciplines may be used to satisfy elective requirements for the Chemical Sciences 


major, further demonstrating the integration of our program into the School as a whole. 


 


C.  Program and Course Learning Outcomes 


 The curriculum  map below indicates the program learning outcomes to which each of our 


CHEM courses contribute.  Only courses that are required for one or more emphasis tracks 


and/or have been offered as of Spring 2010 are included.  (I = introduction, D = development, M 


= mastery.)  Note that many of the skills we consider to be at the "introductory" level are 


introduced in required foundational courses in mathematics, physics, and writing.   
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CHEM course 


Fundamental 
knowledge and 


skills 


 
Scientific 


methodology 


Communication 
and teamwork 


skills 


Citizenship, 
ethics, role of 
chemistry in 


society 
2 (Gen chem I + lab) I I I I 
8 (Organic I + lab) D D D I 
10 (Gen chem II + 


lab) 
D D D I 


100 (Organic II) M   I 
101L (Synthetic lab) M D D D 


111 (Biochem I) D   I 
112 (Quantum/ 
spectroscopy) 


M   I 


113 (Thermo/ 
kinetics) 


M   I 


114L (Physical/ 
instrumental lab) 


M D M D 


115 (Instrumental 
analysis) 


M   I 


120 (Inorganic) M   I 
122 (Biochem II + 


lab) 
M D D D 


147 (Materials lab) M D M D 
95/195 (Research) M M M D 


194 (Ethics & 
communication) 


  M M 


 


The emphasis of the program is on the fundamental knowledge and skills that are specific to the 


discipline.  All of our chemistry courses except CHEM 194 address this outcome and most of the 


upper-division courses aim to develop mastery of a particular area of chemistry.  The skills 


grouped under “scientific methodology”, as well as communication and teamwork skills, are 


addressed mainly in laboratory and research courses and courses with a laboratory component.  


Communication is also addressed explicitly in the new CHEM 194.  Citizenship and ethics are 


addressed occasionally in all of our courses and more often in laboratory-based courses, and 


explicitly in CHEM 194. 
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Final Report of the 


Ad‐hoc Committee for Review of 2009 Academic Program Learning Outcome Assessment Reports 
September 2, 2010 


Prepared by Laura E. Martin 
WASC Coordinator 


 
Introduction 
 
This report summarizes the work and results of the ad‐hoc committee to review the 2009 Academic 
Program Learning Outcome Assessment Reports (PLO Reports) formed under the auspices of the WASC 
Steering Committee in Spring 2010, and charged to 1) provide formative feedback to individual 
academic programs regarding their first PLO assessment efforts, 2) establish baseline data describing 
the degree to which academic assessment efforts are developed as evaluated using the Rubric for the 
Report on PLO Assessment (Appendix A), 3) identify common assessment or student learning‐related 
strengths, weaknesses or potential issues  as potential foci for further study or action, and 4) identify 
program assessment efforts to be highlighted in the EER Report. 
 
The committee reviewed twenty‐three PLO Reports, representing 15 undergraduate majors, six stand 
alone minors, one graduate program, and Core 1 (Appendix B). Reports for four undergraduate majors 
and 2 stand alone minors1 were unavailable at the time of review. The committee’s conclusions, results, 
and methods follow. 
 
Conclusions 
 
As represented in the Rubric for the Report on PLO Assessment, a foundational purpose of annual 
assessment and reporting is to cultivate an intentional, transparent, collaborative, and thereby 
programmatic approach to fostering student intellectual development within a degree granting 
program.  Over time, these activities should result in a well‐aligned and integrated set of courses 
(curriculum) taught to support student achievement of a comprehensive set of program learning 
outcomes (PLOs), for which the criteria and standards of student performance are detailed more 
specifically through instruments like programmatic rubrics.   
 


The Rubric for the Report on PLO Assessment supports development of these attributes through 
criteria and standards that ask faculty to  
 


 Collaboratively develop a shared set of explicit expectations for student intellectual 
development by graduation (Assessable PLO and Valid Evidence criteria). 


 Collaboratively develop and apply tools to investigate student development and achievement 
of these expectations that should be a product of the program’s curriculum rather than a single 
course (Valid Evidence and Reliable Results criteria). 


 Take action as a program to improve student intellectual achievements and to refine the 
assessment practices (Results Summary and Conclusions and Recommendations criteria). 


                                                 
1 Majors: Bioengineering, Economics, Management, and Materials Science and Engineering. Minors: American Studies and 
Service Science. These latter programs have fewer than 5 students each.  
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 Record these actions and decisions to allow current and future faculty to connect their own 
course curricula and instructional practices to these results as appropriate (all criteria). 


 
Programs should be working to reach the Developed standard.  
 
Based on the aggregated results of report reviews, the ad‐hoc committee came to the following 
conclusions related to the degree of development of assessment practices across academic programs 
and associated needs. 
 


1) Two notable strengths of the reported assessment practices were the widespread use of 
assessment results to inform curricular change and, for many programs, the degree of 
faculty involvement in programmatic assessment activities.  


 
2) For most programs, continued development is needed to achieve a transparent, 


collaborative, programmatic approach to assessment. Development efforts should be 
focused primarily on the practices associated with three foundational criteria of the rubric ‐ 
Assessable PLOs, Valid Evidence, and Reliable Results.  


 
3) A majority of programs need to develop one or more lines of indirect evidence of student 


learning that complements the direct evidence gathered.  
 


4) To support development, programs should continue to evaluate their annual assessment 
practices by using the Rubric for the Report on PLO Assessment.  


 
5) To support development, efforts should be made to further establish a common 


assessment‐related vocabulary and set of expectations and tools across academic programs.   
 
Related to student learning, the committee recognized that  
 


6) Communication skills, particularly writing, may benefit from development efforts focused at 
the disciplinary level.  Further investigation is warranted.  


 
Additionally, the committee noted that it will be important to  
 


7) Update the annual PLO Assessment Report format to ensure that programs archive with 
their report the rubric used to evaluate student work together with representative 
examples of scored student work.  This will support calibration and comparison when 
revisiting the PLO as well as the examination of student learning achievements during 
program review.  WASC will also expect this material to be available in future accreditation 
reviews.  


 
8) Remind programs that have revised PLOs to update catalog, websites, and syllabi and 


consider the implications of these modifications for the alignment of the program’s 
curriculum across courses and for course‐level student learning outcomes.  
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Finally, the committee identified the following programs as potential candidates to be highlighted in 
the Educational Effectiveness Review Report:  Core 1, Environmental Engineering, History, 
Mechanical Engineering, Physics, and Spanish Minor. The committee recognized that the final 
selection would depend upon the larger context of the report.  
 
Specific details related to be the above conclusions are available the Results section of this report.  


 
Results  
 
Establishing Baseline Data on Program Assessment  
 
PLO Reports communicated a wide diversity of assessment‐related strengths, many of which were 
unique to individual programs. Broad faculty involvement was the most frequently recognized 
strength; it was noted in response to 39% of the reports.  
 
Figure 1 summarizes the degree of program development for each of the rubric’s five criteria, in the 
aggregate and by School, as assessed by the ad‐hoc committee. 
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Figure 1. Results of the committee‐based assessment of the level of development of the 2009‐2010 
Program PLO Reports as evaluated using UC Merced’s Rubric for the Report on PLO Assessment. For 
each  of  the  rubric’s  five  criteria,  the  percentage  of  reports  judged  to  be  at  each  level  of 
development ‐ Initial (I), Emerging (E), Developed (D), Highly Developed (HD) or intermediate to two 
levels (for example, I/E) ‐ is summarized below by School (n=23).  
 


These results indicate that  
 


1) In the aggregate, UC Merced’s academic programs are moving toward Developed assessment 
structures and practices, with most reporting programs assessed to be Emerging or better for 
all five of the rubric’s criteria. 


 
2) The criteria associated with the key foundational practices of transparent, collaborative 


programmatic practices ‐ Assessable PLOs, Valid Evidence, and Reliable Results ‐ are most in 
need of development, with approximately 50% of programs assessed as Emerging or lower in 
these categories.   


 
3) Assessment results are being connected to curriculum and instructional practices even in these 


earliest stages, as a majority of programs (~60%) reached the Developed or Highly Developed 
standard with respect to the Results Summary and Conclusions and Recommendations criteria. 
Indeed, approximately 90% of reporting programs identified changes to be made to the 
curriculum as a result of the assessment process.  


 
 
Figure 2 summarizes the degree of agreement between the committee’s assessment of program 
development and each program’s self‐assessment with respect to the rubric’s five criteria.   
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Figure  2.  Comparison  of  program  and 
committee  assessments  of  PLO  Reports 
using UC Merced’s Rubric for the Report 
on  PLO  Assessments.  For  each  of  the 
rubric’s  five  criteria,  a  figure  below 
describes  the  percentage  of  program 
self‐assessments  were  a)  at  least  one 
level  of  development  lower  than  the 
committee’s assessment, b) the same as 
or with‐in one‐half  level of committee’s 
assessment, and c) at  least one  level of 
development  higher  than  the 
committee’s (n=18 for all criteria, except 
Results Summary with an n=17). 
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The strong agreement between committee and program assessments for nearly all criteria  
 


1) Lends support to the conclusions regarding the current level of assessment‐related 
development among reporting academic programs.   


 
2) Indicates that the rubric is supporting the development of a shared, foundational, 


understanding of the expectations of assessment practices and reporting across academic 
programs.  


 
The agreement between committee and program assessments was weakest for the Reliable Results 
criterion, with a third of program self‐ratings exceeding those of the committee by at least one level 
of development. Allowing for the possibility that low committee scores and relatively high program 
self‐ratings may reflect abbreviated reporting rather than actual practice, the results suggest that 
many programs need to formalize the calibration (norming) process. This will increase confidence in 
the conclusions of assessment work and promote shared understandings that feedback into course‐
based instruction to better support achievement of programmatic curricular goals.   
 
To more precisely identify the assessment practices in need of development, Table 1 provides the 
most common suggestions made to programs and their relationship to the three criteria specifically 
identified for attention ‐ Assessable PLOs, Valid Evidence, and Reliable Results.  Suggestions 1, 2, 5, 
and 6 describe practices essential to establishing a collaborative, programmatic approach to 
improving student learning through assessment.   


 
Table 1: The most common suggestions for improving assessment practices in relation to the rubric 
criteria each supports.  


Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


1) Further elaborate rubrics to describe more precisely the 
criteria and standards used to evaluate student work so that a) 
faculty engaged in the assessment process are using shared 
rather than personal criteria to evaluate student work, and b) 
faculty, including future faculty, who are not directly involved 
in the assessment process can see their colleagues’ 
expectations for student learning in relation to a PLO.  


x  x   


2) In the absence of a capstone course or assignment, 
strategically select examples of student work from a number of 
courses so that the assessment results enable conclusions 
about the program’s efficacy in bringing about student learning 
as opposed to that of a single course.  Alternatively, explain 
why student work from a single course is expected to represent 
learning facilitated by the program’s curriculum, rather than 
just that of the course.  


  x   
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Committee Suggestion 


Rubric Criteria Addressed by Committee 
Suggestion 


Assessable 
PLOs 


Valid Evidence 
Reliable 
Results 


3) Consider more explicitly the alignment between the assessed 
student work and the PLO. Do the assignments elicit student 
responses that allow the program to evaluate achievement of 
the PLO? 


x  x   


4) Develop lines of indirect evidence to complement and 
support results of direct assessment. 2 


  x   


5) Formalize calibration processes in order to increase 
confidence in conclusions and develop shared understandings 
to take back to individual courses.  


    x 


6) Determine inter‐rater reliability in order to, as necessary, 
take steps to improve agreement among faculty and 
confidence in conclusions. 


    x 


 
Emerging themes 
 
The committee identified several recurrent issues or themes related to both student learning and 
assessment.  
 
With respect to student learning, several programs noted that  
 


 Student written communication skills and mathematical expression confounded the 
assessment of student knowledge and intellectual skills. 


 
With respect to assessment, the committee noted the need to 


 


 Develop a programmatic approach to assessment that involves identifying student work 
that reflects learning due to the program’s curriculum rather than that of a single course. 


 Develop explicit rubrics that are appropriate/well‐aligned to the assessment task.  


 Continue to address the challenge of assessing forms of evidence that are not easily 
susceptible to criteria, for example, complex narrative. 


 Develop indirect evidence of student learning that complements direct evidence. 


 Improve faculty calibration.  
 


                                                 
2 Only 43%, of the 95% of programs that worked with direct evidence, used some form of indirect evidence as well. The 
absence of indirect evidence contributed in part to approximately 60% of programs being identified as emerging or 
emerging/developed for the Valid Evidence criterion. Programs that gathered indirect evidence, particularly through 
student interviews, typically described these results as being very informative and as practices that will be continued. In 
several cases, student perspectives on the program independently supported faculty observations or conclusions based on 
direct evidence of student performance. WASC also expect multiple lines of evidence. 
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Programs to Potentially Highlight in the Educational Effectiveness Review Report 
 
Based on the quality of the assessment work and results, the following programs were identified as 
potential candidates to be highlighted in the Educational Effectiveness Review Report:  Core 1, 
Environmental Engineering, History, Mechanical Engineering, Physics, and Spanish Minor. The 
committee recognized that the final selection would depend upon the larger context of the report.  


  
Methods 
 
The ad‐hoc committee included six individuals, consisting of faculty and staff from each School and 
Core 1/General Education (Appendix C).  Each PLO Report was reviewed by a primary and secondary 
reviewer guided by a template (Appendix D) constructed around the Rubric for the Report on PLO 
Assessment (Appendix A). Following an in‐person norming session focused on an example report, 
reviews were conducted asynchronously with primary reviewers forwarding completed reviews to 
secondary reviewers. After reading the PLO Report, secondary reviewers then considered the primary 
reviewer’s summary comments and, as necessary, noted any supplemental or discrepant points. 
Primary and secondary review responsibilities were split evenly among committee members. Workload 
was distributed in this way to reduce the workload associated with reading and evaluating a large 
number of reports near the end of the semester.  
 
Through this process, reviewers 
 


1) Rated the program’s level of development for each of the rubric’s five criteria;  
2) Identified two or three assessment practices to be strengthened, based on the rubric criteria 


identified in step 1 to be most in need of development; and 
3) Identified one to two strengths of each program’s assessment practices. 


 
For the few cases in which the two reviewers’ rubric‐based ratings disagreed by one level of 
development (ex. emerging versus developed), the average rating was calculated (ex. 
emerging/developed). For half‐step differences in rater scores (ex. intermediate/developed versus 
developed), the shared level of development was calculated (ex. developed). Reviewers never 
disagreed by more than one level of development.  
 
To identify frequently observed assessment or student learning‐related strengths, weaknesses or 
potential issues, reviewers’ narrative comments were coded and the frequency of each code was 
calculated.  Using these results, the committee identified common assessment or student learning‐
related themes or issues to be addressed during an in‐person meeting.   
 
Finally, to gain some sense of how useful the rubric is for communicating assessment‐related 
expectations and to gauge each program’s impression of the quality of its assessment work, the 
committee’s rubric scores were compared to the rubric‐based self‐evaluations each program reported 
in its PLO Report.  
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Appendix A: UC Merced’s Rubric for the Report on PLO Assessment. 
 







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


 
Based on C. Jenefsky & JFKU Program Review Council (2008) and WASC rubrics (2007) 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


RE
SU


LT
S 
&
 C
O
N
CL
U
SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 



Administrator

Text Box

Laura E. Martin & Anne Zanzucchi, Center for Research on Teaching Excellence, University of California, Merced. 2009.







RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


KU Program Review Council (2008) and WASC rubrics (2007) 
 
Based on C. Jenefsky & JF


 
This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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Appendix B: 2009 PLO Report Submission Record as of Spring 2010 when the review was conducted. 
 


School  Program Name  Program Type 
2009 PLO Report 


Submitted? 
SoE  Bioengineering  Major  No 


  Computer Science & Engineering  Major  Yes 


  Environmental Engineering  Major  Yes 


  Materials Science & Engineering  Major  Yes 


  Mechanical Engineering  Major  No 


  Environmental Systems  Graduate  Yes 


       


SNS  Applied Mathematics  Major  Yes 


  Biology  Major  Yes 


  Chemistry  Major  Yes 


  Earth Systems Science  Major  Yes 


  Physics  Major  Yes 


  Natural Sciences Education Minor  Minor  Yes 


       


SSHA  Anthropology  Major  Yes 


  Cognitive Science  Major  Yes 


  Economics  Major  No 


  History  Major  Yes 


  Literatures & Cultures  Major  Yes 


  Management  Major  No 


  Political Science  Major  Yes 


  Psychology  Major  Yes 


  Sociology  Major  Yes 


  American Studies  Minor  Yes 


  Arts  Minor  Yes 


  Philosophy  Minor  Yes 


  Spanish  Minor  Yes 


  Service Science  Minor  Yes 


  Writing Minor  Minor  Yes 


       


College 
One 


Core 1  GE  Yes 
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Appendix C: Roster of the Ad‐hoc Committee for PLO Report Review, Spring 2010. 
 


Name  Title & Relevant Committee Memberships  School/ Unit Affiliation 


Gregg Camfield  
Professor, Chair of the WASC Steering Committee; 
member Senate‐Administrative Council on 
Assessment 


SSHA 


Tom Hothem 
Lecturing Faculty; member of the WASC Steering 
Committee 


SSHA & Core 1 (GE) 


Valerie Leppert  Associate Professor  SoE 


Laura Martin 
WASC Coordinator, Assessment Coordinator, 
member of the WASC Steering Committee, member 
Senate‐Administrative Council on Assessment 


Center for Research on Teaching 
Excellence 


Masa Watanabe 
Director of Student Success, School of Natural 
Sciences 


SNS 


Jack Vevea 
Associate Professor, member of the WASC Steering 
Committee 


SSHA 
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Appendix D:  Review Template  
 


PLO Report Review: Instructions and Form 
 
Background: 
The goals of this PLO Assessment Report Review are to (1) provide feedback to programs on their 
assessment efforts, (2) identify and report back to each School’s faculty any assessment or student 
learning issues common to the School’s programs, and (3) identify programs whose results might serve 
as case studies in our EER Report. To support this work, we will also (4) rate each program’s 
assessment efforts against the Rubric for the Report on PLO Assessment.  
 
Instructions: 
Primary Reviewers:  
For each PLO Report you review please complete the primary reviewer sections of the Review Form, 
then forward the completed forms to the secondary reviewer. 
 
Secondary reviewers: 
Please review the PLO Reports and the primary reviewer’s responses to the Review Form. In the 
secondary reviewer sections of the form, please note any differences with the primary reviewer’s 
conclusions, or any additional thoughts, you might have. Finally please submit completed Review 
Forms to Laura, lmartin@ucmerced.edu.  
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PLO Report Review Form 
 


1) Name of Program:____________________________ 
 


 
2) Please assess the program’s level of development with respect to each of the five criteria in the 


Rubric for the Report on PLO Assessment (Appendix B). Provide your conclusions, along with any 
supporting comments, in the table below as I (Initial), E (Emerging), D (Developed) or HD (Highly 
Developed).  A program can be assessed to fall between two levels of development, for example, 
I/E or E/D.  


 
 


Reviewer 
Assessable 


PLO  Valid Evidence 
Reliable 
Results 


Results 
Summary 


Conclusions & 
Recommendat


ions 


 
Primary 


         


 
Secondary 


         


 
 


3) Please provide the program with constructive feedback regarding its assessment practices.  (These 
comments will be excerpted and shared with the program on behalf of this committee, so please 
craft these with your colleagues in mind.) 


 
a) In one sentence, describe a clear strength of the program’s assessment efforts.  
 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
 
b) Based on the criterion (or criteria) identified in question 2 as needing the most development, 


and the corresponding supplemental questions provided in Appendix A, please identify two or 
three assessment practices to be strengthened.  


 
  Primary Reviewer: 
 
 
 
  Secondary Reviewer: 
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4) Please note what you might imagine to be emerging, shared themes related to the assessment 
process and/or student learning results.   
 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
 
 
5)  Briefly evaluate the potential of the program’s assessment work as a case study for our EER report. 


Relevant criteria include: 


 Quality of assessment work, including most importantly evidence of assessment‐based 
actions to improve student learning.  


 Illustrative of a commonly observed approach to assessment.  


 Illustrative of trends or common conclusions emerging from PLO Reports.  
 
 


Primary Reviewer: 
 
 
 


Secondary Reviewer: 
 
 
 
6) Any outstanding thoughts or questions?  


 
Primary Reviewer: 


 
 
 


Secondary Reviewer: 
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APPENDIX A: A set of questions is provided below to help guide the identification of assessment 
practices to be strengthened in response to Question 3 above. To support this process, the questions 
are organized by the criteria that appear on Rubric for the Report on PLO Assessment. Please pay 
particular attention to italicized questions as they were specifically identified in the most recent WASC 
Commission Action Letter as important areas of development and so should have priority in feedback.   
 
Assessable PLOs: 


 As written, is the PLO measurable? Does it involve specific, active verbs that such as 
“demonstrate by” or “solve” as opposed to verbs of general cognition like “know” or 
“understand”? 


 Is the PLO likely to be understood by students? Of use to students?  


 To help faculty (and students as relevant) develop a shared understanding of what student 
mastery of the PLO looks like in practice, has a rubric been developed that articulates criteria3 
and standards4 of performance (for each criterion)? 


 
Valid Evidence: 


 Is a rationale for the assessment strategy provided? Does the program explain why a particular 
piece of work, or a particular course, is an appropriate focus for examining student 
achievement with respect to the PLO?  


 Related to the bullet above, does the assessment work have a program/PLO focus rather than 
course‐level focus? 


 Does the assessment method include at least one form of direct evidence (i.e. actual student 
work)?  


 Is the assessment measure going to produce results that bear on the PLO? (I.e. Is it aligned with 
the PLO?) 


 Will the sample size and sampling strategy produce results that represent the student norm? 


 Are multiple, complementary forms of evidence used to more precisely identify areas in need of 
attention and to strengthen confidence in the conclusions? (For example, direct and indirect 
evidence?) 


 
Reliable Results: 


 Did the program use a rubric with explicit standards and criteria to review student work and, 
thereby, promote agreement among reviewers about student proficiency?  


 Did at least two faculty members review each piece of student work?  


 Were faculty reviewers calibrated or normed with respect to explicit standards and criteria 
used to asses student work in order to promote agreement among reviewers about observed 
student proficiencies? 


 Did the program determine how consistently faculty reached the same conclusion with respect 
to a piece of student work (i.e. determine inter‐rater reliability)? 


 
Summarizing Results: 


                                                 
3 “The qualities we look for in student evidence.” (Driscoll and Wood, 2007) The specific skills or abilities to be measured. 
4 Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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 To gain a sense of the distribution of student performance relative to performance standards or 
levels of proficiency, does the program describe the percentage of students meeting specific 
levels of performance, for example, as described in a rubric? 


 Does the program identify a goal for the percentage of students meeting minimum or higher 
levels of proficiency? Are the assessment results evaluated in relation to this goal? 


 
Conclusions and Recommendations: 


 Are the program’s conclusions supported by the results?  


 Are issues related to the validity and reliability of the results considered in drawing conclusions 
and identifying actions to be taken on the basis of those conclusions?  


 As warranted, does the program propose some actions to be taken in response to their 
conclusions? Are the actions well‐aligned with the conclusions?  


 In order to promote improvements in student learning have the results, conclusions and 
proposed actions been shared with the faculty and approved by the faculty?  
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TABLE. Undergraduate Program Learning Outcomes (PLO) that specifically address communication, arranged in alphabetical order 
by program name. 
 
Program Name Communication PLO 


Applied Mathematical Sciences, B.S. Give clear and organized written and verbal explanations of mathematical ideas to a variety of 
audiences. 


Anthropology, B.A. Possess skills to communicate anthropological knowledge effectively through writing, oral 
presentation, and data presentation in various formats for diverse audiences. 


Arts Minor Understand, think and communicate critically the aesthetic, historical, cultural, social and 
contemporary aspects of the medium (media) they are studying. 


Chemical Sciences, B.S. 


Communication and teamwork skills. Students are able to write organized and concise reports and 
present technical information using electronic media, posters and oral presentations. They have 
developed the communication and teamwork skills that allow them to work effectively both as 
leaders and as team members in a group.  


Computer Science & Engineering, B.S. An ability to communicate effectively with a range of audiences.  


Earth Systems Science, B.S. Effective written and oral communication skills, especially the ability to transmit complex technical 
information. 


Economics, B.A. Have an ability to communicate clearly and cogently in written and oral form using modern 
technology. 


Environmental Engineering, B.S. 
EnvE graduates will communicate effectively in written, spoken, and visual formats with technical, 
professional, and broader communities. 


Environmental Science and Sustainability 
Minor 


Communicate to diverse stakeholders the major concepts and principles of Environmental Science 
and Sustainability, such as how elements of the Earth System are connected, the carrying capacity of 
natural systems, and how government policy and economics can both perpetuate and solve 
environmental problems. 


History, B.A. Use methods of narrative and analysis appropriately for communicating historical phenomena. 


Interdisciplinary Public Health Minor Communication: Ability to communicate orally and in writing about concepts in epidemiology and 
health disparities. 


Literatures and Cultures, B.A. Articulate, cogently and with sensitivity to context, in both speech and writing, her/his 
interpretations and evaluations. 



http://granada.ucmerced.edu/cs/ucnsblank/query/q/76?cs_rid=3�

http://anth.ucmerced.edu/undergraduate-programs/learning-goals�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=142&contentid=178�

http://granada.ucmerced.edu/cs/ucnsblank/query/q/76?cs_rid=6�

https://eng.ucmerced.edu/soe/prospective/eplo�

http://granada.ucmerced.edu/cs/ucnsblank/query/q/76?cs_rid=26�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=145&contentid=181�

https://eng.ucmerced.edu/soe/prospective/eplo�
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http://faculty.ucmerced.edu/taghezzehei/ESS/index.html�
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http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=179&contentid=212�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=146&contentid=182�





 2 


Management, B.A. Use effective written and oral communication consistent with the management and professional 
environment. 


Mechanical Engineering, B.S. An ability to communicate effectively.  


Natural Science Education Minor  Ability to develop a lesson plan and deliver an effective lesson at the secondary school level 


Philosophy Minor Present well-defined claims of one's own, to give clear philosophical arguments in defense of these 
claims, and to respond to critical objections others might raise against these claims. 


Physics, B.S. 
Communication and Teamwork Skills. Students will be able to clearly explain their mathematical and 
physical reasoning, both orally and in writing, and will be able to communicate and work effectively 
in groups on a common project. 


Political Science, B.A. 
 


Write effectively, particularly to convey complex concepts and information in a clear and concise 
manner. 


Psychology, B.A. Show that they understand and can apply the writing style used in psychological literature (APA 
style). 


Sociology, B.A.   Communicate orally and in writing about sociological concepts. 


Spanish Minor 


Possess Spanish listening and speaking skills equivalent at least to the advanced level of the ACTFL 
Proficiency Guidelines: Understand the main ideas of most speech in a standard dialect and use oral 
Spanish to speak about a variety of everyday activities, school, and work situations, but also to 
support opinions, explain in detail and hypothesize. Possess Spanish writing skills equivalent at least 
to the advanced level of the ACTFL Proficiency Guidelines: the student will be able to write about a 
variety of topics with significant precision and detail, and to produce organized compositions and 
short research papers. 


Writing Minor Demonstrate thorough engagement with the iterative processes of reading, writing, and speaking; 
Craft language that reveals aesthetic awareness. 


  



http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=147&contentid=183�

https://eng.ucmerced.edu/soe/prospective/eplo�
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http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=149&contentid=185�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=150&contentid=186�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=151&contentid=187�
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Handbook of  
Accreditation


2008 


Accrediting Commission for 
Senior Colleges and Universities







ii


THe WesTern AssociATion of scHools And 
colleges


The Western Association of Schools and Colleges (WASC)1 is one of the six regional accrediting associations in 
the United States. WASC was formed on July 1, 1962, to evaluate and accredit schools, colleges, and universities 
in California, Hawaii, the territories of Guam, American Samoa, Federated States of Micronesia, Republic of 
Palau, and the Commonwealth of the Northern Mariana Islands. WASC functions through a board of directors 
and three accrediting commissions: the Accrediting Commission for Senior Colleges and Universities, the Ac-
crediting Commission for Community and Junior Colleges, and the Accrediting Commission for Schools. The 
board of directors consists of nine members, with each accrediting commission electing three members.


Each commission, with the involvement of all participating institutions, develops its own standards, proce-
dures, and fiscal policies, under the authority and subject to the approval of the WASC board of directors. The 
accreditation actions of each commission are certified annually by the board of directors of WASC. Accredi-
tation ceases whenever an institution fails to pay its annual fees, requests in writing that its accreditation be 
withdrawn, or when the Commission formally acts to terminate accreditation. 


This Handbook of Accreditation covers Standards of Accreditation, the Institutional Review Process, and Com-
mission Decisions on Institutions for the Accrediting Commission for Senior Colleges and Universities. It 
should be used in conjunction with published policies and practices of the Accrediting Commission for Senior 
Colleges and Universities, which are available on the Commission’s website: www.wascsenior.org. 


The Accrediting Commission for Senior Colleges and Universities reserves the right to make changes to this 
Handbook and all related policies and procedures at any time, in order to comply with new federal require-
ments or in response to new needs in the region. Institutions should refer to the Commission’s website for the 
most recent versions of all publications.


1 The WASC Constitution and a list of accredited institutions can be found on the WASC web site at 
www.wascweb.org. For a list of other regional accrediting associations and related bodies, see the Ac-
crediting Commission for Senior Colleges and Universities website at www.wascsenior.org.



http://www.wascsenior.org

http://www.wascweb.org
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user’s guide To THe HAndBooK of AccrediTATion


This Handbook of Accreditation is intended to serve a variety of readers: representatives of institutions accred-
ited by the Commission or those seeking review; chairs and members of evaluation teams; those interested in 
establishing good practices in higher education and the process of evaluation; and the general public interested 
in or affected by higher education. In addition, the Handbook has been designed to serve several purposes: to 
identify the Core Commitments and accreditation standards to be addressed in the accreditation review pro-
cess, to guide institutions through institutional review, and to assist evaluation teams in each stage of review. 
Each major section is designed to stand alone, as well as fit within the integrated Handbook. The Handbook 
is purposely not copyrighted so that it may be widely copied and distributed. It is the Commission’s goal that 
through wide dissemination and application, the standards and processes developed in this model of accredita-
tion may inform and contribute to the development of improved institutional practices and reviews throughout 
the WASC region.


This Handbook is part of a broader and more comprehensive system of support provided by the Accrediting 
Commission to institutions, evaluators, and members of the public. Important policies and procedures, and 
additional information supplementing the material found in this Handbook, are available on the Commission’s 
web site (www.wascsenior.org) and should be read in conjunction with this Handbook. Guides have also been 
developed for specific activities, such as Substantive Change and visit preparation. Those guides are also avail-
able on the Commission’s website. 


The Commission welcomes suggestions for improvement of this Handbook and ways to make it, and the ac-
creditation process itself, more useful to institutions and members of the public. Please send all comments and 
suggestions to the WASC office.



http://www.wascsenior.org
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inTroducTion 
Purposes of WASC Accreditation
Voluntary, non-governmental, institutional accreditation, as practiced by WASC and the other regional accred-
iting commissions, is a unique characteristic of American education. In many other countries, the maintenance 
of educational standards is a governmental function and compliance with government standards is mandatory. 
No institution in the United States is required to seek accreditation. However, because accreditation brings a 
variety of widely recognized benefits, most of the eligible institutions in this country have sought to become 
accredited by regional accrediting commissions. 


The effectiveness of self-regulatory accreditation depends upon the institution’s acceptance of specific respon-
sibilities. Every institution that desires recognition by WASC is expected to demonstrate that it meets the Core 
Commitments to Institutional Capacity and Educational Effectiveness. The institution is expected to comply 
with all of the Standards of Accreditation and abide by the Commission’s policies, procedures, and decisions. 
The accreditation process likewise assumes that each institution has the responsibility to participate in the peer 
review process and accept an honest assessment of institutional strengths and weaknesses.


The Commission accredits institutions, and its accreditation extends to all programs offered by an institution. 
In addition to assessing academic quality and educational effectiveness, the Commission evaluates institutional 
structures, processes, and resources.


The accreditation process is intended to:


Assure the educational community, the general public, and other organizations and agencies that 1. 
an accredited institution meets the Commission’s Core Commitments to Institutional Capacity and 
Educational Effectiveness and has been reviewed under Commission Standards;


Promote institutional engagement on issues of educational effectiveness and student learning;2. 


Develop and share good practices in assessing and improving the teaching and learning process;3. 


Develop and apply standards to review and improve educational quality and institutional perfor-4. 
mance, and validate and revise these standards through ongoing research and feedback;


Promote within institutions a culture of evidence, through which indicators of performance are 5. 
regularly developed and data are collected to inform institutional decision making, planning, and 
improvement; 


Develop systems of institutional review and evaluation that adapt to institutional context and pur-6. 
poses, build on institutional evidence, support rigorous reviews, reduce the burden of accreditation, 
and add value to the institution;


Promote active interchange of ideas among all institutions to improve institutional performance, 7. 
educational effectiveness, and the process of peer review.
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Commission Code of Good Practice and Ethical Conduct
In carrying out its functions, the Commission has established a code of good practice and ethical conduct that 
applies to its relations with the institutions it serves and to its internal organization and procedures. 


The Commission is committed to:


Appraise institutions in terms of their own stated purposes within the context of Commission Stan-1. 
dards, and interpret the Standards in ways that are relevant to the character of the particular institu-
tion, respecting institutional integrity and diversity; 


Emphasize the value and importance of institutional self-evaluation and the development of appro-2. 
priate evidence to support the accreditation review process;


Assist and stimulate improvement in the educational effectiveness of the institution, including the 3. 
review and improvement of student learning;


Conduct evaluation visits using experienced and qualified peers, under conditions that promote 4. 
impartial and objective judgment and avoid conflict of interest;


Provide the institution a reasonable period of time to comply with the Commission’s requests for 5. 
information and documents; 


Protect the confidentiality of information pertaining to institutions;6. 


Include on evaluation teams representatives from institutions of similar purposes and academic 7. 
programs;


Provide institutions an opportunity to object, for cause, to individual members assigned to their 8. 
evaluation teams, with special concern for possible conflict of interest;


Arrange for interviews with administration, faculty, students, and governing board members during 9. 
the accreditation review process, and include a publicized opportunity for open meetings; 


Provide institutions due process concerning accrediting decisions made by the Commission. To ef-10. 
fectuate this commitment, institutions are provided an opportunity to respond in writing to draft 
team reports in order to correct errors of fact; to respond in writing to final team reports on issues 
of substance; and to appear before the Commission when reports are considered. The Commission 
staff notifies the institution in writing as soon as reasonably possible after Commission decisions 
are made and includes in its correspondence the reasons for actions taken. The institution may 
formally appeal Commission actions as described in Section IV, Commission Decisions on Institu-
tions (page 44).


Provide an opportunity for institutional representatives and the general public to attend portions of 11. 
Commission meetings devoted to policies and other non-confidential matters (see policy on Public 
Access to the Commission on the Commission website); 


Encourage institutions to engage in widespread discussion and serious consideration of Commis-12. 
sion actions and the issues highlighted by the Commission in its action letters to the institution;


Request a written response from an institution, or refer a matter to the next evaluation team, when 13. 
the Commission finds that an institution may be in violation of Commission Standards or policies. 
If a written report is requested and the response is not deemed adequate, the staff may request 
supplemental information or schedule a fact-finding visit to the institution. The institution will bear 
the expense of such a visit.


Visit institutions at periodic intervals, as specified in the Institutional Review Process;14. 



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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Permit withdrawal of a request for candidacy or initial accreditation at any time (even after evalua-15. 
tion) prior to final action by the Commission. This privilege does not apply to other types of visits;


Terminate accreditation or candidacy only after advance written notice;16. 


Encourage continuing communication between the Commission and institutions through the ac-17. 
creditation liaison officer position at each institution (see policy on the Accreditation Liaison Of-
ficer on the Commission website);


Maintain and implement a conflict of interest policy for visiting teams, members of the Commis-18. 
sion, and Commission staff, to assure fairness and avoid bias (see “Federally Mandated Policies, 
Conflict of Interest [602.15(a)(6)]” on the Commission website); 


Provide formal means by which institutions and others can comment on the effectiveness of the 19. 
accreditation review process, standards, and policies, and conduct ongoing and regular reviews to 
make necessary changes.



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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The Status of Accreditation
The status of accreditation indicates that an institution has fulfilled the requirements for accreditation estab-
lished by this Handbook. This means that the institution has:


Demonstrated that it meets the Core Commitments to Institutional Capacity and Educational 1. 
Effectiveness;


Conducted a self-review under the Standards of Accreditation, developed and presented indicators 2. 
of institutional performance, and identified areas for improvement;


Developed an approved Institutional Proposal for accreditation and been evaluated by teams of 3. 
peer evaluators in the Capacity and Preparatory and Educational Effectiveness Reviews;


Demonstrated to the Commission that it meets or exceeds the expectations of the Standards of 4. 
Accreditation; 


Committed itself to institutional improvement, periodic self-evaluation, and continuing  5. 
compliance with Commission Standards, policies, procedures and decisions.


Accreditation is attained following the evaluation of the entire institution and continues until formally termi-
nated or withdrawn. It is subject, however, to periodic review and to conditions, as determined by the Com-
mission. Every accredited institution files an Annual Report, is visited by WASC at least every ten years, and 
undergoes a comprehensive self-review and evaluation at least every ten years. Initial accreditation, as a matter 
of Commission policy, requires institutional self-review and peer evaluation no more than seven years after the 
date of the Commission action granting such status. Neither accreditation nor candidacy is retroactive. (Under 
certain circumstances, the Commission may set the effective date of accreditation up to six months prior to the 
Commission’s action.  See How to Become Accredited on the Commission website.)


As a voluntary, nongovernmental agency, the Commission does not have the responsibility to exercise the 
regulatory control of state and federal governments or to apply their mandates regarding collective bargaining, 
affirmative action, health and safety regulations, and the like. Furthermore, the Commission does not enforce 
the standards of specialized accrediting agencies, the American Association of University Professors, or other 
nongovernmental organizations, although institutions may wish to review the publications of such agencies as 
part of the self-review process. The Commission has its own Standards and expects institutions and teams to 
apply them with integrity, flexibility and an attitude of humane concern for students and the public interest.


The Standards of Accreditation apply to all institutions in the region. For those seeking candidacy and initial 
accreditation, the Standards must be met at least at a minimum level. For institutions seeking reaffirmation of 
accreditation, the Standards must be met at a higher level. The Standards define normative expectations and 
characteristics of excellence, and provide a framework for institutional self-review. Depending upon the stage 
of development of the institution, some components of the Standards may be viewed as of greater or lesser 
priority.



http://www.wascsenior.org/findit/files/forms/How_to_Become_Accredited__Feb_09.pdf
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WAsc core commiTmenTs And sTAndArds


standard 1:
 defining institutional Purposes and ensuring 
educational objectives


standard 2: 
Achieving educational objectives Through core 
functions


standard 3: 
developing and Applying resources 
and organizational structures to ensure 
sustainability


standard 4: 
creating an organization committed to  learning 
and improvement
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orgAnizATion of THe sTAndArds
The Core Commitments
The institutions accredited by WASC represent a remarkable range in terms of mission, size, and relative ma-
turity. They are bound together, however, by a common pair of commitments – to institutional capacity and to 
educational effectiveness. The WASC process begins by asking institutions to ground their efforts in these two 
commitments. In this way, each institution connects more closely to its own distinctive character and to its re-
sponsibilities to its stakeholders. By reaffirming these core commitments, the institution more fully owns both 
the process and the outcomes of an accreditation review. 


Core Commitment to Institutional Capacity 
The institution functions with clear purposes, high levels of institutional integrity, fiscal stability, and 
organizational structures to fulfill its purposes.


The Core Commitment to Institutional Capacity enables the institution to consider resource issues 
from a holistic perspective, and to consider capacity as an institutional attribute beyond minimum 
compliance and a review of assets. Looking at itself through a “lens” of institutional capacity enables the 
institution to reexamine what it is in terms of its capacity to fulfill its aspirations, and to integrate and 
synthesize findings and recommendations for improvement gained through its self-review under Com-
mission Standards. While the Standards provide an opportunity to review institutional performance 
within a defined area, the framework of institutional capacity allows an institution to explore cross-
cutting issues such as whether resources, structures and processes are aligned with the institution’s mis-
sion and priorities, and whether the institution has the capacity to measure, interpret, and use evidence 
about its effectiveness. An important dimension of institutional capacity is the institution’s readiness 
to define and sustain educational effectiveness. This dimension is reflected in the review cycle by the 
name assigned to the first review, the Capacity and Preparatory Review.


Core Commitment to Educational Effectiveness 
The institution evidences clear and appropriate educational objectives and design at the institutional 
and program level. The institution employs processes of review, including the collection and use of data, 
that ensure delivery of programs and learner accomplishments at a level of performance appropriate for 
the degree or certificate awarded.


The Core Commitment to Educational Effectiveness provides an opportunity for the institution to ex-
plore holistically its approaches to educational effectiveness. The institution assesses whether its sys-
tems, such as course and program design, faculty support, and program review, are effectively linked to 
evidence of student learning and are consistent with the educational goals and the academic standards 
of the institution. By design, elements of educational effectiveness are incorporated into all four Com-
mission Standards, so that institutions explore the relationships between capacity and educational qual-
ity and effectiveness. Each of the four Accreditation Standards describes key elements of educational 
effectiveness. 
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Accreditation Standards
To help institutions and others interpret and apply the Core Commitments to Institutional Capacity and Edu-
cational Effectiveness, the Commission has defined Standards for accreditation. These Standards are intended 
to serve several purposes:


To guide institutions in self-review as a basis for assessing institutional performance and identifying  ▷
areas in need of improvement


To provide a framework for institutional presentations to the Commission and review teams ▷


To serve as the basis for judgment by evaluation teams in the institutional review process ▷


To provide a foundation for Commission actions and the basis for required institutional follow up  ▷
to such actions


To assist those involved in the accrediting process, in higher education generally, and members of  ▷
the public, in defining institutional quality and educational effectiveness and in promoting the de-
velopment and sharing of practices that lead to improved quality.


Format of the Standards 
Each Standard is constructed with the following interrelated elements: 


The Standard


Each standard is set forth in broad holistic terms that are applicable to all institutions. Within each 
standard are two or more major categories under which the standard is more specifically defined. To 
emphasize the holistic manner in which the contents of each Standard are viewed and applied, judg-
ments will be made, to the extent possible, at the level of the Standard itself. Each of the four Standards 
begins with a “statement of the Standard,” defining the basis for judgment. Within each Standard are 
sub-sections that define topical areas that are essential to the Standard itself.


Criteria for Review 


Within each sub-section are Criteria for Review (CFRs), intended to identify key areas for the review 
under each Standard. Criteria for Review are meant to support basic decisions about accreditation and 
to enable the Commission to render an effective judgment on the performance of an institution. 


Guidelines


Guidelines identify expected forms or methods for demonstrating performance related to certain Cri-
teria for Review. By design, the Commission has not developed a Guideline for each Criterion for Re-
view. Where Guidelines are identified, the Commission is seeking to assist institutions in interpreting 
the Criteria for Review by providing examples of how institutions can demonstrate that they have ad-
dressed them. For example, a substantial core of full-time faculty would be commonly expected as part 
of an institution’s demonstration that it has addressed Criterion for Review 3.2. The Commission is 
interested in demonstrated results rather than a specific form of institutional practice. If an institution 
chooses not to employ the practices described in a particular Guideline, the institution is responsible 
for showing that it has addressed the intent of that Criterion in an equally effective way.
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Related Commission Policies


The Commission has adopted policies and statements that apply to all candidate and accredited insti-
tutions. These policies and statements represent official Commission positions, and institutions are 
expected to adhere to their provisions. Institutions and teams are also expected to include references to 
relevant policies as part of the accreditation review process.                                          


Following each of the four Standards are references to policies that are of particular relevance to those 
Standards and the related CFRs and Guidelines. These references are not intended to be all-inclusive. 
Institutions are encouraged to become familiar with, and to review periodically, all Commission poli-
cies and statements. 


Commission policies are collected and published on the Commission website. 



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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sTAndArd 1
Defining Institutional Purposes and Ensuring Educational  
Objectives


 Institutional Purposes ▷
 Integrity ▷


The institution defines its purposes and establishes educational objectives aligned with its purposes and char-
acter. It has a clear and conscious sense of its essential values and character, its distinctive elements, its place in 
the higher education community, and its relationship to society at large. Through its purposes and educational 
objectives, the institution dedicates itself to higher learning, the search for truth, and the dissemination of 
knowledge. The institution functions with integrity and autonomy.


Institutional Purposes
Criteria for Review 


1.1 The institution’s formally approved statements of 
purpose and operational practices are appropriate 
for an institution of higher education and clearly de-
fine its essential values and character.


{GUIDELINES: The institution has a 
published mission statement that clearly 
describes its purposes. The institution’s 
purposes fall within recognized academic 
areas and/or disciplines, or are subject to 
peer review within the framework of gen-
erally recognized academic disciplines or 
areas of practice.


1.2 Educational objectives are clearly recognized 
throughout the institution and are consistent with 
stated purposes. The institution develops indicators 
for the achievement of its purposes and educational 
objectives at the institutional, program, and course 
levels.  The institution has a system of measuring 
student achievement, in terms of retention, comple-
tion, and student learning. The institution makes 
public data on student achievement at the institu-
tional and degree level, in a manner determined by 
the institution.


1.3 The institution’s leadership creates and sustains 
a leadership system at all levels that is marked by 
high performance, appropriate responsibility and 
accountability.
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Integrity
Criteria for Review


1.4 The institution publicly states its commitment to 
academic freedom for faculty, staff, and students, 
and acts accordingly. This commitment affirms that 
those in the academy are free to share their convic-
tions and responsible conclusions with their col-
leagues and students in their teaching and in their 
writing.


{GUIDELINES: The institution has published 
or has readily-available policies on academic 
freedom. For those institutions that strive to 
instill specific beliefs and world views, poli-
cies clearly state how these views are imple-
mented and ensure that these conditions 
are consistent with academic freedom. Due 
process procedures are disseminated, dem-
onstrating that faculty and students are pro-
tected in their quest for truth.


1.5     Consistent with its purposes and character, the insti-
tution demonstrates an appropriate response to the 
increasing diversity in society through its policies, 
its educational and co-curricular programs, and its 
administrative and organizational practices.


{GUIDELINE: The institution has demon-
strated institutional commitment to the prin-
ciples enunciated in the WASC Statement on 
Diversity.


1.6 Even when supported by or affiliated with political, 
corporate, or religious organizations, the institution 
has education as its primary purpose and operates as 
an academic institution with appropriate autonomy.


{GUIDELINE: The institution has no history 
of interference in substantive decisions or 
educational functions by political, religious, 
corporate, or other external bodies outside the 
institution’s own governance arrangements.


1.7   The institution truthfully represents its academic 
goals, programs, and services to students and to the 
larger public; demonstrates that its academic pro-
grams can be completed in a timely fashion; and 
treats students fairly and equitably through estab-
lished policies and procedures addressing student 
conduct, grievances, human subjects in research, 
and refunds.


{GUIDELINES: The institution has published 
or has readily available policies on student 
grievances and complaints, refunds, etc. and 
has no history of adverse findings against it 
with respect to violation of these policies. Re-
cords of student complaints are maintained 
for a six-year period. The institution clearly 
defines and distinguishes between the differ-
ent types of credits it offers and between de-
gree and non-degree credit, and accurately 
identifies the type and meaning of the credit 
awarded in its transcripts. The institution has 
published or readily available grievance pro-
cedures for faculty and staff. The institution’s 
policy on grading and student evaluation is 
clearly stated, and provides opportunity for 
appeal as needed.


1.8 The institution exhibits integrity in its operations, as  
demonstrated by the implementation of appropriate 
policies, sound business practices, timely and fair re-
sponses to complaints and grievances, and regular 
evaluation of its performance in these areas.


{GUIDELINE: The institution’s finances are 
regularly audited by external agencies.
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1.9 The institution is committed to honest and open  
communication with the Accrediting Commission, 
to undertaking the accreditation review process with 
seriousness and candor, to informing the Commis-
sion promptly of any matter that could materially af-
fect the accreditation status of the institution, and 
to abiding by Commission policies and procedures, 
including all substantive change policies.


See related Policies on: 


 Complaints and Third Party Comments ▷
 Contracts with Unaccredited Organizations ▷
 Degree-Level Approval Policy ▷
 Disclosure of Accrediting Documents and Commission Actions ▷
 Honorary Degrees ▷
 Institutions with Related Entities ▷
 Maintenance of Accreditation Records ▷
 Overseas International Education Programs for Non-US Nationals ▷
 Statement on Diversity ▷
 Substantive Change ▷



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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sTAndArd 2
Achieving Educational Objectives Through Core Functions


 Teaching and Learning ▷
 Scholarship and Creative Activity ▷
 Support for Student Learning and Success ▷


The institution achieves its institutional purposes and attains its educational objectives through the core func-
tions of teaching and learning, scholarship and creative activity, and support for student learning and success. 
It demonstrates that these core functions are performed effectively and that they support one another in the 
institution’s efforts to attain educational effectiveness.


Teaching and Learning
Criteria for Review


2.1    The institution’s educational programs are appropriate 
in content, standards, and nomenclature for the de-
gree level awarded, regardless of mode of delivery, and 
are staffed by sufficient numbers of faculty qualified 
for the type and level of curriculum offered.


{GUIDELINE: The content, length, and 
standards of the institution’s academic 
programs conform to recognized disciplin-
ary or professional standards and are sub-
ject to peer review.


2.2   All degrees—undergraduate and graduate—awarded 
by the institution are clearly defined in terms of entry-
level requirements and levels of student achievement 
necessary for graduation that represent more than 
simply an accumulation of courses or credits.


{GUIDELINE: Competencies required 
for graduation are reflected in course syl-
labi for both General Education and the 
major.


2.2a. Baccalaureate programs engage students in an 
integrated course of study of sufficient breadth 
and depth to prepare them for work, citizenship, 
and a fulfilling life. These programs also ensure 
the development of core learning abilities and 
competencies including, but not limited to, 
college-level written and oral communication, 
college-level quantitative skills, information lit-
eracy, and the habit of critical analysis of data 
and argument. In addition, baccalaureate pro-
grams actively foster an understanding of diver-
sity, civic responsibility, the ability to work with 
others, and the capability to engage in lifelong 
learning. Baccalaureate programs also ensure 
breadth for all students in the areas of cultural 
and aesthetic, social and political, as well as sci-
entific and technical knowledge expected of ed-
ucated persons in this society. Finally, students 
are required to engage in an in-depth, focused, 
and sustained program of study as part of their 
baccalaureate programs.


{GUIDELINE: The institution has a pro-
gram of General Education that is inte-
grated throughout the curriculum, includ-
ing at the upper division level, consisting 
of a minimum of 45 semester units (or the 
equivalent), together with significant study 
in depth in a given area of knowledge (typi-
cally described in terms of a major).







15


2.2b. Graduate programs are consistent with the 
purpose and character of the institution, are 
in keeping with the expectations of their re-
spective disciplines and professions, and are 
described through nomenclature that is appro-
priate to the levels of graduate and professional 
degrees offered. Graduate curricula are visibly 
structured to include active involvement with 
the literature of the field and ongoing student 
engagement in research and/or appropriate 
high-level professional practice and training 
experiences. Additionally, admission criteria to 
graduate programs normally include a bacca-
laureate degree in an appropriate undergradu-
ate program.


{GUIDELINES: Institutions offering grad-
uate-level programs employ at least one 
full-time faculty member for each gradu-
ate degree program offered, and demon-
strate sufficient resources and structures 
to sustain these programs and create a 
graduate-level academic culture.


2.3   The institution’s student learning outcomes and ex-
pectations for student attainment are clearly stated at 
the course, program and, as appropriate, institutional 
level. These outcomes and expectations are reflected 
in academic programs and policies, curriculum, ad-
visement, library and information resources, and the 
wider learning environment.


2.4     The institution’s expectations for learning and student 
attainment are developed and widely shared among 
its members, including faculty, students, staff, and 
where appropriate, external stakeholders. The institu-
tion’s faculty takes collective responsibility for estab-
lishing, reviewing, fostering, and demonstrating the 
attainment of these expectations.


2.5   The institution’s academic programs actively involve  
students in learning, challenge them to meet high  
expectations, and provide them with appropriate and  
ongoing feedback about their performance and how it 
can be improved.


2.6 The institution demonstrates that its graduates con-
sistently achieve its stated levels of attainment and 
ensures that its expectations for student learning are 
embedded in the standards that faculty use to evalu-
ate student work.


2.7   All programs offered by the institution are subject 
to systematic program review. The program review 
process includes analyses of the achievement of the 
program’s learning objectives and outcomes, program 
retention and completion, and, where appropriate, 
results of licensing examinations and placement, and 
evidence from external constituencies such as em-
ployers and professional organizations.
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Scholarship and Creative Activity
Criteria for Review


2.8   The institution actively values and promotes scholar-
ship, creative activity, and curricular and instructional 
innovation, as well as their dissemination at levels and 
of the kinds appropriate to the institution’s purposes 
and character.


{GUIDELINE: Where appropriate, 
the institution includes in its policies 
for faculty promotion and tenure the 
recognition of scholarship related to 
teaching, learning, assessment, and co-
curricular learning.


2.9   The institution recognizes and promotes appropriate  
linkages among scholarship, teaching, student learn-
ing and service.


Support for Student Learning and Success
Criteria for Review


2.10 The institution collects and analyzes student data, 
disaggregated by demographic categories and areas of 
study. It tracks achievement, satisfaction, and campus 
climate to support student success. The institution reg-
ularly identifies the characteristics of its students and 
assesses their preparation, needs, and experiences.


2.11 Consistent with its purposes, the institution develops 
and assesses its co-curricular programs.


2.12 The institution ensures that all students understand 
the requirements of their academic programs and re-
ceive timely, useful, and regular information and advis-
ing  about relevant academic requirements.


{GUIDELINE: Recruiting and admis-
sion practices, academic calendars, 
publications, and advertising are ac-
curate, current, complete, and are 
readily available to support student 
needs.


2.13 Student support services, including financial aid, reg-
istration, advising, career counseling, computer labs, 
and library and information services, are designed to 
meet the needs of the specific types of students that the 
institution serves and the curricula it offers.


2.14 Institutions that serve transfer students provide clear 
and accurate information about transfer require-
ments, ensure equitable treatment for such students 
with respect to academic policies, and ensure that such 
students are not unduly disadvantaged by transfer 
requirements.
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See related Policies on: 


 Collegiate Athletics ▷
 Credit for Prior Experiential Learning ▷
 Distance Education and Technology-Meditated Instruction ▷
 Instruction in Languages Other Than English ▷
 International Students ▷
 Law Schools in California ▷
 Statement on Diversity ▷
 Study Abroad ▷
 Transfer and Award of Academic Credit  ▷


Scholarship and Creative Activity
Criteria for Review


2.8   The institution actively values and promotes scholar-
ship, creative activity, and curricular and instructional 
innovation, as well as their dissemination at levels and 
of the kinds appropriate to the institution’s purposes 
and character.


{GUIDELINE: Where appropriate, 
the institution includes in its policies 
for faculty promotion and tenure the 
recognition of scholarship related to 
teaching, learning, assessment, and co-
curricular learning.


2.9   The institution recognizes and promotes appropriate  
linkages among scholarship, teaching, student learn-
ing and service.


Support for Student Learning and Success
Criteria for Review


2.10 The institution collects and analyzes student data, 
disaggregated by demographic categories and areas of 
study. It tracks achievement, satisfaction, and campus 
climate to support student success. The institution reg-
ularly identifies the characteristics of its students and 
assesses their preparation, needs, and experiences.


2.11 Consistent with its purposes, the institution develops 
and assesses its co-curricular programs.


2.12 The institution ensures that all students understand 
the requirements of their academic programs and re-
ceive timely, useful, and regular information and advis-
ing  about relevant academic requirements.


{GUIDELINE: Recruiting and admis-
sion practices, academic calendars, 
publications, and advertising are ac-
curate, current, complete, and are 
readily available to support student 
needs.


2.13 Student support services, including financial aid, reg-
istration, advising, career counseling, computer labs, 
and library and information services, are designed to 
meet the needs of the specific types of students that the 
institution serves and the curricula it offers.


2.14 Institutions that serve transfer students provide clear 
and accurate information about transfer require-
ments, ensure equitable treatment for such students 
with respect to academic policies, and ensure that such 
students are not unduly disadvantaged by transfer 
requirements.



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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sTAndArd 3
Developing and Applying Resources and Organizational  
Structures to Ensure Sustainability


 Faculty and Staff ▷
 Fiscal, Physical and Information Resources ▷
 Organizational Structures and Decision-Making Processes ▷


The institution sustains its operations and supports the achievement of its educational objectives through its 
investment in human, physical, fiscal, and information resources and through an appropriate and effective set 
of organizational and decision-making structures. These key resources and organizational structures promote 
the achievement of institutional purposes and educational objectives and create a high quality environment for 
learning.


Faculty and Staff
Criteria for Review


3.1   The institution employs personnel sufficient in num-
ber and professional qualifications to maintain 
its operations and support its academic programs, 
consistent with its institutional and educational 
objectives.


3.2 The institution demonstrates that it employs a faculty  
with substantial and continuing commitment to the  
institution. The faculty is sufficient in number, pro-
fessional qualifications, and diversity to achieve the 
institution’s educational objectives, to establish and 
oversee academic policies, and to ensure the integri-
ty and continuity of its academic programs wherever 
and however delivered.


{GUIDELINE: The institution has an in-
structional staffing plan that includes a 
sufficient number of full-time faculty with 
appropriate backgrounds, by discipline 
and degree level. The institution systemat-
ically engages full-time non-tenure track, 
adjunct, and part-time faculty in such 
processes as assessment, program review, 
and faculty development.


3.3 Faculty and staff recruitment, orientation, workload, 
incentive, and evaluation practices are aligned with 
institutional purposes and educational objectives. 
Evaluation processes are systematic, include ap-
propriate peer review, and, for instructional faculty 
and other teaching staff, involve consideration of 
evidence of teaching effectiveness, including student 
evaluations of instruction.


3.4 The institution maintains appropriate and suffi-
ciently supported faculty and staff development ac-
tivities designed to improve teaching and learning, 
consistent with its institutional objectives.


{GUIDELINE: The institution provides 
training and support for faculty members 
teaching by means of technology-mediated 
instruction.







19


Fiscal, Physical, and Information Resources
Criteria for Review


3.5    The institution has a history of financial stability, un-
qualified independent financial audits and resources 
sufficient to ensure long-term viability. Resources 
are aligned with educational purposes and objec-
tives. If an institution has an accumulated deficit, it 
has realistic plans to eliminate that deficit. Resource 
planning and development include realistic budget-
ing, enrollment management, and diversification of 
revenue sources.


3.6   The institution holds, or provides access to, infor-
mation resources sufficient in scope, quality, cur-
rency, and kind to support its academic offerings 
and the scholarship of its members. These informa-
tion resources, services and facilities are consistent 
with the institution’s educational objectives and are 
aligned with student learning outcomes. For both 
on-campus students and students enrolled at a dis-
tance, physical and information resources, services, 
and information technology facilities are sufficient 
in scope and kind to support and maintain the level 
and kind of education offered.


3.7 The institution’s information technology resources  
are sufficiently coordinated and supported to fulfill 
its educational purposes and to provide key academ-
ic and administrative functions.


Organizational Structures and Decision-Making Processes
Criteria for Review


3.8 The institution’s organizational structures and deci-
sion-making processes are clear and consistent with 
its purposes, support effective decision making, 
and place priority on sustaining effective academic 
programs.


{GUIDELINE: The institution establishes 
clear roles, responsibilities, and lines of 
authority, which are reflected in an orga-
nization chart.


3.9 The institution has an independent governing board  
or similar authority that, consistent with its legal and  
fiduciary authority, exercises appropriate oversight 
over institutional integrity, policies, and ongoing op-
erations, including hiring and evaluating the chief 
executive officer.


{GUIDELINE: The governing body regu-
larly engages in self-review and training to 
enhance its effectiveness.
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3.10  The institution has a full-time chief executive offi-
cer. The institution also has a chief financial officer 
whose primary or full-time responsibility is to the in-
stitution. In addition, the institution has a sufficient 
number of other qualified administrators to provide 
effective educational leadership and management.


3.11   The institution’s faculty exercises effective academic  
leadership and acts consistently to ensure both aca-
demic quality and the appropriate maintenance of the 
institution’s educational purposes and character.


{GUIDELINE: The institution clearly de-
fines the governance roles, rights, and re-
sponsibilities of the faculty.


See related Policies on: 


 Collective Bargaining ▷
 Institutional Units in a System ▷
 Institutions With Related Entities ▷
 Statement on Diversity ▷



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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sTAndArd 4
Creating an Organization Committed to Learning and  
Improvement


Strategic Thinking and Planning ▷
Commitment to Learning and Improvement  ▷


The institution conducts sustained, evidence-based, and participatory discussions about how effectively it is 
accomplishing its purposes and achieving its educational objectives. These activities inform both institutional 
planning and systematic evaluations of educational effectiveness. The results of institutional inquiry, research, 
and data collection are used to establish priorities at different levels of the institution and to revise institutional 
purposes, structures, and approaches to teaching, learning, and scholarly work. 


Strategic Thinking and Planning
Criteria for Review


4.1  The institution periodically engages its multiple  
constituencies, including faculty, in institutional 
reflection and planning processes which assess its 
strategic position, articulate priorities, examine the 
alignment of its purposes, core functions and re-
sources, and define the future direction of the insti-
tution. The institution monitors the effectiveness of 
its plans and planning processes, and revises them 
as appropriate.


4.2 Planning processes at the institution define and, to 
the extent possible, align academic, personnel, fiscal, 
physical, and technological needs with the strategic 
objectives and priorities of the institution.


4.3 Planning processes are informed by appropriately 
defined and analyzed quantitative and qualitative 
data, and include consideration of evidence of edu-
cational effectiveness, including student learning.
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Commitment to Learning and Improvement 
Criteria for Review


4.4    The institution employs a deliberate set of quality as-
surance processes at each level of institutional func-
tioning, including new curriculum and program 
approval processes, periodic program review, ongo-
ing evaluation, and data collection. These processes 
include assessing effectiveness, tracking results over 
time, using comparative data from external sources, 
and improving structures, processes, curricula, and 
pedagogy.


4.5  The institution has institutional research capacity 
consistent with its purposes and objectives. Institu-
tional research addresses strategic data needs, is dis-
seminated in a timely manner, and is incorporated in 
institutional review and decision-making processes. 
Included in the institutional research function is the 
collection of appropriate data to support the assess-
ment of student learning.  Periodic reviews are con-
ducted to ensure the effectiveness of the research 
function and the suitability and usefulness of data.


4.6     Leadership at all levels is committed to improvement 
based on the results of the inquiry, evaluation and 
assessment that is used throughout the institution. 
The faculty takes responsibility for evaluating the ef-
fectiveness of the teaching and learning process and 
uses the results for improvement. Assessments of the 
campus environment in support of academic and co-
curricular objectives are also undertaken and used, 
and are incorporated into institutional planning.


{GUIDELINE: The institution has clear, 
well-established policies and practices 
for gathering and analyzing information 
that lead to a culture of evidence and 
improvement.


4.7    The institution, with significant faculty involvement, 
engages in ongoing inquiry into the processes of 
teaching and learning, as well as the conditions and 
practices that promote the kinds and levels of learn-
ing intended by the institution. The outcomes of 
such inquiries are applied to the design of curricula, 
the design and practice of pedagogy, and to the im-
provement of evaluation means and methodology.


{GUIDELINE: Periodic analysis of grades 
and evaluation procedures are conducted 
to assess the rigor and effectiveness of grad-
ing policies and practices.


4.8    Appropriate stakeholders, including alumni, employ-
ers, practitioners, and others defined by the institu-
tion, are regularly involved in the assessment of edu-
cational programs.







iii. The institutional  
review Process
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THe insTiTuTionAl revieW Process
This section of the Handbook is designed to give guidance to institutions and teams about the purposes, struc-
ture, and format of the institution’s presentation for each stage of the review process. Further information and 
support is available on the Commission website (www.wascsenior.org), through workshops offered during the 
year, and at the annual WASC Academic Resource Conference. 


Introduction
The heart of accreditation lies in the institutional self-review. To be done effectively and with integrity, the 
review requires the public commitment of the institution’s leadership to openness, candor, and serious engage-
ment, and an evident intention to use the results of the self-review to improve institutional capacity and edu-
cational effectiveness. The WASC accreditation process does not review all aspects of institutional functions in 
a compliance mode. Instead, it reviews and validates effective ongoing internal systems of quality review and 
improvement. External evaluation under this approach can only be successful when built on an effective inter-
nal institutional process of evaluation, reflection, recommendations, and plans for action. 


Overview of the Accreditation Review Cycle
The accreditation review process consists of three stages: the Institutional Proposal, the Capacity and Prepara-
tory Review (CPR), and the Educational Effectiveness Review (EER). This three-stage process applies to all in-
stitutions, regardless of where they are in the accreditation process. In the case of institutions being considered 
for candidacy or initial accreditation, and for institutions with a recent history of sanctions, the primary focus 
of the review is on institutional compliance with the Standards of Accreditation. Other institutions may choose 
to focus on selected themes and address the Standards in the context of those themes.


As described below, the Institutional Proposal is intended to define and organize how the institution will ad-
dress Commission Standards through self-review. It focuses on several major issues that will improve institu-
tional performance, especially with respect to educational effectiveness. The CPR and EER are intentionally de-
signed to be aligned and sequential, to enable the institution to engage in a staged, developmental process that 
leads beyond minimum compliance to significant improvement of both institutional capacity and educational 
effectiveness. The maximum time period between Capacity and Preparatory Reviews is ten years, though the 
Commission often places institutions on shorter cycles of review. 


In order to obtain accreditation or remain accredited, each institution is required to demonstrate, through the 
three-stage process, that it fulfills the two Core Commitments of the Accrediting Commission: 


Commitment to Institutional Capacity: The institution functions with clear purposes, high levels of I. 
institutional integrity, fiscal stability, and appropriate organizational structures to fulfill its purposes.


Commitment to Educational Effectiveness: The institution evidences clear and appropriate educa-II. 
tional objectives and design at the institutional and program level, and employs processes of review, 
including the collection and use of data, that assure delivery of programs and learner accomplish-
ments at a level of performance appropriate for the degree or certificate awarded.


The role of WASC evaluation teams at each stage of the review process is to work with the institution’s evidence 
and exhibits to determine if they accurately and fairly represent the institution within the context of Commission 
Standards, and to determine if the institution has effectively addressed the Core Commitments and will be able to 
sustain and improve its capacity and effectiveness for the period of accreditation granted by the Commission. 



http://www.wascsenior.org





25


Outcomes of the Accreditation Review Process
The Commission has identified the following outcomes for the accreditation review process. 


For the institution:


The development and more effective use of indicators of institutional performance and educational  ▷
effectiveness to support institutional planning and decision making;


Greater clarity about the institution’s educational objectives and criteria for defining and evaluating  ▷
those objectives;


Improvement of the institution’s capacity for self-review and its systems of quality assurance, data  ▷
collection and analysis;


A deeper understanding of student learning, the development of more varied and effective methods  ▷
of assessing learning, evaluation of whether levels of performance are appropriate to the degree and 
program, and the use of assessment results to improve program and institutional practices;


Systematic engagement of the faculty on issues of assessing and improving teaching and learning  ▷
processes within the institution and on aligning support systems for the faculty more effectively 
toward this end.


To fulfill the purposes of accreditation: 


Validation of the institution’s presentation of evidence, both to assess compliance with accreditation  ▷
Standards and to provide a basis for institutional improvement;


Demonstration of the institution’s fulfillment of the Core Commitments to Institutional Capacity  ▷
and Educational Effectiveness.


Institutions that have successfully completed the three-stage process find that the process can lead to significant 
institutional engagement and improvement on important issues, especially assessment, student learning out-
comes, and educational effectiveness. 
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sTAge 1: THe insTiTuTionAl ProPosAl
Purposes: The Institutional Proposal is the first stage in the accreditation review cycle and guides the entire 
accreditation review process. It establishes a framework for connecting each institution’s context and priorities 
with the Standards of Accreditation for the accreditation review. Once accepted, the proposal serves as the pri-
mary basis for both institutional self-review and team evaluation, and is given to each evaluation team and the 
Commission, along with the Accreditation Standards, as the basis upon which the evaluation of the institution 
should occur.  


The proposal plays a key role in the accreditation process by calling upon the institution to: 


Establish the context for its accreditation review;1.  


Conduct a preliminary evaluation of itself under the Standards of Accreditation to identify areas in 2. 
need of improvement;


Link its self-review under the Standards with defined outcomes for the accreditation review;3. 


Identify the key issues of institutional capacity to be addressed in the Capacity and Preparatory 4. 
Review;


Develop strategies for assessing and improving student and organizational learning in the Educational 5. 
Effectiveness Review;


Identify for each of the stages of review such necessary components as researchable questions, key in-6. 
dicators of performance, evidence to be collected and used, committees or groups to be involved, and 
the resources needed as components of a work plan for the review;


Evaluate the effectiveness of its data gathering and analysis systems; 7. 


Develop a portfolio of data tables and institutional evidence that serves the institution throughout the 8. 
review and beyond.


Timing: Proposals are submitted approximately two years prior to the CPR visit, on a date set by the Commis-
sion. This timing allows for review by the Proposal Review Committee and revision by the institution, if neces-
sary. Institutional representatives are required to attend a Proposal Workshop in order to prepare the proposal 
under this timetable. The proposal should be approved by the Proposal Review Committee no later than eigh-
teen months prior to the CPR visit. 


wasc Institutional review cycle


Proposal 
submitted, 22-25 
mo. prior to CPR


Proposal approved, 
1-6 months after 
submission


Capacity and 
Preparatory Review 
(CPR)


Educational 
Effectiveness 
Review (EER), 
18-24 months after 
CPR


New Proposal,  
5-8 years after EER


▽ ▽ ▽ ▽ ▽
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Format and Required Elements: The proposal represents a plan of work that should be framed as a single, 
interconnected process. Considerable thought should be given to what the institution intends to accomplish 
through the entire review process and how different institutional constituencies will be engaged in developing 
and approving the proposal, and implementing it through the CPR and EER visits.


The proposal process is designed to enable institutions to adapt the accreditation review to their own context 
and accreditation history with WASC, and demonstrate how they meet the Core Commitments and Standards 
of Accreditation. The process also allows an institution to align activities undertaken for its accreditation review 
with its strategic plan and to focus on key areas of improvement. In the design of the proposal, institutions are 
encouraged to be creative, build on processes already in place, focus on a limited number of issues that can be 
addressed in depth, increase attention to student learning and success, and improve the analysis and use of evi-
dence throughout the institution. 


The Proposal Workshop provides opportunities for teams to learn the latest approaches to the review process, 
interact with other institutions, and build a foundation for the proposal. In addition, Commission staff has de-
veloped a set of materials to support the proposal process. These materials are occasionally updated or revised. 
Check the Commission website for the latest version of these materials.


The proposal should be organized into four (4) sections and is to include several specific elements, as defined 
below:


Setting the Institution’s Context and Relating the Proposal to the Standards.A. 


Institutional Context Statement.1.  This key section of the proposal lays the foundation for why 
a particular set of issues and approaches is being proposed by the institution for its accredita-
tion review. Drawing upon institutional data, especially that provided in the data tables on fi-
nancial capacity, diversity, retention, and graduation rates, this section should briefly describe: 
i) the institution’s background, ii) strengths and challenges, and iii) approaches used to identify 
and assess student learning outcomes across the institution. Two Commission documents, the 
Inventory of Educational Effectiveness Indicators and the Inventory of Concurrent Accreditation, 
are designed to be used developmentally across the CPR and the EER and must be included. 
In addition, the institution should identify how the proposal responds to issues raised by the 
most recent Commission action letter and, where relevant, issues identified by the Substantive 
Change or Interim Report Committees. 


Preliminary Self-Review Under the Standards of Accreditation2. . Using the WASC Work-
sheet for Preliminary Self-Review Under the Standards and the What Really Matters on Your 
Campus? exercise, or through other means, the institution should identify key issues arising 
under the Standards. Particular attention should be paid to retention and graduation rates, 
student learning assessment results, and organizational learning/quality assurance systems that 
will be embedded within institutional practice beyond the accreditation review process. [The 
self-review worksheet may be submitted as an appendix and is optional.]


Process for Proposal Development and Leadership Involvement3. . In this section, the institu-
tion should describe how it developed the proposal and generated broad institutional support 
for it. Key institutional leaders, especially the chief executive officer, chief academic officer, and 


▽ ▽ ▽ ▽ ▽ ▽
Proposal
Workshop


12-18 months 1-6 months 18-24 months


Proposal
due


Proposal
reviewed
by PRC


Proposal
revised by
institution
(if needed)


Proposal
approved


CPR



http://www.wascsenior.org/findit/files/forms/Data_Exhibits_for_Educational_Effectiveness_Review__Sep_07_.doc

http://www.wascsenior.org/findit/files/forms/Data_Exhibits_for_Educational_Effectiveness_Review__Sep_07_.doc

http://www.wascsenior.org/findit/files/forms/Worksheet_for_Preliminary_Self_Review.doc

http://www.wascsenior.org/findit/files/forms/What_really_matters.doc

http://www.wascsenior.org/findit/files/forms/What_really_matters.doc

http://www.wascsenior.org/findit/files/forms/Worksheet_for_Preliminary_Self_Review.doc
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faculty leadership, should be significantly involved in the design and implementation of the 
proposal and be demonstrably committed to its implementation and success. 


Framing the Review Process to Align the Capacity and Educational Effectiveness ReviewsB. . Institu-
tions may wish to refer to the Commission support document Expectations for Two Reviews for assis-
tance in developing this section. (See www.wascsenior.org for the latest version of this document, and 
other related materials.)


Overview and Goals for the Accreditation Review Process1. . The institution should describe 
in this overview section a coherent vision and specific outcomes for the entire accreditation 
review as a single connected process, specifying what it intends to accomplish and how the 
CPR and EER are connected and aligned to achieve these outcomes. As with all outcomes, these 
should be framed as results, not activities to be undertaken. These overarching outcomes should 
be supported by the outcomes identified for each stage of the review. Of particular interest is 
how the accrediting review process will improve student learning and success at the institution. 
In addition, the institution should consider the outcomes articulated for the accreditation re-
view process in the Introduction to the Handbook.


Approach to the Capacity and Preparatory Review2. . This section should describe how the 
institution intends to address the Core Commitment to Institutional Capacity, by discussing 
three key foci: 


The institution’s self-assessment of its capacity (resources, structures and processes), a. 
especially under Standards 1, 3 and 4. The institution should identify key issues and stra-
tegic themes that it intends to address in the CPR, and the intended outcomes for this 
review. For each issue and/or theme, the institution should identify what key indicators 
will be developed or relied on, who will be involved, and how specific activities will 
be organized to achieve the outcomes identified. This section should reference, where 
appropriate, the institution’s self-review under the Standards and key Standards and 
Criteria for Review (CFRs) that will be emphasized in the CPR. 


The institution’s infrastructure to support educational effectiveness, especially reten-b. 
tion and graduation, the assessment of student learning, and program review under 
Standard 2, and its organizational learning and use of evidence under Standard 4.


The institution’s level of preparation for, and progress toward, the EER at the time of the c. 
CPR. The institution may wish to use the Commission document Educational Effective-
ness Framework as a guide to evaluate its progress. 


Approach to the Educational Effectiveness Review3. . This section should describe how the in-
stitution intends to address the Core Commitment to Educational Effectiveness by discussing:


The institution’s specific intended outcomes for this stage of review. As with the CPR, a. 
these outcomes may be related to key issues and/or strategic themes. For each issue/
theme, the institution should indicate specific research questions, methods of inquiry, 
key indicators, and the specific groups that will be involved in the review process. Areas 
where institutional systems of quality assurance are to be reviewed and improved (e.g., 
program review processes, capstone courses, portfolio reviews) should also be identified 
and incorporated into the proposal. The institution should explain why it has proposed 
this particular approach to the EER. This rationale should flow from the institution’s 
self-review under the Standards and analysis of the current state of its student learning 
outcomes assessment. This section should additionally reference, where appropriate, 
the institution’s self-review under the Standards and key Standards and Criteria for Re-
view (CFRs) that will be emphasized in the EER.



http://www.wascsenior.org
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The institution’s specific plans for how it will review and improve student and organi-b. 
zational learning across the institution. The institution should also identify how it will 
review and evaluate actual student work and learning. 


Demonstrating a Feasible Plan of Work and Engagement of Key Constituencies.C. 


Workplan and Milestones.1.  Either in this section or as part of one of the sections above, the 
proposal should indicate for each stage how the work will be conducted, which organizational 
structures and processes will be used, and what key indicators are likely to be included in the 
Institutional Presentation. Milestones and a statement of what will be accomplished by the time 
of the CPR and the EER should be provided. It is expected that the workplan for the EER will be 
implemented simultaneously with the preparation for the CPR, rather than sequentially. This 
will allow for evidence, especially student learning results, student portfolios and other work, to 
be reviewed, analyzed, discussed, and acted upon by the institution.


Effectiveness of Data Gathering and Analysis Systems.2.  This section should review the ef-
fectiveness of the institution’s data gathering and analysis systems for both undergraduate and 
graduate programs, especially those systems related to the collection, dissemination and use 
of disaggregated retention and graduation data, student learning assessment results, licensure 
examination results, job placement rates, graduate school acceptance rates, and other key out-
comes data. The institution should indicate how these data gathering and analysis systems will 
be used and, as necessary, improved to support internal institutional dialogue and a culture of 
evidence throughout the accreditation review and beyond. 


Commitment of Resources to Support the Accreditation Review.3.  This section should de-
scribe how the institution will organize, oversee, and support the review during its several 
stages. What human, technological and physical resources will be relied upon to support the 
accreditation review? What is the budget for the review? To what extent will the review be 
linked to ongoing institutional structures and priorities to increase value and reduce unneces-
sary work? What are the plans to sustain the institution’s improvements beyond the review?


Presenting Appendices Related to the Proposal.D. 


Data Exhibits1. . As an appendix to the proposal, the institution should submit the set of data 
exhibits and the Summary Data Form for the proposal, which are available on the Commis-
sion website (www.wascsenior.org). Data should be presented in the form of five-year historical 
trends. References to the institution’s analysis of these data, especially the Inventory of Educa-
tional Effectiveness Indicators and other appendices, should be made throughout the proposal, 
as appropriate.


Off-Campus and Distance Education Degree Programs.2.  Distance education and off-campus 
programs must be evaluated as part of the review. The institution should provide a list of all 
degree programs where 50 percent or more of the program is offered off-site or by distance 
learning, and a description of how the evaluation of these programs will be incorporated into 
the review process. The proposal should explain how these programs will be included in the 
institution’s self-review.


Institutional Stipulations.3.  An Institutional Stipulation Statement should be submitted, signed 
by the Chief Executive Officer, that establishes:


That the institution will use the review process to demonstrate its fulfillment of the two a. 
Core Commitments, that it will engage in the process with seriousness and candor, that 
accurate data will be presented, and that the Institutional Presentation will fairly pres-
ent the institution. 


That the institution has published and publicly available policies as identified by the b. 



file:///Users/adam/Work/WASC/www.wascsenior.org
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Commission (see Appendix 1). Such policies will be available for review on request 
throughout the period of accreditation. 


That the institution will abide by procedures adopted by the Commission to meet Unit-c. 
ed States Department of Education (USDE) procedural requirements. (See “Federally 
Mandated Policies” on the Commission website.)


That the institution will submit, in a timely fashion, all regularly required data and any d. 
additional data specifically requested by the Commission during the period of accredi-
tation or candidacy.


That the institution has reviewed its off-campus programs and distance education e. 
programs to ensure that they have been approved as required by WASC Substantive 
Change policies.


Length of Proposal: Exclusive of data exhibits and stipulations, the Institutional Proposal should not exceed 
fifteen (15) pages in length.


Proposal Review Process: Following submission, the Institutional Proposal is reviewed by a panel of the Pro-
posal Review Committee (PRC), a peer review committee comprised of institutional and Commission repre-
sentatives. The PRC is authorized to accept proposals that it believes will result in a review that will effectively 
demonstrate that an institution fulfills the two Core Commitments of accreditation. In cases where the PRC is 
not assured that the proposal will result in such a review, the Committee may request further information from 
the institution and/or may require revision and re-submission of the proposal. At the conclusion of the PRC 
review, Commission staff will inform the institution of the action of the panel. Once approved, the final version 
of the proposal is distributed to evaluation teams and the Commission. The current fees for the first and any 
subsequent proposal submissions are found on the Commission website.


Changes After Acceptance: Once accepted, the proposal may be further refined or modified during the ac-
creditation review by mutual consent, or by the Commission. Such modification can occur, for example, once 
the institution has begun implementation of the proposal, or upon the recommendation of the evaluation team 
following the CPR.


sTAge 2: THe cAPAciTy And PrePArATory revieW
Purposes: The Capacity and Preparatory Review is designed to enable the Commission to determine whether 
an institution fulfills the Core Commitment to Institutional Capacity: “The institution functions with clear pur-
poses, high levels of institutional integrity, fiscal stability, and organizational structures and processes to fulfill 
its purposes.” In keeping with the goals of the accreditation process, the Capacity and Preparatory Review is 
intended to be a focused review which includes a site visit with clearly defined purposes and procedures. The 
purposes of the CPR are to:


Review and verify the information provided in the Institutional Presentation (CPR report and 1. 
data portfolio), and assure that the institution’s data fairly and accurately portray the state of the 
institution at the time of review. 


Evaluate key institutional resources, structures, and processes in light of the Commission’s 2. 
Standards, to assure that the institution operates at or above threshold levels acceptable for ac-
creditation (or candidacy) and, where appropriate, to identify any capacity-related issues that 
need to be reconsidered during the Educational Effectiveness Review. 


Evaluate the institution’s infrastructure to support educational effectiveness, especially in regard 3. 
to retention and graduation, the assessment of student learning, and program review under Stan-
dard 2, and organizational learning and use of evidence under Standard 4.



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf





31


Assess the institution’s preparedness to undertake the Educational Effectiveness Review as iden-4. 
tified in the proposal, and assist the institution in refining its focus and plan for that review. 


Timing: The Capacity and Preparatory Review occurs on dates established by the Commission. 


Who Is Involved in Preparation: Key institutional constituencies, including faculty leadership, should be in-
volved in the design of the CPR report and the data portfolio, the selection of indicators, and the drafting and 
review of the analytical essays. The evidentiary portion of the CPR report is designed to be prepared largely 
from existing evidence. The entire presentation should be reviewed by various constituencies of the institution, 
including faculty and staff leadership and governing bodies. 


The Capacity and Preparatory Review Report and Data Portfolio: To support the Capacity and Preparatory 
Review, each institution is responsible for developing a Capacity and Preparatory Review report. The report is 
intended to be evidence-based, balanced, candid in presenting strengths and areas in need of improvement, and 
be supported by a set of exhibits (the data portfolio) that support the institution’s claim that it meets the Core 
Commitment to Institutional Capacity. 


All Capacity and Preparatory Review reports should include the following elements:


An Introduction1.  that describes the contents of the CPR report and data portfolio as a whole, 
together with any changes in context that may have arisen since WASC’s approval of the 
proposal.


Reflective Essays2.  that use one of the two approaches below (Comprehensive or Thematic). 
These essays should analyze key areas of capacity, discuss the implications of the data portfolio 
with specific reference to key documents (see 6 b., below), and identify recommendations for 
improvement. 


An Update3.  on the progress being made in addressing the issues identified in the proposal for 
the Educational Effectiveness Review. 


A Concluding or Integrative Essay4.  that summarizes the institution’s major findings, provides 
a reflective view of its strengths and weaknesses in relation to the Commission’s Standards 
and/or the themes selected by the institution, and proposes appropriate recommendations and 
follow-up steps. A timeline for follow up should also be included.


An Appendix5.  that documents the institution’s response to concerns that were identified by the 
Commission in its last action letter and the major recommendations of the last visiting team.


An Analytical Data Portfolio6. , which includes:


Updated versions of data exhibits, including the a. Summary Data Form, the Inventory of 
Educational Effectiveness Indicators, and the Inventory of Concurrent Accreditation that 
were originally submitted with the proposal.


A set of prescribed exhibits and data displays, including lists of institutional policies b. 
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required by the Commission [stipulated by the CEO and subject to audit on site (see 
Appendix 1)], together with more detailed breakdowns of: 


student body characteristics; i. 


enrollments and degrees granted for the institution’s academic programs; ii. 


graduation and retention rates (disaggregated by student type and, if possible, iii. 
by program or major); 


more detailed data on faculty and staff, and on fiscal, physical, and information iv. 
resources; 


a table listing current assessment activities; v. 


a set of standard statistics on educational operations. vi. 


Institutions whose default rate for Title IV programs requires a default reduction plan c. 
should also provide a copy of their plan for review.


A set of exhibits chosen by the institution as evidence of its commitment to capacity. These 7. 
exhibits may include examples of policies and procedures, additional data, or examples of how 
particular activities are undertaken, as suggested by particular Commission Standards or Cri-
teria for Review. Institutions with off-campus and distance education programs should include 
relevant data and analyses about these offerings.  


To the extent possible, the exhibits included in the data portfolio should be drawn from existing documents and 
data rather than being prepared especially for the review team. The portfolio is also intended to be maintained, 
updated, and used in succeeding reviews to avoid duplication of effort and additional institutional costs. To the 
extent possible, it is hoped the data portfolio will also be useful to the institution beyond the review cycle.


The Capacity and Preparatory report should reflect the following important principles that are relevant to all 
four Standards. These include:


Establishment of clear outcomes; ▷


Reliance on indicators and metrics of achievement, and/or specific bodies of evidence that can help  ▷
the institution to determine the degree to which outcomes are being achieved; and


A commitment to take action on the basis of evidence in order to improve performance. ▷


These three principles should guide an institution’s self-review, selection of exhibits for the data portfolio, and 
the content of Reflective Essays. 


Two Approaches to the Capacity and Preparatory Report Essays: Most institutions have chosen one of two 
basic approaches to the Capacity and Preparatory Review and report. Institutions are encouraged to develop an 
approach that fits their needs and context. 


1.    Comprehensive/Standards-Based. The Comprehensive approach to the CPR follows the Stan-
dards and Criteria for Review (especially those that fall under Standards 1, 3, and 4) to document the 
institution’s assessment of its capacity with regard to resources, structures, systems, and processes. 
In reflective essays, the institution should analyze the data exhibits in its portfolio through the con-
text of the Commission Standards. In addition, the institution should also address its capacity and 
infrastructure to support student and organizational learning under Standards 2 and 4, including 
its approach to student learning outcomes assessment and program review. Many institutions have 
found the Comprehensive approach to be a valuable means of organizing the review, giving empha-
sis to specific CFRs that correspond to areas in which the institution wishes to improve. 
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Eligible and candidate institutions are required to use the Comprehensive approach. Institutions on 
sanction must also use this approach, focusing on the Standards and Criteria for Review that the 
Commission and the evaluation team identified as the basis for sanction. 


2.    Thematic. The Thematic approach focuses the CPR report primarily on themes that the institution 
selects to facilitate improvement and wide engagement in the review process. Institutions should 
analyze the data portfolio exhibits in reflective essays based on the selected themes. Themes may be 
developed to improve institutional capacity in such areas as enrollment management, governance, 
strategic planning, or other areas that relate most directly to issues arising under Standards 1, 3 
and 4. Institutions for which capacity concerns have not been cited may select one set of themes 
for both reviews, with the CPR report focusing on the capacity and infrastructure elements and 
the Educational Effectiveness Review focusing on evidence of results -- how well the capacity and 
infrastructure function to improve the institution. Examples of such themes include revising and 
implementing program review to focus on student learning outcomes, assessing and improving 
writing and critical thinking, improving institutional research capacity and function, and building 
comprehensive enrollment or student success systems.


The Thematic approach to the CPR is typically used by institutions with 10-year accreditation terms, 
no major issues cited in the previous review, and for whom focused attention on several select issues 
across both reviews will yield the most value and impact.


Regardless of approach, the institution is expected to include in its CPR report a study and analysis of student 
success, drawing from, but not limited to, its data on retention and graduation rates, disaggregated by student 
type and by program. To the extent possible, the study should include comparisons with similar institutions 
and, where appropriate, recommendations for improvement. 


In selecting an approach, an institution should undertake a self-assessment in consultation with WASC staff. 
If selecting the Thematic approach, staff will assist the institution in determining the emphasis/proportion of 
each capacity element in the institutional report. The Proposal Review Committee (PRC) may also help guide 
the institution by identifying issues or topics for emphasis.


Report Length: The entire Capacity and Preparatory Review report is limited to thirty-five (35) pages of text, 
exclusive of data exhibits and appendices.


Process of the Capacity and Preparatory Review: To verify the evidence included in the Capacity and Prepa-
ratory Review report, a site visit with the following characteristics will be conducted:


Team Size.1.  CPR teams normally range from four to six people, depending on the size and com-
plexity of the institution and the scope of the issues involved.


Visit Length.2.  CPRs normally involve two or three days on campus.


Process of Review.3.  The CPR team’s responsibility is to assure that the four goals of the CPR, 
identified above, are met. The team typically organizes its visit around the format adopted by 
the institution’s CPR report, using the Standards of Accreditation as a framework. The team 
may also address other issues that it identifies in its pre-visit activities, or on site.


Pre-Visit Activities.4.  The CPR team reviews the institution’s CPR report and data portfolio in a 
team conference call prior to the site visit and communicates with the institution to clarify any 
ambiguities, to request additional evidence, and to submit specific questions that it wishes to 
explore more fully in the course of the visit. Also prior to the visit, the institution is expected to 
circulate an email to all faculty, students and staff, inviting them to submit comments about the 
institution to a secure email account set up by WASC for the visit.


Team Report.5.  The CPR team prepares a report of its review, describing and analyzing in-
stitutional compliance with the Accreditation Standards, especially in relation to the Core 
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Commitment to Institutional Capacity as embodied in the Standards. The team also addresses 
the institution’s preparedness to engage in developmental analysis of its educational effective-
ness and recommends ways to improve the focus and presentation of issues in the Educational 
Effectiveness Review. The team report is submitted to the institution for correction of errors 
of fact before the report is finalized and sent to the Commission. The institution also has the 
opportunity to prepare a formal written statement to the Commission in response to the final 
report.


Commission Action: Following submission of the team report, the Commission will take action. The full range 
and definition of Commission decisions are found in Section IV of the Handbook. Typically, the Commission 
will act as follows:


Receive the report of the CPR team, find that the institution fulfills the Commission’s expecta-1. 
tions under the Core Commitment to Institutional Capacity, and proceed with the scheduled 
Educational Effectiveness Review. Accreditation (or candidacy) continues. 


Identify any additional issues to be addressed in the Educational Effectiveness Review,  2. 
adjusting the date of the EER, if needed, to allow the institution more time to address identified 
issues and prepare more effectively for the Educational Effectiveness Review.


Request an interim report or special visit, or impose a sanction, if warranted.3. 


sTAge 3: THe educATionAl effecTiveness revieW
Purposes: The Educational Effectiveness Review is intended to be aligned with the Capacity and Preparatory 
Review. Its primary purpose is to invite sustained engagement by the institution on the extent to which it fulfills 
its educational objectives. Through a process of inquiry and engagement, the Educational Effectiveness Review 
also is designed to enable the Commission to make a judgment about the extent to which the institution fulfills 
its Core Commitment to Educational Effectiveness. 


 Specific purposes of the Educational Effectiveness Review include:


To review institutional efforts to evaluate the effectiveness of educational programs, with spe-1. 
cial attention to the institution’s program review process;


To examine institutional practices for evaluating student learning and to develop and share good 2. 
practices for using educational results to improve the process of teaching and learning; 


To examine the alignment of institutional resources with activities designed to achieve the in-3. 
stitution’s educational objectives; 


To promote sustained engagement with selected issues of educational effectiveness consistent 4. 
with Commission Standards. These issues will have already been identified by the institution 
and approved through the proposal review process. The institution is encouraged to select is-
sues of importance to itself in this process, so that the review will be of maximum value to the 
institution.


Timing: As developed and approved through the proposal review process, the Educational Effectiveness Re-
view will normally take place one and a half to two years following the Capacity and Preparatory Review.
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Who Is Involved in Preparation: Because the primary emphasis in this review is placed on inquiry and en-
gagement related to teaching and learning, the faculty should be deeply involved in the design and implemen-
tation of the Educational Effectiveness report and review process, along with others at the institution who are 
involved in matters related to educational effectiveness. 


The Educational Effectiveness Report: To support the Educational Effectiveness Review, each institution is 
responsible for developing an Educational Effectiveness Review report. In this report, institutions are expected 
to explore topics or themes that are related to the institution’s own priorities and needs, with special emphasis 
on the assessment and improvement of student learning and the development of a culture of organizational 
learning and improvement. The Commission Standards, especially Standards 2 and 4, serve as a frame for se-
lecting topics to be examined in the course of the Educational Effectiveness Review report. The Commission 
has developed an Educational Effectiveness Framework and other documents to assist institutions and teams 
in assessing educational effectiveness under Standards 2 and 4. In developing their Educational Effectiveness 
reports, institutions should draw upon, or combine the best elements of, the two approaches described below. 
Alternative approaches should be discussed with WASC staff. 


Comprehensive/Standards-Based1. . Organized primarily around Standards 2 and 4, the insti-
tution produces a single comprehensive document describing how it investigates and assures 
educational quality. This report may include a comprehensive review of assessment at the in-
stitution, a comprehensive examination of how the institution can become more learning-cen-
tered, or an extensive review of the entire institution, using specific points of inquiry. Through 
any of these approaches, the institution is expected to include evidence-based discussions of 
student learning.


Thematic2. . In addition to the required elements specified below, the institution carefully selects 
a limited number of topics for review in depth, identifies expected areas of inquiry or research-
able questions for each topic, selects a methodology for engaging each topic, and carries out 
each investigation as a rigorous research-based study. Typically, three or four topics are se-
lected, involving aspects of educational effectiveness. Student learning should be addressed in 
at least one of the selected themes, and the analysis of each theme should be grounded in, and 
supported by, concrete data. 


Regardless of the approach taken, all Educational Effectiveness Review reports are expected to include the fol-
lowing elements:


A Description of the Educational Effectiveness Review Approach.1.  Institutions should pro-
vide background descriptions and analyses of how they approach educational effectiveness 
through their own intentional and comprehensive system of quality assurance and improve-
ment. This part of the report is intended to provide the team and Commission with the basic 
context for examining educational effectiveness at the institution. This section should also serve 
the institution by providing an opportunity to inventory the scope and effectiveness of the in-
stitution’s processes for maintaining and improving educational quality. The institution should 
broadly describe a) the design and approaches it takes to assure quality in teaching and learn-
ing; b) the kinds of evidence of learning it collects; and c) the way in which evidence is used to 
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support further inquiry and improvement.


Significant Engagement and Analysis of Educational Effectiveness.2.  As part of the Educa-
tional Effectiveness Review, each institution is expected to engage the issue of educational ef-
fectiveness in depth. The institution is expected to move well beyond description of activities 
to provide analysis of the evidence in its data portfolio, reflections on how well the institution’s 
quality assurance processes are working, and ways that those processes have led to further im-
provement. In addition, the Educational Effectiveness Review should provide an occasion for 
engagement of the institution’s constituencies, especially its faculty, to further its understanding 
of the results of its educational effectiveness inquiry and to lead to specific recommendations 
for improvement. The Educational Effectiveness Review is also an opportunity to connect the 
efforts of co-curricular programs with institutional and program learning outcomes. The insti-
tution is expected to work with evidence of educational results and student learning as a major 
part of the Educational Effectiveness Review report.


An Analysis of the Effectiveness of the Program Review Process.3.  Institutions are expected to 
analyze the effectiveness of the program review process, including its emphasis on the achieve-
ment of the program’s learning outcomes. The process should be sufficiently embedded for the 
institution and the team to sample current program review reports (self-studies and external 
review reports) in order to assess the impact of the program review process and its alignment 
with the institution’s quality improvement efforts and academic planning and budgeting.


Further Development of Student Success Efforts.4.  Based on the findings of the institution and 
the team at the CPR, the institution will be expected to further its analysis of student success, 
deepening its analysis of its own and comparative data of graduation and retention rates, year 
to year attrition, campus climate surveys, etc.


An Updated Data Portfolio.5.  Building on the data portfolio that was developed for the Ca-
pacity and Preparatory Review, the institution should present additional evidence and exhib-
its that support its analysis of educational effectiveness and student learning. The institution 
should provide an updated version of the Summary Data Form, Inventory of Educational Ef-
fectiveness Indicators, and the Inventory of Concurrent Accreditation, and a list of current as-
sessment activities, such as that submitted as part of the CPR. In addition, the institution might 
include selected results of assessment studies, results of any summative learning measures that 
are deemed important by the institution (e.g., pass rates for licensure examinations, capstone 
courses, etc.), surveys of graduates and current students, and employer feedback on former 
student performance. Institutions should analyze the data and expectations for improvement, 
including milestone targets for specific groups of learners. 


An Integrative Component.6.  All Educational Effectiveness reports are expected to include an 
integrative component in which the institution synthesizes and integrates the discrete elements 
of its Educational Effectiveness Review and the impact of the entire sequential accreditation 
review process. For most institutions, this takes the form of an integrative chapter. Institutions 
may choose to provide integrative comments and reflections throughout their presentation. 
Whichever model is used, the institution should move beyond the separate topics for review, 
and ask, “Were there common themes or issues that emerged? What was learned from the 
internal review process and what major recommendations emerged? Were the goals and out-
comes established in the proposal achieved? What will be the next steps taken to address the 
major recommendations of the internal review process? How will momentum be sustained?” 
The institution is also expected to include its plan, methods, and schedule for assessing learn-
ing outcomes beyond the Educational Effectiveness Review and for embedding assessment into 
regular institutional functioning. 


Response to the Capacity and Preparatory Review Recommendations7. . Institutions are 
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expected to respond to the recommendations in the CPR team report and the related Commis-
sion action letter, and describe and evaluate their progress in addressing these recommendations. 
This response may be embedded in the report or included in an appendix to the report. 


Report Length: The entire Educational Effectiveness report is limited to fifty (50) pages of text, exclusive of the 
data portfolio and appendices.


Process of the Educational Effectiveness Review: To verify the evidence included in the Educational Effec-
tiveness Review report, a site visit will be conducted with the following characteristics:


Team Size. 1. The EER team will normally range from four to seven people, depending on the 
nature of the institution and the scope of issues. 


Visit Length. 2. The Educational Effectiveness Review will normally involve two or three days on 
campus.


Process of Review.3.  The EER team will be selected to ensure expertise in the themes of the re-
view and in topics related to educational effectiveness. Teams will use a combination of meth-
ods to gather evidence while on campus, such as sampling core quality assurance processes 
and student learning assessment methods, conducting structured interviews, and reviewing 
documentary evidence. Teams may also conduct selected on-site audits to validate the proce-
dures used by the institution in its own self-investigation and/or to verify the accuracy of data 
included in the institution’s report. 


Pre-Visit Activity.4.  As in the CPR, the EER team may also communicate with the institution in 
advance of the visit to clarify any ambiguities in the Educational Effectiveness Review report, to 
request additional evidence, and/or to submit specific questions that it wishes to explore more 
fully in the course of the visit. Also prior to the visit, the institution is expected to circulate an 
email to all faculty, students and staff, inviting them to submit comments about the institution 
to a secure email account set up by WASC for the visit.


Team Report. 5. The EER team prepares a report of its review, describing and analyzing the in-
stitution’s status with respect to the Core Commitment to Educational Effectiveness. In doing 
so, the team uses the institution’s presentation and supporting evidence, along with the on-site 
review, to evaluate the institution’s ability to sustain an evidence-based inquiry into educational 
effectiveness that leads to institutional improvement. Where applicable, the team addresses 
themes selected by the institution, recommendations for improvement, and issues identified by 
the Commission after the CPR for consideration at the Educational Effectiveness Review. The 
team report is submitted to the institution for correction of errors of fact before the report is 
finalized and sent to the Commission. The institution is also provided opportunity to prepare a 
formal written statement to the Commission in response to the final report.


Commission Action: Following submission of the Educational Effectiveness Review team report, the Commis-
sion will take action. The full range and definition of Commission decisions are described in Section VI of the 
Handbook.  Typically, the Commission will act as follows:


Receive the report of the EER team and determine that the institution has satisfactorily ad-1. 
dressed the Core Commitments as embodied in the Commission Standards. The Commission 
reviews the reports of both the Capacity and Preparatory and the Educational Effectiveness 
Reviews to make this determination. With positive results from both reviews, the Commission 
will reaffirm accreditation for a period of up to ten years. 


Reaffirm accreditation with monitoring conditions, such as special visits or interim reports.2. 


Impose a sanction, if warranted.3. 
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Schedule follow-up activities as needed.4. 


Fees and Charges 
Institutions granted candidacy or accreditation are responsible for paying annual dues to maintain this status, 
or arranging an acceptable payment plan, upon billing by the Commission and no later than September 30th of 
each year. If an institution fails to pay all required dues by this date, its candidacy or accredited status will auto-
matically expire. Annual fees are based on institutional enrollment. 


In addition, fees and expenses are charged for the following activities:


Eligibility Applications: Fees are charged for the initial application, reapplications, and for appeal of eligibility 
determinations. (Information for institutions seeking eligibility can be found in the publication, How To Become 
Accredited, on the Commission website.)


Candidacy and Initial Accreditation Applications: Once an institution has been determined to be Eligible, 
it is required to submit a one-time fee, which covers staff support for the candidacy and initial accreditation 
reviews. Additional fees are charged for visits and other services, as indicated on the Commission website. 


Evaluation Visits: A visit fee is charged for each visit to an institution. The institution is also billed for the ex-
penses of the visiting team and staff, including the cost of the chair’s appearance before the Commission.  


Special Charges: Additional charges are assessed for unusually complex evaluations that require staff time be-
yond that normally expended. These charges may include visits to off-campus and out-of-region programs and 
to institutions requiring unusually large teams in relation to the size of the institution.  


Substantive Change: Fees are charged for substantive change applications and visits.


Commission Review of a Negative Action: When an institution requests a Commission Review, a special pro-
cessing fee is charged and a deposit against costs is required. If the actual costs are less than paid, the excess is 
refunded. If actual costs are greater, the institution is billed for the difference.


Legal Fees: In the event that WASC receives subpoenas related to litigation between its accredited institutions 
and/or third parties, the institution involved in the litigation will be responsible for reimbursing WASC for all 
costs associated with responding to the subpoena. (See the Commission policy on Legal Fees for more details.)


All fees and charges are due and payable upon submission (of applications) or upon receipt of a bill from the 
Commission office. 


A fee schedule for the Accrediting Commission for Senior Colleges and Universities is prepared each year and 
is available on the Commission website (www.wascsenior.org). 







iv. commission decisions  
on institutions
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commission decisions on insTiTuTions
The Commission shall base its decisions on its evaluation of the evidence before it. In rendering a decision, 
the Commission shall have available all information related to the accreditation history of the institution, the 
visiting team’s report, the response, if any, of the institution to the team report, and any comments made by the 
institution’s representatives to the Commission subsequent to the team report. Unless good cause is demon-
strated, the Commission will not consider evidence related to events and circumstances which postdate the visit 
by the team or information which was not available to the team.


Once the Commission has made a decision regarding the candidacy or accreditation of an institution, it will 
notify the institution in writing as promptly as possible. The forms of possible Commission action with regard 
to institutions are:


Grant Candidacy or Initial Accreditation1. 


Deny Candidacy or Initial Accreditation2. 


Defer Action 3. 


Continue Accreditation between the Capacity and Preparatory Review and the Educational Effec-4. 
tiveness Review


Reaffirm Accreditation5. 


Issue a Formal Notice of Concern6. 


Issue a Warning7. 


Impose Probation8. 


Issue an Order to Show Cause9. 


Terminate Accreditation10. 


All of the above Commission actions, except the formal Notice of Concern, are made public. A report of Com-
mission actions is published and distributed following Commission meetings, and each individual institution’s 
status is noted on the Commission website, in the Member Directory. In taking an action, the Commission also 
may impose conditions or request additional reporting or site visits.


DECISION PUBLIC/PRIVATE MAXIMUM TERM


Grant Candidacy Public Up to 4 years


Grant Initial Accreditation Public Up to 7 years


Defer Action Public 1 year


Deny Candidacy or Initial 
Accreditation Public Minimum of one year before 


reapplying


Reaffirm Accreditation Public Up to 10 years


Issue a Formal Notice of Concern Private Up to 4 years



http://www.wascsenior.org/directory/institutions
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Issue a Warning Public 2 years 


Impose Probation Public 2 years 


Issue Show Cause Order Public 1 year


Terminate Accreditation Public
Effective on date specified, unless 
stayed by a request for Review or 


Appeal


1. Grant Candidacy or Initial Accreditation


Candidacy: The institution must demonstrate that it meets all, or nearly all, of the Standards of Accreditation 
at a minimum level and has a clear plan in place to meet the Standards at a substantial level of compliance for 
accreditation. Candidacy is limited to four years and is granted only when an institution can demonstrate that 
it is likely to become accredited during the four-year period.


Initial Accreditation: The institution has met Commission Standards at a substantial level and is ready to 
move into the accreditation cycle of review. Initial accreditation is for a period of up to seven years before the 
next comprehensive review.


2. Deny Candidacy or Initial Accreditation


Denial of candidacy or initial accreditation reflects the Commission’s finding that an institution has failed to 
demonstrate that it meets all, or nearly all, of the Standards of Accreditation at the required minimum level for 
candidacy or initial accreditation. In its decision to deny candidacy or initial accreditation, Commission policy 
provides that an institution may reapply once it has demonstrated that it has addressed the issues leading to the 
denial. In all cases, it must wait at least one year before reapplying. (See the policy on Reapplication after Denial 
of Candidacy or Initial Accreditation.) Denial is an appealable action, as explained below. 


3. Defer Action


Deferral is not a final decision. It is interlocutory in nature and designed to provide time for the institution to 
correct certain deficiencies. This action allows the Commission to indicate to an institution the need for addi-
tional information or progress in one or more specified areas before a positive decision can be made. Deferrals 
are granted for a maximum period of one year.


4. Continue Accreditation Between the Capacity and Preparatory Review and the Educational 
Effectiveness Review


This action is taken after the Commission has received the report from the Capacity and Preparatory Review 
team, has identified issues to be considered as part of the next review, and has confirmed that the institution is 
ready to proceed to the Educational Effectiveness Review. If necessary, the Commission may identify additional 
follow-up steps, such as an interim report or special visit, or may issue a formal Notice of Concern or sanction 
following the Capacity and Preparatory Review. 



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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5. Reaffirm Accreditation


Reaffirmation of accreditation occurs at the completion of the comprehensive review cycle (following the EER) 
or when an institution is taken off of a sanction. It indicates that the Commission has found that an institution 
has met or exceeded the expectations of the Standards and the Core Commitments to Institutional Capacity 
and Educational Effectiveness. Reaffirmation is granted for up to ten years and may be accompanied by a re-
quest for interim reports and/or special visits, or a formal Notice of Concern. 


6. Issue a Formal Notice of Concern


This action provides notice to an institution that, while it currently meets WASC Standards, it is in danger 
of being found out of compliance with one or more Standards if current trends continue. A formal Notice of 
Concern may also be issued when an institution is removed from a sanction and the Commission wishes to em-
phasize the need for continuing progress and monitoring. Institutions issued a formal Notice of Concern have 
a special visit within four years to assess progress. If the Commission’s concerns are not addressed by the time 
of the visit, a sanction is imposed, as described below.


A formal Notice of Concern is not made public by the Commission, which means that it is neither published in 
the Directory nor communicated when members of the public contact WASC for information on the accredita-
tion status of the institution. 


Commission Sanctions
Under United States Department of Education regulations, when the Commission finds that an institution fails 
to meet one or more of the Standards of Accreditation, it is required to notify the institution of these findings 
and give the institution up to two years from the date of this action to correct the situation. If an institution has 
not remedied the deficiencies at the conclusion of the two-year sanction period, the Commission is required, 
under US Department of Education regulations, to take an “adverse action,” defined in the law as the termina-
tion of accreditation. Thus, all institutions must address the areas cited by the Commission expeditiously, with 
seriousness and the full attention of the institution’s leadership. It is the responsibility of the Commission to 
determine, at the end of the sanction period, whether the institution has corrected the situation(s) and has come 
into compliance with Commission Standards.


The Commission has adopted three sanctions — Warning, Probation and Show Cause — to inform the institu-
tion and the public of the severity of its concerns about an institution’s failure to meet one or more Commission 
Standards. Sanctions are not intended to be applied sequentially. Whichever sanction is imposed, the Commis-
sion is required by federal law to terminate accreditation, rather than to continue the institution under the same 
or a new sanction for another two-year period, unless clear progress has been made within two years. 


All sanctions are made public and are published on WASC’s website. Because all sanctions trigger the federal 
two-year limit, public notice is warranted regardless of the type of sanction. When the Commission issues a 
sanction or a negative action, a public statement is prepared in consultation with the institution for response to 
inquiries to WASC. The Commission reserves the right to make the final determination of the nature and con-
tent of the public statement. The institution is also expected to notify its constituents about the Commission ac-
tion, in accordance with the WASC policy on Disclosure of Commission Actions (see the Commission website). 


In addition, when an institution is placed on a sanction, the Commission typically requests that a meeting be 
held between WASC staff, the institution’s chief executive officer, representatives of the institutional governing 
board and senior faculty leadership within 90 days following the imposition of the sanction. The purposes of the 
meeting are to communicate the reasons for the Commission action, to learn of the institution’s plan to notify 
the institutional community about the action, and to discuss the institution’s plan for addressing the issues that 
gave rise to the sanction.  In imposing a sanction, the Commission also may require that the institution undergo 
a Compliance Audit at the next review, as per the policy on Compliance Audits (see the Commission website).



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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Federal law permits an extension of the two-year time frame when “good cause” is found. The Commission has 
determined that it will grant an extension for good cause only under exceptional circumstances and only when 
the following criteria are met:


The institution must have demonstrated significant accomplishments in addressing the areas of a. 
non-compliance during the period under sanction, AND


The institution must have demonstrated at least partial compliance with the Standard(s) cited, b. 
and, for any remaining deficiencies, demonstrate an understanding of those deficiencies, and 
readiness, institutional capacity, and a plan to remedy those deficiencies within the period of 
extension granted by the Commission. 


In determining whether these criteria have been met, the Commission will also consider whether:


The quality of education provided by the institution is judged to be in substantial compliance a. 
with Commission Standards at the time of the extension, AND


The Commission has no evidence of any new or continuing violations of Standard 1 regarding b. 
institutional integrity, AND


The Commission has no evidence of other reasons or current circumstances why the institution c. 
should not be continued for “good cause.” 


The Commission may extend accreditation for “good cause” for a maximum of two years, depending on the 
seriousness of the issues involved and on its judgment of how much additional time is appropriate. By the con-
clusion of the extension period identified by the Commission, the institution must prepare a report that details 
its progress on the cited deficiencies and its compliance with those Standards cited by the Commission. Dem-
onstrated compliance with Commission Standards is required and must be supported by verifiable evidence. 
Progress or promises of future action after such an extension are not sufficient.


7. Issue a Warning 


A Warning reflects the Commission’s finding that an institution fails to meet one or more of the Standards of 
Accreditation. While on Warning, any new site or degree program initiated by the institution is regarded as a 
substantive change (see the Substantive Change Manual for details). The candidate or accredited status of the 
institution continues during the Warning period. The Commission action to issue a Warning is subject to Com-
mission Review, described below.


8. Impose Probation


Probation reflects the Commission’s finding that the institution has serious issues of noncompliance with one 
or more of the Standards of Accreditation. While on Probation, the institution is subject to special scrutiny by 
the Commission, which may include a requirement to submit periodic prescribed reports and to receive special 
visits by representatives of the Commission. In addition, while on Probation, any new site or degree program 
initiated by the institution is regarded as a substantive change (see the Substantive Change Manual for details). 
The candidate or accredited status of the institution continues during the Probation period. The Commission 
action to impose Probation is subject to Commission Review, described below.


9. Issue an Order to Show Cause


An Order to Show Cause is a decision by the Commission to terminate the accreditation of the institution 
within a maximum period of one year from the date of the Order, unless the institution can show cause why 
such action should not be taken. Such an Order may be issued when an institution is found to be in substantial 
noncompliance with one or more Commission Standards or, having been placed on Warning or Probation for 



http://www.wascsenior.org/findit/files/forms/2009_Substantive_Change_Manual.pdf

http://www.wascsenior.org/findit/files/forms/2009_Substantive_Change_Manual.pdf
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at least one year, has not been found to have made sufficient progress to come into compliance with the Stan-
dards. An Order to Show Cause may also be issued as a summary sanction for unethical institutional behavior 
(see “Summary Sanctions for Unethical Institutional Behavior,” below). In response to the Order, the institution 
has the burden of proving why its candidacy or accreditation should not be terminated. The institution must 
demonstrate that it has responded satisfactorily to Commission concerns, has come into compliance with all 
Commission Standards, and will likely be able to sustain compliance. 


The candidate or accredited status of the institution continues during the Show Cause period, but during this 
period, any new site or degree program initiated by the institution is regarded as a substantive change and 
requires prior approval. (See the Substantive Change Manual for details.) In addition, the institution may be 
subject to special scrutiny by the Commission, which may include special conditions and the requirement to 
submit prescribed reports or receive special visits by representatives of the Commission. 


The Order to Show Cause is sent to the chief executive officer and the chair of the governing board. The Com-
mission action to issue an Order to Show Cause is subject to Commission Review, described below.


10. Terminate Accreditation


A decision to terminate accreditation is made by the Commission when an institution has been found to be 
seriously out of compliance with one or more Standards. Although not required, a decision to terminate may be 
made after an Order to Show Cause or another sanction has been imposed and the institution has failed to come 
into compliance.  When accreditation is terminated, a specific date of implementation is specified. An action to 
terminate accreditation is subject to both the Commission review procedures and the WASC appeals process. 
If an institution closes after a termination action, the institution must comply with federal requirements and 
WASC policies about teach-out arrangements. WASC has established polices on notice of such actions (policy 
on Disclosure of Commission Actions) and on teach-out agreements. See the Commission website for the most 
current version of these policies.


Summary Sanctions for Unethical Institutional Behavior
If it appears to the Commission or its staff that an institution is seriously out of compliance with Standard One 
(Institutional Purposes and Integrity) in a manner that requires immediate attention, an investigation will be 
made and the institution will be offered an opportunity to respond on the matter. If the Commission concludes 
that the institution has so acted it may:


Sever relations if the institution has applied, but has not yet been granted candidacy or accredi-1. 
tation; or


If the institution is a candidate or accredited, either:2. 


issue an Order to Show Cause why its candidacy or accreditation should not be termi-a. 
nated at the end of a stated period; 


in an extreme case, sever its relationship with the institution by denying or terminating b. 
candidacy or accreditation; or


Apply less severe sanctions as deemed appropriate.3. 



http://www.wascsenior.org/findit/files/forms/2009_Substantive_Change_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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Commission Review Process
Institutions that are placed on Warning, Probation or Show Cause, or for which applications for candidacy or 
accreditation are denied, or for which candidacy or accreditation is terminated by the Commission, may re-
quest a review of this decision according to the following procedures. These review procedures are designed as 
a continuation of the accreditation peer review process and are therefore considered to be non-adversarial.


When the Commission takes any of the actions listed above, its President/Executive Director 1. 
will notify the given institution of the decision by a method requiring a signature, within ap-
proximately 14 calendar days of the Commission’s decision. Said notification shall contain a 
succinct statement of the reasons for the Commission’s decision.


If the institution desires a review of the Commission action, it shall file with the President/Ex-2. 
ecutive Director a request for a review under the policies and procedures of the Commission. 
This request is to be submitted by the chief executive officer of the institution and co-signed by 
the chair of the governing board. Requests for review by an institution in a multi-college system 
shall also be signed by the chief executive officer of the system. The request for review must be 
received by a method requiring a signature, within 28 calendar days of the date of the mailing 
of the Commission’s notification of its decision to the institution. The fee for the review process 
shall accompany the request. 


Within 21 calendar days after the date of its request for review, the institution, through its chief 3. 
executive officer, must submit a written statement of the specific reasons why, in the institution’s 
opinion, a review of the Commission’s decision is warranted. This written statement shall respond 
only to the Commission’s statement of reasons for the Commission’s decision and to the evidence 
that was before the Commission at the time of its decision. In so doing, the institution shall iden-
tify the basis for its request for review in one or more of the following areas: (1) there were errors 
or omissions in carrying out prescribed procedures on the part of the evaluation team and/or the 
Commission which materially affected the Commission’s decision; (2) there was demonstrable 
bias or prejudice on the part of one or more members of the evaluation team or Commission 
which materially affected the Commission’s decision; (3) the evidence before the Commission 
prior to and on the date when it made the decision which is being appealed was materially in error; 
or (4) the decision of the Commission was not supported by substantial evidence.


The institution may not introduce evidence that was not received by the Commission at the time 
it made the decision under review.


It is the responsibility of the institution to identify in the statement of reasons what specific  
information was not considered, or was improperly considered, by the visiting team or the Com-
mission and to demonstrate that such acts or omissions were a material factor in the negative 
decision under review.


The statement of reasons will be reviewed by Commission staff for compliance with this pro-
vision. If, in the judgment of Commission staff, the statement of reasons is deficient, it will be 
forwarded to the Commission chair. Should the Commission chair concur with the judgment of 
Commission staff, no review committee will be appointed and the statement will be returned to 
the institution.


If the statement of reasons is returned, the institution will be provided the opportunity to revise 
the statement within 21 calendar days from the date the notice of return is sent to the institution. 
Should the institution resubmit its statement of reasons within the prescribed time period, the 
revised statement will be reviewed by Commission staff. If the revised statement is still found to 
be deficient, it will be forwarded to the Commission chair. Should the Commission chair concur 
that the revised statement is deficient, no review committee will be appointed. This action is final 
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and is not subject to the WASC appeals process.


On acceptance of the institution’s written statement referred to in (3) above, a committee of three 4. 
or more persons will be selected by Commission staff to serve as the review committee. A roster 
of the review committee will be sent to the institution, normally within 30 calendar days of the 
date of the Commission’s receipt of the institution’s written statement. No person who has served 
as a member of the visiting team whose report is subject to review shall be eligible to serve on the 
review committee. The institution will be provided opportunity to object for cause to any of the 
proposed review committee members. After giving the institution this opportunity, Commission 
staff will finalize the membership of the review committee.


Within a reasonable period of time after the review committee has been selected, the President/5. 
Executive Director will schedule a meeting of the review committee at a location separate from 
the institution and Commission offices. No assurance can be made that the review committee 
process will take place in time for the review to be included on the agenda of the next Commis-
sion meeting.


Prior to the meeting of the review committee, the committee members will review available infor-6. 
mation. If additional information is needed, the chair of the review committee may request such 
information from the chief executive officer of the institution, Commission staff, or the visiting 
team, before, during, or after the meeting of the review committee.


The review will be investigative and designed to determine if any of the grounds for review cited 7. 
by the institution are valid. 


Commission staff other than the WASC liaison for the contested Commission action will assist 8. 
the review committee as needed. The Committee may interview, among others, Commission 
readers, the chair or members of the previous visiting team, and the Commission staff member 
who supported the team visit. Outside legal counsel is not permitted to attend or be present in 
meetings with the review committee without consent of the review committee chair. If allowed 
to be present, legal counsel will not be allowed to conduct any part of the proceedings but will be 
permitted to advise institutional representatives as needed. The Commission legal counsel may 
advise the review committee, but may not attend those portions of the review committee’s meet-
ings when it is meeting with institutional representatives, unless legal counsel for the institution 
is also permitted to be present.


The review committee should open and close its meeting with the chief executive officer or other 9. 
institutional representatives, by attempting to ascertain whether or not the institution has any 
complaints about any aspect of the review process. All written evidence is to be provided to the 
review committee together with the institution’s request for review. The Commission office shall 
provide the review committee with documents that were available to the Commission at the time 
of its action. If additional information is requested from the institution, it is to be provided at least 
seven business days in advance of the review committee’s meeting. The review committee is al-
lowed to consider only evidence that was available to or known by the Commission at the time of 
its taking action. No new evidence or information relating to actions or events subsequent to the 
date of the Commission action is to be presented or considered by the review committee.


The review committee shall prepare a report that states the reasons for the Commission action, 10. 
identifies each reason advanced by the institution in its request for review, and, for each reason, 
evaluates the evidence that the institution has presented in support of its request for review. In 
addition, the review committee may evaluate additional evidence that, in its opinion, is relevant 
to its recommendation to the Commission. The report shall state only findings of fact and not 
consider or cite any evidence relating to facts or events occurring after the date of Commission 
action.  
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The chair of the review committee will submit a copy of the review committee’s report that is re-11. 
ferred to in (10) above to the chief executive officer of the institution, the chair of the institution’s 
governing board, and the President/Executive Director of the Commission, normally within 30 
calendar days of the end of the review committee’s meeting. 


In a confidential letter to the Commission, the review committee will recommend whether the 12. 
decision of the Commission that is under review should be affirmed or modified. The recommen-
dation of the review committee to the Commission will not be disclosed to the institution being 
reviewed. The recommendation is not binding on the Commission.


Within 14 calendar days of the institution’s receipt of the review committee’s report, the chief 13. 
executive officer will submit a written response to the President/Executive Director of the Com-
mission, with a copy to the Chair of the review committee, for transmittal to the Commission. The 
review will be placed on the agenda of an upcoming Commission meeting, for consideration by 
the Commission.


Prior to the Commission meeting, a reader meeting will be conducted by conference call or in 14. 
person where the chief executive officer of the institution and a limited number of institutional 
representatives will be invited to discuss the review committee report with those Commission-
ers designated as readers. The chair of the review committee will also be invited to participate in 
the call. Discussion at this reader meeting will be confined to the report of the review committee 
referred to in (10) above and to the institution’s response to this report.


The Commission readers will report the substance of this meeting to the Commission when it 15. 
meets. Institutional representatives will be invited to appear before the Commission before it 
takes action.


The Commission will reach a final decision to: (1) reaffirm its original decision; (2) modify it; or (3) 16. 
reverse it. As soon after the meeting as is practicable, the President/Executive Director will notify 
the chief executive officer of the institution, by a method requiring a signature, of the Commis-
sion’s decision. 


When candidacy or accreditation has been denied or withdrawn, the institution may file an appeal 17. 
with the President of the Western Association of Schools and Colleges, through the President/
Executive Director of the Commission, and in accordance with the provisions of Article VI of the 
Constitution of the Western Association of Schools and Colleges. Copies of the WASC Constitu-
tion are available on the Commission website (www.wascsenior.org) and from the Commission 
office. An Appeals Manual is also available from the Commission office. In making its appeal, the 
institution may only raise grounds and issues in support of those grounds that were raised during 
the review process.


When the Commission action is denial or withdrawal of candidacy or accreditation, the institu-18. 
tion retains its prior status until the review process of the Commission is completed. If the insti-
tution files a subsequent appeal with the Western Association of Schools and Colleges, its status 
remains unchanged until that appeal has been heard and decided. 


Special charges for the review process have been established by the Commission. A list of these 19. 
charges is available from the Commission office and on the Commission website.


The Commission may develop any necessary procedures and instructions to review committees 20. 
to implement this process. These materials will be available from the Commission office.



http://www.wascsenior.org
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Publication of Actions
The Commission makes its actions public through its President/Executive Director, and publishes them on the 
Commission website. A Statement of Accreditation Status for each institution is also available on the Commis-
sion website. Warning, Probation, Show Cause and Termination are so noted. If the filing period for review 
or appeal is still pending, a footnote will be included in the statement to the effect that, “The institution may 
request a review of this action by (date).” If an institution has requested a review of the sanction action, the foot-
note will be modified to read “The institution has requested a review of this action.”


In all cases of sanction or termination, the Commission gives the institution written reasons for its decision. A 
public statement about the action is prepared in consultation with the institution. The Commission reserves 
the right to make the final determination of the nature and content of the public statement. The institution has 
the right to request that the Commission include on the Commission website a link to institutional comments 
regarding the sanction.


If an institution so conducts its affairs that they become a matter of public concern, or if it uses a public forum 
to take issue with a negative action of the Commission related to that institution, the Commission may dissemi-
nate, through the President/Executive Director, the action taken and the bases for that action, making public 
any pertinent information. (See the policy on Disclosure of Accrediting Documents and Commission Actions on 
the Commission website).


Notification of Decisions 
Commission Decisions Regarding Accreditation Status


The Commission will provide written notice to the Secretary of the US Department of Education, the appropri-
ate state licensing or authorizing agency, other accrediting agencies, WASC accredited and candidate institu-
tions and the public no later than 30 days after it makes: 


A decision to grant initial accreditation, candidacy, or reaffirmation; ▷


A final decision to place an institution on Warning, Probation or Show Cause;  ▷


A final decision to deny or terminate candidacy or accreditation; ▷


Final approval of all substantive and structural changes.  ▷


Decisions to place an institution on Warning, Probation or Show Cause, or to deny or terminate accreditation, 
will be communicated to the public in writing on the Commission website within 24 hours of the Commission’s 
notice to the institution.


No later than 60 days after these decisions, the Commission will make available to the Secretary of the US De-
partment of Education, the appropriate State licensing or authorizing agency, and the public upon request, a 
brief statement summarizing the reasons for the agency’s decision.



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/wasc/MI_Directory.htm
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Institutional Decisions Regarding Accreditation Status


The Commission will, within 30 days, notify the Secretary of the US Department of Education, the appropriate 
State licensing or authorizing agency, and upon request, the public, if an institution:


Voluntarily withdraws from candidacy or accreditation; or ▷


Allows its candidacy or accreditation to lapse. ▷


Regard for Decisions of Other Agencies


If the Commission is notified by another recognized accrediting agency that an applicant or candidate institu-
tion has had a status of recognition with that agency denied, revoked, or terminated, the Commission will take 
such action into account in its own review if it is determined that the other agency’s action resulted from a 
deficiency that reflects a lack of compliance with the WASC Standards of Accreditation.


If the Commission is notified by another recognized accrediting agency that an accredited institution has had 
a status of recognition with that agency revoked, suspended, or terminated, or has been placed on a publicly 
announced probationary status by such an accrediting agency, the Commission will review its own status of 
recognition of that institution to determine if the other agency’s action resulted from a deficiency that reflects a 
lack of compliance with WASC’s Standards of Accreditation. If so, the Commission will determine if the institu-
tion’s status with the Commission needs to be called into question, or if any follow-up action is needed.


If the Commission is notified by a state agency that an applicant, candidate or accredited institution has been 
informed of suspension, revocation, or termination of the institution’s legal authority to provide postsecondary 
education, the Commission will review its own status of recognition for that institution to determine compli-
ance with the Standards of Accreditation. If the Commission finds the institution is no longer in compliance 
with the Standards, the Commission will determine the appropriate action to be taken.


In implementing this policy, the Commission relies on other accrediting bodies and state agencies to inform the 
Commission of adverse action so that the Commission can undertake the review specified in this policy. Appli-
cants for eligibility with the Commission shall provide information on any actions by a recognized accrediting 
association within the past five years. In addition, the Commission requires candidate and accredited institu-
tions holding accredited or candidate status from more than one USDE-recognized accrediting body to keep 
each accrediting body apprised of any change in its status with one or another accrediting body.
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APPendix 1
Stipulated Policies
One of the required elements that an institution must include in its Institutional Proposal (see Section III of the 
Handbook) is an Institutional Stipulation Statement signed by the chief executive officer. One of the stipulations 
is “that the institution has published and publicly available policies in force as identified by the Commission. 
Such policies will be available for review on request throughout the period of accreditation.” In reviewing these 
stipulations, the institution is expected to note any policies, procedures or publications such as handbooks, that 
are not in place or are under development, and indicate an anticipated date for completion. In addition, each 
institution is expected to review the Commission policy on Compliance Audits for a more comprehensive list of 
policies, processes, and structures that institutions are expected to have in place.


Those policies and statements to be stipulated include:


Institutional Integrity


A widely disseminated, written policy statement of commitment to academic freedom in teaching,  ▷
learning, research, publication, and oral presentation.


Due process procedures that demonstrate that faculty and students are protected in their quest for  ▷
truth.


Written policies on due process and grievance procedures for faculty, staff and students. ▷


A clear statement of institutional policies, requirements, and expectations for current and prospec- ▷
tive employees.


Institutionally developed and published non-discrimination, equal opportunity, and affirmative ac- ▷
tion policies.


Clearly written policies on conflict of interest for board, administration, faculty, and staff, including  ▷
appropriate limitations on the relations of business, industry, government, and private donors to 
research at the institution.


A clear statement that the institution agrees to abide by the WASC policy on  ▷ Substantive Change 
and the policy on Distance and Technology-Mediated Instruction.


Research


Policies covering human subjects and animals in research, classified research, patent provisions,  ▷
cooperative research relations with industry, and other similar issues related to the integrity and 
independence of the research enterprise.


Clear policies on how faculty share revenue from patents, licenses, and sales that are generated from  ▷
applied research for which they are responsible. 


Clear policies that cover the involvement of faculty, the protection of basic research, and the publi- ▷
cation of research results in entrepreneurial activity at institutionally-sponsored research parks.



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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Educational Programs


Precise, accurate, and current information in printed material regarding a) educational purposes;  ▷
b) degrees, curricular programs, educational resources, and course offerings; c) student charges 
and other financial obligations, student financial aid, and fee refund policies; d) requirements for 
admission and achievement of degrees; and e) the names of the administration, faculty, and govern-
ing board.


Publications that make clear the status (e.g., full-time, part-time, adjunct) of each faculty member. ▷


Clearly articulated policies for the transfer of credit, which include the criteria for evaluating course- ▷
work taken at other institutions and ensure that students who transfer in with general education 
course credits meet the institution’s own standards for the completion of the general education 
requirement.


Policies and procedures for the addition of new programs and the elimination of programs, includ- ▷
ing provision for teach-out of enrolled students.


Requirements for continuation in, or termination from, academic programs, and a policy for read- ▷
mission of students who are disqualified for academic reasons.


Clearly stated graduation requirements that are consistently applied in the degree certification  ▷
process.


Faculty


Personnel policies that govern employment of teaching fellows and assistants. ▷


Policies designed to integrate part-time faculty appropriately into the life of the institution, includ- ▷
ing orientation and training in assessment of student learning.


Explicit and equitable faculty personnel policies and procedures. ▷


Policies on salaries and benefits. ▷


Policies for faculty and staff regarding privacy and accessibility of information. ▷


Library


Written library collection development and weeding policies, including the bases for   ▷
accepting gifts.


Students


Admission and retention policies and procedures, with particular attention to the application of  ▷
sound admission and retention policies for athletes, international students, and other cases where 
unusual pressures may be anticipated.


Policies on student rights and responsibilities, including the rights of due process and redress of  ▷
grievances.


Publications that include policies and rules defining inappropriate student conduct. ▷


A policy regarding fee refunds that is uniformly administered and consistent with customary standards. ▷
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Finances


Policies, guidelines, and processes for developing budgets. ▷


Clearly defined and implemented policies with regard to cash management and investments, ap- ▷
proved by the governing board.


Policies and a code of ethics for employees involved in buying, bidding, or providing purchase  ▷
orders.


Policies on risk management which address loss by fire, burglary and defalcation; liability of the gov- ▷
erning board and administration; and liability for personal injury and property damage.


Policies on fundraising activities, in compliance with sound ethical accounting and financial  ▷
principles.
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APPendix 2
Glossary


term or 
concept wasc usage


Academic Calendar The institution’s published scheduling arrangement for classes, i.e., quarter, semester, 
trimester, summer, intercession, etc.


Academic Freedom
Institutional policies and practices that affirm that those in the academy are free to 
share their convictions and responsible conclusions with their colleagues and students 
in their teaching and in their writing. See CFR 1.4.


ACCJC Accrediting Commission for Community and Junior Colleges of WASC


Accreditation


A voluntary process of approval of an institution or program by an accrediting agency 
or body. Accreditation signifies that the agency has determined that the institution 
complies with established standards and policies, offers its students on a satisfactory 
level the educational opportunities implied in its objectives, and is likely to continue 
to do so. 


Accreditation Li-
aison Officer


The individual at an institution who is assigned to carry on continuing relations with 
the accrediting agency and to oversee the various processes associated with the insti-
tution’s accreditation status. Often referred to as the “ALO.” See policy on the Accredi-
tation Liaison Officer on the Commission website.


Accrediting Body 
or Agency


A voluntary, non-governmental association established to evaluate and approve edu-
cational institutions or programs. Some accrediting bodies are recognized by the U.S. 
Secretary of Education to establish institutional eligibility for certain federal funds 
such as loans and grants.


ACS Accrediting Commission for Schools of WASC
ACSCU Accrediting Commission for Senior Colleges and Universities of WASC


Admission Policy The rationale, criteria, and processes that determine the applicants who will be admit-
ted to enroll at an institution


ALO See “Accreditation Liaison Officer”


Appeal of Com-
mission Action


The second and final stage of the Commission’s review and appeal process, under 
which certain Commission decisions may be appealed in accordance with the Consti-
tution of the Western Association of Schools and Colleges. (See also “Review of Com-
mission Actions,” below.)


Assessment 


The strategies and resulting data by which an institution determines and understands 
the degree to which students have achieved the intended learning outcomes of a project, 
course, academic program, or institutional objective. Assessment provides summative 
evidence of learning and serves to improve learning. See also “Formative Assessment” 
and “Summative Assessment.” The Commission has published a number of documents 
regarding assessment, which may be found on its website (www.wascsenior.org)


Baccalaureate See “Degrees, B.A. and B.S.” below, and also see Standard 2



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf





55


term or 
concept wasc usage


Candidate; Candi-
date for Accredita-
tion; Candidacy


A status of preliminary affiliation with the Commission, awarded for a maximum 
of four years, following a specified procedure for institutional review that includes 
self-study and on-site visitation. Candidacy is not accreditation and does not ensure 
eventual accreditation. It is an indication that an institution is progressing toward 
accreditation.


Catalog


An educational institution’s official bulletin or publication that states admission and 
graduation requirements, institutional mission, majors, minors, current course offer-
ings, costs, faculty, and other information necessary for a full and accurate under-
standing of the institution. A catalog may be available in digital and/or in hard copy 
and is typically posted on an institution’s website.


Central Office
Refers, as appropriate, to the central offices of a university system, such as the Univer-
sity of California, University of Hawaii, and California State University, or the central 
administration of an independent institution with multiple campuses.


CFR Criteria for Review. See below.
Co-Curricular 
Learning


Learning that takes place in activities and programs that are not part of the prescribed 
sequence of courses in an academic program.


College


Generic term to denote any of the postsecondary educational institutions including 
universities that are eligible for accreditation or accredited by the Commission. In this 
Handbook, the term does not refer to a specialized unit of a university campus; it is 
used as a synonym for “institution.”


Commission
Refers to the Accrediting Commission for Senior Colleges and Universities of the 
Western Association of Schools and Colleges (ACSCU/WASC) and may denote either 
the entire organization or its decision-making body. 


Comparative Data
Data drawn from other sources, from within or more typically, from outside the in-
stitution. Comparative data enhance meaning and contextual understanding of the 
primary data being reviewed and analyzed.


Complaint
A written and signed complaint, based on WASC Standards, that is submitted to the 
Commission about an institution, or against WASC. See the policy on Complaints and 
Third Party Comments on the Commission website.


Core Commitments
WASC’s Standards and process are founded on two Core Commitments: Institutional 
Capacity and Educational Effectiveness. Institutions are expected to demonstrate their 
commitment to these core elements through the review process. 


Course A learning experience of defined scope, duration, and intended learning outcomes as 
described in a college catalog or bulletin.


CPR Capacity and Preparatory Review


Credentials


(1) A certificate stating that the student has been graduated from a certain curriculum 
or has passed certain subjects; (2) a statement signed by a proper authority certifying 
that a person is authorized to perform certain functions or has been designated as an 
official representative. 



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf

http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf





56


term or 
concept wasc usage


Credit, Unit of


A commonly accepted quantification of student academic learning. One semester unit 
represents the amount of time that a typical student is expected to devote to learning 
in one week of full-time undergraduate study (typically 40-45 hours including class 
time and preparation). A full-time undergraduate student normally takes 14 to 16 units 
per semester; generally no less than 12 units. More time is expected to be devoted to 
study at the graduate level; typically more than three hours of study for every hour in 
class. A full-time graduate program is normally nine or fewer units per semester. 


Criteria for Review


As used by WASC, Criteria for Review (CFRs) are principles by which institutions are 
reviewed, which are more specific than the four Standards of Accreditation and are in-
tended to explain and define the four Standards. WASC has established several CFRs 
for each of the four Standards. Criteria for Review provide guidance to institutions and 
the basis for Commission decisions about accreditation.


Culture of Evidence The use of evidence in assessment and decision making, embedded in and character-
istic of an institution’s actions and practices.


Data Exhibits See “Exhibits”


Degrees, BA, BS


An undergraduate degree normally representing about four years (typically at least 
120 semester or 180 quarter units) of full-time college study or its equivalent in depth 
and quality of learning experience. The BS usually involves a more applied orientation 
and the BA a more liberal education orientation, although these distinctions are not 
always present.


Degrees, MA, MS


A first graduate degree, representing at least one year of post-baccalaureate study (typ-
ically at least 30 semester or 45 quarter units) or its equivalent in depth and quality. 
The distinctions between MA and MS are similar to those between BA and BS. Some 
MA and MS degrees may be continuations at a higher level of undergraduate work. 
Others emphasize research that leads to a thesis or project, and prepares the student 
for doctoral work. 


Degrees, MBA, 
MEd, MPH, etc. Professional degrees at the master’s level requiring up to two years of full-time study. 


Degrees, MD, 
EdD, JD, etc


Degrees with emphasis on professional knowledge and practice. These degrees nor-
mally require three or more years of prescribed postgraduate work. 


Degrees, PhD


The standard research-oriented degree which indicates that the recipient has done, 
and is prepared to do, original research in a major discipline. The PhD usually requires 
three years or more of postgraduate work including an original research dissertation 
or project.


Diversity
FROM THE WASC STATEMENT ON DIVERSITY: The representation and recogni-
tion of people of different backgrounds and points of view in the various constituen-
cies of a college or university (its student body, faculty, staff and governing board).


Educational Ef-
fectiveness (EE)


Producing the intended results in an educational endeavor. As used by WASC, EE is 
one of the two Core Commitments that institutions must meet. It includes clear and 
appropriate educational objectives and design at the institutional and program level; 
processes of review, including the collection and use of data, which ensure delivery of 
programs and learner accomplishments at a level of performance appropriate for the 
degree or certificate awarded.
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term or 
concept wasc usage


EER Educational Effectiveness Review
Exhibits The required data exhibits for the Proposal, CPR and EER stages of the review.


Experiential 
Learning


Learning derived from work and other life experiences, for which an institution may 
award academic credit, following the careful evaluation of such learning under ac-
cepted practices and standards. (See WASC policy on Credit for Prior Experiential 
Learning on the Commission website.)


External Evaluator


An external person experienced in the field of specialization, invited to review the 
structure and content of a program, its relevance to the intended learning outcomes, 
the standards and appropriateness of student assessments, and also to evaluate the 
existing learning resources and whether they satisfy program requirements.


Faculty


The instructional faculty of an institution who are responsible for the design, delivery, 
and assessment of its academic programs. It is up to each institution to determine who 
holds faculty status. The term “faculty” as used in the Standards and CFRs does not 
typically include administrators, counselors, or other support staff. Full-time faculty 
members are those whose primary employment obligation is to teaching and research 
at the institution. Part-time or adjunct faculty members may have continuing con-
tracts and be involved in program development and review, governance and other 
matters, or assigned a specified number classes with limited or no other responsibili-
ties to the institution. The institution is responsible for having clear policies on faculty 
roles and responsibilities.


Fiscal Control; Fis-
cal Responsibility


Authority for finances and financial management at the institutional level and respon-
sibility for financial transactions including billing, collection of revenues, payment of 
salaries and other obligations, loans, debt service, bonding, and insurance. 


Formative 
Assessment


Assessment of student learning that is conducted during the course of a student’s stud-
ies and is used to assess the student’s progress in meeting established expectations and 
to provide feedback to the student for further improvement and development.


Graduate Standing


Advancement from undergraduate to graduate status beyond the baccalaureate degree 
level. For admission to graduate standing, a baccalaureate degree from an accredited 
institution is usually the minimum required. Grade point average, qualifying examina-
tions and personal recommendations may also be required. Admission to a graduate 
program gives the privilege of taking course work; it does not ensure that the student 
will later be advanced to candidacy for a degree.


Guidelines


As used by WASC, Guidelines set forth expected forms or methods for demonstrating 
performance under a Criterion for Review. They indicate normative ways that institu-
tions address the Criterion for Review referenced by the Guideline. They are interpre-
tations and are not intended to be prescriptive. Institutions may demonstrate other 
ways of meeting the basic principles set forth in the relevant CFR. 


Higher Education Postsecondary education with the goal of earning academic degrees or credentials.


Independent College College or university that is not directly supported by allocations from a state 
government. 


Institutional 
Autonomy


As used in CFR 1.6, this principle refers to the ability of the academic institution to 
operate independently of another entity with which it is affiliated or related.



http://www.wascsenior.org/findit/files/forms/090330.Policy_Manual.pdf
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term or 
concept wasc usage


Institutional 
Presentation


Materials prepared for each stage of the Institutional Review Process, including the In-
stitutional Proposal, the Capacity and Preparatory Review report, and the Educational 
Effectiveness Review report.


Institutional 
Research Collection of institutional data useful for analysis and planning. 


Mission 
(Institutional)


An institution’s formally adopted statement of its fundamental reasons for existence, 
expressive of its shared purposes and values, and central to its decisions about priori-
ties and strategic objectives.


Outcomes


The intended results for any unit or department of a college or university. In the con-
text of WASC Standards, primary emphasis is placed on student learning outcomes, 
which set forth the anticipated or achieved results of courses or programs or the ac-
complishment of institutional objectives, as demonstrated by such indicators as stu-
dent attitudes, knowledge, skills and performance. Outcome measures may also ad-
dress student access, success and other indicators aligned with institutional mission 
and goals.


Peer Reviewer
A person who is professionally qualified in subject specialization and experience for 
the review of an educational or other program either for internal quality assurance and 
improvement or for accreditation purposes. 


Planning


The development of a design by which an institution sets goals and objectives and 
establishes the means by which the accomplishment of the goals and objectives are 
measured. Institutional planning may address educational programs, support services, 
physical plant, budgets and finances, and other aspects of institutional function and 
operation. 


Portfolio-Based 
Credit


A compilation, analysis and reflection on learning from non-classroom experiences, 
which is prepared by a student using specified criteria, and which is evaluated to de-
termine whether credit may be awarded for experiential learning.


President A term commonly used to signify the chief executive officer of an institution.  In some 
systems, referred to as a Chancellor.


Private College See “Independent College”


Professional 
Program


An educational program designed to prepare persons for a specific profession. It may 
apply to undergraduate programs that prepare students for direct entry into employ-
ment (e.g., nursing, accounting). Some professional programs are offered at both un-
dergraduate and graduate levels (e.g., engineering, business management). Others are 
primarily or solely graduate in nature (e.g., medicine, law, dentistry). Graduate-level 
professional programs typically presuppose an undergraduate degree. 


Program
A systematic, usually sequential, grouping of courses that forms a considerable part, 
or all, of the requirements for a degree or credential. The term may refer to the total 
educational offering of an institution. 


Public College 
or University


A college or university created by the State or a State entity that receives direct state 
appropriations for its operations and is governed by a board that is elected or ap-
pointed by public officials. 
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concept wasc usage


Public Service


Service provided by most institutions of higher learning to their external (non-aca-
demic) communities—local, regional, national, international, or within a specific pro-
fession. Public service includes public lectures and performances, various forms of 
applied research, non-credit courses, and extension programs. Public service may also 
include making the physical plant available to the outside community. Public service 
activities should not include those unrelated to, or in conflict with, the institution’s 
purposes and capabilities. 


Quarter An academic calendar of approximately 11 weeks, with ten full weeks of academic class 
work or its equivalent in effort.


Research
Collection and analysis of data carried on by teacher-scholars in order to remain cur-
rent in their fields or areas of expertise and/or to expand a field of knowledge or its 
application (“pure” or “applied” research).


Review of Com-
mission Actions


Upon request of an institution, the reexamination of the Commission’s action to im-
pose a sanction. (See “Commission Review Process,” Handbook Section IV.)


Rubric


An assessment tool used to measure the effectiveness of a process, work product, or 
student work. It is a scoring guide that seeks to evaluate performance based on a full 
range of criteria rather than a single numerical score and which sets forth the criteria 
on which work will be judged. WASC has developed a number of rubrics to assist in-
stitutions and teams in evaluating various aspects of their student learning assessment 
processes. See the Commission website.


Semester An academic calendar of about 17 weeks with at least 15 full weeks of academic class 
work or its equivalent in effort. 


Standards Applied to institutions, standards refer to the level of performance used to determine 
student achievement at the course and program levels. See, for example, CFR 2.4.


Standards of 
Accreditation


The Standards of Accreditation are the rules or principles used as a basis for judgment 
in accreditation reviews. WASC has four standards that flow from the two Core Com-
mitments. They are used to guide institutions in assessing institutional performance, 
to identify areas needing improvement, to provide a framework for institutional pre-
sentations to the Commission and review teams, and to serve as the basis for judg-
ment by evaluation teams and the Commission. The WASC Standards are meant to 
define institutional quality and educational effectiveness and lead to improvement of 
quality.


Statement of Ac-
creditation Status 


A statement commonly used by regional accrediting commissions to provide public in-
formation about accredited and candidate institutions and their accreditation status. 


Summative 
Assessment


Assessment of student learning that is conducted at the culmination of the student’s 
studies and provides evidence of the student’s learning for an entire course of study. 
Applied organizationally, it refers to methods used to evaluate the overall effectiveness 
of a program, an institution, or some element of the course of study.


Team  
(Accreditation,  
Evaluation, Visiting)


A team of peers from the higher education community that is selected and trained 
to review an institution’s presentation and other documents and conduct an on-site 
evaluation visit to the institution.
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University An institution with numerous graduate-level degree programs and adequate resources 
to support them, as defined by the Standards.


WASC
Western Association of Schools and Colleges; in the context of this Handbook, pri-
marily the Accrediting Commission for Senior Colleges and Universities (ACSCU/
WASC)
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TRANSFER STUDENT Orientation  - July 27, 2010


TIME ACTIVITY LOCATION 


8:00-9:00 CHECK-IN & CONTINENTAL BREAKFAST 155 Kolligian Library
 (Please have your photograph taken for your Student ID-CatCard.)


9:00-9:30 WELCOME 102 Lakireddy Auditorium, Classroom & O�ce Building


9:30-10:00 MAKING THE TRANSITION 120 Classroom & O�ce Building 
 TO UC MERCED


10:00-12:00 ACADEMIC SUCCESS 265, 267, 129, 120 Classroom & O�ce Building 
 STUDENT SERVICES 
 CAMPUS & COMMUNITY LIFE
 HEALTH & SAFETY 


12:00- 1:00 TASTE OF THE VALLEY LUNCH Yabloko�-Wallace Dining Center


1:00-1:30 MEET YOUR SCHOOL’S FACULTY
` Social Sciences Humanities and Arts 279 Classroom & O�ce Building
 Natural Sciences 267 Classroom & O�ce Building
 Engineering 138 Science & Engineering Building


1:30-3:30 ADVISING PRESENTATIONS & STUDENT SCHEDULING WORKSHOPS
 Social Sciences Humanities and Arts 279 Classroom & O�ce Building
 Natural Sciences 267 Classroom & O�ce Building
 Engineering 138 Science & Engineering Building
 
 COURSE REGISTRATION
 Social Sciences Humanities and Arts 281 Classroom & O�ce Building
 Natural Sciences 208 Kolligian Library
 Engineering 138 Science & Engineering Building


2:30-3:30 SELF-GUIDED IPOD LIBRARY TOURS Library 2nd �oor- Library Services Desk 
 
   OPTIONAL STUDY ABROAD OFFICE TOUR 101 Kolligian Library
 OPTIONAL CAREER SERVICES OFFICE TOUR 127 Kolligian Library
 Stop by Students First Center (122 Kolligian Library) to ask any remaining admissions or �nancial aid questions.  
 Stop by UC Merced College Store to check out the latest UCM and technology gear! 


3:30-5:00 INFORMATION FAIR Yabloko�-Wallace Dining Center
 (Refreshments too! Reunite with your family 
 or guests here and pick up your student ID/CatCard.)


4:00-4:30 OPTIONAL CITY, CAMPUS or HOUSING  TOUR Starting from Yabloko�-Wallace Dining Center
 


Welcome to the UC Merced Family. Go Bobcats!


Thank you for attending Orientation.


Orientation
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University of California-Merced 
Division of Student Affairs 


2009-10 Assessment Plan 
 


 
Department/Unit:  _____________________________________________ 


 
 
Mission Statement  
Note: Departmental missions must be directly aligned with those of the Division of Student 
Affairs.  A mission statement should include approximately 3-5 sentences that identify the name 
of the department, its primary functions, modes of delivery and target audience. Mission 
statement should be approximately 100 words or less. 
Rationale: Explains how the departmental mission relates to the mission of the Division and 
supports the mission of the University.  
 
Mission:  
 
 
 
 
 
 
Planning Goals  
Note: Planning Goals are broad statements that describe the overarching, long-range intentions 
of an administrative unit.  Goals are used primarily for general planning, as the starting point for 
the development and refinement of program objectives or student learning outcomes. 
Formulate 3-4 goals and include them here. 
 
Goal 1: 


 
Goal 2: 
 
Goal 3:  
 
Goal 4: 
 
Program Objectives and Student Learning Outcomes 
Note: Program Objectives are related to program improvement around issues like timeliness, 
efficiency and participant satisfaction. Learning Objectives address what a student learns or 
how a student changes by participating in a program or utilizing the service. Both program 
objectives and student learning outcomes are measurable statements that provide evidence as 
to how well you are reaching your goals. 
 
Formulate 2 assessable program objectives and 2 learning outcomes for 2009-2010.   
 
The Division of Student Affairs’ Learning Outcomes are: 


• Improve confidence in their abilities (learning, social, critical thinking, creativity, problem 
solving and purposeful risk taking) 


• Develop a sense of civic responsibility and engagement 
• Demonstrate effective written, verbal and technological communication skills 
• Increase capacity for leadership and teamwork 
• Articulate a sense of self, identity and knowledge of their effects on others 
• Develop an understanding and appreciation of human differences 
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Program Objectives #1 
Clearly articulate in a sentence or two your first PO and include it here.  Reminder:  Program 
objectives are related to program improvement and might include such issues as efficency, 
participant satisfaction or timeliness of materials. Please provide the reader with a context as to 
why this PO is important to measure. 
 
 
 
 
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you will use to determine the 
extent to which the PO was met. 
 
 
 
  
Results  (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective was met.   Typically a results 
summary should be between 100-300 words. 
 
Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
The conclusion you include here should be a brief one. Most directors can explain how they are 
going to “close the loop” in 300 words or less. 
 
 
Program Objectives #2 
Clearly articulate in a sentence or two your second PO and include it here.  Reminder:  Program 
objectives are related to program improvement and might include such issues as efficency, 
participant satisfaction or timeliness of materials. Please provide the reader with a context as to 
why this PO is important to measure. 
 
 
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you will use to determine the 
extent to which the PO was met. 
 
 
  
Results  (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective was met.   Typically a results 
summary should be between 100-300 words. 
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Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
The conclusion you include here should be a brief one. Most directors can explain how they are 
going to “close the loop” in 300 words or less. 
 
 
 
Student Learning Outcome #1 
Clearly articulate—preferably in a sentence or two—your first SLO and include it here. 
Reminder: Learning Objectives address what a student learns or how a student changes by 
participating in the program or utilizing the service.  Student Affairs Learning Outcomes are 
listed above. Please provide the reader with a context as to why this PO is important to 
measure. 
 
 
 
 
Measures  
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you used to determine the extent 
to which SLO #1 was met. 
 
 
 
Results (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the student learning outcome was met. Summarize your 
results for SLO #1 here.  Typically this summary should be between 100-300 words. 
 
 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
The conclusion you include here should be a brief one. Most directors can explain how they are 
going to “close the loop” in 300 words or less. 
 
 
 
Student Learning Outcome #2 
Clearly articulate—preferably in a sentence or two—your second SLO and include it here. 
Reminder: Learning Objectives address what a student learns or how a student changes by 
participating in the program or utilizing the service.  Student Affairs Learning Outcomes are 
listed above. Please provide the reader with a context as to why this PO is important to 
measure. 
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Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you used to determine the extent 
to which SLO 2 was met. 
 
 
 
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective or student learning outcome was met.  
 
Summarize your results for SLO #2 here.  Typically this summary should be between 100-300 
words. 
 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
The conclusion you include here should be a brief one. Most directors can explain how they are 
going to “close the loop” in 300 words or less. 
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Division of Student Affairs 
2009-10 Assessment Plan 


 
 
Department/Unit: Student Affairs / Dining Services 


 
 
Mission Statement  
Note: Departmental missions must be directly aligned with those of the Division of Student 
Affairs.  A mission statement should include approximately 3-5 sentences that identify the name 
of the department, its primary functions, modes of delivery and target audience. Mission 
statement should be approximately 100 words or less. 
Rationale: Explains how the departmental mission relates to the mission of the Division and 
supports the mission of the University.  
 
Mission: To provide a superior quality dining service experience in a courteous, timely 
and cost effective manner to students, faculty, staff, and visitors. Menu selections are 
fully complemented with healthy choices, a wide variety of selections, nutritional 
information, and a focus on sustainability. Dining Services is a key player in promoting a 
learning community with an emphasis on social and physical wellbeing. 
 
 
Planning Goals  
Note: Planning Goals are broad statements that describe the overarching, long-range intentions 
of an administrative unit.  Goals are used primarily for general planning, as the starting point for 
the development and refinement of program objectives or student learning outcomes. 
Formulate 3-4 goals and include them here. 
 
Goal 1:  Develop a student employment program focused on personal growth and 
skill development. 


 
Goal 2: Support campus sustainability initiatives and work towards certified 
green business certification 
 
Goal 3: Provide a diverse menu to meet the needs of our customers, with an 
emphasis on nutritious selections. 
 
Goal 4: Promote the Dining Commons as a social hub and encourage student 
events and activities at the DC. 
 
 
Program Objectives and Student Learning Outcomes 
Note: Program Objectives are related to program improvement around issues like timeliness, 
efficiency and participant satisfaction. Learning Objectives address what a student learns or 
how a student changes by participating in a program or utilizing the service. Both program 
objectives and student learning outcomes are measurable statements that provide evidence as 
to how well you are reaching your goals. 
 
 







 
 
Formulate 2 assessable program objectives and 2 learning outcomes for 2009-2010.   
 
The Division of Student Affairs’ Learning Outcomes are: 


• Improve confidence in their abilities (learning, social, critical thinking, creativity, problem 
solving and purposeful risk taking) 


• Develop a sense of civic responsibility and engagement 
• Demonstrate effective written, verbal and technological communication skills 
• Increase capacity for leadership and teamwork 
• Articulate a sense of self, identity and knowledge of their effects on others 
• Develop an understanding and appreciation of human differences 


 
Program Objectives #1 
Clearly articulate in a sentence or two your first PO and include it here.  Reminder:  Program 
objectives are related to program improvement and might include such issues as effeciency, 
participant satisfaction or timeliness of materials. Please provide the reader with a context as to 
why this PO is important to measure. 
 
By December 18th, develop a student cook program consisting of program logistics & 
learning objectives in the culinary field, This program will act as a ‘apprenticeship’ 
opportunity for student employees who are interested in learning key culinary skills 
pertinent to the Food Service industry. Student Cooks will train with career cooks and 
will follow a 2-3 year long program. 
 
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you will use to determine the 
extent to which the PO was met. 
 
Compile a student employee survey to determine who is interested in the cooks help 
program and what skills they wish to learn. In January we will review survey results and 
select 3-5 student to participate in this program. Student Cooks ‘exams’ will be 
administered to track learning objectives are being met. 
 
  
Results  (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective was met.   Typically a results 
summary should be between 100-300 words. 
 
A comprehensive Cooks Help document was developed, outlining the program 
requirements and learning objectives from beginning to end. The program was 
advertised via dining.ucmerced.edu, Happenings, PAWS and internal signage at Dining. 
Unfortunately, we only received one application and the applicant left the University 
shortly thereafter. 
 
 







Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
Based on the fact that we only received one applicant, it is likely the program was not 
marketed in an attractive fashion. We plan to launch this program in the fall and will 
emphasize heavily at Fall and New Hire orientations. At this point we will be able to 
measure whether or not we achieve our program measure of enrolling 3-5 students in the 
program.  
 
 
Program Objectives #2 
Clearly articulate in a sentence or two your second PO and include it here.  Reminder:  Program 
objectives are related to program improvement and might include such issues as efficency, 
participant satisfaction or timeliness of materials. Please provide the reader with a context as to 
why this PO is important to measure. 
 
Develop a sustainability marketing plan aimed at increasing social awareness around 
sustainability, what it means, and how students can contribute.  
 
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you will use to determine the 
extent to which the PO was met. 
 
Survey customer base to solicit data on why they take out when they do and how we can 
encourage them to dine in instead. Achieve a 0.5% decrease in the amount disposable 
purchases vs. sales for the Fall 2009. Meals will be tracked ‘dine-in’ or ‘to go’ at the point 
of sale for all customers. Promote in-house Dining and launch a pilot ‘green container’ to 
go program. Collect data from program on ease of use, feasibility, etc. 
 
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective was met.   Typically a results 
summary should be between 100-300 words. 
 
A student survey was not completed, however we did pilot a resusable ‘Green To Go’ 
container to 50 on-campus residents. Although we did not realize a 0.5% decrease in 
disposables, we did collect valuable that will allow us to retune this objective next year. 
 
 
Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 







The limited amount of data collection indicates that there is a demand for reusable 
containers. However, we are in need of measuring why. What was the impact on the 
student? Why did they choose to use the green container> Feel good? Cost savings? 
There is a need to survey students next Fall to determine if they are receiving our 
message, and if yes, what impact it has had on them. 
 
 
Student Learning Outcome #1 
Clearly articulate—preferably in a sentence or two—your first SLO and include it here. 
Reminder: Learning Objectives address what a student learns or how a student changes by 
participating in the program or utilizing the service.  Student Affairs Learning Outcomes are 
listed above. Please provide the reader with a context as to why this PO is important to 
measure. 
 
The Cooks Help program will give students a sense of confidence in the culinary field, 
even if it is not their chosen career path. The program will give them the skills to produce 
food that will be served to their peers, fostering a sense of responsibility, 
accomplishment and pride for what they do. 
 
 
Measures  
 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you used to determine the extent 
to which SLO #1 was met. 
 
Success will be measured based on the number of folks who ‘graduate’ from the 
program vs. the number who enter. Student Cooks will also be surveyed to see if the 
program accomplished what they originally thought they would. Success will also be 
measure by testing student skills 
 
 
Results (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the student learning outcome was met. Summarize your 
results for SLO #1 here.  Typically this summary should be between 100-300 words. 
 
This outcome was not met. Although tools are in place, we did not convey our message 
properly about the program. 
 
 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
As stated above in the Program Objective, a retooling of how the Student Cooks Program 
is marketed is necessary. 
 
  







Student Learning Outcome #2 
Clearly articulate—preferably in a sentence or two—your second SLO and include it here. 
Reminder: Learning Objectives address what a student learns or how a student changes by 
participating in the program or utilizing the service.  Student Affairs Learning Outcomes are 
listed above. Please provide the reader with a context as to why this PO is important to 
measure. 
 
The goal is for students to become more aware of their impact on the environment and to 
promote social and environmental sustainability amongst their peers. We want them to 
understand the importance of sustainability and become conscious of their impact. 
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
 
Write a short paragraph that describes the measure(s) you used to determine the extent 
to which SLO 2 was met. 
 
Recycling deferral rates and volume of trash produced will be monitored, and random 
trash audits will be done. We should also see a decrease in the amount of take out meals 
vs. dine in meal. The percentage of paper goods purchased as a percentage of sales 
should decrease. 
 
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective or student learning outcome was met.  
 
The cost of paper good vs. sales did not decrease. XXXXXX % transactions 
 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
The green container pilot was successful. Both the PO and SLO need to be further developed. 
We concluded there is interest in this program on a large scale. Plans are in place to launch an 
‘at will’ version of this program in the Fall. The measure for this PO SLO needs to be 
reconsidered. What are we measuring and how do we measure it? How do we determine what 
impact we had on the student? 
 
 







University of California, Merced 
Division of Student Affairs 
2009-10 Assessment Plan 


Updates 
 
Dept/ Unit Campus Store 
 
Planning Goals: 
 
Goal 1: Work collaboratively with other units on campus around events to help increase event visibility, broaden the scope of the 
event, present campus unity around high profile events, and enhance potential retail sales. 
 
Update: 
The Campus Store has continued to work with many units over the past year:  
Numerous book signing events- Bobcat day – Campus Tours –Graduation Fair (Alumni Office participated)- Asian Fest-Prodigy 
(campus Newspaper)- Mondo-Downtown window (displaying product and website)- Downtown Visitors Center (have provided 
clothing and gift items so they can resell UC Merced products).  We are also in the works of having links put on each others websites. 
 
Goal 2:  Facilitate the professional development of student works through a comprehensive career development student work 
program that is linked with evaluation and Promotion. 
 
Update:  see below 
Student Development Program 
Purpose: 


To assist in the development of Campus Store student employees in the following: educational, employment and financial goals by 
establishing a comprehensive, interactive and motivating program.  


How? 







Explore student values, interests, and strengths through career counseling sessions and individual assessments and routine evaluations. 
These sessions will allow each Campus Store employee to: 


•  Gain a clearer understanding of what types of work situations and professions each individual is interested 
 
•  Identify possible career paths in alignment with their field of study and how it correlates to the work force outside of the 


University 
 
•  Gain access to Career resources which will be helpful as they research careers fields in coordination with the Career Center 


and the Campus Store 
  
•  Increase their knowledge of real-world tasks and programs that benefit each employee and the Campus Store team 
 
•  Step process encouraged by Campus Store management  
 
Sampling of Student Success Programs: 
 


1. Accounting, Invoices & Budget  
2. Purchase Orders, MBS Systems Operation & Invoice Reconciliation 
3. Textbook Operations 
4. Apple & Technology   
5. Merchandising, Marketing & Vendor Relations 
6. Campus & Community Outreach 
7. Website Management 
8. Leadership & Customer Service 


 
 
Outcomes: 
 
The goal of this Campus Store Student Development Program would encourage long-term working relationships with student 







employees and would provide each student the opportunity for advancement.  Student Assistant tier levels could be reached by 
achieving completion status in any or all areas in accordance with University policy and the Career Services Student Assistant Pay 
Schedule. 
 
Additionally, there is the opportunity to partner with other departments and individuals to obtain knowledge in any particular field 
pertaining to Campus Store operations.   
 
Examples of these partnerships include:   
 


1. Policies and procedures provided by the Business and Financial Services 
2. Campus cashiering techniques and procedures  
3. Leadership and customer service skills from Career Services, Campus Store Management, Business and Management 


Instructors and Student Advising and Learning staff 
4. Communications and University Relations for marketing and website management, outreach and development 


 
The additional information prepared for our students to assist in the overall Campus Store Procedures is attached. 
 
Goal 3: Develop a Campus Store Advisory Committee to empower student voice in store operations, increase awareness of Campus 
Store as an auxiliary throughout the campus community, and provide opportunities for non-employee innovation in marketing and 
window display: 
 
Update:  See Below 
 
Campus Store Advisory Board 
 
The Campus Store Advisory Board will consist of graduate and undergraduate students, staff and faculty, and a member of the Staff 
Assembly for UC Merced.   
The purpose of the board is to give the campus community an avenue to exchange ideas that adhere to the Campus Store Mission and 
in alignment with the Mission of the University of California at Merced.  The ideas discussed, along with decisions made will then be 
conveyed to the Associate Vice Chancellor for Student Affairs.   
The members of the Campus Store Advisory Board will be asked to provide insight and information on such topics as: 







1. Textbook pricing 
2. Product selection 
3. Upcoming events 
4. Space management 
5. Student Union 


The members of the Campus Store Advisory Board will be as follows: 
(Pending Final Approval and Acceptance…Some changes made to original list) 
 
Campus Store       
Kevin Storms, Manager       
James Nardello, Assistant Manager    Chair of Committee 
Angela Liu, Department Manager       
        
Information Technology 
Todd Van Zandt, Instructional and Student Services Manager 
     
Library      
Sara Davidson, Head of User Communication & Instruction      
        
Graduate Student 
Bernardo Zepeda 
 
Undergraduate Student 
Bradden Pecoraro 
 
(Writing Program, Graduate Studies & UE can be added) 
 
SSHA       
Jennifer Wade, Instructional Services Assistant 
Robin DeLugan, Assistant Professor 







 
School of Natural Sciences 
Krista Venecia, Program Director, Science & Math Initiative 
 
School of Engineering 
Coty Ventura, Administrative Assistant, SNRI 
 
Office of Student Life 
Connie McBride, Business Officer 
 
ASUCM 
Maverick Dela Vega, Director of Student Activities 
 
Functions of Chair of Committee 


 Schedule, Convene and maintain focus of board agenda 
 Appoint minutes recorder 
 Maintain focus of Campus initiatives to adhere to mission of the University and mission of the Campus Store 
 Summarize outcomes and agenda  
 Prepare monthly report of discussions and actions taken by the Advisory Board 


Functions of Committee Members 
 Supply sound ideas and initiatives focusing on the Campus Store Mission Statement and the improvement of student life on 


campus 
 Provide feedback 
 Communicate to colleagues and campus community the outcomes of Campus Store Advisory Board 
 Surveys, “Announcements”, and CROPS to communicate committee outcomes 


Timeline 
 
Board Member Letter Mailing:  April 1, 2010 
Board Member Information Letter/Campus Store Mission:  April 15, 2010 







First Meeting:  April 29, 2010 
Reconvening of Committee Members:  August 30, 2010 
 
The Window Display Contest has been discussed but it needs more work. 
 
 
Goal 4:  Develop a business plan that focuses on service and profitability as the Campus Store serves the growing Campus 
community. 
 
Update:  See Below 
 


UC Merced Division of Student Affairs 
Planning Document 


Spring 2010 
 


Assumptions:  UC Merced will grow by a minimum of 650 net new students a year for the foreseeable future.  Our growth will look 
something like:  Fall 2010, 4,000+ FTE; Fall 2011, 4, 650+FTE; Fall 2012, 5300FTE; Fall 2013, 6,000FTE 
 
Assignment:  to serve all of these students and retain our commitment to student success and individual attention, we need to 
undertake a serious planning exercise that takes into account the Divisional Strategic Plan and unit strategic plans (if developed) and 
includes an examination of staffing, space, new services (if needed), economies of scale, technology, hours of operation and so forth.  
The outcome of this exercise should not be:  we need more of everything!  Instead units (not just directors) should be thinking about 
the future, along with the appropriate AVC, and developing a thoughtful, defendable plan that outlines and justifies its highest 
priorities for the next five years.  Plans should factor in spaces that are included in the campus 10 year capital plan. 
 
Unit:  Campus Store 
 
Unit’s Unique Planning Assumptions:  -The Campus store has the following assumptions.  If the campus is going to grow at this rate 
the University will need more class room space.  If class room space is not available, classes will be scheduled earlier in the morning 
and later at night.  This will put pressure on the campus store to expand its hours.  If the University expands weekend classes the 
campus store will need to have operating hours on the weekend. 







 
The National Association of College Stores states that a University Bookstore will need 2 square feet per FTE to meet the minimal 
needs of a four year University.  It also states depending on market opportunities and conditions such as number of residents living on 
campus, large conferences and the metropolitan or rural area that the store would need even more space to meet customer needs and 
expectations. 
 
Possible Solutions: 
Rent Space off campus (as the campus grows we will need to have a larger room to house textbooks).  Students would have books 
either shipped to them or have it on route on Cat Tracks so they can pick up the books. 
Get approval for a temporary space to be built for a store.  Either Rent or purchase a temporary building brought to campus to meet the 
needs of store and students. 
In the interim we will need space preferably the Bobcat Lair or similar size room two weeks before school starts and the first week of 
classes so we are able to distribute textbooks and school supplies. 
 
 
    
 
 
 


Staff (rationale attached)  Space  Services Added  IT   Other 
 
2010-11     Will need 2 SQ. Feet per student   adding new Cash Register System 
      Should have 8000 SQ Feet    and inventory process 
_______________________________________________________________________________________________________ 
 
2011-12 Add Supervisor  Should have 9300 sq Feet   Will need to 2 more registrar lanes. 
 
_______________________________________________________________________________________________________ 
 
2012-13     Should have 10,600 sq feet     We will need either a van or  







              a truck to bring product back  
              and forth if off campus. 
_______________________________________________________________________________________________________    
 
2013-14     should have 12,000 sq feet   Will need at least 2 or 3 more registrar lanes. 
 
_______________________________________________________________________________________________________   
 
2014-15     should have 13,350 sq feet 
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Department/Unit:    Career Services Center 
 
Mission Statement  
Career development is a life-long process of exploration and decision-making.  We, at the 
Career Services Center (CSC) at the University of California, Merced empower students and 
alumni to reach their full potential by offering services in career development, experiential 
education, employment and graduate school. 
 
To successfully accomplish this mission, the CSC continuously fosters partnerships with 
employers, staff, administration and the greater community.   
 
Planning Goals  
Formulate 3-4 goals and include them here. 
 
Goal 1: Help students clarify and implement individual career plans which are consistent with 
their personality, values, skills and interests. 
 
Goal 2: Provide proactive and comprehensive career services. 
 
Goal 3: Encourage students to utilize CATlink for the purpose of locating experiential education 
opportunities. 
 
Program Objectives and Student Learning Outcomes 
Formulate 2 assessable program objectives and 2 learning outcomes for 2009-2010. 
 
The Division of Student Affairs’ Learning Outcomes are: 


 Improve confidence in their abilities (learning, social, critical thinking, creativity, problem 
solving and purposeful risk taking) 


 Develop a sense of civic responsibility and engagement 
 Demonstrate effective written, verbal and technological communication skills 
 Increase capacity for leadership and teamwork 
 Articulate a sense of self, identity, and knowledge of their effects on others 
 Develop an understanding and appreciation of human differences 


 
Program Objectives #1 
 
Increase number of students who participate in career counseling, career assessment or career 
check up appointments. 
 
Measures 
Increase career counseling, career assessment or career check up appointments by 5% by the 
end of spring semester 2010. 
 
Results 







An Excel sheet was used to record student visits for the 2009-2010 academic year that also 
included gender, college level, residency (on-campus or off-campus), ethnicity, and reason for 
visit.  Here is a snapshot of the results broken down by reason for visit for the current year in 
comparison to last year.   
 
    RESULTS  08-09  09-10 
Career Counseling   308     247 
Test Interpretation   149     115 
Career Check Up       6                      4 
Total Appointments   463    366 
 
As illustrated in the above table, all three appointment types saw a decrease in the amount of 
appointments from the previous year.  Thus, we were unable to meet our goal of increasing 
appointments by 5%.     
 
Conclusion 
While we saw a decrease in the amount of career counseling, test interpretation and career 
check up appointments for the 09-10 AY, there are several factors that explain why.  Several 
group MBTI workshops were offered and were counted under our workshop/program statistics, 
but not counted as individual appointments (under test interpretation).  Also, the Career Peer 
Educator program and their increased presence in Housing and Residence Life assisted the 
CSC in managing our career counseling case load.  This was due in part to the fact that we 
were able to hire two additional career peer educators that allowed us to increase the amount of 
drop in hours available to residents.  Lastly, the additional responsibilities added to the career 
counselor’s workload (i.e. program review, opportunity to serve on campus wide committees, 
training of Career Peer Educators) required that less time be allotted for one-on-one career 
counseling appointments.  Thus, while this goal seemed reasonable from the onset because of 
a growth in student enrollment and our increased presence in Housing and Residence Life, 
upon further glance, it is unrealistic for our office to meet this goal with only one career 
counselor in place.        
 
In order to increase the amount of students who are seen by a career counselor, we will need to 
think about how we consistently market the message to students about the importance of career 
counseling.  One intervention that we did this year to tackle this, was to host an event titled 
iPlan 4 Life.  At this event we informed students (we targeted freshman, undeclared students 
and residents) about the steps to career planning and the services we offer that will assist them 
through the process.  While the event had a great turnout, it was offered at the end of the spring 
semester which prevented us from building any momentum from the event.  Thus, we will need 
to continue to offer this event and/or other similar events throughout the 10-11 AY in order to 
consistently convey this message to students.    
 
Program Objectives #2 
 
Increase first year students’ knowledge of the services available in the Career Services Center. 
 
Measures 
Since the majority of first year students (over 80%) live on campus, we will survey the first year 
students who attend an active programming event in Housing that will assess their knowledge of 
the Career Services Center and the services we provide.  Timeline: 2009 – 2010 academic 
year. 
 







Results 
68 students completed a survey that was administered to participants at the conclusion of a 
CSC workshop that was offered down in Housing and Residence Life.  From the program 
evaluations, students indicated that they had no knowledge of the following services that our 
office provides:  
 


Type of Service 


Number of 
responses that 
state CSC does 


not provide 
service 


Career Counseling 6
Mock Interviews 11
Career/Internship Fair 11
Career Assessments 15
Student Employment 16
Career Position Listings 16
Internship Listings 16
Career Planning Resources 18
Graduate School Fair 19
Part-time/Summer Job Listings 19
Employer 
Resources/Information 20
On-Campus Interviewing 21
Graduate School Resources 23
Etiquette Dinner 25


 
Conclusions 
While the majority of students were aware of our services, those that did not know about 
specific services, indicated services that would most traditionally be used by upper classmen 
(i.e. graduate school advising, employer resources).  In addition, depending on the date that the 
workshop was offered, some students weren’t familiar with events that were set to happen later 
in the semester (i.e. Etiquette Dinner).  Thus, while it is understandable that students are only 
familiar with programs and services that are relevant to them at their stage of their academic 
career, still more can be done to educate students on services that they will need to use in the 
future.  By continuing to conduct workshops that target first year students, we will be able to 
increase students’ knowledge of our services and as a result of their participation in a CSC 
event, they will learn about other services we offer that they will need to use in the future. 
   
Program Objective #3 
 
Market and promote the use and importance of completing student CATlink profiles through 
door hangers in housing, CPE “man on the street” campaign during the month of September 
and additional outreach efforts. 
 
Measures 
An increase in 25% of student population with CATlink profiles by the end of 2009-2010 
academic year. 







 
Results 
To accomplish this goal, 347 door hangers were displayed on doors in Housing and Residence 
Life, the Career Peer Educators interacted with a large number of the student body resulting in 
58 students completing their profile during the “Man on the Street” campaign, and hosted 54 
students during the CATlink your Way to Cocoa event.   
 
Throughout this time frame, 100% of the students we interacted with obtained vital information 
regarding the inner workings of CATlink and the importance of completing their student profile.  
In these types of settings, we had the opportunity to interact with the students one-on-one 
explaining that if their current profile was blank to employers, it prevented them from being 
potential candidates for employment.  As a result, 494 out of the 785 students who logged into 
CATlink completed their profile.  In other words, while we were unable reach our goal of 25% 
completion; we were able to get 15% to do so or 63% of the students who logged into the 
CATlink site.  
 
Conclusions 
Collectively, we recognize creating awareness around completed CATlink student profiles is an 
on-going initiative.  In order for us to successfully engage students in this area, our office staff 
must continuously remind students to complete their profiles in order to outreach with 
employers.    
 
Although this can be a time-consuming objective, one can conclude that direct marketing 
throughout the academic year (2009-2010) assisted us in creating additional campus 
awareness about CATlink and its features compared to the previous academic year when we 
did not have a marketing initiative. 
 
As the campus continues to grow, it is imperative our office continues to encourage students to 
complete their CATlink profile to ensure career success which starts as early as freshman 
orientation.  Potentially, our office could have a laptop station during the information fair 
encouraging students to take that first step toward career success by completing their CATlink 
profiles. 
 
Student Learning Outcome #1 
 
Students who participate in career counseling define the next step(s) in their career 
development process. 
 
Rationale – Students who understand the career planning process will be more likely to take 
advantage of opportunities that relate to their career, alleviate career decision making stress 
and be more successful in pursing their life pursuits. 
 
Measures 
Students who participate in career counseling appointments will be orally assessed at the end of 
their session on their comprehension of the career planning process and construct a timeline of 
their next steps.  Career counselor will record responses on an excel sheet stating whether or 
not comprehension was achieved. 
 
Results 
As of June 14, 2010, 366 students met with a career counselor for a career counseling and/or 
career assessment appointment. Of those 366 students (see graphs): 







 
151  are at Step 1 
138 are at Step 2 
  71 are at Step 3 
    6  are at Step 4 
    0      are at Step 5 
 
Here is how we determined how to categorize each student: 
 


 If a student responded with no idea of what they wanted to do or was not clear about 
interests then Step 1 (self-assessment) was recorded.  


 If the student had some idea of different career options, had taken the career 
assessments and now needed to research and explore these options then Step 2 
(research & exploration) was recorded. 


 If the student had a career path, were now making decisions about what educational 
preparation, skills were needed and where to obtain additional training if necessary then 
Step 3 (decision-making) was recorded.  


 If the student had a school for a higher degree picked out or was applying for research 
work and career positions then Step 4 (search-take action) were recorded.  


 If the student was accepted to a career position, accepted a research position or was 
accepted to a graduate school then Step 5 (implementation) was recorded.  


 
Consistently, the results showed that students were at either Step 1 or 2. While students might 
recycle through the stages throughout their college career, we did see students progress 
through the steps as their studies advanced.  In particular, we saw an improvement in 
comprehension after the MBTI /STRONG assessments were completed.  While the results also 
showed that the majority of students were not at steps 4 or 5, they do understand the process 
and are implementing key components of the steps.  
 
Conclusions 
The challenge our office faces is to motivate students to actively engage in the career planning 
process and move beyond stages 1 and 2.  However, once students begin the process, they 
report a decrease in career related stress.  Students via e-mail reported, “Thank you for helping 
me with this bump in the road of my scholastic endeavors and I look forward to meeting with you 
again” (student at stage 1) or “I was the management student who wanted to be a nurse. I 
wanted to let you know that I will be starting S.F. State's M.S. Nursing program in fall 2010 this 
year!!! Thank you for all of the help” (student at stage 4-5 who went through all of the stages) or 
“Thanks for the help narrowing it down.”(student at stage 4.) 
 
Thus, in order to get students to actively progress through the steps, one strategy that can be 
implemented is to highlight success stories of students who went through the process and how 
it helped alleviate any career stress.  Videos could be created and/or quotes could be utilized in 
handouts that promote students who achieved career success. 
 
Student Learning Outcome #2 
 
Students who attend an active CSC programming event in housing will be able to identify 5 of 
the services that we offer. 
 
Rationale – The earlier students utilize our services the more likely they will be able to persist 
toward a timely graduation and have an idea of what path to pursue upon graduation. 







 
Measures 
80% of students who complete their program evaluation will be able to state 5 of the services 
we provide. 
 
Results 
The Career Peer Educators offered seven workshops in Housing during the 2009 – 2010 
academic year on topics ranging from how to choose a major to how to work a career/internship 
fair.  At the conclusion of each workshop, a program evaluation was given to participants that 
asked them to identify services our office provides (by checking a box next to each service we 
provide or filling in other).  84% of students were able to list at least 5 services we provide, with 
a majority of those students being able to identify more services.  Here is the break down by 
year in school: 
 
Freshman 93% 
Sophomore 75% 
Junior 77% 
Senior 89% 


 
Conclusions 
While we were able to exceed our goal, it will be important to continue to offer workshops 
tailored at increasing students’ knowledge of the resources our office provides.  Additionally, 
while students may be familiar with our services, a strategy will need to be implemented that will 
encourage more students to attend our events.  While it is one thing for the students to be 
aware of our services, it is another for them to make time out of their busy schedules to attend 
an event that might not have an immediate relevancy for them.  Thus, it will be our challenge to 
strategically market our events to students so that they see the importance of participating in 
something now that may not have a direct impact on them until later on in their academic 
career.  
 


Graphs for Student Learning Outcome #1 
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Department/Unit:  CENTER FOR EDUCATIONAL PARTNERSHIPS 


 
 
Mission Statement  
Note: Departmental missions must be directly aligned with those of the Division of Student 
Affairs.  A mission statement should include approximately 3-5 sentences that identify the name 
of the department, its primary functions, modes of delivery and target audience. Mission 
statement should be approximately 100 words or less. 
Rationale: Explains how the departmental mission relates to the mission of the Division and 
supports the mission of the University.  
 
Mission:  
 
The mission of the Center for Educational Partnerships is to provide local schools with assistance 
in making long-term and systemic changes at their school sites to increase postsecondary 
eligibility and enrollment rates among all students.  The Center for Educational Partnership’s 
goal is to provide student, school, and parent-centered services that ultimately result in students 
having the greatest number of opportunities from the widest array of options upon graduation. 
 
Planning Goals  
Note: Planning Goals are broad statements that describe the overarching, long-range intentions 
of an administrative unit.  Goals are used primarily for general planning, as the starting point for 
the development and refinement of program objectives or student learning outcomes. 
Formulate 3-4 goals and include them here. 
 
Goal 1: Implement an accountability framework for each student, school, and parent 
program/project housed in the Center for Educational Partnerships unit. 


 
Goal 2:  Create an interactive CEP website to enhance communication with CEP stakeholders 
and provide them with information and resources. 
 
Goal 3: Develop a communication tool that provides stakeholders updates on CEP’s progress 
towards completing the projects outlined in the accountability framework. 
 
Program Objectives and Student Learning Outcomes 
Note: Program Objectives are related to program improvement around issues like timeliness, 
efficiency and participant satisfaction. Learning Objectives address what a student learns or 
how a student changes by participating in a program or utilizing the service. Both program 
objectives and student learning outcomes are measurable statements that provide evidence as 
to how well you are reaching your goals. 
 
Formulate 2 assessable program objectives and 2 learning outcomes for 2009-2010.   
 
The Department of the Center for Educational Partnership’s Learning Outcomes are: 







 Students develop an understanding and increased knowledge of postsecondary options; 
 Students will learn to advocate on behalf of themselves and others regarding 


postsecondary access; 
 Parents will clearly understand how to help their children navigate the issues related to 


financing higher education and matriculating to a college or university; and 
 Through their participation in CEP Programs, students will promote a “college going 


culture” at their schools by pursuing a postsecondary education and career awareness. 
 
Program Objectives #1 
Clearly articulate in a sentence or two your first PO and include it here.  Reminder:  Program 
objectives are related to program improvement and might include such issues as efficency, 
participant satisfaction or timeliness of materials. Please provide the reader with a context as to 
why this PO is important to measure. 
 
By September 30, 2009 CEP Program Managers will submit to CEP Interim Director a final 
draft of their program accountability framework that includes objectives, outcomes and 
indicators, evidence, methodology, monitoring, and mechanisms for learning.  
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you will use to determine the 
extent to which the PO was met. 
 
By October 9, 2009 we will review, edit, and finalize all CEP program accountability 
frameworks and will make them available on CEP website by November 30, 2009.   
 
 Results  (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective was met.   Typically a results 
summary should be between 100-300 words. 
 
The CEP goal for AY/FY 2009-2010 to implement an accountability framework for all student, 
school, and parent-centered programs/projects was successfully implemented for five of the six 
CEP programs.  The exception was the Upward Bound Program who is still developing its 
accountability framework and will submit its final framework by July 31, 2010.  Accountability 
frameworks for the UC Scholars EAOP, Talent Search, GEAR UP, and Parent Empowerment 
Programs were developed and implemented by September 30, 2009.    The Data Analysis and 
Evaluations unit created and implemented an on-line accountability framework driven primarily 
by internal and external requests for data reports and/or analysis.     
 
Below please find the snapshot of one section of a CEP accountability model and the web 
version of the framework, which monitored on a live basis: 
 
 
 
 
 







SAMPLE LOGIC MODEL: 


 
 
 
 


 
 


Hierarchy of Objectives 


 
Outcomes and Indicators 
(Quantity, Quality & Time) 


 
Monitoring (Data Sources) 


 
Coordinator 


Program 
Representative 


Strategy Objective 
 
Objective 3: One hundred 


percent (100%) of 8th, 9th, 


and 10th grade UC Scholars 


EAOP families will 


participate in counseling 


sessions focused on 


preparing for higher 


education with UC Scholars 


EAOP staff [Years 1‐4]. 


 


All active program participants 
will  complete  the  required 
UC/CSU  minimum  15  subject 
matter course pattern 
 


 


 
 
A. In 2009‐2010, 70% of active 9th 


grade students will complete 2 A‐G 
courses with at least a 3.0 GPA or 
better, with no “D’s or F’s” 


B. In 2009‐2010, 70% of active 10th 
grade students will complete 7 A‐G 
courses with at least a 3.0 GPA or 
better, with no “D’s or F’s” 


C. In 2009‐2010, 70% of active 11th 
grade students will complete 11 A‐G 
courses with at least a 3.0 GPA or 
better, with no “D’s or F’s” 


D. In 2009‐2010, 70% of active 12th 
grade students will complete 15 A‐G 
courses with at least a 3.0 GPA or 
better, with no “D’s or F’s” 


 
Our accountability framework calls for UC 
Scholar students to complete a minimum of 
fifteen (15) A‐G courses which is the 
number required to gain minimally 
UC/CSU eligibility.  In order to reach this 
number, UC/CSU guidelines recommend 
that students complete the following 
number of A‐G courses by the end of each 
grade level: 
 
End of 9th grade: 3 
End of 10th grade: 7 
End of 11th grade: 11 
End of 12th grade:  15 


 
Coordinator will meet with one 
hundred percent (100%) of 8th, 
9th, and 10th grade UC Scholars 
EAOP families in individual 
counseling sessions focused on 
preparing students for higher 
education 


 
Staff will assist UC Scholars EAOP 
Coordinator in the coordination of 
counseling sessions with student and 
parent/guardian focused on 
preparing their students for higher 
education. 


 


Activities  
 
A. Development of Progress 


Report‐Based Individual 
Academic Plan  


 
 
 
 
 
 
 
 
 
 
 
B. Development of Semester‐


Based Individual Academic 
Plan 


 
 
 
 
 
 
 
 
 
 
 
C. Review K‐12 Standardized 


Tests, High School 
Graduation Requirements, 
and Four Year Individual 
Academic Plan  with UC 
Scholars EAOP students 
and at least one 
parent/guardian  
 


 
 
 
 
 
 
 
 
 
 
 
 
D. Parent UC/CSU Eligibility 


Workshop 
 
 
 
 
 
 
 


 
 
A. In 2009‐2010, staff will update 


Progress Report‐Based Individual 
Academic Plans 
 100% of progress report grades of 
“Ds” and “Fs” will be entered in the 
database to produce updated 
Progress Report‐Based Individual 
Academic Plans indicating which 
students staff will meet with 
individually and contact parent(s) 
(Deadlines will vary according to 
progress report calendars) 


 
 
B. In 2009‐2010, staff will update 


Semester‐Based Individual Academic 
Plans  
 100% of semester grades will be 
entered to produce updated 
Individual Academic Plans 
indicating subject borderline/off‐
track students for staff to meet 
with individually and contact 
parent(s) by February 6, 2010 and 
June 26, 2010 


 
 
 
C. In 2009‐2010, staff will review  K‐12 


Standardized Tests, High School 
Graduation Requirements, and Four 
Year Individual Academic Plan with UC
Scholars EAOP students and at least 
one parent/guardian 
 100% of students will have their 
K‐12 Standardized Tests, High 
School Graduation Requirements, 
and Four Year Individual Academic 
Plan reviewed by December 12, 
2010: 
o 12th grade students by 
September 19, 2010 


o 11th grade students by October 
17, 2010 


o 10th grade students by 
November 14, 2010 


o 9th  grade students  by 
December 12, 2010 


 
D. In 2009‐2010, a Parent UC/CSU 


Eligibility Workshop will be conducted
at each partner school for identified 
10th grade subject borderline/off‐track
students  
 75% of 10th grade subject 
borderline/off‐track students 
parents, will attend this workshop 
by April 17, 2010 (identified after 
Spring progress reports)


 
A.   Staff will enter in the database 
100% of progress report grades of “Ds” 
and “Fs” to produce updated Progress 
Report‐Based Individual Academic 
Plans indicating which students staff 
will meet with individually and contact 
parent(s) (Deadlines will vary according 
to progress report calendars) 


 
 
 
 
 
 
B. Staff will enter in the database 100% of 


semester grades to produce updated 
Individual Academic Plans indicating 
subject borderline/off‐track students 
for staff to meet with individually and 
contact parent(s) by February 6, 2010 
and June 26, 2010 
 
 
 
 
 
 
 


C. Staff will enter in the EAOP database 
“K‐12 Standardized Tests, High School 
Graduation Requirements, and 
Individual Academic Plan” and will 
review the data for 100% of students: 
o 12th grade students by September 


19, 2010 
o 11th grade students by October 17, 


2010 
o 10th grade students by November 


14, 2010 
o 9th  grade students  by December 


12, 2010 
 
 
 
 
 
 
 
 


D. Enter Parent UC/CSU Eligibility 
workshop in the activity section of the 
database and include survey results in 
the workshop activity log folder within 
one week of completing the workshop   


 
 
 
 


 
A.   Coordinator will update 


and enter in the EAOP 
database Progress Report‐
Based Individual Academic 
Plans for 100 % of UC 
Scholar EAOP students to 
produce updated 
Individual Academic Plans 
indicating students’ 
academic progress.  


 
 
 
 
B.   Coordinator will update 


and enter in the EAOP 
database Semester Based 
Individual Academic Plans 
for 100 % of UC Scholar 
EAOP students to produce 
updated Individual 
Academic Plans indicating 
students’ academic 
progress and subject 
borderline/off‐track 
students.  


 
 
C.   Coordinator will 


individually review K‐12 
Standardized Tests, High 
School Graduation 
Requirements, and Four 
Year Individual Academic 
Plan with UC Scholars 
EAOP students and at least 
one parent/guardian. 


 
 
 
 
 
 
 
 
 
 
 
 
D. Coordinator will 


communicate Parent 
UC/CSU Eligibility 
Workshops survey results 
to all stakeholders within 
one week of completing 
the workshop. 


 
 


 
A.   Staff will assist UC Scholars 


EAOP Coordinator and will 
update and enter in the EAOP 
database Progress Report‐
Based Individual Academic 
Plans for 100 % of UC Scholar 
EAOP students to produce 
updated Individual Academic 
Plans indicating students’ 
academic progress. 


 
 
 
 


B. Staff will assist UC Scholars 
EAOP Coordinator and will 
update and enter in the 
EAOP database Semester 
Based Individual Academic 
Plans for 100 % of UC 
Scholar EAOP students to 
produce updated Individual 
Academic Plans indicating 
students’ academic 
progress and subject 
borderline/off‐track 
students.  


 
C. Staff will assist UC Scholars 


EAOP Coordinator in 
individually reviewing K‐12 
Standardized Tests, High 
School Graduation 
Requirements, and Four 
Year Individual Academic 
Plan with UC Scholars EAOP 
students and at least one 
parent/guardian. 


 
 
 
 
 
 
 
 
 
 
 


D. Staff will conduct workshop 
and monitor number of 
parents and students 
attending the workshop. 
Enter Parent UC/CSU 
Eligibility workshop in the 
activity section of the EAOP 
database and scan and file 
survey n the workshop 
activity log folder within







Logic Model Report – Early Academic Outreach program 


08/01/2009 ‐ 08/01/2010 


ACADEMIC ADVISING            
  GRADE DEADLINE Early Academic Outreach Program MINIMUM 
HS & IAP Review           
  12th 09/18/2009 473 473 429  90.70% 100% 
  11th  10/09/2009 599 599 459  76.63% 100% 
  10th 10/30/2009 500 500 380  76.00% 100% 
  9th 11/20/2009 404 404 260  64.36% 100% 
Systems of Higher Education           
  9th 11/20/2009 404 303 22  5.45% 75% 
Algebra Entry            
  10th 05/31/2010 500 500 117  23.40% 100% 
Parent UC/CSU Eligibility           
  10th 04/16/2010 500 375 0  5.45% 75% 
Update A-G Course List            
  School 02/26/2010 Date Date Date Date 100% 
A-G Training to Partners            
  School 10/16/2009         N/A 
Eligibility in the Local Context            
  School 07/16/2009 Date Date Date Date 100% 
ENTRANCE EXAMINATION           
  GRADE DEADLINE Early Academic Outreach Program MINIMUM 
PSAT Registration  Total Expected Actual Percentage   
  11th  10/09/2009 599 449 80  13.36% 75% 
  10th N/A 500   30  6.00% N/A 
  9th N/A 404   0  0.00% N/A 
PSAT Workshop            
  11th  10/09/2009 599 449 136  22.70% 75% 
  10th N/A 500   5  1.00% N/A 
  9th N/A 404   2  0.50% N/A 
PSAT Review            
  11th  04/23/2010 599 599 61  10.18% 100% 
  10th N/A 500   39  7.80% N/A 
  9th N/A 404   2  0.50% N/A 
SAT/ACT Test Prep Workshop            
  11th  02/05/2009 599 449 0  0.00% 75% 
                
SAT/ACT Registration            
SAT Reasoning Test Registration            
  12th 11/06/2009 473 378 135  28.54% 80% 
  11th 05/07/2010 599 479 141  23.54% 80% 
                
SAT Subject Test Registration            
  12th 11/06/2009 473 237 113  23.89% 50% 
  11th  05/07/2010 599 300 78  13.02% 50% 
                
ACT Plus Writing Registration            
  12th 11/06/2009 473 378 139  29.39% 80% 
  11th  05/07/2010 599 479 143  23.87% 80% 
Fee Waiver Distribution  Total Allocated Total Used       
  12th  N/A         N/A 
  11th  N/A         N/A 
FINANCIAL AID            







  GRADE DEADLINE Early Academic Outreach Program MINIMUM 
FAFSA Pin Number Registration  Totla Expected Actual Percentage   
  12th 02/19/2010 473 473 393  83.09% 100% 
FAFSA Application Assistance            
  12th 03/02/2010 473 473 263  55.60% 100% 
Financial Aid Night            
  12th 02/26/2010 473 331 58  12.26% N/A 
Cal Grant Report Review            
  12th 04/30/2010 473 473 78  16.49% 100% 
Scholarship Workshop            
  11th 06/22/2010 599 419 0  0.00% 70% 
Scholarship Application Assistance            
  12th 05/28/2010 473 331 88  18.60% 70% 
PERSONAL DEVELOPMENT            
  GRADE DEADLINE Early Academic Outreach Program MINIMUM 
Note Taking Workshop  Total Expected Actual Percentage   
  9th 12/11/2009 404 303 82  20.30% 75% 
Studying for Success Workshop            
  9th 05/07/2010 404 303 39  9.65% 75% 
UNIVERSITY ENROLLMENT ASSISTANCE           
  GRADE DEADLINE Early Academic Outreach Program MINIMUM 
UC Admission Application Workshop  Total Expected Actual Percentage   
  12th  11/06/2009 249 187 75  30.12% 100% of UC Eligible 
Individual UC Admission Assistance            
  12th  11/30/2009 249 249 130  52.21% 100% of UC Eligible 
Individual CSU Admission Assistance            
  12th  11/30/2009 249 249 137  55.02% 100% of UC Eligible 
Individual CCC Admission Assistance            
  12th  05/14/2010 473 473 45  9.51% 100% 
Post-Secondary Checklist Workshop            
  12th  04/23/2010 473 473 0  0.00% 100% 
Junior Questionnaire            
  11th  06/04/2010 599 599 0  0.00% 100% 
Senior Questionnaire A            
  12th  12/18/2009 473 473 468  98.94% 100% 
UNVERSITY ENROLLMENT INFORMATION           
  GRADE DEADLINE Early Academic Outreach Program MINIMUM 
Placement Exam Information  Total Expected Actual Percentage   
  12th  04/30/2010         100% 
Housing, FA Interpretation & Verification            
  12th  04/30/2010 473 473 57  12.05% 100% 
Senior Questionnaire B            
  12th  06/11/2010 473 473 450  95.14% 100% 
Admission Confirmation            
  12th  04/02/2010 473 473 26  5.50% 100% 
College Acceptance Letter            
  12th  06/11/2010         100% 
Senior Enrollment Follow-Up            
  12th  09/25/2010 473 473 1  0.21% 100% 


   
  







Logic Model Report – Talent Search Program 


08/01/2009 ‐ 08/01/2010 


ACADEMIC ADVISING            
  GRADE DEADLINE Talent Search Program MINIMUM 
HS & IAP Review           
  12th 09/18/2009 156 156 138  88.46% 100% 
  11th  10/09/2009 154 154 131  85.06% 100% 
  10th 10/30/2009 140 140 122  87.14% 100% 
  9th 11/20/2009 102 102 85  83.33% 100% 
Systems of Higher Education           
  9th 11/20/2009 102 77 0  0.00% 75% 
Algebra Entry            
  10th 05/31/2010 140 140 140  100.00% 100% 
Parent UC/CSU Eligibility           
  10th 04/16/2010 140 105 0  0.00% 75% 
Update A-G Course List            
  School 02/26/2010 Date Date Date Date 100% 
A-G Training to Partners            
  School 10/16/2009         N/A 
Eligibility in the Local Context            
  School 07/16/2009 Date Date Date Date 100% 
ENTRANCE EXAMINATION           
  GRADE DEADLINE Talent Search Program MINIMUM 
PSAT Registration  Total Expected Actual Percentage   
  11th  10/09/2009 154 116 33  21.43% 75% 
  10th N/A 140   9  6.43% N/A 
  9th N/A 102   1  0.98% N/A 
PSAT Workshop            
  11th  10/09/2009 154 116 79  51.30% 75% 
  10th N/A 140   17  12.14% N/A 
  9th N/A 102   1  0.98% N/A 
PSAT Review            
  11th  04/23/2010 154 154 0  0.00% 100% 
  10th N/A 140   0  0.00% N/A 
  9th N/A 102   0  0.00% N/A 
SAT/ACT Test Prep Workshop            
  11th  02/05/2009 154 116 0  0.00% 75% 
                
SAT/ACT Registration            
SAT Reasoning Test Registration            
  12th 11/06/2009 156 125 35  22.44% 80% 
  11th 05/07/2010 154 123 3  1.95% 80% 
                
SAT Subject Test Registration            
  12th 11/06/2009 156 78 22  14.10% 50% 
  11th  05/07/2010 154 77 0  0.00% 50% 
                
ACT Plus Writing Registration            
  12th 11/06/2009 156 125 35  22.44% 80% 
  11th  05/07/2010 154 123 8  5.19% 80% 
Fee Waiver Distribution  Total Allocated Total Used       
  12th  N/A         N/A 
  11th  N/A         N/A 
FINANCIAL AID            







  GRADE DEADLINE Talent Search Program MINIMUM 
FAFSA Pin Number Registration  Totla Expected Actual Percentage   
  12th 02/19/2010 156 156 140  89.74% 100% 
FAFSA Application Assistance            
  12th 03/02/2010 156 156 114  73.08% 100% 
Financial Aid Night            
  12th 02/26/2010 156 109 0  0.00% N/A 
Cal Grant Report Review            
  12th 04/30/2010 156 156 7  4.49% 100% 
Scholarship Workshop            
  11th 06/22/2010 154 108 0  0.00% 70% 
Scholarship Application Assistance            
  12th 05/28/2010 156 109 21  13.46% 70% 
PERSONAL DEVELOPMENT            
  GRADE DEADLINE Talent Search Program MINIMUM 
Note Taking Workshop  Total Expected Actual Percentage   
  9th 12/11/2009 102 77 17  16.67% 75% 
Studying for Success Workshop            
  9th 05/07/2010 102 77 0  0.00% 75% 
UNIVERSITY ENROLLMENT ASSISTANCE           
  GRADE DEADLINE Talent Search Program MINIMUM 
UC Admission Application Workshop  Total Expected Actual Percentage   
  12th  11/06/2009 81 61 44  54.32% 100% of UC Eligible 
Individual UC Admission Assistance            
  12th  11/30/2009 81 81 53  65.43% 100% of UC Eligible 
Individual CSU Admission Assistance            
  12th  11/30/2009 81 81 37  45.68% 100% of UC Eligible 
Individual CCC Admission Assistance            
  12th  05/14/2010 156 156 5  3.21% 100% 
Post-Secondary Checklist Workshop            
  12th  04/23/2010 156 156 0  0.00% 100% 
Junior Questionnaire            
  11th  06/04/2010 154 154 0  0.00% 100% 
Senior Questionnaire A            
  12th  12/18/2009 156 156 154  98.72% 100% 
UNVERSITY ENROLLMENT INFORMATION           
  GRADE DEADLINE Talent Search Program MINIMUM 
Placement Exam Information  Total Expected Actual Percentage   
  12th  04/30/2010         100% 
Housing, FA Interpretation & Verification            
  12th  04/30/2010 156 156 22  14.10% 100% 
Senior Questionnaire B            
  12th  06/11/2010 156 156 139  89.10% 100% 
Admission Confirmation            
  12th  04/02/2010 156 156 4  2.56% 100% 
College Acceptance Letter            
  12th  06/11/2010         100% 
Senior Enrollment Follow-Up            
  12th  09/25/2010 156 156 5  3.21% 100% 


   
 
  







Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
The CEP remains committed to establishing strong accountability frameworks (logic models) for 
all of its student, parent, and school-centered programs.  The sample accountability framework 
reflects CEP’s conscientious effort to implement a uniformed accountability system amongst all 
of its programs, thus, creating a structured working environment that reflects transparency in 
program objectives and outcomes.  All accountability frameworks have been web-enabled in 
CEP’s effort to monitor live data on a daily basis.   The accountability framework for the 
Upward Bound Program will be completed by July 31, 2010 and web-enabled by August 31, 
2010. 
 
Program Objectives #2 
Clearly articulate in a sentence or two your second PO and include it here.  Reminder:  Program 
objectives are related to program improvement and might include such issues as efficiency, 
participant satisfaction or timeliness of materials. Please provide the reader with a context as to 
why this PO is important to measure. 
 
By June 30, 2009 the CEP part-time “communications” intern will develop, implement, and 
maintain CEP’s stakeholder website. 
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you will use to determine the 
extent to which the PO was met. 
 
Progressive deadlines will be established leading up to the completion and management of CEP 
website.  By October 31, 2009 CEP website structure and context will have been created.  By 
December 18, 2009 programmers will have developed website layout.  By January 30, 2010 
communications intern will maintain website content.   
  
Results  (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective was met.   Typically a results 
summary should be between 100-300 words. 
 
The CEP understands the importance of communicating its mission, program objectives and 
successes to its constituents by means of an interactive website, electronic newsletters and 
brochures.  Although CEP has actively recruited for the part-time “communications” intern 
position since December 2009, it has been unable to fill the position.  CEP seeks the possibility 
of contracting an individual to provide the text for CEP communication tools.  In the meantime, 
the Data Analysis and Evaluations unit has created the website and on-line newsletter tools 
pending the recruitment of a writer by early fall 2010.   
 







Communication is critical in gaining more credibility amongst school partners. CEP recently 
launched a communication tool that will provide ongoing information to school partners about 
the value of CEP programs to their students and families.  This communication tool is aligned to 
CEP’s accountability frameworks and provides stakeholders with updates on CEP’s progress 
towards completing the projects outlined in the various programs accountability frameworks.  
For example, staff has one week after their stated deadline to communicate how many students 
they registered for the SAT/ACT.  This tool is managed through a newly developed database that 
allows individual program managers to monitor individual staff data reports and communications 
to school partners.  On January 25, 2010 it was enhanced to track the number of communications 
sent to stakeholders.  As of today 552 communications have been sent to CEP stakeholders 
regarding CEP’s deliver of student and parent-centered services. 
 
SAMPLE COMMUNICATION REGARDING STUDENT SERVICES: 
 
Dear XXXXXX: 
Our accountability framework calls for 100% of active 12th grade UC Scholars Early Academic Outreach 
Program students to complete a Higher Education Application Questionnaire (Senior Questionnaire A). I 
use the results of this questionnaire to determine how to better serve our UC Scholars Early Academic 
Outreach Program students. I am writing to inform you that 31 of the 31 (100.00%) UC Scholars Early 
Academic Outreach Program students completed this important questionnaire and have included the 
results below showing how many UC Scholars Early Academic Outreach Program students applied to 
various colleges and universities:   


School Summary 
Number of Students by Institution of Higher Education 


2009 - 2010 
IHE Type  Planned Applied Admitted Enrolled 
University of California 10 32.3 % 10 32.3 % 5 16.1 % 0  0.0 % 
California State University 20 64.5 % 20 64.5 % 13 41.9 % 0  0.0 % 
Community College 14 45.2 % 14 45.2 % 9 29.0 % 0  0.0 % 
Private 5 16.1 % 5 16.1 % 3 9.7 % 0  0.0 % 
Military 1 3.2 % 1 3.2 % 1 3.2 % 0  0.0 % 
Other 10 32.3 % 10 32.3 % 1 3.2 % 0  0.0 % 


Total 31 100.0 % 31 100.0% 23 74.2 % 0  0.0 %  
 


  







 
  
Meeting this important framework requirement ensures that I am able to communicate actual college-
going application data of our UC Scholars Early Academic Outreach Program students.  
  
As always, please feel free to contact me at or msalinas@ucmerced.edu should you have any questions 
or concerns.  
  
  
Sincerely, 
  
  
Marisa Salinas, Student Affairs Officer 
  
UC Merced Center for Educational Partnerships 
  
This communication contains information which may be confidential. The information is intended only for the use 
of the individual or entity named above. If you are not the intended recipient, you should notify the sender named 
above and delete this communication from your computer. You are hereby notified that any disclosure, copying, 
distribution, or the taking of any action in reliance on the contents of said information is strictly prohibited.  
 


 
 
 
 
 
  







SAMPLE COMMUNICATION REGARDING PARENT SERVICES: 
 
Dear Mr. XXXX :  
 
Our accountability framework calls for our partnership to serve twenty-five (25) unique high school 
families through the Parent Empowerment Program (PEP) during the Spring semester. In addition, our 
accountability framework calls for PEP participants to receive an average correctness rate of seventy-five 
percent (75%) on workshop post-surveys. We also conduct pre-surveys for each workshop to determine 
exact growth rates in participant knowledge for each workshop. As you know, the primary purpose of PEP 
is to empower parents to clearly and unequivocally understand how to help their children navigate the 
myriad of issues related to financing higher education and matriculating to a college or university.  
 
In order to reach this framework element, the following Parent Empowerment Program Workshops were 
conducted: 
 


Date School Workshop # of 
Participants


Pre 
Correct 


% 


Post 
Correct 


% 


Change 
% 


Objective 
Met 


Parent 
Average 
Rating 


03/03/2010  
XXXX 
High 
School 


Introduction to the 
Parent 
Empowerment 
Program & 
Systems of Higher 
Education  


10  64.58%  91.67%  27.08%  Yes   4.31   


03/08/2010  
XXXX 
High 
School 


Pathway to Higher 
Education : AG  17  33.33%  79.05%  45.71%  Yes   3.84   


03/15/2010  
XXXX 
High 
School 


Pathway to Higher 
Education : Higher 
Education 
Entrance Exams  


21  34.22%  90.04%  55.82%  Yes   4.23   


03/22/2010  
XXXX 
High 
School 


Financial Aid  15  45.13%  89.58%  44.46%  Yes   4.11   


03/29/2010  
XXXX 
High 
School 


K-12 Standardized 
Exams  16  22.06%  92.65%  70.59%  Yes   2.29   


04/08/2010  
XXXX 
High 
School 


Individual 
Academic Plan  12  N/A  81.25%  N/A  Yes   N/A   


04/12/2010  
XXXX 
High 
School 


Review Session  13  N/A  79.65%  N/A  Yes   4.46   


 
Below is a summary of attendees as well as pre and post-survey results for the aforementioned 
workshops. 
 
Introduction to the Parent Empowerment Program & Systems of Higher Education 
Year Phase : 0910P1 
School Name :    XXXX HS    
Number of Respondents of Pre-survey : 12 
Number of Respondents of Post-post : 12 
  Question Pre Survey % 


correct 
Post Survey % 


correct 
% 
change 


1 Any person who is 18 years old can enroll at 
a community college. (T) 


Correct 9  75.0% Correct 11  91.7% 16.7% 
Incorrect 3    Incorrect 1      
Unsure 0    Unsure 0      


2 My child must obtain an Associate's Degree Correct 3  25.0% Correct 9  75.0% 50.0% 







before they can obtain a Bachelor's Degree. 
(F) 


Incorrect 9    Incorrect 3      
Unsure 0    Unsure 0      


3 The highest-level degree indicated below is: 
Master Degree. 


Correct 6  50.0% Correct 12  100.0% 50.0% 
Incorrect 5    Incorrect 0      
Unsure 1    Unsure 0      


4 My child can obtain a Master's Degree 
directly after obtaining their: Bachelor’s 
Degree. 


Correct 6  50.0% Correct 10  83.3% 33.3% 
Incorrect 6    Incorrect 2      
Unsure 0    Unsure 0      


5 Please check examples of “University of 
California” institutions of higher education: UC 
Davis, UC Merced, UC Santa Cruz. 


Correct 10  83.3% Correct 12  100.0% 16.7% 
Incorrect 2    Incorrect 0      
Unsure 0    Unsure 0      


6 Please check examples of “California State 
University” institutions of higher education: 
CSU Fresno, CSU Bakersfield, CSU 
Stanislaus. 


Correct 9  75.0% Correct 12  100.0% 25.0% 
Incorrect 3    Incorrect 0      
Unsure 0    Unsure 0      


7 Please check examples of "California 
Community College” institutions of higher 
education: FCC, BCC, Merced College, 
WHC, Modesto College. 


Correct 10  83.3% Correct 11  91.7% 8.3% 
Incorrect 2    Incorrect 1      
Unsure 0    Unsure 0      


8 Please check examples of “Private” 
institutions of higher education: Fresno 
Pacific University, University of the Pacific in 
Stockton. 


Correct 9  75.0% Correct 10  83.3% 8.3% 
Incorrect 3    Incorrect 2      
Unsure 0    Unsure 0      


9 My child can obtain a Bachelors Degree at a 
California Community College. (F) 


Correct 9  75.0% Correct 12  100.0% 25.0% 
Incorrect 3    Incorrect 0      
Unsure 0    Unsure 0      


10 What system of higher education enrolls the 
top 12.5% of California’s high school 
graduates? University of California 


Correct 6  50.0% Correct 11  91.7% 41.7% 
Incorrect 6    Incorrect 1      
Unsure 0    Unsure 0      


11 The University of California system has how 
many universities in the state? 10. 


Correct 8  66.7% Correct 11  91.7% 25.0% 
Incorrect 3    Incorrect 1      
Unsure 1    Unsure 0      


12 The California State University system has 
how many universities in the state? 23. 


Correct 8  66.7% Correct 11  91.7% 25.0% 
Incorrect 3    Incorrect 1      
Unsure 1    Unsure 0      


  Average       64.58%        91.67%  27.08%  
  
The objective rate of post survey is : 75%.  
 
The average rate of post survey is : 91.67%.  
 
75% Objective is Met. 
 
Workshop Rating Summary 


Workshop Name 
Workshop Rating 


AverageQ 
1 


Q 
2 


Q 
3 


Q 
4 


Q 
5 


Introduction to the Parent Empowerment Program & Systems of 
Higher Education 4.5 4.0 4.8 4.9 4.9 4.6 


Pathway to Higher Education : AG 4.0 3.9 4.0 4.2 4.6 4.1 
Pathway to Higher Education : Higher Education Entrance Exams 4.4 4.6 4.7 4.8 4.6 4.6 
Financial Aid 4.2 4.2 4.4 4.4 4.6 4.4 
K-12 Standardized Exams 4.8 4.7 4.9 5.0 5.0 4.9 
Individual Academic Plan 0.0 0.0 0.0 0.0 0.0 0.0 
Review Session 0.0 4.9 4.8 4.9 5.0 3.9 
Workshop Rating Scale: 1 Strongly Disagree 2 Disagree 3 Neutral 4 Agree 5 Strongly Agree 
 
No. Survey Statements 
Q1 The Parent Empowerment Program staff provided a comfortable atmosphere during tonight's 


workshop. 







Q2 I felt that I could relate with the other parents who participated in tonight's workshop. 
Q3 I look forward to attending future Parent Empowerment Program workshops. 
Q4 Tonight's workshop provided me with valuable information. 
Q5 I enjoyed the reflective session tonight. 
  
Meeting this important framework requirement ensures that the partnership contributes to a better 
understanding of higher education not just among students but their families as well.  
 
As always, please feel free to contact me at (559) 241-7476 or yuribe@ucmerced.edu should you have 
any questions or concerns.  
 
Sincerely, 
 
Yesika Uribe, Student Affair Officer 
 
UC Merced Center for Educational Partnerships 
 
This communication contains information which may be confidential. The information is intended only for the use of the 
individual or entity named above. If you are not the intended recipient, you should notify the sender named above and delete this 
communication from your computer. You are hereby notified that any disclosure, copying, distribution, or the taking of any action in 
reliance on the contents of said information is strictly prohibited. 
 
 
Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
The CEP understands the importance of communicating its mission, program objectives and 
successes to its constituents and will make a concerted effort to recruit either a part-time 
“communications” intern or contractor to develop, implement and maintain CEP’s website and 
develop its newsletters and brochures by early fall 2010.   
 
Further, the absence of an internal writer has not prevented the CEP from communicating 
regularly to stakeholders on the progress of student and parent-centered activities.  As of June 
2010, 552 communications have been sent to CEP stakeholders regarding CEP’s deliver of 
student and parent-centered services.   
 
 
 
Student Learning Outcome #1 
Clearly articulate—preferably in a sentence or two—your first SLO and include it here. 
Reminder: Learning Objectives address what a student learns or how a student changes by 
participating in the program or utilizing the service.  Student Affairs Learning Outcomes are 
listed above. Please provide the reader with a context as to why this PO is important to 
measure. 
 
By June 30, 2010 CEP students will learn how they can successfully complete the required 
college preparatory courses (the “a–g” course pattern).   
 
 
Measures  







Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you used to determine the extent 
to which SLO #1 was met. 
 
A variety of surveys will be implemented to assess the value added of CEP postsecondary 
enrollment workshops through pre and post knowledge based surveys.  
 
 
Results (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the student learning outcome was met. Summarize your 
results for SLO #1 here.  Typically this summary should be between 100-300 words. 
 
The number of overall 12th grade students completing the A-G course pattern remained at a solid 
48.87% during AY/FY 2009-2010.  We hope that this percentage will increase based on the fact 
that 91.24% of our current juniors completed Algebra I (with “C” or better) by the end of their 
10th grade year.  We feel confident that these percentages are exact reflections of student records 
as we have embedded all validation, GPA, and other A-G rules on the back end of our CEP 
student information system; thus dramatically minimizing opportunities for manual errors and 
students exposure to workshops focused on A-G course requirements.  
 
Further, in AY/FY 2009-2010 CEP’s focus on providing students with ongoing academic 
advising to ensure they successfully complete the required college preparatory courses for 
admission to institutions of higher education increased by 5.2%.  The center attributes this 
increase to students exposure to workshops focused on A-G course requirement the different 
systems of higher education and staff developing and reviewing students’ individual academic 
plans (IAP).  Participation and pre and post survey results are listed below: 


A ‐ G Course Requirements 
Showing 1021 students  
 
1. I must complete the A-G requirements in order to graduate from high school. 


  


  Pre Post 
True 552 56% 291 50%


False 276 28% 289 49%
Unsure 166 17% 7 1%


 


 
 


 


  
  
  
  
2. I must complete the A-G requirements in order to be UC/CSU eligible. 


  
  Pre Post 


True 688 70% 537 92%
False 72 7% 33 6%


 
 







Unsure 225 23% 12 2%
 


 


3. How many years of high school History/Social Science are required to be UC/CSU eligible?


  


  Pre Post 
1 19 2% 4 1%
2 378 38% 448 77%
3 254 26% 91 16%
4 198 20% 35 6%


Unsure 143 14% 5 1%
 


 
 


 


4. How many years of high school English are required to be UC/CSU eligible? 


  


  Pre Post 
1 13 1% 3 1%
2 90 9% 22 4%
3 126 13% 44 7%
4 662 67% 514 87%


Unsure 102 10% 6 1%
 


 
 


 


5. How many years of high school Mathematics are required to be UC/CSU eligible? 


  


  Pre Post 
1 11 1% 1 0%
2 161 16% 33 6%
3 407 41% 475 81%
4 312 32% 72 12%


Unsure 99 10% 5 1%
 


 
 


 


6. How many years of high school Laboratory Science are required be UC/CSU eligible? 


  


  Pre Post 
1 118 12% 18 3%
2 404 41% 453 77%
3 183 19% 96 16%
4 48 5% 16 3%


Unsure 234 24% 5 1%
 


 
 


 


7. How many years of high school Foreign Language are required to be UC/CSU eligible? 


  


  Pre Post 
1 126 13% 45 8%
2 519 53% 437 74%
3 109 11% 77 13%
4 62 6% 25 4%


Unsure 167 17% 8 1%
 


 
 


 


8. How many years of high school Visual & Performing Arts are required to be UC/CSU eligible?







  


  Pre Post 
1 359 37% 514 87%
2 253 26% 49 8%
3 75 8% 15 3%
4 41 4% 6 1%


Unsure 253 26% 7 1%
 


 
 


 


9. How many years of high school Electives are required to UC/CSU eligible? 


  


  Pre Post 
1 217 22% 476 81%
2 178 18% 53 9%
3 101 10% 22 4%
4 178 18% 16 3%


Unsure 306 31% 19 3%
 


 
 


 


10. Please select the course below that will give you an additional point on the grading scale. 


 
 
  


  Pre Post 
English 12 C 93 10% 47 8%


English 3 H 128 13% 275 47%
Pre-Calculus 83 9% 54 9%


Calculus 260 27% 151 26%
Unsure 405 42% 63 11%


 


 


 


 
 


Systems of Higher Education 
Showing 628 students  
 
1.  Please check which of the following are examples of "Universities of California" 


  


  Pre Post 
Fresno City College, Bakersfield College, Merced Community College 25 4% 21 4%


CSU Fresno, CSU Bakersfield, CSU Stanislaus 26 5% 22 4%
UC Davis, UC Merced, UC Santa Cruz 451 79% 471 84%


Fresno Pacific University, University of Pacific, University of Southern California 43 8% 42 7%
Unsure 26 5% 6 1%


 


 


 


2.  Please check which of the following are examples of "California State Universities": 


  


  Pre Post 
Fresno City College, Bakersfield College, Merced Community College 27 5% 17 3%


CSU Fresno, CSU Bakersfield, CSU Stanislaus 383 67% 475 85%
UC Davis, UC Merced, UC Santa Cruz 53 9% 33 6%


Fresno Pacific University, University of Pacific, University of Southern California 54 9% 29 5%


 







Unsure 53 9% 6 1%
 


 


3.  Please check which of the following are examples of "California Community Colleges":


  


  Pre Post 
Fresno City College, Bakersfield College, Merced Community College 459 82% 493 89%


CSU Fresno, CSU Bakersfield, CSU Stanislaus 12 2% 12 2%
UC Davis, UC Merced, UC Santa Cruz 20 4% 11 2%


Fresno Pacific University, University of Pacific, University of Southern California 15 3% 26 5%
Unsure 55 10% 15 3%


 


 


 


4.  Please check which of the following are examples of "Private" institutions of higher education: 


  


  Pre Post 
Fresno City College, Bakersfield College, Merced Community College 15 2% 21 4%


CSU Fresno, CSU Bakersfield, CSU Stanislaus 60 10% 24 5%
UC Davis, UC Merced, UC Santa Cruz 30 5% 17 3%


Fresno Pacific University, University of Pacific, University of Southern California 410 67% 417 84%
Unsure 98 16% 19 4%


 


 


 


5.  The University of California system consists of how many campuses? 


  


  Pre Post 
23 111 18% 59 12% 
76 57 9% 19 4% 
10 262 43% 386 79% 


109 19 3% 18 4% 
Unsure 158 26% 7 1% 


 


 


 


6.  The California State University system consists of how many campuses? 


  


  Pre Post 
23 184 31% 323 66% 
76 79 13% 66 13% 
10 83 14% 48 10% 


109 22 4% 29 6% 
Unsure 235 39% 25 5% 


 


 


 


7.  The California Community College system consists of how many campuses? 


  


  Pre Post 
23 43 7% 32 7% 
76 104 17% 56 11% 
10 45 8% 21 4% 


109 132 22% 352 72% 
Unsure 272 46% 28 6% 


 


 


 


8.  Please check which of the following institutions of higher education do not grant Bachelor's Degrees:







  


  Pre Post 
Fresno City College, Bakersfield College, Merced Community College 247 41% 281 56%


CSU Fresno, CSU Bakersfield, CSU Stanislaus 46 8% 58 12%
UC Davis, UC Merced, UC Santa Cruz 55 9% 47 9%


Fresno Pacific University, University of Pacific, University of Southern California 35 6% 47 9%
Unsure 226 37% 70 14%


 


 


 


9.  Please check which of the following institutions of higher education grant Associate's Degrees:


  


  Pre Post 
Fresno City College, Bakersfield College, Merced Community College 120 20% 233 47%


CSU Fresno, CSU Bakersfield, CSU Stanislaus 77 13% 55 11%
UC Davis, UC Merced, UC Santa Cruz 100 16% 89 18%


Fresno Pacific University, University of Pacific, University of Southern California 69 11% 58 12%
Unsure 243 40% 66 13%


 


 


 
 


 
 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
CEP understands the importance of exposing CEP and non-CEP students to the various 
institutions of higher education and A-G course requirements.  For AY/FY 2009-2010, CEP 
served 2,758 students in grades 9th through 12th, reviewed 2,236 individual academic plans (A-G 
course plans), but despite CEP’s efforts, only 1,120 (40.6%) students are currently A-G on-track.   
   
The aforementioned results do not include middle school students.  The results do however, 
account for the GEAR UP 11th grade student cohort, which severely impacts the overall A-G 
course completion for CEP students.  The GEAR UP Program currently serves the entire 11th 
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grade class, with an average grade point average (GPA) of 2.27.  Therefore, the number of high 
school students completing the A-G course plan is an objective CEP staff will address in AY/FY 
2010-2011.  
 
 
Student Learning Outcome #2 
Clearly articulate—preferably in a sentence or two—your second SLO and include it here. 
Reminder: Learning Objectives address what a student learns or how a student changes by 
participating in the program or utilizing the service.  Student Affairs Learning Outcomes are 
listed above. Please provide the reader with a context as to why this PO is important to 
measure. 
 
By July 31, 2010 incoming 12th grade students will learn about college entrance requirements 
and how to write an effective UC personal statement.  
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you used to determine the extent 
to which SLO 2 was met. 
 
A variety of surveys will be implemented to assess the value added of CEP postsecondary 
enrollment workshops through pre and post knowledge based surveys.  The CEP will host 
summer writing academies on how to write an effective UC personal statement, integrating 
student and teacher surveys.   
 
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective or student learning outcome was met.  
 
Given the importance of higher education exams, staff also spent a considerable amount of time 
focusing on registering students to take these exams.  A total of 766 CEP students participated in 
a “PSAT workshop,” 436 students participated in a “Higher Education Entrance Exams 
Workshop,” 296 (38%) 12th grade CEP students registered for the ACT, and 348 (45%) 
registered for the SAT Reasoning higher education exams.  Further, 255 (33%) of the 12th grade 
CEP students who completed the A-G requirements also took the ACT or SAT Reasoning Exam. 
 


PSAT Workshop 
 
Pre Total Number  : 766  
Post Total Number : 752  


  Question Pre Survey % 
correct Post Survey % 


correct
% 
change


1 Why should you 
take the PSAT? 


Correct 365 47.7% Correct 380  50.5% 2.9% 
Incorrect 381   Incorrect 359      
Unsure 20    Unsure 13     







2 Where should 
you go to sign up 
for the PSAT? 


Correct 570 74.4% Correct 426  56.6% -17.8%
Incorrect 189   Incorrect 305     
Unsure 7    Unsure 21     


3 Which of the 
following is NOT 
tested on the 
PSAT? 


Correct 369 48.2% Correct 602  80.1% 31.9% 
Incorrect 380   Incorrect 139     


Unsure 17    Unsure 11      


4 Grid-ins are used 
for: 


Correct 337 44.0% Correct 585  77.8% 33.8% 
Incorrect 396   Incorrect 139     
Unsure 33    Unsure 28     


5 A wrong answer 
in the multiple 
choice sections 
deducts: 


Correct 168 21.9% Correct 594  79.0% 57.1% 
Incorrect 580   Incorrect 142     


Unsure 18    Unsure 16      


6 You can take the 
practice test for 
the PSAT at: 


Correct 159 20.8% Correct 447  59.4% 38.7% 
Incorrect 579   Incorrect 284     
Unsure 28    Unsure 21     


7 Guessing an 
answer after 
eliminating 
answer choices 
you know are 
wrong is known 
as: 


Correct 613 80.0% Correct 667  88.7% 8.7% 
Incorrect 140   Incorrect 68     


Unsure 13    Unsure 17      


8 How much time is 
allocated to the 
PSAT? 


Correct 209 27.3% Correct 27 3.6% -23.7%
Incorrect 537   Incorrect 713      
Unsure 20    Unsure 12     


9 Which of the 
following is not 
included in the 
writing section of 
the PSAT? 


Correct 243 31.7% Correct 155 20.6% -11.1%
Incorrect 503   Incorrect 574      


Unsure 20    Unsure 23      


10 What is the 
scoring range of 
the PSAT? 


Correct 224 29.2% Correct 49 6.5% -22.7%
Incorrect 507   Incorrect 681      
Unsure 35    Unsure 22     


  Average       42.5%       52.3% 9.8%
 
 


Higher Education Entrance Exams Workshop 
 
Total Responses : 436  
 
1. All student applying to a UC or CSU SHOULD take the "SAT" or "ACT". 


  


  Pre Post 
True 380 89% 403 99%


False 17 4% 3 1%
Unsure 31 7% 2 0%


 


 
 


 







2. All student applying to a Coommunity College campus MUST take the "SAT" or "ACT". 


  


  Pre Post 
True 88 21% 26 7%


False 220 52% 366 92%
Unsure 116 27% 4 1%


 


 
 


 


3. How many SAT subject test(s) do students applying to a UC have to take? 


  


  Pre Post 
1 28 7% 5 1%
2 173 41% 327 80%
3 47 11% 50 12%
4 30 7% 17 4%


Unsure 149 35% 9 2%
 


 
 


 


4. Students can take the "SAT" or "ACT" as many times as they want. 


  


  Pre Post 
True 228 54% 330 84%


False 103 24% 54 14%
Unsure 93 22% 11 3%


 


 
 


 


5. In order to be eligible for a UC which of the following exams would you take?  


  


  Pre Post 
SAT Reasoning & 2 SAT Subject Test 73 17% 105 26%


PSAT 9 2% 1 0%
ACT Assessment plus Writing 15 4% 21 5%


SAT II 11 3% 14 3%
Both A & C 30 7% 38 9%
Both A & B 108 25% 218 53%


Unsure 180 42% 12 3%
 


 
 


 


6. All students applying to UC admission in the Fall must take the required exams no later than 
________ of their senior year.  


  
  Pre Post 


October 51 12% 11 3%
November 65 15% 36 9%


 


 


 


 
 
This summer, CEP offered fifteen (15) UC Scholars EAOP, GEAR UP, and Talent Search 
Program UC Writing Academies throughout the Central San Joaquin Valley providing 204 
(64%) CEP students and 115 (36%) non-CEP students with an opportunity to participate in 
summer enrichment activities focused on writing an effective UC Personal Statement.  On the 
last day of the academies 204 (64%) CEP students and 115 (36%) non-CEP students will attend a 
one day campus visit to UC Merced.   
 
Below please find a snapshot of the UC Merced Summer Writing Academy Student Feedback 
Survey for summer 2009.  The survey results for summer 2010 will not be available until June 
30, 2010 upon the closure of all fifteen (15) UC Merced Summer Writing Academies.  CEP 







hopes that the survey result for summer 2010 will reflect students’ positive experience in 
producing the first draft of the UC Personal Statement.  
 
 


UC Merced Summer Writing Academy 2009 
Student Feedback Survey 


1 Strongly Disagree   2 Disagree    3 Unsure    4 Agree   5 Strongly Agree    NA Not Applicable to me 


Total Number : 166 


Gender 


Male : 35 21%  
Female : 103 62%  


 


 
 


 


Ethnicity 


African American : 10 6%  
Native American : 0 0%  


Chinese : 1 1%  
East Indian : 6 4%  


Filipino : 0 0%  
Japanese : 0 0%  
Korean : 1 1%  


Mexican/Chicano : 119 72%  
Pacific Islander : 1 1%  


Vietnamese : 0 0%  
White/Caucasian : 9 5%  


Hmong : 9 5%  
Others : 10 6%  


 


 
 


 


Home Language 


English Only : 36 22%  
Spanish Only : 22 13%  
Hmong Only : 0 0%  


English and 
Spanish : 


84 51%  


English and 
Hmong : 


9 5%  


Other non-
English Only : 


3 2%  


Other Bilingual : 8 5%  
 


 
 


 


Please evaluate the effectiveness, organization, and your feelings of this Writing Academy by indicating your 
agreement to the following statements on a 1-5 scale (1 = strongly disagree and 5 = strongly agree). 







1) The Writing Academy helped me to write a better personal statement. 


NA : 0 0%  
1 : 1 1%  
2 : 0 0%  
3 : 5 3%  
4 : 43 26%  
5 : 112 67%  


 


 
 


2) The Writing Academy helped me to use figurative language more effectively. 


NA : 1 1%  
1 : 6 4%  
2 : 11 7%  
3 : 46 28%  
4 : 49 30%  
5 : 44 27%  


 


 
 


3) As a result of my participation in the Writing Academy I feel more confident in my writing skills. 


NA : 0 0%  
1 : 1 1%  
2 : 3 2%  
3 : 27 16%  
4 : 64 39%  
5 : 61 37%  


 


 
 


4) I am more confident in applying to a UC after my participation in the Writing Academy. 


NA : 0 0%  
1 : 0 0%  
2 : 2 1%  
3 : 8 5%  
4 : 46 28%  
5 : 103 62%  


 


 
 


5) The training I received in the Writing Academy was fun and interesting. 


NA : 0 0%  
1 : 0 0%  
2 : 1 1%  
3 : 11 7%  
4 : 43 26%  
5 : 100 60%  


 


 
 


6) The instructor of the Writing Academy was well prepared for class. 


NA : 0 0%  
1 : 0 0%  
2 : 1 1%  


 
 







3 : 7 4%  
4 : 27 16%  
5 : 120 72%  


 


7) The time of day the Writing Academy took place was convenient. 


NA : 0 0%  
1 : 5 3%  
2 : 10 6%  
3 : 18 11%  
4 : 45 27%  
5 : 83 50%  


 


 
 


8) The location of the Writing Academy was convenient. 


NA : 0 0%  
1 : 3 2%  
2 : 2 1%  
3 : 10 6%  
4 : 18 11%  
5 : 121 73%  


 


 
 


9) I would recommend the Writing Academy to other students. 


NA : 0 0%  
1 : 1 1%  
2 : 0 0%  
3 : 1 1%  
4 : 33 20%  
5 : 123 74%  


 


 
 


10) The material used for the Writing Academy was very beneficial. 


NA : 0 0%  
1 : 1 1%  
2 : 0 0%  
3 : 8 5%  
4 : 45 27%  
5 : 110 66%  


 


 
 


 


Which Colleges / Universities do you plan to apply to? Please check all that you have in mind. 


UC : 152 92%  
CSU : 101 61%  


Community 
College : 


27 16%  


Private School 
: 


50 30%  


 
 







Other : 5 3%  
 


 


If you are interested in attending a UC please check the campus(es) you are interested in: 


UC Berkeley : 62 37%  
UC Davis : 78 47%  
UC Irvine : 43 26%  


UC Los 
Angeles : 


73 44%  


UC Riverside : 36 22%  
UC San Diego 


: 
71 43%  


UC Santa 
Barbara : 


67 40%  


UC Santa Cruz 
: 


61 37%  


UC Merced : 111 67%  
 


 


 


 
 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
Note: The conclusion should summarize briefly the collection and analyses of data.  It also 
should “close the loop” by identifying what decisions and/or program modifications were made 
on the basis of these analyses.  
 
 
This AY/FY 2009-2010, CEP offered 1,202 CEP students in grades 9th through 12th an 
opportunity to participate in a series of workshops focused in higher entrance exams and 319 
incoming 12th grade CEP and non-CEP students an opportunity to participate in a summer 
academic enrichment activity focused on writing an effective UC Personal Statement.   
 
The survey results for the summer 2010 UC Merced Writing Academy will not be available until 
June 30, 2010 upon the closure of all UC Merced Summer Writing Academies. 
 


 
 


 







University of California-Merced 
University of California-Merced 


Division of Student Affairs 
2009-10 Assessment Plan 


 
Department/Unit:  ___Counseling and Psychological Services_________________ 
 
Mission Statement  
The mission of Counseling and Psychological Services (CAPS) is to support the mental health of 
UC Merced students, in a confidential atmosphere of acceptance and accessibility, to promote 
their academic, personal and social development.  CAPS is also committed to the development 
and training of ethical and highly competent clinicians who are prepared to serve a diverse 
clientele. 
 
Planning Goals  
Goal 1:  To provide accessible, effective and multiculturally competent mental health services to 
UC Merced students that is personalized, confidential, and cost-effective. 
 
Goal 2:  To develop and begin implementing a comprehensive assessment program for CAPS. 
 
Goal 3:  To extent the presence and reach of CAPS into the UC Merced community. 
 
Program Objectives and Student Learning Outcomes 
Program Objectives 
 
Program Objective #1: 
Determine which of the available services are relevant for a variety of student groups on campus 
(i.e., Engineering majors, graduate students, etc.). 
 
This program objective is important to measure because there are significant differences in the 
students who are presenting to CAPS for services.  Specifically, graduate students, engineering 
majors, and natural science majors are underutilizing services.  It would be beneficial to CAPS to 
understand why this is the case and if anything can be done about it. 
 


Measures: 
Focus groups with relevant staff members across campus (i.e., academic advisors; Fall 2009); 
Confidential survey (administered through Point and Click electronic recordkeeping system) sent 
to random sample of CAPS clients asking if services met their needs and what can be done to 
improve services in the future (Spring 2010). 
 
 Results: 
This program objective was partially met.  Dr. Reynaga-Abiko met with the academic advisors in 
Fall 2009 to discuss how to ensure students of all majors attended counseling services, when 
needed.  Data from the academic advisors consisted of feedback that students of all majors are 
referred to CAPS but Engineering students tend to not follow up on those referrals, no matter 
what the academic advisors say.  The advisors in Engineering shared the frustration with 







Engineering students not attending CAPS in the numbers they should, given the high level of 
stress that seems to be present in that student population. 
 
Both Drs. Reynaga-Abiko and de Blieck met with several staff members to discuss issues 
relevant to graduate students.  Information that came out of these meetings consistently pointed 
to the high level of stress and pressure on graduate students, but that they do not feel comfortable 
accessing services at CAPS for a variety of reasons.  These include a) not wanting to see their 
students in the waiting area; b) not wanting their advisor to find out they are accessing CAPS’ 
services; and c) not having enough time to attend appointments because of the demands of 
graduate training at UC Merced.  Using this feedback, more targeted outreach programming was 
done by Dr. de Blieck and twice the number of graduate students were seen in 2009 – 2010 
compared to 2008 – 2009.  
 
A confidential survey was not sent out through Point and Click (PNC) because of technical 
difficulties with PNC.  Dr. Reynaga-Abiko and Mr. Spurgeon (Health Services) have been told 
that this issue will be resolved soon but it is ultimately not in their control.  Although the 
infrastructure is not available at this time, Dr. Reynaga-Abiko is prepared with the CAPS-related 
questions to ask when the technology is fully functional. 
 
Program Objective #2: 
Reorganize and expand the CAPS webpage. 
 
This is important to increase student access to mental health information, including services 
available on campus, and various national and international organizations they may find useful.  
Given that the current generation of students seems to highly utilize internet-based resources, 
CAPS must maintain a relevant web page to effectively deliver information to UC Merced 
students, prospective students, and their families. 
 
 Measures: 
Conduct an online survey of registered students to evaluate their perceptions and utilization of 
material available on the website, including feedback for improvement. 
 
 Results: 
This objective was not met because there was not enough human resources (regarding time and 
expertise) to create a webpage.  This remains one of the goals for 2010 – 2011.  
 
Student Learning Outcomes 
 
Student Learning Outcome #1: 
By participating in outreach services (seminars), students will be able to improve their 
understanding and skill set in the topical area presented. 
  


Measures: 
A pre- and post-test for participants will be given at the seminar to assess their knowledge and 
skills. 
 







 Results: 
CAPS collected evaluations at the end of all outreaches that were delivered, unless we were 
partnering with another office that was also doing an evaluation.  CAPS chose to err on the side 
of not over-surveying students and, because most of the outreaches conducted in 2009 – 2010 
were collaborative efforts, we only gathered data from about 10% of our outreaches.  The survey 
asked three questions:  1) The information was presented in a way that was easy to understand;  
2) I understand the topic better now; and 3) I learned something of value.  Nearly two-thirds of 
all respondents “completely agreed” with all three statements, and less than one-third 
“completely disagreed.” 
 
Student Learning Outcome #2: 
Students who participate in group therapy will become familiar with group process and have a 
better understanding of the issues presented/discussed. 
 
 Measures: 
Participants will complete an evaluation and survey at the end of the group.  This will allow us to 
assess if their participation facilitated their understanding of the topic presented/discussed and 
whether the group process assisted them in dealing/coping with their issues or concerns. 
 
 Results: 
CAPS had all students who participated in group therapy complete a pre- and post-test.  They 
were asked three questions:  1) I feel comfortable interacting with a group of people (i.e., 3 or 
more individuals); 2) I have an awareness of how I interact in social situations; and 3) I have an 
awareness of how other people perceive me in social situations.  For each of these questions, 
they were asked to mark if they (1) completely disagree; (2) somewhat disagree; (3) not sure; (4) 
somewhat agree; or (5) completely agree.  For the pre-test, the mean response to question #1 was 
3.86, the mean response to question #2 was 2.86 and the mean response to question #3 was 2.57.  
For the post-test (i.e., after 16 weeks of group therapy sessions of 90 minutes each), the mean 
response to question #1 was 4.43, the mean response to question #2 was 4.89 and the mean 
response to question #3 was 3.76.   From these results, it seems that the therapy group was 
successful at helping students feel more comfortable interacting with a group of people, 
developing awareness of how each group member interacts in social situations, and increasing 
their awareness of how other people perceive them.   
 
Conclusions 
 
Overall, the inaugural assessment plan for CAPS (2009 – 2010) went very well.  Most of the 
program objectives and student learning outcomes were met, which provided helpful information 
regarding how to improve CAPS’ services for the future.  Measures were administered in a 
variety of forms (i.e., qualitative and quantitative), which allowed different types of data to be 
gathered to inform CAPS’ processes.  This information will be used to modify future assessment 
planning and help set annual department goals.  For those areas that remain unmet, much was 
learned about what is required in order to achieve those goals, which will also inform future 
planning.   
 
 







University of California-Merced 
Division of Student Affairs 
2009-10 Assessment Plan 


 
Department/Unit:  Disability Services 
 
Mission Statement  
 
The mission of  Disability Services is to promote an inclusive and positive learning 
environment that emphasizes education, empowerment, informed participation, and equal 
access to all academic and campus programs by and for students with disabilities. 
 
Disability Services works in collaboration with our diverse campus and community 
constituencies in support of equal access and opportunities for individuals with 
disabilities as a shared responsibility and cultural value. 
 
 
Planning Goals  
 
Goal 1: Develop a DS Program Evaluation Plan 


 
Goal 2: Develop a DS Campus and Community Outreach Plan 
 
Goal 3: Develop a DS Orientation Services Program 
 
Goal 4: Develop a DS Student Staff Training Plan 
 
Program Objectives and Student Learning Outcomes 
 
Formulate 2 assessable program objectives and 2 learning outcomes for 2009-2010.   
 
The Division of Student Affairs’ Learning Outcomes are: 


• Improve confidence in their abilities (learning, social, critical thinking, creativity, problem 
solving and purposeful risk taking) 


• Develop a sense of civic responsibility and engagement 
• Demonstrate effective written, verbal and technological communication skills 
• Increase capacity for leadership and teamwork 
• Articulate a sense of self, identity and knowledge of their effects on others 
• Develop an understanding and appreciation of human differences 


 
Program Objectives #1 
 
DS program policies and procedures will be reviewed and assessed to ensure that faculty 
and students are sufficiently engaged and informed of their respective rights and 
responsibilities by and through DS as part of an overall student centered collaborative 
approach for academic accommodation services coordination. 
AY09/10 DS PO #1 Measures: 
 
DS will track data on students served, by disability category as well as the core types of 
services/accommodations provided to each student and timeliness of service delivery. DS 
will collect data that tracks student and faculty academic accommodation services 
appointment outcomes. 
 
AY 09/10 DS PO #1 Data Collection Results: 
 







DS PO #1 data was collected for each student by disability category and for accommodation 
services eligibility. For AY09/10, DS registered a cumulative total of 67 students compared to 38 
registered students for AY08/09. Comparatively, students  with Learning Disabilities (LD) continue 
to represent the largest disability type (30%) of the DS student population served by DS. 
Similarly, students with Psychological Disabilities represent the second largest disability 
population type (22%) receiving accommodation services.  Data results also revealed a 
significant increase in the number of students with medical disabilities (1,000% from AY08/09).  
 
For AY09/10, proctoring services continues to be the most frequently used DS accommodation 
service (49 eligible students or 43% of total DS registered students). Notetaking service continues 
as the second accommodation service need for students (37 eligible students or 33% of total 
registered students).  
 
One area of DS PO #1 data collection that was not sufficiently addressed for AY09/10 was in 
tracking student and faculty academic accommodation services appointment outcomes.  
 
AY 09/10 DS PO #1 Data Collection Conclusions: 
 
DS PO#1 data results demonstrate that proctoring services and notetaking services remain the 
main program service delivery issues for DS. For DS proctoring service development, this trend 
will mean a higher resource demand for adequate proctoring room space. This will place an 
additional emphasis upon continuing College instructional staff and faculty collaboration in order 
to adequately meet the accommodation service needs for the expected rise in eligible registered 
DS students. Another factor will be in locating additional proctoring room space which may 
involve developing additional campus departmental collaborations with non-academic oriented 
student support services units, such as Housing and Recreation units. 
  
 
Program Objectives #2 
 
DS will assess student and faculty satisfaction with DS service delivery and effectiveness 
in coordinating academic accommodations. 
 
Measures 
 
DS Services satisfaction survey instruments will be developed and implemented for 
faculty and student assessment. These survey instruments will allow students and faculty 
to provide confidential and anonymous responsive feedback on DS service delivery and 
provide for DS service improvement suggestions.  
 
  
AY09/10 DS PO#2 Data Results: 
 
An initial notetaking services student satisfaction survey data results was developed and student 
data obtained. Online student satisfaction surveys for Communications Services and Proctoring 
Services have subsequently been  developed and will be implemented for Fall 2010. Additional 
student satisfaction surveys for DS registration, student intake and accommodation service 
planning will also be developed accordingly.  
 
AY09/10 DS PO#2 Conclusions:   
 
Overall, this AY09/10 DS PO#2 will be carried over as part of AY10/11 DS Assessment planning. 
 
DS Student Learning Outcome #1 
 







Students will demonstrate understanding of their student centered role and responsibility 
by successfully completing the DS intake and registration process by the 3rd week of each 
semester.  
 
DS SLO #1 Measures:  
 
DS student intake and accommodation services planning procedures will include student 
data points to quantify student understanding of DS policies and procedures. DS service 
request processing data will be tracked and collected to assess student compliance with 
DS student intake and registration policies and procedures. 
 
DS SLO #1 Results: 
 
DS student intake processing was modified to include data collection and tracking to ensure that 
DS service forms and associated policies were individually discussed with students as part of the 
DS accommodation services planning process.  
 
 
DS SLO #1 Conclusions:  
 
DS SLO #1 data results demonstrate that DS student intake is providing students with an 
adequate overview of the importance of the student and faculty collaborative role in the academic 
accommodation process. One area for DS program improvement however is in facilitating more 
direct DS faculty orientation services. This will be a focus for AY10/11.   
 
 
 
DS Student Learning Outcome #2 
 
Students will demonstrate increased self-advocacy skills through successful engagement 
with faculty in discussing their academic accommodation needs and attaining a student 
assessment outcome that meets academic course standards. 
 
DS SLO#2 Measures:  
 
DS student intake data will be collected to track DS student accommodation services 
planning appointments. DS will incorporate follow-up “post student-faculty 
accommodation discussion appointment” surveys to quantify and assess student 
outcome satisfaction with student/faculty accommodations discussion appointments. 
 
DS SLO #2 Results:   
 
DS implemented a new student “re-registration” method utilizing an integrated email and web 
based database application to send out DS student registration notifications and track 
confirmation responses. Additional re-registration questions allowed students to indicate a desire 
to meet with the Disability Services Coordinator as part of the re-registration process. DS 
achieved a 99% students re-registered rate by the first day of instruction.  
   
DS SLO #2 Conclusions: 
 
Overall, this new DS re-registration method resulted in increased DS accommodation services 
delivery efficiencies for students through earlier production of student academic accommodation 
services eligibility faculty notification letters, allowing more time for students who requested a 
DSC accommodation services appointment as part of re-registration process. This method for 
student re-registration for DS will be continued.  
 







This DS SLO #2 was not fully implemented to include post student-faculty accommodation 
discussion appointments. This will be carried over for AY10/11 DS Assessment planning. 
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Department/Unit:  _________Financial Aid and Scholarships___________________________ 
 
Mission Statement  
 
The Office of Financial Aid and Scholarship’s mission is to identify available resources, 
determine students’ eligibility for those resources, and make those resources available to 
students in an accurate, efficient and timely manner thus ensuring that all students who are 
eligible to attend the University, have the financial resources to do so. 
 
Planning Goals  
 
Goal 1:  To provide guidance to students and parents in the application and aid delivery processes. 
 
Goal 2:  To provide accurate and clear consumer information regarding financial aid at UC Merced. 
 
Goal 3:  To seek funding for students from as many sources as possible and maximize financial aid 
available to UC Merced students within the limits of each source of funding. 
 
Program Objectives and Student Learning Outcomes 
 
The Division of Student Affairs’ Learning Outcomes are: 


 Improve confidence in their abilities (learning, social, critical thinking, creativity, problem 
solving and purposeful risk taking) 


 Develop a sense of civic responsibility and engagement 
 Demonstrate effective written, verbal and technological communication skills 
 Increase capacity for leadership and teamwork 
 Articulate a sense of self, identity and knowledge of their effects on others 
 Develop an understanding and appreciation of human differences 


 
Program Objectives #1 
 
Increase the percentage of continuing students who submit a Free Application for Federal 
Student Aid (FAFSA) by March 2nd and submit verification documents by June 1st in order to 
ensure that financial aid is available for them at the start of the fall semester. 
 
Measures 
 
We are in the second year of a new campaign to ensure that students complete their FAFSA by 
March 2nd.  This coming year we will enhance that campaign to include the timely completion of 
the verification process. We will evaluate the percentage of continuing students who completed 
their FAFSA, continuing student scholarship and verification process on-time and look for 
increases over the prior years. 
 
  
Results   







 
In 2008-09, 85% of the continuing students who submitted a FAFSA, submitted it by March 2nd.  
In 2009-10, 90% of the continuing students who submitted a FAFSA, submitted it by March 2nd. 


 


In 2008-09, 79% of the students who were selected for verification submitted their verification 
documents on-time.  In 2009-10, 93% of the students who were selected for verification 
submitted their verification documents on-time.   
 
Conclusions   
 
We saw a 5% increase in the number of students who submitted a FAFSA on-time.  Therefore, 
our campaign to ensure that students complete their FAFSA by March 2nd appears to have 
worked. 
 
We saw a 14% increase in the number of student who submitted their verification documents 
on-time.  Therefore, our campaign to ensure that students complete their documents on-time, 
appears to have worked. 
 
Program Objectives #2 
 
Increase the resources available to help educate students about the financial aid process.  
 
Measures 
 
We plan to develop on-line financial aid training resources for students and conduct an on-line 
survey with students designed to assess the effectiveness of these resources. 
 
 
Results   
 
We opted to purchase Financial Aid TV in an attempt to provide on-line financial aid training 
resources for students in a timely manner.  Unfortunately, we were not able to create the on-line 
survey to assess the effectiveness of these resources.   
 
Conclusions   
 
We are going to continue using Financial Aid TV because our usage reports indicate that 
students are viewing the information.  However, we do hope to implement an effectiveness 
survey at some point in the future. 
 
 
Student Learning Outcome #1 
 
Continuing students will have a clear understanding of important deadlines included in the 
financial aid process. 
 
Measures  
 
We plan to conduct a 2 question survey asking 1) the date that the FAFSA is due each year and 
2) the date verification documents are due each year as part of their award acceptance process 
in the Spring.  We will evaluate the number of students who answer these questions correctly. 







 
Results  
 
Of the 263 students who answered question 1, 225 or 86% answered correctly and of the 271 
who answered question 2, 250 or 92% answered correctly.  
 
Conclusions  
 
We are not really sure what to conclude from this survey since we did not have any baseline 
data to compare with the results. However, we are pleased with the high percentage of students 
who appear to have a clear understanding of our deadlines. 
 
 
Student Learning Outcome #2 
 
Students will have a clear understanding of and complete the new Direct Loan process 
implemented for 2009-10. 
 
 
Measures 
 
We will assess the percentage of students who completed the steps necessary to obtain loans 
prior to the start of instruction. 
 
 
Results   
 
In 2008-09, only 60% of the students who had accepted a loan prior to August 1st had 
completed all of the necessary steps and received a loan disbursement prior to the first day of 
instruction. 
 
In 2009-10, 100% of the students who accepted a loan prior to August 1st had completed all of 
the necessary steps and received a loan disbursement prior to the first day of instruction.  In 
fact, 233 students who accepted the loan after August 1st but prior to the first day of instruction 
also had completed all of the necessary steps and received a loan disbursement prior to the first 
day of instruction.   
 
Conclusions  
 
Based on the results, we believe our conversion to the Direct Loan program was successful and 
it appears that students had a clear understanding of and were able to complete the Direct Loan 
process. 
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Department/Unit:  Graduate Student Services  
 
 
Mission Statement  
Mission:  
Graduate Student Services (GSS) exists to support graduate students academically, socially, 
and professionally by ensuring that graduate student orientation and campus wide workshops, 
events and services are designed to meet the psychosocial and cognitive aspects of the 
graduate and professional student experience. GSS advises the Graduate Student Association, 
collaborates with Student Affairs and Academic units campus wide, and collaborates with the 
Graduate Group Coordinators of each school to ensure a collaborative campus environment 
focused on supporting the graduate and professional student experience. 
 
 
 
Planning Goals  
Goal 1: Expand the Lyceum Series, adding additional academic, social and professional 
workshops and events 


 
Goal 2: Create a graduate student experience assessment/survey  
 
Goal 3: Coordinate and collaborate with Student Affairs and Academic units campus 
wide to organize 2010 Graduate Student Orientation Week  
 
Goal 4: Advise the Graduate Student Association on organizing and structuring their 
governance in relation to serving on campus wide committees and supporting the 
graduate student experience  
 
Goal 5: Streamline the registration and Teaching Assistant/Graduate Student Researcher 
processes for incoming and continuing graduate students 
 
Goal 6: Create a sponsorship program for each graduate group to develop a Fall or 
Spring semester professional/career development retreat 
 
 
Program Objectives and Student Learning Outcomes 
Program Objectives #1 
By January 2010, expand the Lyceum Series to include new academic, social and professional 
programs for Spring semester, such as: tax workshops, research exhibitions, grant writing and 
on-campus guest speakers.  The expansion of the Lyceum Series will improve GSS efforts in 
supporting the graduate and professional student experience. 
 
Measures 
By June 15, 2010 GSS will distribute a graduate student experience assessment/survey that will 
include questions regarding the Fall/Spring Lyceum Series.  







Conclusions 
GSS’s goal of expanding the Lyceum Series by adding additional academic, social and 
professional development workshop and events was accomplished with a twofold increase in 
programming. The expansion of the Lyceum series increased from 17 workshops and events in 
2008-2009 (6 social, 4 academic, 1 professional and 6 personal) to 37 workshops and events in 
2009-2010 (19 academic, 9 social, 3 professional and 6 personal).    
 
The collection and analysis of data is not yet available as the measurement (the creation of a 
GSS survey) originally intended to assess this goal was not completed. At the time of writing 
this strategic plan the GSS coordinator was unaware of Graduate Division’s annual Continuing 
Student Survey.  It was redundant and unnecessary to create a new survey. Instead of creating 
the GSS survey, the GSS coordinator was successful in adding questions to Graduate 
Division’s Continuing Student Survey that focused on assessing the Lyceum Series workshop 
and events. Without the results from the survey, the GSS Coordinator is unable to measure this 
goal. Results from the survey will be made available mid-July 2010 and will be submitted as an 
addendum to this assessment and year end report.   
 
 
Program Objectives #2 
Beginning May 01, 2010 and finishing June 01, 2010 GSS will have created a graduate student 
experience assessment/survey. This survey will assess the overall (academic, social and 
professional) experience of graduate students during the Fall 2009/Spring 2010 academic year.  
GSS will invite Student Affairs and Academic units to collaborate on questions to be included in 
the survey.  Data made available from the survey will improve GSS programming and graduate 
student satisfaction.   
 
Measures 
By July 15, 2010 data complied from the graduate student experience survey will be made 
available via the Gradlife website to all graduate students, Student Affairs and Academic 
departments who participated in the creation of the assessment/survey. 


Conclusions 
GSS’s goal of creating a graduate student experience assessment/survey was not completed.  
At the time of writing this strategic plan the GSS coordinator was unaware of Graduate 
Division’s annual Continuing Student Survey.  It was redundant and unnecessary to create a 
new survey so this goal was eliminated.  Instead, the GSS coordinator was successful in adding 
questions to the Continuing Student Survey that focused on assessing the Lyceum Series 
workshop and events. Results from the survey will be made available mid-July 2010 and will be 
submitted as an addendum to this assessment and year end report.   
   
 
Student Learning Outcome #1 
By participating in the Lyceum Series, graduate students will have the opportunity to increase her/his 
academic, social and professional experience by learning more about the skills necessary to become 
leaders, scholars, professionals and researchers. 


 
Measures  
The graduate student experience survey sent to all graduate students by June 15, 2010 will evaluate their 
growth in their knowledge of workshop and event topics and subjects offered in the Lyceum series. 







 


Conclusions 
The measurement and assessment of the Lyceum workshop and events is not yet possible.  At 
the time of writing this strategic plan the GSS coordinator was unaware of Graduate Division’s 
annual Continuing Student Survey.  It was redundant and unnecessary to create a new survey 
so this goal was eliminated.  Instead, the GSS coordinator was successful in adding questions 
to the Continuing Student Survey that focused on assessing the Lyceum Series workshop and 
events. Results from the survey will be made available mid-July 2010 and will be submitted as 
an addendum to this assessment and year end report.   
  
 
Student Learning Outcome #2 
By participating in the assessment/survey, each graduate student will have the opportunity to share their 
satisfaction or dissatisfaction with the programming and support services offered from the campus 
community.  The act of graduate students completing the survey invites graduate students to take 
ownership and authorship over their experience at UC Merced. Graduate student will learn that their 
voices do elicit change within the graduate community. 


 
Measures 
Through the Gradlife website, “webform” data collection, analysis and tracking, GSS will review 
the total number of graduate students who completed the survey and reviewed the data. 
Changes made to the 2010-2011 Lyceum Series and increased/decreased student participation 
will also indicate change within the graduate student community. 


Conclusions 
This measure was unobtainable, as the GSS survey was not created. Results from Graduate 
Division’s Continuing Student Survey will be made available mid-July 2010 and will be 
submitted as an addendum to this assessment and year end report. 
 
  
 







Health Promotion 
University of California-Merced 


2009-2010 Assessment Plan 
 


Mission Statement 
The mission of the Health Promotion department is to provide students with the information and skills 
necessary to make healthy life choices, to create a campus and community environment that encourages 
such choices, and to connect students with appropriate resources on and off campus.  The department 
will implement evidence-based programs that utilize peer-to-peer education and inter-department 
collaboration to reach students in both individual and group settings.  Such programs designed to improve 
student health will ultimately foster a more productive learning environment at UC Merced and prepare 
students for a healthier future after graduation. 
 
Planning Goal #1: Create comprehensive programs to address high-risk health behaviors among 
UC Merced students by incorporating environmental management and health education 
strategies. 
 
Program Objective: Create a campus task force by the end of the Fall 2009 semester to (1) assess high-
risk alcohol use amongst UC Merced students, (2) identify key issues based on the results of such 
assessment, and (3) develop a response plan to these issues. 
 
Measures: First task force meeting takes place by the end of the Fall 2009 semester. 
 
Results: The first task force meeting did not happen by the end of the Fall 2009 semester, and did not 
happen by the end of the Spring 2010 semester either.  As a result, the program objective was not met.  
During a meeting with the Health Promotion department, AVC-Wellness, and VC-Student Affairs, Health 
Promotion staff learned that there is a campus protocol for establishing a campus task force, including 
formal charges for the group that are approved by the AVC and VC.  Such steps must be followed prior to 
the initiation of task force meetings. 
 
Conclusion: Steps need to be taken prior to the initiation of task force meetings to address high-risk 
alcohol use.  Due to the information collected from the AVC/VC meeting, the Health Promotion 
department will revise the initial program objective for the 2010-2011 academic year to reflect the steps of 
proposing a campus-wide task force.  In developing the charges for the task force, the department will 
consult with professionals at the US Department of Education, Higher Education Center for insight into 
best practices. 
 
Planning Goal #2: Develop a group of highly trained peer advocates, known in the UC Merced 
community as a credible source for health information and a leader in inclusive programming. 
 
Program Objective: Require all 2009-2010 UC Merced peer health educators to become certified under 
the Bacchus Network’s Certified Peer Education (CPE) training program no later than September 30, 
2009. 
 
Measures: Verify CPE status of all 2009-2010 UC Merced peer health educators on September 30, 2009.  
Any peer health educators who are not certified as of September 30, 2009 will be asked to leave the 
program and reapply for the program the following school year.  
 
Results: Nineteen peer health educators completed the CPE training and took the certification exam by 
September 30, 2009.  The exams were sent to the Bacchus Network to be graded.  All 19 peer health 
educators passed the certification exam and received certification cards; copies of the certification cards 
are filed in the Health Promotion office.  Since all peer health educators accepted into the program 
received certification by September 30, 2009, the program objective was successfully met. 
 







Conclusions: The purpose of the CPE training for the UC Merced peer health educators was to increase 
the knowledge, skills, and credibility of the volunteers.  The Bacchus Network’s program was adopted 
since it is nationally recognized as an effective method for training peer educators.  The program 
objective was met; however, that does not necessarily indicate the training resulted in increased 
knowledge, skills, and credibility.  To ensure the program objective supports the department goal, the 
Health Promotion department should assess the appropriateness of the training for UC Merced peer 
educators as well as the impact on the organization’s credibility.  In addition, simply because Bacchus 
Network’s training is nationally recognized does not mean that it is completely comprehensive.  The 
Health Promotion department should take steps to determine whether or not the campus peer educators 
need and/or desire other training elements. 
 
Student Learning Outcome: The Bacchus Network’s Certified Peer Education (CPE) program will 
increase the 2009-2010 UC Merced peer health educators’ knowledge and skills in the following areas: 
strategies for changing high-risk behaviors, listening, responding and referring, intervening, developing 
inclusive peer education efforts, programming and presenting, taking care of oneself, and ensuring group 
development and success.  
 
Measures: Peer health educators who participate in the CPE training program will be required to 
complete a pre & post test assessment of their knowledge and skills in the following areas: strategies for 
changing high-risk behaviors, listening, responding and referring, intervening, developing inclusive peer 
education efforts, programming and presenting, and ensuring group development and success.   
 
Results: Eighteen of the 19 students who completed the CPE training program took both a pre-test and a 
post-test survey.  The confidential (not anonymous) survey instrument was created by the Bacchus 
Network and solicited self-reported data from students on 26 questions.  Students were asked to respond 
to each question using the following competence levels: 5=very strong, 4=strong, 3=okay, 2=weak, and 
1=do not have.  Table A illustrates the average response to the 26 questions for both the pre- and post-
tests.  Comparing pre- and post-test averages, student competence levels increased for all questions 
except “utilizing the ethical principles to make decisions.”  In addition, the post-test results indicate that, 
on average, students report a minimum of a “strong” competence level for all tested areas.  Table B 
summarizes the results of the matched pre- and post-test survey responses.  The results of the matching 
indicate that the majority of students reported an increase in competence level for all but 6 of the 26 
areas.  In general, these 6 areas are related to the competency of “developing inclusive peer education 
efforts.”  Thus, it appears that the student learning outcome was met with a few noted exceptions, 
specifically related to inclusive programming. 
 


TABLE A 


Skills, Knowledge, Attributes 
Competence Level 


Pre‐test  Post‐test 


Engaging in active listening  4.2 4.8 


Knowledge about campus resources  3.7 4.3 


Knowledge about strategies to change high‐risk behaviors  3 4.6 


Recognizing and accepting my strengths and deficiencies  3.9 4.7 


Effectively presenting programs  3.6 4.4 


Effectively organizing my time  3.8 4.2 


Effectively managing my academic commitments  2.2 4.6 


Talking with a friend about a risky behavior or choice  3.4 4.7 


Talking with a peer about a risky behavior or choice  3.3 4.8 


Referring someone to campus or off‐campus counseling  3.4 4.6 


Intervening in a crisis situation  3.2 4.2 


Presenting ideas and information effectively to others  3.9 4.4 







Having conversations with students who are a different 
race/ethnicity, gender, religion, or sexual orientation than me  4.7 4.8 


Developing an effective solution to a problem  3.8 4.4 


Responding to someone who "wants your advice about 
something serious"  4 4.6 


Comfortable with presenting programs to students who are a 
different race/ethnicity, gender, religion, or sexual orientation 
than me  4.2 4.7 


Being a role model for healthy choices  3.7 4.7 


Understanding people's values that are different from my own  4.2 4.8 


Having an understanding of my own values  4.4 4.8 


Utilizing ethical principles to make decisions  4.4 4.4 


Responding to someone who is resistive to changing a behavior  3.3 4.1 


Effectively recruiting students who are difference than me to join 
my peer education group  3 4.7 


Effectively planning a program or event  3.8 4.4 


Effectively marketing a program or event  3.7 4.2 


Knowledge of at least three tools to effectively manage my stress  4.1 4.9 


Knowledge of components of successful peer education groups  3.3 4.7 
 
 
 
 


TABLE B 


Skills, Knowledge, Attributes 
Increase  Decrease 


No 
change  Total 


Engaging in active listening  10     8 18


Knowledge about campus resources  10  1  7 18


Knowledge about strategies to change high‐risk behaviors  18        18


Recognizing and accepting my strengths and deficiencies  11     7 18


Effectively presenting programs  10     8 18


Effectively organizing my time  9  2  7 18


Effectively managing my academic commitments  10  2  6 18


Talking with a friend about a risky behavior or choice  12     6 18


Talking with a peer about a risky behavior or choice  13     5 18


Referring someone to campus or off‐campus counseling  12  1  5 18


Intervening in a crisis situation  10     8 18


Presenting ideas and information effectively to others  9  1  8 18


Having conversations with students who are a different 
race/ethnicity, gender, religion, or sexual orientation than me  4  2  12 18


Developing an effective solution to a problem  9  2  7 18


Responding to somone who "wants your advice about something 
serious"  9     9 18







Comfortable with presenting prorams to students who are a 
different race/ethnicity, gender, religion, or sexual orientation than 
me  8  2  8 18


Being a role model for healthy choices  13  1  4 18


Understanding people's values that are different from my own  6     12 18


Having an understanding of my own values  8  1  9 18


Utilizing ethical principles to make decisions  6  4  8 18


Responding to someone who is resistive to changing a behavior  10     8 18


Effectively recruiting students who are difference than me to join my 
peer education group  11     7 18


Effectively planning a program or event  9  1  8 18


Effectively marketing a program or event  10  2  6 18


Knowledge of at least three tools to effectively manage my stress  10     8 18


Knowledge of components of successful peer education groups  14     3 17
 
Conclusion: The student learning outcome was met, with a few noted exceptions.  Upon review of the 
data, such exceptions can be explained in a few ways.  First, each of the 6 areas noted above received a 
minimum of a “strong” average rating on the pre-test (as indicated in Table A).  Students who perceived a 
high competence in such areas prior to the training may not have felt the need to be as attentive to these 
presentations.  Further, students who actually had a high level of competence in these areas prior to 
training most likely did not have as much room to improve.  Regardless, it is important for the Health 
Promotion department to further explore the possible deficiencies in training related to “inclusive 
programming efforts,” and potentially adjust the training to better meet the needs of the peer health 
educators.  Also noteworthy is the fact that the survey relies upon confidential, self-reported data 
immediately following the training sessions.  The quality of the data may be improved by making the 
survey anonymous and conducting a follow-up assessment at the end of the first semester, once the peer 
health educators have had opportunities to implement the knowledge and skills they acquire during 
training.    
 
Planning Goal #3: Establish long-term programming partnerships with other UC Merced 
departments. 
 
Program Objective: Establish a formal relationship with Housing & Residence Life in which the Health 
Promotion department is responsible for providing active and passive programs to first year and 
continuing students. 
 
Measures: Both a Health Promotion representative and a Housing & Residence Life representative will 
sign a Memorandum of Understanding to outline Health Promotion responsibilities for providing health 
programs in the residence halls by August 31, 2009. 
 
Results: On September 1, 2009, an agreement was signed by Kristin Hlubik (Health Promotion 
Coordinator), Leslie Santos (Director of Housing and Residence Life), and Charles Nies (AVC-Student 
Life) and outlines the responsibilities of both the Health Promotion department and Housing and 
Residence Life in providing active and passive health education programs to students living on-campus.  
As a result, the program objective was met. 
 
Conclusion: The development of a long-term partnership between Health Promotion and Housing and 
Residence Life is crucial to the expansion and reach of Health Promotion programs, especially as the 
residential population continues to increase at UC Merced.  2009-2010 was the first academic year in 
which a formal partnership was created between the two departments.  The partnership brought 
additional resources to the Health Promotion department as well as increased campus support for peer 







health education (anecdotally).  As such, it is important for the Health Promotion department to continue 
such a partnership with Housing and Residence Life and explore additional partnerships with other 
departments.  In addition, due to the newness of the partnership, it is important for representatives from 
Health Promotion and Housing and Residence Life to meet regularly to explore ways to improve the 
efficiency and effectiveness of the partnership. 
 
Student Learning Outcome: Students living on-campus during the 2009-2010 school year, who attend 
the Health Promotion programs in the residence halls will understand what campus and community 
resources are available to support them with various health issues.  
 
Measures: Pre & post tests will be used after each Health Promotion program in the residence halls to 
determine whether or not students learned about new resources available on-campus and in the 
community. 
 
Results: Pre and post tests were not conducted for the Health Promotion programs in the residence halls 
during the 2009-2010 academic year.  As a result, the student learning outcome was not met.  Such a 
delinquency arose from many factors.  First, the Health Promotion department and peer health educators 
created a large number of new programs for the Housing and Residence Life partnership.  The time 
demand for creating such programs was unexpected, and resulted in a great deal of last minute work.  As 
a result, the creation of pre- and post-tests were generally sacrificed due to poor time management and 
poor planning.  Second, the intent of the Health Promotion department was to conduct student driven 
surveys (created by the peer health educators, with guidance from Health Promotion staff).  Sufficient 
time was not dedicated to survey development during the peer health education training; thus, there was 
a lot of confusion amongst the peer health educators regarding quality survey development.  Third, the 
number of survey responses was insufficient in the few instances in which they were distributed.   
 
Conclusion: Moving forward, it is essential for the Health Promotion department to make assessment of 
residence hall programs a priority in order to determine whether or not the Housing and Residence Life 
partnership is effectively improving the health-related knowledge and behaviors of UC Merced students.  
During the 2010-2011 academic year, the development of such survey instruments will be more feasible 
since most of the work that was put into program development during the 2009-2010 academic year is 
complete.  In addition, it may be more efficient to develop a standard survey instrument for such 
programs that can then be adjusted/modified.  The Health Promotion department will also devote peer 
health educator training time to survey development.  Finally, the department will explore ways to 
incentivize students for taking the surveys; and perhaps, improve the ease for students by conducting 
only a post-test survey. 
 
Planning Goal #4: Develop and implement an evaluation plan for department programs. 
 
Program Objective: Develop and implement a survey instrument to assess the impact of the Healthy Cat 
program on student knowledge and behavior change. 
 
Measures: Department staff create a pre & post test survey instrument to measure (1) student knowledge 
of nutrition, physical activity, and heart health; and (2) changes in the physical health of participants. 
 
Results: Due to lack of participation in the Healthy Cat program during the 2009-2010 academic year, the 
program was cancelled; thus, a survey instrument was not developed.  The purpose of the program 
objective was to initiate a process for program evaluation within the department, starting with a single 
program.  As such, the department decided instead to evaluate the sleep kits that were distributed by the 
peer health educators; the kits included a sleep mask, ear plugs, and an information card on health sleep 
habits.  When students received a sleep kit, they were asked to voluntarily give their email addresses.  
The sleep kits were distributed during the month of March, and the confidential survey was distributed 
electronically via Survey Monkey 6 weeks after the final sleep kit distribution day.  As a result, the 
program objective was met, with some adjustments. 
 







Conclusion: Although the Healthy Cat program was not evaluated, the Health Promotion department met 
the program objective by creating an evaluation tool for the sleep kits that were distributed on-campus.  In 
the future, the department can improve the quality of assessment tools by consulting with various campus 
staff, faculty, and students. 
 
Student Learning Outcome: Participation in the Healthy Cat program will (1) increase student 
knowledge of nutrition, physical activity, and heart health; and (2) increase the overall physical health of 
participants. 
 
Measures: Pre & post tests will measure individual knowledge on three topics: nutrition, physical activity, 
and heart health.  In addition, pre & post tests will measure physical health in the context of Body Mass 
Index (BMI), blood pressure, strength, flexibility, and cardiovascular recovery. 
 
Results: As noted above, the sleep kits were evaluated instead of the Healthy Cat program, since the 
latter did not happen.  The survey that was created aimed to measure: (1) use of sleep kit materials, (2) 
impact of sleep kit materials on quality of sleep, and (3) knowledge gained related to healthy sleep habits.  
Of the 500 students who collected a sleep kit, 100 voluntarily gave the peer health educators an email 
address in order to take part in the follow-up survey.  Six weeks after the final day of sleep kit distribution, 
the confidential survey was sent electronically via Survey Monkey to the 100 voluntary participants.  Data 
was collected after a 2 weeks survey period, at which time 25 participants had responded.  As a result, 
the student learning outcome was met, as survey data was collected from a tool that was designed to 
measure (1) changes in knowledge and (2) behavior change resulting from the sleep kits.  The results of 
the survey are summarized below: 
 


1. Did you receive a sleep kit from the H.E.R.O.E.S. (the sleep kit included a sleep mask, ear plugs, 
and an information card)? 


a. Yes (100%) 
b. No (if you did not receive a sleep kit, you are done with the survey…thank you!) 


2. Have you used the sleep mask provided in the sleep kit? 
a. Yes (68%) 
b. No (32%) 


3. How often have you used the sleep mask? 
a. Once (25%) 
b. Weekly (33.3%) 
c. Daily (8.3%) 
d. I have not used the sleep mask (33.3%) 


4. Has the sleep mask improved your quality of sleep? 
a. Yes (52%) 
b. No (12%) 
c. I have not used the sleep mask (36%) 


5. Have you used the ear plugs provided in the sleep kit? 
a. Yes (48%) 
b. No (52%) 


6. How often have you used the ear plugs? 
a. Once (29.2%) 
b. Weekly (8.3%) 
c. Daily (8.3%) 
d. I have not used the ear plugs (54.2%) 


7. Have the ear plugs improved your quality of sleep? 
a. Yes (37.5%) 
b. No (12.5%) 
c. I have not used the ear plugs (50%) 


8. How many hours of sleep did you get last night? 
a. Less than 5 (16.7%) 
b. 5 (4.2%) 
c. 6 (16.7%) 







d. 7 (8.3%) 
e. 8 (41.7%) 
f. 9 (12.5%) 
g. More than 9 (0%) 


9. What tips did you learn from the information card included in the sleep kit (you may select 
multiple answer choices)? 


a. I did not read the information card (12%) 
b. I read the information card, but I did not learn anything from it (0%) 
c. Get 7-9 hours of sleep every night (64%) 
d. Go to bed at the same time every night and wake up at the same time every morning 


(68%) 
e. Keep naps short, no longer than 30 minutes (68%) 
f. Avoid caffeine and alcohol close to bedtime (60%) 
g. Avoid physical activity close to bedtime (52%) 
h. Make your sleep environment dark, quiet, and comfortable (52%) 
i. Establish a wind-down bedtime routine (40%) 


 
Findings suggest that the sleep kits may have been effective in increasing quality of sleep and increasing 
knowledge on healthy sleep habits. 
 
Conclusion: The student learning outcome was met; however, the processes of survey development and 
data analysis highlight recommendations for the future.  First, the survey was distributed near finals time, 
a time when students are generally quite busy and do not have the time or attention for non-academic 
requests.  In the future, survey periods should be planned in advance to avoid holiday periods, midterms, 
and finals.  Second, students voluntarily gave email addresses for the follow-up survey, and so a 
significant portion of the students who received sleep kits are not included in the data; thus, the survey 
results may not accurately represent the target population.  Third, the survey channel that was utilized 
(Survey Monkey) is quite elementary and does not allow for cross-tabulations or other data analysis tools.  
For example, it would have been useful to know whether or not the students who utilized the sleep mask 
and ear plugs were more likely to get 7-9 hours of sleep.  Fourth, some of the terminology in the survey is 
subjective.  The term “quality of sleep,” for example, was much debated in the department, but was 
ultimately used for lack of a better option.  Such ambiguous terms, however, may impact the quality of the 
survey results.  Regardless of the survey flaws, such an instrument was helpful in allowing the 
department to see that such outreach programs do seem to increase students’ knowledge and potentially 
impact behavior change.  Anecdotally, the impact of the results on the peer health educators was very 
positive, in that it was evidence to them that all of their efforts are making a difference. 
 







University of California-Merced 
Division of Student Affairs 


2009-10 Assessment Plan 
 


 
Department/Unit:  Health Services 


 
 
Mission Statement  
 
The mission of Health Services is to help students strive for maximum physical and emotional health 
while pursuing their academic and personal goals at the University. Health Services is committed to 
providing the highest quality primary health care, in combination with health education and wellness 
promotion, through caring, accessible and affordable services.  


 
Planning Goals  


Goal 1:  Provide accessible, timely primary care that is personalized, confidential and cost-effective.   


Goal 2:  Educate students, emphasizing wellness promotion, healthy lifestyles, and lifelong disease 
prevention.   


Goal 3:  Promote a campus community that provides a supportive environment for students to pursue 
personal wellness.  


Goal 4:  Foster an environment to teach life-long learning skills to students to be active participants in 
their health and wellness. 


 
Program Objectives and Student Learning Outcomes 
 
The Division of Student Affairs’ Learning Outcomes are: 


• Improve confidence in their abilities (learning, social, critical thinking, creativity, problem solving 
and purposeful risk taking) 


• Develop a sense of civic responsibility and engagement 
• Demonstrate effective written, verbal and technological communication skills 
• Increase capacity for leadership and teamwork 
• Articulate a sense of self, identity and knowledge of their effects on others 
• Develop an understanding and appreciation of human differences 


 
Program Objectives #1 
The Student Health Services web page is a resource for all registered students.  We would like to 
improve the content and utilization to promote the Health Center’s clinical services, health education and 
outreach efforts. 


Reorganize and expand the Student Health Services’ web page in order to increase 
student access to health information, information regarding patient services and 
educational programming available from Student Health Services.  Develop a marketing 
campaign to support the launch of the new web site. 


 
 
 
Measures 







In Fall 2009, recruit a focus group of undergraduate and graduate students to evaluate 
students’ perceptions and value of the material available on the web site.  The results of 
the study will be used in Spring 2010 to gauge the usefulness of the information and 
identify possible additions/changes. 
 
 Results  (This section will be due in summer 2010 along with your Annual Report) 
Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
 
Program Objectives #2 
 
Utilize the Health Services’ Electronic Medical Record (EMR) to measure the impact of 
patient education provided during the student’s medical appointment to improve the 
student’s ability to affect their own health care choices based on sound medical 
information, assistance and advice acknowledging culture and lifestyle differences. 
 
The implementation of an EMR should promote more efficiency in the delivery of clinical 
care and better tracking of outcome data.  We will develop a customized report to track 
the documentation of patient education provided during the student’s appointment. 


 
Measures 
Conduct a study in Spring 2010 to ascertain patient compliance with provider 
instruction, and measure the effectiveness of provider communication strategies, e.g. 
questions regarding student stress, activities, lifestyle behaviors, that might relate to the 
student’s personal health status and healthy choices. 
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
 
Student Learning Outcome #1 
 
As a result of accessing clinical health services, students will be able to improve their 
knowledge and skills for making health care decisions and learn to be a responsible 
participant in their own health care choices through their understanding of the treatment 
plan and health education they received during their visit. 
 
Measures  
Student compliance with the treatment plan will be measured on the student’s 
subsequent visit to the health center.  Their compliance and understanding of the 
treatment plan will be documented by the provider at the time of the follow-up visit. 
 
Results (This section will be due in summer 2010 along with your Annual Report) 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
 
Student Learning Outcome #2 
 
Through the health center’s influenza prevention campaign students will be able to 
identify and demonstrate prevention strategies for the influenza viruses, including H1N1. 
 
 
Measures 







Health Services will survey students’ knowledge of influenza prevention strategies at 1.) 
the health center for students with medical care appointments and 2.) at the flu shot 
clinics conducted on the campus. 
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
 







University of California-Merced 
Division of Student Affairs 


2009-10 Assessment Plan 
 


Department/Unit:  ___Housing and Residence Life 
 
Mission Statement  
The mission of Housing and Residence Life at the University of California, Merced is to provide 
clean, safe, student-centered residential communities. 
 
We cultivate our living-learning experience to support academic accomplishment, diversity and 
respect for human dignity, and student success. 
 
Our sound financial management and business principles enable us to expand our programs 
and facilities to serve the changing needs of the students and university community. 
 
Planning Goals  
Goal 1: Build and maintain safe, secure, and comfortable residential facilities that support 
resident’s ability to successfully transition into UC Merced and advance through their 
educational career. 


 
Goal 2:  Develop the departmental program guided by our learning principles for promoting 
student success around Resourcefulness, Scholarship, and Citizenship.    
 
Goal 3:  Maintain student-centered policies and procedures that promote efficiency and fiscal 
responsibility. 
 
Goal 4:  Offer opportunities for staff to further develop their potential. 
 
Program Objectives and Student Learning Outcomes 
 
Program Objectives #1 
(Goal 1) To better maintain the facilities, increase the number of work orders submitted by 
residents for needed repairs within their private space.   
 
Why Important?  Residents are hesitant to submit work orders for fear of being billed.  As a 
result, routine maintenance issues are not addressed in a timely manner which contributes to 
the deterioration of the buildings and possibly impact resident retention. 
 
Measures 
Residents and staff submit work orders on-line on an on-going basis.  These are tracked in the 
“The Maintenance Authority” (TMA) system.  Reports will be pulled and compared to last year at 
mid year and year end to determine an increase in the number of work orders submitted by 
students.  We will also look at the number of work orders submitted by staff as a result of the 
Health and Safety inspections to determine whether or not residents are submitting work orders. 
 
Results 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective was met.   Typically a results 
summary should be between 100-300 words. 







 
Although data shows growth in the number of work orders submitted, it does not equal the 
growth in the number of residents.  It is evident that a good number of work orders continue to 
be submitted by staff as a result of inspections during winter and spring break closings, and at 
year end.   
 
Work Order Stats 2006-07 2007-08 2008-09 2009-10 
  235 1224 1282 1303* 


Growth in Work Orders   21%  5%  2% 
Number of residents 299 804 1090 1183 


Growth in residents   69%  36%   9% 
* 873 submitted by mid-year (January 10,2010) 
 
Data collected regarding reasons why residents do not submit work orders (annual 
resident satisfaction survey):  Of the 183 who responded, 3% did not want to get billed, 54% 
haven’t seen anything needing repair, 13% don’t know how, 8% don’t know what a work order 
is, and 22% other (specifics not explored).   However, billable damages at the year end continue 
to not be reported by students and found by staff performing inspections. 
 
Timely Maintenance:  Data from TMA (combined FM and Housing Maintenance) reflects an 
average 32 hour turn-around time for work orders excluding requests submitted on weekends 
and holidays.   An improvement over last years 37 hour turn-around time.  Housing 
Maintenance staff continues to achieve a 24 hours turn-around goal. 
 
Although a lot of data was collected do not support our assumptions. 
 
Conclusions 
After significant efforts to market and promote the work order system, educating residents on 
routine work order (non-billable), and spending money to reward students who submitted work 
orders, data does not reflect an increase in the number of work orders submitted. 
 
An evaluation of the year end work orders submitted at closing does not indicate that “routine 
maintenance” issues were not addressed.  It does however demonstrate that residents did not 
submit work orders for actual billable damages – broken light covers, holes in walls, broken 
screens.  So the assumption that residents do not submit work orders for fear of being billed is 
probably true, even if the survey results said differently. 
 
The assumption that we are not keeping up with routine maintenance because residents are not 
submitting those types of work orders is probably false, since a good amount of the work orders 
at year end were for damages and not routine maintenance.  
 
And finally the assumption that routine maintenance may have a negative impact on retention is 
not supported at this time proven by the record number of continuing student housing 
applications.   
 
Housing and Residence Life will continue promoting and educating residents about our work 
order system using some of the same marketing strategies.  The current TMA work order 
system is not user friendly and is difficult to navigate.  StaRez is currently working with TMA to 
develop a more user friendly, attractive, web based interface that we plan to incorporate when 
the program is ready.  We will continue collecting and analyzing data. 







 
Program Objectives #2 
(Goal 2) Increase resident satisfaction with the RA’s performance/role in serving as a resource 
to residents. 
 
Why Important?  For the past few years residents have rated their satisfaction with their RA’s 
performance as a resource and referral for students at 85%.  RA’s receive extensive training on 
the resources available to students and will need to intentionally share their wealth of 
knowledge with residents.  
 
Measures 
Residents participate in an annual Housing Service Satisfaction and RA Evaluation survey 
conducted in early spring.  This data will be compared to the previous year to determine the % 
improvement. 
 
Results 
Residents responded to the question, “My Resident Assistant knows the resources available on 
campus to refer me”, as part of the annual resident satisfaction survey.  Results demonstrate an 
8% improvement from 84% in 2008-09 to 95% in 2009-10.   
 
Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
The importance of the role of the RA as a resource to residents was emphasized as part of fall 
training and reinforced throughout the year during individual and staff meetings.  The RLC’s also 
worked closely with their RA’s and Sr. RA’s to create informative newsletters and bulletin 
boards. 
 
We will continue to create a culture within residence life where the importance of the RA role as 
a resource to residents, particularly for new students, is clearly understood and reinforced by 
the supervising staff.  The goal is to continue to achieve a resident satisfaction rating in the 90 
percentile.  
 
Student Learning Outcome #1 
(Goal 1) Implement an educational campaign to heighten resident’s awareness of safety issues 
and reduce damage billing by providing information and the tools needed to maintain a clean, 
safe, and well maintained residential environment. 
 
Why Important? Safety in a group living situation is necessary.  Cleanliness tends to be a major 
conflict among residents.  Heightening individual awareness ensures a safer group living 
environment, and builds confidence, strengthens their sense responsibility to others, and results 
in an environment conducive to learning.  
 
Measures  
Health and Safety Inspections are conducted 2 times a year.  Information is sent out prior to the 
actual inspection, violations are entered into a database, and individuals receive follow-up 
letters that identify specific violations and action needed prior to the post-inspection.  This data 
will be compared to last year’s information.  Learning will be determined by the percentage 
decrease in both the amount of work orders submitted as a result of the inspection and overall 
number of violations. 
 







Damage billing is derived from the daily RA duty logs and incident reports submitted to the 
office.  Learning will be determined by a reduction in the overall damage bills issued as 
compared to last year’s incidents.   
 
Results  
This learning outcome was intended to assess how education about the general cleanliness and 
safety measures translates to an actual reduction in overall damage billing.  The relationship to 
damage billing assessment was not done.   
 
Damage billing information provided from RA duty reports was not analyzed. 
 
We were however able to track and compare the number of health and safety violations 
between Fall 2008 and Fall 2009 and Fall 2009 to Spring 2010.  Taking into account a 9% 
increase in residents between terms the data is showing a noticeable decrease in the number of 
violations. 
 
 
 Violations F2008 F2009 % comparison 


between fall 
terms 


Spring 2010 % comparison 
between fall09 and 


spring10 terms 
Trash 35 20 -75% 14 -42% 
Recycling 24 22 -9% 9 -100.5% 
Appliances* 24 10 -140% 17 70% 
Bathroom      


Overall Filth 24 15 -60% 18 20% 
Toilet 6 11 55% 2 -5.5% 


Shower 12 7 -71% 6 <1% 
% difference 125 85 47% reduction 66 2.8% reduction 


*unauthorized kitchen appliances such as hot plates, coffee makers, hot water pots, etc. 
 
Conclusions  
Education of the students on what we were trying to achieve was done with flyers, Facebook 
information, sample cleaning schedules made available on the website, OA and RA face to face 
questions and answers, instructional flyer, posters, etc.   Students are made aware of 
expectations and common infractions prior to inspection; the follow up letter identifies the 
infraction and explains how to rectify the situation; and the re-inspection allows us to verify if 
learning occurred (issue resolved).  In the vast majority of cases, the infraction is resolved.  The 
noted reduction between the fall and spring terms also confirms that they understand the 
expectation and live more healthfully. 
 
Cleanliness of the rooms and encouraging the students to use a “chore chart” for cleaning and 
sharing those duties has been effective.  Sample cleaning schedules are available on our 
website. 
 
The extra effort to educate and promote health and safety standards among residents has paid 
off as evidenced in the steady reduction in numbers between semesters.  We are currently 
working to produce a bathroom cleaning instructional video that will be available through our 
website next fall.  We will continue the educational efforts as part of our routine operation. 
 







Student Learning Outcome #2 
(Goal 2) Promote resident participation in programs facilitated by the Resident Assistants and 
our partnering offices (Career Services, Student Advising and Learning Center, and Health 
Education) designed to promote learning in the areas of resource awareness, academic skill 
development, and citizenship. 
 
Why important? The residence life program offers residents practical co-curricular learning 
opportunities to enhance their overall student experience. Residents need to take advantage of 
the opportunities designed to develop them as young adult. 
  
Measures 
Co-curricular workshops and programs are offered throughout the year for resident students.  
Individual programs are evaluated by residents and tracked in a database.  Based on the 
learning goal (resource, scholarship, citizenship), residents rate their overall experience 
attending each program using a 10 point scale.  Resident feedback is collected through the 
following questions:  
By attending this program… 
 I learned about resources to help me be successful on or off campus.  
 I was exposed to skills that may assist me to be academically successful.   
 I was exposed to aspects of civic engagement that may strengthen my skills as a civic 


leader and/or become socially aware and engaged. 
Narrative comments are also collected in response to the following questions:  
 In what ways was this information helpful 
 List two things you learned as a result of attending this event 
 
The same tracking method will be used to assess an increase in resident participation.   
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
Note: Results include a brief narrative of findings, and/or essential tables or graphs.  The results 
should indicate the extent to which the program objective or student learning outcome was met.  
Summarize your results for SLO #2 here.  Typically this summary should be between 100-300 
words. 
 
Statistics are collected for each program hosted by the residence life staff using attendance 
sheets evaluation forms 
Program and 
Activities Resources  Scholarship  Citizenship  Program Totals 


  08‐09  09‐10  08‐09  09‐10  08‐09  09‐10  08‐09  09‐10 


# Programs/Activities  42  60  19  60  39  41  100  154 


Attendance  1154  1148  405  1144  2197  1352  3756  3644 


Avg. Attendance  27  26.1  21  27.8  56  39.65  34.6  31.2 


Faculty Attendance  1  2  3  4  5  12  9  18 


Avg. Rating out of 10  8.67  8.79  8.13  8.82  8.97  9.1  8.59  8.9 


It is important to note that Program statistics were not accurately collected during the fall 
semester due to undefined expectations of the reporting staff.   
 
Satisfaction rating as reported in the annual resident satisfaction survey. 
08-09 09-10  
89% 92% I learned about resources to help me be successful on or off campus. 







84% 89% I was exposed to skills that may assist me to be academically successful. 
 
81% 


 
86% 


I was exposed to aspects of civic engagement that may strengthen my skills 
as a civic leader and/or become socially aware and engaged. 


  
75% 


I have used the skills to/new techniques I learned by attending programs 
hosted by Housing and Residence Life (eg. take notes differently, make 
healthier foods, etc) 


 
Resident comments about what they learned at a program: 
Scholarship: “helped me study and stay focused on my studies, I learned that I should be more 
prepared than I am for my finals, it will help me plan my finals week study schedule; plan out 
study methods, how to manage time wisely, learned how much free time I had, understand what 
mind of leaner I am to study easier, learned a lot about majors that gave me ideas for careers to 
pursue” 
“divide time equally to get all reading done” 
 
Citizenship: “Diversity is more than just race, it is an expression of thought; it allowed me to 
gain insight into inner thoughts of society; I was able to think in a new perspective and have fun; 
reminded me to be proud of who I am, where I am from and where I am going; now I know 
about cyber bullying; my friend is a bully, I helped make Merced a more lively place and met 
involved community members; I was able to contribute something to someone; be supportive; 
expanded my knowledge on being a better person. 
 
Resources:  “provided me with additional information for writing cover letters; learned what 
makes a good impression when applying for jobs; I learned different ways to protect myself from 
harm; “gave me a better plan to determine my major; major doesn’t determine career; help to fill 
out FAFSA; Learned how to protect myself from the sun; 10 tips for etiquette; I feel that 
motivation is what is affecting me so the tips help me out a lot; how to help a friend or even 
someone you don’t know to get them out of an uncomfortable situation. 
 
Partner Program Statistics: 49 programs with an average attendance of 25.6 per program, and a rating of 
8.5 or higher on a scale of 10. 


Partner Programs # Programs 
Ind. Program 
Attendance 


Total 
Attendance 


Avg. Rating on 
scale of 10 


Career Services  16  14.4  217  8.45 


Health Education  15  32.25  326  9.05 


Student Advising   18  33.05  409  7.9 
 
Conclusions  
Overall programming statistics shows a 54% increase in the number of program offered in 09-10 
as compared to 08-09 with a 3% decrease in the total number of attendees.  The decrease in 
attendance may be a result of the inaccurate data collection during the fall term. 
 
A significant amount of data has been collected to assess learning in relation to programs.  The 
most telling data is the actual comments provided by program attendees.  The application of 
learning has been reinforced by the 75% of residents who reported using the information they 
learned while attending programs.   
 
The new Partner Program initiative was a formal collaborative effort between Housing and 
Residence Life and the offices of Career Services, Health Promotions, Student Advising and 
Learning Center intended to offer skill building programs focused on the unique needs of our 







first-year and continuing student populations.   Partner Programming accounts for about 32% of 
the programs offered and 26% of resident attendance at programs.  With one year of 
experience, our partners have a better understanding of the need and expectation to offer 
different program topics based on resident’s developmental needs (FYE & CSE).   We will 
continue to define the program needs and further develop our partnership process. 
 
The program tracking tool is being improved; expectations clarified; and training incorporated to 
ensure data is collected accurately.  Tracking programming and intended learning has become 
a part of our department culture.  We will continue to track programming statistics and learning 
to ensure the intended outcome is supported by the time and money spent on programming. 


 
 







Merced 
Division of Student Affairs 
2009-10 Assessment Plan 


 
 
Department/Unit:         Office of Admissions 


 
 
Mission Statement  
 
The University of California, Merced Office of Admissions seeks to recruit, admit, and enroll 
undergraduate students who will develop and grow educationally, personally and contribute to the 
University, community, state, nation and the broader global society.  To that end, the role of the Office of 
Admissions is to recruit, admit and encourage enrollment of a diverse student population regionally, 
nationally and internationally who are well prepared, academically and accomplished beyond the 
classroom.  
 
 
Planning Goals  
Formulate 3-4 goals and include them here. 
 
Goal 1:  Annually enroll an entering class consistent with the campus enrollment plan.  
 
Goal 2:  Promote UC Merced at the state, national, and international level to generate interest, primarily 
among prospective high school and community college students who are well-prepared, diverse, and good 
candidates to excel in our campus environment. 
 
Goal 3: Improve and implement the assessment, selection, verification and transfer credit process for 
students as they progress from applicants to enrolled status.   
 
Goal 4: In collaboration with campus faculty, develop a plan for implementing at UC Merced the new 
University of California’s eligibility construct, “Entitled to Review.” 
 
 
 
Program Objectives and Student Learning Outcomes 
Formulate 2 assessable program objectives and 2 learning outcomes for 2009-2010.   
 
The Division of Student Affairs’ Learning Outcomes are: 


• Improve confidence in their abilities (learning, social, critical thinking, creativity, problem 
solving and purposeful risk taking) 


• Develop a sense of civic responsibility and engagement 
• Demonstrate effective written, verbal and technological communication skills 
• Increase capacity for leadership and teamwork 
• Articulate a sense of self, identity and knowledge of their effects on others 
• Develop an understanding and appreciation of human differences 


 
Program Objectives #1 
 







The recruitment process is clearly one of the most important responsibilities of the Admission 
Office.  The ability to convey appropriate messages to prospective students that will yield 
applicants, produce admitted students and enroll a well prepared and diverse student body is a 
primary goal. The approach must be strategic for greatest outcomes and efficiency. 
 
Enhance a regional recruitment model by: 


Building and maintain effective relationships with relevant institutions, ongoing  
Initiate and maintain, in partnership with the Center for Educational Partnerships, 
ongoing presence in Central Valley schools, by August 30, 2009 
Integrate regional representative in regional or district committees or coalitions; e.g., 
ARCHES, MESA, etc., by December 2009 
Each regional representative to build and maintain a database of educational contacts 
within their region, ongoing 
Each regional representative to design and implement two community-based workshops 
or presentations by May 2010. 


 
Develop and implement a management and evaluation component based on data and outcomes. 


Contact Card collection, Entry, Monitor and Follow up in place by September 15, 2009 
Each regional representative to provide a mid-year summary of events (by January 2010) 
and end-of-year report by June 2010 
Admissions leadership to monitor admissions activities/events, their format and 
attendance, ongoing. 
Re-design and configure current Recruit system in order to assess events, maintain 
database of contacts, and calculate effectiveness by October 2009.  


 
Measures 
We have three primary tools that we will use to measure the outcomes of our efforts including: 
our Recruitment Management System, the Banner Data Base, and a survey tool.  Each will be 
used to measure student attendance, submissions of applications, Statements of Intent to Register 
and ultimately enrollment rates. The survey will measure student and educator perceptions. 
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
 
Program Objectives #2 
 
Communications is a critical component in enrolling a qualified student body that meets the 
desired enrollment goals.  The timeliness, content and messages are critical to the impact on the 
prospective applicant, applicant, admitted student and those who have made a commitment to 
enroll (SIR).   
 
Complete and Distribute the 2009-10 comprehensive communication calendar by September 17, 
2009 and: 


Update the comprehensive application communication plan by September 15 







Update and refine the central communication recruitment plan by September 10 
Lay out all communications sorted by different audiences by October 1 


 
Implement a comprehensive communication plan 


By September 30, create timelines for individual projects and work backwards to ensure 
deadlines are met  
By October 15, fine-tune standard letters earlier so they are ready to go at the designated 
point in the cycle  


Measures 
We will measure whether deadlines were met, the number of messages that were sent and their 
impact based on number of student responses to each communication.   We will use our 
recruitment management data base, Banner System accompanied with our internally build 
reporting systems.  We will also extract outcomes of student perception from SIR Yes and No 
surveys. 
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
 
Program Objectives #3 
 
In an environment where a substantial percentage of high school graduates begin their 
postsecondary education at California Community Colleges, it is imperative to have in place 
extensive articulation for UC Merced degree requirements. 
 
Increase the level of articulation with California Community Colleges and improve the process 
verification and the awarding of transfer credit. 


Increase from 50 to 110 the completed articulation of CCC by June 2010. 
Plan for implementation of a new system for transfer evaluation by September 2010. 
 


Measures 
In June 2010 determine if articulation goal met.  If not, determine why not in order to increase 
efforts to expand articulation with California Community Colleges. 
 
Results (This section will be due in summer 2010 along with your Annual Report) 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
 
Student Learning Outcome #1 
 
Because of our increased communication efforts, students will understand the positive attributes 
of UC Merced, the application and financial aid process and be able to complete them.  
 
Measures  
The number of student contacts (calls or email) regarding the application process will be reduced 
by 15% over the prior year. 
 
Results (This section will be due in summer 2010 along with your Annual Report) 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 







 
Student Learning Outcome #2 
 
The information we provide will help students make an informed choice when deciding on 
attending UC Merced by dispelling stereotypes, bias and myths. 
 
 
 
Measures 
The percentage of students submitting a Statement of Intent to Register (SIR) will increase by 
1% compared to prior last like term, i.e., spring SIRs for 2010 will be 1% higher than for 2009.  
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
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Division of Student Affairs 
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Department/Unit:  OFFICE OF INTERNATIONAL AFFAIRS 


 
 
Mission Statement  
 
The Office of International Affairs (OIA) supports UC Merced’s vision of becoming a leading 
international institution.  Through global initiatives, international partnerships, visa services and 
study abroad exchange, OIA aims to internationalize the campus and to position UC Merced to 
take a prominent place in global higher education. 
 
 
Planning Goals  
 
Goal 1:  Internationalize UC Merced by defining undergraduate global competencies and 
facilitating a global curricular focus, develop a sophomore-level global certificate program, 
enhance international exchange opportunities for faculty and students, encourage international 
aspects in all coursework, acknowledge collaborative international research and international 
service performed by faculty in the review process. 
 
Goal 2:  Represent UC Merced in multi-institutional associations, national and international 
organizations, multi-national projects and an array of collaborative global opportunities related to 
UC teaching, research and public service. 
 
Goal 3:  Assist students as they engage in high-quality education abroad opportunities that 
enrich and expand campus curricula and promote intercultural understanding. 
 
Goal 4:  Sponsor visas for internationals students, faculty, researchers and professional staff and 
provide activities to ease cross cultural adaptation. 
 
Goal 5:  Manage the International Center  as a resource for the campus community and visitors. 
 
 
Program Objectives and Student Learning Outcomes #1 of 2 
 
Program Objectives #1 
 
In August 2008 Academic Affairs staff conducted an orientation for new international students.  
The orientation was held 12 days prior to the start of the term so attendance was very low.  The 
orientation lasted six hours and featured a series of presentations from campus groups as well as 
an overview of visa regulations. 
 







During 2008-09 several international students encountered difficulties due to ignorance of their 
obligations as non-immigrant visa holders.  OIA is hoping that restructuring the orientation, 
providing a handbook, the iCenter, and dedicated visa staff will improve students’ knowledge 
and compliance with the SEVIS regulatory environment. 
 
This Assessment Plan is focused on efforts to improve the International Student Orientation. 
 
This effort directly supports the following Student Affairs Learning Outcomes: 
 


 Improve confidence in their abilities (learning, social, critical thinking, creativity, 
problem solving and purposeful risk taking) 


 
 
 
 
Planning Objective #1 
 
In 2009-2010 OIA will strive to improve the International Student Orientation.  The new 
orientation will focus primarily on how to comply with the SEVIS regulatory environment.  It 
will cover areas unique to cross-cultural challenges, ways to enhance English language ability 
and unique opportunities for international students such as the International Student Association 
(ISA) 
 
 
Measures:  Program Objective #1 
 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you will use to determine the extent 
to which the PO was met. 
 
By attending the orientation international students will become familiar with: 
 


1. The role, mission, role and services of the International Students and Scholars Office 
(ISS). 


2. US CIS F-1 regulations and benefits.  Information that must be reported to SEVIS. 
3. Their responsibilities with regard to maintaining valid non-immigrant status during their 


stay in the U.S. 
4. Resources available to serve their needs, including the counseling services through the 


Wellness Center. 
5. Ways UC Merced policies regarding Leave Of Absence, Reduced Course Loads, and 


Registration differ between domestic and international students. 
6. When it’s best to seek the counsel of the visa advisor rather than the academic advisor 
7. State Department Security Clearances, the Technology Alert List, and how these may 


impact an individual’s ability to leave and re-enter the United States. 
8. How to apply for a social security card.  







9. The International Student Association (ISA) 
 
Student Learning Outcome #1 
 
In 2009-2010 OIA will strive to improve the International Student Orientation.  The new 
orientation will focus primarily on how to comply with the SEVIS regulatory environment.  It 
will cover areas unique to cross-cultural challenges, ways to enhance English language ability 
and unique opportunities for international students such as the International Student Association 
(ISA) 
 
Measures:  Student Learning Outcome #1  
 


1. The International Student Orientation will be conducted as closely as possible, but prior 
to, the start of the term.   
 


2. Incoming international students will be notified in advance of this mandatory meeting 
and asked to register on-line. 


 
3. ISS staff will conduct the international student orientation to cover rules and regulations 


applicable to all international students.   
 


4. The orientation will last approximately three hours and be followed by a 1-hour informal 
reception attended by continuing graduate students, faculty and staff. 


 
5. During the orientation a student panel with describe their experiences at UC Merced and 


take questions from the new students.  
 


6. The orientation is mandatory and attendance will be taken.  ISS staff will contact students 
who miss the orientation to meet with them individually or schedule a make-up 
orientation. 


 
7. At the end of the orientation students will complete an evaluation and survey.  This 


instrument will measure the student’s understanding of the main rules and regulations 
previously covered at the international student orientation.  It will also collect 
information related to the following areas:  academic level; pre-arrival, arrival; English 
language ability. 


 
8. In April 2010 students will again be surveyed to determine if the information they 


received at the orientation was helpful and was retained.  They will be asked to reflect on 
their first year at UC Merced and to contribute information concerning areas the August 
orientation had covered. 


 
The information will be analyzed and used to improve the August 2010 new international student 
orientation. Write a short paragraph that describes the measure(s) you used to determine 
the extent to which SLO #1 was met. 
 







**************************************************** 
 
The Student Affairs Division launched unit Assessment activities in June 2009.   During this 
pilot year an assessment exercise was launched (represented by this report).  
 
The 2009 International Student Orientation was held on Saturday August 22, the day the after the 
dormitories opened and three days prior to the start of instruction.  Students were able to enroll 
on-line.  Attendance was 15 of 17 students or 89%.  The arrival of two students was delayed due 
to unforeseen circumstances. 
 
Information critical to maintaining student visa status while in the U.S. was presented.  A student 
panel gave presentations on their experiences and took questions.  A reception followed for all 
international students, faculty supervisors and administrators.  During this time a lively 
discussion ensued on various aspects of adjusting to life in the U.S. and to teaching American-
style classes. 
 
Two surveys were taken:  the first was a paper survey/evaluation of 50 questions given directly 
after the event; the second was an online survey at the end of spring term 2010. 
 
The cohort surveyed was 20% female/80% male; 60% grad/40%undergrad; 40% were in the US 
for the first time; 60% arrived in the US at least two weeks before the orientation; only 50% of 
students had read the information sent to them prior to arrival; 50% were picked up at the airport 
and 10% drove personal cars to reach Merced; all but one student had already opened a bank 
account and obtained a cell phone; only two students had applied for a Social Security Card but 
87% said they felt well informed of the process to apply; only three students indicated they were 
interested in joining a local family for Thanksgiving. 
 
The first survey disclosed quite a bit of English language anxiety with only 30% confident in 
their level of comprehensive and ability to teach. 
 
The favorite activity of the orientation was the icebreaker ranking 4.7 out of 5, followed by the 
student panel, 4.53 out of 5. 
 
The survey disclosed room for improvement in the following areas:  students were confused 
about what types of authorizations are needed prior to travel; whether they are in a STEM field 
and therefore subject to MANTIS, the number of hours they are able to work; who to contact 
with questions about visa status; 100% of students felt they had at least a good understanding of 
their responsibilities to maintain legal visa status. 
 
In general the graduate students arrive earlier than undergrads and typically have the help of a 
faculty member or peer mentor to get settled. In general the graduates need less cross-cultural 
and adjustment information and more information on visa regulations.  Information about 
teaching courses, how to meet the expectations of faculty supervisors, where to go for medical 
and psychological help, and resources to build confidence in their English abilities are of greatest 
interest to the grads.   The undergraduates are more interested in cultural issues, how to get 
around California, making friends etc. 







 
The second survey was not consistent with the first and so does not provide a clear data mapping.  
The intent of the second survey was to explore information the student had retained, and where 
holes in critical regulatory information might still exist.  It was the second survey that shed light 
on where the orientation needs to be strengthened. 
 
100% of students knew about SEVIS and the basics of F-1 visa status.  However, the number of 
students confused about roles and responsibilities and about where to go for help on campus was 
significant, even after an academic year at UC Merced. 
 
9% of students thought the Counseling Center could help them obtain financial information, 11% 
thought the Counseling Center assisted with academic difficulties, 10% would go to their faculty 
supervisor if feeling stressed rather than the Counseling Center; 78% would contact Rachel 
Martin for information about working off campus, 4% thought OIA assisted with searching for 
off-campus housing, 10% were confused about the Social Security Card, payroll and tax 
information (thinking all are related to immigration), 22% thought OIA was responsible for 
maintaining the immigration status of the student, 30% thought the Registrar would put a hold on 
information if they didn’t notify SEVIS of a status change; 20% did not know where to go to 
contact an International Student Advisor.  In 2010 we’ll align the survey and evaluation tools in 
order to track whether or not information related to visa issues actually declined during the year. 
 
Actions for Improvement   
 
The graduate and undergraduate students differ in their needs for information and in the level of 
mentorship they receive prior to the start of school.  It would be ideal if separate orientations 
could be provided for these two cohorts but, while international student numbers are small, this 
will not be possible.  Instead, the two groups will be separated into break out groups for a portion 
of the orientation.  Information concerning roles and responsibilities (including their own) will 
be enhanced and include visual aids.  International Student Advisor Suki Nawaz will be the 
primary presenter so that students will imprint her as their visa support, the Counseling Center 
will be invited to present to clarify roles but also to provide a human presence to this important 
service, and Belinda Braunstein will discuss resources to improve English. 
 
An international student handbook is being developed as a reference resource.  A web-based 
version of this (as well as all related pre-arrival materials) will be available on the OIA website 
as of August 1, 2010 so that all students have access to the information prior to arrival.  A small 
handbook will also be printed to be used as a guide for students throughout the year. 
 
This SLO is in the Emerging stage of the Assessment Rubric.  The International Student 
Orientation will again be assessed in 2010-11 and better methods of measurement employed.   
 
 
Program Objectives and Student Learning Outcomes #2 
 
 
 







Program Objectives #2 
At UC Merced the International Opportunities Program (IOP) is the non-UCEAP portion of the 
study abroad menu.  Three areas must be developed to implement the IOP area: 
 


1. Forge agreements of affiliation with private-sector study abroad program providers.  
Affiliation with these agencies will give students a greater range of options in terms of 
qualifying GPA levels, more flexible deadlines, different types of programs and more of 
varied duration and academic cycles.  As an example: some of the potential affiliates 
offer short courses or internships during winter break. 


 
2. Establish a new type of Planned Education Leave (PELP).  Craft supporting processes 


and procedures, and align the shared and discrete roles of four stakeholder units: the 
Offices of Admissions, Financial Aid, International Affairs and the Registrar. 


 
3. Implement MARINER, a study abroad database that will allow UC Merced to track and 


report IOP and EAP students to UCOP and the Institute of International Education (IIE).   
While participating, IOP students are on an IOP Leave and not enrolled. Therefore they 
fall outside most of the records management systems dependent on Banner.  A 
proprietary records management sysem is required. 


 
This Assessment Plan focuses on #1 Expanding the Study Abroad Portfolio by affiliating with 
private-sector study abroad agencies. 
 
 
Program Objectives #2 
 
As UC Merced grows, and as the campus continues efforts to internationalize the community and 
curriculum, it will be important to match our sister UC campuses in providing a broad array of 
study abroad and international exchange opportunities. As part of that effort, and to encourage 
more undergraduate students to take advantage of education abroad, OIA is planning to expand 
its study abroad portfolio.  By May 2010 UC Merced students will be able to study abroad 
through the UC Education Abroad Program (EAP) or through the International Opportunities 
Program (IOP) with private study abroad providers.   
 
This effort directly supports the following Student Affairs Learning Outcomes: 


 Increase capacity for leadership and teamwork; 
 Articulate a sense of self, identity and knowledge of their effects on others; 
 Develop an understanding and appreciation of human differences. 


 
 In 2007 UCOP mandated campuses to make a variety of study abroad options available to 


students in addition to those offered through the UC Education Abroad Program, to create 
a unique leave of absence category for this purpose, and to allow students to apply 
qualifying portions of their financial aid award to these programs. 


 
 
Measures:  Program Objectives #2 







 
 
 
Student Learning Outcome #2 
 
Providing a broad range of study abroad program options will: 
 


1. Encourage students to utilize recommended and trusted providers 
2. Achieve efficiencies in the transfer course evaluation process by tracking courses often 


taken. 
3. Achieve efficiencies due to providers’ willingness to to adapt to UC processing needs 


when possible. 
4. Broaden scholarship and financial aid options 


 
Measures Student Learning Outcome #2 
 
By September 1, 2009 select 5-7 study abroad affiliates.  Affiliates will be selected based on the 
following criteria: 


o Associates of other UC campuses 
o Have attributes that uniquely serve UCM cohort 
o Are able to accommodate a wide range of qualifying GPAs 
o Have greater deadline flexibility than EAP 
o Offer a broad range of program cycles  


 
1. By October 1, 2009 contact providers to begin affiliation discussion and request 


agreement materials incl. terms and conditions 
2. Review affiliation agreements and request changes in terms and conditions that are 


necessary  to comply with UC policy 
3. Obtain the approvals of Provost EVC Alley and SAVC Lawrence. 
4. By January 15, 2010 add web pages on IOP process and links to affiliates to make 


options available to students. 
Facilitate recruitment activities 
 
 
Write a short paragraph that describes the measure(s) you used to determine the extent to 
which SLO 2 was met. 
 
****************************************************** 
 
The Student Affairs Division launched unit Assessment activities in June 2009.   During the pilot 
year an assessment exercise was launched (represented by this report).  As the Division and the 
OIA have grown in awareness the purpose, function and the types of activities it became clear 
the this SLO was not at the appropriate phase to yield useful information. 
 
Developing an International Opportunities Program (IOP) and affiliating UC Merced with non-
EAP study abroad providers was more a developmental objective (or program objective) rather 







than Student Learning Outcome, and that objective has been met.  Now that the IOP is in place 
we will be able to track its effectiveness and through assessment identify areas that can be 
improved. 
 
UC Merced and the Office of International Affairs is now affiliated with 6 private study abroad 
providers (affiliates): 
 


1. American Institute for Foreign Study (AIFS)  
2. Global Links (aka Australearn, Asialearn) 
3. Institute for Study Abroad (IFSA)  
4. International Studies Abroad (ISA)  
5. Academic Programs International (API) 
6. Semester at Sea  


 
The affiliates have established a profile at UC Merced through visits to the campus, participation 
in International Education Week Activities, participation in the annual fall International 
Opportunities Fair, etc.  An IOP leave process has also been developed and a misc. fee of $150 
to recover some of the processing costs approved. 
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2009-10 Assessment Plan 
 


 
Department/Unit:  Office of Student Life (OSL) 
 
Mission Statement  
 
Mission:  
The Office of Student Life exists to support the development of our students and 
community to promote responsible and engaged citizenship. 
 
Vision: 
The Office of Student Life will be a leader in providing innovative, student-centered 
programs and services that enhance the academic vision and connect students with 
opportunities for social, intellectual and skill development. 
 
Planning Goals  
 
Goal 1: The OSL will establish a departmental assessment plan of action in order to 
determine if the office is fulfilling its mission and vision. 


 
Goal 2: The OSL will develop a technology plan to maximize information flow, manage 
data, and enhance service provision. 
 
Goal 3: The OSL will increase student input in program planning and resource efforts. 
 
Goal 4: The OSL will reach out to faculty and community leaders to create opportunities 
for intellectual growth and community leadership. 
 
Program Objectives and Student Learning Outcomes 
 
Program Objectives #1 
 
Program: Assessment Initiatives 
To more accurately measure our programs as a means to determine if the OSL is 
achieving its mission statement. 
 
With WASC visits and a national increased awareness of Student Affairs Assessment, it is 
becoming increasingly more important to measure all programs and initiatives in a consistent 
manner. Our office has created an “assessment team” that is leading the charge to develop 
program objectives, learning outcomes, and tracking systems to improve the way we measure 
what we do. This is the integral PO for planning goal 1 and something that will improve all of our 
resources and services if followed consistently over time. 
 
Measures 
 
Our office will know if we are achieving our mission through the following preferred 
assessment measures: feedback/evaluation forms, an assessment grid that will track the 







rates at which we achieve specific parts of our mission, focus groups, anecdotal 
evidence through advising, and attendance rates at various events. 
 
 
Results - Goal #1:   


 We created a general OSL feedback form to measure individual programs.   This 
form was also modified for some programs that allowed program specific 
information to be captured while still gathering standard demographic data.   


 We chose not to complete an assessment grid this year.   After much review, we 
determined that we were in the early stages of developing our assessment plan 
and needed more time to determine the components of that plan before creating a 
formal assessment grid.   


 Focus groups were conducted in the area of Women’s programs and Fraternity 
and Sorority Life.  Other forms of assessment were used in other OSL areas, such 
as post event program evaluations (in all areas), advising appointments, and 
anecdotal conversations.   


 At the end of the spring semester a survey was sent out campus wide to students, 
staff, and faculty.   The feedback gathered indicated that 67% of respondents felt 
that the Office of Student Life is fulfilling our mission, 7% identified that OSL is 
not fulfilling it’s mission, and 26% of respondents were unsure. 


 
Conclusions:  The Office of Student Life made a concerted effort to assess our mission, 
activities, and impact on students, however more consistent assessment methodology 
must be utilized and maintained throughout the academic year to gather more 
substantial and less anecdotal assessment data.   
 
 
  
Program Objectives #2 
 
Program: OSL Website 
To enhance the level and layout of resources and information available on the OSL 
website to promote responsible behavior and increased awareness of opportunities 
available. 
 
This PO is important to measure because the new website is a perfect opportunity to reach our 
planning goal 2 and improve the technological focus of our office. Achieving this objective to 
improve the website will allow students, faculty, staff, and the community and increased 
awareness of all the other programs, resources, and initiatives we offer. 
 
Measures 
 
Our office is looking into opportunities to have surveys and feedback forms pop up 
directly on the website during use to gain valuable evaluations from users. 
 
We can also track the numbers of people who attend programs because of information 
on the website, attend programs because they learned about them from the website, or 
contacted us because they found our information while looking at the website. If 
possible, we will track forms downloaded off the site and number of people who visit the 
site. 







 
Results – Goal #2:   


 The Office of Student Life was successful in going live with our new website 
which provided more information about OSL programs and services, and allowed 
for easier self service customer access to documents such as forms, policy and 
procedure guidelines, general resources,  and event information.   


 The new website allowed each OSL staff member to input his/her information 
independently at their convenience which resulted in more up to date information 
regarding programs, events, and services being highlighted on the website  . . . in 
essence the site was always more current and detailed. 


 Many users identified through informal conversations that they downloaded forms 
from the OSL website, or that they looked up policy information online. 


 An additional service component of the new site was adding the room reservation 
capability.   Hundreds of online reservations were submitted and allowed users to 
request a room online, and receive an online confirmation.  This provided 24/7 
access to this OSL service, thus making room reservations more timely and 
efficient for users as well as reservation administrators. 


 The new site went live in January 2010 instead of September 2009, thus creating a 
delay in implementing programs and services through the use of online 
technology.  This delay impacted our ability to complete this objective in full.  
Updates to the website are continuing to be made to make the site more user 
friendly, effective, and efficient for users, and to allow OSL to gather more data 
about use of services and resources.   


 
Conclusions:  This goal remains an important focus for the Office of Student Life.  We 
plan to gather more information such as # of site users (by overall site and individual 
areas), to track the number of resources downloaded (forms), the number of room 
reservations requested, and the implementation of pop-up informal survey questions.  
These elements will provide a deeper and more complete assessment view of our 
technological impact regarding our information, programs, and services.  This goal is 
ongoing.  We must promote the website through some intentional marketing mechanism 
to encourage an increase of site users (such as club training, and tabling, etc.). 
 
 
Student Learning Outcome #1 
 
As a result of participating in Registered Campus Organization (RCO) Training, students 
will know policies and procedures relating to posting on campus, finances, and 
resources available.  
 
This is an example of a learning outcome that a student will obtain through attending the RCO 
training held each fall. This is important to increasing student involvement on campus and 
improving the abilities of clubs and organizations through enhanced knowledge. 
 
Measures  
In order to measure this learning outcome, the OSL will: 
-Ask for feedback through an evaluation form at the end of the training sessions. 
-Track the mistakes on forms/accounts to verify that students absorbed information. 
-Gauge what students learned about university resources through conversations and 
advising in the office. 







 
Results – Objective #1 


 Participants who filled out evaluation forms included students attending spring 
club leadership luncheon training, Sorority and Fraternity Leadership Training, 
and Safe Zone training.  Those attending Registered Club and Organization 
training did not fill out formal evaluation forms, though post training feedback 
conversations were held with many students.    


 Mistakes made on forms / student accounts were not formally tracked during the 
course of the 2009-2010 year.  However, a review of the accounting / event 
sponsorship process determined that mistakes are rarely made on the initial 
forms themselves, but instead, are made when students turn in the “backup” 
documents to complete the accounting /event sponsorship process (all forms/ 
documents are not turned in initially, or in a timely manner).   Anecdotal 
information identified that over time, students became more effective, efficient, 
and timely in turning in the proper/requested/ required paperwork, and made less 
mistakes in filling out forms.  This became a practice makes perfect scenario.  The 
more students repeated the event sponsorship/accounting process, (and as a 
result of providing them information at each point in the process), students 
became more  knowledgeable therefore becoming more effective and  efficient at 
successfully navigating the processes. 


 Through conversations and advising appointments in OSL with students 
(particularly RCO participants) throughout  the year, we determined that students 
became much more knowledgeable about both OSL, campus resources, and 
university policies regarding use of facilities, accounting procedures, and RCO 
policies.  


 
Conclusions:  It will be necessary for OSL to further and more consistently evaluate the 
effectiveness of our training programs and their impact on student participants.  While 
we are conducting some evaluation, the inconsistency may leave holes in our planning 
that could hamper our training effectiveness.  OSL has continued to provide ongoing 
training/education, and support  informally (drop in meetings, 1:1 contacts,  informal 
trainings) which seems to enhance student’s connections to the staff/office, and 
seemingly help develop student’s knowledge and skills in relation to OSL and 
campus/community resources.  While we plan to assess our trainings more effectively, 
we also want to maintain the ability to connect with students to incrase their knowledge 
and access to resources through informal means.  
 
 
Student Learning Outcome #2 
 
Students who attend the strategic planning session for women’s programs will be able to 
provide input on the future of women’s programs at UC Merced and feel an increased 
sense of community and resources for them. 
 
This is one learning outcome expected for participants in the women’s strategic planning 
session to be held on October 1. This outcome assists in carrying out both planning goals 1 and 
3. 
 
Measures 
An extensive feedback form will be available to all participants at the session close. 
 







Results – Learning Outcome #2 
 Students who participated in the planning sessions provided input, feedback, 


and concept to the mission, vision, and structure and development  of 
Women’s programs at UCM. 


 As a result of participating in the planning session, 100% of attendees 
identified through evaluations that they would be likely to attend women’s 
programs in the future. 


 100% of participants in the planning sessions identified that they felt like 
women’s programs fit into the mission of UC Merced. 


 
Conclusions:  The students who participated in the strategic planning sessions were 
often participants in women’s programs offered throughout the year.  While we cannot 
prove a direct cause/effect relationship, the students who participated in the strategic 
planning sessions seemed  to have a greater awareness about women’s programs and a 
higher rate of participation in women’s programs throughout the year.  Planning session 
participants also identified a sense of hopefulness and excitement about the future of 
women’s programs at UC Merced. 
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Department/Unit:   Office of the Registrar 
 
Mission Statement  
 
The Office of the University Registrar supports the mission of the University of California, Merced, by serving as 
the primary office of academic records and campus card services.  To that end, we oversee various processes and 
programs including initial student registration through verification of degree conferral; veteran services; and 
classroom scheduling.  We operate with a core group of dedicated staff who strive to use the best technology to 
provide a personalized customer service experience.  In all that we do, we are committed to the principles of mutual 
respect, fairness, good stewardship, and sensitivity to the diverse populations we serve. 
 
Planning Goals  
 
Goal 1:  Maintain and protect the integrity of data and academic records relevant to our operation. 


 
Goal 2:  Initiate strategies for collaboration with new campus constituencies and continue to strengthen existing 
partnerships. 
 
Goal 3:  Provide accessible resources to empower those we serve to be responsible and self-sufficient. 
 
Goal 4:  Establish assessment practices that lead to improvement of all business processes. 
 
Program Objectives and Student Learning Outcomes 
 
Program Objective 1:  Determine and document reasons why students do not graduate when 
expected.  Develop a series of proposed initiatives to help students overcome the challenges they 
encounter when attempting to graduate.  


Measure for Program Objective 1: Registrar’s staff will review, log, and analyze records of 
students who applied to graduate in Fall 2009 and Spring 2010, but did not, to identify patterns 
that could help identify reasons why students did not graduate as expected.   
Results   
During the Fall 2009 degree clearance process, the degree analyst reviewed individual applicant records and logged 
reasons why applicants did not complete their degrees as intended. Reason categories were created based on closely 
related themes and results were tallied. Results appear on Chart A on the attached 2009-2010 Assessment Plan 
Attachment document. 
 
Conclusions  
1. Records for applicants in the second category (Did Not Meet 120 Minimum Units) warrant further investigation 


to determine if these students (a) registered for needed units during the last term and then dropped or (b) if they 
did not register for the needed units at all 


2. The Fall 2009 results may have been skewed due to the high number of declarations of candidacy that students 
submitted. Many students filed by the April 1, 2009 deadline in the hope of graduating in Fall 2009 in order to 
participate in the May 2009 Commencement when Michelle Obama served as the Commencement keynote 
speaker.  Spring 2010 data comparisons will help confirm this assumption. 


3. Results in the fifth category (Paperwork/Processing Not Yet Complete) evidence office efficiency--and deserve 
celebration! The two applicants in this category did not complete their degrees due to study abroad or transfer 
credit record receipt delays (not Office of the Registrar delays). Following proper business practice in the 
Registrar’s profession, official records of this type must be received before degree clearance is complete.  







4. MyAudit (automated degree audit) use is expected to decrease occurrences in several categories because this 
tool provides individual degree requirement and completion information for students and advisors. Since 
MyAudit was implemented in October 30, 2009, we expect that higher percentages of students will graduate 
during their application term in the future.  


5. Based on the above results, two initiatives for improving applicant completion will be considered for future 
terms:  


a. Add a MyAudit statement close to Declaration of Candidacy section of the report to read: “If your 
courses are not in progress and areas on the audit are red you may not finish. See your advisor as soon 
as possible!” 


b. When students turn in declaration of candidacy forms at the Student First Center, they will receive a 
sheet (or receive an email) that lists information about the implications of dropping or changing their 
class schedules once they file declarations of candidacy. It would also list the steps from declaration of 
candidacy submission through degree clearance.   


6. Registrar’s staff will continue to gather and assess applicant degree completion data in the future to track trends 
and changes related to the Conclusions above. 


 
Program Objective 2:  Determine and document reasons why instructors miss grade submission 
deadlines.  Develop a series of proposed initiatives to help instructors overcome challenges they 
encounter when attempting to enter grades. 
Measure for Program Objective 2:  Registrar’s staff will analyze grade submission rates to identify patterns if the 
on-time submission rate does not reach 100% each term. 
  
Results   
During the Fall 2009 and Spring 2010 grade submission process, the grading coordinator logged reasons why 
instructors missed grade submission deadlines. Reason categories were created based on closely related themes and 
results were tallied. Results appear on Chart B on the attached 2009-2010 Assessment Plan Attachment document. 
 
Conclusions   
1. Compared with the number of missing grades during 2008-2009 (545 missing grades for Fall 2008; 488 final 


missing grades for Spring 2009), 2009-2010 results (92 missing grades for Fall 2009; 102 missing grades for 
Spring 2010) show that on-time compliance is improving even while the number of UC Merced course sections 
and students is increasing, which is cause to celebrate!  The improvement is largely due to the grading 
coordinator’s enforcement and communication efforts as well as the support for compliance received from the 
School Curriculum Assistants, Assistant Deans, and Deans. IT representatives have also been willing to 
improve CROPS messaging since Fall 2008. 


2. Fall 2009 results for both the first category (CROPS Issue--Thought “Submit” Was Hit) and the third category 
(Confusion with Independent Study Course) evidenced the need for improved IT training and communication 
with instructors. Effective with Spring 2010, the IT CROPS team began sending automatic reminder messages 
to faculty with missing grades (hourly close to the deadline). These reminders undoubtedly had an impact on the 
Spring 2010 improved compliance results for these two categories, as well as on overall results.  


3. Based on the results, several strategies for improving grade submission compliance will be considered for future 
terms:  


a. Copy Deans on grade reminder messages to all instructors.  Also copy Deans on the email 
communication sent post-deadline that lists noncompliant instructors.  


b. Email students with NR (Not Reported) grades explaining what the NR grade means and procedures to 
follow in contacting the instructor involved.  The resulting contacts from students may encourage the 
noncompliant instructor to submit grades on time in the future.  


c. Determine and incorporate incentives to encourage faculty to submit grades on time.  
4. Registrar’s staff will continue to gather and assess grade submission data in the future to track trends and to 


encourage on-time submission.  
 
Student Learning Outcome 1:  Students will be able to demonstrate basic knowledge of the 
registration process and resources available to assist with the enrollment process. 







Measure 1 for Student Learning Outcome 1:  Survey Fall Registration Round Up attendees 
before they leave the event to determine their level of understanding of the registration process.  
Results   
Registration Round Up is held each fall term to prepare first term freshmen for spring term registration (their second 
term at UC Merced). Registrar’s staff collected surveys that students completed before leaving the Registration 
Round Up workshop and compiled the results. Results appear on Chart C on the attached 2009-2010 Assessment 
Plan Attachment document. 
 
Conclusions  
1. The overall results were positive, with students reporting that they believe their registration preparation was 


enhanced after attending the workshops. To obtain more meaningful data, we will increase the number of 
surveys collected for this event in the future (only 56% of attendees turned in surveys). It may also be helpful to 
determine what percentage of all total “new” freshmen in their first term attends the workshop.  


2. It may be interesting to compare the registration experience of individuals who reported confidence after the 
workshop with their actual registration transactions (errors received, timely registration after registration 
opened, etc.). These data may be difficult to match one to one, however.  


3. Based on student survey results, (a) the event should be moved up one week so it is held the week before 
registration opens, (b) improved wireless access should be provided, (c) brief presentations should be added, 
and (d) coordination with School representatives should be increased so more advisors attend to answer student 
advising questions.  


 
Measure 2 for Student Learning Outcome 1:  After spring semester registration, survey a 
control group composed of both Registration Round Up attendees and non-attendees to 
determine if those attending are better prepared to register than those who did not attend.  
 
Results  
Surveys were emailed to attendees and non-attendees after Spring 2010 registration during Fall 
2009 (20 were in each randomly-selected group). Seven responses (three attendees and four non-
attendees) were received.  Results showed that attendance did not appear to impact preparation 
for registration.   
Conclusions 
1. The lack of attendance impact may have resulted because the non-attending students who 


responded were already prepared for registration, which is why they chose not to attend the 
Registration Round Up event. 


2. Increasing the number of post-event survey responses in the future may provide more 
significant data. Incentives to respond should also be offered.  


3. Instead of conducting a post-event survey in the future, more meaningful results may be 
received by investigating registration transactions/errors received by attendees versus non-
attendees. 


 
Measure 3 for Student Learning Outcome 1:  Gather data reflecting the percentage of students 
who register within a certain timeframe from the date that registration opens as well as the 
percentage of students who receive registration errors.  
 
Results 
Using Crystal queries, the Associate Registrar compiled the Fall 2009 data after the completion of the term. Results 
appear on Chart D on the attached 2009-2010 Assessment Plan Attachment document. 
 
Based on Fall 2009 data: 







 65.8% of Seniors register within one week of the time they are eligible to register. 
 70.1% of Juniors register within one week of the time they are eligible to register. 
 79.6% of Sophomores register within one week of the time they are eligible to register. 
 78.2% of Freshmen register within one week of the time they are eligible to register. 


 
The Associate Registrar did not compile registration error data, since courses were ungrouped for 
the first time in Fall 2009. The ungrouping of courses resulted in a higher number of registration 
errors than usual, and this would have skewed assessment data. These data will be compiled in 
the future. 
 
Conclusions 
1. The data indicate that there appears to be no incentive for graduate students to register as 


early as possible during priority registration. It would be interesting to determine if the 4 
percent of graduate students who registered within one week of their eligibility are former 
undergraduates, which may indicate that they already understand the registration process.  


2. The number of special priority students (Disability Services students and Veteran students) 
who use priority registration is lower than expected. Comparing these two groups of students 
and their registration timeframes may be helpful to determine who used the priority 
registration from 8 days late and on. Perhaps one group would benefit from more 
marketing/communication messages regarding taking advantage of their special priority 
registration status.  


3. Since registration holds (advising, account balance, etc.) impact registration timeliness, holds 
could be incorporated in the data collection in the future to distinguish students whose holds 
block registration from students who were able to register at any time. 


4. Lower classification students register during the first 24 hours and first week of eligibility at 
higher rates compared with upperclassman. This may be an indicator of competition for 
classes as well as improved communication regarding registration provided to 
freshmen/sophomores from the time of New Student Orientation forward.  Also of note is 
that fewer lower classification students register after 98 days past their eligibility compared 
to upper classification students.  


5. The Fall 2009 class schedule was publicized later than usual (due to the changes needed to 
ungroup courses), so this may have impacted the percentages of students who registered 
earlier.  There may not have been adequate time for them to prepare and meet with their 
advisors before they registered.  


6. Based on the above results, several strategies for encouraging more timely registration will be considered in the 
future:  


a. Provide incentives to encourage graduate students to register early.  As competition for graduate level 
courses increases in future years, graduate students’ registration behavior may change. Some graduate 
students report that registering early can be challenging due to faculty approvals needed and the 
availability of faculty to provide the approvals.  


b. Increase communication to students about priority registration open dates and times.  
 


Student Learning Outcome 2:  Students will be aware of CatCard features and capabilities.   
 
Measure for Student Learning Outcome 2:  Log web site, phone, in-person, and email inquiries 
about campus card functions and analyze responses.   
 
Results   







The CatCard Administrative Assistant logged email inquiries received during Fall 2009 and Spring 2010. Results 
appear on Charts E and F on the attached 2009-2010 Assessment Plan Attachment document. Website activity hit 
totals cannot be determined at this time. 
 
Conclusions  
1. The results provide a valuable log of office activity showing that there is increased traffic at the beginning of 


each term. 
2. It would be interesting to track what type of inquiries/activities the Walk-In Traffic category comprises. 
3. Activities that are directly related to students are hard to identify/target in the results, since this office serves all 


campus constituencies.  (For example, the largest category, Affiliate Accounts, comprise email notifications for 
transaction clearances to the Recreation Center, Child Care Center, and other offices.) 


4. If these data are collected in the future, it should be included in a “program objective” versus student learning 
outcome.  


5. It is hard to determine the extent of student awareness of CatCard features based on the results; however, 
logging office activity was useful to determine 2009-2010 “trends” for this office’s services. 


6. It would be interesting to track the proportion of students on campus who use laundry, dining, etc., based on 
CatCard activity as well as the frequency of use and location-based availability for the “average” student.  
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2009-2010 ASSESSMENT PLAN ATTACHMENT 


 
CHART A 


2009-2010 Graduation Applicants Who Did Not Graduate During Expected Term 
 
 
 
 
 
 
Term 


 
 
 
Total 
Students 
Who 
Applied 


Total 
Applied 
Who Did 
Not 
Graduate  
(% of 
Total) 


 
 
 
Did Not 
Meet 2.0 
Cum 
GPA 


 
Did Not 
Meet 120 
Minimum 
Units 
(short 
units) 


Did Not 
Pass/Earn  
Minimum 
Grade 
Needed in 
Required 
Course(s) 


Did Not 
Complete  
Requirements 
(Needed 
Course; 
Didn’t Take It 
or Dropped) 


 
 
 
Paperwork/  
Processing 
Not Yet 
Complete 


 
 
 
 
Dismissed 
before Intended 
Grad Term 


Fall 2009 176 42 (24%) 1 (2%) 8 (19%) 7 (17%) 20 (48%) 2 (4%) 4 (10%) 
Spring 2010 223*        
Sum 2010 *        


*As of June 18, 2010, the degree clearance process for Spring 2010 and Summer 2010 applicants is not complete. These data will be 
finalized in the future. 
 


CHART B 
2009-2010 Unsubmitted Final Grades 


 
 
 
 
 
Term 


 
 
 
Total Grades 
Not 
Submitted 


 
 
CROPS Issue--
Thought 
“Submit” 
Was Hit 


 
 
Incorrect 
Instructor 
Assigned 
to Section 


Confusion w/ 
Independent 
Study Course 
(did not think 
grade was 
needed) 


 
 
Faculty 
Out of Area 
(City, State, 
Country) 


 
 
 
Grades Not 
Ready on 
Time 


 
 
 
 
 
Other 


Fall 2009   92 grades 
  22 sections 
  12 faculty 


44 grades 
  9 sections 
  4 faculty 


2 grades 
2 sections 
2 faculty 


7 grades 
5 sections 
4 faculty 


  8 grades 
  2 sections 
  1 faculty 


31 grades 
  4 sections 
  1 faculty 


 


Spring 2010 102 grades 
  17 sections 
    8 faculty 


None 5 grades 
2 sections 
1 faculty 


1 grade 
1 section 
1 faculty 


21 grades 
  7 sections 
  3 faculty 


75 grades 
  7 sections 
  3 faculty 


 


Sum 2010 N/A       
*As of June 18, 2010, grading for Summer 2010 has not occurred. These data will be finalized in the future. 
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CHART C 
Fall 2009 Registration Round Up 


 
Term 


Total 
Attended 


Surveys Received Confident to Register 
after Event 


Prepared to Register 
after Event 


Would Recommend 
Workshop to Friend 


Fall 2009 225 126 (56% of attendees) 105 (83% of surveyed) 102 (81% of surveyed) 122 (97% of surveyed) 
 
 


CHART D 
Fall 2009 and Spring 2010 Registration Timeframes 


 
 
Term 


Timeframe 
Registered after 
Eligibility 


 
Graduate 
Students 


 
 
Seniors 


 
 
Juniors 


 
 
Sophomores 


 
 
Freshmen 


Special 
Priority 
Reg* 


Registration 
for Fall 
2009 


<24 hours 
1-7 days 
8-14 days 
15-21 days 
22-28 days 
29-35 days 
36-70 days 
71-98 days 
>98 days 


  2.72% 
  1.35% 
  1.35% 
  6.76% 
  4.05% 
  7.41% 
12.18% 
11.48% 
52.70% 


42.10% 
23.68% 
  3.95% 
  3.51% 
  3.07% 
  2.19% 
  6.13% 
  4.84% 
10.53% 


47.82% 
22.28% 
  4.35% 
  3.53% 
  0.82% 
  4.35% 
  5.70% 
  3.27% 
  7.88% 


62.99% 
16.63% 
  3.74% 
  1.46% 
  2.08% 
  4.56% 
  1.88% 
  2.29% 
  4.37% 


68.59% 
  9.65% 
  3.31% 
  3.03% 
  2.88% 
  1.30% 
  5.34% 
  2.15% 
  3.75% 


23.09% 
42.31% 
11.54% 
  3.85% 
  3.85% 
  7.69% 
  3.82% 
  0.00% 
  3.85% 


Registration 
for Spring 
2010 


Data Not Yet  
Collected 


      


*Special Priority Registration groups are Disability Services students and Veteran students, who are eligible to register one week 
before other student groups.  
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CHART E 
2009-2010 CatCard Office Inquiries 


Month Web Hits Phone Walk In Email Total Contacts 
Aug-09     78 78 
Sep-09 0 140 83 223 
Oct-09 9 138 38 185 
Nov-09 3 77 31 111 
Dec-09 2 59 32 93 
Jan-10 13 179 2 195 
Feb-10 10 183 10 203 
Mar-10 9 106 81 201 
Apr-10 7 128 43 187 
May-10 


Not Recorded 


10 68 36 115 
 


CHART F 
2009-2010 CatCard Office Email Inquiries by Type 


 
 
Month 


 
General 
Questions 


 
First 
Card 


 
Meal 
Plan 


 
Flex 
Plan 


 
Laundry 
Plan 


Book 
Store 
Plan 


 
Lost 
Card 


Card 
Not 
Working 


 
Library 
Plan 


 
Replace 
Fee 


 
Affil  
Acct 


EPay 
Qts/ 
Dept 


 
Comm 
Plan 


 
 
Access 


 
 
Total 


Aug-09 48 0 0 3 5 1 3 0 0 0 17 0 0 1 78 
Sep-09 29 2 0 1 0 0 8 12 0 0 26 1 0 4 83 
Oct-09 14 0 0 0 0 0 2 0 0 0 19 1 0 2 38 
Nov-09 3 1 3 4 0 0 1 4 0 1 13 1 0 0 31 
Dec-09 21 0 2 0 0 0 2 0 0 0 7 0 0 0 32 
Jan-10 0 1 0 0 0 0 0 0 0 0 1 1 0 0 2 
Feb-10 4 0 0 0 0 0 2   0 1 0 0 1 2 10 
Mar-10 7 5 0 0 0 0 1 3 0 1 65 0 0 4 81 
Apr-10 6 9 0 0 0 0 0 9 0 0 28 0 0 0 43 
May-10 4 1 0 2 2 0 0 1 0 2 24 1 0 0 36 


 







University of California-Merced 
Division of Student Affairs 


2009-10 Assessment Plan 
 


 
Department/Unit:  Recreation and Athletics - Division of Student Affairs  
 
Mission Statement  
 
The UC Merced Intercollegiate Athletics and Recreation Department’s mission is to offer 
a wide range of high quality athletics and recreation programs which will enhance and 
enrich the educational experience of students, as well as to provide recreational and 
fitness facilities and activities for the entire University community.  Specifically, 
recreational activities will provide for enjoyment and encouragement for all students to 
develop a commitment to lifelong fitness and wellness. 
 
For the individual students who participate in athletics, UC Merced’s goal is that they be 
both students and athletes, that is, “student-athletes” in the fullest sense of the phrase.  
Intercollegiate athletics is committed to conducting a program that is consistent with the 
educational purpose of UC Merced.  Students will have opportunities to pursue 
excellence through athletics, to develop their personal, physical and intellectual skills, to 
hone leadership traits and abilities, to experience the rewards of service to campus, to 
community and beyond and to forge a lifelong relationship with the University. 
 
Planning Goals  
 
Goal 1:  Implement an assessment program for Recreation and Athletics. 
 
Goal 2:  Develop a five-year Strategic Plan for Recreation and Athletics. 
 
Goal 3:  Extend our presence and reach into the Merced community. 
 
Program Objectives and Student Learning Outcomes 
 
Program Objectives #1 
In addition to our current survey of intramural sports participants, we will develop an 
assessment tool for our Outdoor Adventure program. 
 
Measures 
Survey will be developed by the end of fall 2009.  Participants in each Outdoor program will be 
surveyed at the conclusion of the program.  Surveys will be maintained in order to maintain 
annual comparisons and program improvement. 
 
Results 
Our department worked during the academic year to develop a survey instrument to measure 
many facets of our Outdoor Adventure Trip program.  We struggled with the development of an 
instrument to measure all of the items we were interested in.  One of our issues was finding the 
appropriate length of the survey so we could measure the items we wanted, but not overwhelm 
the participants with long surveys.  The other challenge was obtaining buy-in from our National 
Parks Ranger staff.  The NPS Rangers lead the bulk of our trips and we struggled to have 







consistent application, and delivery, of the survey with all of the participants.  We feel this has 
been resolved, but feel we do not have at this time, a large enough sample group that delivers 
significant data. 
 
Because of the challenges with survey design and implementation, this objective was not 
completely fulfilled.  We are continuing to work on the survey instrument and will implement the 
survey in the fall.  Additionally, we have put in place procedures to insure the survey is 
consistently utilized on all activities. 
 
Conclusions 
We were only able to obtain limited data from our surveys that were implemented, but not 
enough to summarize in a chart/graph.  Based upon the information from the surveys that were 
completed, along with verbal feedback from participants, we have made several changes to our 
process and our program.  
 
The feedback we did receive from our participants indicated that they would like to have more 
detailed information about the trip difficulty and personal equipment they may need.  We also 
found that participants were not always reading the trip information provided to them prior the 
pre-trip meeting and therefore, would register for a trip without a good understanding of the 
difficulty of the activity.   
 
Two adjustments we will make are: 1) shortening the survey and 2) delivering it to participants 
immediately after event, as they travel back to campus.  We hope that these adjustments will 
improve the response rate and provide us with additional data.   
 
We have also changed our pre-trip process in order to provide more useful information to our 
participants and to give us a chance to better understand the participants skill/ability/comfort 
level with a particular activity.  We will provide more concise and detailed information about trip 
ratings to the participants and, on the more challenging activities, will meet one-on-one with the 
participants to evaluate their level of skills and/or ability to handle the physical/mental demands 
required. 
 
 
  
Program Objectives #2 
Develop and implement a needs assessment for Recreation and Athletics programs and 
facilities that will help us prepare our five year Strategic Plan. 
 
Measures 
Develop a survey instrument during the fall 2009 semester that will be used to assess the 
Recreation and Athletics needs of current students.  Implement survey in spring semester. 
 
Results 
We were not able to implement a specific and definitive survey during the 2009-2010 academic 
year.  While we did pilot surveys for Intramural Sports measuring participant satisfaction and 
staff performance, we struggled with finding the proper way to measure need assessment for 
our student population.  In a relevance search, we did find a national survey used by our peer 
institutions to measure needs and satisfaction of participants. It can also provide an opportunity 
for us to benchmark with comparable institutions across the country.   
 







Additionally, work on the 5-year Strategic Plan was difficult due to shifting priorities as we 
entered the academic year.  With the focus on the much-needed expansion of the Recreation & 
Wellness Center taking most of our planning resources, the 5-year Strategic Plan was pushed 
back.  As we have worked through the challenges of R+W Phase 2, it is clear that the Strategic 
Plan for our program is even more critical.  We did not meet this objective for the year, but we 
have a strategy to meet this goal in the 2009-2010 academic year. 
 
 
 
Conclusions 
While we were not able to implement all aspects of this Program Objective, we feel it is still an 
important objective to be carried forward into 2010-2011.  The work on R+W Phase 2 has 
indicated there is an even more critical need for a 5-year Strategic Plan for our department.   
With a clearer picture of our near-term enrollment projections, we can now take a serious and 
thoughtful look at how our program will develop and grow.  It is our goal for the 2010-2011 
academic year to begin to develop our 5-year Strategic Plan that will include both programming 
and facility growth plans.  A critical piece of information that will be needed to help us develop 
this plan is input from our students. 
 
Since our participation numbers from the 2009-2010 academic year show that almost 85% of 
our students entered the Recreation Center, we can begin to look to that population to tell us 
what they would like to see as we grow.  To obtain this vital information we will rely on the 
following methods: 1) Develop a short set of questions we can ask of participants who utilize the 
Recreation Center and our other programs.  This will give us a good starting base of information 
to help drive our process.  2) Create focus groups to ensure that we are receiving input and 
feedback that might be missed on the short surveys, and allow participants to engage more in 
the process of change.  And, 3) If we feel we are not reaching enough of our student body to 
make these informed decisions on a Strategic Plan, we would then look to implement the 
benchmarking survey which is available to us from a national organization. 
 
 
Student Learning Outcome #1 
As a result of employment with Recreation and Athletics, student staff will gain leadership 
opportunities that will aid in the development of their self-confidence, self-esteem, improved 
communication skills, and the ability to analyze problems and use critical thinking skills to find 
positive solutions.  Initial focus will be on students hired as building staff. 
 
Measures 
Survey will be developed during the fall 2009 semester.  Pre & Post test for student employees 
at the beginning of the semester (pre test) and at the end of the semester (post test).  The 
survey will be implemented in the spring 2010 semester.  Results will be maintained for annual 
comparison. 
 
Results 
We began piloting this with our Intramural and Sport Club student staff as opposed to the 
building staff.  Through these pilot assessments we determined that assessing student staff 
knowledge and experience prior to their training (pre), and then again at the end of the term 
(post), appears to the best way to measure this data.  Our students are provided training in all 
areas of their job responsibilities, and at the end of the semester we are measuring their growth 
in several technical areas, ability to communicate, and their abilities to problem solve. 
 







In addition to these pre and post tests, we have also initiated formal evaluations during events 
measuring staff performance and supervisory skill sets during events.  These have also 
provided a great deal of information in support of this SLO.  Our challenge has been to develop 
a consistent way to increase response levels and we are focusing on ways to incent the 
participants. 
 
From our limited work with this, we feel we are on the right track to meeting this SLO.   
 
Conclusions  
In the limited amount of data we have collected, we have found a correlation between time 
spent and quantity of training related to self-confidence and decision-making on the job.  While 
this should not be a surprise, it is an example of the results we hope to show for all of our 
student staff.   
 
Because of this finding with our intramural staff, we have made the decision to increase the 
quantity and content of our training for all student positions.  We are working through a process 
to develop consistent “on-boarding” for all new student staff regardless of what program area 
they work, in hopes they will have a consistent basis of knowledge, skills and tools to use within 
our program.  This has begun within the intramural and club sports programs and will be a focus 
for our facility staff in the fall.  We feel this will move us even further towards our goal of meeting 
this SLO.   
 
Additionally, we will be implementing a more consistent way to measure the on-the-job 
demonstration of this SLO.  While we have anecdotal examples, we want make sure we are 
capturing these examples in a more formal way.  
 
 
Student Learning Outcome #2 
As a result of participation in Outdoor Adventures, students will gain leadership opportunities 
that will aid in the development of self-confidence, self-discipline and teamwork. 
 
Measures 
Pre & Post test for participants in Outdoor Adventure programs will be administered throughout 
2009-2010.  Results will be maintained for annual comparison. 
 
Results 
This is one area where we have no formal results.  Again, we have anecdotal experience that 
shows students participating in the program have developed their self-confidence.  Many of our 
participants in the Week of Wilderness are currently orientation leaders, Yosemite interns and 
leaders within their student organizations.  What we have to determine is if their participation in 
our Outdoor Adventure programs played a role in this or if they already possessed the 
necessary leadership skills and that is why they participated in our programs, initially. 
 
Conclusions  
As with our Program Objective regarding Outdoor Adventure assessment, we have been 
working through how to capture this for our student participants.  The challenge was we were 
trying to measure program satisfaction, marking effectiveness, program objectives and this SLO 
on one instrument; clearly this presented us with the extremely long survey.  Because of this, 
we focused on the PO survey and now we are looking to find a way to measure the impact of 
our program on student participants.   
 







We feel we are meeting this SLO, but at this time we do not have any concrete data to support 
our claim. 
 
Moving forward we feel focus groups with our consistent participants may be the best way to 
measure our effectiveness on this SLO.  We can see where our consistent participants are 
leaders elsewhere on campus, and we feel confident we are having an impact on this, but are 
not sure how to measure.  Creating focus groups with different levels of participants may help 
us understand what are role is.  By looking at the different levels (frequent trip participants, 
occasional trip participants, one time participants) may help shed some light on what our impact 
is the more times they interact with our program.  Additionally, we may be able to determine if 
there is a reason some folks participate more than others. 
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Department/Unit:   Student Advising and Learning Center 


 
 
Mission Statement  
 
The mission of the Student Advising and Learning Center is to provide academic advising and learning 
support services which empower students to be successful in their academic and personal development. 
The SALC aims to provide academic assistance to students through a collaborative effort campus-wide, 
with the goal of helping students achieve academic success, overcome barriers, reach exciting 
milestones in their academic work, and develop leadership skills. 
 
 
Planning Goals  
Formulate 3-4 goals and include them here. 
 
Goal 1: Develop partnerships with housing and OSL staff teams to develop a more seamless transition to 
university life the first 6 weeks of school for a cohesive Welcome Week. 


 
Goal 2: Undeclared Experience Program: an exploratory “boot camp” or ongoing, structured series of 
visits to different campus resources, connections with professions, faculty interactions.  Perhaps this 
could be folded into an EOP, or into the content of a special USTU section. 
 
Goal 3: Tutor presence in the classrooms as partners with faculty, lecturers and TA’s.  Tutors attend 
class sessions and collaborate regularly with the instructors; tutors and TA’s have some shared training. 
  
Goal 4: Open a Freshman Advising Center for supplemental support to the course selection and related 
guidance provided by the advisors in the Schools. 
 
Program Objectives and Student Learning Outcomes 
Formulate 2 assessable program objectives and 2 learning outcomes for 2009-2010.   
 
The Division of Student Affairs’ Learning Outcomes are: 


 Improve confidence in their abilities (learning, social, critical thinking, creativity, problem solving 
and purposeful risk taking) 


 Develop a sense of civic responsibility and engagement 
 Demonstrate effective written, verbal and technological communication skills 
 Increase capacity for leadership and teamwork 
 Articulate a sense of self, identity and knowledge of their effects on others 
 Develop an understanding and appreciation of human differences 


 
Program Objective #1  Assessment: Emerging 
 
Adapt the Mid-Semester Grade workshop program to a growing population of freshmen.  
Create alternatives to the live workshop experience that continue to help all freshmen 
struggling in at least one course build confidence and prepare a Success Plan.  This is 
necessary in that the number of freshmen each year is growing, and it is clear the 
growth in academic advisor numbers is not proportionate to the size of the incoming 
cohort each year.  Since data already show that the most at-risk first year students for 







not remaining on campus past two years are those who are failing 3 or 4 courses at 
mid-semester, a self-directed success planning experience for those struggling in 1 or 
maybe 2 classes may prove to be effective and efficient.  This will free up the advisors 
to focus their attention on the new students, in live workshops, who are having the most 
difficulties. 
 
Measures 
Track academic standing and retention of students who were not accommodated 
through a live workshop, but rather, engaged with an online or other success planning 
activity.  Have these students evaluate the perceived effectiveness of the self-guided 
intervention experience. 
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
 
Although a record number of freshmen were faced with the workshop requirement each semester in 
2010, a sufficient number of sessions were made available to accommodate all of them.  However, the 
area successfully began to develop an alternative to attending the workshop.  This is because more than 
100 students each semester, despite knowing of the requirement and reserving a seat in a session, were 
no-shows.  The SALC accommodated these students with, in the fall, the opportunity to complete the self-
assessment sheet used in the workshops, and then write a 3-page reflection on the areas that they 
identified on their own where they have potential to explore unused resources and apply new strategies.  
Clear, specific instructions were provided to the students, explaining that the goal is to write out a success 
plan, addressing areas identified on the self-assessment that leave room for improvement.  
Approximately 100 of these essays were submitted by first-year students in the days and weeks 
immediately following the conclusion of the workshops.  Without exception, students exhibited a spirit of 
renewal in their writings, and often seemed more engaged and focused on planning their success than in 
the live workshops; most expressed appreciation for the opportunity to take a positive view of their future 
potential.   
 
In the spring, another 100 no-show students were assigned to locate a workshop on their own, offered by 
any unit on campus, and submit a 3-page reflection on how they could apply their learning to their own 
success.  Again, students consistently expressed excitement over the positive experience of finding and 
attending a workshop, and over the usefulness of the ideas shared in the session.  These were 
workshops that had already been scheduled, and ordinarily are under-attended, so the influx of Success 
Workshop make-up students did not create any serious overcrowding.  One student, in a hurry to find a 
workshop, attended the Pride Week panel, and to her great surprise expressed that she picked up 
insights that will help her in her education and future career, by developing sensitivity to the LGBT 
community that she had never thought about before.   
 
Managing over 500 students each semester proved constructive, whether by “traditional” means in the 
scheduled “Success Workshops,” or by requiring self-directed engagement in a skill-building activity to 
promote the student’s engagement with campus resources.  Feedback from units outside of the SALC 
was positive, with the rise in attendance at many normally poorly attended events. 
 
There is no evaluation tool for the make-up essays, such that no coding process has taken place.  Unlike 
the workshops, reviewing of 100 essays for findings poses a serious challenge in regard to staff hours for 
analysis of the undertaking.  The overall message from the students’ essays, however, has been powerful 
and intriguing. 
 
Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
 
At this time, the SALC is meeting the goal of seeing each student with poor grades at mid-semester fulfill 
the requirement of gaining awareness of campus resources.  It is evident that in some cases, not 







attending a planned Success Workshop may have a more positive impact upon the student than 
attending one.   
 
Should there be a significant rise in the freshman population, further developments will be needed, with 
more alternatives to the scheduled workshops. 
 
Program Objective #2 Assessment: Initial 
 
Tutoring generates self-efficacy in the students who attend the sessions. Currently, 
tutors are trained to engage those who attend and to help them solve problems and 
answer their own questions within the tutorial environment. Promotion of self-efficacy 
through tutoring involves advancing tutoring techniques to help the tutees apply the 
skills they learn at tutoring to their problem-solving and other tasks inside and outside of 
tutorial sessions.  Tutoring is to be viewed as a supportive resource, but not as a 
“source” of answers and solutions. 
 
Measures 
Evaluate tutors through interviews, observations and their final reflections with regard to 
their strategies and effectiveness for teaching self-efficacy.  Add to the current tutor 
evaluation forms that the students complete, items that make reference to this intended 
outcome in particular. 
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
 
Needs assessments were developed and issued to tutees at the start of the semester.  Tutors did take 
the opportunity to review these as the semester progressed.  The large number of tutors and the limited 
hours of their Coordinator held back further developments in this process. 
 
Conclusions  (This section will be due in summer 2010 along with your Annual Report) 
 
There are no conclusions to report at this time; the staffing constraints in the tutorial program have not 
allowed for advancement on this goal. 
 
Student Learning Outcome #1 Assessment: Initial 
 
Students struggling in just 1 course, or in more, gain familiarity with support services to 
help them overcome academic and other struggles that may be holding back their 
performance in class; students prepare a Success Plan and improve their performance. 
 
Measures  
Track academic standing and retention of students who were not accommodated 
through a live workshop, but rather, engaged with an online or other success planning 
activity. Check on final course grades that were in jeopardy at mid-semester, for the 
students who utilize the less personalized intervention programs. 
 
Results (This section will be due in summer 2010 along with your Annual Report) 
 
Tracking of differences in outcomes for those who had unsatisfactory grades at mid-semester and DID 
attend a Success Workshop, as compared to their counterparts who fulfilled the requirement by an 
alternate means, has not occurred.  As noted above, the direct student feedback from both kinds of 
experiences has been comparable.  The actual success rates of those who differed in their way of 
fulfilling the requirement is unknown.  Furthermore, students who did not attend a Success Workshop 







generally were those who were slow to respond to important announcements and who claimed that they 
“did not know” that the requirement existed.  Many who were no-shows made statements that 
demonstrated that the alternative to the workshop developed their awareness of how to use campus 
resources, as well as a renewal of their motivation to succeed.   
 
It is likely that the academic standing of those who missed the workshop requirement will be poorer than 
those who did attend, simply based on the observation that those are the students who avoided fulfilling 
the requirement in the first place.  The main reason for the no-show occurrences had to do with late 
arrival to the sessions.  Late arrivals are not permitted, and all students are informed of this that the time 
that they are first alerted to the requirement, at the time that they register, and then in e-mail reminders 
after they register.   
 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
 
All who were no-shows made statements that demonstrated that the alternative to the workshop 
developed their awareness of how to use campus resources, as well as a renewal of their motivation to 
succeed.  In the spring, all students involved in alternatives to the workshop were compelled to explore 
websites, locate workshop schedules, attend on their own, and then report on that experience, in writing.  
It became evident that for most of these students, this was the first time that they had ever viewed 
workshop schedules for different student services units across campus.  The students are not given a 
deadline, but rather, the message that they will be permitted to register as soon as their essay arrives in 
the SALC.  This exercise taught self-regulation and self-directedness that opened the students’ eyes to 
how capable they are of changing their view of their potential, and solving a problem on their own. 
 
 
Student Learning Outcome #2 Assessment: Initial 
 
Students gain awareness of themselves as independent learners, through participation 
in tutorial sessions. They become unofficial partners to the tutors, helping others around 
them, even when they were the ones who came in for help.  This Student Learning 
Outcome focuses on the “tutees,” and not the development of the tutors. 
 
Measures 
Currently, tutees do evaluate the tutorial experience, but they do not evaluate their own 
progress as self-reliant learners.  The evaluation forms that the tutees complete at the 
end of the semester will address this issue specifically.  During the semester, the tutors 
will direct more of their attention to promoting self-efficacy in those who attend their 
sessions, using techniques learned in the training course and in conference with their 
supervisor.  
 
Results  (This section will be due in summer 2010 along with your Annual Report) 
 
This project is still in the early phases of development.  Assessment forms exist for this purpose, and 
tutees have completed needs assessments at the start of the semester, but a tracking effort to help them 
see their own development has not been implemented.  Staffing limitations in tutoring have not allowed 
for advancement of this project at this time. 
 
Conclusions (This section will be due in summer 2010 along with your Annual Report) 
 
None available.  It is evident that tutees at the start of the semester become “regulars,” with some 
attending nearly every week.  This presents the opportunity to track development of tutees.  At the same 
time, limited access to tutoring due to space and seating shortages deters many students from becoming 
regulars.  Also, some who start the semester attending discontinue attendance, possibly due to crowding. 
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Department/Unit:  Students First Center 


 
 
Mission Statement  
Note: Departmental missions must be directly aligned with those of the Division of Student 
Affairs.  A mission statement should include approximately 3-5 sentences that identify the name 
of the department, its primary functions, modes of delivery and target audience. Mission 
statement should be approximately 100 words or less. 
Rationale: Explains how the departmental mission relates to the mission of the Division and 
supports the mission of the University.  
 
Mission:  
The Students First Center (SFC) assists the University of California, Merced, to maintain excellence in 
education, research and public service by assisting students, parents and visitors in a central location 
with information about a variety of campus services.  Located on the first floor of the Kolligian Library, the 
SFC is a student’s first stop for questions about admission, financial aid, scholarships, student records, 
and registration. 
 
 
Planning Goals  
Note: Planning Goals are broad statements that describe the overarching, long-range intentions 
of an administrative unit.  Goals are used primarily for general planning, as the starting point for 
the development and refinement of program objectives or student learning outcomes. 
Formulate 3-4 goals and include them here. 
 
Goal 1:  Maintain an 80/20 service model 


 
Goal 2:  Create and maintain quality standards for the department 
 
Goal 3:  Create and maintain a training program for new staff and a refresher program for  


   Continuing staff 
 
Goal 4: 
 
Program Objectives and Student Learning Outcomes 
Note: Program Objectives are related to program improvement around issues like timeliness, 
efficiency and participant satisfaction. Learning Objectives address what a student learns or 
how a student changes by participating in a program or utilizing the service. Both program 
objectives and student learning outcomes are measurable statements that provide evidence as 
to how well you are reaching your goals. 
 
Formulate 2 assessable program objectives and 2 learning outcomes for 2009-2010.   
 
The Division of Student Affairs’ Learning Outcomes are: 







 Improve confidence in their abilities (learning, social, critical thinking, creativity, problem 
solving and purposeful risk taking) 


 Develop a sense of civic responsibility and engagement 
 Demonstrate effective written, verbal and technological communication skills 
 Increase capacity for leadership and teamwork 
 Articulate a sense of self, identity and knowledge of their effects on others 
 Develop an understanding and appreciation of human differences 


 
Program Objectives #1 
Clearly articulate in a sentence or two your first PO and include it here.  Reminder:  Program 
objectives are related to program improvement and might include such issues as efficiency, 
participant satisfaction or timeliness of materials. Please provide the reader with a context as to 
why this PO is important to measure. 
 
Build and maintain a training program that will give new staff a strong UC Merced knowledge 
base primarily in the area of Enrollment Services.  This program should improve current staff’s 
knowledge and professional development skills and ensure consistent, efficient, and quality 
customer service. 
 
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you will use to determine the 
extent to which the PO was met. 
 
1.  Initial Staff Training Survey – will be given at the beginning of a training program to assess 
current knowledge of office procedures.  Survey will be given to participants of the training 
program (SFC Staff and/or SFC Student Staff) 
2.  Feedback received at Annual SFC Focus Group – SFC Focus Group is comprised of the 
Directors and Assistant Directors from all of our Enrollment Services Units. 
3.  Results from bi-annual SFC Customer Service Survey – all constituents are encouraged to 
complete the SFC Customer Service Survey 
4. Information received from electronic Comment Card - electronic comment cards are available 
on the SFC website and are included in all SFC Staff members email signature lines 
 
  
Results  
 
This program objective is still in-progress.  When the SFC opened in Fall 005 we had little or no 
resources for staff.  Over the years we have started to develop resource binders, annual training 
calendars and other tools to ensure that the SFC staff have the necessary resources for 
providing enrollment services to our campus population.  While these items help us get by we 
feel that it is necessary to develop a formal training program, including tangible resources, to 
ensure quality service.  As the training program is still in the development stage we are unable 
to provide feedback for the results section of this assessment plan.   
 
  







Conclusions 
 
We hope to complete the training program in 2010-11.  The SFC finds it difficult to complete 
projects in addition to our normal enrollment service tasks.  With a small staff and large campus 
population, customer inquiries tend to take most of our time.  This year we found that our 
Program Review required much of our time and forced us to push back deadlines for other non-
critical items.  At this time our training program is approximately 80% completed.  To date we 
have a training manual in draft form, quality standards (for the unit) in draft form and an annual 
training calendar, also in draft form.  We will be able to devote additional time to this project 
after the completion of two other tasks that have more pressing deadlines. Ultimately we hope 
that these formal training tools will ensure consistent service from all SFC staff members. 
 
 
 
Program Objectives #2 
Clearly articulate in a sentence or two your second PO and include it here.  Reminder:  Program 
objectives are related to program improvement and might include such issues as efficiency, 
participant satisfaction or timeliness of materials. Please provide the reader with a context as to 
why this PO is important to measure. 
 
Maintain an 80/20 Service Model.  The goal of the 80/20 Service Model is to complete 80% of 
all customer transactions at the Students First Center with 20% or less needing referral to an 
Enrollment Services Specialist.  Within this model the customer receives service from a 
seamless perspective across all enrollment services units while specialists are able to focus on 
assigned tasks.   
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you will use to determine the 
extent to which the PO was met. 
 
1.  Feedback received at Annual SFC Focus Group – SFC Focus Group is comprised of the 
Directors and Assistant Directors from all of our Enrollment Services Units. 
2.  Results from bi-annual SFC Customer Service Survey – all constituents are encouraged to 
complete the SFC Customer Service Survey 
3. Information received from electronic Comment Card - electronic comment cards are available 
on the SFC website and are included in all SFC Staff members email signature lines 
 
  
Results  
 
1. The overall outcome of the SFC Focus Group seemed to be a positive outlook towards the 
SFC’s services.  In previous years it has been evident that our services were not up to standard 
and that improvements were necessary.  The 09-10 meeting did not bring up these types of 
comments; rather it appeared that units were happy with the modifications that had been put 
into place.  The only area of concern that has carried forward for the past few years is the need 
for all SFC staff to hold the same level of skills.  It is imperative that all SFC staff members meet 
the qualifications of a SAO II or above in order to ensure that the unit is meeting the 80/20 
service model.  This topic was mentioned in the unit’s Year End Report and will be re-addressed 
in the units Self Study report.   







 
2.  The two areas that were looked at in the bi-annual SFC Customer Service survey were the 
satisfaction of services offered and the satisfaction of courtesy and helpfulness of the staff.  In 
the first area the SFC received the majority of submissions (48%) in the satisfactory category 
(with very satisfied as the highest ranking possible).  In the second area the SFC received the 
most responses (45%) under the very satisfied ranking.  We are pleased to receive both of 
these rankings and feel that the satisfied ranking for item number one may stem from a 
misconception that the SFC is the campuses one stop for all concerns.  The unit’s Self Study 
panel is recommending that the SFC conduct a campaign to promote the services offered by 
our unit.   
 
3.  In future Assessment Plans this may not be a good measure for Program Objective 2.  
Although we did receive good feedback from our electronic comment card it does not provide 
data that is supportive of meeting our 80/20 model.  In 09-10 we did a lot of promotion for this 
service.  Initially we only received questions through this tool.  After examining the method in 
which the item was presented we realized that the icon needed to be updated, once this change 
was made the information coming in changed from inquiries to feedback.  Out of the 9 
comments received, 3 were questions and only one provided negative feedback.  The following 
is a comment that speaks to the services provided by our staff:  “I am a senior and have been 
impressed in the past with the assistance that the staff at Student First Department.  Today was 
even better.  The questions that I had were quickly and efficiently responded to in regards to 
filing the paperwork for Upper Division Independent Study, Declaration of Candidacy for 
Graduation and getting paperwork for supplemental funds.  My visit was less than 5 minutes of 
getting what I needed done, I appreciate their quickness and thoroughness.  Great job!” 
 
Conclusions  
 
After the restructuring of our unit we were able to uphold this goal, some of the enrollment 
service units even felt that we were exceeding it.  The Financial Aid Office believed that the front 
counter staff felt obligated to answer every question with little or no referrals to experts within 
their area.  To improve this relationship the Financial Aid Office provided the SFC staff with tips 
on knowing our limitations.  From our end, we worked with the Financial Aid staff to help 
increase their accessibility to the student population.  Some of these measures included, 
building a more simplified method for making appointments between students and their financial 
aid advisor and creating advisor drop-in hours.  The Registrar’s Office has full confidence in the 
abilities of the SFC staff and feels that our level of service meets the needs of both of our areas.  
The Admissions Office is a bit more challenging, we still struggle with the appointment making 
process and a solid knowledge of what each staff member is responsible for.  We have 
recommendations and suggestions on additional tools that will help us maintain the 80/20 model 
with regards to admissions.  These items will be listed in the unit’s Self Study Report.   
 
 
 
 
Student Learning Outcome #1 
Clearly articulate—preferably in a sentence or two—your first SLO and include it here. 
Reminder: Learning Objectives address what a student learns or how a student changes by 
participating in the program or utilizing the service.  Student Affairs Learning Outcomes are 
listed above. Please provide the reader with a context as to why this PO is important to 
measure. 
 







Students will learn and develop their critical thinking skills through the services provided at the 
SFC by learning how to navigate campus services and resolve issues independently. 
 
 
Measures  
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you used to determine the extent 
to which SLO #1 was met. 
 
1.  Results of the Student Services Tracking System 
 
Results  
 
After meeting with Emily Langdon, our Assessment Coordinator, I was able to more clearly 
define a method for measuring this Student Learning Outcome (SLO).  Through the Student 
Services Tracking System we will select one or two simple services (provided by the SFC) to 
determine if students are starting to understand these concepts.  For this year we have decided 
to look at Add/Drop transactions.  This is a simple service provided by our unit with clear 
deadlines that are widely published.  Overtime we hope to see that the service statistics will 
decrease as students progress through their academic career.  From this year’s tracking we 
learned that seniors had the highest (40%) amount of inquiries within this subject, sophomores 
came in second (25%) and juniors came in third (18%).  These results are showing us the 
complete opposite of what we are hoping to accomplish.   
 
 
Conclusions  
 
There are a handful of factors that could be contributing to these results.  First, seniors tend to 
have very specific needs regarding courses; in their last year they are trying to complete final 
degree requirements.  One problem they may encounter is finding that some of these courses 
are full by the time they attempt to enroll.   Full courses will require students to gain approval 
prior to manually enrolling in the course.  The high number of sophomores coming in for this 
same service may be attributed to it being their first or second time completing this task outside 
of a New Student Orientation.  As our University has gotten larger the amount of hands-on 
instruction provided at Orientation, regarding the registration process has diminished.  As such, 
sophomores may be finding that they lack the necessary tools for completing this process on 
their own.  The statistics for juniors are near the expected level.  If our goal is to see a decrease 
in the need for this service, throughout an academic career, then juniors should rank as the 3rd 
highest group of students coming in for add/drop assistance.  Being that this is our first year of 
examining this data, our results and conclusions are somewhat shallow.   The 10-11 
Assessment Plan should be able to provide information about any trends that may emerge and 
draw conclusions to any comparative data.   
 
 
 
Student Learning Outcome #2 
Clearly articulate—preferably in a sentence or two—your second SLO and include it here. 
Reminder: Learning Objectives address what a student learns or how a student changes by 
participating in the program or utilizing the service.  Student Affairs Learning Outcomes are 







listed above. Please provide the reader with a context as to why this PO is important to 
measure. 
 
 
Students will learn civic responsibility through the services provided at the SFC.  SFC staff will 
provide students with the necessary tools and instructions for meeting University dates, 
deadlines, submitting information via our My.UCMerced.edu portal and providing accurate 
timely information to requesting agencies. 
 
 
Measures 
Note: Measures describe the methodology and timeframe for data collection.  Measures also 
should identify the population being surveyed and/or tested.  
Write a short paragraph that describes the measure(s) you used to determine the extent 
to which SLO 2 was met. 
 
1.  Results from the online Student Service Time tracking database will provide information 
regarding the types of contacts we receive at the SFC.  These contacts can track the amount of 
frequency, type of service and number of contact for each student that is logged.  The desired 
results would indicate that a student would not visit the SFC for the same type of inquiry more 
than once. 
2.  Results from bi-annual SFC Customer Service Survey – all constituents are encouraged to 
complete the SFC Customer Service Survey 
 
 
 
Results  
 
Our Assessment Coordinator also helped us more clearly define methods for measuring our 
second Student Learning Outcome (SLO).   After some thought the aforementioned 
measurement number 2 may not be an effective method for gathering data about this SLO.  
Measurement number one can be examined by selecting a handful of students to monitor 
throughout their academic career.  Our desired expectation is to determine if their need for 
assistance has decreased during their time at UCM.  If their need for services has not 
decreased then we would also want to examine the type of inquiries they are having.  For 
example, as a freshman a student may come to the SFC twice, once for help with 
adding/dropping courses and once for questions about their bill.  As a senior this same student 
may still come in twice but now they are coming to see us for assistance with their Declaration 
of Candidacy and transcripts for applying to grad school.  09-10 is our inaugural year for 
tracking this information; as such we do not have any results to report in this years Assessment 
Plan.   
 
Conclusions  
 
At this time we have selected 5 students to monitor over the course of their academic career at 
UCM.  These students were selected because they had the highest amount of entries in our 
Student Services Tracking database for 09-10.  In 10-11 we will examine these same students 
to determine if our previously stated expectations are being met. 
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STUDENT LEARNING OUTCOMES & PROGRAM OBJECTIVES  
Rubric for Assessing the Quality of Student Learning Outcomes (LOs) and Program Objectives (POs) in Student Affairs 


Center for Research on Teaching Excellence, University of California, Merced (L.E. Martin) & UC Merced Division of Student Affairs 


Criterion1  Initial  Emerging Developed Highly Developed 


Alignment & 
Rationale 


There is no clear relationship 
between the unit’s POs or LOs and 
the unit’s goals and mission.  No 
explanation of the importance of 
the PO or LO to program 
improvement is provided.  


Most POs and LOs are directly 
related to the unit’s goals and 
mission. Some explanation of the 
importance of the PO or LO is 
provided.   


The unit’s POs and LOs clearly align 
with its goals and mission in an 
hierarchical fashion. The 
importance of each PO and LO is 
meaningfully articulated.  


The unit’s POs and LOs are 
targeted to improve key aspects of 
programming and services and 
thus, program goals. They reflect 
awareness of the professional 
standards of the field.  The unit’s 
goals and mission are tightly 
aligned with the mission of 
Student Affairs.   


Assessable 
Program 


Objectives 
(POs) 


POs are vague, non-specific. They 
do not describe program 
performance expectations related 
to quality, efficiency, etc. in a 
measurable way.  


Through the use of specific, active 
verbs some POs indicate how a 
program can demonstrate its 
performance in relation to quality, 
efficiency, etc.  


Each PO describes the quality, 
efficiency, etc. of performance in 
terms of demonstrable results, ex. 
“Increase student participation 
in…” or “Improve satisfaction...” 


POs describe specifically how a 
program will demonstrate its 
performance, including specific 
expectations for judging 
achievement. 


Assessable 
Student 
Learning 


Outcomes 
(LOs) 


LOs are vague, non-specific; do not 
describe learning expectations in a 
measurable way. LOs are confused 
with learning processes; ex. 
describe participation not the 
abilities students gain as a result of 
the educational experience.  


Through the use of specific, active 
verbs some LOs indicate how 
students can demonstrate their 
learning.  


Each LO describes how students 
can demonstrate their learning, ex. 
“Students can describe three 
strategies for…” 


LOs describe specifically how 
students can demonstrate their 
learning; staff have agreed on 
explicit criteria for student 
performance and identified 
examples of varying levels of 
performance for a given LO.    


Assessment 
Measures 


Selected measures are not clearly 
related to the stated PO or LO; the 
data or evidence will not enable 
evaluation of the extent to which 
the PO or LO was met.  


Most measures will generate data 
enabling some conclusion about 
the extent to which the PO or LO 
was met. That is, measures are 
related in some way to the POs or 
LOs.  May not provide the time 
frame for data collection or the 
population from which data will be 
collected. Lack criteria for 
evaluating degree of success. 


Measures identify the time frame 
for data collection and the 
population from which this 
information will be collected. Data 
enable conclusions that directly 
speak to the degree to which a PO 
or LO was met. Some describe 
criteria for success. May use 
multiple lines of evidence to 
strengthen conclusions.   


Selected measures align tightly 
with POs or LOs and involve, as 
possible, both direct and indirect 
lines of evidence. Measures specify 
the population, time frame, and 
establish criteria for success, ex. 
“85% of students will…” Criteria 
are benchmarked against previous 
performance and/or comparable 
programs/ institutions. 


Communi-
cation 


There is no plan for 
communicating POs or LOs to 
students and stakeholders.    


Plan for communicating POs and 
LOs to students and stakeholders is 
informal.  


POs and LOs are publically 
available. Formal plans exist to 
ensure regular and consistent 
communication. 


Plans for sharing POs and LOs 
include mechanisms to promote 
widespread awareness. Students 
maybe involved in LO assessment.   


                                                 
1 Based on the WASC Rubric for Assessing the Quality of Program Learning Outcomes. 







STUDENT LEARNING OUTCOMES & PROGRAM OBJECTIVES  
Rubric for Assessing the Quality of Student Learning Outcomes (LOs) and Program Objectives (POs) in Student Affairs 


Center for Research on Teaching Excellence, University of California, Merced (L.E. Martin) & UC Merced Division of Student Affairs 


 
This rubric has five major criteria: 
 


(1) Alignment:  Alignment describes the degree to which a program’s objectives and learning outcomes support attainment of its goals and 
mission. Are the objectives and outcomes tangentially or centrally related to the stated goals of the unit? As reported, do they address 
priorities in relation to these goals? Will assessment of these objectives and outcomes improve the program’s ability to provide key 
services and thereby to meet its goals?  


 
(2) Assessable Program Objectives: To be assessable, program objectives should include specific, active verbs with supporting details to 


describe how a program will demonstrate its performance related to service delivery involving issues like timeliness, efficiency (ex. 
numbers served), participant satisfaction, etc.  For example, a program might state that “By implementing X activity, unit X will increase 
the number of students using X service.”    


 
(3) Assessable Program Learning Outcomes:   To be assessable, program learning outcomes should include specific, active verbs with 


supporting details describing how students will demonstrate their learning.  Avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied.  For example, “Participants in X 
program will be able to identify three resources for improving their academic performance and describe how to access each.” 


 
(4) Assessment Measures:  To be valid, evidence or data must bear directly on the expectation(s) described by the text of the program 


objective or learning outcome and enable evaluation of the degree to which the objective or learning outcome was met.  For learning 
outcomes, valid evidence must also be aligned with the criteria2 used to evaluate student learning. Valid evidence also depends upon 
sample size or sampling approach, so as to enable the gathering of data that characterize the norm for the population being studied.  
Identifying criteria for success (ex. >90% of students will…) further clarifies expectations, particularly for external stakeholders.  It is 
important that these targets be realistic, for example grounded in performance measures observed at comparable institutions or 
previously in your own program, while simultaneously stretching the program to improve. 


 
Employing multiple lines of evidence can increase the utility of and confidence in assessment results and, in turn, actions taken on their 
basis. For example, assessment of a service-related objective might benefit from surveying aspects of user satisfaction while also gathering 
information on how users actually engage with the service.   


 
(5) Communication:  The success of many efforts to improve program performance is enhanced by student and stakeholder awareness. 


Programs should plan how they will share their program objectives and learning outcomes with relevant audiences.    
 








UNVERSITY OF CALIFORNIA                              ACADEMIC SENATE – Merced Division 
 


UNDERGRADUATE COUNCIL (UGC) 
 


 
PROCEDURES AND POLICIES FOR APPROVAL OF NEW UNDERGRADUATE 


COURSES AND UNDERGRADUATE COURSE CHANGES 
Revised by UGC – May 2009 


 
 
 
I. General Policy:  
  
According to the UCM Bylaws, Undergraduate Council (UGC) is charged on behalf of the  
Division to review and approve all new undergraduate courses and modifications to existing 
undergraduate courses, including withdrawal, conduct, credit valuation, description, and  
classification of existing courses. After an undergraduate course is approved by UGC, it is  
transmitted to the Registrar for inclusion in the electronic course system and the UCM  
Catalog. No undergraduate course can be offered for enrollment and no official change to an
 existing course can be made by the Registrar without UGC approval.  
  
Approval of new undergraduate courses and course modifications are transmitted to UGC 
via the existing web‐based system (http://crf.ucmerced.edu ).    
  
II. Procedure for CRF Submission:  
 


1. Submission  of  CRFs  to  UGC  for  approval  should  adhere  to  the  deadlines  in  the 
annual  calendar  prepared  by  UGC.  Note  that  UGC  will  not  consider  CRFs  for 
approval during winter break or during summer. 


 
2. All CRFs must  be  approved  by  the Curriculum Committee  (CC)  of  the  School  (or 
other faculty committee designated to review curricular matters) submitting the CRF, 
and be approved by the Dean of the School (or designee), before the CRF is submitted 
for UGC approval. It is the responsibility of the School CC to review course content, 
programmatic  contribution,  overlap with  other  courses,  and  resource  implications 
within the context of the specific program in the School.  


 
3. New courses should be indicated on the CRF and should be accompanied by a 1 to 2‐
page course outline  (not a  full course syllabus) summarizing  the course content and 
purpose, goals for student learning outcomes, how such goals connect to the program 
or degree objectives, and,  for  courses  satisfying General Education, how  the  course 
addresses  three  or  more  of  the  Guiding  Principles  for  General  Education  at  UC 
Merced. The content of the course outline should also aid reviewers in understanding 
whether proper learning assessment tools are part of the course and include sufficient 
information  on  format,  topics,  and  the  types  of  readings  (e.g.,  textbooks,  novels, 
essays,  journal  articles,  etc.)  to  adequately  assess  student workload  and  potential 
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overlap with  other  existing  or proposed  courses. The  course  outline  is  intended  to 
give reviewers information about the general nature and subject of the course ‐ actual 
details  of  the  course  (e.g.,  specific  lecture  topics  or  emphasis,  readings,  or  student 
assignments) may vary with course delivery and instructor. 


 
4. Modifications  to an existing course should be  indicated on  the CRF. Instructors should 
indicate  briefly  in  the  explanation  box  the  reason  for  the proposed  change(s)  (e.g., 
change in prerequisite, update of course description, reason for change in units, etc.). 


 
5. Cross‐listed  courses  are  those  undergraduate  courses  (numbered  1  to  199)  that  have 
different prefixes, names, and/or course numbers but are intended to be offered as the 
same  course  (i.e.,  same meeting  time,  requirements, units,  and  course description). 
Each  course  that  is  cross‐listed with  another  course must  have  its  own  CRF  that 
indicates  the  corresponding  cross‐listed  course. Cross‐listed  courses must  have  the 
same course requirements, number of units, prerequisite courses, course description, 
and  anticipated  resources.  If  cross‐listed  courses  originate within different  Schools, 
each School CC must approve the course and the Dean of each School must approve 
the CRF. 


 
6. Conjoined courses are those courses that are taught concurrently as both an advanced 
upper division undergraduate and an  introductory graduate course.   As per SR 762, 
undergraduate  and  graduate  versions  of  conjoined  courses  “must  have  clearly 
differentiated  and  unique  performance  criteria,  requirements,  and  goals.”    Each 
course that is conjoined with another course must have its own CRF that indicates the 
corresponding conjoined course. The graduate version of the course must be reviewed 
and approved by GRC. 


 
7. Questions regarding the electronic system submittal should be addressed to 
support@eng.ucmerced.edu 


 
8. Complete CRFs will be transmitted to UGC for review. The following criteria will be 
used by UGC in its review: 


 Are the standards of the proposed course consistent with the standards for 
other courses taught at UCM? 


 Is the level appropriate (lower division, upper division)? Are the prerequisites 
for the course consistent with the level? 


 Is the instructional format justified (lecture, lab, etc.)? Is the unit value for the 
course  justified?  Is  there  an  appropriate workload  for  the  number  of  units 
offered (governed by SR 7601 )? 


 


 


 


 


1 SR 760: The value of a course in units shall be reckoned at the rate of one unit for three hours’ work per week 
per term on the part of a student, or the equivalent. 



mailto:support@eng.ucmerced.edu





UNVERSITY OF CALIFORNIA                              ACADEMIC SENATE – Merced Division 
 


 If a  course  is  listed  for variable units, does  the description  specify how unit 
value will be assigned? Are requirements clearly delineated for unit value? 


 Does the course appear to fit within the major or minor curriculum or subject 
area? If an interdisciplinary or cross‐listed course, are the subject areas and/or 
content described? 


 Does  the course overlap with another course? Some units may offer courses 
with  similar  subject  matter,  but  with  different  disciplinary  perspectives; 
however,  potential  overlap with  another  course  should  be  explained  in  the 
CRF or attached course outline. 


 Is  the  course  description  for  the  Catalog  correct  and  consistent  with  the 
information given in the CRF? 


 Are  the  anticipated  resources  consistent  with  the  course  format  and 
description? 


 
Additional review criteria for cross‐listed courses are: 


 Do  cross‐listed  courses  have  identical  requirements,  units,  descriptions, 
prerequisites, and resource requirements? 


 Cross‐listed courses must be approved by all of the participating Schools and 
approved by the Dean of each participating School.  


 
Additional review criteria for conjoined courses are: 


 Do  conjoined  courses have  sufficient overlap  in  course  structure  to  facilitate 
concurrent  instruction  of  both  advanced  undergraduates  and  graduate 
students? 


 Are performance criteria,  requirements, and goals of  the undergraduate and 
graduate versions of the course clear and distinct? 


 Conjoined  courses  must  also  be  approved  by  the  Graduate  and  Research 
Council. 


 
9. If  UGC  requires  further  information  or  indicates  that modification  of  the  CRF  is 
needed, the Senate Analyst, on behalf of UGC, will notify the School of the request. It 
is  the  responsibility  of  the  School  and/or  the  instructor  responsible  for  the CRF  to 
provide the requested information or modification to the CRF in a timely fashion. 


 
Once  a  course  is  approved  by  UGC,  the  Senate  Analyst  will  notify  the  Registrar.  The 
Registrar will notify the originating School of approval and the course will be entered  into 
the Catalog. 
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GRADUATE COURSE APPROVAL AND CRF PROCESS  
Requests for new graduate courses and course modifications are transmitted to GRC using the existing 
Course Request Form (CRF) in Excel spreadsheet format. Transition to a web‐based format is foreseen in 
the near future.  
 
Procedure for CRF submission for graduate courses:  
 
Note: Throughout this document, the term ”Graduate Group“ refers to either a stand-alone graduate group 
or a graduate emphasis area within the Interim Individual Graduate Program. Our interpretation of UCM 
and system-wide bylaws is that GRC has no jurisdiction over courses offered by approved graduate 
programs; that authority is granted to the faculty in the program. For consistency and bookkeeping 
purposes, however, we are requesting that all graduate course requests follow the procedure given below. 
Course requests from groups that have been granted full graduate program status require approval only 
from the Registrar’s office and not from GRC.  
 
1. All CRFs must be approved by a vote of the faculty of the submitting Graduate Group or by a committee 
to which that authority has been delegated. Documentation of approval by the Graduate Group, usually in 
the form of a cover letter from the group chair, must accompany submission of the CRF. All CRFs must 
also be signed by the faculty member proposing the course or course change and by the lead Dean for the 
submitting graduate group. It is the responsibility of the Graduate Group faculty to review course content, 
programmatic contribution, overlap with other courses, resource implications within the context of the 
relevant graduate program(s), WASC compliance, and need for submission of a Substantive Change 
Proposal to WASC.  The campus WASC Academic Liaison Officer (ALO) and the WASC Substantive 
Change Specialist will assist faculty in determining if a Substantive Change Proposal to WASC is 
necessary.  Program modifications that require a Substantive Change Proposal include introduction of a 
new degree, new modalities, introduction of a new off-campus site, or change in duration of a program (see 
February 5, 2009 WASC Steering Committee Memo for more information on triggers for substantive 
change). 
 
2. New courses should be indicated as such on the CRF and should have attached a WASC compliant 
syllabus providing the course goals/objectives, student learning outcomes, contact information, class 
policies, academic integrity policy, disability services information, course schedule/assignments/resources, 
and assessment/grading policy. Beginning in Fall 2009, the syllabus should also explain what the course 
contributes to the student's overall education (its relationship to the Program Learning Outcomes) and how 
it enriches (rather than duplicates, for example) the existing curriculum (i.e. the course's relationship to 
extant courses).   Resources for formulating a WASC compliant syllabus are available through the Center 
for Research on Teaching Excellence at http://crte.ucmerced.edu. 
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Undergraduate Council (UGC) 


 


 
Review and Approval of Undergraduate Degree Programs 


 
I.  General Policy: 
 
According to the UCM by-laws, the Undergraduate Council (UGC) is charged on behalf of the 
Division to approve proposals from Schools and Colleges for new, or substantive change to 
existing undergraduate majors, minors, and certificates.  UGC’s primary responsibility is to 
review the academic merit, value, and contribution of new majors or substantive changes to 
existing majors to undergraduate education at UCM.  Because the delivery of major degree 
programs entails use of university resources, the Academic Senate Committee on Academic 
Planning and Resource Allocation (CAPRA) consults on the resource implications of the 
proposed program or other significant change.  Following WASC guidelines, for the purposes of 
this document substantive change includes: (1) new undergraduate majors, including joint degree 
programs; (2) new modalities of degree delivery; (3) use of new off-campus sites; or (4) change 
in duration of a degree program.  
 
II. Format for Proposals for New or Substantive Change to Undergraduate Degree 
Programs: 
 
Academic units proposing a new degree program or substantive change to an existing degree 
should follow the format below:  
 
1. New or substantively revised program description and rationale:  Describe the focus of the 
proposed program or revision and discuss the rationale for the program as proposed.  Describe 
how the new or substantively revised degree program will contribute to undergraduate education 
at UCM.  If pertinent, include job market demand, graduate education/professional school 
prospects for majors, and expected student demand.  If this is not a standard major in name or 
program design, or it is an interdisciplinary program, describe the program elements and provide 
justification for them.  Discuss overlaps with, or complements to, existing undergraduate degree 
programs. 
 
2. Program requirements: List lower division and upper division course requirements, including 
lower division preparatory courses required outside the major and upper division course 
requirements outside the major field.  Enumerate program learning goals and outcomes, and 
articulate how course requirements or program changes address intended learning outcomes.  
Discuss how outcomes assessment will be accomplished.  Indicate the minimum and maximum 
credits allowable for major.  The proposal must include the following: 
 A sample program for a major, showing all requirements and examples of elective courses 


within and outside the major.  
 Demonstrate how a student can complete major, including all prerequisites, in four years. 


Describe how transfer students will be able to satisfy degree requirements in two years.  
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 Indicate the availability of suitable preparatory courses at community colleges.   
 Indicate any unique courses that will be required for completion prior to the junior year.  
 Draft text for the catalog description. 


 
3. Accreditation (if applicable): Describe requirements for programmatic accreditation and plans 
for achieving that accreditation, if required or desirable.  
 
4. Resource needs and plan for providing them:   


 Indicate faculty who will support the program, either current or under recruitment.  The 
proposal should explicitly show how all required courses will be offered by faculty 
members and a course schedule for delivery.   


 Indicate needs for specialized staff (FTE amount). 
 Indicate amount of specialized space needed (e.g., teaching labs, studios, performance 


space, etc.) other than standard classroom or lecture space.   
 Indicate library resources needed and include a statement from University Librarian on 


plans for providing resources for the program. 
 If applicable, include needs for instructional computing resources. 
 If applicable, describe resource needs for field studies or other off-campus activities. 
 Include needs for any other specialized facilities or other resource needs, including special 


student support services. 
 If the proposal is for a change to an existing program, the resource implications of the 


change relative to the existing program should be discussed.  
 


If resources for the program are to be provided by units other than the Dean of the School 
housing the program (e.g., by the Chief Information Officer, Vice Chancellor for Student Affairs, 
off-campus or non-UCM affiliates), documentation of the resources to be provided should be 
included.  
  
5. Potential for non-majors to participate:  Describe how non-majors may participate in the 
program at the lower division or upper division.  
 
6. Timetable for implementation: Include plans and a timetable for initiating and building the 
program. Will the program be implemented at both the freshman and junior levels or phased in 
over a period of time?  
 
III. Approval Process: 
  
1. Prior to submission of a program proposal for UGC approval, it must be included in the 
University Five Year Perspectives report (submitted annually by the university to the Office of 
the President).  A brief program description should appear in the report at least one year, but 
preferably two years, before implementation.  
 
2. Faculty are responsible for developing the degree program proposal, in consultation with the 
School Dean.  The proposed program must be approved by the faculty of the School (or other 
designated faculty unit).  A memo from the School faculty reporting the vote of the faculty and 
any faculty discussion pertinent to the proposal should be included with the proposal.  The Dean 
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submits the proposal to the Academic Senate with his/her endorsement.  Schools are encouraged 
to submit proposals for new degrees to UGC at least 9 months prior to the desired date of degree 
initiation to allow sufficient time for review and approval by both UGC and WASC.  
 
3. The proposal is reviewed by UGC for academic merit, and by CAPRA, in consultation with 
the Executive Vice Chancellor/Provost, on resource implications.  If needed, UGC may consult 
with individuals external to the committee to provide additional expertise or comment.  
 
4. Undergraduate Council either approves or disapproves program.  
 
5. If approved, the Registrar, the Academic Senate, and the Office of the President are notified.  
 
6. If approved, UGC notifies the responsible School or College which must, in turn, notify the 
campus WASC Academic Liaison Officer (ALO) and WASC Substantive Change Specialist.  
  
7. With the assistance of the ALO and Specialist, the responsible faculty must prepare and 
submit required Substantive Change documentation for WASC review.  Until such time as 
WASC has completed the substantive change review process and approval has been received, all 
public publications or announcements regarding new degree programs should contain an asterisk 
or footnote indicating that the program is “pending the review of our accreditation agency, the 
Western Association of Schools and Colleges (WASC).” 
 
8. The ALO will notify UGC, the Registrar, and the School when WASC review is complete. 
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STATE OF CALIFORNIA
February 1, 1960


HON. GLENN M. ANDERSON


President of the Senate, and MEMBERS OF THE SENATE


Senate Chamber, Sacramento


HON. RALPH M. BROWN


Speaker of the Assembly, and MEMBERS OF THE ASSEMBLY


Assembly Chamber, Sacramento


GENTLEMEN:
Assembly Concurrent Resolution No. 88, adopted in the 1959 ses-


sion, provides that “. . . the State Board of Education and The
Regents of the University of California are requested to report on
the subject of this resolution to the Legislature at its 1960 regular
session within three days of the convening thereof. . . .” Pursuant
to this resolution, we now transmit the study requested, which is en-
titled A Master Plan for Higher Education in California, 1960-1975.
The Liaison Committee plans later to publish this report for wider
distribution, at which time the supporting data may be further re-
fined. The Liaison Committee also plans to issue the reports of the
Technical Committees as separate documents.


We are glad to inform you that these recommendations set forth
in Chapter I of this report were unanimously approved in principle
by The Regents of the University of California and the State Board
of Education meeting in joint session on December 18, 1959. Because
of the enthusiastic endorsement of these recommendations by our two
boards and their wide acceptance by our faculties, the press in Cali-
fornia, and many informed citizens, we are anxious to have them
fully implemented.


Accordingly, the full resources of our respective offices are avail-
able to assist in any way to carry out those of the recommendations
requiring legislative action. Since the remaining recommendations
already have the approval of our boards, we shall proceed without
delay with their implementation.


Respectfully submitted,


President of the University of California


Superintendent of Public Instruction
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STATE OF CALIFORNIA


January 29, 1960


TO: Liaison Committee of the State Board of Education and
The Regents of the University of California


FROM:     Master Plan Survey Team


SUBJECT: Transmission of A Master Plan for Higher Education in
California, 1960-1975


Assembly Concurrent Resolution No. 88, approved by the 1959
Legislature, requests the Liaison Committee “. . . to prepare a
Master Plan for the development, expansion, and integration of the
facilities, curriculum, and standards of higher education, in junior
colleges, state colleges, the University of California, and other insti-
tutions of higher education of the State, to meet the needs of the
State during the next 10 years and thereafter . . . ” and to transmit
that plan ““. .  .  to the Legislature at its 1960 regular session within
three days of the convening thereof. . . .”” Accordingly, the Com-
mittee at its meeting on June 3, 1959, took the two following actions,
both subsequently endorsed by the two governing boards:


1. Approved the general outline for the study and the major prob-
lems to be included.


2. Created a study committee (later called the Master Plan Survey
Team) and delegated to it responsibility for developing the
plan in accordance with the approved outline.


The Master Plan Survey Team now transmits its report to the
Liaison Committee. In so doing it comments as follows:


1. Despite widely divergent views held by different members of
the team as to how higher education in California should de-
velop in the future, the sixty-three recommendations made to
the Committee were approved by the team without a single
dissenting vote.


2. The suggestions made by the Liaison Committee for clarification
and modification of the Survey Team’s recommendations were
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of such a constructive character that the team accepted those
changes. Consequently, the wording of the recommendations as
approved by the two governing boards in Chapter I is identical
with that found in the body of the report.


The team wishes to record its deep appreciation particularly to the
Technical Committees, which provided much of the basic information
underlying the Master Plan Survey report, to the Joint Advisory
Committee, and to the Office of Publications of the University of
California for assistance in editing and producing both this report
and those of the Technical Committees. In addition, the team is most
appreciative of the fine co-operation on the part of administrators
and staff of both public and private institutions of higher education
in the state, members of the Legislature, other departments of the
State government, and many other persons who contributed to the
completion of this report within the time schedule. The Survey Team
also wishes to express its deep regret at the untimely death during
the course of the survey of Herman A. Spindt, Chairman of the Tech-
nical Committee on Selection and Retention of Students.


Respectfully submitted,


MASTER PLAN SURVEY TEAM


Arthur G. Coons, Chairman; President, Occidental College


Arthur D. Browne, Joint Staff Member, State Colleges;
Specialist in Higher Education, State Department of
Education


Howard A. Campion, Joint Staff Member, Junior Colleges;
Associate Superintendent, Los Angeles Public Schools,
Retired
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Glenn S. Dumke, Representative, State Colleges; President,
San Francisco State College


Thomas C. Holy, Joint Staff Member, University of California;
Special Consultant in Higher Education, University of
California


Dean E. McHenry, Representative, University of California;
Professor of Political Science, University of California,
Los Angeles


Henry T. Tyler, Representative, Junior Colleges; Executive
Secretary, California Junior College Association


Robert J. Wert, Representative, Independent Colleges and
Universities; Vice-Provost, Stanford University
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PREFACE


The recommendations contained in the Master Plan for Higher
Education are set forth in Chapter I of this publication. Some of
the factors which brought about the passage of Assembly Concur-
rent Resolution No. 88, the authority for this study, are presented
in Chapter II. Among these were the rapidly mounting enrollments
in the state’s institutions of higher education, the state’s financial
outlook, and a growing concern that competition and unnecessary,
wasteful duplication between the state colleges and the University
of California might cost the taxpayers millions of dollars.


Governor Edmund G. Brown called a Special Session of the 1960
Legislature which considered recommendations in this report requir-
ing legislative action. Appendix I gives a summary of these actions.


The basic issue in the development of the Master Plan for Higher
Education in California is the future role of the junior colleges, state
colleges, and the University of California in the state’s tripartite
system and how the three segments should be governed and co-ordi-
nated so that unnecessary duplication will be avoided. This is not
a new problem in California. As early as 1899, the California Edu-
cational Commission of 70 members was created to examine the
state’s educational program. One of its recommendations called for
“a uniform board for the governing of normal schools.” This recom-
mendation was subsequently enacted into a law which placed the
normal schools under the State Board of Education.


After careful consideration of this basic issue, the Master Plan
Survey Team concluded that structure, function, and co-ordination
were all so closely interrelated that they must be dealt with as a
single problem. Moreover, the team concluded that the primary role
of each of the three public segments and their relationship one with
another were so basic to their orderly development that these roles
and these relationships ought to be a part of the State Constitution.
Accordingly, there is recommended the addition of a new section
to Article IX of the Constitution which defines the primary role of
each of the three public segments and the machinery for their co-
ordination.
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In addition to the constitutional amendment, the Master Plan
Survey includes some 60 other recommendations relating to various
aspects of higher education in the state, all designed to provide edu-
cational opportunity to qualified students at a minimum cost to the
taxpayer.


The Master Plan Survey Team recognizes the great contribution
private colleges and universities have made and will continue to
make to the state. It has included these institutions in the recom-
mended state-wide co-ordinating agency with the opportunity for an
authentic voice bearing on policies directly affecting their welfare.


The Master Plan Survey Team believes in the validity of the
recommendations of this report, which have been unanimously ap-
proved in principle by both The Regents of the University of Cali-
fornia and the State Board of Education. If the recommendations
are carried out and the Constitution amended as indicated, California’s
tripartite system of public higher education, long admired by other
states, will be saved from destruction by unbridled competition. If
these actions now recommended are taken, California will again
pioneer in the field of higher education, its system a model of co-
operation for the whole nation.
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CHAPTER I


R E C O M M E N D A T I O N S


Assembly Concurrent Resolution No. 88, enacted by the 1959
Legislature, requested the Liaison Committee of the State Board of
Education and The Regents of the University of California “. . . to
prepare a Master Plan for the development, expansion, and integra-
tion of the facilities, curriculum, and standards of higher education,
in junior colleges, state colleges, the University of California, and
other institutions of higher education of the State, to meet the needs
of the State during the next ten years and thereafter. . . .”


Pursuant to this request the Liaison Committee, through its Master
Plan Survey Team, developed such a plan and transmitted it to a
joint session of The Regents of the University of California and the
State Board of Education on December 18, 1959. At that time the
following resolution was adopted by unanimous vote of the 21
Regents and nine State Board members present:


BE IT RESOLVED by The Regents of the University of California and
the State Board of Education, in joint meeting, that the accompanying recom-
mendations of the Liaison Committee, based upon the report of the Master
Plan Survey, be approved in general principle.


The recommendations of the Liaison Committee presented to the
joint session of the two boards in Berkeley follow: 1


To THE REGENTS OF THE UNIVERSITY OF CALIFORNIA
AND THE STATE BOARD OF EDUCATION :


Your Liaison Committee reports that, pursuant to the provisions of Assembly
Concurrent Resolution No. 88, adopted by the Legislature in 1959, and pursuant
to action taken by the two Boards in joint session on April 15, 1959, it has
directed a basic study and the preparation of a Master Plan for Higher Education
in the State of California to meet the needs of the State during the next ten years
and thereafter; and as a result of said Study recommends as follows:


STRUCTURE, FUNCTION, AND CO-ORDINATION (See Chapter III)


It is recommended that:
1. An amendment be proposed to add a new section to Article IX of the Cali-


fornia Constitution providing that: Public higher education shall consist of
1 The original order of the recommendations has been changed to correspond with the order of


the chapters dealing with them in this publication.


[ I ]
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2.


the junior colleges, the State College System, and the University of Cali-
fornia. Each shall strive for excellence in its sphere, as assigned in this sec-
tion.


The junior colleges shall be governed by local boards selected for the pur-
pose from each district maintaining one or more junior colleges. The State
Board of Education shall prescribe minimum standards for the formation
and operation of junior colleges, and shall exercise general supervision over
said junior colleges, as prescribed by law. Said public junior colleges shall
offer instruction through but not beyond the fourteenth grade level includ-
ing, but
courses


not
for


limited to, one or more of the following: (a) standard collegiate
transfer to higher institutions, (b) vocational-technical fields


leading to employment, and (c) general, or liberal arts courses. Studies in
these fields may lead to the Associate in Arts or Associate in Science degree.
Nothing in this section shall be construed as altering the status of the junior
college as part of the Public School System as defined elsewhere in the
Constitution.


3. The State College System:


a. Shall constitute a public trust, to be administered by a body corporate
known as “The Trustees of the State College System of California” with
number, term of appointment, and powers closely paralleling those of the
Regents.


b. The board shall consist of five ex-officio members: the Governor, the
Lieutenant Governor, the Speaker of the Assembly, the Superintendent
of Public Instruction, and the chief executive officer of the State College
System; and 16 appointive members appointed by the Governor for
terms of 16 years. The chief executive officer of the State College System
shall also sit with The Regents in an advisory capacity, and the President
of the University of California shall sit with the Trustees in an advisory
capacity. The members of the State Board of Education shall serve ex
officio as first Trustees, being replaced by regular appointees at the expi-
ration of their respective terms.


c. The state colleges shall have as their primary function the provision of
instruction in the liberal arts and sciences and in professions and applied
fields which require more than two years of collegiate education and
teacher education, both for undergraduate students and graduate students
through the master’s degree. The doctoral degree may be awarded jointly
with the University of California, as hereinafter provided. Faculty re-
search, using facilities provided for and consistent with the primary func-
tion of the state colleges, is authorized.


4. The University of California shall be governed by The Regents as provided
in Section 9 of Article IX of the California Constitution. The University
shall provide instruction in the liberal arts and sciences, and in the pro-
fessions, including teacher education, and shall have exclusive jurisdiction
over training for the professions (including but not by way of limitation),


2 The draft of the proposed constitutional amendment by mutual agreement omits the phrase
“including but not by way of limitation.”







RECOMMENDATIONS 3


dentistry, law, medicine, veterinary medicine, and graduate architecture. The
University shall have the sole authority in public higher education to award
the doctor’s degree in all fields of learning, except that it may agree with
the state colleges to award joint doctor’s degrees in selected fields. The
University shall be the primary state-supported academic agency for re-
search, and The Regents shall make reasonable provision for the use of its
library and research facilities by qualified members of the faculties of other
higher educational institutions, public and private.


5. An advisory body, the Co-ordinating Council for Higher Education:
a. Shall consist of 12 members, three representatives each from the Univer-


sity, the State College System, the junior colleges, and the independent
colleges and universities. The University and the State College System
each shall be represented by its chief executive officer and two board
members appointed by the boards. The junior colleges shall be repre-
sented by (1) a member of the State Board of Education or its Chief
Executive Officer; (2) a representative of the local governing boards;
and (3) a representative of the local junior college administrators. The
independent colleges and universities shall be represented as determined
by agreement of the chief executive officers of the University and the
State College System, in consultation with the association or associations
of private higher educational institutions. All votes shall be recorded, but
effective action shall require an affirmative vote of four of the six Uni-
versity and state college representatives; except that on junior college
matters the junior college representatives shall have effective votes; and
on the appointment and removal of a director of the Council all 12 shall
be effective.


b. A director of the staff for the Co-ordinating Council shall be appointed
by a vote of eight of the 12 Council members, and may be removed by
a vote of eight members of the Council. He shall appoint such staff as
the Council authorizes.


c. The Co-ordinating Council shall have the following functions, advisory
to the governing boards and appropriate State officials:
(1) Review of the annual budget and capital outlay requests of the Uni-


versity and the State College System, and presentation to the Gover-
nor of comments on the general level of support sought.


(2) Interpretation of the functional differentiation among the publicly
supported institutions provided in this section; and in accordance
with the primary functions for each system as set forth above, advise
The Regents and The Trustees on programs appropriate to each
system.


(3) Development of plans for the orderly growth of higher education
and making of recommendations to the governing boards on the need
for and location of new facilities and programs.


d. The Council shall have power to require the public institutions of higher
education to submit data on costs, selection and retention of students,
enrollments, capacities, and other matters pertinent to effective planning
and co-ordination.
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SELECTION AND RETENTION OF STUDENTS  (See Chapters IV and V)


VALIDITY OF ENTRANCE REQUIREMENTS


It is recommended that:
1. The junior colleges, state colleges, and University make statistical studies


of their entrance requirements, and report annually, in standard form, to
the co-ordinating agency on validity judged by: (a) scholastic success,
(b) persistence, (c) rate of dismissal, and (d) scores on standard tests.


2. Each public segment report annually to the co-ordinating agency
ing standards, providing data on such matters as the following:


on its grad-


a. Distribution of undergraduate grades awarded(proportion of each grade
given for each institution, department, and bylower and upper division).


b. Its grading differential with other institutions or segments as computed
from the records made by transfers.


ADMISSIONS POLICIES AND PROCEDURES


It is recommended that:
1. In order to raise materially standards for admission to the lower division,


the state colleges select first-time freshmen from the top one-third3 (331/3


per cent) and the University from the top one-eighth4 (12½ per cent) of all
graduates of California public high schools with:


a. Continuation of existing special programs and curricula involving excep-
tions to this rule subject to approval by the respective boards, and these
to be kept to a minimum, and those that are continued to be reported
annually to the co-ordinating agency. Any new special programs and
curricula involving such exceptions to be approved by the co-ordinating
agency.


b. Graduates of private and out-of-state secondary schools to be held to
equivalent levels.


2. Implementation of Recommendation Number 1 to be left to the two systems
with the following provisions :
a. Each to have the new requirements in force for students admitted for


Fall, 1962.
b. Inasmuch as the Survey Team favors acceptance in both systems of a


requirement that all, or almost all, of the recommending units for ad-
mission shall be in college preparatory courses, that the application of
such a requirement be carefully studied during 1960, and this principle
be applied as fully as possible throughout both systems.


3. For both the state colleges and the University, freshman admissions through
special procedures outside the basic requirements of recommending units of
high school work and/or aptitude tests (such as specials and exceptions to
the rules) be limited to 2 per cent of all freshman admissions in each sys-
tem for a given year. Furthermore that all “limited” students be required to
meet regular admission standards.5


3 As defined by the state college system.
4 As defined by the University of California.
5 State Board of Education action makes this effective Fall of 1960.
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RECOMMENDATIONS 5


Junior college functions now carried by state colleges and nondegree lower
division programs at any state college or University campus (other than
extension) be subject to the following rule:


The equivalent of junior college out-of-district tuition be charged begin-
ning in Fall, 1960, against the counties of residence of all lower division
students who are ineligible to admission by regular standards, and the funds
collected paid to the General Fund of the State.


Furthermore, that such junior college functions now carried by state
colleges at State expense be terminated not later than July 1, 1964, all
admittees thereafter being required to meet standard entrance requirements.


5. The state colleges and the University require a minimum of at least 56 units
of acceptable advanced standing credit before considering the admission of
applicants ineligible to admission as freshmen because of inadequate grades
in high school, except for curricula that require earlier transfer,6 and except
also that each state college and campus of the University, through special
procedures developed by each, be permitted to accept for earlier transfer
not more than 2 per cent of all students who make application for advanced
standing in any year.


6. Undergraduate applicants to the state colleges and the University who are
legally resident in other states be required to meet higher entrance require-
ments than are required of residents of California, such out-of-state appli-
cants to stand in the upper half of those ordinarily eligible. Furthermore,
that there be developed and applied a common definition of legal residence
for these public segments.


7. A study of the transfer procedures to both the University and the state
colleges be undertaken through the co-ordinating agency during 1960 with
the view of tightening them. Evidence available to the Master Plan Survey
Team indicates the need for such action.


8. A continuing committee on selection, admission, and retention as a part of
the co-ordinating agency be established, to make further studies in these
fields (see Recommendations 1 and 2, under “Validity of Entrance Require-
ments,” page 4), and to report annually to the appropriate agencies and
persons on the following practices:


a. Transfer procedures as indicated in Recommendation 7


b. State college and University procedures in admission to the graduate
division


c. The desirability of differing standards of admission for the varying pro-
grams within each segment of publicly supported institutions


9. Private institutions of higher education in California in the approaching
period of heavy enrollments strive for increased excellence by adopting
rigorous admission and retention standards.


6 Both systems have adopted 60 unit rules for such transfer students, but each left a way to
bypass it. The state colleges allow admission on 24 units with a B average; the University, on
30 or more with a 2.4 grade-point average and a satisfactory score on the Scholastic Aptitude
Test.







7 It is estimated that this recommendation would result in the transfer of some 40,000 lower
division students to the junior colleges by 1975. It is expected that the recommendation to select
state college students from the upper 33 1/3 per cent of all public high school graduates and the
University from the upper 12½ per cent, together with the recommendation that all “limited”
students be required to meet regular admission requirements, will make up another 10,000.


In view of the need to divert more college graduates into teaching and the
need for more funds to provide fellowship assistance to those in graduate
training, a new State Graduate Fellowship Program be established to ac-
complish these purposes and to assist in making it possible for graduate
schools to operate at as near capacity as possible.


5.


4. In addition to the State Scholarship Program a new and separate bill be
enacted to provide subsistence grants to recipients of State scholarships, the
amount of such grants to be based on the financial need of the individual
students, the maximum amount being that necessary to defray expenses of
room and board at the average of such charges to the student in institu-
tionally operated student residences.
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RETENTION 


It is recommended that:
1. Each segment strive for greater uniformity in policy and practices on pro-


bation and dismissal; that among segments where the programs are com-
parable, an effort be made to secure uniformity in policy and practices on
probation and dismissal; and that each segment report annually full reten-
tion statistics to the co-ordinating agency.


DISTRIBUTION OF LOWER DIVISION STUDENTS


It is recommended that:
1. In order to implement more fully the action of The Regents of the Univer-


sity of California and the State Board of Education in 1955, “the University
of California emphasize policies leading to the reduction of lower division
enrollments in relation to those of the upper and graduate divisions, and
the state colleges pursue policies which will have a similar effect,” the per-
centage of undergraduates in the lower division of both the state colleges
and the University be gradually decreased ten percentage points below that
existing in 1960 (estimated to be 51 per cent in both segments) by 1975.
It is further recommended that the determination of the means by which
this recommendation can best be carried out, be the responsibility of the
governing boards.7


STATE SCHOLARSHIPS AND FELLOWSHIPS


It is recommended that:
1. The present scholarship program be expanded to include additional scholar-


ships to provide for the rapidly increasing number of qualified applicants.


2. The amount of the scholarship be increased to compensate for additional
educational costs since the original stipend was established.


3. In the event a State scholarship recipient elects to attend a junior college
before entering a four-year institution, his scholarship be retained for him,
provided his junior college record meets the level required by the State
Scholarship Commission.
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INSTITUTIONAL CAPACITIES AND AREA NEEDS (SEE CHAPTER VI)


UTILIZATION OF PHYSICAL PLANTS


It is recommended that:
1. The standard utilization of classrooms in the junior colleges, state colleges,


and the University of California be at the maximum practicable levels, but
in no case shall [use of classrooms] average less than 30 scheduled hours per
week, with class enrollments after the first month of the term averaging 60
per cent of room capacity.


2. The standard room utilization of teaching laboratories in the junior colleges,
the state colleges, and the University of California be at the maximum prac-
ticable levels, but in no case shall [use of laboratories] average less than 20
scheduled hours per week, with class enrollments after the first month of the
term averaging 80 per cent of room capacity.


3. In determining the need for instructional facilities in the junior colleges,
state colleges, and campuses of the University of California, these factors
be taken into account:


a. The two recommended standards of utilization


b. The space standards as found in Tables 33, 34, and 36 of A Restudy of
the Needs of California in Higher Education8 (with such modifications
as changes in the present differentiation of functions among the public
segments may justify).


c. The number of FTE (full-time equivalent) 9 students used in projecting
building requirements be limited to those to be instructed in the day
program, that is, from 8:00 a.m. to 5:00 p.m.


4. In the scheduling of classes greater use be made of the late afternoon and
evening hours and when possible of Saturday, thereby making the achieve-
ment of the foregoing utilization standards easier.


5. The scheduling of instructional facilities be centrally controlled on each
campus with such exceptions as may be approved by the appropriate govern-
ing board. (Examples of exceptions are the physical facilities for medicine,
law, and other areas where the facilities are designed for highly specialized
uses.)


6. The co-ordinating agency (or a continuing committee on plant problems
which it might create) undertake without delay the following studies:


a. A complete study of the current utilization in the junior colleges, state
colleges, and the University of California [no such study has been made
since 1953-54] for the specific purpose of making such modification in
the above-recommended standards of utilization as are justified by the
findings.


8 T. R. McConnell, T. C. Holy, and H. H. Semans, A Restudy of the Needs of California in
Higher Education. Sacramento: California State Department of Education, 1955, pp. 345, 348, 352.


9 The number of full-time equivalent students in an institution is determined by dividing by
30 the total number of units of credit for which all students are enrolled for a year.
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b. The possible economic and educational gains that might be effected by
the adoption of an articulated calendar for all segments of public higher
education in California.


7. Space provisions forhealth services be increasedto allow for infirmary care
on state college and University campuses wheredormitories are provided.


8. Inasmuch as the space standards found in A Restudy of the Needs of Cali-
fornia in Higher Education, in Tables 33, 34 and 36, were based on the then
existing functions of the state colleges and the University, such standards
be modified where agreed-upon changes in functions require different space
allocations.


9. In order to provide calendar arrangements that will both fit the public-
school year and permit fuller use of the state’s higher education physical
facilities :


a. Every public higher education institution, and private institutions as able,
offer academic programs in the summer months of unit value equivalent
to one-quarter of a year, one-half or three-quarters of a semester.


b. State funds be provided for the state colleges and the University of
California to offer during the full summer period academic programs on
one or more of the patterns indicated in (a) above for regular degree and
credential candidates who have met basic admission requirements.


c. The co-ordinating agency (or a continuing committee which it might
create) study during 1960 the relative merits of three-semester and four-
quarter plans for year-round use of the physical plants of both public
and private institutions, and on the basis of that study recommend a
calendar for higher education in California.


ENROLLMENT LIMITATIONS AND PROJECTED PLANT NEEDS


It is recommended that:
1. With respect to the establishment of new state colleges and campuses of the


University, the governing boards reaffirm their action taken in joint session
on April 15, 1959, to the effect that “no new State Colleges or campuses of
the University, other than those already approved, shall be established until
adequate Junior College facilities have been provided, the determination of
adequacy to be based on studies made under the direction of the Liaison
Committee of the State Board of Education and The Regents of the Uni-
versity of California . . . ” with the further provision that the new state
colleges and campuses of the University established by action of the Legis-
lature in 1957, and by action of The Regents, also in 1957, be limited to
upper division and graduate work until such time as adequate junior college
opportunities are provided for the primary area served by these institutions.


2. The following full-time enrollment ranges be observed for existing in-
stitutions, for those authorized but not yet established, and for those later
established:
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Type of Institution Minimum1 Optimum Maximum


Junior Colleges 400 3,500 6,000*


State Colleges
In densely populated areas


in metropolitan centers 5,000 10,000 20,000


Outside metropolitan centers 3,000 8,000 12,000


University of California Campuses2 5,000 12,000 27,500


1 These are to be attained within seven to ten years after students are first ad-
mitted.


2 The minimum figure for the University assumes graduate work in basic disci-
plines and one or more professional schools.


*  This maximum might be exceeded in densely populated areas in metropolitan
centers.


3. The state give encouragement to making junior college facilities avail-
able for the school districts not now adequately served either through the
establishment of new junior colleges or by making them a part of districts
now served by junior colleges. Evidence at hand indicates that there is need
for new junior colleges in the following school districts:


School districts to be included 1


San Diego City Unif. (additional campuses)
Los Angeles J.C. (additional campus)
Alhambra H.S., El Monte U.H.S., and Montebello Unif. 
Hayward U.H.S., Washington U.H.S., and San Leandro Unif.
Whittier U.H.S. 
Sequoia U.H.S. and Pescadero U.H.S 
Anaheim U.H.S. 
Campbell U.H.S., Live Oak U.H.S., and Santa Clara U.H.S.
San Mateo J.C. (additional campuses)
Oxnard U.H.S. Moorpark Memorial U.H.S., Santa Paula


U.H.S., Fillmore U .H.S., and Simi Valley Unif.
Sweetwater U.H.S. and Coronado Unif. 
Grossmont U.H.S. and Mountain Empire Unif.
Contra Costa J.C. (additional campuses Antioch and Moraga)


Foothill J.C. (additional campus)
Albany City Unif., Berkeley City Unif., and Emeryville Unif.
All unified and high school districts in Merced and Madera


counties
Burbank Unif.
San Luis Obispo (county unit) 
Unified and high school districts in East Kern and Inyo


counties
Victor Valley U.H.S. 
Barstow J.C.


1975 Full-time
County enrollment 2


San Diego  6,500
Los Angeles           6,000
Los Angeles           5,000
Alameda                5,000
Los Angeles 5,000
San Mateo             3,000
Orange                  2,500
Santa Clara            2,500
San Mateo   2,500


Ventura                 2,500
San Diego              2,500
San Diego              2,250
Contra Costa            2,250
Santa Clara             2,000
Alameda                1,500


Merced-Madera        1,500
Los Angeles            1,250
San Luis Obispo      1,000


East-Kern-Inyo          950
San Bernardino          550
San Bernardino          400


Total—22 colleges                                                                         56,650


1 Abbreviations: H.S.—high school, U.H.S.—union high school, Unif.—unified, J.C.—junior
college.


2 1975 enrollments have been substituted for the 1970 enrollments which appeared in the original
list approved by the Joint Boards. The arrangement of this list in descending order of enroll-
ment is not intended to indicate urgency of need in the same order.
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4. New state colleges in addition to those already authorized be established and
in operation by 1965 in the following areas and in descending order of esti-
mated enrollment potential:


Approximate
location


In the vicinity of Los Angeles


Estimated 1975 full-time
enrollment potential


International Airport - - - - - - - - - - - - - - - - - - - - - - - - - - -19,900
In the San Bernardino-Riverside vicinity


(vicinity of Rialto) - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -12,800


Although it is believed that these two institutions should be master
planned for an ultimate capacity of 20,000, the Survey Team recommends
that the 1975 enrollment be held to 10,000 and 8,000 respectively.


5. In 1965 and again in 1970, if applicable, and before considering the need
for new state colleges in any other areas of the state, careful studies be
made by the co-ordinating agency of the following State Economic Areas
to determine the actual need for new state colleges that exists at the time
each study is made:


State Economic
Area


F


A


A


K


7


Los Angeles-Long Beach Metropolitan area, Griffith Park-
Glendale vicinity
San Francisco-Oakland Metropolitan area, vicinity of Red-
wood City
San Francisco-Oakland Metropolitan area, Contra Costa
County
Bakersfield Metropolitan area, Kern County


South Coastal area, Ventura County


6. The three new campuses approved by The Regents in 1957—(a) San Diego-
La Jolla area, (b) Southeast Los Angeles-Orange County area, and (c) the
South Central Coastal area (Santa Clara, San Mateo, Santa Cruz, San Benito,
and Monterey counties)—be completed without delay and in any event con-
struction to be started not later than 1962.


It is further recommended that the campus in each of the following loca-
tions be planned for 1975 enrollments as follows:


San Diego-La Jolla - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - 7,500
Southeast Los Angeles-Orange County - - - - - - - - - - - - - - - - - - - - - - 12,500
South Central Coast - - - - - - - - - - - - - - - - - - - - - - - - - - - -10,000


7. Inasmuch as the estimated enrollment potential of the Berkeley campus of
the University is 43,950 for 1975 (as compared with a maximum enrollment
of 27,500 as recommended in 2 above for a University campus, the co-ordi-
nating agency undertake appropriate studies of how best to accommodate
the difference between these figures (approximately 16,000), such steps to
include careful study of these possibilities:
a. Diversion of some of these potential students particularly to the Davis


campus and the new South Central Coast campus.
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b. The accommodation of the remaining part of the difference (i.e., 16,000
less the impact of (a) above) through the establishment of branch in-
stallations from existing campuses in specialized fields of study such as
instruction in science at Livermore. (These would be similar to the off-
campus centers for teacher education now operated by certain of the
state colleges.)


8. In 1965, and again where applicable in 1970, and before considering the
need for new University facilities in any other areas of the state, careful
studies be made by the co-ordinating agency of the need for additional
University facilities in the San Joaquin Valley and the Los Angeles area. In
the latter area special consideration should be given as to how the difference
between the 1975 estimates of potential University enrollment of 52,550
and the 27,500 maximum for the University of California, Los Angeles,
campus (some 25,000 students) can best be accommodated. Such considera-
tion should include the following:
a. To what extent will this difference be cared for by the new Southeast


Los Angeles-Orange County campus, and to what extent could these po-
tential students be diverted to the La Jolla, Riverside, and Santa Barbara
campuses?


b. Will there be a need for the establishment of branch installations in
specialized fields of study from existing campuses in this area similar to
that included in Recommendation 7b?


9. Because the University, among the publicly supported institutions in Cali-
fornia, has the sole responsibility for the preparation for professions such
as architecture, dentistry, law, librarianship (graduate), medicine, optome-
try, pharmacy, public health, and veterinary medicine, periodic studies be
made of the relation of supply to demand, particularly in fields where there
seem likely to be shortages, such as medicine and pharmacy, for the purpose
of determining what steps the University should take to meet its responsi-
bilities in these professional fields.


FACULTY DEMAND AND SUPPLY (See Chapter VII)


It is recommended that:
1. Much greater effort be made to divert a greater proportion of college gradu-


ates into graduate training preparatory to careers in college and university
teaching. This diversion can best be accomplished by a concerted effort on
the part of adequately staffed and supported counseling and guidance serv-
ices at all levels of education, and with the full co-operation of all college
and university faculty members.


2. More funds be secured to provide financial assistance to those in graduate
training. The high attrition rate in graduate programs is, in large part, due
to financial difficulty; and these withdrawals constitute not only a loss to
the potential faculty supply but an economic waste to the state. Provision
of fellowship and loan funds for graduate students is undoubtedly one of
the best ways of reducing the attrition rate.
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3.


4.


5.


6.


7.


8.
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Greatly increased salaries and expanded fringe benefits, such as health and
group life insurance, leaves, and travel funds to attend professional meet-
ings, housing, parking and moving expenses, be provided for faculty members
in order to make college and university teaching attractive as compared
with business and industry.10


Greater use be made of California-trained doctoral degree holders, especially
in the shortage years immediately ahead. For the three-year period 1955-58
only 53 per cent of those so trained who entered teaching did so in Cali-
fornia. Evidence indicates that those leaving California do not do so by
choice?


Individual faculty members and their institutions jointly assume responsi-
bility for both the initiative and opportunity for the faculty in-service prep-
aration and self-improvement, so essential for the growth and development
of the institutions.


Strengthening of the master’s degree programs in all institutions offering
such programs be undertaken by these institutions so that holders of this
degree may be more effective additions to the faculties of colleges, universi-
ties, and junior colleges.”


Reorientation of present doctoral programs offered by California institutions
be undertaken to insure that those receiving the degree and planning to
enter college and university teaching possess the qualities not only of
scholars, but of scholar-teachers. Because the University of California
awarded 54.6 per cent of the doctorates given by California institutions for
the period 1952-53—1955-56, it has a particular responsibility for the imple-
menting of this recommendation.


Because of the continual change in faculty demand and supply, the CO-
ordinating agency annually collect pertinent data from all segments of
higher education in the state and thereby make possible the testing of the
assumptions underlying this report?


ADULT EDUCATION IN CALIFORNIA (See Chapter VIII)


It is recommended tbat:
1. The “Guiding Principles for Adult Education in California’s Publicly Sup-


ported Institutions” as revised by the State Advisory Committee on Adult
Education in February, 1958, be continued as the policy framework within


10 As an example of the wide differences, of 44 persons awarded Ph.D.'s in shortage fields by
the University of California in 1959, a total of 31 accepted positions in industry at an average
salary of $9,884 and 13 went into college teaching at an average salary of $6,075.


11 Of 44 doctor’s degree holders recently placed in college and university teaching outside
California by the School and College Placement Service of the University of California, Berkeley,
87 per cent had stated a preference for a position in California.


12 This is of particular importance to the junior colleges because the highest degree held by
64.7 per cent of those newly appointed in the years 1957-58 and 1958-59 was the master’s
degree. Although all institutions in the state should co-operate in this effort, the lead should be
taken by the state colleges and the University of California because of the high proportion of
all such degrees they award.


13 The 1958 report, prepared by the Joint Staff for the Liaison Committee and entitled A Study
of Faculty Demand and Supply in California Higher Education, 1957-1970, contains a recommen-
dation, approved by both boards, for its re-examination in 1960. A similar procedure should be
followed with respect to this analysis.
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which co-ordination is accomplished, such principles to be periodically ex-
amined in the light of changing conditions throughout the state.


2. The existing State Advisory Committee on Adult Education be responsible to
the co-ordinating agency and continue the responsibilities delegated to it by
action of the State Board of Education and The Regents of the University
of California in 1953. Furthermore, that the co-ordinating agency, to which
the Committee will annually report and to which it will make its recommen-
dations, provide the Committee with necessary staff assistance.


3. In order for the State Advisory Committee to be more fully representative
of agencies engaged in adult education, it be enlarged to include the follow-
ing representatives, these to have the same length of terms as other members
of this committee:
a. A representative of the Agricultural Extension Service of the University


of California to be appointed by the President of the University.
b. A representative of the Independent Colleges and Universities of the


state to be appointed by the Association of Independent California Col-
leges and Universities.


4. In the long-range plans for providing opportunities in higher education to
the people of California provision for adequate state support of adult educa-
tion services be assured. However, in this determination of what the state
should support, effort be made to differentiate between those enrollees who
are pursuing a stated planned program with definite occupational or liberal
education objectives, and those who are enrolling in single courses for which
matriculation or prerequisites are absent.


TOTAL ESTIMATED COSTS (See Chapter IX)


JUNIOR  COLLEGE SUPPORT


It is recommmended that:
1.


2.


Procedures be devised to assure that all funds allocated to and for junior
colleges for current expense or for capital outlay by the state be expended
only for junior college purposes, and further that the law be clarified to
require that all funds received from county junior college tuition funds for
use of buildings and equipment be expended solely for junior college
purposes.
In view of the added local financial obligations, for both current expenses
and capital outlay, which will result from the Master Plan Survey recom-
mendations designed to divert to the junior colleges some 50,000 lower
division students from the 1975 estimates for the state colleges and the
University of California, and the attendant savings to the state resulting
therefrom, the following actions be taken:
a. Procedures and methods be devised and adopted by the Legislature that


will increase the proportion of total current support paid to the junior
colleges from the State School Fund (augmented for this purpose) from
the approximately 30 per cent now in effect to approximately 45 per cent,
to be achieved not later than 1975.
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b. A continuing program be devised and adopted by the Legislature that
would distribute construction funds, either through grants or loans or
both, for capital outlay purposes annually to junior colleges as deter-
mined by growth, this program being for the purpose of assisting junior
colleges to meet the facility needs of projected enrollments and of the
students to be diverted to the junior colleges.


3. All the territory of the state not now included within districts operating
junior colleges be brought into junior college districts as rapidly as possible,
so that all parts of the state can share in the operation, control, and support
of junior colleges. Pending the achievement of this objective, means be
devised to require areas that are not a part of a district operating a junior
college to contribute to the support of junior college education at a rate or
level that is more consistent with the contributions to junior college support
presently made by areas included in districts that maintain junior colleges.


STUDENT FEES
For the state colleges and the University of California
it is recommended that:


1.


2.


The two governing boards reaffirm the long established principle that state
colleges and the University of California shall be tuition free to all residents
of the state.14


Students who are residents of other states pay as follows:


a. All students except those exempt by law pay tuition sufficient to cover
not less than the state’s contribution to the average teaching expense per
student as defined by the Master Plan Survey Team’s Technical Com-
mittee on Costs of Higher Education in the institution or system as
follows :


“Teaching expense is defined to include the cost of the salaries of the
instructors involved in teaching for the proportion of their time which
is concerned with instruction, plus the clerical salaries, supplies, equip-
ment and organized activities related to teaching.”


b. Other fees for services not directly related to instruction.


3. Each system devise a fee structure and collect sufficient revenues to cover
such operating costs as those for laboratory fees, health, intercollegiate
athletics, student activities, and other services incidental to, but not directly
related to, instruction.


4. The operation of all such ancillary services for students as housing, feeding,
and parking be self-supporting. Taxpayers’ money should not be used to
subsidize, openly or covertly, the operation of such services. Because of the
various methods which are used to finance construction of auxiliary enter-
prises such as residence halls and dormitories, it is impossible to state in
general which portions of amortization and interest payments are properly
chargeable to operating expense.Consequently, it is recommended further
that the governing boards determine which of such costs are appropriate


14 The distinction between “tuition” and “fees” is as follows:“tuition” is defined as student
charges for teaching expense, whereas“fees” are for charges to the students for services not
directly related to instruction,such as health, counseling other than that directly related to the
students’ educational program, placement services, housing, recreation, and the like.
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charges to operating expense and include as much as possible of those with
other operating expenses of such ancillary services.


5. Additional provisions be made for student aid and loans, particularly as fees
and nonresident tuition increase.


6. Periodically the governing boards recompute their per-student teaching ex-
pense and set nonresident tuition accordingly. Periodically they recompute
the cost of operation of services such as feeding, housing, and parking, and
set fees for such services accordingly.


7. Each institution retain moneys collected from nonresident tuition.


8. All the above policies when approved by the two governing boards be appli-
cable immediately to the state colleges and the University of California,
and that they be applied to the junior colleges as a matter of state policy
and when applicable.


OT H E RRE C O M M E N D A T I O N S


It is recommended that:
1. The foregoing recommendations, in the form approved by the two boards, be


transmitted by the Superintendent of Public Instruction and the President
of the University to the Governor and to the Legislature through the chair-
men of the legislative committees on education.


2. The Superintendent of Public Instruction and the President of the Univer-
sity be requested to call to the attention of the Governor the desirability
of including in any call for a Special Session of the Legislature in 1960 the
consideration of those recommendations which require legislative action.15


2—20703







CH A P T E R I I


ORGANIZATION AND PLAN FOR THE SURVEY


Because many of the recommendations contained in this report are
either direct outgrowths of earlier studies or extensions of recom-
mendations found in such studies, it is important to include some
information on those studies which have had the greatest impact
on higher education in California. This information is briefly out-
lined in the following sections of this chapter.


EARLIER STUDIES OF HIGHER EDUCATION IN CALIFORNIA


California like many states has long been concerned about its
needs in higher education and the appropriate relationship among
the various segments, so that its needs would be met in the most
efficient and economical manner. As early as 1899, there was created
the California Educational Commission of 70 members to study the
state’s educational program and to make recommendations for its
improvement. Of interest today is the recommendation that legisla-
tion be enacted to provide“a uniform board for the governing of
normal schools.”This recommendation resulted in the enactment
of a law which placed the normal schools under the State Board of
Education.


In the intervening 60 years there have been many studies of edu-
cation in California under legislative authority as well as others by
the institutions themselves and other state agencies. Of particular
significance in terms of their impact on the development of higher
education in California are the following:


1. The 1919 Study by a Joint Committee of the Legislature.This
report recommended that the state normal schools become state
teachers’ colleges. A statement which is of particular interest in the
light of the basic issue of structure, functions, and co-ordination is
the following :


Whether this [appropriate co-ordination] can be arranged for best by a
co-ordinating board, by consolidation under one board, or by some other
plan, the Committee leaves to the future to decide.
1 Report of the Special Legislative Committee on Education as authorized by Senate Concur-


rent Resolution No. 21 by the Forty-third Session of the Legislature of California, 1920, p. 65.


[16]
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2. State Higher Education in California. This study, authorized
by the Legislature in 1931 and generally known as the “Suzzallo
Report,” 2 contained a recommendation which resulted in the en-
actment of a law in 1933 providing for the establishment of a State
Council for Educational Planning and Co-ordination. The purpose
of this Council was “. . .to study problems affecting the relation-
ships between the schools of the public school system and the Uni-
versity of California and to make recommendations thereon jointly
to the State Board of Education and The Regents of the University
of California through the Superintendent of Public Instruction and
President of the University of California.” 3 Although the legislation
creating this Council is still on the statute books, the committee has
not met since 1945.


3. A Report of a Survey of the Needs of California in Higher
Education. This report, authorized by the Legislature in 1947 and
generally known as the “Strayer Committee Report,” 4 has exerted
great influence on the development of higher education in California.
One unique distinction of this report is that all of its recommenda-
tions were approved by the State Board of Education and all but
one (for subsistence scholarships) by The Regents of the University
of California.


4. A Restudy of the Needs of California in Higher Education.5


This report resulted from a study authorized by the 1953 Legislature.
It is the most comprehensive of the legislative studies, containing
more than one hundred recommendations dealing with the major
aspects of the state’s program of higher education. Although space
does not permit the listing of the major recommendations approved
by the two governing boards, many references to them are made
throughout this report.


5. The Need for Additional Centers of Public Higher Education
in California.6  This report, completed in 1956 and printed in 1957,


2 So called because Henry Suzzallo was then president of the Carnegie Foundation which made
the study. The report was actually entitled State Higher Education in California: Recommenda-
tions of the Commission of Seven, June 24, 1932. Sacramento, California: California State Print-
ing Office, 1932, pp. 29 and 31.


3 Education Code, 1959, Sections 501 and 502.
4 Monroe E. Deutsch, Aubrey A. Douglass, and George D. Strayer, A Report of a Survey of


the Needs of California in Higher Education. Berkeley: University of California Press, 1948.
5 T. R. McConnell, T. C. Holy, and H. H. Semans, A Restudy of the Needs of California in


Higher Education. Sacramento: California State Department of Education, 1955.
6 H. H. Semans and T. C. Holy, A Study of the Need for Additional Centers of Public Higher


Education in California. Sacramento :California State Department of Education, 1957.
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was not authorized directly by the Legislature. It was undertaken
by the Liaison Committee of The Regents and the State Board of
Education following passage by the 1955 Legislature of three Assem-
bly bills, two Senate bills, five Assembly resolutions, four Senate
concurrent resolutions and one Assembly concurrent resolution, all
of which provided for studies of the need for state institutions of
higher education in particular areas of the state. Of these 15 meas-
ures, 14 were for studies of state college needs and one for an addi-
tional campus of the University. This report, developed in conform-
ity with a set of principles,7 contains priority lists based on projected
enrollments for the state colleges and the University. Of the four
state colleges approved by the 1957 Legislature, three—Alameda,
Stanislaus, and a college to serve the North Bay Area—were in the
top seven of the state college priority list, and the three new campuses
—Southeast Los Angeles-Orange County, South Central Coast, and
San Diego—also approved by The Regents in 1957, are the top three
in the University priority list. Chapter II of the Additional Centers 8


study gives further detail regarding the various efforts to co-ordinate
higher education in the state.


In commenting on the principles around which the report was
developed, the November, 1957 issue of the Tax Digest, published
by the California Taxpayers Association, contained the following
editorial comment: “Publicly supported higher education in Califor-
nia is one of the most costly activities of the State government. The
sound principles stated by this Liaison Committee of The Regents
of the University and the State Board of Education merit the support
and backing of taxpayers.”


CREATION OF THE LIAISON COMMITTEE


No action taken during the past half-century has had a greater
impact on the development and direction of higher education than
has the establishment of the Liaison Committee of the two boards,
which was created by resolution in 1945. It is interesting to note that
at this time the State Council on Educational Planning and Co-
ordination ceased to function. Both the 1947 and the 1953 legisla-
tive studies mentionedearlier were conducted under the general


7 Ibid., p. v.
8 H. H. Semans and T. C. Holy, A Study of the Need for Additional Centers of Public Higher


Education in California. Sacramento:California State Department of Education, 1957.
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direction of the Liaison Committee. As evidence of the confidence
which the Legislature had in this committee, when the legislative
committees in 1953 were considering whether there should be another
study of higher education,there seemed to be general agreement
that whatever study was authorized it would be under the direction
of the Liaison Committee. Consequently, the legislation authorizing
a restudy of the needs of California in higher education did not fix
responsibility for making the study.


Further evidence of this confidence is found in the wording of the
authority for this study, Assembly Concurrent Resolution No. 88,
which requests “the Liaison Committee of the State Board of Educa-
tion and The Regents of the University of California . . . to pre-
pare a master plan for the development, expansion, and integration
of the facilities, curriculum, and standards of higher education, in
junior colleges, state colleges, the University of California, and other
institutions of higher education of the State, to meet the needs of
the State during the next ten years and thereafter. . . .” Although
the Liaison Committee is entirely voluntary and can be terminated
by action of either or both boards, it has been remarkably successful
in having its recommendations approved by the two boards. Of 55
major recommendations transmitted to the two boards by the Com-
mittee since its creation in 1945 up to the beginning of this study
in 1959, altogether 54 were approved by The Regents of the Univer-
sity of California and 53 by the State Board of Education; of 18
recommendations requiring legislative action, such action was taken
on 16. Further proof of this success is found in the fact that all of
the 63 recommendations of this present report were unanimously
approved by both boards on December 18, 1959.


Despite the record of agreements reached, the present co-ordinat-
ing machinery has certain weaknesses, which are pointed out in
Section B of the Restudy beginning on page 296. Among these are
(a) inadequate representation of junior college interests, (b) the
fact that the members of the Joint Staff represent the parties to the
Liaison Committee (State Board of Education and The Regents
of the University) rather than the Committee itself, and (c) “. . .
its inability to provide continuing analyses of the extent to which
agreements between the state colleges and the University have been
carried out in practice.”Moreover, since the co-ordinating machinery
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is voluntary, it has no power to insist that agreements
two boards are actually observed.


reached by the


ORIGIN AND PLAN OF MASTER PLAN SURVEY


Several factors combined to bring about the Master Plan Survey.
Among these were the following:


1. The introduction in the 1959 Legislature of 23 bills, three reso-
lutions and two constitutional amendments designed (a) either
to establish or to study the need for new institutions, (b)
change the functions of the existing institutions, and (c) change
the present structure for the organization, control, and admin-
istration of publicly supported higher education in the state.
It is important to note here that once agreement was reached
on the form in which Assembly Concurrent Resolution No. 88
would be passed, both the Education Committees in the Assem-
bly and Senate agreed to forego further consideration on any
of these measures until the Master Plan Survey was completed.


2. The state’s general finance picture and the necessity for the
passage by the 1959 Legislature of several new tax measures.


3. Actions taken by the two governing boards in their joint meet-
ing on April 15, 1959. Chief among these are the following
declarations :
a. The new campuses already approved for the state colleges and the Uni-


versity should be placed in operation as soon as the fiscal condition of
the State will permit.


b. No new state colleges or campuses of the University, other than those
already approved, shall be established until adequate junior college fa-
cilities have been provided, the determination of adequacy to be based
on studies made under the direction of the Liaison Committee.


c. No new campus for the state colleges or for the University of California,
other than those already approved, shall be established without prior
approval of both boards.


d. The Governor and the State Legislature be requested to approve only
those bills and appropriation items which conform to this understanding.


e. That the State Board of Education and The Regents of the University
of California, in joint session assembled, endorse and recommend to the
Legislature the passage of Assembly Concurrent Resolution No. 88.


f. That the State Board of Education and The Regents of the University
of California, in joint session, endorse in principle the idea of state







1.


2.


3.


Since Assembly Concurrent Resolution No. 88 requests the Liaison
Committee to develop a Master Plan for Higher Education in the
state, that committee, immediately after the April 15, 1959, joint
meeting of the two boards, when endorsement was given to the
pending Assembly Concurrent Resolution No. 88, began to develop
a plan for the study. In the development of this plan two items were
of particular significance: (1) the decision of legislative leaders not
to appropriate any money for the study, and (2) the shift of the
completion date from 1961 to February 1, 1960.


In view of these and other factors taken into account, the Liaison
Committee at its meeting on June 3, 1959, recommended to the
parent boards the following plan of organization for the study:


The Liaison Committee shall be responsible for directing the basic study
required by Assembly Concurrent Resolution No. 88, and by the April 15,
1959, action of the two boards.


When matters pertaining to the study are under consideration, the Liaison
Committee will invite to sit with it, in an advisory capacity, members of the
Senate and Assembly designated by those bodies, and representatives of the
State Department of Finance and the Legislative Analyst.


The study committee for the Master Plan shall consist of the two members
of the Joint Staff, augmented by
a. A chairman, agreed to by the Superintendent of Public Instruction and


the President of the University.
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assistance for capital outlay for junior colleges at such times as state
finances permit.


Following these actions the California Assembly passed Assembly
Resolution Number 242, which contains this statement:


Resolved by the Assembly of the State of California that the Assembly
commends the members of the State Board of Education and the Board of
Regents of the University of California for this fine work and co-operation
in respect to the problems presently confronting higher education.


4. Weakening of the voluntary co-ordinating machinery by certain
unilateral actions taken by the boards in violation of existing
agreements and on matters of mutual concern which had not
first been considered by the Liaison Committee.


b. A representative of the State Colleges nominated by the Superintendent
of Public Instruction and approved by the State Board of Education.


c. A representative of the University of California nominated by the Presi-
dent of the University and approved by The Regents.
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d. A representative of the Junior Colleges, selected by joint agreement of
the Superintendent of Public Instruction and the President of the Univer-
sity from a panel of three nominated by the California Junior College
Association.


4. The Joint Advisory Committee shall continue to be, as determined at the
time of its creation by the Liaison Committee: “. . . advisory to the Super-
intendent of Public Instruction, the President of the University, and the
Joint Staff of the Liaison Committee.”Its members shall not be eligible to
serve on the study committee.


5. The study committee shall submit progress reports, at least monthly, to the
Liaison Committee with copies to the Joint Advisory Committee, and a
representative or representatives of the study committee shall be invited
to the meetings of the Liaison Committee when these reports are discussed.
The Joint Advisory Committee shall be asked to comment on and to make
recommendations concerning these progress reports in advance of their
discussion by the Liaison Committee. These comments and recommendations
shall be made to the Superintendent of Public Instruction and the President
of the University, who shall transmit them to the Liaison Committee.


The above recommended plan was approved by The Regents in
June, 1959, and by the State Board of Education in July, 1959. By
subsequent action the plan was modified to add to the study com-
mittee (later designated as the Master Plan Survey Team) a Joint
Staff member to represent the junior colleges to be selected by the
California Junior College Association and a representative of the
independent institutions inthe state to be selected by the Association
of Independent CaliforniaColleges and Universities.


PROBLEMS TO BE STUDIED


In addition to the general plan of organization for the study, the
Liaison Committee at its June 3, 1959, meeting accepted as a guide
and general outline the following problems to be included in the
Master Plan study:


A. What is the size of the student enrollments in higher education in California
to be served by 1975, and how will they be distributed among the State’s
junior colleges, state colleges, private colleges, and the University of Cali-
fornia?
1. Should admission requirements be modified to change this distribution?
2. What are the enrollment projections by years to 1975 for existing indi-


vidual state colleges and campuses of the University of California? What
are these projections as modified by the Master Plan?


B. What should be the appropriate differentiation of functions among the
junior colleges, state colleges, and the University of California in the light
of present and prospective circumstances?
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C. What is the recommended priority list and time schedule for establishing
new University and state college campuses? This priority list should desig-
nate the approximate location of each included institution. In what areas
in the State are there needs now and by 1970 for additional junior college
facilities ?


D. What is the estimated cost to the State for public higher education in the
decade ahead for both capital outlay and annual operation? (These esti-
mates should take into account the Master Plan priority list.)
1. What proportion of the cost of junior college education for both opera-


tion and capital outlay should be borne by the State and what proportion
by the local districts? Is there a need for a change of present State policy
with respect to the support of junior colleges?


2. How many lower division students who would normally enroll in a state
college or campus of the University can be shifted to the junior colleges,
and how can the districts meet additional costs resulting therefrom?


3. How much of the cost of public higher education should be borne by
the students? Should the present fee structure be altered?


4. What economies can be effected in the operation of the existing institu-
tions? Consideration should be given to economies in current operation,
in capital outlay, and in the use of present physical facilities.


E. What is California’s ability to pay for the future development of public
higher education in the State?
1. What proportion of the State’s budget has been and is now allocated for


the support of public higher education? How does this compare with the
efforts made to support public higher education in other states?


2. What are the probable supplemental (non-State) resources for financing
public higher education in California which might be tapped?


F. What plan is recommended for the organization, control, and administration
of publicly supported higher education in California?
1. What criteria should be met by the plan recommended, and what specific


functions should it serve?
2. How should the recommended plan be implemented?


TECHNICAL COMMITTEES


On recommendation of the Survey Team, the Liaison Committee at
its July 8, 1959, meeting approved establishing technical committees
to study each of the following areas and to report to the team
regarding the results of their studies:


Enrollment Projections
Selection and Retention of Students
California’s Ability to Finance Higher Education
Costs of Higher Education
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Institutional Capacities and Area Needs
Adult Education.9


The membership of the various committees involved in the study
and their relationship one to the other are shown in Figure 1. It
will be seen from this chart that the technical committees are directly
responsible to the Master Plan Survey Team, which in turn is directly
responsible to the Liaison Committee, the committee which in the
words of Assembly Concurrent Resolution No. 88 is requested to
“prepare a master plan.” It will be further noted from the figure
that the representatives of the Legislature and other state agencies
are advisory to the Liaison Committee and that the Joint Advisory
Committee is advisory both to the Liaison Committee and the Master
Plan Survey Team.


A comparison of the major items in the general plan of the study
with the areas covered by technical committees will show three major
areas not included in the committee assignments. These are differen-
tiation of functions, recommended priority lists for the establishment
of new institutions, and the structure, function, and co-ordination
of publicly supported higher education in the state. The first of these
was assigned to the Joint Advisory Committee whose membership
was augmented for the duration of the study by the appointment of
the presidents of four independent institutions. This committee, like
the technical committees, submitted its report directly to the Master
Plan Survey Team. The priority list was developed jointly by the
Technical Committee on Institutional Capacities and Area Needs
and the Survey Team. The third major area—structure, function and
co-ordination—was dealt with directly by the Survey Team.


FINANCIAL SUPPORT AND STAFF ASSISTANCE


The Department of Finance made available $21,000 from its emer-
gency fund to pay for the services and expenses of the Joint Staff
member added to represent the junior colleges and the representa-
tive of the independent institutions on the Master Plan Survey Team
and for the travel expenses of committee members from the junior
colleges and the independent institutions. Other assistance, both in
terms of funds and staff, was furnished by the University of Cali-
fornia and the State Department of Education.


9 To make the study in this field the Liaison Committee approved appointing the existing
State Advisory Committee on Adult Education, which is one of the permanent committees in the
co-ordinating machinery.
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Liaison Committee


I Regents Board of Education
Donald H. McLaughlin, Chrm.
Gerald H. Hagar


William L. Blair, Chrm.
Wilber D. Simons


I Cornelius J. Haggerty Raymond J. Daba
Jesse H. Steinhart Mabel E. Kinney
Clark Kerr Roy E. Simpson


I


Regents of the University
of California


(24 members)
8 campuses


Joint Advisory Committee


University of California:
Harry R. Wellman
Samuel B. Gould
Emil M. Mrak
Herman T. Spieth


State Colleges:
J. Burton Vasche
Malcolm A. Love
John T. Wahlquist
Guy A. West


Junior Colleges:
Hugh G. Price
Calvin C. Flint
Theron L. McCuen
Bill J. Priest


Independent Colleges:
George C. Benson
Father Charles Casassa
J.E. Wallace Sterling
Norman H. Topping


California’s Ability to Finance
Higher Education


Joseph O. McClintic, Chrm. (SC)
Malcolm M. Davisson (UC)
Stuart E. Marsee (JC)
Procter Thomson (IC)


T E C H N I C A L  C O M M I T T E E S


Selection and Retention
of Students I


Herman A. Spindt, Chrm. (UC)
Ralph Prator (SC)
Basil H. Peterson (JC)
J. Edward Sanders (IC)
Grant W. Jensen (HS)


KEY: UC-University of California


SC-State Colleges


JC—Junior Colleges
IC—Independent Colleges


SDE—State Dept. of Education
HS—High Schools


M A S T E R  P L A N  S U R V E Y  T E A M


Chairman: Arthur G. Coons


Representatives:
Dean E. McHenry (Univ. of Calif.
Glenn S. Dumke (State Colleges)
Henry T. Tyler (Junior Colleges)
Robert J. Wert (Independent Colleges)


Joint Staff:
Thomas C. Holy (Univ. of Calif.)
Arthur D. Browne (State Colleges)
Howard A. Campion (Junior Colleges)


Adult Education


Oscar H. Edinger, Jr., Chrm. (JC)
Bill J. Priest (JC)
Garlyn A. Basham (JC)
J. Davis Conner (SDE)
Stanley E. Sworder (SDE)
J. Burton Vasche (SDE)
Howard E. Wilson (UC)
Paul H. Sheats (UC)
Ernest A. Engelbert (UC)
Guy A. West (SC)
Ernest O'Byrne (SC)
John A. Morton (SC)
Paul E. Crabbe (CASA)
George E. Dotson (CASA)
Edwin C. Kratt (CASA)
Carl H. Read (CAAEA)
Edward D. Goldman (CAAEA)
Tully C. Knoles, Jr. (CAAEA)


Institutional Capacities
and Area Needsand Area Needs


Lloyd N. Morrisett, Chrm. (UC)
Francis J. Flynn (SC)
T. Stanley Warburton (JC)
Father Charles S. Casassa (IC)


State Board of Education


(10 members)


14 state college campuses
62 public junior colleges


Invited to sit with Liaison
  Committee


Master Plan Survey- - - - - - - - - - - - - - - - - - - - - - - -


Senators:
Nelson S. Dilworth
Donald L. Grunsky
George Miller, Jr.


Assemblymen:


Carlos Bee
Dorothy M. Donahoe  


Richard T. Hanna
Harold T. Sedgwick  


Legislative Analyst:
A. Alan Post


Dept. of Finance:
T.H.  Mugford


Keith Sexton, Consultant
(Assembly Educ. Committee)


Enrollment Projections


Carl M. Frisen, Chrm.
Robert S. Johnson (UC)
Donovan E. Smith (UC)
Lowell H. Dunigan (SC)
Clyde P. Fisher (SC)
Algeo H. Brill (JC)
Henry T. Tyler (JC)
John K. Steinbaugh (IC)
Elliott L. Taylor (IC)


Costs of Higher Education


Arnold E. Joyal, Chrm. (SC)
Arthur J. Hall (SC)
Raymond W. Kettler (UC)
Donovan E. Smith (UC)
Oscar E. Anderson (JC)
Daniel B. Milliken (JC)
Kenneth M. Cuthbertson (lC)
Paul A. Walgren (IC)


CASA—Calif. Assoc. of School Administrators
CAAEA—Calif. Assoc. of Adult Ed. Administrators


FIGURE 1
Organization for the Master Plan Survey of Higher Education in California
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NATURE OF THE SURVEY REPORTS


Within the general plan of the study as approved by the Liaison
Committee and the two governing boards, the Master Plan Survey
Team made general assignments to the technical committees. In
addition, a member of the Survey Team was appointed as advisor to
each of the committees and some general suggestions on format,
paging, table numbering, and the like were sent them. Beyond these,
however, the committees were free to develop their reports as they
saw fit.


These include supporting evidence for the conclusions and
recommendations found in the summary report.


several reports were decided on as follows:


Team for the Liaison Committee to include the major findings,
conclusions, and recommendations, and to include only a mini-
mum of supporting data.


size,


1. A separate summary report prepared by the Master Plan Survey


2. Separately bound reports by each of the technical committees.


Rather than a single report which would include the substance
of the technical committee reports and consequently be large in







CHAPTER III


STRUCTURE, FUNCTION, AND
CO-ORDINATION


The task of the Survey Team has been to obtain a formula that
will seek two objectives. First, it must guard the state and state
funds against unwarranted expansion and unhealthy competition
among the segments of public higher education. Second, it must pro-
vide abundant collegiate opportunities for qualified young people
and give the segments and institutions enough freedom to furnish the
diverse higher educational services needed by the state.


Although structure, function, and co-ordination are each suffi-
ciently important to warrant a separate chapter, they are discussed
together because of their intimate interrelationship. As the Survey
proceeded, it became obvious that no one of the three problems could
be settled alone; the solution of each required determinations for
the other two. Long negotiations and extensive consultation produced
a delicately balanced consensus among the three segments. The
agreement that has been reached is essentially a “compact”; it must
be fostered and refined, and care must be exercised that modifica-
tions do not emasculate it.


A “package” acceptable to all segments required compromises.
Frank recognition of the needs and desires of each segment and of
relative priorities among them was an essential starting point. The
junior colleges sought fuller recognition of their role and a mecha-
nism to arrest the projected decline in their proportion of lower divi-
sion students. The state colleges wanted “the efficiency of freedom”
to manage their own affairs, the authority to enter the research field,
and a potential role in graduate education beyond the master’s level.
The University wanted to expand in proportion to the growth of
the state and was concerned lest changes undermine its quality
standards for graduate and professional education and jeopardize
its premier role in advanced training and research. All segments,
plus the independent colleges and universities and the general public,
have an obvious stake in setting up a co-ordinating agency to collect


[27]
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facts and figures, to check compliance with agreements, and to act
as a “watchdog” in preventing duplication and in assuring optimum
utilization of facilities and maximum quality at minimum cost.


THE QUEST FOR PROPER ORGANIZATION


The machinery for governing state-supported higher education in
California has been about as diverse as could be conceived. The
junior colleges, although regulated by state law and financed in
part by state funds, have been highly decentralized and have an-
swered primarily to the local districts that created them and provide
most of their support. The state colleges have been subject to some
direct control by several state agencies to the extent that many
functions that are normally in the province of a governing board
have been in the hands of officers in other departments of govern-
ment. The structure of the University of California has long been
marked by two characteristics:substantial autonomy from direct
state controls and centralization of administrative authority on
state-wide rather than on local campus levels.


Considerable diversity in organizational pattern would remain even
if each segment were assigned an “ideal” internal mechanism. Never-
theless, many common characteristics and requirements of the three
segments suggest a need for more similarity in structure and pro-
cedures. Each requires, in differing degrees, the efficiency and quality
control that a central administration can give and also the local
initiative and community orientation that are hallmarks of well-
conceived decentralization.


Underlying much of the following exposition on the government
of higher education is a conviction, shared by all members of the
Survey Team, that educational policy ought to be free from political
interference and external controls. This conviction has been effec-
tively stated in the report of the Committee on Government and
Higher Education as follows:


. . . effective, responsible management of the academic institution is more
likely to result from giving authority to strong, able boards of lay trustees
than by scattering managerial responsibility among various agencies of state
government. Boards of trustees should of course have not only responsi-
bility but accountability as well.1


1 The Efficiency of Freedom, Report of the Committee on Government and Higher Education.
Milton S. Eisenhower, Chairman, Baltimore: Johns Hopkins Press, 1959, p. vi.
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JUNIOR COLLEGES


The junior colleges have been, and ought to be, community based
and locally controlled. However, they are part of the public school
system; they exercise a state function; and they are financed with
substantial amounts of state funds. Consequently, general goals and
standards should be set forth in the Education Code so that the state
has authority to enforce the legal provisions pertaining to them.


No real reduction of local autonomy is proposed by the Survey
Team; however, it does suggest setting up uniform rules to cover
several matters in which school districts previously have adopted
their own procedures. For example, these suggestions include the
definition of legal residence for nonresident tuition purposes and
the standardization of probation and dismissal practices. The local
board should remain the governing body, with the decided balance
of control.


A majority of the Survey Team believes that most junior colleges
should be operated by boards of their own rather than by unified or
high school district boards. The chances of obtaining a faculty of
college caliber, students of maturity, and added collegiate prestige
appear to be greater when junior colleges are operated by junior
college boards.


Although local authorities have been permitted very largely to
control their activities, the junior colleges could use somewhat more
attention than they have been receiving from the state agencies
that are charged by law with making rules and regulations for them.
If relieved of responsibilities for the State College System, as the
Survey Team recommends, both the State Board of Education and
the Superintendent of Public Instruction should have opportunity
to give additional attention and positive leadership to this large
and important segment of higher education.


STATE  COLLEGES


With regard to their control, the state colleges have occupied a
middle ground between that of the decentralized control of junior
colleges and the centralized control of the University of California.
Authority over them has been fragmented, with most of it nominally
vested in the Superintendent of Public Instruction and the State
Board of Education. However, much control has been exercised also 
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by the Department of Finance, the Public Works Board, the State
Personnel Board, the Division of Architecture, and other agencies.
The Legislature itself commonly has taken the initiative in estab-
lishing new colleges and locating them. Lacking a governing board
that can give them undivided attention or that has full power over
them, the state colleges have received a large measure of their lead-
ership from their presidents.


In the opinion of the Survey Team, the state colleges should be
placed under the control of a governing board and should be cen-
trally administered by a chief executive officer who would have real
authority but be responsible to the board. The board should be an
independent one, created by a constitutional amendment that clearly
spells out the division of labor among the public segments of higher
education and provides co-ordinating machinery through which all
segments could consult and settle jurisdictional questions.


The state colleges have been most in need of freedom from detailed
and sometimes conflicting state administrative controls. With the
creation of an independent governing board and the appointment
of a state-wide executive officer, the State College System would be
“tooled up” to accept the responsibility that comes with authority.
The degree of autonomy should be substantial, but substantial auton-
omy in no way implies that the Legislature or the Governor should
abdicate their ultimate control over the level of support. The new
board should have full responsibility for funds appropriated to the
system and for its internal policies. Reports should be made by the
board, and it should be subject to post-audit of its financial trans-
actions. Line-item, pre-audit, and other detailed fiscal controls by
the State Department of Finance should be terminated; full fiscal
authority should be vested in the governing board. Doing so would
not necessarily mean greater expenditures but would mean rather
that the money would be spent for purposes educators deem the
most essential.


To carry out recommended changes will require more centraliza-
tion in the state college state-wide administration. A central staff
of business and academic officers must be assigned such tasks as
setting standards of performance and checking compliance. The
initial complement of additional state-wide personnel probably need
not exceed the full-time equivalent (FTE) of those in various depart-
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ments now providing services to the state colleges. But the power
and responsibility must rest with the governing board, which should
be comparable in autonomy, composition, and terms of office to The
Regents of the University.


UNIVERSITY OF CALIFORNIA


The University traditionally has been both autonomous and cen-
tralized. Its autonomy derives from the State Constitution, which
makes it “a public trust” and vests its government in The Regents.
Much of its distinction has been made possible, in the opinion of the
Survey Team, by the independence and stability that come from its
autonomous position and the long terms of the appointive Regents.
The ex officio membership of the Governor, Lieutenant-Governor,
and Speaker provides a built-in co-ordination with the executive and
legislative branches of government.


Designed to conduct the affairs of a single institution, the Univer-
sity administration adapted rather slowly to fit the changed circum-
stances that followed establishment of new campuses in various sec-
tions of the state. Chief campus officers, now called chancellors on
general campuses, were given added authority and status, and decen-
tralization of business and fiscal operations has proceeded rapidly
since 1958. The Academic Senate, to which The Regents have dele-
gated responsibility for important educational matters, has set up
divisional units on each general campus, still retaining sectional
machinery in northern and southern California, and recently has
expanded its state-wide organization for purposes of co-ordination.


The Survey Team has been careful not to recommend any changes
that might encourage tampering with the constitutional autonomy
of the University. Article IX, Section 9 of the State Constitution
must be preserved; chipping away at the foundations on which the
quality of the University rests should not be countenanced. Inside
the University, however, much remains to be done to achieve proper
administrative balance between the central whole and the operating
campuses. Individual campuses need a larger measure of initiative
in operations;officers with state-wide responsibility should not have
administrative line controls over local campus functions. Final au-
thority over University policies and operation rests with The Regents
and the President, as it should, but University operation will benefit
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from appropriatedivision of labor between the state-wideoffices and
the local offices. Increasingly, the state-wide administration should
be charged with developing central policy, setting budgetary stand-
ards, and co-ordinating programs.


CONCLUSIONS ON STRUCTURE


After the first months of consideration, the Survey Team con-
cluded that three major possibilities for restructuring the state higher
education deserved more thorough consideration: (1) a single gov-
erning board for both the state colleges and the University; (2) a
superboard over the governing boards; and (3) two separate but
parallel autonomous governing boards. For reasons given in the
following paragraphs, the first two were rejected and the third
adopted.


Initially, a good deal of attention was given to the possibility of
placing both the University and the state colleges under a single
governing board. Throughout the study some members of the Survey
Team have insisted that they would advocate a one-board plan unless
the differentiation of function could be spelled out in some secure
form. Other members of the Survey Team preferred stronger co-
ordination plans rather than a single governing board.


The one-board plan was the chief alternative to the separate but
parallel boards that was suggested in the December 18, 1959, joint
meeting of The Regents and the State Board of Education when
the “compact” was finally approved. At no time, however, did a
specific version or draft of a single-board plan receive wide accept-
ance. Some University people undoubtedly thought of The Regents
as the one board—perhaps slightly enlarged. Some state college
people anticipated a wholly new board, with no carry-over members.
Most proponents assumed that the constitutional autonomy of The
Regents would extend to the single board.


The one-board plan was abandoned because it might result in
(1) loss of the benefits of countervailing power and lead to concentra-
tion of enormous authority in a single board; (2) opening up the
possibility of a leveling effect, without net gain and perhaps with
some net loss in over-all distinction of the institutions involved; (3)
lessening the amount of attention board members could devote to a
given problem because of their responsibility being spread over such
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leaving the junior colleges out of the co-ordination.
As an alternative to a single governing board, a superboard


a huge system, making the board in effect legislative rather than
governing; (4) neglect of some aspects of higher education; and (5)


standing above the existing governing boards in matters of common
concern was given consideration. Such a board of higher education
might follow the Texas or Oklahoma patterns. Lyman A. Glenny, in
Autonomy of Public Colleges: The Challenge of Co-ordination,2 re-
ports that nearly all systems of co-ordination established since 1950
are of the multiboard, co-ordinating agency type, with co-ordination
provided by a superboard. In practice, he found that this type of
co-ordination does not afford individual institutions more initiative
and freedom than do state-wide governing boards.


Circumstances peculiar to California make the superboard difficult
to establish here. The University of California has autonomy guar-
anteed under Article IX, Section 9, of the State Constitution. A
superboard could not be established over The Regents without con-
stitutional amendment. The Survey Team agreed that the status
of the University should not be tampered with and, moreover, that
a constitutional change opposed by one segment was unlikely to be
adopted.


Having weighed these circumstances and other disadvantages of
the first two plans, the Survey Team in October, 1959, put aside
these plans and turned its attention to putting together a “package”
that would achieve the optimum educational service to the state. The
fact became increasingly obvious that the majority on one and per-
haps both boards would oppose a one governing board plan. The
risks to University independence, if Article IX, Section 9, of the
State Constitution came up for amendment, appeared very great.
Then came the breakthrough of early December, 1959, when, for
the first time, representatives of the state colleges and the Univer-
sity were able to agree on the general terms of a compact designed
to settle the outstanding problems of machinery of government, divi-
sion of labor, and co-ordination. The text of that agreement, as
subsequently approved by the State Board of Education and The
Regents of the University, appears in the recommendations at the
end of this chapter.


2 Lyman A. Glenny, Autonomy of Public Colleges: The Challenge of Co-ordination. New York:
McGraw-Hill Book Co., 1959, p. 264.
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The Survey Team, having presided over the formulation of this
compact, supports it unanimously and vigorously. It has enormous
advantages over the existing situation, which is marked by undue
competition, fragmented responsibility, unnecessary duplication, and
lack of co-ordination. An unprecedented number of young people
are just about to reach college age; demands will be made for huge
amounts of funds for operations and capital outlay. The Survey
Team is convinced that if this compact is put into effect it will en-
gender efficient and economical operation of all three segments of
public higher education. California simply must put its higher edu-
cational house in order.


THE FUNCTIONS OF THE SEGMENTS


The values of division of labor are widely recognized—in the home,
in the labor force, and among the nations of the world. They received
at least implied recognition in higher education when California in
its first years of statehood provided for both a state university and
a state normal school. Until after World War I, few jurisdictional
questions arose among the University, the teacher-training institu-
tions, and the junior colleges that made their appearance beginning
in 1907.


Initially, the University provided all state-supported higher edu-
cational services except teacher training, which it shared with the
normal schools. The University long demonstrated a reluctance to
launch general campuses in other parts of the state, even though
it made the decision to expand into a second metropolitan area in
1919, when The Regents accepted the Legislature’s offer to transfer
the Los Angeles Normal School.


Meanwhile the normal schools—later the state teachers colleges,
and still later the state colleges, paralleling developments in other
states—expanded in numbers, in enrollments, and in curricular offer-
ings. They added to teacher training both vocational-occupational
education and general liberal education. After World War II they
expanded enormously, with new colleges, broader curricula, and grad-
uate work through the master’s degree. Despite stress on functional
differentiation, the undergraduate programs of the state colleges and
the University appeared increasingly similar.
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The junior colleges also grew rapidly. From the beginning they
recognized dual purposes—transfer and terminal. The late William
Henry Snyder, a pioneer in the junior college movement, once stated
its aims:


The junior college is generally conceded to have two rather distinct func-
tions. One of these is to duplicate the curricula of the first two years of the
university. . . . The other is to be of service to that great group of high
school graduates who feel that they have not the time, money, or academic
desire to spend four more years in study.3


By the time of the Strayer study, the problem of division of labor
among the public segments was becoming acute. The report stated
one principle of differential functions:


The vocational or occupational level for which training is provided by
these [state college] curricula lies between the level that can be supplied
by the two-year training of the junior colleges and the professional schools
of the University.4


The staff of the Restudy, convinced that the principle of differen-
tiation was sound, recommended:


. . . that the junior colleges continue to take particular responsibility for
technical curriculums, the state colleges for occupational curriculums, and
the University of California for graduate and professional education and
research.5


Both studies recognized that many similarities of function would
occur. All three segments, for example, share general education at
the lower division level, and both the state colleges and the Univer-
sity engage in teacher training. Indeed, the similarities are often
more striking than the differences.


In practice, differentiation of functions has been difficult to en-
force. In 1953 substantial agreement was reached on the division of
engineering education between the state colleges and the University,
but by 1959 it was honored in the breach as well as in the observ-
ance. Reasons for the breakdown are numerous. Agreements were
often thought to be one-sided, imposed by the University on the
state colleges. Some people argue that static arrangements are un-


3 A New Type of College Training: An Illustrated Symposium of the Los Angeles Junior
College Semi-professional Curricula. Los Angeles: Los Angeles Junior College, 1932, p. 5.


4 Monroe E. Deutsch, Aubrey A. Douglass, and George D. Strayer, A Report of the Survey
of the Needs of California in Higher Education. Berkeley: University of California Press, 1948,
p. 26.


5 T.R. McConnell, T.C. Holy, and H.H. Semans, A Restudy of the Needs of California in
Higher Education. Sacramento: California State Department of Education, 1955, p. 89.
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suitable for dynamic situations imposed by the changing needs of
society. Some agreements or understandings made by the two boards
have been nullified by legislative action or by a particular institution.


The problem of functions was referred to the Joint Advisory Com-
mittee 6 in March, 1959, three months before the Survey Team came
into being. After the Survey was launched, the team asked the Joint
Advisory Committee to continue its work on the problem. Its report,
entitled “Public Higher Education in California, Functions of the
Junior Colleges, State Colleges, and the University of California,”
was completed October 13, 1959. The Joint Advisory Committee was
unable to reach agreement on the most controversial issue: the pro-
posal to permit the state colleges to award the doctorate. It finally
proposed the appointment of a commission to study the need for
additional college teachers and the best ways to meet the need.


Utilizing the Joint Advisory Committee statement, the Survey Team
formulated a briefer statement of functions for inclusion in the pro-
posed constitutional amendment on structure, function, and co-ordina-
tion. As recommended by the Survey Team and approved in principle
by the Liaison Committee, and by the State Board of Education and
The Regents in joint session on December 18, 1959, the functions
are as follows: (These also appear as a part of the proposed consti-
tutional amendment at the end of this chapter).


Said public junior colleges shall offer instruction through but not beyond
the 13th and 14th grade level, including but not limited to one or more of
the following: (a) standard collegiate courses for transfer to higher institu-
tions; (b) vocational-technical fields leading to employment, and (c) general
or liberal arts courses. Studies in each field may lead to the Associate in
Arts or Associate in Science degree. . . .


The state colleges shall have as their primary function the provision of
instruction in the liberal arts and sciences and in professions and applied
fields which require more than two years of collegiate education, and teacher
education, both for undergraduate students and graduate students through
the master’s degree. The doctoral degree may be awarded jointly with the
University of California, as hereinafter provided. Faculty research, using
facilities provided for and consistent with the primary function of the state
colleges, is authorized. . . .


The University shall provide instruction in the liberal arts and sciences,
and in the professions, including teacher education, and shall have exclusive


6 On recommendation of the Liaison Committee the State Board of Education at its meeting
on December 17, 1958, and The Regents of the University at their meeting on December 19,
1958, approved the creation of the Joint Advisory Committee, which consists of four representa-
tives each of the junior colleges, the state colleges, and the University of California. The Com-
mittee is advisory to the Superintendent of Public Instruction, the President of the University,
and the Joint Staff for the Liaison Committee.
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jurisdiction over training for the professions (including but not by way of
limitation) 7 dentistry, law, medicine, veterinary medicine, and graduate archi-
tecture. The University shall have the sole authority in public higher educa-
tion to award the doctor’s degree in all fields of learning, except that it may
agree with the state colleges to award joint doctoral degrees in selected fields.
The University shall be the primary state-supported academic agency for
research, and The Regents shall make reasonable provision for the use of
its library and research facilities by qualified members of the faculties of
other higher educational institutions, public and private.


Writing a statement of functions into the Constitution will bring
about real advantages. Not only will the differentiation of functions
have the force of law, but also the difficulty of amendment will give
a new area of stability to public higher education. Enforcement, the
weakest link in the old liaison machinery, can be achieved by legal
processes. The knotty problem of the doctorate is settled without
denying participation to the state colleges, yet providing assurance
that high standards will prevail. Sharing of library and research
facilities can augment scholarly production and assure fuller use
of cultural assets without great extra cost to the state. Inclusion in
the Constitution of a definition of functions should help greatly in
eliminating duplication and provide a standard that can be used by
each segment to judge which of its programs are marginal or periph-
eral to its functions.


If this statement of functions is written into the Constitution, the
question arises as to whether the boards should adopt additional
and more detailed ones, such as the one prepared by the Joint Ad-
visory Committee. The Survey Team approved with some amend-
ments the greater part of the Joint Advisory Committee statement,
and favorable action was taken on the recommended version by the
Liaison Committee on December 17, 1959. (This statement on func-
tions as amended by the Survey Team appears in Appendix II to
this report.) The statement was removed from the agenda of the
joint boards on December 18. The team suggests that the Joint Ad-
visory Committee report be referred by the Liaison Committee to
the new Co-ordinating Council when it is established and that the
section of the report entitled “Extension Programs and Adult Edu-
cation” be referred by the Committee to the State Advisory Com-
mittee on Adult Education.


7 The draft of the proposed constitutional amendment, by mutual agreement, omits the phrase
“including but not by way of limitation.”
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THE MACHINERY OF CO-ORDINATION


The Liaison Committee since 1945 has had a remarkable record
of agreements reached, but the fact is increasingly obvious that
enforcement will require more sanctions than are available at pres-
ent. If the demands of the state for rational development and maxi-
mum economy in higher education are to be met, the co-ordinating
agency will require considerable influence.


Early in its work the Survey Team’s attention was called to an
opinion of the Legislative Counsel (Kleps to Donahoe, August 27,
1959, No. 239), which indicated that a strong co-ordinating body
could not be established by statute, even though The Regents con-
sented. Proceeding on the assumption that a constitutional amend-
ment is unlikely to pass if opposed by any one segment, the team
then undertook to work out the composition of a co-ordinating agency
that would be acceptable to all segments.


Assuming that the state colleges and the University would be rep-
resented through two separate governing boards, the team gave atten-
tion to appropriate representation of the junior colleges and the inde-
pendent institutions. The State Board of Education will continue
to be the chief state policy body concerned with the junior colleges;
however, the junior colleges are primarily locally based and their
most authentic spokesmen are from associations composed of local
board members and administrators, not state agencies. Independent
higher education is also difficult to represent, for its organizations
are private associations. The team recognized the justice of participa-
tion by junior colleges and independent institutions, particularly
when decisions affecting them are being made, but found no simple
way to arrange representation and voting privileges.


From the beginning considerable sentiment existed for an agency
of co-ordination with “public” members not connected with any seg-
ment of higher education. States with strong co-ordinating boards
(New Mexico, Oklahoma, and Texas) are composed exclusively of
“public” members, appointed by the Governor. Two recently organ-
ized agencies have part “public” (Wisconsin, four of fifteen, Utah
six of nine) and part segmental. The pattern of voluntary co-ordina-
tion in Ohio, Indiana, and California is to have all members drawn
from or chosen by the segments. 8


8 For a careful analysis of co-ordinating plans, see Lyman A. Glenny, Autonomy of Public
Colleges: The Challenge of Co-ordination. New York: McGraw-Hill Book Co., 1959.
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After careful consideration, the Survey Team decided to recom-
mend a body composed exclusively of segmental representatives in
order to assure informed members. Lay representation predominates
at the governing board level, and the majority of the proposed Co-
ordinating Council probably would consist of laymen representing
boards. Experience of the Survey Team has shown that authentic
representatives of the several segments quickly penetrate to the
heart of higher educational problems. The problems of co-ordination
require a degree of expertness that someone new to higher education
is unlikely to have or soon acquire.


Having decided to recommend a Co-ordinating Council of 12 (three
each from the junior colleges, the state colleges, the University, and
independent institutions), the team faced the problem of voting. To
relieve the junior colleges and the independent institutions of the
unenviable role of casting deciding ballots in matters pertaining only
to the state colleges and the University, the team determined that
several types of questions would be decided on different bases. All
members would vote on all questions, and all votes would be re-
corded; on the selection or dismissal of a director of the staff of
the Council, all votes would count with eight of the 12 being required
for effective action. Effective action on a matter pertaining to junior
colleges would require the affirmative vote of five (including two
junior college representatives) of the nine junior college, state col-
lege, and University representatives. Effective action on state college
and University matters would require the affirmative vote of four
of the six state college and University members. Procedural matters
would be determined by rule of the Council.9 Figure 2 shows graph-
ically this co-ordination structure.


The proposed Co-ordinating Council will have advisory functions
to review operating budget and capital outlay requests, to interpret
functional differentiation on programs, to study new facilities and
programs, and to advise The Regents, the State College Trustees, the
Governor, the Legislature, and other appropriate state officials regard-
ing these matters. It will have a director and technical staff, and it
will have power to require data from the public institutions. Its effec-
tiveness and its influence with the governing boards, the Governor,
the Legislature, and the public will flow from its mastery of the prob-


9 This is not specifically stated in the approved recommendations; here the Survey report
attempts to clarify the recommendations.







FIGURE  2
Recommended Co-ordination Structure


lems of higher education. If the Council, along with its staff, performs
well, confidence in its recommendations and their rate of acceptance
will be high. The Survey Team places high reliance on the impartial
directorship and staff and in the persuasiveness of the facts and fig-
ures that will be assembled by them.


THE PROPOSED CONSTITUTIONAL AMENDMENT


The kernel of the Survey’s proposals on structure, function, and
co-ordination is contained in the proposed constitutional amendment.
The basic agreement, approved in principle by the State Board of
Education and The Regents at their joint meeting of December 18,
1959, is of fundamental importance both to the future of public
higher education and to the fiscal solvency of the state. Although it
contains some details, particularly on co-ordination, that under ordi-
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nary circumstances might not be included there, the Survey Team
advises embodying the basic plan in the Constitution. Adoption of an
amendment that includes the provisions here recommended will lay
the basis for orderly development of public higher education for
decades to come.


As stated at the outset of this chapter, the plan is a “package” of
interrelated items. If substantive amendments are made that are not
agreeable to the parties to the compact, the amended instrument
should be dropped by mutual consent. The team cannot advise on
appropriate strategy to be employed in proposing the constitutional
amendment or in obtaining its ratification. If the Governor puts the
matter on a special session call, it can be considered by the Legisla-
ture in l960.10 If it is not placed on a call or if the Legislature fails to
approve a satisfactory constitutional amendment, consideration might
be given to proposing the plan through the initiative process.


The text that follows is not in final form for submission to the
Legislature or to the electorate. A perfected draft must come from
the segments’ attorneys and from the Legislative Counsel. The recom-
mendations that follow, however, do contain the essence of what is
thought to be a reasonable and viable proposition.


RECOMMENDATIONS


It is recommended That:


1. An amendment be proposed to add a new section to Article IX
of the State Constitution providing that public higher educa-
tion shall consist of the junior colleges, the State College Sys-
tem, and the University of California. Each shall strive for
excellence in its sphere, as assigned in this section.


2. The junior colleges shall be governed by local boards selected
for the purpose from each district maintaining one or more
junior colleges. The State Board of Education shall prescribe
minimum standards for the formation and operation of junior
colleges and shall exercise general supervision over said junior
colleges, as prescribed by law. Said public junior colleges shall
offer instruction through but not beyond the fourteenth grade
level including, but not limited to, one or more of the following:


10 See Appendix I for actions by the special session of the I960 Legislature on the recom-
mendations in this report which require legislative action.
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(a) standard collegiate courses for transfer to higher institu-
tions, (b) vocational-technical fields leading to employment,
and (c) general, or liberal arts courses. Studies in these fields
may lead to the Associate in Arts or Associate in Science degree.
Nothing in this section shall be construed as altering the status
of the junior college as part of the Public School System as
defined elsewhere in the Constitution.


3. The State College System:


a.


b.


c.


Shall constitute a public trust, to be administered by a body
corporate known as“The Trustees of the State College Sys-
tem of California” with number, term of appointment, and
powers closely paralleling those of The Regents.


The board shall consist of five ex officio members: the Gov-
ernor, the Lieutenant Governor, the Speaker of the Assembly,
the Superintendent of Public Instruction, and the chief exec-
utive officer of the State College System; and 16 appointive
members appointed by the Governor for terms of 16 years.
The chief executive officer of the State College System shall
also sit with The Regents in an advisory capacity, and the
President of the University of California shall sit with the
Trustees in an advisory capacity. The members of the State
Board of Education shall serve ex officio as first Trustees,
being replaced by regular appointees at the expiration of
their respective terms.


The state colleges shall have as their primary function the
provision of instruction in the liberal arts and sciences and
in professions and applied fields which require more than
two years of collegiate education and teacher education, both
for undergraduate students and graduate students through
the master’s degree. The doctoral degree may be awarded
jointly with the University of California, as hereinafter pro-
vided. Faculty research, using facilities provided for and
consistent with the primary function of the state colleges, is
authorized.


4. The University of California shall be governed by The Regents
as provided in Section 9 of Article IX, of the Constitution. The
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University shall provide instruction in the liberal arts and
sciences and in the professions, including teacher education, and
shall have exclusive jurisdiction over training for the profes-
sions [including but not by way of limitation],11 dentistry, law,
medicine, veterinary medicine, and graduate architecture. The
University shall have the sole authority in public higher edu-
cation to award the doctor’s degree in all fields of learning,
except that it may agree with the state colleges to award joint
doctoral degrees in selected fields. The University shall be the
primary state-supported academic agency for research, and The
Regents shall make reasonable provision for the use of its
library and research facilities by qualified members of the fac-
ulties of other higher educational institutions, public and
private.


5. An advisory body, the Co-ordinating Council for Higher Edu-
cation:


a. Shall consist of 12 members, three representatives each from
the University, the State College System, the junior colleges,
and the independent colleges and universities. The Univer-
sity and the State College System each shall be represented
by its chief executive officer and two board members ap-
pointed by the boards. The junior colleges shall be repre-
sented by (1) a member of the State Board of Education
or its chief executive officer, (2) a representative of the local
governing boards, and (3) a representative of the local junior
college administrators. The independent colleges and uni-
versities shall be represented as determined by agreement
of the chief executive officers of the University and the State
College System, in consultation with the association or asso-
ciations of private higher educational institutions. All votes
shall be recorded, but effective action shall require an affirma-
tive vote of four of the six University and state college rep-
resentatives; except that on junior college matters the junior
college representatives shall have effective votes; and on the
appointment and removal of a director of the Council all 12
shall be effective.


11 A later draft omitted by mutual agreement the phrase “including but not by way of limita-
tion.”
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b. A director of the staff for the Co-ordinating Council shall
be appointed by a vote of eight of the 12 Council members,
and may be removed by a vote of eight members of the
Council. He shall appoint such staff as the Council author-
izes.


c. The Co-ordinating Council shall have the following func-
tions, advisory to the governing boards and appropriate
state officials:


(1)


(2)


(3)


Review of the annual budget and capital outlay requests
of the University and the State College System and
presentation to the Governor of comments on the gen-
eral level of support sought.
Interpretation of the functional differentiation among
the publicly supported institutions provided in this sec-
tion; and in accordance with the primary functions for
each system as set forth above, advise The Regents and
The Trustees on programs appropriate to each system.


Development of plans for the orderly growth of higher
education and making of recommendations to the gov-
erning boards on the need for and location of new
facilities and programs.


d. The Council shall have power to require the public institu-
tions of higher education to submit data on costs, selection
and retention of students, enrollments, capacities, and other
matters pertinent to effective planning and co-ordination.







CHAPTER IV


STUDENTS: THE PROBLEM OF NUMBERS


The fundamental problem, central to all that follows in the Survey,
is that of students. How many have there been, how many are there,
how many will there be in the next 15 years in the higher education
institutions of California? Closely related is the problem of how they
will be distributed among the state’s many collegiate institutions,
both public and private. It is the purpose of this chapter to examine
these matters.


THE RECENT PAST


That enrollments in the state’s higher education institutions have
been growing during the past decade is apparent to anyone acquainted
even casually with their campuses. The growth, however, has not
been steady; indeed, for three of these years it declined. Immediately
following World War II there was a flood of veterans, men and
women whose education had been interrupted by the conflict and
who, aided by federal legislation under the “G.I. Bill,” flocked in large
numbers to the colleges of their choice. This influx had already well
started when the decade 1948-1958 began. The decline occurred
during and immediately after the Korean conflict, and soon there-
after enrollments resumed their more normal increase. Table 1 pre-
sents the fall enrollment facts regarding full-time students for the
period 1948 through 1958.


The enrollments for the 1948-1958 period have been selected both
to give some perspective against which to observe what lies ahead
for the near future and to afford a basis for understanding figures
on costs of higher education, both past and future, which are pre-
sented in Chapter IX.


THE NEXT 15 YEARS


In sharp contrast to the relatively slow growth of higher educa-
tion in the decade just noted, the period just ahead will register enor-
mous gains. By 1975, according to latest projections, more than one


[45 ]







46 MASTER PLAN  FOR  HIGHER EDUCATION IN CALIFORNIA


State
total


TABLE 1


Full-time Fall Enrollments, California Higher Education,
by Segment,1 1948-1958


Year
Junior
college


55,933 22,787
66,603 26,086
56,624 25,369
48,674 24,160
52,818 25,162
52,142 24,712
63,019 29,487
70,165 33,910
74,082 38,338
80,916 41,479
91,162 44,528


State
college


University Public
of California total


43,469 122,189
43,426 136,115
39,492 121,485
34,883 107,717
33,326 111,306
32,636 109,490
32,563 125,069
37,717 141,792
37,522 149,942
41,625 164,020
43,101 178,791


Independent
institutions


44,780 166,969
46,210 182,325
41,036 162,521
36,446 144,163
33,120 144,426
37,167 146,657
37,847 162,916
40,832 182,624
42,396 192,338
44,378 208,398
46,824 225,615


l One reason why the Survey Team so strongly recommends a Co-ordinating Council with staff
to make continuous studies and establish standard methods of reporting is illustrated by the diffi-
culties encountered in preparing this table. For several segments, three different figures for the
same year, all purporting to be “official,”
the Administrative Planning Office of


were found in print. The sources finally used were (1)
the State Department of Education Division of State Col-


leges and Teacher Education, from a dittoed report prepared under date of July 16, 1959, for the
Master Plan Survey, for the years 1950, 1951, 1952, 1953, 1954, and 1956; (2) the Additional
Centers Study [H. H. Semans and T. C. Holy, A Study of the Need for Additional Centers of
Public Higher Education in California], Table 24, page 114, for the years 1948 and 1949, since
the Planning Office data did not go that far back; and (3) reports to the Master Plan Survey from
the Department of Finance for the years 1955, 1957, and 1958.


million students, 661,350 of them attending full time,l will enroll
in California institutions of higher education. This is nearly triple
the Fall, 1958, full-time total enrollment of 225,615. To provide for
this tremendous increase is the major problem confronting higher
education in this state; the enormity of that growth, its trends and
implications, must be fully understood before rational planning can
proceed.


The causes of this projected increase in college enrollments are
easy to determine. By the end of World War II, the birth rate in
California had increased by 50 per cent over that of prewar days
and has remained near this level. Added to the birth rate increase
has been a continued large scale inmigration. This influx of popula-
tion is expected to show net gains of 300,000 or more annually in
the years ahead. According to current estimates of the State De-
partment of Finance California’s population was 15,280,000 on July
1, 1959, and is expected to increase to over 25,000,000 by 1975.2


1 “Full time” is defined as “enrolled for 12 units or more of college credit.”
2 State Department of Finance, Califomia’s Population in 1959, Sacramento, August, 1959.
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By the year 2020, this state is expected to contain 58,000,000 per-
sons, nearly four times its present population.3 Figure 3 shows these
estimates by decades.


These are the general outlines and the causes of the problem of
burgeoning enrollments which higher education in California has to
face. The remainder of this chapter will be devoted to an examination
of data pertaining to the distribution of this enrollment, the implica-
tions which the projected trends in distribution have for planning,
and the presentation of modifications of enrollment projections, based
on policies recommendedelsewhere in this report.


Status Quo PROJECTIONS


The first step in analyzing the enrollment growth was the prepara-
tion of enrollment estimates assuming the continuation of present
trends to 1975. These projections were prepared by the Department
of Finance, with the advice of the Technical Committee on Enroll-
ment Projections.


METHOD


The basic datum in projecting the future college enrollments for
the state is the high school graduate. The total number of these
graduates, their location, and their qualifications and desires to
attend each of the various segments and particular institutions of
higher education form the basis for estimating future enrollments.
The projection of high school graduates has employed the “grade
progression”method, which, by making allowance for attrition and
accretion on the basis of past experience and projected trends, traces
each elementary and secondary grade and high school class through
the twelfth year of school. For example, the high school graduating
classes of 1965-66 will include many of the 248,840 students enrolled
in the fifth grade of the public schools and of the 32,000 enrolled in
the same grade of the private schools on October 31, 1958. Further-
more, these same students will contribute to the college freshman
class of 1966-67 and the college seniors of 1969-70.


Because of California’s size and uneven population distribution
and growth, an area analysis has been carried out in terms of “State
Economic Areas,”as defined by the United States Bureau of the


3Estimates by Van Beuren Stanbery, San Francisco, September 16, 1958.


3—20703
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Census.4 These areas were chosen, not only because of the availabil-
ity of a considerable body of accumulated data based on these geo-
graphic divisions, but because the State Economic Areas, in general,
conform closely to the actual population centers throughout the state.
The California State Economic Areas are as follows:


CALIFORNIA STATE ECONOMIC AREAS (AS OF JULY, 1959)


Nonmetropolitan Areas Area Number Counties Included


North Coastal 1


North Central Coastal
South Central Coastal


2
3


Sacramento Valley 4


North San Joaquin Valley 5
South San Joaquin Valley 6
South Coastal 7
Imperial Valley 8
Sierra 9


Metropolitan Areas
San Francisco-Oakland


San Jose
Sacramento
Stockton
Fresno
Los Angeles-Long Beach
San Diego
San Bernardino-Riverside-


Ontario
Santa Barbara
Bakersfield


A


B
C
D
E
F
G
H


J
K


Del Norte, Humboldt, Lake,
Mendocino
Napa, Sonoma
Monterey, San Benito, San Luis


Obispo, Santa Cruz
Butte, Colusa, Glenn, Sutter,
Tehama, Yolo, Yuba
Merced, Stanislaus
Kings, Madera, Tulare
Ventura
Imperial
Alpine, Amador, Calaveras, El
Dorado, Inyo, Lassen, Mariposa,
Modoc, Mono, Nevada, Placer,
Plumas, Shasta, Sierra, Siskiyou,
Trinity, Tuolumne


Alameda, Contra Costa, Marin,
San Francisco, San Mateo, Solano
Santa Clara
Sacramento
San Joaquin
Fresno
Los Angeles, Orange
San Diego
San Bernardino, Riverside


Santa Barbara
Kern


The number of public high school graduates in each State Eco-
nomic Area was used in estimating the number of entering freshmen
who could be expected each year for each of the public segments.


4 See Donald J. Bogue, State Economic Areas. Washington, D.C.: Bureau of the Census, U.S.
Department of Commerce, 1951.







50 MASTER PLAN FOR HIGHER EDUCATION IN CALIFORNIA


This determination was made on the basis of the known tendencies
of the high school graduates, area by area, to attend the various
types of educational institutions. Total enrollments for each segment
were then obtained by deducting from the total the number who
could be expected to drop out and adding the number of students
who could be expected to transfer from another segment. For the
state colleges and the University of California, this procedure was
followed for individual institutions and campuses. Adjustments were
then made among the enrollments of the various institutions on the
basis of the estimated impact that newly created institutions in the
same or other areas would have on their enrollments.


The enrollments for the independent institution were not pro-
jected in the same manner, since they have much more control over
their enrollments than do the public institutions. Furthermore, a
larger proportion of their enrollees are graduates of other than Cali-
fornia high schools. Instead, the individual colleges and universities
were asked to supply enrollment estimates based on their own plan-
ning and analysis.


By use of the methods just described, Table 2 was developed. This
table shows the projected full-time enrollments based on a continua-
tion of the status quo in higher education for 1960, 1965, 1970, and
1975, and their distribution among the junior colleges; state colleges,
University of California, and the independent colleges and universi-
ties. Since this is the basic table on enrollment projections in this
report, some of the figures found in it appear in other parts of the
study.


ASSUMPTIONS


The major assumptions5 controlling these projections are as fol-
lows:


1. The State of California will continue to grow rapidly, reflecting
a high level of economic development if there are no major
economic setbacks, atomic wars, or natural catastrophes be-
tween now and 1975. By that time the state’s total population
is expected to be in the neighborhood of twenty-five million
people.


5 Preliminary report First-Run Status Quo Projections of Enrollment of California Institutions
of Higher Learning Included in the Master Plan Survey, Department of Finance, Budget Division,
No. 112759.
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2. The rates at which children remain in high school until gradua-
tion and the geographic distribution of high school graduates to
1975 will in general follow the trends of the past decade.


3. The rates at which California’s young people enter its colleges
will continue to show a gradual increase to 1975.


TABLE 2
Distribution of Status Quo Projections of Full-time Enrollment in California


Institutions of Higher Education by Five-year Intervals to 1975


Actual (Fall) Status quo projections (Fall)


Type of institution and level


All institutions
All levels -------------------


Lower division---------
Upper division----------
Graduate--------------
Special------------------


Public junior colleges
All levels ------------------


Lower division---------
Upper division---------
Graduate----------------
Special------------------


State colleges
All levels------------------


Lower division---------
Upper division---------
Graduate-------------
Special----------------


University of California
All levels------------------


Lower division--------
Upper division--------
Graduate--------------


Independent Colleges
All levels-----------------


Lower division--------
Upper division--------
Graduate-------------
Special-----------------


Independent universities
All levels----------------- 19,207


Lower division--------- 6,785
Upper division---------- 6,652
Graduate---------------- 5,406
Special------------------ 364


1955   1957   1958    1960   1965  1970   1975


182,624 208,398
116,573 131,104
45,465 54,331
18,722 20,981
1,864 1,982


22,246           25,700
4,265 4,550


37,250
5,750


70,165
68,897


----
----


1,268


80,916
79,352


- - - -


91,162 115,750
89,206 113,450


---- ----
---- ----


1,956 2,300


162,600
159,350
----


----
1,564


----
3,250


33,910 41,479
15,596 18,010
16,005 20,934
2,141 2,305


168 230


44,528 58,600
20,052 28,000
21,701 27,200
2,681 3,400


94 ----


104,950 157,150
50,350 73,350
48,300 74,600


6,300 9,200
---- ----


37,717 41,625 43,101 50,400 77,000
13,116 13,451 14,030 18,350 27,150
14,970 16,608 16,149 17,350 27,850
9,631 11,566 12,922 14,700 22,000


21,625 24,630 26,801 30,950
  12,179 14,020 14,766 17,l00


7,838 9,004 9,520 10,850
1,544 1,531 1,851 2,300


64 75 664 700


38,550 45,400
21,250 25,050
13,400 15,650
3,050 3,8O0


850 900


19,748 20,023 20,900
6,271 6,026 6,200
7,785 7,654 7,850
5,579 4,792 5,300


113 1,551 1,550


22,000 23,000
6,350 6,550
8,l00 8,250
5,900 6,500
1,650 1,700


536,800
342,000
137,500
50,600
6,700


205,200
201,100


----
----


4,100


106,050
35,950
39,000
3 1,100


661,350
418,250
172,300
63,000
7,800


251,400
246,350


----
----


5,050


200,000
91,750
96,300
11,950


----


136,000 
45,900 
50,450
39,650


49,900
27,500
17,100
4,300
1,000


24,050
6,750
8,450
7,100
1,750
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4.


5.


6.


7.
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The independent colleges and universities will not expand their
facilities at a rate sufficient to maintain their present proportion
of enrollment.


The publicly controlled facilities will be limited to institutions
in operation and reporting enrollment in the Fall of 1959, with
the addition of one junior college, two state colleges, and three
campuses of the University of California.


Each publicly controlled institution within each system will
continue to attract students at about present rates, and students
will continue current patterns of place of origin and attendance
except as modified by the new institutions. Implicit is a con-
tinuation of present admission policies, curricula, and other
conditions influencing enrollment.


Each institution will be able to handle all the students who
would be able to enroll under these assumptions so that the
projected numbers are “potentials” not restricted by site, physi-
cal plant, or other limitations that may in actuality exist.


The status quo enrollment estimates, which follow in this section,
are based on this set of assumptions, and, of course, are limited by
them. Following is the probable distribution of these enrollments,
by segment, and by divisional level, between 1958 and 1975, if
status quo policies were to remain in effect. (The geographic distri-
bution of high school graduates over this same period is not dis-
cussed here, but is dealt with in the section of Chapter VI, “Institu-
tional Capacities and Area Needs,” covering the need for new
junior colleges, state colleges and campuses of the University of
California.)


Table 3 presents the number of full-time graded students and the
proportion of the total which each segment of higher education
enrolled in 1958 along with the numbers and proportions of the
total each would enroll in 1975 if the current trends are maintained.
From these data it can be seen that the current pattern of enrollment
would change considerably in this period. Of particular significance
is the estimate that the proportion of the total college students who
will be enrolled in independent colleges and universities in 1975
would be about one-half of that of 1958. On the other hand the
state college proportion would increase by 10.5 per cent, the Univer-







STUDENTS: THE PROBLEM OF NUMBERS 53


TABLE 3
Growth in Full-time Enrollment and Distribution, by Segments, Between


Fall, 1958, and Fall, 1975, Status Quo Projections


Fall, 1958 Fall, 1975


Junior colleges -------------------------------- 91,162 40.4 251,400 38.0
State colleges ------------------------------------ 44,528 19.7 200,000 30.2
University of California------------------------- 43,101 19.1 136,000 20.6
Independent colleges and universities---------- 46,824 20.8 73,950 11.2


Total------------------------------------ 225,615 100.0 661,350 100.0


sity of California’s proportion would remain relatively constant, and
that of the junior colleges would be slightly reduced.


In other terms, for every 100 full-time students enrolled in each
segment in the Fall of 1958, the Fall of 1975 would see 276 students
in the junior colleges, 449 students in the state colleges, 316 students
in the University of California, and 158 students in the independent
colleges and universities.


During this time, as will be seen from Table 3, the proportion of
students in publicly supported institutions will increase from approxi-
mately 80 per cent to almost 90 per cent. This change as noted above
would be largely brought about by the relatively large growth of
the enrollments in the state colleges, which would have a relative
gain in enrollments almost identical to the decline projected for the
independent institutions.


A breakdown of the distribution of students among the segments
by divisions shows clearly that the increases are not uniform at the
various levels. From Table 4 it can be seen that the greatest relative
gains in enrollment for both the state colleges and the University
of California would occur in the lower division. The independent
colleges and universities, on the other hand, would register their
greatest additional enrollment at the graduate division level.


In the lower division projections (Table 4) the greatest increase,
358 per cent, between 1958 and 1975, is predicted for the state col-
leges. The second largest increase, 227 per cent, would occur in the
University of California; the junior college enrollment (which is
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all lower division) would increase by only 176 per cent, and the
independent colleges and universities by 65 per cent.


TABLE 4


Trends in Full-time Enrollment, by Level and Segment, Fall, 1958,
to Fall, 1975, Status Quo Projections 1


Level and segment


Lower Division
Junior colleges-------------------
State colleges--------------------
University of California-------
Independent colleges and


universities------------------


Total--------------------


Upper Division
State colleges-----------------------
University of California-------
Independent colleges and


universities------------------


Total-------------------


Graduate Division
State colleges-----------------------
University of California-------
Independent colleges and


universities------------------


Total------------------


Specials, not classified2


Junior colleges---------------------
State colleges----------------------
Independent colleges and


universities-----------------


Total------------------- 4,265 - - - -


All Levels
Junior colleges---------------------
State college------------------------
University of California--------
Independent colleges and


91,162 40.4 251,400 38.0 176
44,528 19.7 200,000 30.2 349
43,101 19.1 136,000 20.6 216


universities------------------- 46,824 20.8 73,950 11.2 58


Tota l - - - - - - - - - - - - - - - - - 225,615 100.0 661,350 100.0 193


1958
Reported


enrollment
Per cent
by level


1975
Projected
enrollment


Per cent
by level


Per cent
increase


over 1958


89,206
20,052
14,030


20,792


144,080


61.9
13.9
9.8


58.9
21.9
11.0


14.4


246,350
91,750
45,900


34,250


418,250


8.2


100.0 100.0


176
358
227


65


190


21,701
16,149


17,174


55,024


39.4
29.4


55.9
29.3


31.2


100.0


96,300
50,450


25,550


172,300


14.8


100.0


344
212


49


213


2,681 12.0 11,950 19.0 346
12,922 58.1 39,650 62.9 207


6,643 29.9 11,400 18.1 72


22,246 100.0 63,000 100.0 183


1,956
94


2,215


- - - -
- - - -


- - - -


5,050
- - - -


2,750


7,800


- - - -
- - - -


- - - -
- - - -


- - - -


- - - - - - - -


1 Since these are status quo projections, they do not take into account recommendations made
elsewhere in this report to divert lower division students from the state colleges and the Uni-
versity of California to the junior colleges.


2 Students not classified either by division or by college class. These are omitted from later
tables.
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Again, in terms of each one hundred students in the lower division
for each of these segments in 1958, lower division enrollments in
1975 would be 276 in the junior colleges, 458 in the state colleges,
327 in the University of California, and 165 in the independent
colleges and universities.


At both the upper and the graduate division levels, as shown in
Table 4, the greatest increases are projected for the state colleges,
followed by the University and the independent colleges and univer-
sities, in that order. The proportion of the total number of upper
division students who were enrolled in the state colleges would in-
crease from 39 per cent to 56 per cent between 1958 and 1975, that
of the University would remain at 29 per cent, and the independent
colleges and universities would drop from 31 to 15 per cent.


The situation at the graduate division level would be similar, with
the state colleges registering the greatest relative gains, the Univer-
sity’s enrollment reflecting a smaller but still substantial gain, and
the independent colleges and universities registering a relative
decline.


In addition to the problem of unequal rates of growth among the
four segments, there is the problem of how enrollments will be dis-
tributed among the individual institutions of both the State College
System and the University of California. Given a continuation of
the status quo there will be a very large diversity among the rates
of increase at the various state colleges and campuses of the Uni-
versity. Table 5 indicates the degree of this diversity for each exist-
ing and authorized state college, and Table 6 gives the same informa-
tion for the different campuses of the University.


It is clear that unless present enrollment trends are modified in
some way, there will result within a few years grave overcrowding
of site capacity on certain state college and University of California
campuses markedly exceeding planning figures adopted by the re-
spective boards. At the same time, other campuses will have large
amountsof unusedspace.


FINDINGS


1. More than one million students will be enrolled in institutions
of higher education in California in 1975; of these, 661,350
will be full-time students. This is nearly triple the full-time
enrollment for 1958.
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TABLE 5


Status Quo Full-time Enrollment Projections for Each Existing and
Authorized State College, 1958-l975 *


College


A lamedal - - - - - - - - - - - - - - - - - - - - - - - - - - - - -
California Polytechnic (Kellogg-Voorhis


Campus)-----------------------------------
California Polytechnic (San Luis Obispo


Campus)-------------------------------------
Chico------------------------------------------
Fresno------------------------------------
Humbo ld t - - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Long Beach- - - - - - - - - - - - - - - - - - - - -
Los Angeles- - - - - - - - - - - - - - - - - - - - - - - - - -
North Bay2- - - - - - - - - - - - - - - - - - - - - - - - - -
Orange1- - - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Sacramento----------------------------------
SanDiego- - - - - - - - - - - - - - - - - - - - - - - - - - - -
San Fernando- - - - - - - - - - - - - - - - - - - - - - - - -
San Francisco- - - - - - - - - - - - - - - - - - - - - - - - -
San Jose- - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Stanislaus2---------------------------------


Totals-------------------------------


1958
Reported


enrollment


- - - -


1,101


3,794
2,608
4,358
1,397
4,380
3,334
- - - -


2,709
5,573


987
5,250
9,035
- - - -


44,528


1975 Per cent
Projected increase
enrollment 1975 over 1958


8,050 - - - -


15,700 1,326


11,050
5,650
8,500
4,300


24,850
28,550
2,500
9,900
7,250


20,150
18,100
8,200


24,900
2,350


191
117
95


208
467
756


- - - -
- - - -
168
262


1,734
56


136


200,000


- - - -


349


*  Since these are status quo projections, they do not take into account recommendations made
elsewhere in this report to divert lower division students from the state colleges and the Univer-
sity of California to the junior colleges.


1 Began operation in the fall of 1959.
2 Authorized but not yet in operation.


2. On the basis of the status quo trends the largest relative growth
at all levels by 1975 will be in the state colleges, which are
expected to increase their proportion of the total enrollment
over that existing in 1958 in all three divisional levels—the
lower division, upper division, and graduate. The University of
California will increase its proportion of total enrollments dur-
ing this period at all levels except the upper division, which is
expected to show a slight decrease. Although both the junior
colleges and the independent colleges and universities will expe-
rience a large numerical increase, each will enroll a proportion-
ately smaller share of the total number of students in 1975
than it did in 1958. For the independent colleges and universi-
ties this decline will be reflected at all three levels.


3. The greatest growth for both the state colleges and the Uni-
versity of California is expected to take place in lower division
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enrollments, while in the independent colleges and universities
the greatest growth will occur at the graduate level.


4. Enrollment increases will vary tremendously among the several
state colleges and among the campuses of the University of
California as can be seen from Tables 5 and 6. In fact, the
projected increases at some of these state colleges and campuses
of the University will increase the enrollments well above plan-
ning estimates developed by the State Department of Education
and the University of California, as well as exceeding the maxi-
mum enrollments recommended elsewhere in this report. (See
Chapter VI.) At the same time, other institutions in both sys-
tems will be attracting far fewer students than they could ac-
commodate.


DISTORTIONS REVEALED BY Status Quo PROJECTIONS


It appears from the status quo projections that unless restrictions
of some kind are placed on enrollment growth at the state colleges
and the campuses of the University of California, these two seg-
ments will be enrolling a much larger proportion of the total num-


T A B L E  6  


Status Quo Full-time Enrollment Projections for Each Existing and Authorized
Campus of the University of California, 1958-1975 *


Totals--------------------------------


1958 1975
Reported Projected


enrol lment enrollment


19,198
2,341


†53
16,274


991
2,710
----
----


1,534


43,101


43,950
7,750


‡3,650
35,600
7,050
9,900


16,950
8,550
2,600


136,000 216


Per cent
increase


1975 over 1958


129
231


----
119
611
265


----
----


69


* Since these are status quo projections, they do not take into account recommendations made
elsewhere in this report to divert lower division students from the state colleges and the Univer-
sity of California to the junior colleges.


† Graduate students in the Institute of Oceanography only.
‡ Approved as a general campus by The Regents in 1957.
1 Approved by The Regents but not yet in operation.
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ber of students in California institutions in 1975 than in 1958. Fur-
thermore, despite the large increases in the number of students at
the upper division and graduate level which these two segments will
be called upon to absorb, the greatest increases in both these systems
will be, under status quo projections, in the lower division.


It is the belief of the Survey Team that such expansion by these
two systems is inconsistent with the best interests of the state. In
order to absorb these increases, and still meet their responsibilities
for upper and graduate division students, many of the state colleges
and campuses of the University will be enlarged far above the capac-
ity of their sites, necessitating acquisition of added acreage—often in
crowded urban centers—at excessively high costs.


The Survey Team is of the further belief that the Restudy recom-
mendation approved by both boards and stated here is a sound one:
that “the University of California emphasize policies leading to the
reduction of lower division enrollments in relation to those of the
upper and graduate divisions,and that the state colleges pursue
policies which will have a similar effect.” 6


The Survey Team is convinced that the percentage increase in
the lower division ought to be highest in the junior colleges, chiefly
because of the following reasons:


1.


2.


3.


4.


5.


Easy accessibility to students and the consequent reduction
in cost to them


The high scholastic records made in both the state colleges and
the University by junior college transfers


The junior college screening function of indicating those stu-
dents most likely to succeed in their education beyond the
lower division


The adopted policy, in California’s tripartite system of public
higher education for the University and the state colleges to
place increased emphasis on upper division and graduate pro-
grams


The diversion of a portion of lower division students from the
state colleges and the University of California to the junior


6 T. R. McConnell, T. C. Holy, and H. H. Semans, A Restudy of the Needs of California in
Higher Education. Sacramento: California State Department of Education, 1955, p. 44. This
recommendation was approved by the Liaison Committee on December 18, 1954, by the State
Board of Education on January 3, 1955, and by the Regents on March 18, 1955.
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colleges to aid in controlling the unmanageable size of certain
institutions as shown in Tables 5 and 6.


6. Costs per student to the state for both operation and plant
are lower in the junior colleges than in the state colleges and the
University


CONCLUSIONS


On the basis of the foregoing, the Master Plan Survey Team came
to the following conclusions:


1 .


2 .


3 .


That by 1975 about 50,000 of the lower division students, who,
according to the status quo projections, will be enrolled in the
state colleges and the University of California, should be accom-
modated in the junior colleges


That such diversion will not directly prevent any high school
graduate from continuing his education beyond the lower divi-
sion if he can meet the transfer requirements into any four-
year institution


That methods to achieve this diversion should be developed
by the respective boards and the Co-ordinating Council


RECOMMENDATIONS


As one means of achieving this diversion of lower division stu-
dents from the state colleges and the University of California to the
junior colleges, the Survey Team recommends the following:


In order to implement more fully the action of The Regents of the
University of California and the State Board of Education in 1955
that “the University of California emphasize policies leading to the
reduction of lower division enrollments in relation to those of the
upper and graduate divisions, and the state colleges pursue policies
which will have a similar effect,” the percentage of undergraduates
in the lower division of both the state colleges and the University
be gradually decreased ten percentage points below that existing in
1960 (estimated to be 51 per cent in both segments) by 1975. It is
further recommended that the determination of the means by which
this recommendation can best be carried out be the responsibility
of the governing boards.7


7 It is estimated that this recommendation would result in the transfer of some 40,000 lower
division students to the junior colleges by 1975. It is expected that the recommendation to select
state college students from the upper 33 1/3 per cent of all public high school graduates and the
University from the upper 12 1/2 per cent, together with the recommendation that all “limited”
students be required to meet regular admission requirements, will make up another 10,000.
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Modified PROJECTIONS


The conclusions reached by the Master Plan Survey after studying
the status quo enrollment projections led the team to request the
Department of Finance to prepare a set of modified projections.
These were to be based on the following assumptions in addition to
the first four of those made earlier in this chapter under the heading
“Assumptions.”


1.


2 .


3 .


4.


5 .


6 .


7 .


That diversion of full-time lower division students from state
colleges and University of California campuses to junior col-
leges will be undertaken so as to result in approximately 50,000
such students being diverted in 1975


That the respective boards of the State College System and the
University of California will devise measures that will reduce
the overcrowding of certain of their institutions beyond reason-
able site capacity and will increase the numbers attending less
crowded institutions of both systems


That the lower division proportion of the full-time undergrad-
uate enrollment of the two public segments will be reduced
gradually so that by 1975 it will be, for each segment, in the
neighborhood of 41 per cent. This would be, in each case, a
system-wide average, not necessarily true for each campus
within the system.


That the most rapid rate of lower division growth during
the period 1960 to 1975 will be in the junior colleges, since
this segment is least costly, per student, to the state


That during this period, in addition to the already authorized
state college and state university campuses, two new state
colleges, as elsewhere recommended in this report, will be
established and put into operation


That the state will encourage development by local communi-
ties of additional junior colleges as needed, contributing more
heavily to their support than in the past and making state funds
available to pay for part of the cost of their construction


That the modification of freshman entrance requirements to
state colleges and the University ofCalifornia, as recommended
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in Chapter V, will be adopted, as well as those modifications
affecting entrance to those institutions with advanced standing


It is evident that the administrative decisions that will be necessary
to put these assumptions into effect, rather than the broad statements
of assumed policy themselves, will determine the numbers of students
in each system and their distribution by institution and campus. The
Survey Team has left to the respective governing boards the determi-
nation of how, for example, students are to be diverted from an
overcrowded to a less crowded campus within the same system.
Clearly, any one of a number of methods of achieving this end might
be used, each with its own effect on the enrollment of individual
campuses. Further, it is obvious that whatever means are used will
result in some net loss or shrinkage since a student not admitted to
the campus of his first choice may change his educational plans
completely.


Because the preparation of modified projections in detailed figures
by area, institution, and division level involved “second guessing” a
large number of administrative decisions and policies, the detailed
projections will be presented only in the Techical Committee Report.
Therefore, modified enrollment projections are shown here only for
segment and level.


Tables 7 and 8 show how the Survey recommendations for the
diversion of lower division students to the junior colleges will have
affected the pattern of higher education enrollments by 1975. To
bring this modification about is the continuing responsibility of the
respective boards and the Co-ordinating Council, who can thus insure
that henceforth enrollments in public higher education in the state
shall be on a planned and rational, rather than haphazard basis.
Some consideration of methods by which the correction of distorted
enrollments can be brought about is included in Chapter V.


The modification of status quo enrollment trends, as these trends
are presented in Tables 7-10 show how students might be distributed
among the segments of California higher education by 1975. As noted
in the explanatory footnotes to Tables 7 and 8, the conditions set
by the team are not completely met by the modified figures. The
team recognizes, however, that many unpredictable factors will un-
doubtedly influence the ultimate actual, as distinct from projected,
enrollments.







TABLE 7
Rate of Growth in Full-time Lower Division Enrollment by Segment,


Status Quo, and Modified Projections, 1958 to 1975


* The difference of 42,600 junior college enrollees shown here between status quo and modified
projections is less than the 50,000 the team believes should have been diverted by 1975.


** The modified projections do not fully conform to the team’s recommendation that fastest
rate of lower division growth should be in junior colleges.


TABLE 8
Percentage Distribution of Full-time Undergraduate Enrollment by Level, State


Colleges and University of California-1975 Modified Projections


1 The modifiedprojections reduce the lower division proportion of all undergraduate enrollment
for both segments somewhat below the team’s recommendation as quoted above.


TABLE 9
Percentage Distribution of Full-time Enrollment by Segment and Level,


1975 Modified Projections
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Table 2 in this chapter gives the status quo projections for the
years 1960, 1965, 1970 and 1975, as compared with actual full-time
enrollments for the years 1955, 1957, and 1958 by segment and
level of higher education in the state. Somewhat similar information
for the modified projections is found in Tables 7 to 10 in this chapter.
The purpose of Table 11 is to show a comparison of the distribution
of the projected enrollments under the status quo and modified plans
for the years, 1965, 1970, and 1975.


TABLE 11


Comparison of Status Quo and Modified Full-time Enrollment Projections
by Segments and Levels for 1965, 1970, and 1975


1 The totals for all institutions for the two plans of projection differ somewhat for each of the
three years because of the difference in procedures used in developing them. Also the totals for
s tatus quo pro ject ions d i f fer  f rom those in  Table 2 because specia l  s tudents  are inc luded in  that
table but not in this one.


2 Ibid.
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The main purpose of the modified projections as shown earlier
in this report is to divert lower division students from the state col-
leges and the University of California to the junior colleges. Table 11
shows that under this plan lower division enrollments in the state
colleges in 1975 are 67,400 as compared with 91,750 under the status
quo projections. For the University of California, comparable figures
are 28,800 and 45,900. As would be expected, the impact of these
reductions in the state colleges and the University of California is
shown in the increase of lower division enrollments in the junior
colleges from 246,350 in 1975 under the status quo plan to 288,950
under the modified plan.


CONCLUSIONS


It is the belief of the Survey Team that modification of the status
quo projected distribution of enrollments among the various segments
of higher education is necessary. Achievement of modified projections
based on the assumptions given earlier in this chapter will place
emphasis in the state colleges and the University of California on
the divisional levels most appropriate to their defined functional
responsibilities. Such modifications will allow these segments to con-
centrate more of their resources on the upper division, and graduate
students who will be seeking admission in greater numbers in the
years ahead. The reduction in the number of lower division students
attending these institutions will, moreover, contribute to the further
strengthening of California’s well-developed junior college program.
This program is noteworthy in that it provides high caliber lower
division education conveniently located to most of the college-age
population at a cost to the state much below that which can be
offered by either of the other publicly controlled segments; in addi-
tion, it provides a wide variety of other post-high-school educational
services required by mid-twentieth century society.







CHAPTER V


STUDENTS: THE PROBLEM OF QUALITY


Problems of selection and retention loomed large in the Survey.
The quality of an institution and that of a system of higher education
are determined to a considerable extent by the abilities of those it
admits and retains as students. This applies to all levels—lower divi-
sion, upper division, and graduate. It is also true for all segments, but
the emphases are different. The junior colleges are required by law
to accept all high school graduates (even nongraduates may enter
under some circumstances) ; therefore the junior colleges must pro-
tect their quality by applying retention standards rigid enough to guar-
antee that taxpayers’ money is not wasted on individuals who lack
capacity or the will to succeed in their studies. If the state colleges
and the University have real differentiation of functions between
them, they should have substantially different admission requirements.
Both should be exacting (in contrast to public higher educational
institutions in most other states) because the junior colleges relieve
them of the burden of doing remedial work. Both have a heavy
obligation to the state to restrict the privilege of entering and remain-
ing to those who are well above average in the college-age group.


The subject matter covered by this chapter includes some topics
specifically assigned to the Technical Committee on Selection and
Retention of Students, including the following:


1. Measures of the validity of entrance requirements


2. Admissions policies and procedures


3. Retention of students


4. Getting the best students in the right institutions


Because the direction of the Survey Team’s thinking ran counter
to that of the Technical Committee on several important issues, it
should be understood that some of the recommendations that follow
are those of the Survey Team and not those of the Technical Com-
mittee.


[ 66 ]
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MEASURES OF THE VALIDITY OF  ENTRANCE REQUIREMENTS


The Technical Committee suggested as a guiding principle that
admission requirements are valid for any one college if, first, they
serve to qualify for admission those applicants whose educational
purposes are properly met by the college and whose abilities and
training indicate probable scholastic success in the college and, sec-
ondly, they serve to eliminate applicants not meeting these require-
ments.


The Survey Team, however, found other considerations that mod-
ify and interpret the principle stated. Each public institution cannot
write its own charter but must fit into the uniform rules and regu-
lations of the system of which it is a part. The usefulness of validity
studies based on grades received in an institution can be destroyed
if disproportionately high grades are awarded by it; therefore, con-
tinuous study of grading standards is necessary in order to reassure
taxpayers and other institutions and segments of higher education
that comparable standards exist in judging scholastic success. More-
over, state-supported institutions have an obligation to adjust their
offerings and admissions policies to meet the long-run
fit the fiscal capabilities of the state, as ascertained by
and statutory authorities.


The Technical Committee suggested the following
measures of validity:


needs and to
constitutional


four common


1 .
2 .


3 .


4.


The


Scholastic success in the first semester or year


Continuance in college
Rate of dismissal for poor scholastic performance


Comparative standing on objective tests


Technical Committee regards scholastic success as the best
single measure of validity. The Survey Team agrees, but prefers
the use of several criteria in combination.


APPLYING VALIDITY CRITERIA


The data made available to the Survey Team by the three public
segments fall far short of the completeness desired for judging the
validity of admissions requirements. Junior college statistics are
inadequate as grounds for support of, or opposition to, the existing
“open-door” policy that admits students from all levels of ability.
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State college data cover too short a period and are insufficiently com-
prehensive. The University figures, while more complete, are weak on
testing.


Scholastic Success. Data from seven state colleges, for 1958-59
(see Technical Committee report), shows that 55 per cent of the
freshmen admitted with five recommending units and 54 per cent
of those admitted with six failed to make a C average in their. first
year. The records of those with seven recommending units (47 per
cent below C) and with eight (44 per cent below C) indicate mar-
ginal validity that should be reinforced by a high score on a standard
aptitude test.


Among the alternative University admission plans in use during
1957-58, judging from data in the Technical Committee report, the
following are of doubtful validity: six A or B grades in last two
years, “exceptions to rules,”12 A or B grades in last three years,
and “highest 10 per cent of class.”


Continuance in College. Persistence of students in higher educa-


tion obviously is affected by a variety of factors that are largely
outside the control of an institution unless the institution refuses to
admit those with characteristics that make them higher potential
dropouts. Low socioeconomic status, poor health, emotional insta-
bility, and marital involvements are common explanations of with-
drawal and no return. The public institutions, located in urban set-
tings and with mainly commuting students, would be expected to have
lower persistence rates than private institutions with campus life and
living accommodations for most students.


The state college materials supplied to the Survey Team provide
almost no index to persistence of students admitted as freshmen
over the whole undergraduate period. The “native” is shown as more
likely to continue through the junior and senior years than the “trans-
fer” student. The transfer who was eligible on the basis of his high
school record is more persistent than the transfer who was not eli-
gible. (Data taken from the Technical Committee Report)


The University records for all campuses show, in sample years,
a persistence rate of about 55 per cent of entering freshmen in the
eighth semester after entrance either receiving degree or still stu-
dents (Technical Committee report). About 45 per cent withdrew
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before completing the eighth semester following admission. Approxi-
mately one-third of all withdrawals were below a C average at the
time of exit.


Rate of Dismissal. This evidence indicates that around 15 per
cent of the University freshmen entrants leave with scholastic defi-
ciencies within the four-year period. This is a relatively small attri-
tion for scholastic failure and indicates that the existing admission
standards must be reasonably well-suited to the selection of students
equipped for the level of work undertaken in the University. Discus-
sion of dismissal will be resumed under “Retention” later in this
chapter.


Standing on Tests. The Technical Committee declares: “Properly
compared, the objective test is a better measure of the quality of
the students admitted to a college than either the withdrawal or
dismissal measures. Measured by correlations with instructors’ grades
in college, however, the objective test is not as good a measure of
the quality of an admitted class as is the scholastic record of the
first semester or first year for judgment on the basis of the purposes
of the individual institution.”


Scores on standardized tests may be particularly useful in compar-
ing students in different institutions of the same system, of other
segments in California, and of the nation as a whole.


RECOMMENDATIONS


It is recommended that:


1. The junior colleges, state colleges, and University make sta-
tistical studies of their entrance requirements, and report an-
nually, in standard form, to the co-ordinating agency on validity
judged by (a) scholastic success, (b) persistence, (c) rate of
dismissal, and (d) scores on standard tests


2. Each public segment report annually to the co-ordinating agency
on its grading standards, providing data on such matters as:


a. Distribution of undergraduate grades awarded (proportion
of each grade given for each institution, department, and by
lower and upper division)


b. Its grading differential with other institutions or segments
as computed from the records made by transfers
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ADMISSIONS POLICIES AND PROCEDURES


The junior colleges admit both high school graduates and non-
graduates. Education Code Section 5706 requires junior colleges,
assuming residence requirements are met, to accept “any high school
graduate and any other person over eighteen years of age . . .
capable of profiting from the instruction offered.” The results of a
questionnaire circulated at the request of the Technical Committee,
to which 56 junior colleges replied, indicate that (a) 50 admit any
high school graduate; (b) 36 admit any person over eighteen years of
age; (c) 30 admit some students on a probationary basis.


The state college basic requirement is stated in terms of seven
or more Carnegie units during the last three years in high school with
A or B grades, but with no subject prescription except that physical
education and military sciences are excluded. In 1958 about 80 per
cent of first-time freshmen used this plan. Students with five or six
units may enter if they score at or above the twentieth percentile on
the national norm of a standard college aptitude test. As shown in the
discussion of “validity,” the latter group experiences difficulty, and
over one-half fails to make a C average in their first year. Some 12
per cent of first-time freshmen entered by this method in 1958. Out-
side of the regular pattern of admission are three categories which
were used to admit first-time freshmen: (1) “other” (foreign, out-of-
state, and others not meeting standards in Section 925 (a) or (b) of
California Administrative Code, Title 5, Education); (2) “adult
special ; ” and (3) “nondegree programs.” In 1958 these methods
accounted for 7 per cent of first-time freshman admittees.


For the University of California, the basic requirement is a B
average in the last three years, expressed in grade points, in a pattern
of 10 high school academic subjects; one year in American history and
civics, three in English, one in algebra, one in geometry, one in labora-
tory science, two in foreign language, and one additional in either
mathematics, foreign language, or laboratory science. About 90 per
cent of the University’s entering freshmen qualify under this plan.
About 10 per cent qualify under alternative plans, including “highest
10 per cent in class,”12 A or B grades in last three years, six A or B
grades in last two years, and “exceptions to the rules.” The validity
of all four of these secondary methods is considerably lower than
for the basic requirement.
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Public institutions ordinarily admit all students above a minimum
“floor,” who meet stated basic entrance requirements; private insti-
tutions often have both “floor” and a selective process for choosing
among applicants who meet minimum requirements. It may be that
the state colleges and the University in particular will have to work
out some such combination plan in order to select the best students
from the forthcoming flood of applicants. Both the state colleges and
the University have made use of scholastic aptitude tests in the past.
However, beginning in 1960, these will be required of all applicants
for admission to both segments.


The admission of transfer students is especially important in Cali-
fornia’s tripartite system, because over one-half of all lower division
instruction within the state—including private institutions—is done
by junior colleges. Among the many useful services of the junior
colleges is that of providing a proving ground for those who have not
made records in high school good enough to justify direct entry into
senior college. Thus quality control over lateral entry rises in impor-
tance now that the new student in state colleges and on University
campuses is so often a junior rather than a freshman.


Beginning in 1961, the state colleges will require would-be transfer
students who were not eligible on the basis of high school records to
present a C (2.0 grade point) average on 60 units of college work,
or a B (3.0) average on not less than 24 units. State colleges nor-
mally accept all junior college courses in computing minimum grade-
point averages of applicants for transfer.


The University policy governing the acceptance of transfer stu-
dents is stated by an Academic Senate rule requiring the Board of
Admissions to “maintain the standard of preparation required of
students who enter the University of California,” in the admission of
applicants for advanced standing. Effective in 1957, transfer students
who were ineligible on the basis of their high school records have
been required to present a 2.4 grade-point average on 60 or more
units, or a 2.4 on 30, plus a satisfactory score on the Scholastic Apti-
tude Test. 


In view of the foregoing, the Survey Team later recommends some
changes in the admission policies of both the state colleges and the
University of California. Joint Staff studies based on examination of
transcripts of 73,679 California public high school graduates in 43
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counties showed that


FOR HIGHER EDUCATION IN CALIFORNIA


12.8 per cent of these graduates met the B aver-
subject pattern for admission to the University
additional 30.1 per cent (or a total of 42.9 per


age in the “a” to “f”
of California and an
cent) met the state college admission requirement under which most
students are admitted to the state col1eges.l (That requirement is 7
Carnegie units of course work in subjects other than physical educa-
tion and military science with grades of A or B (not an average) in
the last three years of high school.)


According to the state college section in the report of the Technical
Committee on Selection and Retention of Students, 80 per cent of
the new freshmen admitted to the state colleges in 1958 met this re-
quirement.


Other methods by which students are admitted to the University
of California and the state colleges are discussed earlier in this chap-
ter. Taking these into account, it is estimated that approximately 15
per cent of public high school graduates qualify for admission to
the University of California and some 50 per cent to the state colleges.


The recommendation which follows is that these per cents be re-
ducedto 12½ and 33 respectively. The important question is what
effect it will have on the opportunity of California public high school
graduates to continue their education in publicly supported institu-
tions in the state. The position of the Master Plan Survey Team is
that so long as any high school graduate can be admitted to a junior
college (at present non-high-school graduates may be admitted), it
will not reduce that opportunity for students able and willing to meet
the requirements for transfer to the upper division in the state col-
leges and the University of California. Figure 4 shows graphically
this situation.


The Survey Team has received the general impression that insuffi-
cient attention is given to the selection and orientation of transfer
students in both the state colleges and the University. Both systems
should be asked regularly how their transfer students are doing and
whether the standards of 2.0 for the state colleges and 2.4 for the
University are high enough for a transfer student who was deficient
in high school grades.


1 T. C. Holy and Arthur D. Browne,“A Study of the Eligibility of Graduates of California
Public High Schools for Enrollment in California Public Institutions of Higher Learning,”
California Schools, XXX December, 1959, 501.


½3
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WHO IS DENIED ACCESS TO PUBLICLY SUPPORTED INSTITUTIONS?
1. As a freshman: No graduate from an accredited high school.


2. To upper division work: (a) Students who fail to achieve a "C" average in lower division
work; (b) Junior college students who fail to achieve the minimum grade-point average
in 56 units of work.


FIGURE 4
Eligibility for Public Higher Education


(Under Master Plan Survey Proposals)


RECOMMENDATIONS


It is recommended that:


1. In order to raise materially standards for admission to the
lower division, the state colleges select first-time freshmen from
the top one-third2 (33     per cent) and the University from the
top one-eighth3 (12½ percent) of all graduates of California
public high schools with the following provisions:


2 As defined by the State College System.
3 As defined by the University of California.


½3
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a. Continuation of existing special programs and curricula in-
volving exceptions to this rule subject to approval by the
respective boards, and these to be kept to a minimum, and
those that are continued to be reported annually to the co-
ordinating agency. Any new special programs and curricula
involving such exceptions to be approved by the co-ordinating
agency.


b. Graduates of private and out-of-state secondary schools to
be held to equivalent levels.


2. Implementation of Recommendation 1 be left to the two systems
with the following provisions :


a.


b.


Each to have the new requirements in force for students ad-
mitted for Fall, 1962


Inasmuch as the Survey Team favors acceptance in both
systems of a requirement that all, or almost all, of the recom-
mending units for admission shall be in college preparatory
courses, that the application of such a requirement be care-
fully studied during 1960, and this principle be applied as
fully as possible throughout both systems


3. For both the state colleges and the University, freshman admis-
sions through special procedures outside the basic requirements
of recommending units of high school work or aptitude tests
or both (such as specials and exceptions to the rules) be limited
to 2 per cent of all freshman admissions in each system for a
given year. Furthermore, that all “limited” students be re-
quired to meet regular admission standards.4


4. Junior college functions now carried by state colleges and non-
degree lower division programs at any state college or Univer-
sity campus (other than extension) be subject to the following
rule:
The equivalent of junior college out-of-district tuition be
charged beginning in Fall, 1960, against the counties of resi-
dence of all lower division students who are ineligible to admis-
sion by regular standards, and the funds collected paid to the
General Fund of the state.


4 State Board of Education action makes this effective Fall of 1960.







5 .


6 .


7 .


8 .
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Furthermore, that such junior college functions now carried by
state colleges at state expense be terminated not later than
July 1, 1964, all admittees thereafter being required to meet
standard entrance requirements


The state colleges and the University require a minimum of at
least 56 units of acceptable advanced standing credit before
considering the admission of applicants ineligible to admission
as freshmen because of inadequate grades in high school, except
for curricula that require earlier transfer,5 and except also
that each state college and campus of the University, through
special procedures developed by each, be permitted to accept
for earlier transfer not more than 2 per cent of all students who
make application for advanced standing in any year


Undergraduate applicants to the state colleges and the Univer-
sity who are legally resident in other states be required to meet
higher entrance requirements than are required of residents of
California, such out-of-state applicants to stand in the upper
half of those ordinarily eligible. Furthermore, that there be
developed and applied a common definition of legal residence for
these public segments.


A study of the transfer procedures to both the University and
the state colleges be undertaken through the co-ordinating
agency during 1960 with the view of tightening them. Evidence
available to the Master Plan Survey Team indicates the need
for such action.


A continuing committee on selection, admission, and retention
as a part of the co-ordinating agency be established, to make
further studies in these fields (see Recommendations 1 and 2
on pages 73 and 74) and to report annually to the appropriate
agencies and persons on:


a. Transfer procedures as indicated in Recommendation 7


b. State college and University procedures in admission to the
graduate division


5 Both systems have already adopted 60 unit rules for such transfer students, but each left a
way to bypass it. The state colleges allow admission on 24 units with B average; the University,
on 30 or more with 2.4 grade point average and a satisfactory score on the Scholastic Aptitude
Test.
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c. The desirability of differing standards of admission for the
varying programs within each segment of publicly supported
institutions


9. Private institutions of higher education in California in the
approaching period of heavy enrollments strive for increased
excellence by adopting rigorous admission and retention stand-
ards.


RETENTION


All 56 junior colleges reporting in 1959 made use of probation
(in 1954 only 26 per cent did so), and all used dismissal for scho-
lastic failure, but standards and practices varied widely among them.
The Administrative Code authorizes the state colleges to place on
probation or disqualify a regular student who fails to maintain a C
average. Practices vary considerably under this rule.


The University pattern generally (except in engineering and
chemistry) is to place a student on probation if he is down six or
more grade points at the close of the first semester or fails to make
a C average in any subsequent semester, and to dismiss him if he
fails to make a C average while on probation, or fails to make a C
or above in four units, or fails to remove himself from probation
after two semesters. Practices vary somewhat from school to school
and college to college.


The Technical Committee commented concerning retention of
junior college freshmen :“Freshman students should not ordinarily
be dismissed prior to the completion of one year in order that ample
opportunity will be afforded for guidance and adjustment.” The Sur-
vey Team agreed that in many cases this was in accord with good
educational counseling practice, yet believed that any student who
fails be “subject to dismissal,”whether he is actually separated or
not, and that malingering should not be permitted on any level of
higher education. Vigorous use of probation and the threat of dis-
missal may help some “late bloomers” to flower sooner.


RECOMMENDATIONS


It is recommended that:


1. Each segment strive for greater uniformity in policy and prac-
tices on probation and dismissal; that among segments where
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the programs are comparable, an effort be made to secure uni-
formity in policy and practices on probation and dismissal;
and that each segment report annually full retention statistics to
the co-ordinating agency


GETTING THE BEST STUDENTS IN THE APPROPRIATE INSTITUTIONS


The selection and retention devices suggested will not guarantee
either that all able young Californians will go to college or university
or that those who do will attend institutions best able to serve their
needs. Among the formidable barriers that prevent many high school
graduates of real ability from furthering their education are lack of
incentive, early marriage,interruption for military service, and
shortage of financial resources.


What can be done to minimize the waste of talent that comes
from such failure to develop capacities? Ambition commensurate
with ability can be stimulated by high school and junior college
counselors. Housing and plentiful job opportunities for married stu-
dents often bring college within the realm of possibility for those
who wed early. The availability of higher educational facilities in
the community of residence constitutes an important inducement for
young people to pursue academic studies.


STATE SCHOLARSHIPS AND FELLOWSHIPS


Because recommendations on scholarships in both the Strayer
Committee Report 6 and the Restudy 7 undoubtedly had a bearing on
the beginning of state awards to students, these are reviewed briefly
here.


The Strayer Committee Report of 1948 recommended the estab-
lishment of a subsistence scholarship program to be administered
jointly by the State Board of Education and The Regents of the Uni-
versity and to make two different types of awards as follows: (a)
2,000 undergraduate awards of $750 each, to be made annually and
to be used for attendance at any of the public higher education insti-
tutions in the state and (b) 500 fellowships in the amount of $1,000
each, to be awarded annually by The Regents of the University for
use in the graduate and professional schools of the University.


6 Monroe E. Deutsch, Aubrey A. Douglass, and George D. Strayer, A Report of a Survey of
the Needs of California in Higher Education. Berkeley: University of California Press, 1948.


7 T. R. McConnell, T. C. Holy, and H. H. Semans, A Restudy of the Needs of California in
Higher Education. Sacramento, California State Department of Education, 1957.
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In substance, the scholarship program recommended in the 1955
Restudy provided for a maximum of 3,200 undergraduate scholar-
ships not to exceed $600 each and to be awarded annually to legal
residents of California based on actual and demonstrated need. These
awards could be used at either public or private institutions in the
state for the payment of living expenses as well as tuition and fees.
The recommendations further provided that owing to the shortage
of teachers in the state 40 per cent of the total number of annual
awards should be made to students preparing to teach.


The California State Scholarship Program 8 adopted by the Legis-
lature in 1955 has been the principal state mechanism for direct
financial assistance to promising students. During 1959-1960 it pro-
vided 2,560 students with tuition scholarships at a total cost of
approximately $1,224,000. These undergraduate scholarships pay
“tuition or necessary fees or both tuition and fees” up to $600 per
academic year. In this respect the current program differs from that
recommended in the Strayer Committee Report and the Restudy in
that the awards may not be used for subsistence. In practice, they
have been used more in private than in public institutions. Not only
has the program afforded the youth of California a greater freedom
of choice, it also may effect net savings to the taxpayers in both
capital investment and operating costs. Independent institutions have
been encouraged to expand enrollment and facilities; in the long
run such expansion may relieve somewhat the pressure on public
higher education.


Three problems encountered by the Survey Team may be partially
solved through expansion of the program. As more and more students
apply for awards, and as tuition rates increase, there is need for
additional scholarships and higher stipends. In order to provide for
the student with little means of support or who prefers a public
institution, some provision is needed for subsistence. To utilize more
fully excess capacity in the graduate divisions of private and public
institutions and to provide more nearly the supply of advanced degree
holders required to meet the coming demand for college teachers,
the program should be expanded upward to include the award of
graduate fellowships.


8 Although the legislation creating this program fixes a terminal date of July 1, 1964 (Section
31219 of the 1959 Education Code), the recommendation for its expansion which follows as-
sumes the repeal of this terminal date. (See Appendix I)
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RECOMMENDATIONS


It is recommended that:


1 .


2 .


3 .


4.


5 .


The present scholarship program be expanded to include addi-
tional scholarships to provide for the rapidly increasing num-
ber of qualified applicants


The amount of the scholarship be increased to compensate for
additional educational costs since the original stipend was es-
tablished


In the event a state scholarship recipient elects to attend a
junior college before entering a four-year institution, his schol-
arship be retained for him, provided his junior college record
meets the level required by the State Scholarship Commission


In addition to the State Scholarship Program, a new and sep-
arate bill be enacted to provide subsistence grants to recipients
of state scholarships, the amount of such grants to be based on
the financial need of the individual students, the maximum
amount being that necessary to defray expenses of room and
board at the average of such charges to the student in institu-
tionally operated student residences


In view of the need to divert more college graduates into teach-
ing and the need for more funds to provide fellowship assist-
ance to those in graduate training, a new State Graduate Fel-
lowship Program be established to accomplish these purposes
and to assist in making it possible for graduate schools to
operate at as near capacity as possible


ALLOCATION OF STUDENTS AMONG INSTITUTIONS


In the section on “Modified Projections” in Chapter IV, diversion
was proposed of approximately 50,000 lower division students in 1975
from the State College System and from the University of California
to junior colleges. The means of accomplishing this transfer are left
to the governing boards of the two segments. The tightened admission
standards, suggested earlier in this chapter, will help to divert many
students to the junior colleges; so may overcrowded’ conditions on
state college and University campuses. Persuasive counseling might
help “sell” the merits of the junior colleges. Increased prestige of the
junior colleges can amplify their attraction. Eventually, the systems


4—20703
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may have to resort to quotas and develop methods of selection in
addition to basic admission requirements.


Within each system a similar problem must be faced. The 1975
status quo full-time enrollment projections for Long Beach, Los An-
geles, San Diego, and San Jose state colleges exceed the 20,000 limit
suggested by the Survey Team. Those for the Berkeley and Los
Angeles campuses of the University exceed the 27,500 maximum
suggested. (See Tables 5 and 6 of Chapter IV.) Therefore, each
system must find ways to divert applicants from one institution
to another within the same segment.


Obviously, this is a difficult and dangerous task, but it must be
faced immediately by governing boards because some of the insti-
tutions named will be approaching their ceilings even before 1965.


If there is too long a delay, decisions may have to be made in an
atmosphere of clamor and controversy not conducive to careful and
deliberate consideration.


Organizational and procedural aspects are relatively simple. Ad-
missions offices will have to be expanded to administer any plan
more complicated than enforcement of the basic admission require-
ments. If subjective judgments are going to be made on applicants,
beyond their scholastic records and aptitude scores, then persons of
maturity—preferably with professional competence in teaching and
counseling—should serve as interviewers and make or recommend
the decisions. A sensible first step in preparing to meet the problem
of overcrowding would be to put on application forms a question
calling for second and third choices of institution in case the first
is not available.


Among the better criteria suggested for choosing those applicants
to be admitted to a particular institution, when all cannot be accom-
modated, are the following:


1. The best students should be granted their first choice. The
Technical Committee on Selection and Retention of Students
stressed the importance of giving the exceptional applicant the
privilege of choosing where he is to go.


2. Continuing or re-entering students at each institution should be
given preference over new students.


3. Applicants within commuting range might be chosen before
those requiring dormitory accommodations.
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4. The more advanced student could be favored over the less ad-
vanced.


The team is less favorably impressed with these possible criteria:


1. Students with extracurricular skills—athletic, forensic, musical,
might be preferred.


2. Sons and daughters of alumni might be given some preference.


3. Applications might be accepted in the order in which they are
received, providing admission standards are met.


4. Choice by chance, through drawing lots, could be resorted to if
other means fail.


Each system must determine for itself how to even up the student
load. In attempting to do so, there will be some “leakage” to other seg-
ments and—more serious in consequences—abandonment of college
plans. Insofar as possible, the Survey Team favors attempting the
redirection of applicants by positive means rather than negative.
The attractive features of smaller colleges and campuses can be
stressed. More personal instruction, a richer student life, and supe-
rior housing and parking facilities are among the common assets
that draw students to smaller institutions. Whether by conviction
or coercion, or both, the segments must divert students from over-
crowded institutions to those with unused capacity.







CH A P T E R VI


INSTITUTIONAL CAPACITIES AND
AREA NEEDS


In order to estimate the needs of California and of the several
economic areas within the state for additional capacity to accommo-
date the projected college enrollment in 1975 in the junior colleges,
the state colleges, the University of California, and the independent
colleges and universities, the Technical Committee on Institutional
Capacities and Area Needs was asked to do the following:


1. To determine the enrollment capacities of the state colleges and
university campuses when currently funded expansion is com-
pleted


2. To break down by State Economic Areas the capacities of the
junior colleges, state colleges, the University, and the inde-
pendent colleges and universities


3. To determine the estimated number of students in higher edu-
cation in 1975, in excess of present and currently funded capaci-
ties of the colleges and universities, by divisional levels and by
State Economic Areas


4. To point up the needs of the several State Economic Areas for
new junior colleges, state colleges, and campuses of the Univer-
sity by 1975 and to establish priorities for their creation


5. To set forth as accurately as possible minimum, optimum, and
maximum sizes (in terms of enrollments) for junior colleges,
state colleges, and campuses of the University


6. To appraise the current utilization of physical plants in public
institutions of higher education and to recommend improvement
of utilization without decreasing the effectiveness of instruc-
tional, research, and service programs. In addition to completing
this assignment, the Technical Committee brought up to date
the 1958 Study of Faculty Demand and Supply in California


[ 82 ]
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Higher Education, 1957-1970, 1 for the various segments. How-
ever, that portion of the committee’s report is covered in Chap-
ter VII.


ASSUMPTIONS


This is necessarily a status quo study and is based on the assump-
tion that policies now in effect will remain without major modifica-
tions. The enrollment projections used are based on the assumption
that the recent and current trends in the economy of the state and
nation will continue. Obviously, any changes in this complex of
factors will affect the findings of this study. In most instances, how-
ever, the impact of such changes can be reasonably well anticipated
and adjustments made accordingly.


SOURCES OF DATA


The 148 colleges and universities included in this study are those
listed as “Institutions of Higher Education in California” in the
1958-59 edition of the Education Directory prepared by the Office
of Education.2 These include 70 junior colleges (63 public and seven
private) and technical institutes which offer at least two years, but
less than four years, of college-level studies beyond the twelfth grade;
25 colleges and universities which offer the bachelor’s degree only
and first professional degrees or both, and 44 colleges and universi-
ties offering the master’s or a second professional degree or both.
This latter group includes institutions offering the customary first
graduate degree and any degree earned in the same field after the
first professional degree, or after a bachelor’s degree in the same
field. Among these institutions are nine colleges and universities that
grant the doctor of philosophy or an equivalent degree. Table 12
shows the distribution according to level of offering.


Enrollment projections used throughout the chapter were obtained
from the State Department of Finance. Most of the other informa-
tion was obtained through a series of questionnaires sent to the 148
colleges and universities. The degree of response is shown in Table 13.


1 T. C. Holy and H. H. Semans. A Study of Faculty Demand and Supply in California Higher
Education, 1957-1970. Prepared for the Liaison Committee of The Regents of the University of
California and the California State Board of Education. Berkeley: University of California Press,
1 9 5 8 .2 Education Directory,1958-1959, Part 3, Higher Education. Washington, D.C.: Office of
Education, U.S. Department of Health, Education, and Welfare,1959. (Available from Superin-
t e n d e n t  o f  D o c u m e n t s ,  U .  S .  G o v e r n m e n t  P r i n t i n g  O f f i c e ,  W a s h i n g t o n  2 5 ,  D . C . )
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TABLE 12
Institutions of Higher Education in California


by Highest Level of Education Offered


* All campuses of the University of California are counted together as one
inst i tu t ion.


TABLE 13
Number of Questionnaires Sent, to What Type of Institution,


Number Returned, and Per Cent of Response


In addition, much valuable information was received from the
California Junior College Association and faculty members of col-
leges and universities in the state. Other significant contributions
were made by the California State Department of Education, the
State Department of Finance,the University, and the Research
Division of the National Education Association.


The present study was made under severe time restriction and
could not have been completed without great reliance on previous
studies, especially A Restudy of the Needs of California in Higher
Education,3 A Study of the Need for Additional Centers of Public
Higher Education in California,4 and A Study of Faculty Demand
and Supply in California Higher Education, 1957-1970.5


3T. R. McConnell, T. C. Holy, and H. H. Semans. A Restudy of the Needs of California in
Higher Education. Sacramento: California State Department of Education, 1955.


4 H. H. Semans and T. C. Holy, A Study of the Need for Additional Centers of Public Higher
Education in California. Sacramento: Cal i forn ia  State Depar tment  o f  Educat ion,  1957.


5T. C. Holy and H. H. Semans. A Study of Faculity Demand and Supply in California Higher
Education, 1957-1970. Prepared for the Liaison Committee of The Regents of the University of
California and the California State Board of Education. Berkeley: University of California Press,
1958.
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STUDENT CAPACITIES OF PHYSICAL PLANTS


In A Restudy of the Needs of California in Higher Education
(1955) the study of capacities was done largely by a detailed analy-
sis of the square feet of floor space in the physical plants, to which
was applied standard floor area requirements per full-time student.
In addition, detailed information was obtained on the use of all
classrooms and laboratories in each segment. On the basis of the fore-
going, new utilization standards were recommended and approved
by the two governing boards. Because of limited time a simpler
approach was necessary in this study. Each institution was asked
to report the number of students its physical plant could accom-
modate.


DELIMITATION


This study sought the following information concerning the ca-
pacities of the physical plants of the state’s colleges and universities,
both, public and private, as of the time of completion of “assured”
construction—that is, construction for which financing is certain.


1.


2 .


3 .


The number of students, by divisional levels, who can be
accommodated


The assured capacity of temporary buildings that will be con-
tinued in use


The seating capacities of the libraries—crucial buildings in any
institution’s educational program


Capacities are generally expressed in terms of full-time students,
i.e., undergraduates carrying 12 or more units and graduate students
who are making normal progress toward an approved goal. It is as-
sumed that part-time students, many of whom attend classes in the
late afternoon and evening hours, will continue to be accommodated
in the colleges and universities during those hours and during slack
periods in the regular day programs.


INSTITUTIONAL CAPACITIES


Each college and university in the study was asked for its student
capacities in terms of its own educational programs, policies and
plans, and as of the completion of presently assured construction.
The term “presently assured construction” was defined in two ways:
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1. For the state colleges and the University, it was specifically
termed “funded expansion,”and was defined as any construc-
tion which has been provided funds for working drawings, or for
any stage beyond.
In this connection it should be noted that “assured construc-
tion” of the state colleges and the University includes construc-
tion for which additional appropriations are needed. The follow-
ing is a summary of unappropriated sums for these two
segments:


* This sum excludes the unappropriated funds for the San Francisco campus; University
of California, Los Angeles, Medical Center; Mt. Hamilton; and state-wide services and
administration.


2. Financing the capital outlay programs of the junior colleges and
the independent institutions is somewhat more involved, since
the money comes from a variety of sources. For these institu-
tions, “assured construction” was defined as “construction for
which financing is now assured.” Although this definition is a
close equivalent of that used for the state colleges and the
University, it is somewhat more restrictive.


Table 14 shows the student capacity for each segment after com-
pletion of assured construction and the per cent of increase over the
Fall, 1958, capacity.


CAPACITY IN TEMPORARY FACILITIES


A permanent building is defined as one which is to be retained
according to the long-range physical master plan of the institution,
while a temporary one is defined as one which is not to be retained.
As defined in this study, then, the “temporariness” of a building
has nothing to do with the nature of its construction, but rather
with the use to which it is to be put in the future. Table 15 shows
the per cent of student capacities which, at the time of completion
of assured construction, will be in buildings which the institutions
plan eventually to remove from service.


Applying the above total per cent to the total student capacity
shows that at the time of completion of assured construction more
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than 42,000 students will be in buildings to be removed from instruc-
tional service, thus increasing the difference between institutional
capacities and 1975 enrollment needs.


* This figure includes California Maritime Academy and a capacity of 500 students each for
Alameda and Orange County State colleges.


CAPACITY OF LIBRARY FACILITIES


Of the 60 public junior colleges for which library capacities were
obtained, 35, or 58 per cent will have, after completion of assured
construction at least 10 per cent as many library study stations as
capacity for full-time students. The library capacity of five of the
13 state colleges and four of the five major University of California
campuses will be at least one-third that of the capacity for full-time
students. The American Library Association’s minimum standards
for library seating capacities vary according to the kind of institu-
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tion. For junior colleges, the Association recommends a seating ca-
pacity of from 10 to 25 per cent, whereas, for colleges and universi-
ties, it recommends a seating capacity of at least one-third that of
the student capacity of the school.


It is difficult to draw meaningful conclusions concerning the
library capacities of the independent colleges and universities since
this group includes private junior colleges, professional schools, four-
and five-year schools, and universities offering the doctorate. The
library capacity needs of these institutions will vary considerably,
depending on the nature of the institution and its curricular empha-
sis. There is a wide variation in library capacities ranging from no
library capacity at Electronic Technical Institute, which offers only
lower division work, to 146.4 per cent of student enrollment capacity
at Claremont Graduate School. In the case of this latter institution,
no doubt the library was designed to accommodate subsequent in-
creases in student capacity.


RELATIONSHIP BETWEEN CAPACITY


AND PROJECTED ENROLLMENTS


Table 16 contrasts the student capacities which will exist in the
colleges and universities in California at the time of completion of
assured construction with the projected 1975 graded enrollments,
i.e., those assigned to all of the three divisions—lower, upper, and
graduate. The enrollment projections are based on the status quo
and do not take into consideration the diversion of students to the
junior colleges as recommended elsewhere in this report. They also
exclude the special students, that is, those not classified by divisional
levels, and enrollments projected by the two medical schools. It
will be seen from Table 16 that at the time of completion of assured
construction (the bulk of which will be complete in 1962) there will
be capacity for 361,429 students in all the state’s colleges and uni-
versities, both public and private. The projected full-time graded
enrollment in 1975 is 648,650. If this is subtracted from the capacity
figure of 361,429, then the difference, which is 287,221, is the number
of students for whom physical facilities must be provided. It should
be noted that this difference does not take into account the 42,000
students mentioned earlier who will be in buildings scheduled for
removal from instructional service.
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Lest it be forgotten, it is again pointed out that the figures in
Table 16 are based on the assumption that the distribution of enroll-
ment in the various segments in 1975 will approximate that of 1959.
If the recommendation to divert by 1975 some 50,000 students, who
would normally be enrolled in the lower divisions of the state col-
leges and the University, to public junior colleges is implemented,
the figures presented here would be materially changed. Such a diver-
sion would change by 1975 the enrollment figures in the public junior


1 The projected enrollments are those of the State Department of Finance and the capacities are
those furnished by the institutions.


* Excludes 5,050 special students in the junior colleges, 2,750 in the independent colleges and
universities, 2,600 at the San Francisco campus of the University of California, and 2,300 at the
Los Angeles Medical Center, a total of 12,700. Adding this number to the total projected 1975
enrollment of 648,650 in this table gives 661,350, the total given in Tables 2 and 4.
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colleges from 246,350 to 296,350, and as a result the “difference”
figure between the capacity of assured construction and projected
enrollment would change from 76,330, shown in Table 16, to 126,330.
By this diversion, however, provision for 50,000 fewer students in
state colleges and the state university will be required.


UNUSED PHYSICAL CAPACITY FOR GRADUATE


STUDENTS AT THE DOCTORAL LEVEL


Since one of the basic issues in the Survey is that of an adequate
supply of well trained college and university staffs, effort was made
to ascertain the extent of unused physical space for graduate students
at the doctoral level in the University of California and the independ-
ent colleges and universities. Each institution was asked how many
more graduate students its institution could accommodate with pres-
ent physical facilities (staff was not considered) than were served
in the fall semester, 1958. Responses from both public and private
universities indicate unused physical capacity for approximately 1,100
graduate students at the doctoral level (excluding medical and other
professional schools), with the most room in the fields of agriculture,
education, English, modern languages, and social sciences. While
the reports on additional capacity at the master’s degree level were
not conclusive, it appears that there is presently capacity for some
additional expansion at this level.


FINDINGS


1.


2.


3.


The “assured construction capacity” of the colleges and univer-
sities of the state for full-time students is 32.5 per cent greater
than their Fall, 1958, capacity.


This total assured construction capacity of 361,429 students
will need to be increased by some 287,000 or 79.5 per cent by
1975 to meet the projected enrollments of 648,650 full-time
graded students in that year. (See second footnote on Table 16
explaining the difference between this total and that in Chap-
ter IV.)


The assured construction capacity figure and the projected 1975
enrollment figure for all levels in the independent colleges and
universities are very close—with a difference of only 226 capac-
ity over projected enrollment. At the graduate level alone,
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however, these institutions have an excess capacity of 3,937
over projected 1975 graduate enrollments.


4. After assured construction is completed, a total of 11.7 per
cent or more than 42,000 students, will be in buildings sched-
uled for removal from instructional service.


5. After the funded construction is completed, 58 per cent of the
public junior colleges will have at least 10 per cent as many
library study stations as capacity for full-time students, which
falls within the standard recommended by the American Library
Association.


6. Five of the 13 state colleges and four of the five major Univer-
sity of California campuses will, after completion of funded
construction, have at least one-third (the minimum recom-
mended by the American Library Association) as many library
study stations as capacity for full-time students.


7. There is at present capacity for approximately 1,100 additional
students at the doctoral level with the most room in the fields
of agriculture, education, English, modern languages, and social
sciences.


CONCLUSIONS 


1. Since practically all junior college students attend institutions
within commuting range of their homes, the capacity for junior
college students in one State Economic Area will have a very
limited effect on the need for additional junior college facilities
in other State Economic Areas. (The Technical Committee
Report shows that the total excess capacity over 1975 projected
enrollments in six of the 19 State Economic Areas will be 3,659.)


2. The excess of assured capacity over 1975 projected enrollments
in the independent colleges and universities at the graduate
level, in the amount of 3,937, represents available capacity pres-
ently existing which might substantially relieve the enrollment
pressures in the public institutions. The Restudy (p. 372) con-
tains this recommendation with respect to such unused capacity:


In those areas where the need for trained personnel and the number of
qualified students seeking enrollment exceeds the capacity of the currently
available facilities in public institutions while under-used capacities in pri-
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vate institutions are available, [the State] contract with these
for enrolling such students in theireducational programs.


institutions


UTILIZATION OF PHYSICAL PLANTS


In 1948 the Strayer Report,6 and again in 1955 the Restudy of
the Needs of California in Higher Education,7 presented detailed
analyses of plant capacity and plant utilization. In both reports spe-
cific recommendations were made and the Restudy, in particular, gave
consideration to the total problem of developing a balanced campus.
This study does not duplicate these previous analyses of space stand-
ards and room and student station use, but rather reviews these
earlier standards and recommendations to determine the extent to
which they have been implemented and the degree to which they have
been instrumental in achieving greater utilization, if such is the case.


Specifically, the purposes of this study are as follows:


1. To review existing standards of utilization as developed both by
the Strayer Report and the Restudy


2. To determine, if possible, the extent to which existing standards
are being achieved


3. To recommend modifications of existing standards for both room
utilization and student station utilization where such are needed


4. To propose additional devices, techniques, and procedures which
could increase still further the utilization of both classrooms
and student stations without interfering with the educational
program.


PLANT UTILIZATION AND UTILIZATION STANDARDS


As a result of its study, the Strayer Committee in 1948 recom-
mended that an average utilization of 29 hours per week be accepted
as an attainable standard for the total instructional rooms (labora-
tory and nonlaboratory combined) in estimating the capacity of the
California state colleges and the various campuses of the University
(Strayer Report, p. 67). This recommendation was approved by both
The Regents and the State Board of Education.


6 Monroe E. Deutsch, Aubrey A. Douglass, and George D. Strayer, A Report of the Survey of
the Needs of California in Higher Education. Op. cit.


7 T. R. McConnell, T. C. Holy, and H. H. Semans, A Restudy of the Needs of California in
Higher Education. Op. cit.
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The Restudy recommended a standard room utilization of (a)
classrooms of 36 scheduled hours per week with class enrollments,
after the first month of the term, averaging 67 per cent of room
capacity, and of (b) teaching laboratories of 24 scheduled hours per
week with class enrollments, after the first month of the term, aver-
aging 80 per cent of room capacity (Restudy, p. 321). Both the
State Board of Education and The Regents approved this recom-
mendation as a desirable goal.


The University is currently using both the Restudy utilization and
space standards in projecting its building needs, although it is the
studied opinion of the chief planning analyst for the University that
the utilization standards for classroom and laboratories cannot be
achieved. The experience of the state colleges has caused the Depart-
ment of Education, with the consent of the State Department of
Finance, to adopt the following utilization standards, which are a
modification of the Restudy standards. The determination of facilities
needed for the state colleges is presently based upon standards which
call for (a) an average room use of 30 hours per week with 75 per
cent student station utilization for all classrooms and seminars, (b)
an average room use of 25 hours per week with an 85 per cent stu-
dent station utilization for all activity rooms, and (c) 20 hours of
room use per week with 85 per cent utilization of student stations for
all teaching laboratories.


In 1957 Russell and Doi 8 studied the room utilization of 57 in-
stitutions maintaining programs leading to the bachelor’s or higher
degree. They found, as is generally the case, extreme ranges both in
room and student station utilization. However, even in the 10 per cent
of the 57 institutions with greatest utilization of their plants, neither
their room nor student station utilization was as high as the standards
recommended in either the Strayer Report or the Restudy.


Experience in the state colleges, with their current utilization
standards shown above, indicates that while the student station utili-
zation of 85 per cent for both special activity rooms and for teach-
ing laboratories might possibly be attained, the 75 per cent utiliza-
tion of student stations in classrooms is unrealistic chiefly because
of the wide variations between the size of classes and the seating


8 John Dale Russell and James J. Doi, Manual for Space Utilization in Colleges and Univer-
sities. American Association of Collegiate Registrars and Admissions Officers. Menasha, Wisconsin:
George Banta Co., 1957, p. 115.
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capacity of the classrooms. Likewise, for the University campuses, 
while the Restudy standard of 80 per cent student station utilization
for laboratories is a possibility, the 67 per cent student station utili-
zation standard for classrooms and seminars is excessively high
under current operational procedures.


POSSIBLE METHODS FOR INCREASING


PHYSICAL PLANT UTILIZATION


Expert opinion and judgment has been sought in an effort to deter-
mine what new practices, as well as what modifications of existing
practices, might be proposed in an effort to effect greater utilization
of physical plants. It should be noted here that better use of physical
plants is a very effective means of achieving economy. This study
indicated that the following might be the most fruitful:


1. Class or room scheduling:
a .


b .


c.


d .


Scheduling as many organized classes between 12:00 noon
and 5:00 p.m. as between 8:00 a.m. and 12 noon. The pre-
vailing pattern for many years has been classes at 9:00
through 11:00 a.m. on Monday, Wednesday, and Friday.


Scheduling three-hour classes on Tuesday, Thursday, and
Saturday morning, or three-hour classes on Tuesday and
Thursday using one and one-half hours on each of the two
days or both


Scheduling of resident students for evening classes, espe-
cially laboratory classes where need is great and utilization
generally low


Centralization of control on each campus of all instructional
spaces, particularly those spaces used by more than one
department


2. Use of electronic equipment for registration (scheduling) proce-
dures. Such equipment has been recently installed at Purdue
University and has been found to be highly satisfactory.


3. Extension of school day to include evening classes (not to be
confused with adult education programs). There are, of course,
concomitant problems of staffing, use of auxiliary facilities such
as library, cafeteria, parking, housing, and even maintenance
problems to be considered.







4 .


5.
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Development of a trimester (three-term year) or the adoption
of the four-quarter system. Most school calendars now provide
for two 16- to 18-week semesters. The trimester plan would
divide the calendar year into three terms of 14 to 15 weeks each.
This plan would require only a minimum of curricular adjust-
ments, but it would have major implications in other areas.
The four-quarter system, with about 12 weeks in each quarter,
seems to have most of the advantages of the trimester plan and
fewer disadvantages. Among the institutions now using the
four-quarter plan are Stanford University, California State
Polytechnic College, University of Chicago, University of Min-
nesota, University of Oregon, University of Washington, and
Ohio State University. The crucial point is the adoption of a
system or other means which would allow an equal distribution
of students throughout the whole calendar year and thereby
make full use of existing facilities.


Adoption of a uniform calendar for kindergarten through grad-
uate school. Such a calendar could greatly enhance the possibili-
ties of better utilization of physical facilities. It would provide
for maximum articulation for students at all levels with a mini-
mum of overlapping.


MODIFICATION OF EXISTING SPACE STANDARDS


In 1954 with the exception of California State Polytechnic, Chico,
and Humboldt state colleges, student dormitories were not available
to any extent on the state college campuses. However, following a
Restudy recommendation for a continuous program of residential
hall construction in the state colleges, much headway has been made.
Currently, however, the health service facilities on the state college
campuses are limited to those required for dispensary service only.
With the development of on-campus living facilities, it appears that
there should be an expansion of health services to include infirmary
care for resident students.


At the time of the Restudy report, graduate programs in the state
colleges were generally limited to teacher education and to its allied
fields. Research was considered the exclusive function of the Univer-
sity. Consequently, the recommended standard floor areas for state
colleges in the Restudy reflect these limitations. Since that study, the
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state colleges have been authorized to extend their graduate programs
and currently grant the master’s degree in a variety of subject fields,
including the humanities, the biological and the physical sciences,
mathematics, social sciences, and occupational fields.


Certainly these changes in the program of the state colleges and
the addition of dormitory facilities should be recognized in the de-
velopment of space standards applied to the building program of
this segment.


FINDINGS


1. Neither the Restudy standards of utilization now in effect for
the University of California or the lower ones subsequently
developed by the State Department of Education are, it seems,
now being achieved by the University or the state colleges.
Highest utilization, however, is achieved in metropolitan centers
where classes are scheduled late afternoons and evenings.


2. The Russell and Doi 9 study of 57 institutions maintaining pro-
grams leading to the bachelor’s or higher degree found that
neither room nor student station utilization even in the 10 per
cent with highest utilization were as high as the standards
recommended in the Strayer and Restudyreports.


CONCLUSIONS


1. Because the evidence at hand indicates that neither the Restudy
standards of utilization now in effect in the University nor those
developed somewhat later by the State Department of Educa-
tion are realizable, more moderate standards should be estab-
lished.


2. Two of the factors that adversely affect the utilization of in-
structional facilities are the controls exercised by various de-
partments of instruction over certain classes and certain as-
signed space and the lack of an articulated school calendar.


RECOMMENDATIONS


It is recommended that:
1. The standard utilization of classrooms in the junior colleges,
state colleges, and the University of California be at the maxi-
mum practicable levels, but in no case shall [use of classrooms]


9 John Dale Russell and James J. Doi, Manual for Space Utilization in Colleges and Univer-
sities. Op. cit.
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2. The standard room utilization of teaching laboratories in the
junior colleges, the state colleges, and the University of Cali-
fornia be at the maximum practicable levels, but in no case
shall [use of laboratories] average less than 20 scheduled hours
per week, with class enrollments after the first month of the
term averaging 80 per cent of room capacity


3. In determining the need for instructional facilities in the junior
colleges, state colleges, and campuses of the University of Cali-
fornia, the following factors be taken into account:


a .
b .


c .


The two recommended standards of utilization


The space standards as found in Tables 33, 34, and 36 of
A Restudy of the Needs of California in Higher Education
(with such modifications as changes in the present differentia-
tion of functions among the public segments may justify)


The number of FTE (full-time equivalent) students used in
projecting building requirements be limited to those to be
instructed in the day program, that is, from 8:00 a.m. to
5:00 p.m.


4. In the scheduling of classes greater use be made of the late after-
noon and evening hours and when possible of Saturday, thereby
making the achievement of the foregoing utilization standards
easier


5. The scheduling of instructional facilities be centrally controlled
on each campus with such exceptions as may be approved by the
appropriate governing board. (Examples of exceptions are the
physical facilities for medicine, law, and other areas where the
facilities are designed for highly specialized uses.)


6. The co-ordinating agency (or a continuing committee on plant
problems which it might create) undertake without delay the
following studies:


a. A complete study of the current utilization in the junior col-
leges, state colleges, and the University of California [no
such study has been made since 1953-54] for the specific


average less than 30 scheduled hours per week, with class en-
rollments after the first month of the term averaging 60 per cent
of room capacity
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7.


8 .


9 .
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purpose of making such modification in the above recom-
mended standards of utilization as are justified by the find-
ings


b. The possible economic and educational gains that might be
effected by the adoption of an articulated calendar for all
segments of public higher education in California


Space provisions for health services be increased to allow for
infirmary care on state college and University campuses where
dormitories are provided


Inasmuch as the space standards found in A Restudy of the
Needs of California in Higher Education, in Tables 33, 34, and
36, were based on the then existing functions of the state col-
leges and the University, such standards be modified where
agreed upon changes in functions require different space allo-
cations


In order to provide calendar arrangements that will both fit the
public school year and permit fuller use of the state’s higher
education physical facilities:


a .Every public higher education institution and private institu-
tions, as able, offer academic programs in the summer months
of unit value equivalent to one-quarter of a year, one-half or
three-quarters of a semester


b .


c.


State funds be provided for the state colleges and the Uni-
versity of California to offer during the full summer period
academic programs on one or more of the patterns indicated
in (a) above for regular degree and credential candidates
who have met basic admission requirements


The co-ordinating agency (or a continuing committee which
it might create) study during 1960 the relative merits of
trimester and four-quarter plans for year-round use of the
physical plants of both public and private institutions, and
on the basis of that study recommend a calendar for higher
education in California


NEED FOR ADDITIONAL  PUBLIC INSTITUTIONS


Through its projections and analyses, this section is designed to
point out the kinds, numbers, and sizes and approximate location of
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public institutions of higher education that will be needed in Cali-
fornia to meet the needs of its qualified students between now and
1975. More specifically, the goals are to show the following:


1. The distribution of present and future high school graduates
among the various counties and areas of the state, and the po-
tential enrollments in 1975 resulting therefrom in junior col-
leges, state colleges, and the University


2. Geographical areas not adequately provided with junior college
services


3. Geographical areas where additional state colleges will be
needed and the priority of need for such new colleges among
the various areas


4. Geographical areas where additional campuses of the Univer-
sity will be needed and the priority of need for such new cam-
puses among the various areas.


ASSUMPTIONS


There are, of course, many variables that cannot be anticipated.
Changes may occur in the economic conditions of the state and of the
nation and in the international situation; the current patterns of the
attraction of students from the various areas of the state by the
individual institutions may change;certain institutions of higher
education may be unable to accommodate all the students projected
for enrollment in them. Since the nature and extent of such changes
cannot be foretold at this time, this study assumes that policies and
conditions in all such matters will remain essentially as in 1959.


It is further assumed that, while the particular needs of localities
should not be overlooked, the general interest of the state is para-
mount. Therefore, in determining the need for additional junior col-
lege facilities, the location of new state colleges and new campuses
of the University, the following are most important:


1. The relative numbers of high school graduates, the location of
existing institutions in the various areas of the state, and the
relation between their capacity and the estimated enrollment
in the area served by each such institution


2. The relative numbers of potential students within reasonable
commuting distance of each of the proposed sites
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3. The need to accommodate numbers of students in excess of the
capacities of the physical plants of existing junior colleges, state
colleges, and campuses of the University.


MAGNITUDE OF THE PROBLEM


As projected, annual high school graduates, public and private,
will increase from 123,807 in 1957-58 to 341,350 in 1974-75, or an
increase of 176 per cent.


For more than a half-century, there has been a gradual increase
in the proportion of high school graduates who continue their edu-
cation. Since there seem to be no valid reasons why this trend will
be reversed, projected freshman enrollments are expected to increase
even more rapidly than the number of high school graduates. The
number of full-time freshmen in both public and private institutions
is expected to increase from 90,054 in the Fall of 1958 to 254,750
in 1975, or 183 per cent. This means that for every freshman in
1958 there will be nearly three in 1975. As projected, full-time
freshman enrollments in the junior colleges, state colleges, and the
University will increase from 78,431 in 1958 to 235,550 in 1975, or
200 per cent.


To plan wisely the development of California state colleges and
campuses of the University and to make efficient use of public funds,
account must be taken of the present and projected geographical
distribution of the state’s high school graduates. Only by such careful
examination can there be assurance that junior colleges, state colleges,
and campuses of the University will be so located that, without undue
proliferation of institutions, a maximum number of qualified stu-
dents will be able to attend. This concept is in accord with Principle 5
in A Study of the Need for Additional Centers of Public Higher
Education in California, 10 which was approved by the two governing
boards and is stated in these words: “In order that a possible new
institution may serve the greatest number of eligible students, it
should be placed near the center of the population served by it.”


PRESENT AND FUTURE GEOGRAPHICAL DISTRIBUTION


OF PUBLIC HIGH SCHOOL GRADUATES


The analysis developed by the Committee on Institutional Capaci-
ties and Area Needs indicates that 73 per cent of all the 1957-58


10 H. H. Semans and T. C. Holy, A Study of the Need for Additional Centers of Public Higher
Education, Sacramento: California State Department of Education, 1957, p. vi.
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public high school graduates in the state come from State Economic
Areas A (San Francisco-Oakland Metropolitan Area), B (San Jose
Metropolitan Area), F (Los Angeles-Long Beach Metropolitan
Area), G (San Diego Metropolitan Area), and H (San Bernardino-
Riverside-Ontario Metropolitan Area). Moreover, 82 per cent, or
259,000 of all public high school graduates in 1975, according to
Department of Finance estimates, will come from these same five
State Economic Areas.


Actually, most of these high school graduates come from two geo-
graphically small but densely populated regions: (a) a triangle
extending from the San Fernando Valley east to Redlands and thence
south to San Diego, including portions of Los Angeles, Orange, San
Bernardino, Riverside, and San Diego counties; and (b) a slender
triangle extending northwest from Gilroy to Marin County and
northeast from Gilroy to Pittsburg, including San Francisco and por-
tions of San Mateo, Santa Clara, Alameda, Contra Costa, Solano,
and Marin counties (see Figure 5).


The largest projected rate of increase, 435 per cent, in public
high school graduates between 1957-58 and 1974-75 will be in Area B
(San Jose Metropolitan Area). Following in order are: Area H (San
Bernardino-Riverside-Ontario Metropolitan Area), 278 per cent;
Area G (San Diego Metropolitan Area), 235 per cent; Area F (Los
Angeles-Long Beach Metropolitan Area), 224 per cent; and Area C
(Sacramento Metropolitan Area), 197 per cent. (See Figure 6.)


The one area that is estimated to have fewer public high school
graduates in 1975 than in 1957-58 is Area 6 (Madera, Kings, and
Tulare counties), which, according to projections, will decrease from
2,502 in 1957-58 to 2,300 in 1975, or 8 per cent. In fact, public high
school graduates from the entire San Joaquin Valley—San Joaquin
County south to and including Kern County—will increase, accord-
ing to projections, by only 42 per cent during this period, and the
Sacramento Valley, excluding only the Sacramento Metropolitan
Area, will increase by only 69 per cent. These three areas, then, are
expected to increase at a much slower rate than the 177 per cent for
the entire state.


In summary, a county-by-county analysis covering the period 1957-
58 to 1975 reveals that, with some slight changes in order, the coun-
ties having the greatest numbers of public high school graduates in
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Altogether  70 per cent of the State’s 1957-
58 public high school graduates came from
the two cross-hatched areas and 79 per cent
of such graduates in 1975 are expected to
come from these two small areas.


FIGURE 5
California Regions With Highest Concentrations of


Public High School Graduates


1957-58 are those that, according to projections, will still have in
1975 the greatest numbers. It will be recalled from Figure 5 that the
two small areas shown there are expected to have an even greater
per cent of the total public high school graduates in 1975 than in
1957-58 (70 per cent in 1957-58 and 79 per cent in 1975). 
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The ten counties expected to have the largest numbers of public
high school graduates in 1975, according to projections by the State
Department of Finance, together with those numbers, are: Los An-
geles, 137,000; San Diego, 22,200; Santa Clara, 21,200; Orange,
16,900; San Bernardino, 14,950; Alameda, 12,900; Sacramento,
11,600; San Mateo, 11,200; Riverside, 7,300; and Contra Costa,
6,250.


These ten counties are expected to have a total of 261,500, or
83 per cent, of the state’s 316,050 public high school graduates in


Legend:


Increases  of 224 to 435 per cent


Increases  of 106 to 197 per cent


Increases  of 57 to 87 per cent


Decrease of 8 to Increase of 45 per cent


FIGURE 6
Rates of Increase in High School Graduates Projected Between


1958 and 1975 Among California State Economic Areas
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1974-75. On the other hand, the ten counties expected to have the
largest rates of increase in high school graduates between 1957 and
1975 are, in order, Santa Clara, Orange, San Bernardino, San Mateo,
Marin, Riverside, San Diego, Los Angeles, Sacramento, and Mon-
terey.


THE RELATIVE NEED FOR ADDITIONAL


JUNIOR COLLEGE FACILITIES


Adequately planned higher education in California must take into
account the need for adequate junior college facilities, for in the
balanced tripartite system upon which continued excellence in the
higher education of this state depends, the junior colleges have a
paramount and indispensable role. However, for several reasons, it is
difficult to determine the priority of need for junior colleges in a
community by a review of the State Economic Areas. Chief of these
is the local character of the junior college, in terms of both control
and service. Because of the relatively small geographic area of serv-
ice by a junior college, analysis of a given area which may include
several counties is misleading, for even when available data for an
area as a whole appear generally favorable, certain communities
within it may still be outside the range of effective service of any
junior college.


Another difficulty in attempting to establish priorities for junior
colleges is that there are at least three different kinds of “need”:
first, need in terms of adequate opportunity for local students;
second, need for facilities to alleviate overcrowded state colleges and
University campuses; and third, need to accomplish the State Board
of Education’s objective of including every high school district of
the state in a junior college district. Each of these calls for a different
kind of analysis.


One way to measure the relative adequacy of junior college services
in each of the several State Economic Areas is to relate junior college
enrollment to the number of students graduated annually by the high
schools in the area. The data indicate several areas in which the
ratios of junior college enrollments to public high school graduates
are considerably below the average for the entire state and which,
therefore, appear inadequately served by junior colleges.


The two State Economic Areas with the lowest 1958 ratios between
these two factors are Area 1 (North Coastal Area), with no junior
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college enrollments, and Area 4 (Sacramento Valley Area), with 32
junior college enrollments per 100 public high school graduates. Ad-
ditional junior college facilities are certainly needed in each of these
areas. The other areas revealed as relatively deficient in junior col-
lege opportunities are, in order of apparent need, Area 8 (Imperial
County), Area G (San Diego County), Area 9 (the Sierra Area, 17
counties), and State Economic Area B (Santa Clara County).


Since nearly all the areas listed above contain well-developed state
college or University of California facilities, or both, it may be in-
ferred that one of the major reasons for the deficiency of junior
college opportunities has been overreliance on state-provided facili-
ties. Analysis of the relationship between the projected lower division
enrollments for 1975 and the capacity of junior college facilities after
all funded construction is completed confirms this inference.


For the state as a whole the current full-time capacity of 170,020
for the junior colleges after all funded construction is completed is
only 40.6 per cent of the 1975 projected lower division enrollment
of 418,250. Even without a diversion of students from the state col-
leges and the University to the junior colleges, additional junior
college facilities must be provided for 76,330 students by 1975. (See
Table 16.) Assuming that an additional 50,000 students will be di-
verted to the junior colleges, additional capacity would have to be
provided for 126,330 junior college students. If these students were
all cared for by establishing new junior colleges (each with the
recommended optimum enrollment of 3,500), 36 new junior colleges
would have to be created by 1975.


The very low ratios of junior college capacity to projected lower
division enrollment in some of the State Economic Areas indicate
insufficient effort to provide locally financed facilities for the lower
division needs in these areas. Furthermore, the fact that these areas
in practically all cases have local state college or University facilities
or both makes it apparent that the state is being called upon to pro-
vide educational opportunity for lower division students which other
parts of the state are supporting mostly by local taxes. The areas
which demonstrate the greatest need for more junior colleges on
the basis of this comparison of junior college capacity and pro-
jected lower division enrollments are Area 1 (North Coastal Area),
Area 4 (Sacramento Valley Area), Area B (San Jose Metropolitan
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Area), and Area G (San Diego Metropolitan Area). These, it should
be noted, are areas which also showed great need for additional facili-
ties on the basis of inadequate opportunity as measured by the ratio
of junior college enrollments to public high school graduates.


A recent study by the Bureau of Junior College Education of the
California State Department of Education appraised the need for
additional junior colleges from a different point of view,ll  and re-
viewed the current situation and future needs county by county. The
study takes two needs into consideration although these are not com-
pletely differentiated: one is the necessity to expand the boundaries
of existing districts in order to include as much territory and tax base
as possible in a junior college district; and the second is the necessity
to expand facilities in order to serve adequately the needs of the
student potential. Taking both of these considerations into account,
the authors of that report listed 22 areas in which actual expansion
of facilities for potential junior colleges is warranted.


POSSIBLE NEW STATE COLLEGES


Of the four new state colleges authorized by the 1957 Legislature,
two have not been established—one in Stanislaus County and the
other in the North Bay counties. (Sites for these were selected by the
State Public Works Board in December, 1959, and March, 1960,
respectively.) These colleges should be constructed without delay.
(At the joint meeting of The Regents and the State Board of Educa-
tion on April 15, 1959, approval was given to this statement: “The
new campuses already approved for the state colleges and the Univer-
sity of California should be placed in operation as soon as the fiscal
condition of the State will permit.”)


The status quo enrollment projections and other data indicate a
need for the establishment of two additional state colleges in the im-
mediate future. These colleges should be located in Area F (the Los
Angeles-Orange Metropolitan Area) and Area H (the San Bernar-
dino-Riverside-Ontario Metropolitan Area).


A total of 97,100 full-time enrollees is projected for the state col-
leges in Los Angeles and Orange counties for 1975. Divided evenly
among the five existing colleges in the two-county area, the enroll-
ments for each would approach 20,000. In addition, each would un-


11 “The Public Junior College System: The Current Situation and Future Needs.” Prepared by
the Bureau of Junior College Education and the Bureau of School District Organization. Sacra-
mento: California State Department of Education, November 16, 1959.
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doubtedly enroll approximately 22,000 part-time students. Such
enrollments would certainly overtax the site capacities of some of
these institutions. The problem is further increased by the fact that
the projected enrollments would not be equally distributed. The 1975
student load would fall most heavily upon Los Angeles State College
with 28,550 full-time students, Long Beach State College with 24,850
full-time students, and San Fernando Valley State College with 18,100
students.


In order to relieve the overload on these existing colleges, a new
state college is needed in the area served by the three colleges. Anal-
ysis of the projected public high school graduates in this area and of
the commuting practices of students indicates that the new college
should be located in the vicinity of the Los Angeles International
Airport. This college, together with the reduction of lower division
enrollments in the state colleges, will obviate the need for the estab-
lishment of any further colleges in this area at least before 1965.


The establishment of a new state college in the San Bernardino-
Riverside area is justified because of the large potential enrollment
in the two counties, and because the counties are not within reason-
able commuting range of any existing state college. This recom-
mended college has an enrollment potential of approximately 12,800
full-time students by 1975.


Several other areas, which might have a sufficient potential by
1975 to warrant establishment of additional state colleges, do not
indicate the need for action now. These areas should be reviewed in
1965 and again in 1970 to determine the actual needs at those times.
The areas are listed in Recommendation 5 at the end of this chapter.


THE NEED FOR NEW CAMPUSES OF THE UNIVERSITY


This study indicates that the construction of the three new cam-
puses of the University of California authorized by The Regents in
1957 in (a) the San Diego-La Jolla Area, (b) the Southeast Los
Angeles-Orange County Area, and (c) the South Central Coastal
Section (Santa Clara-San Mateo-Santa Cruz-San Benito-Monterey
counties) should be started not later than 1962 in order to provide for
estimated enrollments in the areas they will serve.


The Berkeley Campus of the University of California.The status
quo University enrollment projections for the Berkeley campus of
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the University in 1975 is 43,950 full-time students. Therefore, if
the proposed maximum enrollment of 27,500 is to be maintained,
approximately 16,000 potential students for the Berkeley campus
need to be accommodated elsewhere by 1975. Some relief should
come from the diversion of lower division students to the junior
colleges, proposed in Chapter I of this report. A partial solution
might be for the Davis campus to be developed to accommodate an
enrollment of about 15,000. Undoubtedly, a portion of the 16,000
students will be accommodated by the new campus of the University
of California in Area B (San Jose Metropolitan Area). An additional
aid in caring for them would be the establishment of branch installa-
tions in specialized fields of study, such as instruction in science at
Livermore. (These would be similar to the off-campus centers for
teacher education now operated by certain of the state colleges.)


Los Angeles-Long Beach Metropolitan Area.The projected Uni-
versity of California enrollment for the Los Angeles-Long Beach
Metropolitan Area in 1975 is 52,550 students. Of these 35,600 are
projected for the Los Angeles campus and 16,950 for the proposed
Southeast Los Angeles-Orange County campus. To keep the Los
Angeles campus enrollment at 27,500 requires diverting some 8,000
of these potential students to other campuses. The Southeast Los
Angeles-Orange County campus, the La Jolla campus, the Riverside
campus, and the Santa Barbara campus can probably accommodate
a large portion of this excess.


Because of rapidly changing conditions in the state, it is impor-
tant that, in the case of the University as well as for the state col-
leges, studies be made in 1965, and again in 1970, of the need for
additional university facilities in the San Joaquin Valley and the
Los Angeles area and in other parts of the state. These studies should
give special consideration to the following:


1. The extent to which the difference between the 1975 projected
University enrollment for the area and the maximum capacity
at Los Angeles can be cared for by the new Southeast Los An-
geles-orange County campus


2. The extent to which some of these potential students may be
diverted to the campuses at La Jolla, Riverside, and Santa
Barbara
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3. The establishment of branch installations in specialized fields
of study from existing campuses in this area similar to those
mentioned in connection with the Berkeley campus


FINDINGS


1 . Graduates from California high schools, public and private,
will increase from 123,807 in 1957-58 to 341,350 in 1974-75,
or 176 per cent; graduates from public high schools only will
increase during the same period from 114,107 to 316,050, or
177 per cent.


2. If nothing is done to modify projected rates of growth, between
1958 and 1975 full-time freshman enrollments in the junior
colleges will increase by 135 per cent, in the state colleges by
330 per cent, in the University by 227 per cent, and in the
independent colleges and universities by 65 per cent.


3. Between 1958 and 1975 graduate enrollments in the state col-
leges will increase by 346 per cent, in the University by 207
per cent, and in the independent colleges and universities by
72 per cent.


4. Again between 1958 and 1975 enrollments are expected to in-
crease somewhat more rapidly in the lower division than in the
upper and graduate divisions in both the state colleges and the
University. (This is based on the status quo projections and
does not take into account the plan to divert lower division
students from the state colleges and the University as recom-
mended elsewhere in this report.)


5. Altogether 73 per cent of all the 1957-58 public high school
graduates of the state came from five State Economic Areas
with population concentrated in: (a) a triangle extending from
the San Fernando Valley east to Redlands and thence south to
San Diego; and (b) a slender triangle extending from Gilroy
northwest to Marin County and (again from Gilroy) north to
Pittsburg. Furthermore, in 1975, 82 per cent of all public high
school graduates in the state will come from the same five State
Economic Areas.


6. The ten counties expected to have the largest numbers of public
high school graduates in 1975 are: Los Angeles, 137,000; San
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Diego, 22,200; Santa Clara, 21,200; Orange, 16,900; San Ber-
nardino, 14,950; Alameda, 12,900; Sacramento, 11,600; San
Mateo, 11,200; Riverside, 7,300; and Contra Costa, 6,250.


7. The ten counties with the largest projected rates of increase
in public high school graduates between 1957-58 and 1975 are
in order: Santa Clara, 435 per cent; Orange, 349 per cent; San
Bernardino, 289 per cent; San Mateo, 277 per cent; Marin,
274 per cent; Riverside, 258 per cent; San Diego, 235 per cent;
Los Angeles, 214 per cent; Sacramento, 197 per cent; and
Monterey, 197 per cent.


8. The two State Economic Areas with the lowest current (1958)
ratios of junior college enrollments to public high school grad-
uates are Areas 1 and 4 (See Chapter IV for description of
these areas). In these areas, Humboldt State College and Chico
State College perform limited junior college functions at state
expense.


9. Even without any planned diversion of lower division students
from the state colleges and the University to the junior col-
leges, additional junior college facilities will be needed for
76,330 students by 1975.


10. Analyses [used in the report] indicate that the greatest need
for additional junior college facilities exists in areas contain-
ing state colleges and University campuses.


11. To provide junior college services to areas not now adequately
served requires the establishing of at least 22 new junior col-
leges in various areas of the state between now and 1975.


12. Status quo full-time state college enrollments in 1975 will range
widely from college to college—from 2,350 in Stanislaus and
2,500 in the North Bay counties, to 20,150 in San Diego, 24,850
in Long Beach, 24,900 in San Jose, and 28,550 in Los Angeles
State.


13. A total of 97,100 full-time enrollments in the state colleges of
Area F (Los Angeles-Orange Counties) is projected for 1975.
Divided evenly among the existing five colleges (including one,
currently a small, specialized agricultural and technical insti-
tution, i.e., San Dimas Branch of California State Polytechnic
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College), the enrollments at each would approach 20,000 full-
time students.


14. By 1965 the full-time enrollment at Berkeley will have greatly
exceeded and that at the Los Angeles campus will have approxi-
mately equalled the recommended maximum full-time enroll-
ment of 27,500.


RECOMMENDATIONS


It is recommended that:


1.


2.


3.


With respect to the establishment of new state colleges and
campuses of the University, the governing boards reaffirm
their action taken in joint session on April 15, 1959, to the effect
that “no new State Colleges or campuses of the University,
other than those already approved, shall be established until
adequate Junior College facilities have been provided, the deter-
mination of adequacy to be based on studies made under the
direction of the Liaison Committee of the State Board of Edu-
cation and The Regents of the University of California . . .”
with the further provision that the new state colleges and cam-
puses of the University established by action of the Legislature
in 1957, and by action of The Regents, also in 1957, be limited
to upper division and graduate work until such time as ade-
quate junior college opportunities are provided for the primary
area served by these institutions.


The following full-time enrollment ranges be observed for
existing institutions, for those authorized but not yet established,
and for those later established.


The state give encouragement to making junior college facilities
available for the school districts not now adequately served


1 These are to be attained within seven to ten years after students are first admitted.
2 The minimum figure for the University assumes graduate work in basic disciplines and


one or more professional schools.
* This maximum might be exceeded in densely populated areas in metropolitan centers.


5—20703
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either through the establishment of new junior colleges or by
making them a part of districts now served by junior colleges.


Evidence at hand indicates there is need for new junior colleges
in the following school districts:


1 Abbreviations: H.S.—high school, U.H.S
college.


.—union high school, Unif.—unified, J.C.—junior


2 1975 enrollments have been substituted for the 1970 enrollments which appeared in the original
list approved by the Joint Boards. The arrangement of this list in descending order of enroll-
ment is not intended to indicate urgency of need in the same order.


4. New state colleges, in addition to those already authorized, be
establishedand in operationby 1965 in the following areasand
in descending order of estimated enrollment potential:
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Although it is believed that these two institutions should be
master planned for an ultimate capacity of 20,000, the Survey
Team recommends that the 1975 enrollment be held to 10,000
and 8,000, respectively.


5. In 1965 and again in 1970, if applicable, and before considering
the need for new state colleges in any other areas of the state,
careful studies be made by the co-ordinating agency of the fol-
lowing State Economic Areas to determine the actual need for
new state colleges that exists at the time each study is made.
State Economic


Area
F


A


A


K
7


Los Angeles-Long Beach Metropolitan Area, Griffith Park-
Glendale vicinity
San Francisco-Oakland Metropolitan Area, vicinity of Red-
wood City
San Francisco-Oakland Metropolitan Area, Contra Costa
County
Bakersfield Metropolitan Area, Kern County
South Coastal Area, Ventura County


6. The three new campuses approved by The Regents in 1957—
(a) San Diego-La Jolla Area, (b) Southeast Los Angeles-Orange
County Area, and (c) the South Central Coastal Area (Santa
Clara, San Mateo, Santa Cruz, San Benito, and Monterey
Counties)—be completed without delay and in any event con-
struction to be started not later than 1962.


It is further recommended that the campus in each of the
following locations be planned for 1975 enrollments as follows:


7. Inasmuch as the estimated enrollment potential of the Berkeley
campus of the University is 43,950 for 1975 (as compared
with a maximum enrollment of 27,500 as recommended in 2
above for a University campus), the co-ordinating agency
undertake appropriate studies of how best to accommodate the
difference between these figures (approximately 16,000), such
steps to include careful study of these possibilities:
a. Diversion of some of these potential students particularly to


the Davis campus and the new South Central Coast campus
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b. The accommodation of the remaining part of the difference
(i.e., 16,000 less the impact of (a) above through the estab-
lishment of branch installations from existing campuses in
specialized fields of study such as instruction in science at
Livermore. (These would be similar to the off-campus centers
for teacher education now operated by certain of the state
colleges.)


8. In 1965 and again where applicable in 1970, and before con-
sidering the need for new University facilities in any other areas
of the state, careful studies be made by the co-ordinating agency
of the need for additional University facilities in the San
Joaquin Valley and the Los Angeles area. In the latter area spe-
cial consideration should be given as to how the difference 
between the 1975 estimates of potential University enrollment
of 52,550 and the 27,500 maximum for the University of Cali-
fornia, Los Angeles campus (some 25,000 students) can best be
accommodated. Such consideration should include the following:


a.


b.


To what extent will this difference be cared for by the new
Southeast Los Angeles-Orange County campus, and to what
extent could these potential students be diverted to the La
Jolla, Riverside, and Santa Barbara campuses?


Will there be a need for the establishment of branch installa-
tions in specialized fields of study from existing campuses in
this area similar to that included in Recommendation 7b?


9. Because the University, among the publicly supported institu-
tions in California, has the sole responsibility for the prepara-
tion for professions such as architecture, dentistry, law, librar-
ianship  (graduate), medicine, optometry, pharmacy, public
health, and veterinary medicine, periodic studies be made of the
relation of supply to demand, particularly in fields where there
seem likely to be shortages, such as medicine and pharmacy, for
the purpose of determining what steps the University should
take to meet its responsibilities in these professional fields.







CHAPTER VII


FACULTY DEMAND AND SUPPLY


The availability of faculty is a necessary consideration to assessing
the capacity of present or future institutions to offer educational
programs. Buildings and equipment are essential, but without teachers
they are useless.


Fortunately, the Joint Staff of the Liaison Committee undertook
a study of faculty demand and supply, which was published in 1958.1


Recommendation 6 on page 75 of that study, which was approved
by both the State Board of Education and The Regents states in
part:


Inasmuch as more complete and adequate data may change the estimates
of staff needs and better disclose the sources from which these needs will be
met, the results of this study be re-examined in 1960, such re-examination to
pay particular attention to the output of doctor’s degree holders by California
institutions in relation to the needs of the State. . . .


BACKGROUND , SCOPE, AND METHODS


The staff assigned to the present study of faculty demand and
supply has used the earlier study as a base, has updated the essential
data with regard to more recent projections of enrollment, and has
introduced other data not available in 1957 and 1958.


DELIMITATION OF THE STUDY


This is a status quo study. Its predictions are based upon condi-
tions and policies in the various segments of public higher education
and present trends of supply in effect in 1958 and 1959. Furthermore,
it is limited to post-high school educational institutions including
junior colleges, state colleges, the University of California, and inde-
pendent colleges and universities.


BASIC QUESTIONS


The basic questions that will be considered in the study are similar
to those raised in the earlier study. As adapted from that study, they
are as follows:


1 Joint Staff for the Liaison Committee, A Study of Faculty Demand and Supply in California
Higher Education, 1957-70. Berkeley: University of California Press, 1958.


[115]
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1. How many new staff members are estimated to be needed by
1975 by the junior colleges, state colleges, the University, and
independent colleges and universities in the state?


2. What are the characteristics of faculty at the time of first ap-
pointment with respect to the highest degree held, the occupa-
tion from which recruited, and the institutions from which the
doctorate was received?


3. What is the probable supply that can be expected to be available
nationally and from California institutions?


4. Which subject-matter fields have oversupply, balance, or under-
supply as of the present time?


5. What are the possibilities of meeting the demands up to 1975
from the probable available supply?


ASSUMPTIONS


The results of such a study as this are only as valid as the assump-
tions upon which the study is based. Projecting many variable fac-
tors up to 1975 requires the acceptance of many assumptions; more
will be said about these later in this report. However, the more gen-
eral ones are presented here:


1.


2.


3.


4.


5.


6.


7.


Higher education enrollment predictions for California will be
accurate and dependable.


General educational policies will remain stable.


Facilities will be available as needed.


Ratios of staff to students will remain as in 1958.


Staff replacement for separations—resignations, retirement,
death, and other causes—will be about as in the past (4.5 per
cent for the junior colleges, 6.0 per cent for the state colleges,
4.2 per cent for the University and 6.0 per cent for independent
colleges).


Production of graduate degrees will continue in conformity with
presently reported institutional plans.


The same per cent of the holders of California-produced grad-
uate degrees will enter college teaching in California.
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8. The proportion of faculty available from a deferred supply
(those who enter teaching from other kinds of employment)
will remain constant.


9. Approximately the same per cent of holders of master’s and
doctoral degrees will be appointed to the faculty posts of the
various segments of higher education as has been the case in
recent years.


In the case of certain of the foregoing assumptions, particularly
7 and 8, the Survey Team is convinced (and later makes recom-
mendations regarding them) that these will not materialize unless
salaries and fringe benefits for staff members in public institutions
of higher education in California are substantially increased. Persons
recruiting faculty from institutions outside California since 1957
have found that salaries have been increasing more rapidly in those
institutions than in California. Furthermore, the wide differences
between the salaries in educational institutions and those in industry,
from which the “deferred supply” comes in part, are well known.


Another concern particularly of the state colleges is with the
assumption that “the same per cent of holders of master’s and doctoral
degrees will be appointed to the faculty posts of the various segments
of higher education as has been the case in recent years.” The facts
are these: the per cent of doctorates among new full-time state col-
lege faculty appointees for the years 1954-58 averaged 40.2 per cent
as compared with 70.0 per cent of such full-time regular appointees
during that same period in the University. However, it should be
noted the per cent of the new regular full-time appointees to the
state colleges with the doctorate declined from 45.9 per cent in 1950
to 37.3 per cent in 1958. For the same period this decline in the
University was 3.0 per cent. Although during this same period, the
proportion of the total regular full-time state college staff with the
doctorate increased somewhat, this merely reflected the necessity
faced by the state colleges of hiring people without the doctorate,
with the hope, sometimes realized and sometimes not, that they would
achieve it after joining the faculty. It seems clear, however, that the
state colleges with the largest proportion of doctorates on their staffs
(Long Beach, 68.3 per cent; San Diego, 65.8 per cent; Sacra-
mento, 64.9 per cent; and San Fernando, 62.0 per cent) cannot long
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continue to maintain those proportions if the present ratio of doc-
torates to nondoctorates among newly recruited faculty is not sharply
increased.


As is pointed out in other sections of this report, the similarities in
curricula between the University and the state colleges are just as
important as their differences and, except for full-time research per-
sonnel employed by the University, the liberal arts faculties of the
University and state colleges are similar in recruitment sources.


Whatever the data studies indicate, one must keep in mind that
the shortage of college teachers is one of the most critical shortages
facing the United States today, and California, because of its rapid
population growth, must have a recruitment climate which will not
only compare favorably with that of other states, but will take into
account the fact that California must recruit in excess of 50,000 new
faculty members for its colleges and universities in the next 17 years.
Moreover, the question here involves more than mere numbers; it is
difficult to think of any profession in which the problem of quality
maintenance is as important as it is in the college teaching profession.


SOURCES OF DATA


The basic data used in this study came from the following sources:


1. Faculty characteristics material for the years prior to 1957-58
from Faculty Demand and Supply in California Higher Educa-
tion, 1957-1970.


2. Characteristics of newly appointed faculty for the various seg-
ments of higher education in California (especially the junior
colleges and independent colleges) and the per cent of holders
of California-produced doctorates entering college teaching
from material collected for the National Education Association
study, Teacher Supply and Demand in Universities, Colleges,
and Junior Colleges, 1957-58 and 1958-59. (National Educa-
tion Association Research Report 1959-R-10.)


3. Number and distribution of graduate degrees awarded in Cali-
fornia, by field and institution from Earned Degrees Conferred
by Higher Educational Institutions, 1956-57, and Earned De-
grees Conferred by Higher Educational Institutions, 1957-58.
(U.S. Office of Education Circulars 527 and 570)







4.


5.


6.


7.


8.


9.
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Characteristics of newly appointed faculty for the state colleges
and the University from the records of the Personnel Office of
the State Department of Education and the bio-bibliographical
records of the University of California, respectively


Data regarding opinions on the relationship of demand and sup-
ply for various subject-matter fields from an opinionnaire sent
to placement officers who are members of the National Institu-
tional Teacher Placement Association and are in institutions
preparing graduates for college teaching


Information regarding expansion of junior college credential
programs from the directors of teacher education of California
colleges and universities


Data pertaining to the number of graduate degree holders
placed in college teaching within and without the state from the
placement officers of California colleges and universities grant-
ing master’s and doctoral degrees
Projections of the number of doctoral degrees to be awarded by
California institutions by field from 1959 to 1975 from a ques-
tionnaire sent to the heads of departments of the colleges and
universities in California granting such graduate degrees


Enrollment estimates for all segments of higher education as
developed by the State Department of Finance


ESTIMATES OF DEMAND FOR NEW FACULTY MEMBERS


The first step in the development of this analysis of the relation-
ship between the need for faculty in higher education and the prob-
able supply for 1959-1975 was obviously the determination of de-
mand for such faculty. How that determination was made is ex-
plained below.


PROCEDURE


The faculty demand by subject area and segment of higher educa-
tion for the period 1959-1975 was derived in the following manner:


1. The present full-time enrollment (students carrying 12 or more
units) in each segment was divided by the number of full-time
faculty members (those employed for more than 51 per cent of
their time) to establish the current faculty-student ratios. (Full-
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time students and faculty have been used throughout this study
rather than full-time equivalents because of availability of data
and comparability with probable supply of staff as later esti-
mated.)


2. These ratios were then applied to the projections of full-time
enrollment for each year to 1975 to determine the total staff
needs for each segment.  The number of new staff needed each
year to meet the increased enrollment was then obtained by
subtracting the total staff projected for each year from that
projected for each subsequent year.


3 .  The total faculty needed for each year was then obtained by
adding to the figures indicated initem 2 the number of new
faculty needed to replace losses from retirement, death, resig-
nation, and other causes within the total faculty of each prior
year.


ESTIMATED FACULTY DEMAND


Enrollment estimates were developed for 1960, 1965, 1970, and
1975 by the State Department of Finance. The figures for the inter-
vening years were interpolated by using straight-line projections.


Part A of Table 17 gives the actual and projected full-time enroll-
ments and the total regularly appointed full-time faculty needed for
the various segments of higher education at various periods for the
years, 1958-75. Part B sets forth the number of new faculty needed
during each of these periods to maintain existing student-faculty
ratios and to replace the losses due to attrition during the period.


Table 17 shows that in 1975 a total full-time faculty of 44,392 will
be required to meet the instructional load of a projected enrollment
of 661,350 full-time students in California’s public and private in-
stitutions of higher education.Between 1959 and 1975 a total of
54,424 new full-time faculty members must be trained and recruited
to meet this estimated demand. Regardless of changes that may occur
in the student-faculty ratios, in the replacement percentages, in the
enrollment projections, or in the distribution of staff among various
subject fields, appreciable change in the magnitude of the numbers
given in Table 17 does not seem likely.
 However, since this is a status quo study, the enrollment projec-


tions used to estimate the probable demand for staff do not take into
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Total Full-time Faculty Required for Projected Full-time Status Quo Enrollments,
and New Faculty Needed for Replacement and Enrollment Growth, by


Segments, and by Intervals, 1959-1975


account the establishment of any colleges or universities other than
those currently in operation or already authorized. Since the opening
of a new college taps a new potential supply of students, the acti-
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vating of new junior colleges by local action, the approval of addi-
tional new state colleges and campuses of the University, or the estab-
lishment of new independent colleges will increase the demand for
faculty.


Obviously, therefore, administrators, board members, legislators,
and all others concerned with the future of California’s institutions of
higher education—and the students they serve—have a formidable
task in obtaining qualified faculty members to meet the dimensions
of the demand situation presented in this report.


CERTAIN CHARACTERISTICS OF FACULTY APPOINTEES


IN HIGHER EDUCATION


To relate faculty demand and supply for California institutions,
information is needed on the characteristics of new staff members
appointed to fill the vacancies in the various segments of higher
education. This information falls into two categories: the first dis-
covers the sources of supply from which these appointees have come,
and the second gives the type of preparation that has been required
in recent years. Wherever possible, information on new appointees
has been collected for the years 1954-1958. The characteristics that
directly affect the computation of net demand and actual supply will
be presented and briefly discussed here.


ORIGIN OF APPOINTEES BY PLACE OF TRAINING


The previous study of faculty demand and supply used the place
of residence at time of appointment in determining the proportions
of new staff obtained in-state and out-of-state respectively.2


During the preparation of this study, however, the fact became
apparent that the geographical location of the institutions from which
the highest degrees of the appointees were obtained was a more per-
tinent factor in the problem at hand than the one used in the earlier
study. Location data, which were available for the years 1957-58 and
1958-59 only, showed that 52.6 per cent of the new full-time staff
of the state colleges appointed in those years received their degrees
from institutions outside of California and that 76.2 per cent of the
full-time appointees of the University came from this category. The


2 Joint Staff for the Liaison Committee, A Study of Faculty Demand and Supply in California
Higher Education, 1957-70, op. cit., Tables 11 and 16, pp. 28 and 32.







FACULTY DEMAND AND SUPPLY 123


equivalent proportion of the new staff of the junior colleges for these
two years is 52.5 per cent.


OCCUPATIONAL SOURCE OF APPOINTEES


As might be expected, the great majority (over 80 per cent) of
the appointees to the faculties of the junior colleges, the state col-
leges, and the University came from teaching, research, and direct
from graduate schools. The relative contribution of these three
sources in each of the three segments for the five-year period, 1954-
58, varies considerably, however, with teaching accounting for 70
per cent of the junior colleges, 63 per cent of the state colleges, and
only 37 per cent of the University totals. In all three segments, a
considerable proportion of the new faculty came from sources that
constitute a “deferred supply,” that is, fields other than college teach-
ing. In the junior colleges this proportion is exceptionally large be-
cause of the dependence upon high school and elementary teachers
as a source of supply.


TYPE OF PREPARATION


The kinds of degrees held at time of appointment give needed in-
formation about the approximate demand for graduates with the doc-
toral, master, and other degrees. During the period 1954-58, for the
state colleges the average per cent of new full-time appointees hold-
ing the doctorate was 40.2; for the University the figure was 70 per
cent. The figure for the University varied only 3 per cent during this
same period, with the high in 1955 and the low in 1956. The state
colleges have shown a greater variation, with a high of 45.9 per cent
in 1955 and a steady decrease to a low of 37.3 per cent in 1958.


Completely comparable data for the junior colleges were not avail-
able. However, number and per cent by level of preparation of that
segment’s new staff appointed in 1957-58 and 1958-59 were obtained.
As would be expected, a much lower proportion (9.2 per cent) of the
junior college faculty held the doctorate at the time of appointment
than did the faculty of any other segment.3 This per cent, however,
is much above the comparable national figure for junior colleges (7.4


3 For the year 1959-60 the per cent of new academic appointments with the doctorate in 59
junior colleges was seven per cent. (Study by Oscar H. Edinger, Jr., President, Mt. San Antonio
Junior College, Pomona, California.)
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per cent) 4 and the 1958-59 figure for California junior colleges is up
almost 3 per cent above that for 1957-58.


The independent colleges and universities have not been dealt with
in any detail here because of a lack of comparable data. However,
an opportunity was given to check some of the characteristics of the
new faculty of this segment and to compare them with the appointees
to the faculties of the other three segments. This opportunity was
made possible through the availability of data collected for the Na-
tional Education Association Teacher Supply and Demand Study.
The use of these data for comparison has led to the conclusion that,
in general, the characteristics of the new faculty of these independent
colleges and universities, taken as a group, approximate those of the
appointees to the staffs of the state colleges and the University.


ESTIMATES OF NET FACULTY DEMAND AND SUPPLY


To translate the total demand for new faculty presented in Table
17 into a figure that can be related to the potential supply produced
within California, the data on faculty characteristics must be used to
compute the “net” demand for California-trained graduates by the
type of degree needed.


NET DEMAND FOR CALIFORNIA-TRAINED COLLEGE TEACHERS


The method used in arriving at the net demand figure for Cali-
fornia-trained college teachers was to deduct from the total need for
each segment the proportion of the demand that has been obtained in
the past from persons trained outside California. This in-state demand
figure was then reduced by the proportion that experience indicates
can be expected to be recruited from a “deferred” supply. (The de-
ferred supply is composed of those trained in California who do not
go into college teaching immediately upon receipt of their degrees,
but who later come into the teacher-supply pool.) After the net de-
mand has been obtained for each segment, the proportions that have
in the period 1954 through 1958 possessed each type of degree are
then obtained to determine the demand for these various types of
preparation.


4 Teacher Supply and Demand in Universities, Colleges and Junior Colleges, 1957-58 and
1958-59. Washington, D.C.: National Education Association (Research Report 1959-R10), June,
1959, p. 33.
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Involved in this procedure are three critical assumptions:


1. That in the future the same proportion of California’s needs
will continue to be met from a supply trained outside the state.
As noted earlier the Survey Team is convinced that this propor-
tion of staff from outside the state will not continue unless sub-
stantial salary increases and “fringe benefits,” as indicated in
recommendation 3 of this chapter, are provided promptly.


2. That the state will continue to be able to recruit the same pro-
portion of its new staff from business, industry, research, gov-
ernment, and miscellaneous fields


3. That the new staff appointees in the various segments will con-
tinue to have the same level of preparation as in the five-year
period 1954 through 1958. (The state colleges believe that the
1954-58 level of staff preparation must be raised substantially
if these institutions are to provide in the future the quality of
instruction and service that the state has the right to expect
of them.)


The analysis that follows is valid only to the extent that these as-
sumptions prove correct.


Table 18 presents a projection of this net demand for 1959-1975
using the data on faculty characteristics mentioned earlier in this
chapter. Since comparable data for the independent colleges and uni-
versities were not available, the method used in the previous study
of accepting faculty characteristic percentages halfway between those
for the state colleges and the University has been followed for that
segment.


As an example, Table 18 shows that the total demand for 20,168
new faculty members for the state colleges during the next 17 years
is reduced to a total net demand of 2,882 persons who receive the
doctorate from California institutions and go directly into teaching
in the state. This net figure is obtained by assuming that 10,689 (53
per cent of the 20,168) of the total need will be trained outside the
state, that 2,275 will be recruited from a “deferred” supply, and that
only 40 per cent of the 7,204 net supply to be obtained from Cali-
fornia institutions will need to have the doctorate.


On the same basis of computation, the total demand of 54,424 new
staff members for all segments of higher education is reduced to a
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net demand of 5,702 holders of the doctorate to be obtained from
the pool of holders of doctoral degrees produced in this state.


ESTIMATED NET SUPPLY OF CALIFORNIA-


TRAINED HOLDERS OF DOCTORATES


The net supply of California-trained holders of doctorates that can
be expected to meet the needs presented in Table 18 is based upon
a projection of the total production of holders of doctorates from all
California institutions, reduced by the number of these who will
either not go into college teaching or who will go into teaching out-
side California.


To estimate the number of doctorates to be produced in this state
between now and 1975, actual projections of all the California insti-
tutions granting the Ph.D. or equivalent degrees were obtained di-
rectly from the institutions.In all cases these projections were
checked with estimated graduate enrollments, and corrections were
made wherever the institutional estimates seemed too far out of line
with past experience.


The total number of 34,679 doctorates expected to be produced by
California institutions between 1958 and 1974 (the years from which
the 1959-1975 supply must be obtained) is shown in Column 1 of
Table 19.


The difference between the number of doctorates awarded in 1959
and that projected for 1975 is large. However, a check of the rela-
tionships between California’s per cent of the 1970 total national
college enrollment and its per cent of the 1970 total of doctorates
produced tends to validate the institutional projections presented in
Table 19. California’s proportion of the 1970 total national college
enrollment is estimated to be 13.6 per cent.5 The institutional projec-
tions of doctorates produced in California (2,472) are only 13.6 per
cent of the estimated 1970 national production of 18,100,6 or approxi-
mately the same proportion as of the total estimated enrollment.


After the number of doctorates to be awarded by California insti-
tutions has been obtained, consideration must be given to the pro-


5 The national enrollment estimate is taken from Teacher Supply and Demand in Universities,
Colleges, and Junior Colleges. Washington, D.C.: National Education Association (1959-R-10),
p. 50.


6 Louis H. Conger and Marie G. Fullam, Projections of Earned Degrees to 1969-70. Washing-
ton, D.C.: U.S. Department of Health, Education, and Welfare, September, 1959, p. 4.
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portion of those who actually enter teaching in California. This
number, given in Column 3 of Table 19, is derived by reducing the
total supply (34,679) to the number who can be expected to teach
in California institutions. (That is, by subtracting both those who do
not enter college teaching and those who enter college teaching but
do so outside California.)


Table 19, then, presents the net supply of California-produced
holders of doctorates who could be expected to enter college teaching
on the basis of the institutional estimates either in California or out-
side the state. The computation is, of course, dependent upon these
assumptions:


1. That the proportion of California-trained holders of doctorates
who enter college teaching will approximate that of the period
1954 through 1958


2. That the proportion of this number who will teach in California
institutions will continue as in the period 1954 through 1958


COMPARISON OF PROJECTED SUPPLY AND DEMAND


Table 19 also includes in Column 4 the net demand required for
doctorates to be awarded by California institutions and compares that
demand with the actual supply that, according to institutional esti-
mates, should be available. The figures in Column 5 and the index in
Column 6 of Table 19 show that demand and supply will be in
approximate balance over the next 17 years (1959 through 1975),


ranting the awarding of doctorates is in accordance with the estimates.

g

The fact that demand and supply are in balance for the total
period, 1959-1975, however, does not tell the complete story. Table
20 presents a comparison of demand and supply similar to that in
Table 19 except that the total period is broken down into smaller
segments. This comparison indicates that, up to and including 1965,
California’s institutions of higher education will be in a period of
faculty shortage of doctorates, the index of supply to demand being
.67 for 1959-1960, and .85 for 1961-65. In the period 1966-1970,
supply and demand is expected to be in approximate balance and
during the final five-year period covered by this study, 197l-75, a
surplus, according to estimates, should exist. It must be remembered
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that these conclusions assume a relative salary advantage and also
assume a recruitment pattern mentioned earlier in this chapter which
is unacceptable to the state colleges. The “balance” between supply
and demand, therefore, must be considered in the light of these reser-
vations.


Lack of necessary data has prevented the development of any sys-
tematic analysis of the relationship between supply and demand for
specific subject fields. In lieu of such an analysis, the opinions of a
large group of placement officers of colleges and universities prepar-
ing college teachers were obtained by a nationwide survey. Informa-
tion was collected separately for the supply of teachers for junior
colleges and for other colleges and universities. The fields that appear
in the results of this inquiry as undersupplied in 1959 are chemistry,
engineering, home economics, mathematics, physics, and women’s
physical education. Since the supply in the other fields appears to be
more adequate and in some oversupplied, a reasonable assumption is
that the situation in these current shortage fields may be more critical
than the totals would imply.


FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS


Before the findings are summed up, conclusions drawn, and recom-
mendations presented, the importance of the basic assumptions under-
lying this study should again be pointed up. The findings are valid
only if the assumptions are tenable and acceptable. Certain serious
questions have already been raised regarding some of them.


Again, the fact should be pointed out that the demand presented
in this study takes into account only those junior colleges, state col-
leges, and University campuses existing or presently authorized. The
establishment of such additional institutions would create some need
for additional staff because of the effect on college attendance in their
immediate areas. On the other hand, the effect on supply that will be
brought about by the development of the additional University cam-
puses presently authorized has not been taken into consideration.


PRINCIPLE FINDINGS BASED ON CONTINUATION
OF STATUS QUO CONDITIONS


1. To meet the needs of the enrollments projected for California
institutions of higher education between 1959 and 1975, a total
of 54,424 new full-time faculty members (an annual average of
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3,201) will have to be recruited. Of these 29,280 (or 54 per
cent) will be needed because of enrollment increases and 25,144
(or 46 per cent) will be needed as replacements due to death,
resignation, retirement, and separation from other causes.


2. The greatest numbers of new faculty during this period will be
required by the state colleges, 20,168, followed by the junior
colleges, 14,711, the University, 12,533, and the independent
colleges and universities, 7,012.


3. A large proportion of the newly appointed faculty of all seg-
ments of public higher education in California receive their
highest degrees from institutions outside the state. For 1957-58
and 1958-59, 1,127 (57.3 per cent) of a total of 1,966 new
faculty fell into this category. The proportions by segments
were junior colleges, 52.5 per cent; state colleges, 52.6 per cent;
and the University of California, 76.2 per cent. Whether these
out-of-state proportions can be maintained will depend primar-
ily on relative academic salary levels.


4. Of the new appointees to both the state colleges and the Univer-
sity who were holders of a doctor’s degree, the largest number
were trained at the University. Of the new faculty appointed by
the University from 1954 through 1958, 18.5 per cent had re-
ceived their doctorates at that institution, while 15.5 per cent
of those appointed during that same period by the state colleges
had obtained doctoral degrees at the University. However, the
list of other institutional sources of supply is quite different for
the two segments. For the University, the second to fifth place
sources for the five-year period were Harvard, 11.8 per cent;
Chicago, 4.8 per cent; Yale, 4.8 per cent; and Michigan, 4.4
per cent. The equivalent sources for the state colleges were
Stanford University, 8.2 per cent; University of Southern Cali-
fornia, 6.7 per cent; Columbia University, 4.3 per cent; and
University of Washington, 4.0 per cent.


5. The occupational sources of supply also vary among the seg-
ments. For the years 1954 through 1958, the two major sources
of all public segments were teaching and graduate schools, with
the remainder coming from business, industry, research, govern-
ment, and miscellaneous sources. However, whereas the junior
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colleges received 70 per cent of their faculty from teaching and
11 per cent from graduate schools, and the state colleges ob-
tained 63 per cent from teaching and 12 per cent from graduate
schools, the equivalent proportions for the University were 38
per cent and 34 per cent respectively.


6. A significant proportion of the new faculty of all three segments
is obtained from a “deferred” supply; that is, persons who do
not go directly into college teaching from graduate school but
later enter that profession. For the period covered, the following
percentages came from this “deferred” supply: junior colleges,
52 per cent; state colleges, 24 per cent; and the University, 28
per cent. Again, it should be emphasized that the salary problem
is basic to attracting people from business and nonteaching oc-
cupations.


7 .  For all segments in the five-year period 1954-1958, approxi-
mately 40 per cent of the new faculty appointed held the doc-
torate at time of appointment; 45 per cent held the master’s
degree; and 15 per cent held various other degrees. The doctor-
ate was held by 9 per cent of the new appointees of the junior
colleges; by 40 per cent of those of the state colleges, and by
70 per cent of those of the University.


8. During the four-year period 1955 through 1958, for the state
colleges the per cent of new full-time appointees holding the
doctorate steadily declined from 45.9 per cent to 37.3 per cent.


9. The awarding of doctorates by California institutions of higher
education is expected to rise from the current level of 865 per
year to a total of 3,375 per year in 1975, an increase of 290
per cent. The projections for the University amount to an in-
crease of 444 per cent, whereas those for the independent col-
leges and universities amount to an increase of 125 per cent.
The total number of doctorates to be awarded by California
institutions between 1958-59 and 1974-75 at this level of in-
crease will be 34,679.


10. Approximately 32 per cent of the holders of doctorates awarded
in California entered higher education teaching for the first time
between 1954-1958, while another 26 per cent receiving a doc-
tor’s degree were already engaged in college teaching and con-
tinue in that profession.
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11. Of the holders of California-awarded doctorates entering higher
education teaching between 1955-1958 approximately 53 per
cent did so in California. The remainder went to other states.


12. College placement officers agree generally that the fields with
the greatest current shortage of college teachers are chemistry,
engineering, home economics, mathematics, physics, and
women’s physical education. Similarly, the fields of most ade-
quate supply appear to be history and men’s physical education.


CONCLUSIONS


2.


3.


If the sources of faculty supply that were available between
1954 and 1958 can be maintained in the same proportion, the
total supply of and demand for holders of doctorates to staff
California’s system of higher education (in the same proportion
as in that period) will be in approximate balance over the period
from 1959 to 1975. (The Survey Team is convinced that this
proportion of staff from outside the state will not continue un-
less substantial salary increases and fringe benefits as indicated
in Recommendation 3 of this chapter, are provided promptly.
The state colleges believe that the 1954-58 level of staff prepa-
ration must be raised substantially if these institutions are to
provide in the future the quality of instruction and service that
the state has the right to expect of them.)


In view of the foregoing, the Survey Team concludes that:


1.


Despite this over-all balance, the immediate period of 1959.
1966 will probably be one of relatively short supply of ade-
quately trained persons to staff the state’s institutions of higher
education. This immediate short supply is caused by the time
lag that exists between the influx of the large enrollments into
the colleges and universities and the time this influx is felt in
the awarding of doctor’s degrees. A seven-year lag is used by
the U.S. Office of Education between a student’s admission as
a freshman and his receiving a doctorate.


The diversion of students from state colleges and the University
recommended by the Survey Team will alleviate somewhat the
shortage of doctorates and the total shortage of faculty for
higher education, because:
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a. Holders of doctoral degrees comprise a smaller per cent of
the faculties of junior colleges than of those of the state
colleges or the University.


b. The student-faculty ratio is higher for junior colleges than
for either of the other two public segments of higher educa-
tion.


RECOMMENDATIONS


It is recommended that:
1. Much greater effort be made to divert a greater proportion of


college graduates into graduate training preparatory to careers
in college and university teaching. This diversion can best be
accomplished by a concerted effort on the part of adequately
staffed and supported counseling and guidance services at all
levels of education, and with the full co-operation of all college
and university faculty members.


2. More funds be secured to provide financial assistance to those
in graduate training. The high attrition rate in graduate pro-
grams is, in large part, due to financial difficulty; and these
withdrawals constitute not only a loss to the potential faculty
supply but an economic waste to the state. Provision of fellow-
ship and loan funds for graduate students is undoubtedly one
of the best ways of reducing the attrition rate.


3. Greatly increased salaries and expanded fringe benefits such as
health and group life insurance, leaves, and travel funds to at-
tend professional meetings, housing, parking and moving ex-
penses, be provided for faculty members in order to make col-
lege and university teaching attractive as compared with busi-
ness and industry.7 


4. Greater use be made of California-trained doctoral degree
holders, especially in the shortage years immediately ahead. For
the three-year period 1955-58 only 53 per cent of those so
trained who entered teaching did so in California. Evidence
indicates that those leaving California do not do so by choice.8


7 As an example of the wide differences, of 44 persons awarded Ph.D.‘s in shortage fields by
the University of California in 1959, 31 accepted positions in industry at an average salary
of $9,884 and 13 went into college teaching at an average salary of $6,075.


8 Of 44 doctoral degree holders recently placed in college and university teaching outside
California by the School and College Placement Service of the University of California, Berkeley,
87 per cent had stated a preference for a position in California.







136


5 .


6.


7 .


8 .
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Individual faculty members and their institutions jointly as-
sume responsibility for both the initiative and opportunity for
the faculty in-service preparation and self-improvement so essen-
tial for the growth and development of the institution


Strengthening of the master’s degree programs in all institutions
offering such programs be undertaken by these institutions so
that the holders of this degree may be more effective additions
to the faculties of colleges, universities,and junior colleges9 


Reorientation of present doctoral programs offered by California
institutions be undertaken to insure that those receiving the
degree and planning to enter college and university teaching
possess the qualities not only of scholars, but of scholar-teachers.
Because the University of California awarded 54.6 per cent of
the doctorates given by California institutions for the period
1952-53—1955-56, it has a particular responsibility for the im-
plementing of this recommendation.


Because of the continual change in faculty demand and supply,
the co-ordinating agency annually collect pertinent data from
all segments of higher education in the state and thereby make
possible the testing of the assumptions underlying this report.lO


The shortage of college teachers is a serious national problem,
especially in areas like California, where rapid growth makes recruit-
ment of proportionately large numbers an immediate necessity. More-
over, during such a period of rapid growth the problem of maintain-
ing high quality is a serious one. There is no basis for complacency in
California. The returns to society for the large sums invested in
buildings and facilities will be greatly reduced unless the supply of
high quality faculty is maintained.


 9 This is of particular importance to the junior colleges because the highest degree held by
64.7 per cent of those newly appointed in the years 1957-58 and 1958-59 was the master’s
degree. Although all institutions in the state should co-operate in this effort, the lead should be
taken by the state colleges and the University of California because of the high proportion of
all such degrees they award.


10 The 1958 report, prepared by the Joint Staff for the Liaison Committee and entitled A
Study of Faculty Demand and Supply in California Higher Education, 1957-70, contains a recom-
mendation, approved by both boards, for its re-examination in 1960. A similar procedure should
be followed with respect to this analysis.







CHAPTER VIII


ADULT E D U C A T I O N 1


The title of this chapter poses in itself a problem of description or
semantics. This survey has been concerned with higher education,
and in all segments of higher education most of the students are
adults by one definition or another, and all have assumed a certain
amount of responsibility for their own programs of education. There-
fore the classification of “adult” is inadequate as a description of the
responsibility shared by all higher institutions to make learning a
continuing process and to provide opportunities for intellectual de-
velopment beyond the years of formal full-time college attendance.
These opportunities must be attuned to the cultural, personal, and
occupational needs that come with maturity and that change from
year to year in the life of each individual. The various segments of
higher education have used terms such as extension, extended-day,
part-time, adult, evening classes, and continuing education to describe
these programs. Each of these terms falls short of complete descrip-
tion of the functions considered in this chapter, but the general intent
of these programs is best expressed by continuing education.


The existing State Advisory Committee on Adult Education was
designated by the Survey Team as the technical committee on this
phase of the study. This committee, established in 1944, then recon-
stituted and reactivated in 1953, has been effective in reducing un-
desirable overlapping and duplication of offerings by the various
segments of higher education. A Report of a Survey of the Needs of
California in Higher Education, 1948 (Strayer Report) 2 pointed out
the urgent need for definition of the functions and areas of service to
adults to be assigned to each segment of higher education. Again in
1955 A Restudy of the Needs of California in Higher Education
noted the confusion and occasional friction that existed in the field
of adult education and extension courses in the junior colleges, state


1Although many fine programs of adult education are offered by independent colleges and uni-
versities in California, this chapter deals only with such programs in publicly supported in-
st i tu t ions.


2Monroe E. Deutsch, Aubrey A. Douglass, and George D. Strayer, A Report of a Survey of
the Needs of California in Higher Education. Op. cit.
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colleges, and the University. This study included the following rec-
ommendation, which was approved by the Liaison Committee and
the State Board of Education:


that in the allocation of services, the junior colleges should confine
their course offerings to the thirteenth and fourteenth grade level in their
day and evening programs and to adult-education offerings clearly appropriate
to their functions; and that the state colleges and the University of Cali-
fornia should not offer any courses through their evening or extension divi-
sions which are clearly lower division courses and which unnecessarily
duplicate appropriate offerings of the local junior colleges.


The staff which prepared the 1948 Strayer Report and the Restudy
recognized the impossibility of spelling out completely and finally
the differentiation of functions in the field of adult education. This
conclusion was supported by a report of a subcommittee of the first
State Advisory Committee on Adult Education, and subsequently ap-
proved by the committee, which included the following statement:


It is the opinion of the subcommittee that no workable set of categorical
rules governing relationships between and among the public adult education
agencies in the State of California can be formulated at this time, which
would eliminate all conflicts or duplications in programs.


The Survey Team recognizes the same difficulty in defining fields
of service in an area so dynamic and so dependent for its success upon
rapid adjustment to new and changing needs. The basic recommenda-
tion, therefore, concerns the continuance of co-ordination activities
by the State Advisory Committee on Adult Education (with certain
additions to personnel as recommended later). This committee should
be responsible to the co-ordinating agency, should operate under its
sponsorship, and should make its report, together with recommenda-
tions, to the agency at regular intervals on all matters relating to
continuing education or adult education.


At the time the State Advisory Committee was reactivated in 1953,
both the State Board of Education and The Regents gave approval
to a Liaison Committee recommendation for the creation of local
advisory committees made up of representatives of publicly supported
segments of higher education offering adult education courses in par-
ticular areas. The recommendation approved by The Regents on
September 26, 1953 and by the State Board of Education on January
4, 1954, follows:


3 T. R. McConnell, T. C. Holy, and H. H. Semans, A Restudy of the Needs of California in
Higher Education. Op. cit., p. 55.


.  .  .


3
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1. A committee composed of an appropriate representative of the Univer-
sity of California and of the institutions under the State Board of Education
be appointed by the President of the University and the State Superintendent
of Public Instruction, respectively, to designate communities and the appro-
priate local chief school officer in such communities in the state where diffi-
culties now arise, or seem likely to arise, in the allocation of responsibility
for the adult education program among the different public education agencies
operating in such communities. Moreover, that, owing to the changes which
are continually occurring in adult education needs, this committee annually
review this list and modify it as it seems necessary. The representative of
the State Board of Education shall be responsible for calling the first meeting
of this committee and thereafter this responsibility shall alternate between
the two representatives.


2. The State Superintendent of Public Instruction and the President of the
University jointly request the chief local school officer, as named by the
above committee in these communities, to set up a local committee of three
persons, one representing the public schools including the junior colleges,
except junior colleges in separate districts may have a separate representa-
tive (decision on this additional representative to be made by the chief local
school officer), one the state colleges, and one the University to review all
adult education requests and proposals and on the basis of those reviews to
allocate responsibility for meeting such requests and proposals to the educa-
tional agency which the committee feels is best qualified to meet each par-
ticular need and that such allocation be accepted as final. In cases where
agreement cannot be reached, the chief local school officer may appeal to the
State Advisory Committee on Adult Education whose decision would be
accepted as final.


Because the Survey Team believes that the continuation and
strengthening of that plan is one of the best ways to resolve the
problems which will undoubtedly continue to arise in allocating
responsibility for adult education offerings in the communities, it
strongly endorses the plan outlined in the recommendation and urges
that the State Advisory Committee on Adult Education, in its new
relationship to the co-ordinating agency (as later recommended in
this chapter), give increased attention to the further implementation
of this plan for dealing with problems at the local level.


The State Advisory Committee on Adult Education was designated
as the Technical Committee on Adult Education for the purposes
of this study. The report of this committee, together with the state-
ment entitled “Functions of the Junior Colleges, State Colleges and
the University of California,” prepared by the Joint Advisory Com-
mittee for the Superintendent of Public Instruction, the President of
the University, and the Joint Staff, constitutes the basis for the fol-
lowing findings and recommendations.
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GENERAL  FINDINGS


DEFINITIONS


Section 6352 of the 1959 edition of the Education Code defines an
“adult” for purposes of crediting attendance for apportionments
from the State School Fund for the fiscal year 1954-55 and there-
after, as follows:


.  .  . “adult” means any person who has attained his twenty-first birthday
on or before September 1st or February 1st of the semester for which he
has enrolled, and who has enrolled in less than 10 class hours as defined in
Section 11451 for junior college districts or 10 periods of not less than 40
minutes each per week for high school districts.


However, for continuing education purposes, any person beyond the
compulsory school attendance age who is not enrolled for full-time
regular school work may be enrolled in special, part-time, extension,
or adult education classes for which he is eligible.


Part-time undergraduate students in all segments are those en-
rolled for fewer than 12 units.


Extension courses are those offered in the state colleges to meet
a special need (off campus only) for credit and in the University
those courses offered through the Extension Division, on or off cam-
pus, either with credit or noncredit.


NATURE AND EXTENT OF ADULT EDUCATION


Junior Colleges. The extended-day classes of junior colleges are
made up largely of students enrolled for college credit who have
met the same entrance and matriculation standards required of regu-
lar full-time day students. In 1958-59 there were nine evening jun-
ior colleges 4 in the state reporting a total enrollment in adult educa-
tion of about 16,000. A total of 53 junior colleges operated “adult
education” classes and served in these classes an enrollment of
212,888.


The junior college enrollments in extended-day and adult educa-
tion classes in 1958-59, approximating 229,000, were distributed by
per cent, as follows: Business Education, 13.8; Industrial, Techni-
cal, Agricultural, 21.7; Parent Education and Homemaking, 6.2;
Civic Education, 9.8; Social Sciences, other, 15.2; Mathematics and


4 Section 6359 of the 1959 Education Code provides that:
tained in connection with day or evening high schools or day or evening junior colleges.”


“Classes for adults may be main-
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Physical Science, 11.0; Language (English and Foreign), 10.0; Fine
Arts and Music, 4.6; Americanization, 1.6; Crafts, 2.9; and Health
and Physical Education, 3.2.


State Colleges. The state colleges offer late afternoon and eve-
ning, or extended-day programs, but these terms refer to a time of
the day and do not relate to any characteristics of students or their
educational objectives. Practically all state colleges offer some classes
or parts of multiple-section classes throughout the day, in the late
afternoons and evenings, and at times on Saturdays. In the heavily
populated urban areas, such scheduling enables students to under-
take effective college programs satisfactorily geared to their employ-
ment schedules, study hours, and family obligations.


The state colleges also offer regular courses or workshops (off
campus) to meet a special need in the “field” (such as teacher edu-
cation) which are listed as extension courses. In 1957-58, a total of
650 such classes enrolled 21,520 students; the largest groups were
enrolled in Education, History, Government, and Psychology.


University of California. The Extension Division of the Univer-
sity offers instructional programs to adults through classes, confer-
ences, correspondence courses, and discussion programs. In addition,
various auxiliary services are provided, including campus lectures
and speaker’s bureau services to community organizations; musical
and dramatic programs; film programs; film rentals from a state-wide
film library with an annual circulation in excess of 100,000; film pro-
duction and film sales; counseling and testing services to more than
1,000 adults; and consultative service in 1958-59 to more than one
hundred California communities. These programs, with individual
enrollments in 1958-59, were as follows:


1 Approximately two out of three classes carried University Extension credit and seven out of ten
enrollments were in these credit classes.
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ADMISSION AND RETENTION STANDARDS


Junior Colleges. High school graduate or eighteen years of age.
Retention policies in credit classes similar to those of regular day
courses.


State Colleges. No general admission requirements. Prerequisites
stated by course and grading standards similar to campus classes.


University of California. No general admission requirements.
Some courses have prerequisites. No general retention policy.


CHARACTERISTICS OF ADULT STUDENTS


Age. Wide range in all segments.Median age in University Ex-
tension, 32 years. (Not available in other segments.)


Previous Education. Wide range in junior colleges; largely high
school graduates or higher in state colleges and the University. In
University Extension 98.4 per cent were high school graduates.


Occupation. Wide range in all segments. About half of state col-
lege extension students were already employed in public schools and
about 10 per cent were seeking training for future employment in
public schools. During the years 1957 and 1958, 83.6 per cent of the
University Extension students were gainfully employed.


FINANCING ADULT EDUCATION


Among the states of the nation, California has long been a leader
both in the character and scope of its adult education programs and
in the extent of state support for such programs. Section 17951 of the
1959 Education Code provides as follows for state support of adult
classes :


The Superintendent of Public Instruction shall allow each district for each
unit of average daily attendance during the preceding fiscal year for adults,
as adults are defined in Section 6352, [see definition earlier in this chapter]
exclusive of average daily attendance in classes for inmates of any state in-
stitution for adults and for inmates of any city, county, or city and county
jail, road camp or farm for adults, one hundred twenty-five dollars ($125)
as basic state aid and the same amount as state equalization aid as is com-
puted by dividing the allowance computed for the district under Sections
17614, 17615, and Sections 17901, 17902, 17903, 17904, 17905, and 17906
by the average daily attendance of the district during the preceding fiscal
year, exclusive of average daily attendance during the preceding fiscal year
for adults, as adults are defined in Section 6352, and for inmates of state
institutions for adults and of city, county, or city and county jails, road
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camps or farms for adults less fourteen dollars ($14). The total of basic and
equalization aid allowed shall not exceed two hundred twenty dollars ($220)
for each unit of average daily attendance during the preceding fiscal year for
such adults, exclusive of average daily attendance in classes for inmates of
any state institution for adults and for inmates of any city, county, or city
and county jail, road camp or farm for adults.


Among the higher education segments, this provision applies only
to adult education programs offered by the junior colleges and there-
fore most of the state support goes to them. The extension programs
of the state colleges are essentially self-supporting. The state provided
16.1 per cent of the cost of those offered by the University during
1958-59. (By legislative action this per cent for 1959-1960 was re-
duced to 9 per cent.)


Junior Colleges. In 1957-58 there were 31,830 units of average
daily attendance5 at a total cost of $10,852,254, distributed as
follows:


1 Charged for classes for adults.


State Colleges. State college extension classes, with minor excep-
tions, are fully supported by student fees. For the year 1958-59, the
income from state college extension programs was $547,731, while
expenditures were $505,017, or $42,714 less than income.6


University of California. For the 1958-59 year, 83.9 per cent of
the cost of University Extension was supported by fees and the re-
maining 16.1 per cent from state funds.


ENROLLMENT PROJECTIONS


The following estimates are based on the findings of the Technical
Committee:


5Section 11451 of the 1959 Education Code states: “The units of average daily attendance in
grades 13 and 14 in each junior college of a district for a fiscal year shall be computed by
dividing the total number of whole or partial class hours of pupil attendance in the junior
college during the fiscal year by 525. The class hour unit for the purposes of this section is
defined as not less than 50 minutes exclusive of passing time.”6 “1958-59 Statistical Report of the California State Colleges, Part F, Degree and Financial
Summary. ”Prepared in the Division of State Colleges and Teacher Education, Administrative
Planning Office. Sacramento: California State Department of Education, November, 1959.


6—20703
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RECOMMENDATIONS


It is recommended that:


1. The “Guiding Principles for Adult Education in California’s
Publicly Supported Institutions” as revised by the State Advi-
sory Committee on Adult Education in February, 1958, be con-
tinued as the policy framework within which co-ordination is
accomplished, such principles to be periodically examined in
the light of changing conditions throughout the state.


2. The existing State Advisory Committee on Adult Education be
responsible to the co-ordinating agency and continue the respon-
sibilities delegated to it by action of the State Board of Educa-
tion and The Regents of the University of California in 1953.
Furthermore, that the co-ordinating agency, to which the Com-
mittee will annually report and to which it will make its recom-
mendations, provide the Committee with necessary staff assist-
ance.


3. In order for the State Advisory Committee to be more fully rep-
resentative of agencies engaged in adult education, it be en-
larged to include the following representatives, these to have the
same length of terms as other members of this Committee:


a. A representative of the Agricultural Extension Service of the
University of California to be appointed by the President of
the University


b. A representative of the Independent Colleges and Universi-
ties of the state to be appointed by the Association of Inde-
pendent California Colleges and Universities


4. In the long-range plans for providing opportunities in higher
education to the people of California provision for adequate
state support of adult education services be assured. However,







ADULT EDUCATION 145


in this determination of what the state should support, effort
be made to differentiate between those enrollees who are pur-
suing a stated, planned program with definite occupational or
liberal education objectives and those who are enrolling in single
courses for which matriculation or prerequisites are absent.







CHAPTER IX


COSTS OF HIGHER EDUCATION


The California State Legislature for the fiscal year 1959-60 ap-
propriated a total of approximately 239 million dollars for public
higher education, including current expenditures, capital outlays,
and funds for salary increases, divided roughly as follows: the Uni-
versity of California, 121 million dollars; the state colleges, 91 million
dollars; and state aid to junior colleges, 27 million dollars. This
appropriation is approximately 11 per cent of the total state budget,
which exceeds 2.1 billion dollars and a greater amount than is spent
by any other state in the nation for public higher education. Total
expenditures for all higher education in California, including federal,
state, and local school district funds used to support junior colleges,
together with the expenditures of the University of California, the
14 state colleges, and the 70 or more independent colleges and univer-
sities, exceeded 600 million dollars in 1959-60.


The Master Plan Survey Team considers a study of costs as basic
to its study outcomes. Formulation of educational policy involves
weighing alternative patterns or possibilities, and decisions thereon
are influenced by the probable costs. In particular, public higher
education, supported by large legislative appropriations, requires
scrupulous policy planning to realize the maximum value from the
tax dollar. Thus, a careful assessment of cost factors is necessary
to provide an adequate basis for planning of the state’s higher educa-
tion facilities. These cost factors, as determined by the Technical
Committee on Costs of Higher Education in California, are described
in this chapter.


THE COST STUDY


The five purposes of the cost study are (1) to determine historical
trends of expenditures preceding 1957-58; (2) to analyze selected
1957-58 “unit costs” of higher education; (3) to estimate the prob-
able costs of constructing new institutions of various types and sizes;
(4) to estimate state expenditures for support of higher education dur-
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ing the period between 1960 and 1975; and (5) to develop a financial
picture of higher education for use in planning its future develop-
ments.


This study depends upon certain basic assumptions, among which
are the following :


1.


2.


3.


4.


5.


The nature and rate of change of college enrollments in Cali-
fornia will follow the modified enrollment projections cited in
this report and will be distributed as predicted.


The number and distribution of new University or state college
campuses will not vary greatly from current planning.


The independent colleges and universities will continue to carry
a substantial proportion of the load of higher education enroll-
ments.


The proportion of the costs borne by the student will remain
fairly constant.


The differentiation of function among the public segments will
be in accordance with the Master Plan recommendations.


Any substantial changes in these potential variables may alter cost
estimates. Firm predictions, in any case, are difficult because of un-
foreseen demands upon the colleges to keep abreast of technological
advancements or the possibility of a major shift in the nature and
attitudes of policy-making agencies, such as the Legislature.


EXPENDITURES


Expenditures considered herein are of two types: current expendi-
tures, which are the costs incurred for services purchased and mate-
rials consumed in the conduct of activities of an institution during a
stated period; and capital outlay, which covers costs of capital assets
—land, buildings, and equipment used in carrying on the activities
of an institution.


Expenditures for higher education have more than tripled during
the decade 1948-49 through 1957-58. The major factors contributing
to this increase are, of course, the increase of enrollments, inflation,
the extension of educational programs, including expensive curricula
in such fields as science and engineering, the expansion of research,
and services rendered for government and industry.
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During the ten-year period 1948-49 through 1957-58, the total
expenditures of all California institutions—both private and public—
increased from approximately 180 million dollars to 554 million
dollars, an increase of 208 per cent. Further analysis of these figures
indicates that current expenditures increased from about 147 million
to 389 million dollars, an increase of 164 per cent, and capital outlay
expenditures increased from about 32 million to 164 million dollars, a
407 per cent increase. (See Section II of the Technical Committee
report on “Costs of Higher Education in California” for a breakdown
of these figures.)


TOTAL EXPENDITURES FOR ALL PUBLIC INSTITUTIONS


Table 21 shows that the total expenditures of public institutions
increased during the ten-year period, 1948-49 through 1957-58, from
112.8 million to 413.2 million dollars, an increase of 266 per cent.
These figures show an increase of 210 per cent for current expendi-
tures (from 89.3 million to 276.6 million dollars) and 481 per cent
for capital outlay (from 23.5 million to 136.6 million dollars).


Closer examination of these data reveals that educational and gen-
eral expenditures increased during this period from 80.5 million to
259.2 million dollars, an increase of 222 per cent. Expenditures for
auxiliary enterprises increased from 8.3 million to 15.6 million dol-
lars, not quite doubling. Student aid, proportionately a smaller ex-
penditure in public institutions than in independent institutions, in-
creased 352 per cent to 1.8 million dollars. Institutional instruction
and research increased during this period from 66.3 million to 208.7
million dollars, an increase of 215 per cent, while organized activities
and organized research, primarily that of the University of Cali-
fornia, increased from 14.2 million to 50.5 million dollars, an increase
of 255 per cent.


TOTAL AND STATE EXPENDITURES BY SEGMENT


Total expenditures and state appropriations for the three types of
public higher education in California for the years 1948-49 through
1957-58 are shown in Table 22. Current expenditures, both the total
amount and that part provided by the state, appear in the upper half
of the table; the lower half shows the same type of information for
capital outlays. This table also contains an index of growth, based
upon the 1948-49 expenditures.







[1
4


9
]















152 MASTER PLAN FOR HIGHER EDUCATION IN CALIFORNIA


Several interesting relationships may be noted in Table 22. State
funds have provided more than half the costs of public higher educa-
tion in California, comprising about 55 per cent of all current expendi-
tures and 65 per cent of capital outlay expenditures. The proportion
of total expenditures provided by the state varies from year to year
but during the ten-year period it has been increasing, both for current
expenditures and capital outlays.


Since 1948-49, annual current expenditures have more than tripled
and annual capital outlays have increased nearly sixfold. Expendi-
tures of state funds for current expenses in all public institutions in-
creased from approximately 44 million to nearly 155 million dollars.
At the same time, expenditures of state funds for capital outlay fluc-
tuated from year to year, increasing from approximately 15 million
in 1948-49 to 102.4 million dollars in 1957-58.


The relative increase of capital outlay is much greater in recent
years than in 1948-49, as compared with current expenditures during
the same period, because of the urgent need for plant facilities to ac-
commodate postwar enrollments. While University of California
capital outlay expenditures have more than doubled during this
period, the state college outlay increased from nearly 5 million to
over 82 million dollars. Five new state college campuses were con-
structed during this period and others were enlarged.


Junior Colleges. During the ten-year period, current expenditures
for the junior colleges increased from approximately 24.2 million to
77 million dollars, an increase of 218 per cent, while capital outlay
increased from 6.4 million to 26.2 million dollars, a 309 per cent in-
crease. Institutional instruction comprised nearly all of the current
expenditures for the junior colleges, with no expenditures recorded
for student aid or for organized research and only one-half of one
per cent expended for auxiliary enterprises.


Junior college capital outlay increased greatly, but none of it was
provided by the state. Annual apportionments to the junior colleges
increased during the ten-year period from slightly over 9 million to
nearly 23 million dollars, a 141 per cent increase. For the entire
period, about 31 per cent of the public junior colleges’ current ex-
penditures were met from state apportionments.


State Colleges. During the ten-year period, the total expenditures
of state colleges increased from 17 million to approximately 136.5
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million dollars, an eightfold increase. Current expenditures increased
347 per cent and capital outlay about 1,575 per cent. The extraordi-
nary increase in state college capital outlay is caused by a record ap-
propriation of 82 million dollars for this purpose in 1957-58.


Expenditures for instruction accounted for nearly all the educa-
tional and general expenditures for the state colleges, expenditures
for organized activities and research being very small. During the
ten-year period, educational and general expenditures for state col-
leges increased 383 per cent.


Expenditures of state funds for current expenses in the state col-
leges increased during the ten-year period from 7 million to nearly
43 million dollars, an increase of over 500 per cent. For the entire
period, 73 per cent of the state colleges’ current expenditures were
met from state funds, whereas capital outlay funds were derived en-
tirely from state sources.


University of California. At the University of California, total
expenditures increased during the ten-year period from 65 million to
173 million dollars, a 167 per cent increase. Current expenditures
mounted from approximately 53 million to 145 million dollars, an
increase of 175 per cent. At the same time the yearly capital outlay
increased from 12 million to 28 million dollars, a 133 per cent in-
crease. The University of California current expenditures increased
in each of the ten years and were greater in each year than the total
current expenditures of junior colleges and state colleges combined.
The rate of increase (175 per cent) of current expenditures for the
University of California over the ten-year period was less, however,
than that for the junior colleges (218 per cent) and considerably less
than that for the state colleges (347 per cent).


Further examination of current expenditures shows that educa-
tional and general expenditures for the University increased during
this period from approximately 46.4 million to 134 million dollars
per year, a 189 per cent increase. Whereas institutional instruction
and research increased 160 per cent (from approximately 32.5 million
to 84.5 million dollars), expenditures for activities and organized re-
search increased 257 per cent (from nearly 14 million to approxi-
mately 49.6 million dollars). Expenditures for auxiliary enterprises
increased only 54 per cent and student aid expenditures 352 per cent
during this period.
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Expenditures from state funds for current expenses by the Univer-
sity of California increased in the ten-year period from approximately
27.5 million to 89.5 million dollars, an increase of 225 per cent. For
the entire ten-year period, 62 per cent of the University of Califor-
nia’s current expenditures were met from state appropriations,
whereas the state provided 83 per cent of the capital outlay funds
during this period.


ANALYSIS OF UNIT OPERATING COSTS


Comparative costs in this study are determined in terms of the
cost (or expense) per student credit hour. The number of student
credit hours is the sum of the product of the credit hour value of
each course and the number of students enrolled in the course. Thus,
30 students completing a course of three credit hours would count as
90 student credit hours.


Unit costs are a valuable tool for analyzing expenditure data, but
they are a hazardous device when used to compare the costs of in-
struction at one institution with another. In making such compari-
sons, one should ascertain not only that the data are comparable,
but that they are interpreted properly. Unfortunately, objective com-
parisons of the quality of instruction within various institutions are
very difficult to achieve. Moreover, since the costs per student credit
hour are affected by the types of programs and services rendered,
as well as by the number of students served, one must exercise care
in judging institutional efficiency on the basis of comparative costs.


Three types of unit costs are presented in this report: (1) teaching
expense, which comprises the cost of the salaries of the instructors
involved in teaching for the portion of their time which is concerned
with instruction, and the costs of clerical salaries, supplies, and equip-
ment related to teaching; (2) departmental expense, which comprises
the teaching expense described above and all other departmental
expenses, including those of faculty or departmental research and
departmental administration; and (3) institutional expense, which
comprises the departmental expense described above and other insti-
tutional expenses such as general administration, staff welfare, stu-
dent services, libraries, and maintenance and operation of the physical
plant, but excludes the costs of summer sessions, extension and public
service, organized research, organized activities, auxiliary enterprises,
and student aid.
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Although all three types of instructional expenses are used in this
study, the institutional expense is doubtless the most valid and valu-
able basis for comparisons between institutions with comparable pro-
grams. It represents the total instructional expense involved within
the institution and, therefore, serves as an index of the cost involved
in educating students.


Student credit-hour costs for lower division in the junior colleges,
state colleges, and the University of California were calculated for
the year 1957-58 by the Technical Committee on Costs for each of
the three types of unit costs mentioned previously. All the state col-
leges then in operation, the five major campuses of the University of
California, and 24 junior colleges, are included in these calculations.
Time did not permit compiling the necessary data from all of the
junior colleges. Since the junior colleges offer lower division instruc-
tion only, they are not included in comparisons of upper division and
graduate costs. Furthermore, the financial records as kept by the
junior colleges do not include the “departmental expense” category.


Figure 7, “Comparison of Student Credit-Hour Costs in California
Public Institutions of Higher Education for 1957-58,” shows the
total expense per student credit-hour of the three component parts
(teaching expense, departmental expense, and institutional expense)
for the year 1957-58. This figure consists of four parts as follows:


A. Lower Division Costs in Junior Colleges


B. Lower Division Costs in the State Colleges and the University
of California


C. Upper Division Costs in the State Colleges and the University
of California


D. Graduate Division Costs in the State Colleges and the Univer-
sity of California


It may be noted in Figure 7D that the institutional expense per
student credit hour for graduate work is much higher in the Uni-
versity than in the state colleges. The reason for this difference is
that the University program is much more extensive and specialized.
The state colleges offer programs leading only to the master’s degree
in selected fields, whereas the University’s costs cover a wide variety
of highly specialized doctoral and professional programs.1


1 The costs of professional schools such as medicine and dentistry are not included in these
comparative data.







A. LOWER DlVlSlON COSTS IN JUNIOR COLLEGES


JUNIOR COLLEGES


Fullerton


Sequoias


Pasadena


Riverside


Orange Coast


San Bernardino


Santa Ana


Los Angeles


Compton


San Mateo


Santa Maria


Modesto


Santa Rosa


El Camino


American River


Mt. San Antonio


Marin


Contra Costa


Yuba


Chaffey


Sierra


N. San Diego


Hartnell


Cerritos


Total expense per
student credit-hour


$20.63


21.50


21.80


21.95


22.87


23.66


24.08


24.26


24.34


24.75


25.26


25.27


26.32


26.45


26.94


27.05


27.07


27.38


28.45


28.54


29.66


30.68


31.16


43.38
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Teaching Expense * Institutional Expense *


SOURCE:
Technical Committee Report on The Costs of Higher Education in California, 1960-75. Depart-
mental expenses, included hereafter in Figure 7 were not available for the junior colleges.


* See text for a description of expense classifications.


FIGURE 7
Comparison of Student Credit-Hour Costs in California Public


Institutions of Higher Education for 1957-58
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B. LOWER DIVlSlON COSTS IN THE STATE COLLEGES AND
THE UNIVERSITY OF CALIFORNIA


STATE COLLEGES


San Jose


San Diego


Chico


Fresno


Long Beach


San Francisco


Sacramento


Cal Poly
(San Luis Obispo Campus)


Humboldt


Cal Poly
(Kellogg-Voorhis)


Total expense per
student credit-hour


$21.13


21.52


22.18


24.36


24.38


24.39


25.32


26.67


31.65


44.30


UNIVERSITY OF CALIFORNIA


Berkeley


Los Angeles


Santa Barbara


Davis


Riverside


29.53


30.39


40.74


67.02


71.94


0


Teaching Expense *
SOURCE:


20 40 60 80


Departmental Expense * Institutional Expense *


Technical Committee Report on The Costs of Higher Education in California, 1960-1975.
* See text for a description of expense classifications.


FIGURE 7—Continued
Comparison of Student Credit-Hour Costs in California Public


Institutions of Higher Education for 1957-58
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STATE COLLEGES


Los Angeles


Long Beach


San Francisco


San Diego


Sacramento


San Jose


THE UNIVERSITY OF CALIFORNIA
Total expense per
student credit-hour


C. UPPER DIVISION COSTS IN THE STATE COLLEGES AND


$23.22


26.65


31.98


34.84


34.87


35.69


Cal Poly
(San Luis Obispo Campus)


Fresno 38.89


Chico 45.24


Cal Poly
(Kellogg-Voorhis)


54.96


Humboldt


UNIVERSITY OF CALIFORNIA


81.28


Los Angeles


Berkeley


Santa Barbara


Davis


Riverside


45.91


59.16


73.89


140.63


Teaching Expense * Departmental Expense * Institutional Expense *
SOURCE:


Technical Committee Report on The Costs of Higher Education in California, 1960-1975.
* See text for a description of expense classifications.


FIGURE 7 - Continued
Comparison of Student Credit-Hour Costs in California Public


Institutions of Higher Education for 1957-58
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D. GRADUATE DIVISION COSTS IN THE STATE COLLEGES AND
THE UNIVERSITY OF CALIFORNIA


STATE COLLEGES


San Diego


Sacramento


Los Angeles


San Francisco


San Jose


Long Beach


Cal Poly
(Son Luis Obispo Campus)


Fresno


Humboldt


Chico


Total expense per
student credit-hour


$28.57


34.83


35.80


36.32


42.55


44.06


48.10


59.80


65.99


83.25


UNIVERSITY OF CALIFORNIA


Berkeley


Los Angeles


Davis


174.19


180.59


205.84


Teaching Expense * Departmental Expense * Institutional Expense *


SOURCE:
Technical Committee Report on The Costs of Higher Education in California, 1960-1975.


* See text for a description of expense classifications.


FIGURE 7—Continued
Comparison of Student Credit-Hour Costs in California Public


Institutions of Higher Education for 1957-58
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THE COST OF ESTABLISHING NEW INSTITUTIONS


The Technical Committee report includes estimates for new cam-
puses of various kinds and sizes, as well as the per student costs for
various kinds of buildings. These data later form the basis for esti-
mates of capital outlay expenditures in the years ahead.


COSTS OF SELECTED CAMPUSES


Estimates of capital outlay for new campuses were investigated
by ascertaining the costs of new campuses constructed within the past
ten years. Seven selected junior college campuses constructed during
this period were studied and their total costs identified, as shown
in Table 23. The capital outlay for each of these seven campuses in
1958 dollars ranged from 2.3 million dollars in the case of Coalinga
to more than 10 million dollars for the Bakersfield campus.


TABLE 23


Total and Per Student Capital Outlay Cost for Selected
Junior College Campuses


Campuses
Cost in


1958 dollars1


American River--------------------------- $6,329,461 3,100 $2,040
Antelope Valley--------------------------- 8,317,299 2,500 3,330
Bakersfield-------------------------------- 10,015,649 3,500 2,860
Cerritos------------------------------------ 8,239,320 3,000 2,750
Chaffey------------------------------------ 7,062,003 3,000 2,350
Coalinga----------------------------------- 2,304,825 800 2,880
Reedley------------------------------------ 2,639,984 950 2,780


Average daily attendance


Capacity2 Cost per a.d.a.3


1 Excludes residence halls or stadiums or both.
2 Capacity estimated by administrative head of institution.
3 An a.d.a. student is equivalent to two-thirds of a full-time student.


Likewise, the actual costs of constructing University and state
college campuses during the past decade were studied. Only one
University campus, namely Riverside, falls in this category, but five
state colleges were constructed during this period. The costs of these
institutions translated into 1958 dollars are indicated in Table 24.


Because of many complicating factors, it is nearly impossible to
make any accurate comparison of the per square foot cost of junior
college, state college, and University buildings. In general, the dif-
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TABLE 24


Total and Per Student Capital Outlay Cost for Selected
State Colleges and University Campuses


Cost in
Campuses 1958 dollars


Computed capacity full-time students1


Number Cost per student


Fresno State-------------------------------
Long Beach State------------------------
Los Angeles State------------------------
Sacramento State-------------------------
San Francisco State----------------------
University of California


Riverside (Letters and Science
only)------------------------------------


$33,006,100 6,000 $5,500
32,186,800 8,276 3,890


*26,761,800 7,081 3,780
22,168,500 3,562 6,220


*30,408,350 5,969 5,090


*21,244,300 1,916 11,090


l Capacity based on computed capacity in accordance with space standards currently in use.
* Excludes land acquisition.


ferences in cost per square foot of building space at the University
and at the state colleges were small. Such differences as exist in the
cost per student are the result almost exclusively of differences in
the amount and kinds of building space required for the various
programs. Advanced graduate and other specialized programs con-
ducted in the University require more space in relation to the number
of students in order to provide for research and other specialized
functions within the educational process than in more general types
of programs.


TYPICAL CAMPUS COSTS


It is estimated in the Technical Committee report that a typical
junior college plant costs (in terms of 1958 dollars) approximately
$3,200 per student on the basis of average daily attendance for a
campus of 2,000 a.d.a., $2,800 for a campus of 4,000 a.d.a., and
$2,500 for a campus of 8,000 a.d.a. These rounded figures, converted
into total campus costs, are indicated in Table 25. Thus, a campus
with a capacity for 2,000 a.d.a. would cost $6,400,000; for 4,000
a.d.a. the cost approximates $11,200,000; and for 8,000 a.d.a. it be-
comes $20,000,000.


Similarly, the net capital outlay costs for three sizes of state col-
leges and University of California campuses are estimated as indi-







162 MASTER PLAN FOR HIGHER EDUCATION IN CALIFORNIA


cated in Table 26. These figures show, for example, that for a state
college of 5,000 full-time students, where 10 per cent of the full-time
student body is provided with residence halls, the cost is $4,835 per
full-time student in terms of 1958 construction cost levels. For a
campus of the University of California with a student body of the
same size and the same per cent of students housed, the correspond-


TABLE 25
Estimated Costs of “Typical” Junior Colleges


Campus sizes


2,000 a.d.a. Campus----------------------------
4,000 a.d.a. Campus----------------------------
8,000 a.d.a. Campus----------------------------


1958 costs
per a.d.a.


$3,200
2,800
2,500


Total 1958 costs


$6,400,000
11,200,000
20,000,000


TABLE 26
Net Capital Outlay for Three Sizes of State College and University Campuses


(Based on 1957-58 educational programs and 1958 construction costs)


Full-time enrollment Per Total Per Total
and per cent housed student (In millions) student (In millions)


State colleges


$21
24
28


5,000 full-time students
No students housed------------------ $4,280 $7,400
10 per cent housed------------------- 4,835 7,825
25 per cent housed------------------- 5,670 8,465


10,000 full-time students
No students housed------------------ 4,050 7,100
10 per cent housed------------------- 4,605 7,525
25 per cent housed------------------- 5,437 8,162


20,000 full-time students
No students housed------------------ 3,750 6,630
10 per cent housed------------------- 4,305 7,055
25 per cent housed------------------- 5,137 7,692


41
46
54


75
86


103


University of California


$37
39
42


71
75
82


133
141
154


NOTE 1: Nonresidential figures represent total project costs, including equipment at $31.00
per gross square foot, plus 12 per cent for physical education fields and courts, primary utilities,
roads and walks, and other general site development, but not including more than nominal land
acquisition cost. Not applicable to campuses with emphasis on agriculture, engineering, medical
and health sciences or technology.


NOTE 2: Residential figures include student housing at $6,500 per student housed, including
dining facilities, plus 15 per cent of student housing costs for related general site development,
less loan fund financing assumed to be 50 per cent of residential buildings, excluding dining
facilities in the case of the state colleges, including dining facilities in the case of the University
of California, and excluding general site development in both cases.
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ing expenditure of state funds would be $7,825 as of 1958. If the
per cent of students housed were increased to 25 per cent, the 1958
net cost per full-time student would be approximately $5,670 and
$8,465, respectively.


If the costs of land are unusually high, the figures cited in Table 26
will prove to be conservative. Moreover, these data do not include
any allowance for such additional costs as those of parking structures
or for buildings over three stories high. Also, there is no allowance
for any expansion of research or other public service activities beyond
the state recognized levels of 1957-58.


CONSTRUCTING NEW CAMPUSES VERSUS


EXPANDING OLD ONES


An inquiry into the relative economic advantages of developing
new campuses or expanding existing campuses does not yield a clear-
cut answer regarding which is more economical. The deciding factor
in tipping the economic scales toward either direction appears to be in
the per cent of the students to be housed in residence halls. With a
constant per cent housed, the estimated cost of expanding an existing
campus is comparatively so little less than that of developing a new
campus that such factors as land costs could tip the scales either way.
If, however, the alternative to new campus development involves a
significantly greater per cent of students housed on the expanded
existing campus, then the difference in capital outlay generally is
clearly in favor of the development of new campuses.


PROJECTED COSTS OF HIGHER EDUCATION


In any attempt to project the costs and expenditures of public
higher education in a dynamic state such as California many difficul-
ties are likely to be encountered and the job is hazardous at best. The
marked growth of the state’s population and economy, accompanied
by demands for highly trained personnel for its technology, are con-
ditions which alter the growth of college enrollments. Even if enroll-
ments could be forecast accurately, cost would be affected by unfore-
seen changes. As evidence of the risk in attempting to forecast costs
accurately, it should be noted that the 1948 Strayer Committee
Report estimated a total current expense of public higher education
for 1960 as $70,170,000, whereas it appears that the 1959-60 figure
will surpass 300 million dollars. Similarly, the Restudy, published in
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1955, estimated total expenditures of public higher education in 1965
as $293,080,359, but it appears that this amount will fall short of
meeting the 1959-60 needs, to say nothing of the needs that will exist
in 1965.


The procedure employed in this report is to use the 1957-58 unit
cost per student for current expenditures, by segment and academic
level, as a base for calculating future expenditures in terms of enroll-
ment projections, by segments and academic levels, for a target year.
Capital outlay projections, on the other hand, are based upon the
average per student cost of buildings and facilities, beyond capacities
which exist or for which funds are available and in terms of estab-
lished space and utilization standards, projected for the needs for a
given future year. The target years used for future projections are
1965, 1970, and 1975. The projections apply only to a given year.


Two sets of estimates of expenditures and state appropriations re-
quired to support higher education in California in 1965, 1970, and
1975 are set forth in this report. The first projections arise from
status quo conditions, defined to mean 1957-58 dollar costs of educa-
tion and based on a continuation of current standards of admission,
of current distribution of educational costs, and of the same distribu-
tion of students among the three public segments of higher education.
The second set of estimates, modified projections, are based on the
recommendations of the Master Plan Survey Team on standards for
admission, diversion of lower division students to the junior colleges,
increased proportion of support paid the junior colleges by the state,
and other recommendations, including the creation of new institu-
tions.


STATUS QUO PROJECTIONS


Estimates of future total expenditures and state funds required,
on the basis of status quo projections, are shown in Table 27. The
increasing amounts of expenditures for the three periods indicated
are a reflection primarily of rapidly increasing collegiate enrollments
during the years ahead.


If the status quo projections materialize, total expenditures in
1975-76 will exceed one billion dollars. Nearly two-thirds of this
amount (665.5 million dollars) will be from state support. Again, it
must be emphasized that these data concern only annual expenditures
for the years included in the table.
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TABLE 27
Estimated Total Funds and State Funds Required for Public Higher


Education on the Basis of Status Quo Projections


(In millions of dollars)


1 The junior college representatives on the Master Plan Survey Team favored a different method
of estimating capital outlay in the junior colleges, i.e., use of a.d.a. of daytime students only
rather than total a.d.a. as a basis. This method, if used, would have appreciably reduced capital
outlay estimates for these institutions.


2 Capital outlay appropriations for state college and University represent net capital outlay of
state funds, with only partial inclusion of land acquisition costs and complete exclusion of Uni-
versity medical centers.


* At present all capital outlay in junior colleges is financed by local school districts.
** Figures in parentheses are not total expenditures because of limitation of footnote 2.


MODIFIED PROJECTIONS


Estimated total expenditures and state funds required for public
higher education on the basis of modified projections are shown in
Table 28. These estimates, as indicated previously, are based upon
changed conditions as recommended in the Master Plan Survey.
Among other changes, it assumes a gradual diversion of 42,600
enrollees from the state colleges and the University to the junior col-
leges by 1975, as well as the gradual increase of state apportionments
to the junior colleges from 30 per cent to 45 per cent of a.d.a. support
costs. A proposal for state grants or loans or both to assist junior
college capital outlay funds, a policy which would have marked
effect upon state appropriations for higher education, could not be
calculated in these projections because no specific amount of such
support was included in the Master Plan recommendations.







166 MASTER PLAN FOR HIGHER EDUCATION IN CALIFORNIA


TABLE 28


Estimated Total Funds and State Funds Required for Public Higher
Education on the Basis of Modified Projections


(In millions of dollars)


1As stated in footnote 1 of Table 27, the junior college representatives on the Master Plan Sur-
vey Team favored a different method of estimating capital outlay in the junior colleges, i.e., use of
a.d.a. of daytime students only rather than total a.d.a. as a basis. This method, if used, would
have appreciably reduced capital outlay estimates for these institutions.


2Capital outlay appropriations for state colleges and University represent net capital outlay of
state funds, with only partial inclusion of land acquisition costs and complete exclusion of Uni-
versity Medical Center.


*At present all capital outlay in junior colleges is financed by local school districts.
**Figures in parentheses are not total exnenditures because of limitation of footnote 2.
NOTE: The capita1 outlay figures in this table do not agree with those found on Page 107 of


the Technical Committee Report entitled, Costs of Higher Education in California, 1960-1975, be-
cause in those figures account has been taken of the cost impact of the Master Plan Recommenda-
tions of Utilization Standards and the increased library seating required to meet American Library
Association standards.


State appropriations, based upon modified projections, will increase
from approximately 400 million dollars in 1965 to nearly 700 million
dollars in 1975. Although capital outlay will remain fairly stable,
involving an annual expenditure of about 100 million dollars during
this period, current expenditures will nearly double, extending from
approximately 300 million dollars in 1965 to nearly 600 million
dollars in 1975. Nearly half of the grand total estimates for both
the status quo and modified projections will be expended by the
University of California. The current expenditures for each segment
will nearly double during this period of time. State college capital
outlay is predicted to decrease from 50.2 million dollars in 1965-66
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to 35.9 million dollars in 1975-76, and for the University of Cali-
fornia it is estimated to increase from 42.7 million dollars to 57.0
million dollars in this same period.


FINDINGS


1. For the ten-year period, 1948-49 through 1957-58:


a. Total expenditures for all institutions of higher education in
California increased from 180 million to 554 million dollars
or 208 per cent. The increase in current expenditures of 242
million dollars accounted for nearly two-thirds of the in-
crease; capital outlay accounted for the balance.


b. Total expenditures of public institutions increased in the
ten-year period from 112.8 to 413.2 million dollars, an increase
of 266 per cent. During this time expenses for education
and general items increased 222 per cent; for auxiliary
enterprises, 88 per cent;student aid, 352 per cent; and
capital outlay, 481 per cent.


c. The state provided more than half the costs of public higher
education in California, about 55 per cent of all current
expenditures and 65 per cent of capital outlay expenditures.


d. Annual state apportionments to junior colleges, comprising
about 31 per cent of current expenditures, increased during
the ten-year period from slightly over 9 million to 23 million
dollars, an increase of 141 per cent.


The state provided 73 per cent of the state colleges’ current
expenditures and all of the capital outlay funds. During this
period, the state colleges expended state funds of 199 million
dollars for current expenditures and 210 million for capital
outlay.


A total of 62 per cent of the University’s current expendi-
tures and 83 per cent of its capital outlay funds were pro-
vided by the state during this period. Again, in terms of state
funds, the University expended 547 million dollars for current
expenditures and 164 million dollars for capital outlay pur-
poses.


2. Estimated capital outlay costs per student in average daily at-
tendance for “typical” junior college campuses are as follows:


e.


f.
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$3,200 for 2,000 a.d.a. campuses, $2,800 per a.d.a. for 4,000
a.d.a. campuses, and $2,500 per a.d.a. for 8,000 a.d.a. campuses.


Net capital outlay costs for state college campuses, without resi-
dence facilities, are estimated as follows: $4,280 per student


for 5,000 full-time
time students, and $6,630 per student for 20,000 full-time stu-
dents.


costs for University of California campuses,
facilities, are as follows: $7,400 per student
students, $7,100 per student for 10,000 full-


5,000 full-time students, $4,050 per student for 10,000 full
time students, $3,750 per student for 20,000 full-time stu-
dents.


Net capital outlay
without dormitory


The total expenditures for public higher education in 1975-76,
on the basis of status quo projections, will exceed one billion dol-
lars, two-thirds of which will require state funding. An estimated
annual state appropriation of 577.4 million dollars for current
expenditures and 88.1 million dollars for capital outlay will be
required by all public institutions of higher education at that
time.
The modified projections are estimated to require in 1975-76,
about 684 million dollars of state appropriations, 93 million to
be applied on capital outlay, and 591 million to meet current
expenditures.


JUNIOR COLLEGE SUPPORT


The state’s responsibility for financing junior colleges is a matter
of vital concern to the Master Plan Survey. Currently, through
apportionments paid by the state for average daily attendance of
students, about 30 per cent of the support costs for the junior col-
leges is paid from the State School Fund. Other current support, as
well as all capital outlay, is provided by the local districts.


Both The Regents and the State Board of Education approved the
following recommendation in the Restudy:


In view of the outstanding success of the California junior college pro-
gram, the Restudy staff recommends that active encouragement be given by
the State Superintendent of Public Instruction, the State Department of
Education, the State Board of Education, and other appropriate agencies to
the establishment of new junior colleges in populous areas with adequate
resources not now adequately served.
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The Survey Team concurs fully in that recommendation. It further
believes that in addition, specific provisions should be made to divert
lower division students from the state colleges and the University
to the readily accessible junior colleges. Such a diversion will imple-
ment another approved Restudy recommendation, which provides
for a reduction in lower division enrollments in relation to those in
the upper division and graduate fields. Such a recommendation is
found in Chapters I and IV of this Survey Team report.


Among the effects of this diversion will be to (a) protect family
incomes by permitting more students to live at home while attending
college; (b) conserve space and instructional expense at the senior
institutions for a larger proportion of upper division and graduate
students; (c) reduce the amount of dormitory space needed at the
state colleges and the University; and (d) reduce the cost to the
state for both capital outlay and current operating costs.


These benefits, the Survey Team believes, make it advantageous
for the state to increase the apportionments granted to junior colleges
and to undertake a program of sharing in the construction funds
necessary to expand the junior colleges. The increase should be
effected gradually. In order to safeguard local district control over
the junior colleges, the maximum proportion of state subsidy might
well approach, but not attain,50 per cent of total expenditures.
Such a proposal could be realized if the Legislature were to augment
the State School Fund increasingly each year over a 15-year period
until the junior college apportionments approximate 45 per cent of
the total current support for these institutions.


Further, the Survey Team believes that state participation in con-
struction costs of junior college facilities is necessary to accelerate
their growth sufficiently to accommodate the enlarged future enroll-
ments. The idea of state assistance for junior college capital outlay
is not new. Proposed legislation, such as Assembly Bill No. 24 of
the 1959 legislative session,has been introduced in the past to
achieve this type of assistance. The Regents and the State Board
of Education adopted a resolution on April 15, 1959, stating that
“the State Board of Education and the Regents of the University
of California, in joint session, endorse in principle the idea of State
assistance for capital outlay for junior colleges at such times as
State finances permit.”
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The Survey Team considered several types of grants and loans,
and various methods of distributing state aid on the basis of equali-
zation, uniform grants, growth factors, and other principles. In view
of the time necessary to design a sound proposal, however, it ap-
peared inadvisable to propose a specific legislative program in this
report.


The Survey Team believes, however, that because of the planned
enlargement of junior college enrollments to relieve state-supported
institutions, the method devised for distributing state aid to the
junior colleges for capital outlay purposes should be based primarily,
if not totally, upon the growth or potential growth of these institu-
tions. Since junior colleges will generally increase in enrollments along
with other public institutions, all or practically all, will benefit from a
state subsidy based on growth.


The Survey Team was concerned with the degree to which popula-
tion centers with large numbers of potential enrollees sufficient to
commence a new junior college preferred to pay out-of-district fees
for their youth rather than establish a local institution. This evasion
of responsibility tends to restrict educational opportunities of local
youth and, in the long term, has serious repercussions upon the
general cultural level of the area. Steps should be taken to encourage
all areas of the state to share more equally in supporting junior col-
lege education, either by organizing junior college districts when
needed or by contributing more equitably to the total costs of junior
college education in districts which support junior colleges.


A further concern of the Survey Team is that all funds intended
specifically for, or warranted by, the junior colleges, be expended
for junior college education. The safeguarding of state funds for the
specific purposes intended was considered important, particularly if
the state obligates itself to provide greater assistance for the junior
colleges in the future. Such funds should not be diverted, either
wholly or partially, for other public education programs. In many
instances, this problem may be resolved by more precise accounting
procedures. In other cases, a clarification of law requiring the dispo-
sition of junior college funds may be helpful.


RECOMMENDATIONS
It is recommended that:


1. Procedures be devised to assure that all funds allocated to and







2 .


3.
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for junior colleges for current expense or for capital outlay by
the state be expended only for junior college purposes, and
further that the law be clarified to require that all funds received
from county junior college tuition funds for use of buildings
and equipment be expended solely for junior college purposes


In view of the added local financial obligations, for both current
expenses and capital outlay, which will result from the Master
Plan Survey recommendations designed to divert to the junior
colleges some 50,000 lower division students from the 1975
estimates for the state colleges and the University of California,
and the attendant savings to the state resulting therefrom, the
following actions be taken:


a.


b.


Procedures and methods be devised and adopted by the Leg-
islature that will increase the proportion of total current
support paid to the junior colleges from the State School
Fund (augmented for this purpose) from the approximately
30 per cent now in effect to approximately 45 per cent not
later than 1975


A continuing program be devised and adopted by the
Legislature that would distribute construction funds, either
through grants or loans or both, for capital outlay purposes
annually to junior colleges as determined by growth, this
program being for the purpose of assisting junior colleges
to meet the facility needs of projected enrollments and of the
students to be diverted to the junior colleges.


All the territory of the state not now included within districts
operating junior colleges be brought into junior college districts
as rapidly as possible, so that all parts of the state can share
in the operation, control, and support of junior colleges. Pend-
ing the achievement of this objective, means be devised to re-
quire areas that are not a part of a district operating a junior
college to contribute to the support of junior college education
at a rate or level that is more consistent with the contributions
to junior college support presently made by areas included in
districts that maintain junior colleges.
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STUDENT FEES


Higher education in California is well regarded in the nation for
the quality of its programs and services and the broad range of
educational opportunities offered its students. The plan for this study
includes the following two questions pertaining to student fees. “How
much of the costs of public higher education should be borne by the
students? ” “Should the present fee structure be altered?” The im-
portant issue here is whether an increase in the cost to the students
can be levied without depriving many able and qualified youth of
educational opportunity and in so doing fail to meet the needs of
society for trained personnel.


Currently, students in California public higher education contribute
directly to the financing of college programs by the payment of
tuition or fees. Tuition is defined generally as student charges for
teaching expenses, whereas fees are charges to students, either col-
lectively or individually, for services not directly related to instruc-
tion, such as health, special clinical services, job placement, housing,
recreation.


Continuing a principle in the Organic Statutes of California in
1867-68, under which the University of California was created, public
higher education institutions in California do not charge tuition to
bona fide legal residents of the state. On the other hand, students
who do not qualify as residents must pay tuition. For the year
1959-60, nonresident tuition for regular students was $127.50 per
semester in the state colleges and $250 per semester at the Univer-
sity. Currently, the University is charging according to law the
maximum permissible nonresident tuition. (See Section 23053, 1959
Education Code.) The 1959 Legislature passed a law which permits
local governing boards of the junior colleges to charge a nonresi-
dent fee.


Incidental and other fees are charged at all state colleges and
campuses of the University. In the state colleges, a materials and
service fee of approximately $33.00 per semester is charged all regu-
larly enrolled students. The University, on the other hand, charges
an incidental fee of $60.00 per semester to its enrollees. In addition,
student body and other fees are paid by students who are the recipi-
ents of special types of noninstructional services.
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The Survey Team believes that the traditional policy of nearly
a century of tuition-free higher education is in the best interests of
the state and should be continued. The team noted with interest an
address given in May, 1958, by President James L. Morrill of the
University of Minnesota, who commented as follows on the desire
of some organizations and individuals to raise tuition and fees to
meet the full operating costs of public institutions of higher education:


This notion is, of course, an incomprehensible repudiation of the whoIe
philosophy of a successful democracy premised upon an educated citizenry.
It negates the whole concept of wide-spread educational opportunity made
possible by the state university idea. It conceives college training as a per-
sonal investment for profit instead of a social investment.


No realistic and unrealizable counter-proposal for some vast new resource
for scholarship aid and loans can compensate for a betrayal of the “Ameri-
can Dream” of equal opportunity to which our colleges and universities, both
private and public, have been generously and far-sightedly committed. But
the proposal persists as some kind of panacea, some kind of release from
responsibility from the pocketbook burdens of the cherished American idea
and tradition.


It is an incredible proposal to turn back from the world-envied American
accomplishment of more than a century.2


Although the Survey Team endorses tuition-free education, never-
theless, it believes that students should assume greater responsibility
for financing their education by paying fees sufficient to cover the
operating costs of services not directly related to instruction. Such
services would include laboratory fees, health, intercollegiate ath-
letics, and student activities. Moreover, the team believes that an-
cillary services such as housing, feeding, and parking, should be
entirely self-supporting. Such fee provisions will require resident
students to assume more financial responsibility for the manifold
supplementary services associated with the educational program;
yet, on the other hand, tuition-free institutions will permit most quali-
fied students to attend publicly supported institutions. For those
unable to pay the fees additional scholarships and loan funds are
recommended elsewhere in this report. An increase in fees will un-
doubtedly be necessary to offset the effects of inflation. Adjustments
of the fee structure should be made from time to time to assure its
adequacy in meeting increased costs of services.


2James L. Morrill. The Place and Primacy of the State University in Public Higher Education.
Transactions and Proceedings of the National Association of State Universities in the United States
of America, Vol. LVI, 1958, p. 20.
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RECOMMENDATIONS


For the state colleges and the University of California it is recom-
mended that:


1 .


2 .


3 .


4.


5.


6.


The two governing boards reaffirm the long established principle
that state colleges and the University of California shall be
tuition free to all residents of the state.


Students who are residents of other states pay as follows:


a.


b.


All students except those exempt by law pay tuition sufficient
to cover not less than the state’s contribution to the average
teaching expense per student as defined by the Master Plan
Survey Team’s Technical Committee on Costs of Higher
Education in the institution or system as follows:


Teaching expense is defined to include the cost of the salaries of the
instructors involved in teaching for the proportion of their time which
is concerned with instruction, plus the clerical salaries, supplies, equip-
ment, and organized activities related to teaching.
Other fees for services not directly related to instruction


Each system devise a fee structure and collect sufficient reve-
nues to cover such operating costs as those for laboratory fees,
health, intercollegiate athletics, student activities, and other
services incidental to, but not directly related to, instruction


The operation of all such ancillary services for students as
housing, feeding, and parking be self-supporting. Taxpayers’
money should not be used to subsidize, openly or covertly, the
operation of such services. Because of the various methods
which are used to finance construction of auxiliary enterprises
such as residence halls and dormitories, it is impossible to state
specifically which portions of amortization and interest pay-
ments are properly chargeable to operating expense. Conse-
quently, it is recommended further that the governing boards
determine which of such costs are appropriate charges to oper-
ating expense and include as much as possible of those with
other operating expenses of such ancillary services.


Additional provisions be made for student aid and loans, par-
ticularly as fees and nonresident tuition increase


Periodically the governing boards recompute their per student
teaching expense and set nonresident tuition accordingly. Peri-
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odically they recompute the cost of operation of services such
as feeding, housing, and parking, and set fees for such services
accordingly


7. Each institution retain moneys collected from nonresident tui-
tion


8. All the above policies when approved by the two governing
boards be applicable immediately to the state colleges and the
University of California, and that they be applied to the junior
colleges as a matter of state policy and when applicable


7 — 2 0 7 0 3







CHAPTER X


CALIFORNIA’S ABILITY TO FINANCE
PUBLIC HIGHER EDUCATION


1960-1975


Although Assembly Concurrent Resolution 88, which authorized
this study, did not require consideration of the state’s ability to
finance higher education, the plan for the study as approved by both
governing boards included the following questions for which answers
were to be determined:


1. What is California’s ability to pay for the future development of public
higher education in the state?


2. What proportion of the state’s budget has been and is now allocated for the
support of public higher education? How does this compare with the efforts
made to support public higher education in other states?


3. What are the probable supplemental (non-state) resources for financing
public higher education in California which might be tapped?


Accordingly, the Liaison Committee on July 8, 1959, approved
the appointment of the Technical Committee on California’s Ability
to Finance Higher Education to study the problems posed by these
questions. On July 10, 1959, Arthur G. Coons, Chairman of the Sur-
vey Team, wrote a letter to Joseph O. McClintic, Chairman of the
Committee, outlining its responsibilities. His letter contained the
following statement:


. . . this committee is to investigate the ability of the State to support
higher education. This is essentially a study of the fiscal capacity of the
State, but, of course, it includes basic projections of the strength of the
economy and its likely growth. While we are not unmindful of the degree to
which resources must be available to finance private education as it develops
within its present trends, nevertheless, the immediate point here is the ques-
tion of the capacity of the government of the State of California to finance
public higher education, and to do so without the loss of the strength of
existing private institutions, without the loss of the essential qualities of the
California system of higher education as presently established.


In considering fiscal capacity, our survey team believed that your com-
mittee at least initially should not be concerned with new taxes or reforms
in the revenue system, but upon projecting the future resources of California
and the availability of funds with which to support the projections of costs
of higher education as calculated within existing frameworks.


[ 176 ]
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In A Restudy of the Needs of California in Higher Education,1


Chapter VI entitled,“California’s Ability to Support Higher Educa-
tion,” included a detailed analysis of trends in state tax collections
and the projected tax base. In addition, a careful analysis was made
of the state’s ability to support higher education for the decade,
1955-1965.


In considering the state’s ability to support higher education during
that decade in relation to the cost analysis also included in the
Restudy, the following conclusion was drawn:


The Restudy staff concludes that the State of California will be able to
support a program of public higher education for the potential enrollment
given in Chapter II of this Report that will be comparable in both scope and
quality to that now offered without an unreasonable demand on the State’s
economy.


On the basis of the information on estimated costs contained in
Chapter IX and in this chapter, the Survey Team has made in Chap-
ter XI a similar appraisal for the period 1960-1975.


ESTIMATED GENERAL FUNDS AVAILABLE


In this section an attempt is made to determine the amount of
money that will be available for public higher education from the
State’s General Fund for each year to 1975. This is done by making
a comparison of projections of revenues to the General Fund with
projections of expenditures for all claimants on the General Fund
other than public higher education. On the assumption that the
services of other claimants will remain at the 1958 level, the differ-
ence between these two projections presumably represents the funds
available for public higher education. This method of calculating
available funds for public higher education is used only as a statistical
device for rendering a calculation and no implication should be drawn
that public higher education should be funded after all other state
agencies are supported.


A major purpose of these projections is to show the direction of
development which may be reasonably anticipated. To use them
as limitations would be a distortion of their purpose. They should
be regarded as a means of illuminating the fiscal landscape in such
a way as to aid in the formulation of policies to meet properly the
needs of the state.


1 Op. cit.
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The following assumptions concerning conditions between 1959
and 1975 were made by the Technical Committee in order to have
a basis for the projections:


1.


2.


3.


4.


5.


6.


7.


8.


9.


The general price level will be stable and constant.


Estimates will be made in “1958 dollars.”


The existing tax structure in terms of rates and exemptions,
as revised by the 1959 session of the California State Legisla-
ture, will remain constant for the period under consideration.


Expenditure programs for non-higher education claimants will
remain unchanged in scope and quality.


There will be no significant change in international relations.


Productivity per man hour will continue to rise at approxi-
mately the average rate of recent years.


Average hours of work will not be substantially changed.


Existing trends and relationships will remain constant or will
be modified in ways which can be reasonably anticipated from
collateral facts.


“Full employment” will be sustained during the projected
period.


REVENUE ESTIMATES


Personal Income as a Basis of Revenue. The consistent relation-
ship between personal incomes in California and the yield of certain
specific taxes is basic to projections of tax revenues.


Since personal income depends to a considerable extent on the
proportion of the population employed, population estimates—partic-
ularly for adults twenty to sixty-four years of age, inclusive—are
important. This report uses the estimates given in Table 29 as the
population basis.


Two approaches were used to estimate personal incomes. The first
approach resulted from estimating future per capita incomes on the
basis of the historical trends of 1929 to 1957 and multiplying these
per capita incomes by the projected population for California. The
results of this method, using data which reflect in part the depres-
sion experiences of the 1930’s, were believed to be conservative and
thus were employed only as a check on the second method.
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TABLE 29
Estimated Population of California, 1960 to 1975 *


(Civilian population)


Year (July 1)


1960- - - - - - - - - - - - - - - - - - - - - - - - - - -
1965- - - - - - - - - - - - - - - - - - - - - - - - - - -
1 9 7 0 - - - - - - - - - - - - - - - - - - - - - - - - - -
1975- - - - - - - - - - - - - - - - - - - - - - - - - - -


Population1


15,530,000 3.7 9,439,000
18,454,000 3.4 10,934,000
21,790,000 3.4 12,822,000
25,755,000 3.4 15,157,000


Annual
per cent
change


Estimated population
21 years of age


and over


1 With the exception of the years 1960-63, the projections were based on an annual increase of
3.4 per cent. For the years 1960-63, the per cent of increase was 3.7, 3.6, 3.6, and 3.5 respec-
tively.


* Source: The Technical Committee’s report on California’s Ability to Finance Higher Educa-
tion, 1960-1975, Table 1. Statistics for this table were obtained from California’s Population in
1959. Sacramento: California State Department of Finance, August, 1959.


The second personal income series projected by the Technical
Committee, which was subsequently used, was derived by the fol-
lowing steps:


1. The personal income per employed civilian for 1957 was com-
puted. (As the full-employment labor force approximates 74
per cent of the estimated civilian population from twenty to
sixty-four years of age, the actual civilian income for 1957 was
divided by 74 per cent of the civilian population in the twenty
to sixty-four age group that year in order to get the income per
employed civilian.)


2. The personal income per employed civilian each year in the
future was increased by 2.5 per cent, which was the average
annual productivity increase in constant dollars of California’s
personal income per employed civilian during 1951-57.


3. The estimated personal income per employed civilian was mul-
tiplied by the full-employment civilian labor force (74 per
cent of civilian population, twenty to sixty-four years of age)
for future years.


The results of these computations appear in Table 30.
Estimates of General Fund Tax Sources.The projected personal


income and the population projections were used to project each
General Fund tax source separately, based upon (a) past relation-
ships of yields of particular taxes to personal income; (b) per capita
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TABLE 30
Estimated Civilian Personal Income 1—Series 2


Calendar year


Estimated civilian
population


20-64 years of age
(inclusive)


July 1


Estimated
employed
civilians


Estimated personal
annual income


per
employed
civilian


Estimated
civilian
personal
income


1960 - - - - - - - - - 8,396,000 6,213,000 $6,448 $40,061,000,000
1965- - - - - - - - - 9,789,000 7,242,000 7,294 52,823,000,000
1970- - - - - - - - - 11,580,000 8,569,000 8,251 70,703,000,000
1975 - - - - - - - - - 13,687,000 10,128,000 9,335 94,545,000,000


1 Source: The Technical Committee report on California’s Ability to Finance Higher Educa-
tion, 1960-1975, op. cit., Table 3.


relationships, where deemed more appropriate; and (c) somewhat
arbitrary trend relationships in the case of one or two minor revenue
sources. The detailed methods used in these tax projections are de-
scribed in the report of the Technical Committee. The results of
these revenue projections for each of the major sources are shown in
Table 31.


It will be noted that projections of General Fund tax revenues,
based upon civilian personal incomes resulting from full employment
and an annual increased productivity of 2.5 per cent, would yield
approximately one and one-half billion dollars in 1960 and thereafter
increase to approximately three and one-half billion dollars in
1974-75.


ESTIMATES OF EXPENDITURES


Future General Fund expenditures were estimated for all claim-
ants, except public higher education, on the basis of the following
assumptions:


1.


2.


3.


There will be no future change in the scope and quality of
services provided.


In most instances, the increase of estimated 1959-1960 expendi-
tures during future years will be in the same proportion as the
general population growth or, wherever applicable, a more spe-
cialized population growth.


Direct capital outlay expenditures for public higher education
from the General Fund are not sufficiently large under present
legislative policies to warrant special attention herein. More-
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TABLE 31
General Fund Estimated Revenues for Certain Fiscal Years,


1960-61 through 1974-75 *


181


1974-1975


Major taxes and licenses


Alcoholic beverage taxes and
licenses---------------------------------


Bank and corporation taxes---------
Gift and inheritance taxes-------------
Horse racing (parimutuel) license


fees---------------------------------
Insurance gross premium tax-------
Motor vehicle license (in lieu) fees-
Personal income tax-----------------------
Private car tax------------------------------
Retail sales and use tax-------------------
Tobacco tax --------------------------------


Totals, major taxes and licenses
Miscellaneous and departmental


revenues--------------------------------


Grand total, revenue-------------------


1960-61 1964-65 1969-70


(Thousands of dollars)


$48,074 $54,123
269,690 337,104
55,900 70,300


17,897 22,509
64,564 80,682
2,261 2,843


265,485
1,975


360,089
2,375


725,104 906,358
64,798 73,545


1,515,748 1,909,928


44,254 52,254


2,562,413


62,254


2,624,667


3,463,882


72,254


1,560,002 I 1,962,182 3,536,136
I


* Source: The Technical Committee report on California’s Ability to Finance Higher Educa-
tion, 1960-1975, op. cit., Table 21.


$63,469
449,146


93,500


29,979
107,991


3,787
517,398


2,875
1,207,596


86,672


$75,027
600,514
124,400


39,931
144,412


5,044
754,657


3,375
1,614,574


101,948


over, they could not be projected in the absence of a consistent
legislative policy to be used as a base.


These estimated expenditures were combined into six broad groups:
(a) Education (exclusive of higher education); (b) Social Welfare,
Health; (c) Mental Hygiene, Corrections; (d) Conservation of Nat-
ural Resources; (e) Fiscal Affairs, General Administration; (f)
Other. The components of these groupings are described fully in the
Technical Committee report. An adjustment ratio was introduced
to account for the probable rising costs of state services as state
employees share in the general increase in per capita income.


The projected total estimated costs of maintaining existing state
operations and local assistance financed by the General Fund at their
1958 level of service (excluding public higher education), based on
independent projections for each group, are shown in Table 32.


GENERAL FUNDS AVAILABLE


The difference between the projected revenues and expenditures
represents, theoretically, that portion of the General Fund available
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TABLE 32


Estimated Cost of Maintaining Existing State Operations and
Local Assistance Financed by the General Fund 1


(Excluding state support for higher education)


1960-61 1964-65 1969-70


(Thousands of dollars)


1974-75


Education (exclusive of higher
education)- - - - - - - - - - - - - - - - - - - - - -


Social Welfare, Health, etc.------------
Mental Hygiene, Corrections-----
Conservat ion of Natural  Re-


sources----------------------------------
Fiscal Affairs, General Adminis-


tration----------------------------
Other---------------------------------


Total--------------------------- 1,292,791 1,558,380 1,882,940 2,242,085
Adjustment ratio2 -------------- 1.0200 1.1056 1.2240 1.3524
Adjusted total--------------------- 1,318,647 1,722,945 2,304,719 3,032,196


$735,209 $914,625 $1,120,122 $1,338,843
238,264 268,956 312,774 363,749
172,752 196,246 225,495 259,586


30,292 36,339 45,483 57,004


42,293 51,397 65,502 84,023
73,981 90,817 114,564 138,880


1 Source: The Technical Committee report on California’s Ability to Finance Higher Education,
1960-1975, op. cit., Table 22.


2 This ratio is based on the assumption that 80 per cent of the total will be raised by 2.5 per
cent compounded annually, which will permit the persons paid from these funds to share in the
general increase in per capita income.


to finance public higher education. This difference is shown in Table
33. If these projections prove to be correct the General Fund would
produce from 241 million dollars in 1960 to 503 million dollars in
1974-75 beyond that required for the support of all other state serv-
ices at their 1958 level except that of higher education. Accordingly,
then, these amounts would be available from the General Fund for
the support of junior colleges, state colleges, and the University.


Further, it was determined as a check upon the foregoing data that
if the same ratio of General Fund expenditures for public higher
education to the General Fund revenues holds in future years as
existed in 1957-58 (13.38 per cent), the state funds available for
public higher education will range from 214 million dollars in 1960-61
to 486 million dollars in 1974-75. These data lend credence to the
data presented in Table 33.


EFFORT TO SUPPORT PUBLIC HIGHER EDUCATION


The capacity of the State of California to support public higher
education is determined primarily by three factors: (a) the size of
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the stream of income from which such support must be drawn; (b)
the efficiency and effectiveness of the tax instruments by which this
support is realized; and (c) the will of the people of the state to
devote adequate funds for this purpose.


Abundant evidence shows that the taxable income within the state
is large and steadily growing. The projected personal income data
support this contention.Few other states have as much taxable
wealth as California.


The efficiency and effectiveness of the taxation system employed
in California are not concerns of this study. The tax base will con-
tinue to change in the future, as it has in the past. The income from
taxes will have to rise to support the increased services of the state.
However, the extent of the taxes and types of taxes required are
responsibilities of the Legislature, and, therefore, were not consid-
ered by the Survey Team.


The third factor—the will of the people to devote adequate funds
to higher education—is a major issue. To what extent do California’s
citizens value higher education as a state service? What priority,
in terms of state appropriations, should be assigned to public higher
education as a function of the state? Should the state devote more
of its resources for higher education as compared with other state
functions? These and similar questions must be answered by the
Legislature.


Three measures were employed to ascertain the relative tax effort
of this state. First, the total taxation effort was measured by com-


TABLE 33


Comparison of Revenue Estimates and Estimated Expenditures, 1960-1975,
for All State Services Except Higher Education 1


(In thousands of dollars)


Fiscal Year
Estimated


revenue
Estimated


expenditures Surplus


1960-61-------------------------- $1,560,002 $1,318,647
1964-65--------------------------


$241,355
1,962,182 1,722,945


1969-70--------------------------
239,237


2,624,667 2,304,719
1974-75--------------------------


319,948
3,536,136 3,032,196 503,940


1 Source: The Technical Committee report on California’s Ability to Finance Higher Education,
1960-1975, op. cit., Table 26.


8 — 2 0 7 0 3
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paring the state tax collections with the total personal income. Sec-
ondly, the expenditures for public higher education were compared
with the total personal income. Finally, the per capita expenditure
was compared with the per capita income to show effort in terms
of the individual rather than as a result of the population size.


Relation of State Tax Collections to Total Personal Income.The
ratio of state tax collections to total personal income for the four-
year period, 1955 to 1958, inclusive, indicates that the tax collections
of the state are about 5.2 per cent of the total personal income within
the state. Similar ratios of tax collections to personal income were
computed for other states, with the resulting array of ratios indi-
cated in Table 34. It is apparent from this table that 20 other states
had a higher ratio of tax collections to personal incomes than Cali-
fornia.


Relation of Personal Income to Higher Education Expenditures of
States. In Table 35 is shown the per cent of personal income of
various states which is spent for public higher education for the
years 1952-58. Expenditures include only state appropriations for


TABLE 34


Ranking of States According to a Four-year Ratio, 1955-58 inclusive,
of State Tax Collections to Total Personal Income 1


1 Source: The Technical Committee report on California’s Ability to Finance Higher Education,
1960-1975, op. cit., Table 35.
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TABLE 35
Per Cent of Personal Income of the States Spent for Public Higher


Education, 1952-58, Combined Average 1


1 Source: The Technical Committee report on California’s Ability to Finance Higher Education,
1960-1975, op. cit., Table 29.


the junior colleges, the state colleges and the University.2 It was
found that California spends 0.46 per cent, or less than one-half of
one per cent, of its personal income for public higher education,
thus making it thirty-fourth among the states in this respect. Nine
states, all west of the Mississippi River, made more than double the
relative effort of California to support public higher education, as
measured by this criterion.


Relation of per Capita Expenditures to per Capita Income.As a
third measure of effort, computations were made to determine the
per capita expenditures for higher education in relation to the per
capita income for each of the states. These ratios, based upon an
average ratio for the years 1952-58, inclusive, indicate the relative
effort of the states on a per capita basis. By this measure, California
has contributed about 0.68 per cent—slightly more than one-half of
one per cent—of its per capita income for per capita expenditures on
higher education. A total of 24 states expended greater effort than


2 Since the figures include only state appropriations, the grants from the federal government
for special research contracts to the University arenot included. For 1957-58, those grants
amounted to $114,306,650. (This figure is taken from page 23 of the University of California
Financial Report for 1955-59.)
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California in terms of per capita expenditures for higher education as
compared with per capita income. (See Table 36.)


TABLE 36


Ranking of the States-Average of Years 1952-58—in Per Cent That Per Capita
State Expenditures for Higher Education Were of Per Capita Income 1


1 Source: The Technical Committee report on California's Ability to Finance Higher Education,
1960-1975, op. cit., Table 33.


* Only state support is included. The junior colleges receive approximately 70 per cent of their
support from local funds; and if these were included, California’s ranking would be raised.


FINDINGS


The major findings of this chapter follow:


1. California’s civilian population is expected to increase from
15,530,000 in 1960 to 25,755,000 in 1975, an increase of 66
per cent.


2. Between 1960 and 1975 civilian personal income is expected to
increase from 40 billion dollars to 94.5 billion dollars, an in-
crease of 136 per cent. (It should be noted that this is more
than twice the per cent of increase expected of the civilian popu-
lation during the same period.)


3. State General Fund revenues are estimated to increase from
1.56 billion dollars in 1960-61 to 354 billion dollars in 1974-75,
an increase of 127 per cent.
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4. Existing state operations and local assistance financed from the
State’s General Fund exclusive of the state’s support for higher
education is estimated to increase from 1.32 billion dollars in
1960-61 to 3.03 billion dollars in 1974-75, an increase of 130
per cent.


5. The difference between General Fund revenue estimates and the
expenditures for all stateservices and localassistanceexcept
higher education ranges from 241 million dollars in 1960-61 to
504 million dollars in 1974-75.


6. In 1957-58, 13.38 per cent of the General Fund expenditures
were for the support of higher education. If that same percent-
age is applied to the General Fund estimates for 1960-61 and
again for 1974-75, the results are 214 million dollars and 486
million dollars respectively. (It should be noted that these are
not greatly different than those shown in Item 5 above, which
were computed by another method.)


7. California ranked twenty-first among the states when compared
on the per cent which the average tax collections were of total
personal income for the period 1955-58, inclusive.


8. When compared with the other states in the nation on the basis


9. When compared with the average per cent that per capita ex-


of the average per cent of total personal income spent for public
higher education for the years 1952-58, California ranked thirty-
fourth.


penditures for higher education were of per capita income for
the years 1952-58, California ranked twenty-fifth among the
states.







CHAPTER XI


WILL CALIFORNIA PAY THE BILL?


Assembly Concurrent Resolution 88 charged higher education with
responsibility to avoid unnecessary expenditures of state funds. Be-
cause of the importance of the problem involved in meeting this
responsibility, two technical committees were organized to probe
its essential aspects. The Technical Committee on Costs investigated
the financial needs of higher educational segments. Its results are
reported in Chapter IX. The Technical Committee on California’s
Ability to Finance Higher Education investigated the future balance
of state funds in relation to revenues and expenditures to determine
available income for state-supported higher education. The results
of this study are reported in Chapter X.


The purpose of this chapter is to make some comparison of the
estimated costs of public higher education to the state as found in
Chapter IX and the total projected revenues as shown in Chapter X,
and to determine what proportion of these revenues might be avail-
able for the support of public higher education through 1975. A
basis is thus laid upon which conclusions can be drawn regarding
the outlook for the future.


One of the early issues debated by the Survey Team was the
extent to which educational policies were to be based on, or deter-
mined by, economic factors. Pressure on the state to expand its serv-
ices in all areas of human welfare in the future implies heavy financial
obligations. The tremendous growth of public higher education enroll-
ments presaged high future costs. In view of the heavy financial
demands on the state in the future, however, it was obvious that the
economic outlook was one of the very important factors in educa-
tional planning.


If, however, economics were the only basis on which public higher
education in California is examined, the solution to many of its
problems would be fairly simple. For example, state funds could be
saved by shifting most of the lower division students from the Univer-
sity and the state colleges to the junior colleges, because the school


[ 188 ]
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districts operating junior colleges provide about two-thirds of their
operating costs and all the capital outlay. Likewise, it would appear
more economical for the state to shift some upper division and begin-
ning graduate students from the University to state college campuses
in order to conserve capital outlay and instruction costs involved in
the more expensive University programs. On the other hand, econ-
omy is effected to the extent to which high cost curricula, particu-
larly professional schools, are concentrated on University campuses,
rather than supporting many such curricula, each with few students
both at the University and at the state colleges. Another economy
measure would be to give each of the public segments responsibility
for a particular level of instruction, i.e., junior colleges for lower
division, state colleges for upper division, and universities for grad-
uate work, and to permit establishment of new institutions only as
justified by forecasted minimum enrollments in the area of primary
responsibility. None of these ideas proved acceptable. Good educa-
tional planning requires consideration of many factors other than
the price tag.


FINANCIAL  OUTLOOK


A comparison of the state’s estimated revenues with its anticipated
expenditures indicates that, other conditions remaining relatively
normal, about one-half billion dollars ($503,940,000), will be avail-
able in 1975 after all state services except public higher education
are financed. Admittedly, this is merely a projected figure, based
upon anticipated future conditions in the light of past experiences
and the assumption that other state services and local assistance will
continue at the current level,1 which at any time could be altered
by many circumstances, including legislative action.


Will one-half billion dollars of state support be adequate to meet
the needs of public higher education in 1975? The weight of evidence
points to the inadequacy of this level of support—as substantial as
the support may seem. Several factors support this viewpoint:


1. The Technical Committee on Costs estimates that if the same
level of support is provided in the future as in the past, and the
Master Plan recommendations to divert lower division students


1 The following quotation is taken from the report of the Technical Committee on California’s
Ability to Finance Higher Education, 1960-1975: “Underlying all these estimates is one basic
assumption. It is assumed that the scope and quality of the relevant services are being extended
into the future at their present level; no adjustment is made for probable but unpredictable future
changes in the scope and quality of the services provided.”
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2.


3.


I t


to the junior colleges and to increase state support for their
operation are carried out, in 1975-76 the total costs of public
higher education to the state (current and capital costs) will be
683.5 million dollars.
The costs of instruction and research, which increasingly will
require more complex facilities to keep pace with rapid tech-
nological developments, are steadily increasing.
Estimates of future educational expenditures tend to be conserv-
ative, as proven by rechecking the projections made in both the
Strayer Report in 1948 and the Restudy in 1955, with demands
for increased services and programs surpassing by far the level
of operations of a decade earlier.


should be clearly understood that the 1975-76 estimate as given
in paragraph 1 above is only to maintain the present level of educa-
tional support and opportunity. The Master Plan Team believes,
however, that the state’s systems of higher education should be sub-
ject to continuous improvement. Some proposals within this report,
designed to improve higher education conditions, will require funds
in addition to those now available for implementation. For example,
recommendations which have already been approved by both the
State Board of Education and The Regents provide for more scholar-
ships, increased faculty salaries, and additional fringe benefits, and
increased junior college apportionments. If state support is provided
for these and many other desirable improvements, the anticipated
income of one-half billion dollars appears even less adequate to meet
future estimated expenditures.


As current revenues become inadequate to finance both current
expenditures and capital outlay costs, one means of alleviating the
immediate financial burden is to resort to borrowing for capital outlay
purposes. The deferment of capital outlay costs through bonds will
spread the financial burden for new buildings in part over the next
generation, which will make most use of these facilities. The Master
Plan Survey Team believes that such a bond issue should be confined
solely to higher education, which would undoubtedly have greater
appeal to the public than a general bond issue. The team believes
that the bond issue should be voted in the early part of this decade
(1962 or 1964) and that the proceeds should be apportioned fairly
among the three segments of public higher education. Allocation by
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the state of capital outlay funds for the junior colleges is recom-
mended in this report as one means of helping them to provide ac-
commodations for the greater number of students in the future.


If, as evidence in this report clearly indicates, it is necessary for
the state to assume an increased financial burden in order to main-
tain the present level of educational services, can the state raise
additional taxes or appropriate a larger share of the available income
to public higher education or both? A comparison of California’s
effort to provide for higher education with similar data from other
states, as found in Chapter X, shows that California’s effort to sup-
port higher education is good but not excellent. Although California
is noted for its wealth, its state tax collections represent only a mod-
erate per cent of its total personal income, as compared with other
states. The per cent of personal income in California allocated to
public higher education is comparatively low; for the period 1952-
1958 a total of 33 states devoted a higher per cent of their income to
public higher education than did California. Moreover, the per capita
comparison of expenditure with income shows that California is about
average among all states in its effort to support public higher educa-
tion. It should be noted that these comparisons are based on state
financing of higher education, thus including only state support and
not the local financing of junior colleges.


Some states devote nearly three times as high a per cent of their
incomes to public higher education as does California. Even though
this state possesses the taxable wealth, a critical question concerns
its willingness to use larger proportions of this wealth for its educa-
tional welfare. The best evidence of the state’s commitment to the
support of public education is found in the following paragraph taken
from Section 15 of Article XIII of the State Constitution, added in
1933, during the depths of the depression.


Out of the revenue from state taxes for which provision is made in this
article, together with all other state revenues, there shall first be set apart
the moneys to be applied by the State to the support of the Public School
System and the State University.


This commitment, together with the high-level support California
has given education over the years,2 convinces the Master Plan


2 Of the budget submitted by Governor Edmund G. Brown to the Legislature for the year
1960-61 in the amount of $2,477,121,574, $1,052,570,000 or 42.5 per cent of the total (or
62 cents out of every General Fund dollar) is for the support of public education. For the year
1956-57 the per cent in the budget for education was 37.5.
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Survey Team that whatever is required in the future to offer quali-
fied students an efficient program of public higher education will be
provided by the citizens of the state. As pointed out in this discus-
sion and more fully presented in the tables in Chapter X, California’s
efforts in the support of higher education are relatively low when
compared with other states.


COMPARISON OF ESTIMATED REVENUES AND EXPENDITURES


Table 33 in Chapter X shows the difference between estimated
general fund revenues and the estimated expenditures for all state
services maintained
certain years to and


Chapter IX gives


at their 1958 level except higher education for
including 1975.
the estimated total expenditures and state funds


required for public higher education on two bases, i.e., a continuation
of the present status quo projections and the implementation of the
Master Plan recommendations for the diversion to the junior colleges
by 1975 of some 42,6003 lower division students expected to be en-
rolled in the state colleges and the University of California.


A comparison of the cost to the state of these plans for the fiscal
years 1965-66, 1970-71, and 1975-76 is shown in Table 37. Attention
is called in particular to the following data that are presented in this
table:


1. The modified plan would cost the state 41.5 million dollars less
in 1965-66 and 17.9 million dollars less in 1970-71 than the
status quo plan. At all three levels, lower division, upper divi-
sion, and graduate, the cost to the state is less for the modified
plan.


2. For the year 1975-76, however, it is estimated that the modified
plan will cost the state 18 million dollars more than the status
quo plan, because of the added costs for upper division and
graduate work. It should be noted, however, that in this year
the increased apportionment to the junior colleges will amount
to 37.4 million dollars, or more than twice that of the added cost
of the modified plan to the state.


3 Although the Master Plan recommends the diversion of 50,000 lower division students to
the junior colleges by 1975, the figures provided by the Technical Committee on Enrollment
Projections estimated that this diversion by 1975 would include only 42,600 students.
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TABLE 37
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Difference Between Annual State Appropriations for Modified Plan and Those
for Status Quo Projections, Fiscal Years, 1965-66, 1970-71, and 1975-76


(In millions of dollars—minus number means modified amount is less)


(Continued on next page)
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TABLE 37—Continued
Difference Between Annual State Appropriations for Modified Plan and Those


for Status Quo Projections, Fiscal Years 1965-66, 1970-71, and 1975-76
(In millions of dollars—minus number means modified amount is less)


1 These are the increased amounts of state support to junior colleges resulting from the Survey
Team’s recommendation to raise state support from 30 per cent to 45 per cent by 1975.


2 Junior colleges are not included here because no provision is made in either the modified or
status quo plan for state support for capital outlay for these institutions. The figures for the Uni-
versity of California do not include any capital outlay funds for the medical centers. (See Tables
27 and 28 in Chapter IX regarding estimates for junior college capital outlay requirements.)


As stated earlier in this chapter, the Survey Team concluded that
economics is not the only factor of concern in the development of a
Master Plan for higher education. Table 37 shows that the plan to
divert lower division students to the junior colleges will effect sub-
stantial savings to the state for the years 1965-66 and 1970-71 and
that for the year 1975-76, the added cost is more than offset by the
increased support of the junior colleges.


In addition to these savings, the Survey Team is convinced that
other recommendations in the Master Plan will likewise result not
only in savings but in better returns for each educational dollar. The
proposed status of the Co-ordinating Council will enable it to prevent
unnecessary duplication of function and effort among the three public
segments, and will make “empire building” difficult.


Table 38 shows a comparison of the two sets of estimates as de-
scribed above. The figures in the third column show that additional
funds in the amount of 60.2, 88.8, and 34.1 million dollars will be
required to meet the estimated current expenditures only for the years
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1965-66, 1970-71, and 1975-76, respectively. If to these are added
the state requirements for capital outlay, the figures become 153.1,
178.9, and 127 million dollars respectively. These deficits will be in-
creased to the extent the Master Plan recommendation for state as-
sistance to the junior colleges for capital outlay is carried out and by
the capital outlay requirements for the University Medical Centers.


TABLE 38


Comparison of the Estimates of General Fund Revenues Available for
Public Higher Education and Estimated Requirements for the


Years 1965-66, 1970-71, and 1975-76


(In millions of dollars)


1 Data for each fiscal year are co-ordinate with enrollment projections for the fall term of each
year. For example, the projected enrollments for fall, 1965, are basic to financial projections for
1965-66.


2 Although these figures are derived from the same source as data appearing in Table 33, they
represent a later year to coincide with the target dates employed herein for enrollment and cost
projections. The estimate for 1975-76 of $556.5 million, however, has been derived on a somewhat
different basis than data in Table 26 of the Report of the Technical Committee on California’s
Ability to Finance Higher Education, 1960-l975, which extends only to 1974-75.


3 These figures are taken from data on page 108 of the Report of the Technical Committee on
Costs of Higher Education, 1960-1975, and are based on the modified projections, i.e., diversion
of lower division students to the junior colleges, the establishment of new institutions, and in-
creased state support for current costs of the junior colleges as recommended in the Master Plan.


4 These figures, appearing previously in Table 28 under “Total Capital Outlay,” include Fair
and Exposition Funds but exclude (1) capital outlay requirements for the University’s medical
centers and (2) any state funds for junior college capital outlay. Furthermore, the cost impact
of the Survey Team’s recommendations on classroom and laboratory utilization has not been
included in these figures because of a further recommendation that the co-ordinating agency under-
take, without delay, a complete study of utilization in the junior colleges, state colleges, and the
University of California for the purpose of making such modifications in the standards here
recommended as are justified by the findings. Moreover, these figures do not include the cost of
library seating required to meet the American Library Association standards. For these reasons,
the capital outlay figures here do not agree with those found in Section V of the Technical
Committee Report entitled, Costs of Higher Education in California, 1960-1975.


CO N C L U S I O N S


All evidence gathered in this study points to an unprecedented in-
crease in the demand of the people of California for opportunity to
participate in higher education, a chance for all who have the capacity
and willingness to profit by college instruction.
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In the light of this evidence and the information found in Chapters
IX, X, and in this chapter, the Master Plan Survey Team concludes
the following:


1. California’s present revenue system including the four new tax
measures enacted in 1959 will provide sufficient revenue to fi-
nance current expenditures for state services, including higher
education and local assistance only through 1961-62; there-
after, estimated costs will exceed projected revenues.


2. Funds for capital outlay cannot be supplied after 1960-61 en-
tirely within the present tax structure; thereafter, higher cur-
rent revenues or bond issue money or both will be required to
meet higher educational construction needs.


3. California can and will, as in both the past and present, provide
adequate support for an efficient program of public higher edu-
cation designed to meet fully the rapidly changing needs of
society.







APPENDIX I


LEGISLATIVE ACTIONS ON THE MASTER
PLAN RECOMMENDATIONS


As noted in the Preface, Governor Edmund G. Brown called a
Special Session of the 1960 Legislature to consider recommendations
in this report which require legislative action. Below are listed those
recommendations followed by the actions taken on them by the Legis-
lature in Special Session.


MASTER PLAN RECOMMENDATIONS REQUIRING


LEGISLATIVE ACTION


1. A Constitutional Amendment (see Chapter I) with these major
provisions:


a. Precise statement of the functions of each of the three pub-
licly supported segments of higher education in California


b. The creation of a State College Board of Trustees patterned
after The Regents of the University of California with re-
spect to number, length of terms, method of appointment,
and autonomy


c. The creation of a Co-ordinating Council of 12 members,
made up of three representatives for each of the three
public segments and the private institutions, to be advisory
to the governing boards and to the appropriate state officials


2. Expansion of the existing State Scholarship Program and modi-
fication of it to permit retention of scholarships awarded stu-
dents who first go to a junior college. In addition, establish-
ment of new state scholarship programs to


a. Provide subsistence grants to holders of existing state schol-
arships: and


b. Provide fellowships for graduate students primarily for the
purpose of diverting more college graduates into teaching


3. Assistance to junior colleges by


[197]







198 MASTER PLAN FOR HIGHER EDUCATION IN CALIFORNIA


a. Gradually increasing state support for current operation
from the existing approximately 30 per cent to 45 per cent
by 1975; and


b. Providing state funds for capital outlay either through grants
or loans or both


4. Completion without delay “and in any event construction be
started not later than 1962” of the three new campuses approved
by The Regents in 1957 in the San Diego-La Jolla area, the
Southeast-Los Angeles-Orange County area, and the South Cen-
tral Coast area


5. Establishment of new state colleges (these to be in operation
by 1965) as follows:


a. In the vicinity of the Los Angeles International Airport


b. In the San Bernardino-Riverside area


6. Greatly increased salaries and expanded fringe benefits to make
college and university teaching attractive as compared with
business and industry


LEGISLATIVE ACTIONS


A. With respect to the Constitutional Amendment mentioned above,
the Legislature:


1. Approved the submission of a Constitutional Amendment to
the voters in November, 1960, which would enable the Legis-
lature to set terms up to eight years (instead of 16 years as
included in the Master Plan recommendation) for the new
state college trustees.


2. Passed, and the Governor signed, Senate Bill 33 which incor-
porates practically all the remaining items included in the
recommended Constitutional Amendment. This bill originally
passed the Senate by a vote of 36 to 1, and the Assembly with
certain amendments by a vote of 70 to 0. (The Senate con-
curred in the Assembly amendments to the bill by a vote of
28 to 8.) Because of the large number of provisions which it
contains, its significance can be seen best by quoting the meas-
ure here in full.
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SENATE BILL NO. 33


SECTION 1. Division 16.5 is added to the Education Code, to read:


DIVISION 16.5. HIGHER EDUCATION


CHAPTER 1. GENERAL PROVISIONS


22500. Public higher education consists of (1) all public junior colleges here-
tofore and hereafter established pursuant to law, (2) all state colleges heretofore
and hereafter established pursuant to law, and (3) each campus, branch and func-
tion of the University of California heretofore and hereafter established by The
Regents of the University of California.


22501. It is hereby declared to be the policy of the Legislature not to author-
ize or to acquire sites for new institutions of public higher education unless such
sites are recommended by the Co-ordinating Council for Higher Education and
not to authorize existing or new institutions of public education, other than those
described in subdivisions (2) and (3) of Section 22500, to offer instruction beyond
the fourteenth grade level.


Nothing in this section shall be construed to require any further recommenda-
tions as a prerequisite to legislative action with respect to state colleges intended
to be in operation by 1965 or University of California campuses intended to be
under construction by 1962, as set forth in the recommendations contained in the
Master Plan for Higher Education printed at page 42, paragraphs 4 and 6, Senate
Journal (Regular Session) for February 1, 1960.


22502. Each segment of public higher education shall strive for excellence in
its sphere, as assigned in this division.


22503. This division shall not affect the existence or status of the state nau-
tical school.


22504. The provisions of this division shall supersede the provisions of any
other law which conflict with the provisions of this division.


CHAPTER 2. UNIVERSITY OF CALIFORNIA


22550. The Legislature hereby finds and declares that the University of Cali-
fornia is the primary state-supported academic agency for research.


22551. The university may provide instruction in the liberal arts and sciences
and in the professions, including the teaching profession. The university has ex-
clusive jurisdiction in public higher education over instruction in the profession
of law, and over graduate instruction in the professions of medicine, dentistry,
veterinary medicine and architecture.


22552. The university has the sole authority in public higher education to
award the doctoral degree in all fields of learning, except that it may agree with
the state colleges to award joint doctoral degrees in selected fields.


22553. The university may make reasonable provision for the use of its
library and research facilities by qualified members of the faculties of other in-
stitutions of public higher education in this State.


9—20703
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CHAPTER 3. THE STATE COLLEGE SYSTEM


22600. The State College System shall be administered by a board designated
as the Trustees of the State College System of California, which is hereby
created.


22601. The board shall be composed of the following four ex officio members:
the Governor, the Lieutenant Governor, the Superintendent of Public Instruction,
and the person named by the trustees to serve as the chief executive officer of
the system; and 16 appointive members appointed by the Governor, except that
the members, as of the effective date of this section, of the State Board of
Education shall serve ex officio as and among the first appointive trustees. The
terms of the appointive members shall be four years, except that the first ap-
pointive trustees, including the members of the State Board of Education, shall
classify the terms of their offices by lot so that four of the first appointive terms
shall expire on the first day of March of each calendar year, commencing in 1961
and ending in 1964. The Speaker of the Assembly shall have the status of a Legis-
lative interim committee on the subject of the State College System and shall
meet with the board and participate in its work to the extent that such participa-
tion is not incompatible with his position as a Member of the Legislature.


22601.5. Notwithstanding Section 22601, commencing on March 1, 1961, the
terms of the appointive trustees shall be eight years, except that the 16 appointive
trustees serving on February 28, 1961, shall have new terms of office which they
shall classify by lot so that two of the terms of such appointive members shall
expire on the first day of March of each calendar year commencing in 1962 and
ending in 1969.


This section shall become operative only if Senate Constitutional Amendment
No. 1 of the 1960 First Extraordinary Session of the Legislature is approved by
the electors.


22602. The expiration of a trustee’s term of office as a member of the State
Board of Education or any earlier vacancy in that office shall create a vacancy
in his trusteeship, unless the term ascribed thereto by lot has already expired.
In case of any vacancy on the board of trustees, the Governor shall appoint a
successor for the balance of the term as to which such vacancy exists.


22603. If the trustees and the Regents of the University of California both
consent, the chief executive officer of the State College System shall sit with the
Regents of the University of California in an advisory capacity and the President
of the University of California shall sit with the trustees in an advisory capacity.


22604. The Trustees of the State College System shall succeed to the powers,
duties and functions with respect to the management, administration and control
of the state colleges heretofore vested in the State Board of Education or in the
Director of Education, including all powers, duties, obligations, and functions
specified in Article 2 (commencing at Section 24501) of Chapter 11 of Division
18 of this code, and all obligations assumed by the State Board of Education
pursuant to that article prior to July 1, 1961.


On and after July 1, 1961, the Trustees of the State College System shall have
full power and responsibility in the construction and development of any state
college campus, and any buildings or other facilities or improvements connected
with the State College System. Such powers shall be exercised by the Trustees
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of the State College System notwithstanding the provisions of Chapter 2 (com-
mencing at Section 14100) and Chapter 3 (commencing at Section 14250) of
Part 5 of Division 3 of Title 2 of the Government Code, except that the powers
shall be carried out pursuant to the procedures prescribed by these laws.


The provisions of this chapter relating to the transfer of the powers, duties,
and functions with respect to the management, administration and control of the
state colleges shall become operative on July 1, 1961.


22605. The State College System shall be entirely independent of all political
and sectarian influence and kept free therefrom in the appointment of its trustees
and in the administration of its affairs, and no person shall be debarred admission
to any department of the state colleges on account of sex.


22606. The primary function of the state colleges is the provision of instruc-
tion for undergraduate students and graduate students, through the master’s
degree, in the liberal arts and sciences, in applied fields and in the professions,
including the teaching profession. Presently established two-year programs in
agriculture are authorized, but other two-year programs shall be authorized only
when mutually agreed upon by the Trustees of the State College System and the
State Board of Education. The doctoral degree may be awarded jointly with the
University of California, as provided in Section 22552. Faculty research is author-
ized to the extent that it is consistent with the primary function of the state
colleges and the facilities provided for that function.


22607. All state employees employed on June 30, 1961, in carrying out func-
tions transferred to the Trustees of the State College System of California by
this chapter, except persons employed by the Director of Education in the Divi-
sion of State Colleges and Teacher Education of the Department of Education,
are transferred to the State College System.


Nonacademic employees so transferred shall retain their respective positions
in the state service, together with the personnel benefits accumulated by them at
the time of transfer, and shall retain such rights as may attach under the law
to the positions which they held at the time of transfer. All nonacademic posi-
tions filled by the trustees on and after July 1, 1961, shall be by appointment
made in accordance with Chapter 9 (commencing at Section 24201) of Division
18 of this code, and persons so appointed shall be subject to the provisions of
Chapter 9.


The trustees shall provide, or co-operate in providing, academic and adminis-
trative employees transferred by this section with personnel rights and benefits at
least equal to those accumulated by them as employees of the state colleges,
except that any administrative employee may be reassigned to an academic or
other position commensurate with his qualifications at the salary fixed for that
position and shall have a right to appeal from such reassignment, but only as to
whether the position to which he is reassigned is commensurate with his quali-
fications. All academic and administrative positions filled by the trustees on and
after July 1, 1961, shall be filled by appointment made solely at the discretion of
the trustees. The trustees shall establish and adjust the salaries and classifications
of all academic and administrative positions and neither Section 18004 of the
Government Code nor any other provision of law requiring approval by a state
officer or agency for such salaries or classifications shall be applicable thereto.
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The trustees, however, shall make no adjustments which require expenditures in
excess of existing appropriations available for the payment of salaries. The pro-
visions of Chapter 9 (commencing at Section 24201) of Division 18 of this code
relating to appeals from dismissal, demotion or suspension shall be applicable to
academic employees.


Persons excluded from the transfer made by this section shall retain all the
rights and privileges conferred upon civil service employees by law. Personnel of
state agencies employed in state college work other than those transferred by
this section and who are employed by the trustees prior to July 1, 1962, shall
likewise be provided with personnel rights and benefits at least equal to those
accumulated by them as employees of such state agencies.


CHAPTER 4. JUNIOR COLLEGES


22650. The public junior colleges shall continue to be a part of the public
school system of this State. The State Board of Education shall prescribe mini-
mum standards for the formation and operation of public junior colleges and
exercise general supervision over public junior colleges.


22651. Public junior colleges shall offer instruction through but not beyond
the fourteenth grade level, which instruction may include, but shall not be limited
to, programs in one or more of the following categories: (1) standard collegiate
courses for transfer to higher institutions; (2) vocational and technical fields
leading to employment; and (3) general or liberal arts courses. Studies in these
fields may lead to the associate in arts or associate in science degree.


CHAPTER 5. CO-ORDINATING COUNCIL FOR HIGHER EDUCATION


22700. There is hereby created an advisory body, the Co-ordinating Council
for Higher Education, to be composed of three representatives each of the
University of California, the State College System, the public junior colleges, the
private colleges and universities in the State, and the general public. The univer-
sity shall be represented by three representatives appointed by the regents. The
State College System shall be represented by its chief executive officer and two
trustees appointed by the trustees. Public junior colleges shall be represented
by a member of the State Board of Education or its chief executive officer as
the board may from time to time determine, and a member of a local public
junior college governing board and a public junior college administrator. The
junior college governing board member shall be selected by the State Board of
Education from a list or lists of five names submitted for its consideration by
any association or associations of state-wide coverage which represent junior
college governing boards. The public junior college administrator shall be selected
by the State Board of Education from a list of five names submitted for its
consideration by the California Junior College Association. The private colleges
and universities shall be represented by three persons, each of whom shall be
affiliated with a private institution of higher education as a governing board
member or as a staff member in an academic or administrative capacity and
shall be appointed by the Governor after consultation with an association or
associations of such private institutions. The general public shall be represented
by three members appointed by the Governor. Appointments and removals made
pursuant to this section shall be at the sole discretion of the appointing authority
specified herein.
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22701. The council shall appoint and may remove a director in the manner
hereinafter specified. He shall appoint persons to such staff positions as the
council may authorize.


22702. The council shall prescribe rules for the transaction of its own affairs,
subject, however, to the following requirements and limitations: (1) the votes
of all representatives shall be recorded; (2) effective action shall require the
affirmative vote of eight members; and (3) the affirmative votes of 10 members
shall be necessary to the appointment or removal of the director.


22703. The co-ordinating council shall have the following functions, advisory
to the governing boards of the institutions of public higher education and to
appropriate state officials; (1) review of the annual budget and capital outlay
requests of the university and the State College System, and presentation of
comments on the general level of support sought; (2) advice as to the applica-
tion of the provisions of this division delineating the different functions of public
higher education and counsel as to the programs appropriate to each segment
thereof, and in connection therewith shall submit to the Governor and to the
Legislature within five days of the beginning of each general session a report
which contains recommendations as to necessary or desirable changes, if any, in
the functions and programs of the several segments of public higher education;
and (3) development of plans for the orderly growth of public higher education
and the making of recommendations on the need for and location of new facilities
and programs.


22704. The council shall have power to require the institutions of public
higher education to submit data on costs, selection and retention of students,
enrollments, plant capacities and other matters pertinent to effective planning
and co-ordination, and shall furnish information concerning such matters to the
Governor and to the Legislature as requested by them.


22705. This division shall be known and may be cited as the Donahoe Higher
Education Act.


SEC. 2. There is hereby appropriated from the General Fund for the support
of the state system of higher education the sum of one hundred thirty-one thou-
sand eight hundred sixty dollars ($131,860) or so much thereof as may be
necessary, to be expended as follows:


(a) To the Trustees of the State College System of California for expenses
incurred by the trustees pursuant to Chapter 3 (commencing at Section 22600)
of Division 16.5 of the Education Code, including planning for the uninterrupted
performance of the functions and duties transferred to the board.--------- $81,860


(b) To the Co-ordinating Council for Higher Education for expenses incurred
by the council pursuant to Chapter 5 (commencing at Section 22700) of Division
16.5 of the Education Code-----------------------------------------------------------------$50,000


3. Other measures passed, and signed by the Governor where
required, to give the new state college trustees autonomy be-
yond that now held by the State Board of Education with
respect to the state colleges:


a. Senate Concurrent Resolution 16, which states it to be the
policy of the Legislature to give the trustees of the state
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b. Power to accept gifts or donations of real or personal prop-


c.


erty which will aid in carrying out the primary functions
of the state colleges as defined in SB 33 above
Authority to give vice presidents and deans in the state
colleges tenure as academic teaching employees rather than
continue the present practice of giving tenure at the same
level and salary step or higher of vice presidents or deans


college system “. . . a large degree of flexibility in deter-
mining the most effective use of funds available for higher
education in the state colleges . . .” and that “. . . it is
the desire and intention of the Legislature that budget bills
hereafter enacted shall provide for the state college system
certain exemptions from fiscal and budgetary controls simi-
lar to those exemptions presently granted to the University
of California . . .”


as
a.


follows:


Increases the maximum number of state scholarships from
2,560 to 5,120 by 1964


b.


c.


Increases the maximum award from $600 to $900
Permits an award winner who elects to go first to a junior
college to have his scholarship held in trust for not to exceed
two years and three months
Repeals the terminal date of July 1, 1964, for the scholar-
ship program


B. Other legislative actions relating to the Master Plan recommenda-
tions and signed by the Governor where required:


1. Passed AB 10 which amends the existing state scholarship law


d.


2. Approved without appropriation new state colleges:
a. In the Los Angeles area, vicinity of the International Air-


port
b. In the San Bernardino-Riverside area


3. Gave final approval for the establishment of a new state col-
lege (action first taken on this in 1957) in the North Bay
area and named it the Sonoma State College


4. Appropriated 3 million dollars to the University of California
subject to release by the Director of Finance “. . . for cam-







5 .
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pus planning and development including real property acqui-
sition as may be determined by the Governor, Board of Re-
gents and Director of Finance . . .”


Appropriated funds for a 7½ per cent increase of academic
faculty salaries in the state colleges and the University of
California


Passed House Resolution 16, which requests the Department
of Finance and the Legislative Analyst with the assistance of
the Department of Education and the University of California
to make a study “. . . of standards of utilization and occu-
pancy of instructional areas in the state colleges and the Uni-
versity of California . . .”and submit a report to the Legis-
lature during the 1961 general session


C. Bills introduced but referred for interim study by legislative
committees :


1. Several bills were introduced to provide additional state funds
to the junior colleges for current operation and for state assist-
ance for their capital outlay purposes by both grants and loans
in accordance with the Master Plan recommendations. These
were all referred for interim study through the passage of
House Resolution 22 from which the following is taken:


Resolved by the Assembly of the State of California, That the Assem-
bly of the State of California recognizes its obligations to the junior col-
leges in increased assistance to the junior colleges in both capital con-
struction funds and increased operating expenses; and be it further


Resolved, That the assignment of Assembly Bills No. 37, 40 and 45,
of the 1960 First Extraordinary Session to interim study has been done
so that a thorough study can be made of the degree to which the financial
obligations of the State can best be met, and substantial and effective
assistance given to the junior colleges; and be it further


Resolved, That the Assembly Interim Committee on Education is di-
rected, after work with the Department of Finance and the Office of the
Legislative Analyst, to submit to the Assembly by the fifth calendar day
of the 1961 Regular Session of the Legislature a report which will recom-
mend the type and degree of State support for junior colleges; and be it
further


Resolved, That the Assembly requests the State Board of Education
and the Regents of the University of California to delay implementation
of their proposed diversion of 50,000 students to the junior colleges until
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action has been taken by the Legislature which would financially assist
the junior colleges to adequately educate these students . . .


2. Bills were likewise introduced to set up junior college scholar-
ships, subsistence grants to state scholarship holders and for
graduate fellowships. These matters, like the support items for
the junior colleges, were referred for interim study.
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JOINT ADVISORY COMMITTEE REPORT ON
DIFFERENTIATION OF FUNCTION AMONG
THE PUBLICLY SUPPORTED SEGMENTS OF
HIGHER EDUCATION IN CALIFORNIA AS
AMENDED BY THE MASTER PLAN SURVEY


TEAM


COMMENTS BY MASTER PLAN SURVEY TEAM


At the March 14, 1959, joint meeting of the State Board of Edu-
cation and The Regents of the University of California this resolu-
tion was adopted:


Therefore, Be it Resolved by the two Boards that the Joint Advisory Com-
mittee not only shall consider questions concerning the co-ordination of public
higher education in California, but also the establishment of additional cam-
puses, and the relationship between the three segments of public higher educa-
tion in respect to their functions, admission requirements, and programs in
order to reduce unnecessary duplication of campuses, facilities, and programs.


In accordance with this action the Joint Advisory Committee at its
first meeting on March 26, 1959, began consideration of the complex
problem of differentiation of function, which it continued for the next
six meetings. On October 27, 1959, J. Burton Vasche, Chairman
transmitted to the Survey Team the Joint Advisory Committee’s final
draft statement entitled,“Functions of the Junior Colleges, State
Colleges, and the University of California.” The Survey Team gave
extended consideration to this statement and is in essential agreement,
with these exceptions:


1. The creation of a commission to study the need for additional
college teachers in California and, if such a need is found, how
best can it be met


2. The drawing of state college students from the upper 40 per
cent and University students from the upper 15 per cent of all
California public high school graduates


3. The statement on research in the state colleges


[207]
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4. The inclusion of a section dealing with extension programs and
adult education


Accordingly, the Survey Team modified the Joint Advisory Com-
mittee statement and inserted a statement on the institutional func-
tions of the state colleges and the University of California on the
awarding of joint doctoral degrees as provided in the proposed con-
stitutional amendment. As thus modified, the statement was recom-
mended to the Liaison Committee on December 17, 1959, and was
approved for transmission to the joint meeting of the two boards on
December 18. However, at the request of The Regents the statement
was withdrawn from the materials considered by the two boards on
the grounds that there was possible conflict between the functions as
given in this statement and those incorporated in the proposed con-
stitutional amendment. The Survey Team believes that the Joint
Advisory Committee statement as amended by the team will be of
use to the Co-ordinating Council when it is established. Accordingly,
the Survey Team suggests that the Joint Advisory Committee report
be referred by the Liaison Committee to the new Co-ordinating
Council when it is established and that the section of this report
entitled “Extension Programs and Adult Education” be referred by
the Liaison Committee to the State Advisory Committee on Adult
Education.


INSTRUCTIONAL FUNCTIONS


The junior colleges will provide:


1. The first two years of a collegiate education for students plan-
ning to complete work for baccalaureate degrees


2. Two-year associate in arts degree programs with broad applica-
tion for citizenship, health, family living, science, and basic
communication needed by citizens


3. Vocational-technical, general education and training to prepare
students for occupations which require two years of training
or less


4. Counseling services sufficiently extensive to meet the needs of
a nonselected group


5. Remedial courses for students whose preparation for their
chosen curricula is inadequate
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6. Vocational-technical, general education, and other appropriate
programs for part-time students


The state colleges will provide:


1. A broad program leading to baccalaureate degrees (a) in arts
and sciences, with majors in the standard subject areas, and
(b) in applied fields that by their nature require four years of
collegiate education


2. Programs designed to discharge their major responsibility for
the preparation of teachers


3. Programs of graduate study leading to the master’s degree in
arts and sciences and in applied fields


[In addition to the foregoing the state colleges may award the doc-
toral degree jointly with the University of California.] l


The University of California will provide:


1. Broadly based instruction leading to the baccalaureate degrees


2. Graduate programs leading to master’s degrees and doctoral
degrees, and programs of postdoctoral instruction


3. Instruction in professional fields


4. Programs for the preparation of teachers


[In addition to the foregoing, the University may award the doctoral
degree jointly with the state colleges.] 2


ADMISSION POLICIES


The junior colleges will:


Admit all graduates of California high schools who desire to con-
tinue their education and others whose maturity indicates potential
success in post-high-school education.


The state colleges will:


1. Admit students who typically rank in the upper 331/ 3 per cent 3


of all graduates of public high schools in California


2. Admit qualified transfer students
1 Added by the Survey Team.
2 Ibid.
3 In the Joint Advisory Committee report this figure was 40 per cent.
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3. Admit to graduate study qualified graduates of institutions of
higher learning


4. Expand upper division and graduate enrollments faster than
the lower division enrollments


The University of California will:


1. Admit students who typically rank in the upper 12½ per cent 4


of all graduates of public high schools in California


2. Admit qualified transfer students


3. Admit to graduate study qualified graduates of institutions of
higher learning


4. Expand upper division and graduate enrollments faster than
the lower division enrollments


In addition all three segments will:


Meet the special needs of superior students by co-operating with
high schools in admitting certain gifted high school seniors to college
courses while they are completing their high school work. Already
sanctioned by law in the case of the junior colleges and followed by
some campuses of the University, the practice should be authorized
for the state colleges also.


RESEARCH


The junior colleges will:


Consider themselves instructional institutions with work confined
to the lower divisions; hence, research should be directed toward
improving the quality of junior college instruction.
[In addition, junior college faculty should be encouraged to pursue
individual research during summers and whenever possible during
the academic year.] 5


The state colleges will:


1. Recognize that instruction is their paramount function and will
provide library, laboratory, and other facilities appropriate to
the degrees offered.


2. Carry on research, using facilities provided for and consistent
with the primary function of the state colleges.6


4 In the Joint Advisory Committee report this figure was 40 per cent.
5 Added by the Survey Team.
6 This statement was modified by the Survey Team.
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The University of California will:


1. Be the primary state-supported academic agency for research,
both basic and applied


2. Be the primary public repository for scarce documents and
other unique library resources needed for the doctor’s degree
and for research programs


3. As part of its responsibility for scholarly work, make its re-
search and library facilities available to qualified members of
faculties of other institutions
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advisory to Liaison Committee and


Master Plan Survey Team, 24,
25


creation and function of, 24, 36
participant in Master Plan Survey,


22, 24, 25, 36
report on differentiation of functions


of segments of public higher ed-
ucation, (Appendix II), 36


Survey Team suggests referral to
Co-ordinating Council, 37


statement on Admission Policies, In-
structional Functions, and Re-
search, (Appendix II), 208-11


Joint Staff for the Liaison Committee,
21, 22, 25, 115


Junior Colleges. See also specific topics
such as Admission Policies,
Adult Education, Area Needs,
Costs of Higher Education, Di-
version of Students, Enrollment
Projections, Faculty Demand,
Physical Plants


admission and retention policies, 60,
70, 76


all high school graduates eligi-
ble, 66, 70


recommended policies, 4, 5, 6, 66,
69, 74-77, 209


adult education, 140, 142, 143
Bureau of Junior College Education,


1 0 6  
California Junior College Associa-


tion
junior college representative nom-


inated by, 22
source of data for institutional ca-


pacities study, 84
capital outlay cost of selected cam-


puses (table), 160
Co-ordinating Council representa-


tion, 3, 43
cost of selected campuses (table),


160
diversion of students, effect of, 58-


65
doctorates on faculty, 123
enrollment projections, 5l-64


comparison table, 64
modified, to 1975, 62, 63
status quo, to 1975, 51, 53, 54


enrollment ranges recommended, 8,
9, 111


estimated costs of “typical” junior
colleges (table), 162


expenditures, 150-52
functions of, (Appendix II), 35, 36
governing of, 29
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Joint Advisory Committee state-
ment on functions, (Appendix
I I )


admissions policies, 209
instructional functions, 208
research, 210


library capacities of, 87, 88, 91
need for additional facilities, 82,


104-106
by State Economic Areas, 49, 82,


91, 104-106, 110
county study by Bureau of Junior


College Education, 106, (note
11)


findings, 109, 110
recommendations on, 1, 9, 12


organization and control, 29
part of Public School System, 29
per cent of instructional space in


temporary buildings (table), 87
plant capacity, 91
probation, use of, 76
relationship to proposed Co-ordinat-


ing Council, (Figure 2), 40
recommendations concerning the


junior colleges
adult education, 12, 13, 144, 145
area needs, 8, 9, 111, 112
diversion of lower division stu-


dents, 6, 59, 65
enrollment limitations and pro-


jected plant needs, 8, 9, 111,
112


faculty demand and supply, 11,
12, 135, 136


function (under proposed consti-
tutional amendment), 1, 2, 41


institutional capacities and utiliza-
tion of physical plants, 7, 8, 96-
98


junior college support, 13, 14, 171
state scholarships and fellowships,


6, 79
structure, function and co-ordina-


tion, 1-3, 41-44
student fees, 15, 175
validity of entrance requirements,


4, 69
remedial function, 66


representation on Co-ordinating
Council, 3, 39, 40, 43


State Scholarship Program, 78, 79
state support of, 13, 14, 168-71


recommended increase, 13, 14, 171
(Appendix I), 197, 198, 205


per cent paid from State School
Fund, 168


transfer function, 71, 72
unit costs of, 155, 156


“Late Bloomers,” 76
Legislative Studies, 16-18
Legislature, 1960 Special Session, 15,


Appendix I
Liaison Committee


advisory and representative groups,
(Figure l), 25


approved establishment of Technical
Committees, 23


created in 1945, 18
Joint Staff of, 115
Master Plan report transmitted to, v
presented Master Plan recommenda-


tions to governing boards, 1
record of recommendations ap-


proved, 19
recommended organization plan for


Master Plan Study, 21
responsible for Master Plan, 1, 19,


21, 22
State Board of Education and The


Regents of the University par-
ties to, 19


statement on functions approved in
principle, 36, (Appendix II),
208


success of, 19
voluntary co-ordination, 19, 20, 21,


25, 38
weaknesses of present co-ordinating


machinery, 19, 20, 21, 34, 38


Library Capacities, 87, 91
American Library Association stand-


ards, 87, 88
of the segments, 87, 88


Master Plan Recommendations. See
Recommendations of the Mas-
ter Plan
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Master Plan Survey
basic issues before, xi (Preface)
financial support, 24
nature of Technical Committee re-


ports, 26
organization, 21, (Figure 1), 25
origin and plan, 20
problems to be studied, 22, 24, 36


differentiation of functions, 24, 36
priority lists for new institutions,


24
structure, function, and co-ordina-


tion, 24
staff assistance, 24
structure, function and co-ordina-


tion, 27
one-board plan discussed, 32
Survey Team responsible for re-


port on, 24
Technical Committees, 23
transmittal to Legislature, iii


Master Plan Survey Team. See also
Recommendations


advisors to Technical Committees,
26


belief in validity of recommenda-
tions, preface, xii


conclusions on faculty supply and
demand, 134


conclusions on future outlook for
California higher education,
188-95


conclusions on status quo enroll-
ment projections, 58, 59


conclusions on structure, 32
financial support and staff assistance,


24
formation of team, 21, 22
members, vi, vii, 25
opinions on organizations of higher


education system, 28-32
recommendations on diversion of


lower division students, 59
relation to Joint Advisory Commit-


tee, 24, 36, (Appendix II), 207
requirements for selection standards,


74
restrictions on enrollment growth,


57-59


Technical Committees responsible
to, 23


transmittal of Master Plan Report
to Liaison Committee, v


use of Joint Advisory Committee
Statement of institutional func-
tions, 36, 37 (Appendix II), 208


Master’s Degree. See also Faculty De-
mand and Supply, Graduate
Program


capacity for expansion at this level,
90


in state colleges, 2, 34, 36, 42
strengthening of programs, 12, 136


Modified Cost Projections, 165-66. See
also Costs of Higher Education


based on changes recommended in
Master Plan Survey, 165


cost of modified plan to state, 192-
95


difference in annual state appropria-
tions under modified plan
(table), 193


estimated total cost required for
higher education, 166


findings, 167, 168
half of grand total estimates will be


spent by the University of Cali-
 fornia, 166


savings to state, 194
Moldified Enrollment Projections, 60,


164, 192. See also Enrollments
conclusions on, 65
enrollment distribution, 61-65


comparison with status quo
(table), 64


National Education Association, 84,
118


National Teacher Placement Associa-
tion, 119


Need for Additional Centers of Public
Higher Education in California
(1957), 17, 84


New Type of College Training (1932),
35


One-Board Plan, 32, 33
Organization and Control. See Struc-


ture, Function, and Co-ordina-
tion
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“Package” Plan, 33
Physical Plants. See also Area Needs,


Institutional Capacities
“assured construction” capacity, 85,


86, 90
capacity in temporary buildings, 86,


(table), 87
class or room scheduling, 94
findings and conclusions on space


utilization standards, 96
library facilities, 87
methods for increasing utilization,


94
modification of existing space stand-


ards, 95
purposes of study of capacities and


utilization, 92
recommendations on utilization, 96-


98
relation between capacity and pro-


jected enrollments, 88
student capacities of, 85-88


after completion of assured con-
struction, (table), 87


study of year-round use recom-
mended, 8, 98


summer programs recommended, 8,
98


unused capacity for doctoral candi-
dates, 90


utilization of, 92
utilization standards, 92, 93


Population Projections, 46-48
Private Colleges and Universities. See


Independent Institutions


Professional Fields
recommendation for study of short-


ages in, 11, 114
“Public Higher Education in Califor-


nia, Functions of the Junior
Colleges, State Colleges, and the
University of California,” 36,
(Appendix II), 207


“Public Junior College System: The
Current Situation and Future
Needs,” 106


Recommendations of the Master Plan,
(Chapter I)


action of Legislature on, (Appendix
I), 198


admission policies and procedures,
4, 73-76


adult education in California, 12, 13,
144, 145


approved in  pr inc ip le  by State
Board of Education and The
Regents, iii, xii, 1


area needs, 8-11, 111-14
considered by 1960 Special Session


of Legislature, xi
constitutional amendment proposal


on structure, function and co-
ordination, l-3, 41-44


distribution of lower division stu-
dents, 6, 59, 65


enrollment limitations, 8, 9, 11
faculty demand and supply, 11, 12,


135, 136
institutional capacities and area


needs, 7-11, 96-98, 111-14
enrollment limitations and pro-


jected plant needs, 8-11, 111-14
utilization of physical plants, 7-8,


96-98
junior college support, 13, 14, 171


Liaison Committee clarification ac-
cepted by Survey Team, v


miscellaneous recommendations, 15
number of, xii, 19


other recommendations, 15
projected plant needs, 8-11, 111-14
purpose of recommendations, xii
retention, 6, 76, 77
requiring legislative action, (Ap-


pendix I), 197, 198
selection and retention of students,


4-6, 59, 69, 73-77, 79
admission policies and procedures,


4, 73-76
distribution of lower division stu-


dents, 6, 59, 65
measures of validity of entrance


requirements, 4, 69
retention, 6, 76, 77


state scholarships and fellowships, 6,
79
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Recommendations of the Master Plan,
(Chapter I)—continued


structure, function, and co-ordina-
tion, 1-3, 41-44


student fees, 14, 15, 174, 175
submitted without dissenting vote, v
Survey Team belief in validity of,


xii
total estimated costs, 13, 14, 171,


174, 175
junior college support, 13, 171
student fees, 14, 15, 174, 175


utilization of physical plants, 7-8,
96-98


validity of entrance requirements, 4,
69


Regents of the University of Califor-
nia. See University of Cali-
fornia


Report of a Survey of the Needs of
California in Higher Education,
1948 (“Strayer Report”), 17,
35, 77, 78, 92, 93, 96, 137, 138


Research
as a cost factor, 147, 148, 154
faculty research authorized in state


colleges, 36, 42, (Appendix I),
201


Joint Advisory Committee statement
on, (Appendix II), 210, 211


source of new faculty, 123, 125
University primary academic agency


for, 37, 43, (Appendix I), 199
University to share library and re-


search facilities, 37, 43
Restudy of the Needs of California in


Higher Education, 1955
authorized by 1953 Legislature, 17
estimates of future educational ex-


penditures, 190
junior college support, 168
on adult education, 137, 138
plant utilization recommendations,


92-98
projected costs of higher education,


163, 164
recommendation on reduction of


lower division enrollments, 58,
169


scholarships, 77
source reference for institutional ca-


pacities study, 84, 85
space utilization standards, 7, 8, 92,


93, 94, 95, 96, 97, 98
state’s ability to finance higher ed-


ucation, 177
recommendation on unused capacity


in private institutions, 91
Retention. See also Admissions Poli-


cies, Recommendations, Stu-
dents


annual report by segments recom-
mended, 6, 76, 77


greater uniformity in policy and
practices recommended, 6, 76,
77


“late bloomers,” 76
probation and dismissal practices of


the segments, 76
Scholarships, 77-79


actions by 1960 Legislature on Mas-
ter Plan Recommendation, (Ap-
pendix I), 204


cost and number of awards provided
in 1959-60, 78


graduate fellowships proposed, 78
means of assisting promising stu-


dents, 78
reasons for recommending program


expansion, 78
recommendationson, 79
Restudy and Strayer Report recom-


mendations for, 77, 78
State Scholarship Commission, 79
State Scholarship Program


adopted in 1955, 78
effect on independent institutions,


78
effect on junior colleges, 79
legislative action, on, (Appendix


I), 204
purposes of Survey Team recom-


mendations for expansion, 78
recommendations, 79


Scholastic Aptitude Tests, 91, 92, foot-
note p. 7


Selection. See Admissions Policies,
Recommendations, Students
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Senate Bill No. 33, (Appendix I), 199-
203. See also Donahoe Act


Space Standards.See Area Needs,
Physical Plants


State Advisory Committee on Adult
Education. See Adult Education


State Board of Education. See also
Liaison Commit tee


and Superintendent of Public In-
struction, 29, 30


approval of adult education recom-
mendations, 138


approval of all recommendations of
the “Strayer Report,” 17


approval of general plan for the
Master Plan Survey, 22


approval of Master Plan recommen-
dations, iii, 1


authority over state colleges, 29
chief state policy body concerned


with junior college, 38, 41
commendation of by California As-


sembly, 21
endorsement of A.C.R. No. 88, 20
joint actions with The Regents, 20
members “first trustees” of State


College System, 2, 42
party to the Liaison Committee, 18


State Council on Educational Planning
and Co-ordination, 18


State Colleges. See also specific topics
such as Admissions Policies,
Area Needs, Costs of Higher
Education, Enrollment Projec-
tions, Faculty Demand, Physi-
cat Plants


admissions policies and procedures,
70-72


admissions recommendations, 4, 73-
76


adult education, 137-44
allocation of students, 79-81
constitutional amendment proposed,


1, 2, 41, 42
control of, 29
co-ordination structure proposed


(Figure 2)) 40
cost of selected campuses (table),


161


costs per student  credi t  hour
(tables), 155-59


criteria for selecting applicants, 80,
81


definition of functions, 2, 3, 36, 42,
43. See also Appendix I, 199


diversion of lower division students,
59


doctoral degree proposal, 2, 3, 36,
42, 199, 201, 208, 209


eligibility of students for higher ed-
ucation (Figure 4), 73


enrollment distribution and growth,
52-65


conclusions, 59, 65
modified projections, 60-65
recommendation on reduction of


lower division enrollment, 6, 59
status quo projections (tables),


51, 53, 54, 56
enrollment ranges recommended, 8,


9, 111
expenditures, 1948-49 to 1957-58,


152, 153
faculty characteristics, 122
faculty salaries and “fringe bene-


fits,” 12, 117, 125, 136
faculty supply and demand, 12, 117,


121, 125, 126, 128, 130, 132,
135, 136


comparison of supply and demand
of doctoral degree holders
(table), 130


findings, 132
projections of demand (table),


121
projections of net supply (table),


128
recommendations, 135, 136


fee recommendations, 14, 174, 175
functions, 1, 2, 36, 42, (Appendix


11)
Joint Advisory Committee State-


ment on functions, 36, 37, (Ap-
pendix II), 208-11


limitation on new campuses estab-
lished before junior college fa-
cilities provided, 8, 111
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State colleges—continued
master’s degree, 2, 34, 36, 42, 90,


136
need for “efficiency of freedom,” 28,


30
need for new, 107
new campuses recommended, 10,


112, 113. (See also Appendix,
198)


organization, 29
per cent of new faculty holding doc-


torates, 117, 123
recommendations concerning the


state colleges
adult education, 12, 13, 144, 145
distribution of lower division stu-


dents, 6, 59
enrollment limitations and pro-


jected plant needs, 8-11, 111-14
faculty demand and supply, 11,


12, 135, 136
measures of validity of entrance


requirements, 4, 69
selection and retention of stu-


dents, 4-6, 69, 73-77
state scholarships and fellowships,


6, 79
structure, function, and co-ordi-


nation, l-3, 41-44
student fees, 14, 15, 174, 175
utilization of physical plants, 7, 8,


96-98
validity of entrance requirements,


4, 67-69
recruitment problems, 111
relationship to proposed Co-ordinat-


ing Council, (Figure 2), 40
representation on Co-ordinating


Council, 3, 43, Appendix I
requirements for out-of-state appli-


cants, 5, 75
research, 2, 36, 42. (See also Ap-


pendixes I and II), 201, 210


selection and retention of students,
4-6, 69, 73-77


State College System, 2, 3, 42, 43
full-time equivalent of state-wide


personnel for, 30


State Economic Areas, 49, 82, 106,
113


state scholarships and fellowships,
77-79


teacher education, 2, 42
transfer students, 71, 72
Trustees of State College System, 2,


3, 42, 43, Appendix I
unit operating costs, 154, 155, 157.


59
State Department of Finance. See


California State Department of
Finance


State Economic Areas, 47, 49. See
also Area Needs


area needs by, 82
defined, 47
findings, 109, 110
junior college needs, 91, 104-106,


109-12
listed, 49
rate of increase in high school grad-


uates, 101-103, 109, 110
state college needs, 106, 109-110, 113
University facilities needs, 107, 108,


113
used in projecting college enroll-


ments, 47, 49, 101, 103, 110
State Public Works Board, 106
State Scholarships. See Scholarships
State School Fund, 13, 140, 171. See


also Junior Colleges
State Superintendent of Public In-


struction, 15, 17, 21, 29
Status Quo Cost Projections, 164-65.


See also Costs of Higher Edu-
cation


cost of status quo plan to State,
192-95


estimated total cost of higher edu-
cation, 1965-66 to 1975-76
(table), 165


findings, 167, 168
half of grand total estimates will be


spent by the University, 166
procedure for, 164


Status Quo Enrollment Projections,
47-59. See also Enrollments


assumptions controlling, SO-52
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by State Economic Areas, 47, 49
distortions revealed by, 57
distribution of full-time enrollment


projections to 1957 (basic
table), 51


findings based on, 55-57
for existing and authorized state col-


leges (table), 56
for existing and authorized Univer-


sity campuses (table), 57
“grade progression” method, 47
growth in full-time enrollment by


segment, between 1958 and
1975 (table), 53


indicate immediate need for two
new state colleges, 106


prepared by Department of Finance,
47


recommended diversion of projected
lower division enrollment, 59


trends in full-time enrollment, by
level and segment, 1958 and
1975 (table), 54


use of for cost projection, 164
“Strayer Report.” See Report of a


Survey of the Needs of Califor-
nia in Higher Education


Structure, Function, and Co-ordina-
tion, 27-44. See also Higher Ed-
ucation, Liaison Commit tee,
Recommendations of the Mas-
ter Plan


agreement on “compact,” 27, 33, 34
conclusions on structure, 32
consideration of “one-board,” “super-


board,” and “parallel boards”
plans, 32, 33


control and organization of the jun-
ior colleges, state colleges, and
University of California, 29-32


differential functions of the three
public segments, 34, 41-44


“efficiency of freedom,” 27, 28
Joint Advisory Committee report on


functions, 36, 37, Appendix II
machinery of co-ordination, 19, 20,


38, 40
needs and desires of each segment,


27


objectives of Survey Team, 27
proposed constitutional amendment,


40-41
recommendation, 41-44


Survey Team brief statement on
functions, 36, Appendix II


Students. See also Enrollment, Physi-
cat Plants


admission policies and procedures,
70-76


allocation among institutions, 79-81
characteristics in adult education,


142
criteria for selecting, 80, 81
diversion of lower division students,


169
eligibility for higher education (fig-


ure), 73
encouragement of graduate students,


79, 135
fees, 14, 172-75
full-t ime equivalent students, 7,


(footnote 9), 120
full-time fall enrollments, by seg-


ment, 1948-1958 (table), 46
full-time students, 119, 126
getting best students in appropriate


institutions, 77
—pay for housing, feeding, parking,


173
persistence in college, 68
problem of numbers, Chapter IV,


66-81
problem of quality, Chapter V, 66-


81
—resident and nonresident, 14, 175
—scholarships, 77-79


selection and retention, 4-6, 67, 76,
77


continuance in college, 67-69
rate of dismissal, 67, 69
scholastic success, 67-69
standing on tests, 67-69


student capacities of physical plants,
85-88


summer programs recommended, 8,
98


—transfer students, 71, 72
—tuition, 14, 172-75
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Study of Faculty Demand and Supply
in California Higher Education,
1957-1970, 84, 115, 118, 122,
136


Study of the Need for Additional Cen-
ters of Public Higher Education
in California, 1957, 17, 84, 100


“Study on New Staff in Junior Col-
leges, 1957-58 and 1958-59,”
123


Summer Programs, 8, 98
“Suzzallo Report,” 17
Teacher Supply and Demand in Uni-


versities, Colleges, and Junior
Colleges, 1957-58 and 1958-59,
118, 124


Technical Committee
approval of, 23
areas of study, 23, 24
list of, viii, 25
on


on


on


on
on


on


adult education. See State Advi-
sory Committee on Adult Edu-
cation
California’s ability to finance
higher education, 176, 188


costs of higher education, 146,
188


enrollment projections, 47
institutional capacities and area
needs, 82
selection and retention of stu-
dents, 66-65, 80


reports of, xvii, 26
responsible to Master Plan Survey


Team, 24
Temporary Facilities, 86
Transfer Students, 71, 72
Trimester Plan, 8, 95, 98
Trustees. See State Colleges
Tuition. See Fees
University of California. See also spe-


cific topics such as Admission
Policies, Adult Education, Area
Needs, Costs, Enrollments, Fac-
ulty Demand and Supply, In-
stitutional Capacities, Liaison
Committee, Recommendations,
Structure, Function, and Co-
ordination


academic senate, 31
authority by delegation from The


Regents, 31
administration and organization, 2,


31, 32, 42. See also Appendix I,
199


admission policies and procedures,
70-76


adult education, 137-44
allocation of students, 79-81
Berkeley Campus


projections for
completion of 3 campuses approved


in 1957, and target enrollments
recommended, 10, 113. See also
Appendix I, 199


chancellors of the campuses, 31
characteristics of new faculty ap-


pointees, 122-24
constitutional amendment proposed


1, 2, 41, 42
constitutional autonomy of, 31
Co-ordinating Council, representa-


tion, 3, 43. See also Appen-
dix I, 202


co-ordination structure proposed
(Figure 2), 40 


cost of selected campuses (tables),
161, 162


costs per student credit-hour (tables),
155-59


criteria suggested for selecting ap-
plicants, 80, 81


diversion of lower division students,
57-59, 60-65, 79-81, 169


doctoral degree proposal, 3, 36, 37,
43. See also Appendixes I and
II, 199, 201, 208, 209


eligibility of students (Figure 4),
173


enrollment distribution and growth,
52-65


comparison of  status quo and
modified projections (table), 64


conclusions and recommendations,
59, 65


modified projections, 60-65
status quo projections, 47-59
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enrollment ranges recommended for
campuses, 8, 9, 111


expenditures, total, 1948-49 to 1957-
58, 153, 154


Extension Division, 140
faculty characteristics, 122-24
faculty salaries and “fringe benefits”


12, 117, 125, 136
faculty supply and demand, 11, 12,


115-36
comparison of projected supply


and demand of doctoral degree
holders (table), 130


findings, 132
projections of demand (table),


121
projections of net supply (table),


128
recommendations, 135, 136


fee recommendations, 14, 174, 175
functions, definition of, 2, 3, 36, 42,


43
graduate training recommendations,


11, 12, 135, 136
Joint Advisory Committee


representation on, 24, 25, (Figure
1)


statement on differentiation of
functions, 36, 37, 139, Appendix
I I


limitation on program of new cam-
puses established before junior
college facilities provided, 8,
111


need for new campuses, 107-109
new campuses recommended, 10, 11,


113, 114. See also Appendix I,
198


President of the University, 31
and adult education co-ordination,


13, 139, 144
representative on recommended


Co-ordinating Council, 3, 43
to sit with state college trustees


in advisory capacity, 2, 41. See
also Appendix I, 200


professional fields studies by Uni-
versity recommended, 11, 114.
See also Appendix I, 199


recommendations concerning the
University


adult education, 12, 13, 144, 145
area needs, 8-11, 111-14
distribution of lower division stu-


dents, 6, 59, 65
enrollment limitations and pro-


jected plant needs, 8-11, 111,
113, 114


faculty demand and supply, 11,
12, 135, 136


measures of validity of entrance
requirements, 4, 69


selection and retention of stu-
dents, 4-6, 69, 73-77


state scholarships and fellowships,
6, 79


structure, function and co-ordina-
tion, 1-3, 41-44


student fees, 14, 15, 174, 175
utilization of physical plants, 7,


8, 96-98
validity of entrance requirements,


4, 67-69
relationships to proposed Co-ordi-


nating Council (Figure 2), 40
research, University primary state-


supported academic agency for,
2, 36, 43. See also Appendixes
I and II, 199, 211


responsible for instruction in liberal
arts and teacher education, 2,
43. See also Appendix I, 199


state scholarships and fellowships,
77-79


The Regents, 2, 31, 42. See also
Liaison Committee


and adult education co-ordination,
13, 138, 144


appointive with long terms, 31
approved Master Plan recommen-


dations, iii, 1
approved recommendation to pro-


vide for use of library and re-
search facilities by faculty of
other higher institutions, 3, 43.
See also Appendix I, 199


considered one-board proposal, 32
governing body for University, 31
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University of California—continued
The Regents—continued


party to Liaison Committee, 19


requested by Legislature to make
Master Plan Study, iii


transfer students, 71, 72


unit operating costs, 154, 155, 157-
59


United States Office of Education, 84,
118, 134


Utilization of Classrooms. See Physi-
cal Plants


Validity of Entrance Requirements, 4,
67-69


Voluntary co-ordination, 19,20, 21, 28,
38


Will California Pay the Bill? 188-95
Survey Team conclusions, 194-96
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GRADUATE COURSE APPROVAL AND CRF PROCESS  
Requests for new graduate courses and course modifications are transmitted to GRC using the existing 
Course Request Form (CRF) in Excel spreadsheet format. Transition to a web‐based format is foreseen in 
the near future.  
 
Procedure for CRF submission for graduate courses:  
 
Note: Throughout this document, the term ”Graduate Group“ refers to either a stand-alone graduate group 
or a graduate emphasis area within the Interim Individual Graduate Program. Our interpretation of UCM 
and system-wide bylaws is that GRC has no jurisdiction over courses offered by approved graduate 
programs; that authority is granted to the faculty in the program. For consistency and bookkeeping 
purposes, however, we are requesting that all graduate course requests follow the procedure given below. 
Course requests from groups that have been granted full graduate program status require approval only 
from the Registrar’s office and not from GRC.  
 
1. All CRFs must be approved by a vote of the faculty of the submitting Graduate Group or by a committee 
to which that authority has been delegated. Documentation of approval by the Graduate Group, usually in 
the form of a cover letter from the group chair, must accompany submission of the CRF. All CRFs must 
also be signed by the faculty member proposing the course or course change and by the lead Dean for the 
submitting graduate group. It is the responsibility of the Graduate Group faculty to review course content, 
programmatic contribution, overlap with other courses, resource implications within the context of the 
relevant graduate program(s), WASC compliance, and need for submission of a Substantive Change 
Proposal to WASC.  The campus WASC Academic Liaison Officer (ALO) and the WASC Substantive 
Change Specialist will assist faculty in determining if a Substantive Change Proposal to WASC is 
necessary.  Program modifications that require a Substantive Change Proposal include introduction of a 
new degree, new modalities, introduction of a new off-campus site, or change in duration of a program (see 
February 5, 2009 WASC Steering Committee Memo for more information on triggers for substantive 
change). 
 
2. New courses should be indicated as such on the CRF and should have attached a WASC compliant 
syllabus providing the course goals/objectives, student learning outcomes, contact information, class 
policies, academic integrity policy, disability services information, course schedule/assignments/resources, 
and assessment/grading policy. Beginning in Fall 2009, the syllabus should also explain what the course 
contributes to the student's overall education (its relationship to the Program Learning Outcomes) and how 
it enriches (rather than duplicates, for example) the existing curriculum (i.e. the course's relationship to 
extant courses).   Resources for formulating a WASC compliant syllabus are available through the Center 
for Research on Teaching Excellence at http://crte.ucmerced.edu. 
 







3. Modifications to an existing course should be indicated as such on the CRF. The explanation box should 
explain briefly the reason for the proposed change and should have an accompanying WASC compliant 
syllabus. 
 
4. Cross-listed courses are courses that have different prefixes, names, and/or course numbers but are 
intended to be offered as the same course with the same meeting time, requirements, and units. Cross-listed 
courses must have identical course descriptions and prerequisites. Each course that is cross-listed with 
another course must have its own CRF that indicates the corresponding cross-listed course. 
 
5. Conjoined courses are graduate courses that share one or more elements (e.g. lecture, lab, fieldwork) 
with an undergraduate course. If a graduate course is to be conjoined, details must be provided about what 
parts of the course will be shared and how the requirements of Senate Regulation 762 will be met.  
(http://www.universityofcalifornia.edu/senate/manual/rpart3.html#r762)  
 
6. Completed CRFs should be submitted by the Graduate Group to the Registrar’s Office (to 
RegistrarSecure@ucmerced.edu). Upon receipt of the CRF, the Registrar will check the form for 
completeness, dean’s signature, and Graduate Group approval, check for consistency between cross-listed 
courses if relevant, and assign a preliminary course number if a new course. Forms submitted without 
required authorizations and incomplete forms will be returned to the originating Graduate Group.  
 
7. Completed CRFs will be transmitted to GRC for review. The following criteria will be used by GRC in 
its review:  
• Are the standards and prerequisites of the proposed course consistent with those of related courses taught 


at UCM and similar courses taught at other UC campuses?  
• Is the instructional format justified (e.g. lecture, lab)? Is the unit value for the course consistent with SR 


760 (each unit should correspond to three hours of student effort per week)?  
• Does the course appear to fit within the graduate group’s subject area? 
• Is the syllabus WASC compliant?   
• Does the subject matter of the course substantially overlap with that of another course? If so, the CRF or 


course outline should explain why the new course is needed.  
• If the course is to be co-listed with an undergraduate course, are the subject matter and proposed format 


consistent with SR 762 which requires that graduate and undergraduate courses “must have clearly 
differentiated and unique performance criteria, requirements, and goals.”  


 
8. If GRC requires further information or indicates that modification of the CRF is needed, the Senate 
Analyst on behalf of GRC will notify the Graduate Group of the request. It is the responsibility of the 
Graduate Group and/or submitting instructor to provide the requested information or modification to GRC 
in a timely fashion via the Senate analyst.  
 
9. Once a course is approved by GRC, the CRF in its final form will be transmitted to the Registrar. The 
Registrar will notify the originating Graduate Group of approval and the course will be entered into the 
catalog.  
 
 
 
 
 
Rev. March 2009 
 
 
 













Graduate and Research Council (GRC) 
Procedures for Submitting Proposals for Graduate Emphasis Areas and Graduate Programs 


 
Approved by GRC on January 19, 2010 


 
In  2003,  the  Interim  Individual  Graduate  Program  was  put  in  place  at  UC Merced.    This  umbrella 
program contains several disciplinary and  interdisciplinary emphasis areas with  individualized program 
requirements.  The intention of this program is to incubate graduate program areas to the point where 
they are ready to become stand‐alone graduate programs.  Faculty members must submit proposals to 
create new emphasis areas within the interim program, or to convert existing emphasis areas into stand‐
alone graduate programs.   


For new emphasis areas as well as new graduate programs, proposals should be written  to make  the 
case that 1) the proposed program fits at UC Merced; 2) that there is demand for the proposed program 
in CA and society at large; 3) that there are viable career paths for graduates of the program; and 4) the 
proposing  graduate  group  has  adequate  resources  (i.e.  intellectual,  personnel,  space,  and  funding), 
plans, and procedures  to grow a UC quality graduate program. Proposals  for new graduate programs 
should  demonstrate  growth  to  the  point  of  being  ready  to  service  a  full‐fledged  graduate  program, 
whereas proposals for new emphasis areas should have clear plans and timelines for developing into a 
full‐fledged graduate program. 
 
Proposals  are  first  reviewed  internally  at UCM. Once  approved,  they  are  then  submitted  to  the UC 
Coordinating Committee on Graduate Affairs  (CCGA). Proposals  for new graduate programs and new 
emphasis areas are also converted and submitted  to  the Western Association of Schools and Colleges 
(WASC). Both of these bodies must approve new graduate programs before students may be admitted 
and degrees conferred. CCGA and WASC each have their own guidelines for preparing graduate program 
proposals. While  these  guidelines  are  similar  in many  respects,  the  proposal  formats  are  different. 
Procedures for writing and submitting CCGA and WASC proposals are as follows. 
 


1. For new emphasis areas, proposing faculty members should follow the proposal format 
described at the end of this document.  For new graduate programs, proposing faculty members 
should write a CCGA proposal in accordance with instructions and guidelines found in the CCGA 
Handbook. 
http://www.universityofcalifornia.edu/senate/committees/ccga/ccgahandbook_current.pdf 


2. Policies and procedures should conform to policies and procedures detailed in the UCM 
Graduate Advisors Handbook. 
http://graduatedivision.ucmerced.edu/sites/graduatedivision/files/public/documents/UCMGrad
uateAdvisorHandbook.pdf. Graduate groups may impose additional or more stringent policies 
and procedures, but they cannot conflict with or diminish those already detailed in the Graduate 
Advisors Handbook.  


3. In  the  By‐Laws,  the  structures  of  one  or more  faculty  committees  (internal  to  the  graduate 
program) should be outlined who are responsible for curriculum and program assessment, and 
substantive change review.  


4. Proposing faculty members should contact the WASC Academic Liaison Officer  (ALO), who will 
identify a WASC Substantive Change Specialist to work with faculty members on translating the 
CCGA proposal into the corresponding WASC proposal. 
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5. Proposing  faculty members  should work with  Administration  to  identify  and  appoint  a  Lead 
Dean  for  the  proposed  graduate  program  (e.g.,  the Dean  of  the  School  that  is most  closely 
associated with the proposed program). The Lead Dean is appointed by Chancellor. 


6. Proposals  should  include  Program  Learning Outcomes,  a  Curricular Map,  and  an Assessment 
Plan as WASC  instruments. The Program Learning Outcomes should be posted to the graduate 
program’s website, once the graduate program or emphasis area is approved by CCGA. 


7. The proposal should be voted on and approved by faculty members of the proposed graduate 
program. Proposing faculty members should also consult with other faculty groups who may be 
affected  by  the  proposed  graduate  program.  Consultation  may  consist  of  informal 
communications,  for  example,  or  proposals  may  include  letters  of  support  from  consulted 
faculty groups.  


8. Proposals  are  ultimately  submitted  to  the  Academic  Senate Office  by  the  Lead  Dean  of  the 
proposed graduate program. Submissions should  include a transmittal  letter with the result of 
above‐mentioned faculty vote and consultation process, plus a  letter of recommendation from 
the  Lead  Dean  regarding  academic  resources  and  support  for  the  proposed  program.  The 
Academic Senate Office transmits the proposal to GRC (for academic review), the Committee on 
Academic  Planning  and Resource Allocation  (CAPRA),  the  Executive Vice  Chancellor  (EVC,  for 
budgetary  review),  and  the  Graduate  Dean.  GRC  receives  comments  from  CAPRA  and  the 
Graduate Dean,  and may  request  revisions  from  proposing  faculty members. GRC  ultimately 
votes to approve or reject the CCGA proposal. 


9. Approved  CCGA  proposals  are  submitted  to  CCGA  for  final UC  review  and  approval  (see  the 
CCGA  Handbook  for  their  review  procedures).  At  about  the  same  time  that  proposals  are 
submitted  to  CCGA,  the  corresponding  WASC  proposal  should  be  submitted  to  WASC  if 
necessary.  The  procedure  for  submitting  to  CCGA  is  detailed  in  Section  VI.D.5‐9  of  the 
Compendium (copied here): 


a. Academic  Senate  approval  is  referred  to  the  Graduate  Dean  for  comment  and 
transmittal to the EVC. A copy of GRC approval is also sent to the Chair of the Divisional 
Academic Senate for the information of the Divisional Council. 


b. The  EVC  reviews  the  proposal  and  consults  with  appropriate  members  of  the 
administration  to determine  if  the degree program will be  supported by  the  campus, 
including providing appropriate resources, and advises the Chancellor. 


c. The Chancellor  transmits  campus  approval  and  recommendation  to  the Office of  the 
President  for  system‐wide  approval.  Copies  are  also  sent  to  the  Dean  of  Graduate 
Studies, the Chair of the Divisional Senate, and the Chair of the Graduate and Research 
Council. 


d. The  GRC  Chair  transmits  the  proposal  to  the  Coordinating  Committee  on  Graduate 
Affairs for system‐wide Academic Senate approval. 


e. When approved by the Office of the President and system‐wide Academic Senate, the 
Chancellor  and/or  Chair  of  the Divisional  Academic  Senate  notify  the GRC  Chair  and 
Graduate  Dean  who  notifies  the  graduate  program,  and  Offices  of  Accounting  & 
Financial Services, Admissions, University Communications, Registrar, and Planning and 
Resource Management. 
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Proposal Format for New Emphasis Areas  
1. Name of the program, principal faculty contact person, proposed lead dean, and proposed degree(s) 
offered (M.S., M.A., and/or Ph.D.)  


2. Brief description of the program: what it is, why it should be established at Merced at this time, and 
its relationship to existing and planned graduate groups, graduate emphasis areas, and/or  institutes at 
Merced.  


3.  Resources:  new  faculty,  staff,  courses,  and  facilities  (including  equipment,  space,  library)  that  are 
needed.  


4. Provide an estimate of  the number of graduate  students  likely  to be  involved, both  initially and at 
steady state.  


5. Describe likely employment opportunities after degree completion. 


6. Timeline: when does the new emphasis area plan to start offering courses and accepting students? On 
what time scale would this emphasis area expect to become a full‐fledged graduate group? 


7. Policies and Procedures, and By‐Laws 


Note:  The  Graduate  Advisors  Handbook  (GAH)  details  policies  and  procedures  for  graduate 
programs at UC Merced.   Emphasis areas may  impose additional or more stringent policies and 
procedures, but  they  cannot  conflict with or diminish  those  already detailed  in  the GAH.    For 
clarity, policies and procedures specific to the emphasis area should be clearly referenced to the 
section in the GAH to which they relate. This should be achieved by (1) using just one paragraph 
for each additional policy or procedure that the emphasis area may impose, (2) the first sentence 
in  each  paragraph  should  indicate  the  section  in  the  GAH  to  which  the  additional  policy  or 
procedure relates, (3) the paragraph should not be a modified copy of sentences or a paragraph 
from the GAH, but should clearly state what the additional policy or procedure is.   


8.  Program  Learning Outcomes,  Curricular Map,  and  Assessment  Plan.    The  Policies  and  Procedures 
Manual  should  reference  the  Program  Learning  Outcomes,  Curricular  Map  articulating  alignment 
between Program Learning Outcomes and Course Outcomes, and Assessment Plan, which are separate 
documents.   


 
 
 
 
 
 
Effective Date: January 19, 2010 
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220-0  Policy  
 


The policy on appointments in the Professor series is found in the Regents’ Policy 
on Funding of Regular Ranks Faculty Appointments, approved on November 19, 
1971, and amended on September 22, 2005, quoted in part below: 


 
Appointments in the Professor Series are for duty in 
departments of Instruction and Research, or in equivalent 
administrative units (e.g., colleges and divisions) with 
combined instruction and research functions.  Any exception to 
this rule must be approved by the President. 


 
(The full text of this Regents’ policy is set forth in APM - 220, Appendix A.) 


 
 
220-4 Definition 
 


a. The professorial series is used for appointees who are members of the faculty 
of an academic or professional college or school of the University who have 
instructional, as well as research, University, and public service 
responsibilities. 


 
b. Persons appointed to titles in the Professor series form the “regular ranks” 


faculty of the University.  This series is distinct from the following series: 
 


Acting Professor series 
   Adjunct Professor series 
   Health Sciences Clinical Professor series 
   Professor in Residence series 
   Visiting Professor series 
   Professor of Clinical _______ series 
 
220-8 Types 
 
 a. Titles (and ranks) in the Professor series are: 
 
  (1) Instructor 
    
  (2) Assistant Professor 
 
  (3) Associate Professor 
 
  (4) Professor 
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b. An appointment (as distinguished from a promotion) occurs when a person is
employed in one of the four ranks above, if the individual’s immediately
previous status was:


(1) not in the employ of the University; or


(2) in the employ of the University but not with a title in this series.


c. A promotion is an advancement from one rank to a higher rank within this
series, usually the next rank as listed above.  A change from a title in another
series to a title in this series (possibly involving an increase in salary) is not
defined as a promotion or merit increase, but as an appointment.


d. A merit increase is an advancement in salary step or to an above-scale salary
rate without change of rank and is dealt with in APM - 615.


e. The term reappointment is used for the renewal of a previous appointment
immediately following the ending of the previous appointment in this series. 
A reappointment may or may not be accompanied by a promotion or merit
increase.


220-10 Criteria


A candidate for appointment, merit increase, or promotion in this series shall be
judged by the following criteria:


a. Teaching


b. Research and creative work


c. Professional competence and activity


d. University and public service


An explanation of these criteria is set forth in the Instructions to Review and
Appraisal Committees (see APM - 210-1) as issued by the President.


Appointment to a part-time position with a title in this series shall require the same
qualifications as for a full-time appointment, provided, however, that in the case of
an appointment on either a full-time or part-time basis of one who has previously
served elsewhere as a faculty member on a part-time basis, the principles expressed
in the following paragraph shall apply in evaluating the candidate.



http://www.ucop.edu/acadadv/acadpers/apm/apm-615.pdf

http://www.ucop.edu/acadadv/acadpers/apm/apm-210.pdf
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Advancement of a part-time appointee with a title in this series shall depend on
quality of performance at a level of distinction comparable to that demanded of a
full-time appointee, although, when circumstances warrant, a lesser rate of
scholarly accomplishment or an extended time frame for review will be acceptable. 
For appointees at the Assistant level, the eight-year limitation of service
(APM - 133) still applies.  Teaching assignments and departmental, committee, and
other service are to be kept in proportion to the percentage of time of the
assignment, but the same quality of performance is expected as for a full-time
appointee.  For guidelines on part-time appointments to accommodate family 
needs, see APM - 220, Appendix B.


220-16 Restrictions


The following restrictions apply to use of titles in this series:


a. An appointment or reappointment to the title Instructor or Assistant Professor
must be for a specified term and may not be for an “indefinite” period.


b. “It is the policy of the University of California that no appointment shall be
made to a title in the Professor Series (i.e., to any of the titles Instructor,
Assistant Professor, Associate Professor, and Professor) unless there is an
appropriately budgeted provision for the appointment.”  The foregoing is a
quotation from the Regents’ Policy on Funding of Regular Ranks Faculty
Appointments, approved on November 19, 1971, and amended on
September 22, 2005.  This same Regental policy statement authorizes the
President to make certain specified exceptions.  The full text of this statement
which includes the listing of the permissible exceptions is set forth in
APM - 220, Appendix A.


c. An appointment is normally for full-time service to the University under the
title in question, although there may subsequently be a temporary reduction in
the percentage of time of the appointment by agreement between the 
appointee and the University.  Full-time appointees with a temporary 
reduction in the percentage of time of an appointment will return to full-time 
service at the end of the agreed-upon period of temporary reduction.  The
period of temporary reduction in percentage of time of an appointment shall 
be set forth in a memorandum of understanding (see APM - 220-16-d) and 
may be shortened or extended by written agreement between the appointee 
and the University. Members of the Health Sciences Compensation Plan who 
reduce the percentage of their appointment remain under the same terms of the 
Plan during the period that their appointment is reduced (see APM - 670).



http://www.ucop.edu/acadadv/acadpers/apm/apm-220.pdf
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d. An initial appointment for less than full-time service with a title in this series
may be authorized under appropriate circumstances, provided that the
Chancellor specifically approves the arrangement as being in the best interests
of the University.  Such part-time appointments will ordinarily be limited to
cases in which the professional commitment is to the University.  In the rare
case of a part-time appointment of an individual with a professional
commitment other than the one to the University, the Chancellor must be
assured that the appointee will fulfill all the obligations entailed in the
University appointment.


When an appointment for less than full-time service is approved, the
University is not obligated to increase the percentage of time of the
appointment, even if the appointee and the department should desire such an
increase in the future.


An initial part-time appointment to the rank of Associate Professor or
Professor or subsequent promotion to one of these ranks on a part-time basis
shall be subject to the provisions which apply in the case of a full-time
appointment; and the appointee shall execute a memorandum of understanding
agreeing that the tenure status and other benefits of the appointment as
described below are limited to the specified percentage of time.  The
memorandum of understanding also shall specify expectations as to workload,
productivity, reviews, and any other applicable conditions of the appointment. 
A copy of the memorandum of understanding should be included in the
personnel review file.


The memorandum of understanding shall be set forth in a letter from the
Chancellor advising the individual that the part-time appointment is subject to
the specific understanding that there are no implied rights to a full-time tenure
appointment; and, further, that the rate at which credit for University service
accrues for various University fringe and retirement benefits as well as related
academic privileges will likewise be affected.  The individual shall be asked
to sign and return a copy of such letter to indicate consent.


A voluntary permanent part-time appointment or a voluntary temporary
reduction by an appointee in the percentage of time of the appointment shall
be subject to the same restrictions stipulated above for an initial part-time
appointment.


In addition, a permanent change to a part-time appointment, or a temporary
reduction in percentage of time of a full-time appointment, may be granted to
accommodate family needs as defined in APM - 760.  For guidelines on part-
time appointments and reduction in time of appointment to accommodate
family needs, see APM - 220, Appendix B.
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Membership and voting privileges in the Academic Senate for part-time
appointees to this series are the same as for full-time appointees.


e. Promotions and merit increases may be made only within the limits of
available funds.


220-17 Terms of Service


a. Instructor


An appointment is limited to a maximum of a one-year term.  The
appointment may be made for a shorter term.  Reappointment for one 
additional term of not more than one year may be approved.  The total 
University service as Instructor may not exceed two years.


b. Assistant Professor


Each appointment and reappointment is limited to a maximum term of two
years.  The total University service with this and certain other titles (see
APM - 133-0-a and 133-0-b) may not exceed eight years except as provided in
APM - 133-12-b and 133-12-c.


The appointment or reappointment of an Assistant Professor may be for a
period of less than two years only under the following circumstances.


(1) An appointment or reappointment with an effective date other than July 1
shall normally end on the second June 30 following.


(2) A promotion or merit increase may become effective before the end of a
two-year term, but such advancement shall mark the beginning of a new
term of appointment.


(3) When the status of an Acting or Visiting Assistant Professor is changed 
to Assistant Professor during a given year, the term of the new 
appointment shall normally end on the second June 30 following.


(4) A terminal appointment for an Assistant Professor may be for a term of
less than two years provided adequate notice has been given, as stipulated
in APM - 220-20-c.



http://www.ucop.edu/acadadv/acadpers/apm/apm-133.pdf

http://www.ucop.edu/acadadv/acadpers/apm/apm-220.pdf
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c. Associate Professor and Professor


(1) Section 103.9 of the Standing Orders of The Regents provides:


All appointments to the positions of
Professor and Associate Professor and to
positions of equivalent rank are continuous
in tenure until terminated by retirement,
demotion, or dismissal.  The termination of
a continuous tenure appointment or the
termination of the appointment of any other
member of the faculty before the expiration
of the appointee’s contract shall be only for
good cause, after the opportunity for a
hearing before the properly constituted
advisory committee of the Academic Senate.


(2) The normal term of service as Associate Professor is six years, but there
is no obligation on the part of the University to promote an Associate
Professor to the rank of Professor solely on the basis of years of service 
at the lower rank.  Accelerated promotion is possible if achievement is
exceptional.


d. Effective Date and Beginning Date of Service


(1) The effective date of an appointment is the initial date of the new status
for payroll or other recordkeeping purposes and indicates the first day 
on which salary or change in rate of salary commences.


(2) The effective date of a promotion or merit increase is normally July 1. 
However, exceptions may be approved by the Chancellor, subject to the
provisions of APM - 220-24.


(3) The beginning date of service for a new appointee or of service in a new
status for a continuing appointee is the first day on which the individual 
is required to be on duty under the terms of the appointment or new  
status.  This date may be different from the effective date for an 
academic-year appointee paid in twelve installments.  For example, for a 
new appointee serving on a nine-month basis, the effective date of the 
appointment will normally be July 1 and the beginning date of service 
will normally be the first day of the Fall Quarter or Semester.
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220-18 Salary


a. Authorized salary scales established for this series are issued by the Office of
the President.


b. Normal Periods of Service


The normal periods of service at rank and step in this series are shown in the
published salary scales and are described below.  Although these time periods
indicate the usual intervals between advancements, they do not preclude more
rapid advancement in the case of exceptional merit, or more gradual
advancement when warranted.  Personnel reviews that are deferred due to a
family accommodation as defined in APM - 760 should be treated
procedurally in the same manner as personnel reviews conducted at the usual
intervals.  The file shall be evaluated without prejudice as if the work were
done in the normal period of service and so stated in the department chair’s
letter.


(1) Instructor:  Service in the rank of Instructor is limited to two years.


(2) Assistant Professor:  The total period of University service in the title
Assistant Professor, or in this and certain other titles (see APM - 133-0)
shall not exceed eight years, except as provided in APM - 133-12.  The
normal period of service at a given step in this rank is two years.  The
first four steps in rank and corresponding salary levels are for normal use. 
Steps V and VI may be used in exceptional situations and with proper
justification.  Service at Assistant Professor, Step V, may be in lieu of
service at Associate Professor, Step I, for which the published salary is
slightly higher.  Likewise, service at Assistant Professor, Step VI, may be
in lieu of service at Associate Professor, Step II.


In those instances of service at Assistant Professor, Step V, followed by
service at Associate Professor, Step I, the normal period of combined
service with both titles at the steps indicated is two years.  The same
normal two-year period of combined service applies when service at
Assistant Professor, Step VI, is followed by service at Associate
Professor, Step II.


(3) Associate Professor:  The normal period of service in the rank of
Associate Professor is six years.  The normal period of service at any one
of the first three steps of the rank is two years.  Steps IV and V may be
used in exceptional situations and with proper justification.  Service at
Associate Professor, Step IV, may be partly or entirely in lieu of service
at Professor, Step I, for which the published salary is slightly higher. 



http://www.ucop.edu/acadadv/acadpers/apm/apm-133.pdf
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Likewise, service at Associate Professor, Step V, may be partly or
entirely in lieu of service at Professor, Step II.


The normal period of service at Associate Professor, Step IV, is three
years if such service is fully in lieu of service as Professor, Step I.  In
those instances of service at Associate Professor, Step IV, followed by
service at Professor, Step I, the normal period of combined service is
three years.  The situation for Associate Professor, Step V, and Professor,
Step II, is exactly analogous to that for Associate Professor, Step IV, and
Professor, Step I.


(4) Professor:  The normal period of service at step is three years in each of
the first four steps.  Service at Step V may be of indefinite duration. 
Advancement to Step VI usually will not occur after less than three years
of service at Step V.  This involves an overall career review and will be
granted on evidence of sustained and continuing excellence in each of the
following three categories:  (1) scholarship or creative achievement, (2)
University teaching, and (3) service.  Above and beyond that, great
academic distinction, recognized nationally, will be required in scholarly
or creative achievement or teaching.  Service at Professor, Step VI or
higher may be of indefinite duration.  Advancement from Professor,
Step VI to Step VII, from Step VII to Step VIII, and from Step VIII to
Step IX usually will not occur after less than three years of service at the
lower step, and will only be granted on evidence of continuing
achievement at the level required for advancement to Step VI.


Those Professors who are on the special Law School scale that has nine
steps for the range are subject to the same criteria as Professors as
outlined above.


Advancement to an above-scale rank involves an overall career review
and is reserved only for the most highly distinguished faculty (1) whose
work of sustained and continuing excellence has attained national and
international recognition and broad acclaim reflective of its significant
impact; (2) whose University teaching performance is excellent; and (3)
whose service is highly meritorious.  Except in rare and compelling 
cases, advancement will not occur after less than four years at Step IX. 
Moreover, mere length of service and continued good performance at
Step IX is not justification for further salary advancement.  There must 
be demonstration of additional merit and distinction beyond the 
performance on which advancement to Step IX was based.  A further 
merit increase in salary for a person already serving at an above-scale 
salary level must be justified by new evidence of merit and distinction.  
Continued good service is not an adequate justification.  Intervals 
between such salary increases may be indefinite, and only in the most 
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superior cases where there is strong and compelling evidence will 
increases at intervals shorter than four years be approved.


220-20 Conditions of Employment


a. Appointments to the ranks of Instructor and Assistant Professor are for stated
terms.  Continuance beyond such a term requires reappointment subject to the
conditions stipulated in APM - 220-17 and 133-0.  The department chair shall
so inform the appointee in writing.


The termination of the appointment of an Instructor or Assistant Professor
before the expiration of the contract shall be only for good cause, after the 
opportunity for a hearing before the properly constituted advisory committee
of the Academic Senate.  (This is as stipulated in Section 103.9 of the 
Standing Orders of The Regents, which is quoted in APM - 220-17-c(1).) 


b. An appointee holding the rank of Assistant Professor is a candidate for
reappointment, as well as merit increase and eventual promotion.  However,
there can be no assurance of such reappointment, merit increase, or  
promotion.  Decisions about retention and advancement of the appointee are 
based on careful reviews of the appointee’s progress, promise, and 
achievement and may be affected by fiscal and programmatic considerations.  
See APM - 220-80, 220-82, 220-83, 220-84, and 220-85 for details about the 
processes of review.  Concerning fiscal or programmatic considerations, see 
APM - 220-84-d in particular.


c. When an appointment as Instructor or Assistant Professor is not to be 
renewed, written notice shall be given by the Chancellor in advance of the 
expiration date in accordance with the following schedule:


(1) With less than one year of University service by the end of the current
period of appointment:  at least a four-month notice. 


(2) With at least one complete year of service and not more than two years of
University service by the end of the current period of appointment:  at
least a six-month notice.


(3) With more than two years of University service by the end of the current
period of appointment:  at least a twelve-month notice.


The Chancellor shall retain in the files a copy of the notice letter. 
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d. Appointments to the ranks of Associate Professor and Professor are
continuous in tenure, subject to the specifications of Section 103.9 of the 
Standing Orders of The Regents, which is quoted in APM - 220-17-c(1).


e. Section 105.1 of the Standing Orders of The Regents provides that
membership in the Academic Senate is acquired by appointment to a title in
this series but that Instructors of less than two years of service shall not be
entitled to vote.


f. For eligibility for reimbursement for certain expenses, see APM - 550 
(moving expenses for intercampus transfer), 560 (removal expenses), and 570 
(travel expenses).


g. For sabbatical leave privileges, see APM - 740.


220-24 Authority


Authority to approve appointments, reappointments, merit increases, and
promotions to titles in this series is as follows: 


a. Instructor and Assistant Professor


The Chancellor, after appropriate review.  (See also APM - 220-81 and
220-82.)


b. Associate Professor and Professor


The Chancellor, after appropriate review (see APM - 220-85).


c. Professor at an Above-Scale Salary


The Chancellor, after appropriate review, has authority to approve above-scale
salaries up to and including the Regental compensation threshold.  For salaries
beyond the Regental compensation threshold, authority rests with The Regents
on recommendation of the President, after appropriate review and as
prescribed in Section 101.2(a)(1) of the Standing Orders of The Regents.  (See
also APM - 220-85.)


d. Appointments Following Retirement


The Chancellor, after appropriate review.  (See Section 103.6 of the Standing
Orders of The Regents.)



http://www.ucop.edu/acadadv/acadpers/apm/apm-550.pdf

http://www.ucop.edu/acadadv/acadpers/apm/apm-560.pdf

http://www.ucop.edu/acadadv/acadpers/apm/apm-570.pdf
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in Cooperative Extension, Supervisor of Physical Education, Librarian.


     2The Chancellor may designate another administrative officer to perform any or all of the
functions assigned in this and following sections to the chair.
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220-80 Recommendations and Review:  General Procedures


The statements in this section set forth general procedures applicable in
circumstances described in each of the five following sections (APM - 220-81
through 220-85).


a. Formal considerations of appointments and reappointments, merit increases,
appraisals, non-reappointments, and promotions are normally initiated by the
department chair, after appropriate consultation with members of the
departmental faculty.  For actions affecting the chair, the vice chair, the Dean
or Provost, or an appropriate officer may take the initiative.


b. The department chair is responsible for making certain that within the
department there is an annual review of the status and performance of each
faculty member in the department.  Cases of possible eligibility for merit
increase or promotion shall be examined.  Likewise, cases of unsatisfactory
performance and of less than desirable excellence shall be examined.  Special
attention shall be given to ending dates of all appointments of Instructors and
Assistant Professors, to provisions governing notices not to reappoint, and to
procedures for formal appraisal of Assistant Professors.


For the more substantive review of each faculty member at least every five
years, see APM - 200-0.


c.1 Early in the course of a personnel review, before departmental consideration 
of a case, the chair2 shall notify the candidate of the impending review and in 
one or more conferences with the candidate make certain that the candidate is
adequately informed about the entire review process and is given the
appropriate opportunity to ask questions, to supply pertinent information and
evidence to be used in the review, and, where relevant, to suggest names of
persons to be solicited for letters of evaluation.  Each campus shall develop



http://www.ucop.edu/acadadv/acadpers/apm/apm-200.pdf
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 guidelines and checklists to instruct chairs about their duties and
responsibilities in connection with personnel reviews.  The chair has an
obligation to consider the interests of both the candidate and the University,
and to see to it that the departmental review is fair to the candidate and
rigorous in maintaining University standards.


The candidate should be made aware of APM - 210-1 and 220, of the
University’s policies about academic personnel records (APM - 160), and of
the candidate’s rights to make any desired addition to the personnel review
file.  The chair should be helpful in responding to the candidate’s questions
and in considering whether additions to the file by the candidate are needed. 
In accordance with established policy applicable to the personnel action under
consideration, the chair shall solicit letters of evaluation of the candidate from
qualified persons, including a reasonable number of persons nominated by the
candidate.  All such letters received shall be included in the file; unsolicited
letters that are used shall also be included in the file.  In soliciting or receiving
unsolicited letters of evaluation, the chair should include, attach or send a
statement regarding the confidentiality of such letters.  The Provost and 
Senior Vice President—Academic Affairs shall issue guidelines for the 
contents of statements.


The candidate may provide in writing to the chair names of persons who, in
the view of the candidate, for reasons set forth, might not objectively evaluate
the candidate’s qualifications or performance.  Any such statement provided
by the candidate shall be included in the personnel review file.


d. Before the departmental recommendation is determined, the chair shall provide
the candidate the opportunity to inspect all documents in the personnel review
file other than confidential academic review records (as defined in APM - 160-
20-b(1)), and shall provide to the candidate upon request a redacted copy (as
defined in APM - 160-20-c(4)) of the confidential academic review records in
the file.  The candidate may submit for inclusion in the personnel review file a 
written statement in response to or commenting upon material in the file.


e. The departmental recommendation is made in accordance with the procedural
regulations of the Academic Senate and established governance practices of
the department.  The chair initiates a personnel action for an appointment,
promotion, merit increase, appraisal, reappointment, non-reappointment, or
terminal appointment by addressing a letter setting forth the departmental
recommendation to the Chancellor (or to the Dean, Provost, or Vice
Chancellor, according to the applicable campus procedure).  This 
departmental letter shall discuss the proposed personnel action in the light of 
the criteria set forth in APM - 220-10, and shall be accompanied by 
supporting evidence.   The chair shall report the nature and extent of



http://www.ucop.edu/acadadv/acadpers/apm/apm-210.pdf

http://www.ucop.edu/acadadv/acadpers/apm/apm-160.pdf
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consultation on the matter within the department (including any vote taken)
and present any significant evidence and differences of opinion which would
support a contrary recommendation.  The chair should ensure that individuals
who have provided confidential letters of evaluation are not identified in the
departmental letter except by code.  The department shall adopt procedures
under which the letter setting forth the departmental recommendation shall be
available, before being forwarded, for inspection by all those members of the
department eligible to vote on the matter or by a designated committee or 
other group of such members.  Pursuant to campus procedures, the chair may 
also, in a separate letter, make an independent evaluation and 
recommendation, which may differ from the departmental recommendation.


Before or at the time of forwarding the departmental letter and the personnel
review file, the candidate shall be informed orally or, upon request, in writing
of the departmental recommendation and of the substance of departmental
evaluations under each of the applicable University criteria (teaching, research
and creative work, professional competence and activity, and University and
public service).  If the chair provides this information to the candidate in
writing, a copy of the written statement is to be included in the personnel
review file.  Upon request, the chair shall provide to the candidate a copy of
the letter setting forth the departmental recommendation.  As stated above, the
identities of persons who were the sources of confidential documents are not 
to be disclosed in this letter.  The candidate has the right to make a written
comment on the departmental recommendation.  The candidate should in such
a case request a written statement from the chair as described above, and the
candidate’s comment shall be transmitted, at the option of the candidate, 
either to the chair, Dean, or Provost.  This should be done within a time limit
prescribed by the Chancellor.  This written comment shall become part of the
personnel review file as the review proceeds.


f. The departmental recommendation and the accompanying file will be referred
to one or more administrative officers (of a college, division, or school) and to
the appropriate Academic Senate Committee (Committee on Academic
Personnel or equivalent committee).  For possible abbreviation of the review
process, see APM - 220-80-k.


g. The case may also be referred by the Chancellor to an ad hoc review
committee.  If such referral occurs, the review committee is appointed by the
Chancellor or designated representative, upon nominations provided by the
Committee on Academic Personnel.  The members of the review committee
will normally be of rank at least equal to that proposed for the individual to be
reviewed.  The Chancellor shall transmit to the review committee the
recommendation file, including any information received subsequent to the
department review, and a copy of the latest version of the President’s 
Instructions to Review and Appraisal Committees  (see APM - 210-1).  



http://www.ucop.edu/acadadv/acadpers/apm/apm-210.pdf
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In accordance with these instructions, taking into account all the available
evidence, the review committee shall make its evaluation of the case and
submit its recommendation to the Chancellor who thereupon forwards the
report and accompanying file to the Committee on Academic Personnel.  The
latter committee, on the basis of all available evidence,  submits a
comprehensive report and recommendation to the Chancellor.  The ad hoc
review committee and the Committee on Academic Personnel reports should
not identify individuals who have provided confidential letters of evaluation
except by code.


h. If, during Academic Senate or administrative review of a departmental
recommendation, the personnel review file is found to be incomplete or
inadequate, additional information shall be solicited through the Chancellor’s
Office.  Such new material shall be added to the personnel review file, and the
department shall be invited to comment on the new material.  The candidate
shall be informed by the chair of the new material which has been added to 
the personnel review file (without disclosing the identities of sources of
confidential academic review records), and may be provided access to the new
material in accord with APM - 220-80-d.  The candidate shall be provided the
opportunity to make a written statement for inclusion in the personnel review
file.  The review shall then be based upon the personnel review file as
augmented. 


i. After the final administrative decision has been communicated to the
candidate, the candidate shall have the right, upon written request, to receive
from the Chancellor, or other designated administrative officer, a written
statement of the reasons for that decision, including a copy of non-confidential
documents and a redacted copy of the confidential academic review records
(as defined in APM - 160-20-b(1)) in the personnel review file.


j. If the Academic Vice Chancellor’s (or designee’s) preliminary assessment in a
case of appointment,  reappointment,  formal appraisal, non-reappointment, or
promotion is contrary to the recommendation of the department, Dean or
Provost (or comparable officer), or the Committee on Academic Personnel, 
the Academic Vice Chancellor shall notify the Dean or Provost and the 
Committee on Academic Personnel, indicating the reasons and asking for any 
further information which might support a different decision.  When 
additional information is furnished, the Dean or Provost and the Committee on 
Academic Personnel will be given opportunity to comment on the augmented 
file before the Chancellor makes the final decision.


k. By agreement on procedures reached at the campus level between the
Chancellor and the Committee on Academic Personnel, the review process
may be abbreviated in certain cases.  For example, the campus procedures 
may provide in certain situations for the omission of referral to an ad hoc



http://www.ucop.edu/acadadv/acadpers/apm/apm-160.pdf
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 review committee.  Further, the Committee on Academic Personnel may 
waive its review in cases which are by agreement with the Chancellor 
regarded as particularly uncomplicated.  An example of an action when one or 
both abbreviated procedures may be utilized is an advancement in step after a
normal period of service in the previous step of the same rank as defined in
APM - 220-18-b.  Other examples are given in APM - 220-81 and 220-82. 
The Chancellor shall communicate the substance of the agreements on
procedures to Deans or Provosts (or comparable officers) and department
chairs.


l. At the San Diego and Santa Cruz campuses, where the administrative
structures are significantly different from those on other campuses, the
Chancellors shall establish in writing review procedures which are in principle
equivalent to those described in this and other parts of APM - 220.


220-81 Procedure for Appointment, Reappointment, and Non-Reappointment of an
Instructor


The general rules of APM - 220-80 apply here.  In addition: 


a. The Committee on Academic Personnel is not normally consulted about
Instructor appointments or reappointments.


b. Final decisions on appointment or reappointment are made by the Chancellor. 


 c. The Chancellor shall give written notification to the candidate of the final
decision to appoint, reappoint, or not to reappoint as Instructor.  The ending
date of an appointment or reappointment shall be clearly shown on the form
that effects the action.  In the event of non-reappointment, the provisions of
APM - 220-20-c are applicable.


d. The chair shall inform the Instructor in writing of the nature and conditions of
the appointment, especially as set forth in APM - 220-17-a, 220-20-a, and
220-20-c. 


220-82 Procedure for Appointment, Reappointment, or Promotion to the Rank of 
Assistant Professor


The general rules of APM - 220-80 apply here.  In addition:


a. The Committee on Academic Personnel shall be consulted in these cases,
unless the Chancellor and the Committee on Academic Personnel have
explicitly agreed to waive Committee on Academic Personnel review.  
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A review committee shall be appointed if the Chancellor or the Committee on
Academic Personnel requests it.  On the basis of the recommendations and
evidence provided and any additional information obtained, the review
committee shall prepare and submit its comments and recommendation to the
Chancellor.


b. The final decision is made by the Chancellor.  The Chancellor shall give
written notification to the candidate of the final decision concerning the
candidate’s appointment, reappointment, or promotion.  The ending date of an
appointment or reappointment shall be clearly shown on the form that effects
the action.


c. The chair shall inform the Assistant Professor in writing of the nature and
conditions of the appointment, especially as set forth in APM - 220-17-b,
220-20-a, -b, -c, and 220-82, -83, -84, and -85.


220-83 Procedure for the Formal Appraisal of an Assistant Professor 


Formal appraisals of Assistant Professors shall be made in order to arrive at
preliminary assessments of the prospects of candidates for eventual promotion to
tenure rank as well as to identify appointees whose records of performance and
achievement are below the level of excellence desired for continued membership in
the faculty.


The general rules of APM - 220-80 apply here.  In addition:


a. Normally each Assistant Professor shall be appraised well in advance of
possible promotion to tenure rank (at least two and one-half years before the
anticipated effective date of the promotion).  A case of initial appointment
from outside the University, with anticipation of promotion within two or 
three years after appointment, obviously calls for an exception to the general 
rule.  Each Assistant Professor shall be appraised no later than the first half of 
the appointee’s sixth year of service in the University with the title Assistant
Professor or with this title in combination with other titles as defined in 
APM - 133-0-a and 133-0-b.  Earlier appraisals are permissible.  Subject to 
these guidelines and restrictions, each Chancellor shall establish general 
schedules and rules for the timing of formal appraisals on the respective 


                       campus.


                       No formal appraisal is required if, prior to the normal occurrence of an
                       appraisal, the Assistant Professor is being recommended for promotion to take
                       effect within a year, has given written notice of resignation, or has been given
                       written notice of non-reappointment.
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b. Except in situations in which the Chancellor and the Committee on Academic
Personnel have explicitly agreed to waive Committee on Academic Personnel
review, the Committee on Academic Personnel shall be consulted in
appraisals.


An ad hoc review committee shall be appointed if the Chancellor or the
Committee on Academic Personnel requests it.  On the basis of the study of
the case, the review committee shall submit a report to the Chancellor stating
whether or not, on the basis of all available information, there is evidence of
achievement and promise sufficient to justify the Assistant Professor’s
continued candidacy for eventual promotion.  If the committee finds that the
evidence does not justify the continued candidacy, it shall recommend
non-reappointment or terminal appointment consistent with the requirements
of notice in APM - 220-20-c and the limitations of service in APM - 133-0. 
The report of the ad hoc committee shall then be dealt with by the Committee
on Academic Personnel and the Chancellor in the manner indicated in
APM - 220-80-e and 220-80-f.


c. The Chancellor shall make the final determination concerning the outcome of
an appraisal, taking into account all the available evidence and the
recommendations made in the course of the appraisal. 


 
d. The Chancellor shall inform the chair, through the Dean or Provost, of any


decision and of any information or advice resulting from the appraisal that the
Chancellor may think helpful to the chair or the appointee.


e. If the appointee is to be given notice of non-reappointment or a terminal
appointment, it is the responsibility of the Chancellor to ensure that written
notice is given in accordance with the schedule specified in APM - 220-20-c.


220-84 Procedure for Non-Reappointment of an Assistant Professor


The general rules of APM - 220-80 apply here.  In addition:


a. A proposal not to reappoint an Assistant Professor may originate with the
department chair as a result of departmental review during consideration of
reappointment.  In this event, the case shall be reviewed in accordance with 
the provisions of APM - 220-82.


b. During a review of a formal appraisal, or consideration of reappointment or
promotion of an Assistant Professor (or other appointee of equivalent rank), if
the Academic Vice Chancellor’s (or designee’s) preliminary assessment is to
make a terminal appointment, is not to reappoint or promote, or is contrary to
the departmental recommendation, the department chair and the candidate
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shall be notified of this in writing by the Academic Vice Chancellor.  The
candidate also shall be notified of the opportunity to request access to the
records placed in the personnel review file subsequent to the departmental
review in accordance with APM - 160-20-c.  When the candidate is provided
copies of such records, the department chair also shall be provided with copies
of the extradepartmental records.  The candidate and the chair, after
appropriate consultation within the department, shall then have the 
opportunity to respond in writing and to provide additional information and 
documentation.  The candidate may respond either through the department 
chair or directly to the Academic Vice Chancellor.  The personnel review file, 
as augmented by the added material, shall then be considered in any stage of 
the review process as designated by the Academic Vice Chancellor before a
final decision by the Chancellor is reached.  The Chancellor’s final decision to 
make a terminal appointment, or not to reappoint or promote, shall not be 
made without the appropriate preliminary assessment notification process and 
opportunity to respond being provided to the candidate as specified herein.


In any case in which non-reappointment of an Assistant Professor is
considered, there shall be review by the Committee on Academic Personnel. 
An ad hoc committee shall be appointed if the Chancellor or the Committee 
on Academic Personnel requests it. 


c. The Chancellor is responsible for a decision not to reappoint an Assistant
Professor.  This authority may not be redelegated.  The Chancellor shall,
through the Dean or Provost, inform the chair of a decision not to reappoint. 
Written notification to the individual shall be given by the Chancellor, in
accordance with the provisions of APM - 220-20-c.


d. When issues of educational policy stemming from fiscal or programmatic
considerations (such as proposed major changes in the program of a
department, or the proposed dissolution of a department, college, or school)
may have a substantial effect on academic personnel matters, the Chancellor
shall, in advance of action on personnel matters so affected, consult on these
issues with the appropriate Divisional Academic Senate committees, including
the Divisional Committee on Educational Policy or the committee designated
by the Division to advise on such matters.  If there is a proposal that an
Assistant Professor not be reappointed and if fiscal or programmatic
considerations are significant factors in the case, the facts of the matter shall
be fully discussed with the Committee on Academic Personnel; and the
Committee shall be furnished with the results of the Chancellor’s consultation
with other Senate committees on the fiscal and programmatic considerations. 
The Chancellor shall consider the advice of the Committee on Academic
Personnel on the case prior to making a final decision.
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e. Each Chancellor is authorized to establish policies for responding to or
denying requests for written statements of reasons for non-reappointments
subject to these conditions:


(1) No written statement shall be furnished except in response to a request in
writing from the appointee.


(2) When a written response is provided, it shall be given by the Chancellor.


220-85 Procedure for Appointment or Promotion to the Rank of Associate Professor
or Professor


The general rules of APM - 220-80 apply here.  In addition: 


a. With a recommendation for promotion to tenure rank, the chair shall include
the following information in the chair’s detailed statement: 


(1) the nature and extent of the faculty member’s responsibilities in formal
teaching and in supervision of individual student study over a specified
period of years; 


  
(2) the nature and extent of the faculty member’s responsibilities in guidance


of students in research toward a graduate or professional degree; and 
 


(3) current bio-bibliographical information. 
 


b. An ad hoc review committee shall be appointed in accordance with the
provisions of APM - 220-80-g, and it shall carry out its duties as therein
specified.


c. The Chancellor makes a decision as to appropriate action on the basis of the
accumulated evidence and recommendations and in accordance with the
provisions of APM - 220-80-d, -e, -f. 


d. The Chancellor is authorized to approve above-scale salaries up to and
including the Regental compensation threshold.


In a case involving initial appointment or advancement to above-scale salary
beyond the Regental compensation threshold (See Section 101.2(a)(1) of the
Standing Orders of The Regents), if the Chancellor supports the appointment
or advancement, the recommendation shall be sent to the President, with
supporting material.  If the President endorses the proposal, the President will
forward the proposal to The Regents.  Upon Regental approval, the President
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will notify the Chancellor of The Regents’ action and the Chancellor will
notify the appointee.


220-95 Letters of Invitation and Notification


a. The Chancellor’s letter of invitation to accept an appointment to tenure rank
shall include the following language:  “Acting under authority delegated by
The Regents and the President of the University, I am pleased to invite you to
accept an appointment as . . . .” 


b. The Chancellor’s letter of notification of promotion to tenure rank shall
include the following language:  “Acting under authority delegated by
The Regents and the President of the University, I am pleased to advise you of
your promotion to . . . .”


c. The Chancellor’s letter of notification to an appointee whose above-scale
salary is increased following Regental approval shall refer to the joint
recommendation of the Chancellor and the President and to the Regental
approval.


d. The Chancellor’s letter of invitation should be sent to the candidate
immediately after Regental approval of the salary.  The Chancellor will
determine the deadline for acceptance.  An offer will not normally be held
open for more than one year after all reviews are completed.


220-96 Reports


See APM - 200-96.



http://www.ucop.edu/acadadv/acadpers/apm/apm-200.pdf
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Regents’ Policy on Funding of Regular Ranks Faculty Appointments


Approved November 19, 1971
Amended September 22, 2005


1. It is the policy of the University of California that no appointment shall be made to a
title in the Professor Series (i.e., to any of the titles Instructor, Assistant Professor,
Associate Professor, and Professor) unless there is an appropriately budgeted provision
for the appointment.  Any exception to this rule must be approved by the President.


2. Appointments in the Professor Series are for duty in departments of Instruction and
Research, or in equivalent administrative units (e.g., colleges and divisions) with
combined instruction and research functions.  Any exception to this rule must be
approved by the President.


3. Except as noted in 4., following, an appointment to the Professor Series shall not be
made unless the full amount of the regular salary for the position (on the academic-year
or fiscal-year academic salary scale, whichever is appropriate) is available and assigned
to the position from General Funds, Educational Fees, and/or Professional School Fees.


4. The following exceptions to the provision stated in 3. may be permitted upon
recommendation of the Chancellor and approval by the President.


• Appointments supported in part or in full from permanent endowment income.


• Appointments supported in part or in full from continuing Federal
appropriations, such as Hatch Act or Sea Grant funds.


• Appointments in certain of the faculties of the health sciences, in conformity 
with Regentally approved salary scales or compensation plans in which a part of 
the total compensation of the appointee may be derived from fees collected for
patient care services and from extramural contract and grant funds.


• Appointments, very limited in number, supported in part or in full from
foundation or other extramural sources, when warranted by exceptional
circumstances.


5. If, in connection with an extramurally-funded contract or grant project, an appointee
in the Professor Series undertakes duties which substantially detract from his or her
ability to perform the regular duties of instruction and research for which he or she
was appointed, an appropriate portion of his or her total salary shall be charged to the
project and paid from extramural funds.  The General Funds thus temporarily released
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may be used to pay for the temporary services of an individual to perform the duties
from which the aforementioned appointee was diverted.  But, for every appointment 
in the Professor Series, with the exceptions noted in 4., and with exceptions for those
professors who have concurrent appointments at the University-operated Department
of Energy Laboratories, there is a continuing lien on General Funds for the full
amount of the salary provided for in the terms of the original appointment.
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Guidelines for Part-Time Appointment and Reduction in
Percentage of Time of an Appointment to Accommodate Family Needs


An appointee in the Professor series may be appointed initially in a permanent part-time
position, or may request a change to a permanent part-time appointment or a temporary
reduction in percentage of time of a full-time appointment to accommodate family needs as
defined in APM - 760.  The general terms of such part-time or temporarily reduced
appointments are governed by APM - 220.  The following guidelines address issues that may
arise regarding review and evaluation of appointees with temporary reductions or permanent
part-time appointments.


The University wishes to accommodate the family needs of academic appointees by
providing fair and flexible work arrangements.  However, the University recognizes that the
nature of professorial work is such that it may be difficult to evaluate scholarly productivity
on a pro-rated basis.  APM - 220-10 clearly states that teaching and service expectations for
part-time appointees shall be pro-rated in accordance with the percentage of time of the
appointment.  However, questions have been raised about the feasibility of similarly pro-
rating scholarly productivity for part-time appointees.  On the one hand, in a discipline where
the normal level of scholarly productivity for promotion requires publication of multiple
peer-reviewed articles, it may be possible that a half-time appointee, for example, could be
advanced based on half the normal quantity of articles, as long as the quality and impact of
the work is commensurate with that of full-time appointees.  On the other hand, in a
discipline where a book is the normal measure of productivity meriting promotion, it would
be difficult to consider a half-time appointee for advancement on the basis of “half a book.” 
In that case, a work in progress could be evaluated by the solicitation of qualified outside
reviews of completed chapters of a book manuscript underway or of a project comparable to
a book.  Alternatively, the faculty member could publish some or all chapters of an
envisioned book as articles in scholarly journals or other periodicals held in esteem.  In these
times of reduced outlets for publishing a book, scholarly articles in journals are increasingly
used in those disciplines that in the past have been mainly oriented to books as venues for
scholarship.


If a part-time appointee is held to a full-time expectation for scholarly productivity, then a
part-time appointment is not truly part time, but represents a “buy-out” of teaching and
service expectations.  If an appointee only receives part of a full-time salary, equity demands
some effort to arrange an appointment with partial responsibilities.  In all cases, when an
academic appointee is considering a part-time appointment, or a temporary reduction in the
percentage of time of an appointment, the terms of the appointment and the expectations for
productivity should be thoroughly discussed at the outset.



http://www.ucop.edu/acadadv/acadpers/apm/apm-760.pdf
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The expectations for review and advancement should be set forth in detail in a memorandum
of understanding regarding the part-time arrangement.  For example, for a temporary
reduction in the percentage of time of the appointment as an Assistant Professor for the
purpose of childbearing and childrearing, the University policy allowing for “stopping the
clock” may provide for additional time for scholarly productivity to meet normal
expectations for tenure.  For a temporary reduction in the percentage of time of the
appointment as an Associate or full Professor, the normal period of review may be extended
by mutual agreement to allow for scholarly productivity to meet the normal expectations for 
a merit review.  As set forth in University policy, reviews delayed for these reasons should 
be treated substantively and procedurally as if they occurred “on time.”  For permanent part-
time appointments with tenure, the expectations for advancement should reflect the part-time
nature of the appointment, with the understanding that reviews for promotion may need to be
delayed to allow for scholarly productivity commensurate with academic standards for
promotion in the field.  Departments should ensure that reviewers, both internal and external,
understand the part-time nature of the appointment and are instructed to evaluate the totality
of accomplishment, not the rate of accomplishment.


In all cases, every effort should be made to provide flexibility and to apply standards with
equity for individuals in professorial series with career ladders, consistent with University
standards of excellence.  Campuses will be well served by communicating clearly with
department chairs and faculty about the possibility of part-time faculty appointments. 
Understanding the impact of permanent part-time faculty appointments and temporary
reductions in full-time faculty appointments on both faculty careers and departmental
workloads is important to evaluating the success of such appointments.  Campuses should
record and evaluate family accommodation policies by tracking data on faculty rank, gender,
departmental affiliation, reasons for seeking part-time appointments, and record of
advancement to ensure that family needs are accommodated in a fair and flexible manner. 
Campuses should develop methods for informing internal and external peer reviewers of
campus standards for proportionately weighting teaching and service activities and 
permitting extended time frames for research productivity of part-time faculty appointees.  
Finally, campuses may consider establishing procedures that allow the unused portion of a 
part-time faculty member’s salary to be used by the department to cover teaching needs so 
that full-time faculty are not burdened with additional responsibilities as a result of 
permanent or temporary part-time faculty appointments.
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210-0 Policy


In their deliberations and preparations of reports and recommendations, academic
review and appraisal committees shall be guided by the policies and procedures set
forth in the respective Instructions which appear below.


210-1 Instructions to Review Committees Which Advise on Actions Concerning
Appointees in the Professor and Corresponding Series


The following instructions apply to review committees for actions concerning
appointees in the Professor series and the Professor in Residence series; and, with
appropriate modifications, for appointees in the Adjunct Professor series.


a. Purpose and Responsibility of the Review Committees


The quality of the faculty of the University of California is maintained
primarily through objective and thorough appraisal, by competent faculty
members, of each candidate for appointment or promotion.  Responsibility for
this appraisal falls largely upon the review committees nominated by the
Committee on Academic Personnel or equivalent Committee and appointed by
the Chancellor or a designated representative.  It is the duty of these
committees to ascertain the present fitness of each candidate and the 
likelihood of the candidate’s pursuing a productive career.  In judging the 
fitness of the candidate, it is appropriate to consider professional integrity as 
evidenced by performance of duties.  (A useful guide for such consideration is 
furnished by the Statement on Professional Ethics issued by the American 
Association of University Professors.  A copy of this Statement is appended to 
these instructions of 210-1 for purposes of reference.)  Implied in the 
committee’s responsibility for building and maintaining a faculty of the 
highest excellence is also a responsibility to the candidate for just recognition 
and encouragement of achievement.


b. Maintenance of the Committee’s Effectiveness


(1) The membership, deliberations, and recommendations of the review
committee are strictly confidential.  The chair of each such committee
should remind members of the committee of the confidential nature of the
assignment.  This should be kept in mind in arranging for all written or
oral communications; and when recommendations with supporting
documents have been forwarded, all copies or preliminary drafts should
be destroyed.  Under the provisions of Section 160 of the Academic
Personnel Manual, the candidate is entitled to receive upon request from
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the Chancellor a redacted copy of all confidential academic review
records in the review file (without disclosure of the identities of members
of the ad hoc review committee).


(2) The whole system of academic review by committees depends for its
effectiveness upon each committee’s prompt attention to its assignment
and its conduct of the review with all possible dispatch, consistent with
judicious and thorough consideration of the case.


(3) The chair of the review committee has the responsibility of making sure
that each member of the committee has read and understands these
instructions.


c. Procedure


(1) General — Recommendations concerning appointment, promotion, and
appraisal normally originate with the department chair.  The letter of
recommendation should provide a comprehensive assessment of the
candidate’s qualifications together with detailed evidence to support this
evaluation.  The letter should also present a report of the department
chair’s consultation with the members of the department, including any
dissenting opinions.  The letter should not identify individuals who have
provided confidential letters of evaluation except by code.  In addition to
the letter of recommendation, the department chair is expected to
assemble and submit to the Chancellor an up-to-date biography and
bibliography, together with copies of research publications or other
scholarly or creative work.


(2) Appointments — The department chair should include in the
documentation opinions from colleagues in other institutions where the
nominee has served and from other qualified persons having firsthand
knowledge of the nominee’s attainments.  Extramural opinions are
imperative in cases of proposed appointments to tenure status of persons
from outside the University.


(3) Promotions — Promotions are based on merit; they are not automatic. 
Achievement, as it is demonstrated, should be rewarded by promotion. 
Promotions to tenure positions should be based on consideration of
comparable work in the candidate’s own field or in closely related fields. 
The department and the review committee should consider how the
candidate stands in relation to other people in the field outside the
University who might be considered alternative candidates for the 
position.  The department chair shall supplement the opinions of
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colleagues within the department by letters from distinguished extramural
informants.  The identity of such letter writers should not be provided in
the departmental letter except by code.


(4) Assessment of Evidence — The review committee shall assess the
adequacy of the evidence submitted.  If in the committee’s judgment the
evidence is insufficient to enable it to reach a clear recommendation, the
committee chair, through the Chancellor, shall request amplification.  In
every case all obtainable evidence shall be carefully considered.


If in assessing all obtainable evidence, the candidate fails to meet the
criteria set forth in Section 210-1-d below, the committee should
recommend accordingly.  If, on the other hand, there is evidence of
unusual achievement and exceptional promise of continued growth, the
committee should not hesitate to endorse a recommendation for
accelerated advancement.  If there is evidence of sufficient achievement
in a time frame that is extended due to a family accommodation as
defined in APM - 760, the evidence should be treated procedurally in the
same manner as evidence in personnel reviews conducted at the usual
intervals.  The file shall be evaluated without prejudice as if the work
were done in the normal period of service and so stated in the department
chair’s letter.


d. Criteria for Appointment, Promotion, and Appraisal


The review committee shall judge the candidate with respect to the proposed
rank and duties, considering the record of the candidate’s performance in 
(1) teaching, (2) research and other creative work, (3) professional activity,
and (4) University and public service.  In evaluating the candidate’s
qualifications within these areas, the review committee shall exercise
reasonable flexibility, balancing when the case requires, heavier commitments
and responsibilities in one area against lighter commitments and
responsibilities in another.  The review committee must judge whether the
candidate is engaging in a program of work that is both sound and productive. 
As the University enters new fields of endeavor and refocuses its ongoing
activities, cases will arise in which the proper work of faculty members 
departs markedly from established academic patterns.  In such cases, the 
review committees must take exceptional care to apply the criteria with 
sufficient flexibility.  However, flexibility does not entail a relaxation of high 
standards.  Superior intellectual attainment, as evidenced both in teaching and 
in research or other creative achievement, is an indispensable qualification
for appointment or promotion to tenure positions.  Insistence upon this 
standards for holders of the professorship is necessary for maintenance of the 
quality of the University as an institution dedicated to the discovery and
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transmission of knowledge.  Consideration should be given to changes in
emphasis and interest that may occur in an academic career.  The candidate
may submit for the review file a presentation of his or her activity in all four
areas.


The University of California is committed to excellence and equity in every
facet of its mission.  Teaching, research, professional and public service
contributions that promote diversity and equal opportunity are to be
encouraged and given recognition in the evaluation of the candidate’s
qualifications.  These contributions to diversity and equal opportunity can take
a variety of forms including efforts to advance equitable access to education,
public service that addresses the needs of California’s diverse population, or
research in a scholar’s area of expertise that highlights inequalities.  
Mentoring and advising of students or new faculty members are to be 
encouraged and given recognition in the teaching or service categories of 
academic personnel actions.


The criteria set forth below are intended to serve as guides for minimum
standards in judging the candidate, not to set boundaries to exclude other
elements of performance that may be considered.


(1) Teaching — Clearly demonstrated evidence of high quality in teaching is
an essential criterion for appointment, advancement, or promotion.  Under
no circumstances will a tenure commitment be made unless there is clear
documentation of ability and diligence in the teaching role.  In judging the
effectiveness of a candidate’s teaching, the committee should consider
such points as the following:  the candidate’s command of the subject;
continuous growth in the subject field; ability to organize material and to
present it with force and logic; capacity to awaken in students an
awareness of the relationship of the subject to other fields of knowledge;
fostering of student independence and capability to reason; spirit and
enthusiasm which vitalize the candidate’s learning and teaching; ability to
arouse curiosity in beginning students, to encourage high standards, and to
stimulate advanced students to creative work; personal attributes as they
affect teaching and students; extent and skill of the candidate’s 
participation in the general guidance, mentoring, and advising of students;
effectiveness in creating an academic environment that is open and
encouraging to all students, including development of particularly
effective strategies for the educational advancement of students in various
underrepresented groups.  The committee should pay due attention to the
variety of demands placed on instructors by the types of teaching called
for in various disciplines and at various levels, and should judge the total
performance of the candidate with proper reference to assigned teaching
responsibilities.  The committee should clearly indicate the sources of
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evidence on which its appraisal of teaching competence has been based. 
In those exceptional cases when no such evidence is available, the
candidate’s potentialities as a teacher may be indicated in closely
analogous activities.  In preparing its recommendation, the review
committee should keep in mind that a redacted copy of its report may be 
an important means of informing the candidate of the evaluation of his or
her teaching and of the basis for that evaluation.


It is the responsibility of the department chair to submit meaningful
statements, accompanied by evidence, of the candidate’s teaching
effectiveness at lower-division, upper-division, and graduate levels of
instruction.  More than one kind of evidence shall accompany each
review file.  Among significant types of evidence of teaching
effectiveness are the following:  (a) opinions of other faculty members 
knowledgeable in the candidate’s field, particularly if based on class 
visitations, on attendance at public lectures or lectures before professional 
societies given by the candidate, or on the performance of students in 
courses taught by the candidate that are prerequisite to those of the 
informant; (b) opinions of students; (c) opinions of graduates who have 
achieved notable professional success since leaving the University; 
(d) number and caliber of students guided in research by the candidate and
of those attracted to the campus by the candidate’s repute as a teacher; and
(e) development of new and effective techniques of instruction, including
techniques that meet the needs of students from groups that are
underrepresented in the field of instruction.


All cases for advancement and promotion normally will include:
(a) evaluations and comments solicited from students for most, if not all,
courses taught since the candidate’s last review; (b) a quarter-by-quarter
or semester-by-semester enumeration of the number and types of courses
and tutorials taught since the candidate’s last review; (c) their level; 
(d) their enrollments; (e) the percentage of students represented by
student course evaluations for each course; (f) brief explanations for
abnormal course loads; (g) identification of any new courses taught or of
old courses when there was substantial reorganization of approach or
content; (h) notice of any awards or formal mentions for distinguished
teaching; (i) when the faculty member under review wishes, a self-
evaluation of his or her teaching; and (j) evaluation by other faculty
members of teaching effectiveness.  When any of the information
specified in this paragraph is not provided, the department chair will
include an explanation for that omission in the candidate’s dossier.  If
such information is not included with the letter of recommendation and 
its absence is not adequately accounted for, it is the review committee
chair’s responsibility to request it through the Chancellor.
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(2) Research and Creative Work — Evidence of a productive and creative
mind should be sought in the candidate’s published research or
recognized artistic production in original architectural or engineering
designs, or the like.


Publications in research and other creative accomplishment should be
evaluated, not merely enumerated.  There should be evidence that the
candidate is continuously and effectively engaged in creative activity of
high quality and significance.  Work in progress should be assessed
whenever possible.  When published work in joint authorship (or other
product of joint effort) is presented as evidence, it is the responsibility of
the department chair to establish as clearly as possible the role of the
candidate in the joint effort.  It should be recognized that special cases of
collaboration occur in the performing arts and that the contribution of a
particular collaborator may not be readily discernible by those viewing
the finished work.  When the candidate is such a collaborator, it is the
responsibility of the department chair to make a separate evaluation of 
the candidate’s contribution and to provide outside opinions based on
observation of the work while in progress.  Account should be taken of
the type and quality of creative activity normally expected in the
candidate’s field.  Appraisals of publications or other works in the
scholarly and critical literature provide important testimony.  Due
consideration should be given to variations among fields and specialties
and to new genres and fields of inquiry.


Textbooks, reports, circulars, and similar publications normally are 
considered evidence of teaching ability or public service.  However,
contributions by faculty members to the professional literature or to the
advancement of professional practice or professional education, 
including contributions to the advancement of equitable access and 
diversity in education, should be judged creative work when they present
new ideas or original scholarly research.


In certain fields such as art, architecture, dance, music, literature, and
drama, distinguished creation should receive consideration equivalent to
that accorded to distinction attained in research.  In evaluating artistic
creativity, an attempt should be made to define the candidate’s merit in
the light of such criteria as originality, scope, richness, and depth of
creative expression.  It should be recognized that in music, drama, and
dance, distinguished performance, including conducting and directing, is
evidence of a candidate’s creativity.


(3) Professional Competence and Activity — In certain positions in the
professional schools and colleges, such as architecture, business
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administration, dentistry, engineering, law, medicine, etc., a 
demonstrated distinction in the special competencies appropriate to the 
field and its characteristic activities should be recognized as a criterion 
for appointment or promotion.  The candidate’s professional activities 
should be scrutinized for evidence of achievement and leadership in the 
field and of demonstrated progressiveness in the development or 
utilization of new approaches and techniques for the solution of
professional problems, including those that specifically address the 
professional advancement of individuals in underrepresented groups in 
the the candidate’s field.  It is responsibility of the department chair to 
provide evidence that the position in question is of the type described 
above and that the candidate is qualified to fill it.


(4) University and Public Service — The faculty plays an important role in
the administration of the University and in the formulation of its policies. 
Recognition should therefore be given to scholars who prove themselves
to be able administrators and who participate effectively and
imaginatively in faculty government and the formulation of departmental,
college, and University policies.  Services by members of the faculty to
the community, State, and nation, both in their special capacities as
scholars and in areas beyond those special capacities when the work done
is at a sufficiently high level and of sufficiently high quality, should
likewise be recognized as evidence for promotion.  Faculty service
activities related to the improvement of elementary and secondary
education represent one example of this kind of service.  Similarly,
contributions to student welfare through service on student-faculty
committees and as advisers to student organizations should be recognized
as evidence, as should contributions furthering diversity and equal
opportunity within the University through participation in such activities
as recruitment, retention, and mentoring of scholars and students.


The Standing Orders of The Regents provide:  “No political test shall ever be
considered in the appointment and promotion of any faculty member or
employee.”  This provision is pertinent to every stage in the process of
considering appointments and promotions of the faculty.


e. The Report


(1) The report of the review committee forms the basis for further review by
the Committee on Academic Personnel or its equivalent and for action by
the Chancellor and by the President.  Consequently, the report should
include an appraisal of all significant evidence, favorable and
unfavorable.  It should be specific and analytical and should include the
review committee’s evaluation of the candidate with respect to each of
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the qualifications specified above.  It should be adequately documented
by reference to the supporting material.  It should document the vote of
the review committee but not identify the voters.  It should not provide
the identity of individuals who have provided confidential evaluations
except by code.


(2) The review committee has the responsibility of making an unequivocal
recommendation.  No member should subscribe to the report if it does not
represent that member’s judgment.  If the committee cannot come to a
unanimous decision, the division of the committee and the reasons
therefore should be communicated either in the body of the report or in 
separate concurring or dissenting statements by individual members,
submitted with the main report and with the cognizance of the other
committee members.


Appended for reference is the statement on professional ethics referred to in
APM - 210-1-a of these instructions.
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American Association of University Professors
Policy Documents & Reports


Pages 75-76, 1990


Statement on Professional Ethics
(Endorsed by the Seventy-Third Annual Meeting, June 1987)


The Statement


I. Professors, guided by a deep conviction of the worth and dignity of the
advancement of knowledge, recognize the special responsibilities placed upon
them.  Their primary responsibility to their subject is to seek and to state the truth
as they see it.  To this end professors devote their energies to developing and
improving their scholarly competence.  They accept the obligation to exercise
critical self-discipline and judgment in using, extending, and transmitting
knowledge.  They practice intellectual honesty.  Although professors may follow
subsidiary interests, these interests must never seriously hamper or compromise
their freedom of inquiry.


II. As teachers, professors encourage the free pursuit of learning in their students. 
They hold before them the best scholarly and ethical standards of their discipline. 
Professors demonstrate respect for students as individuals and adhere to their
proper roles of intellectual guides and counselors.  Professors make every
reasonable effort to foster honest academic conduct and to ensure that their
evaluations of students reflect each student’s true merit.  They respect the
confidential nature of the relationship between professor and student.  They avoid
any exploitation, harassment, or discriminatory treatment of students.  They
acknowledge significant academic or scholarly assistance from them.  They protect
their academic freedom.


III. As colleagues, professors have obligations that derive from common membership
in the community of scholars.  Professors do not discriminate against or harass
colleagues.  They respect and defend the free inquiry of associates.  In the 
exchange of criticism and ideas professors show due respect for the opinions of  
others.  Professors acknowledge academic debt and strive to be objective in their
professional judgment of colleagues.  Professors accept their share of faculty
responsibilities for the governance of their institution.
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IV. As members of an academic institution, professors seek above all to be effective
teachers and scholars.  Although professors observe the stated regulations of the
institution, provided the regulations do not contravene academic freedom, they
maintain their right to criticize and seek revision.  Professors give due regard to
their paramount responsibilities within their institution in determining the amount
and character of work done outside it.  When considering the interruption or
termination of their service, professors recognize the effect of their decision upon
the program of the institution and give due notice of their intentions.


V. As members of their community, professors have the rights and obligations of 
other citizens.  Professors measure the urgency of these obligations in the light of 
their responsibilities to their subject, to their students, to their profession, and to 
their institution.  When they speak or act as private persons they avoid creating the
impression of speaking or acting for their college or university.  As citizens
engaged in a profession that depends upon freedom for its health and integrity,
professors have a particular obligation to promote conditions of free inquiry and to
further public understanding of academic freedom.
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210-2 Instructions to Review Committees Which Advise on Actions Concerning the
Professor of Clinical (e.g., Medicine) Series


 
a. The policies and procedures set forth in APM - 210-1-a, -b, -c, and -e shall


govern the committee in the confidential conduct of its review and in the
preparation of its report.  The committee should refer to APM - 275 for
policies on the Professor of Clinical (e.g., Medicine) series. 


 
b. The review committee shall judge the candidate with respect to the proposed


rank and duties, considering the record of the candidate’s performance in 
(1) teaching, (2) professional competence and activity, (3) creative work, and
(4) University and public service. 


 
The department chair is responsible for documenting the faculty member’s
division of effort among the four areas of activity.  The chair should also
indicate the appropriateness of this division to the position that the individual
fills in the department, school, or clinical teaching faculty. 


 
Appointees in the Professor of Clinical (e.g., Medicine) series are to be
evaluated in relation to the nature and time commitments of their University
assignments. 


 
The criteria set forth below are intended to serve as guides for the review
committee in judging the candidate, not to set boundaries to the elements of
performance that may be considered. 


 
Clinical teaching, professional activity, and creative work may differ from
standard professorial activities in the University, but can be judged on the
basis of professional competence, intellectual contribution, and originality. 


 
(1) Teaching — Excellent teaching is an essential criterion for appointment


or advancement.  Clinical teaching is intensive tutorial instruction, 
carried on amid the demands of patient care and usually characterized by
pressure on the teacher to cope with unpredictably varied problems, by
patient-centered immediacy of the subject matter, and by the necessity of
preparing the student to take action as a result of the interchange.


Nevertheless, the criteria suggested in the instructions for the regular
Professor series (see APM - 210-1) are applicable:


. . . the candidate’s command of the subject; continuous growth in
the subject field; ability to organize material and to present it with
force and logic; . . . spirit and enthusiasm which vitalize the
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candidate’s learning and teaching; ability to arouse curiosity in 
beginning students and to stimulate advanced students to creative work;
personal attributes as they affect teaching and students; the extent and
skill of the candidate’s participation in the general guidance and advising
of students . . .. 


 
In addition, the clinical teacher should be successful in applying
knowledge of basic health science and clinical procedures to the
diagnosis, treatment, and care of a patient in a manner that will not only
assure the best educational opportunity for the student, but also provide
high quality care for the patient. 


 
For appointment to a title in this series, the appointee should have a
record of active participation and excellence in teaching, whether for
health professional students, graduate students, residents, postdoctoral
fellows, or continuing education students. 


 
For promotion to or appointment at the Professor rank, the appointee
should be recognized as an outstanding clinical teacher.  Most candidates
will have designed educational programs at a local level, and some will
have designed such programs at a national level. 


 
(2) Professional Competence and Activity —  There must be appropriate


recognition and evaluation of professional activity.  Exemplary
professional practice, organization of training programs for health
professionals, and supervision of health care facilities and operations
comprise a substantial proportion of the academic effort of many health
sciences faculty.  In decisions on academic advancement, these are
essential contributions to the mission of the University and deserve
critical consideration and weighting comparable to those of teaching and
creative activity.


 
 (a) Standards for Appointment or Promotion
 


For entry level positions, the individual should have three or more
years of training and/or experience post M.D., Ph.D. or equivalent
terminal professional degree.  In addition, an appointee should show
evidence of a high level of competence in a clinical specialty. 


 
For promotion to or appointment at the Associate Professor rank, an
appointee should be recognized at least in the local metropolitan
health care community as an authority within a clinical specialty.  A
physician normally will have a regional reputation as a referral
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physician; another health professional normally will have a regional
reputation as evidenced in such work as that of a consultant. 


 
For promotion to or appointment at the Professor rank, the appointee
will have a national reputation for superior accomplishments within
a clinical specialty and may have a leadership role in a department 
or hospital.  Appointees may receive patients on referral from
considerable distances, serve as consultants on a nationwide basis,
serve on specialty boards, or be members or officers of clinical
and/or professional societies. 


 
(b) Evaluation of Clinical Achievement


Evaluation of clinical achievement is both difficult and sensitive.  In
many cases, evidence will be testimonial in nature and, therefore, its
validity should be subject to critical scrutiny.  The specificity and
analytic nature of such evidence should be examined; the expertise
and sincerity of the informant should be weighed.


Overly enthusiastic endorsements and cliche-ridden praise should be
disregarded.


Comparison of the individual with peers at the University of
California and elsewhere should form part of the evidence provided. 
Letters from outside authorities, when based on adequate knowledge
of the individual and written to conform to the requirements cited
above, are valuable contributions.  Evaluation or review by peers
within the institution is necessary.  The chair should also seek
evaluations from advanced clinical students and former students in
academic positions or clinical practice. 


 
If adequate information is not included in the materials sent forward
by the chair, it is the review committee’s responsibility to request
such information through the Chancellor. 


 
(3) Creative work — Many faculty in the health sciences devote a great


proportion of their time to the inseparable activities of teaching and
clinical service and, therefore, have less time for formal creative work
than most other scholars in the University.  Some clinical faculty devote
this limited time to academic research activities; others utilize their
clinical experience as the basis of their creative work. 
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 An appointee is expected to participate in investigation in basic, applied,
or clinical sciences.  In order to be appointed or promoted to the
Associate or full Professor rank, an appointee shall have made a
significant contribution to knowledge and/or practice in the field.  The
appointee’s creative work shall have been disseminated, for example, in a
body of publications, in teaching materials used in other institutions, or 
in improvements or innovations in professional practice which have been
adopted elsewhere. 


 
Evidence of achievement in this area may include clinical case reports. 
Clinical observations are an important contribution to the advancement of
knowledge in the health sciences and should be judged by their accuracy,
scholarship, and utility.  Improvements in the practice of health care
result from the development and evaluation of techniques and procedures
by clinical investigators.  In addition, creative achievement may be 
demonstrated by the development of innovative programs in health care
itself or in transmitting knowledge associated with new fields or other
professions. 


 
Textbooks and similar publications, or contributions by candidates to the
professional literature and the advancement of professional 
practice or of professional education, should be judged as creative work
when they represent new ideas or incorporate scholarly research.  The
development of new or better ways of teaching the basic knowledge and
skills required by students in the health sciences may be considered
evidence of creative work. 


 
The quantitative productivity level achieved by a faculty member should
be assessed realistically, with knowledge of the time and institutional
resources allotted to the individual for creative work. 


 
(4) University and Public Service —  The review committee should


evaluate both the amount and the quality of service by the candidate to
the department, the school, the campus, the University, and the public,
paying particular attention to that  service which is directly related to the
candidate’s professional expertise and achievement.  The department
chair should provide both a list of service activities and an analysis of the
quality of this service. 
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210-3 Instructions to Review Committees Which Advise on Actions Concerning the
Lecturer with Security of Employment Series


a. The policies and procedures set forth above in APM - 210-1-a, -b, -c, and -e,
shall govern the committee in the confidential conduct of its review and in the
preparation of its report.  The committee should refer to APM - 285 both for
policies and procedures on appointments in the Lecturer with Security of
Employment series.


b. The review committee shall judge the candidate with respect to the proposed
rank and duties considering the record of the candidate’s performance in
(1) teaching, (2) professional achievement and activity, and (3) University and
public service.


c. The criteria set forth below are intended to serve as guides for minimum
standards by which to judge the candidate, not to set boundaries to exclude
other elements of performance that may be considered, as agreed upon by the
candidate and the department.


(1) Teaching


Clearly demonstrated evidence of excellent teaching is an essential
criterion for appointment, advancement, or promotion.  Under no
circumstances will security of employment be conferred unless there is
clear documentation of outstanding teaching.


In judging the effectiveness of a candidate’s teaching, the committee
should consider such points as the following:  the candidate’s command
of the subject; continuous growth in the subject field; ability to organize
material and to present it with force and logic; capacity to awaken in
students an awareness of the relationship of the subject to other fields of
knowledge; fostering of student independence and capability to reason;
ability to arouse curiosity in students and to encourage high standards;
personal attributes as they affect teaching and students; extent and skill 
of the candidate’s participation in the general guidance, mentoring, and
advising of students; and effectiveness in creating an academic
environment that is open and encouraging to all students.  The committee
should pay due attention to the variety of demands placed on Lecturers 
by the types of teaching called for in various disciplines and at various
levels, and should judge the total performance of the candidate with
proper reference to assigned teaching responsibilities.  The committee
should clearly indicate the sources of evidence on which its appraisal of
teaching competence has been based.  In those exceptional cases of an
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initial appointment where no such evidence is available, the candidate’s
potential as a teacher may be indicated in closely analogous activities.  In
preparing its recommendation, the review committee should keep in mind
that the report may be an important means of informing the candidate of
the evaluation of his or her teaching and of the basis for that evaluation.


It is the responsibility of the department chair to submit meaningful
statements, accompanied by evidence, of the candidate’s teaching
effectiveness.  Among significant types of evidence of teaching
effectiveness are the following: (a) opinions of other faculty members
knowledgeable in the candidate’s field, particularly if based on class
visitations, on attendance at public lectures or lectures before 
professional societies given by the candidate, or on the performance of 
students in courses taught by the candidate that are prerequisite to those 
of the informant; (b) opinions of students; (c) opinions of graduates; and 
(d) development of new and effective techniques of instruction.


All cases for advancement and promotion normally will include: 
(a) evaluations and comments solicited from students for most, if not all,
courses taught since the candidate’s last review; (b) a quarter-by-quarter
or semester-by-semester enumeration of the number and types of courses
and tutorials taught since the candidate’s last review which includes 
(i) the level of courses and tutorials taught, (ii) the enrollments of courses
and tutorials taught, and (iii) for each course, the percentage of student
course evaluations in relation to the total number of students in the
course; (c) brief explanations for abnormal course loads; 
(d) identification of any new courses taught or of old courses which the
candidate has substantially reorganized in approach or content; (e) notice
of any awards or other acknowledgments of distinguished teaching; 
(f) when the faculty member under review wishes, a self-evaluation of his
or her teaching; and (g) commentary by other faculty on teaching
effectiveness.  When any of the information specified in this paragraph is
not provided, the department chair will include an explanation for that
omission in the candidate’s dossier.  If such information is not included
with the letter of recommendation and its absence is not adequately
accounted for, it is the review committee chair’s responsibility to request
it through the Chancellor.


(2) Professional Achievement and Activity


A demonstrated distinction in the special competencies appropriate to
teaching the particular subject is one of the criteria for appointment or
promotion.  The candidate’s professional activities should be scrutinized
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for evidence of achievement and leadership.  Intellectual leadership must
be documented by materials demonstrating that the candidate has, 
through publication (either in traditional forms or in electronic format), 
creative accomplishments, or other professional activity, made 
outstanding and recognized contributions to the development of his or her 
special field and/or of pedagogy.


(3) University and Public Service


The review committee should evaluate both the quantity and the quality
of service by the candidate to the department, the campus, the University,
and the public, paying particular attention to that service which is directly
related to the candidate’s professional expertise and achievement. 
Evidence of suitability for promotion may be demonstrated in services to
the community, state, and nation, both in the candidate’s special
capacities as a teacher and in areas beyond those special capacities when
the work done is at a sufficiently high level and of sufficiently high
quality.  Faculty service activities related to the improvement of
elementary and secondary education represent one example of this kind 
of service.  Similarly, contributions to student welfare through service on
student-faculty committees and as advisers to student organizations
should be recognized as evidence.  The department chair should provide
both a list of service activities and an analysis of the quality of this
service.


The Standing Orders of The Regents provide: “No political test shall ever
be considered in the appointment and promotion of any faculty member
or employee.”  This provision is pertinent to every stage in the process of
considering appointments and promotions.
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210-4 Instructions to Review Committees Which Advise on the Appointment, Merit
Increase, Promotion, Career Status Actions for Members of Librarian Series


a. The committees here referred to, either standing or ad hoc or both, are
designated as review committees in what follows.  Authorization for their
appointment is described in APM - 360-6-b and -c.  


 
b. The quality of the librarian series at the University of California is maintained


primarily through objective and thorough review by peers and administrators
of each candidate for appointment, merit increase, promotion, and career 
status action.  Responsibility for this review falls, in part, upon the review
committee(s).  For purposes of appointments, it is the duty of these 
committees to assess the present qualifications of the candidates and their 
potential as productive members of the library staffs.  For purposes of merit 
increases, promotions, and career status actions, it is the duty of these 
committees to assess an individual’s performance during a given review
period to determine if a merit, promotion, or career status action should be
recommended.  Review committees should refer to APM - 360 for information
concerning appointment, merit increase, promotion, and career status actions. 


 
In conducting its review and arriving at its judgment concerning a candidate,
each review committee shall be guided by the criteria as mentioned in 
APM - 360-10 and described in APM - 210-4-e.    


 
c. Maintenance of the Committees’ Effectiveness


 
(1) The deliberations and recommendations of the review committees are to


be strictly confidential.  The membership and report of each ad hoc
review committee are confidential.  The chair of each committee shall
remind members of the confidential nature of the assignment.  This
requirement must be kept in mind when arrangements are made through
the Chancellor or designee for written or oral communications.  When
recommendations with supporting documents have been forwarded to the
Chancellor or designee, all copies or preliminary drafts shall be
destroyed.  Under the provisions of APM - 360-80-l, the candidate is
entitled to receive from the Chancellor or designee a redacted copy of the
confidential documents in the academic review record (without 
disclosure of the identities of members of the ad hoc review committee
and without separate identification of the evaluation and recommendation 
made by the ad hoc review committee). 


 
(2) The entire system of review by such committees depends for its


effectiveness upon each committee’s prompt attention to its assignment
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and its conduct of the review with all possible dispatch, consistent with
judicious and thorough consideration of the case. 


 
(3) The chair of the review committee has the responsibility for making sure


that each member of the committee has read and understands these
instructions. 


d. Procedures
 


(1) General — Recommendations for appointments, merit increases,
promotions, and career status actions normally originate with the
department or unit head, herein called the review initiator.  
(See APM - 360-80-e.)  The letter of recommendation shall provide a 
comprehensive assessment of the candidate’s qualifications, together 
with detailed evidence to support the evaluation, including an up-to-date 
biography and bibliography.  The letter should also present a report of 
consultation with appropriate members of the professional library staff 
and others in a position to evaluate performance and should include any 
dissenting opinions. 


 
In the case of an appointment, opinions from colleagues in other
institutions where the candidate has served and from other qualified 
persons having firsthand knowledge of the candidate’s attainments are to
be included, if feasible. 


In the review of a proposed merit increase, promotion or career status
action (the general procedure for all shall normally be the same, subject 
to any special campus procedures), extramural evidence, when it can be
obtained, is highly desirable although not required. 


 
(2) Assessment of Evidence — The review committee shall assess the


adequacy of the evidence submitted.  If, in the committee’s judgment, the
evidence is incomplete or inadequate to enable it to reach a clear
recommendation, the committee shall solicit additional information
through the Chancellor or designee and request amplification or new
material.  In every case, all obtainable evidence shall be carefully
considered. 


 
If, according to such evidence, the candidate fails to meet the criteria set
forth in APM - 210-4-e, the committee should recommend against the
proposed action.  
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 If, on the other hand, there is evidence of unusual achievement and
exceptional promise of continued growth, the committee should not
hesitate to endorse or propose a recommendation for higher rank or
higher step within rank which would constitute an accelerated
advancement of an appointee. 


 
e. Criteria


 
(1) Appointments — A candidate for appointment to this series shall


normally be required to have a professional degree from a library school
with a program accredited by the American Library Association. 
However, a person with other appropriate degree(s) or equivalent
experience in one or more fields relevant to library services may also be
appointed to this series. 


Selection of an individual to be appointed to the rank of Assistant
Librarian is based upon the requirements of the position with due
attention to the candidate’s demonstrated competence, knowledge and
experience.  A person appointed as Assistant Librarian without previous
professional library experience should normally be appointed at Step I.  
A person who has had previous experience relevant to the position may 
be appointed to one of the higher salary levels in this rank, depending on 
the candidate’s aptitude, the extent of prior experience, and/or the
requirements of the position. 


 
A candidate with extensive previous relevant experience and superior
qualifications who is being considered for a highly demanding and
responsible position should be appointed to one of the two higher ranks 
in the series.  The criteria for the appointment to either of these levels 
will be the same as those for promotion as outlined below. 


 
(2) Merit Increases and Promotions — At the time of original appointment


to a title in this series, each appointee shall be informed that continuation
or advancement is justified only by demonstrated skills and achievement
which will be determined after objective and thorough review.  If, on the
basis of a review, the individual does not meet the criteria for
continuation or advancement, there is no obligation on the part of the
University to continue or to promote.  On the other hand, accelerated
promotion is possible if achievement has been exceptional.  An appointee
will be eligible for promotion only if there are demonstrated superior
professional skills and achievement.  For some, promotion may involve a
position change; for others, promotion may not necessarily involve
position change but will depend upon increased responsibility as well as
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growing competence and contribution in the same position.  The
assumption of administrative responsibilities is not a necessary condition
for promotion. 


 
A candidate for merit increase or promotion in this series shall be judged
on the basis of professional competence and quality of service rendered
within the library and, to the extent they are relevant, one or more of the
following:  professional activity outside the library; University and public
service; and research and other creative activity.  (See APM - 360-10.) 


(3) The criteria as set forth in detail below are intended to serve as general
guidelines and do not preclude consideration of other unique service to
the University.  In considering individual candidates, reasonable
flexibility is to be exercised in weighing the comparative relevance of
these criteria.


 
(a) Professional Competence and Quality of Service Within the


Library — Although contribution in each of the following areas will
vary considerably from person to person depending on each person’s
primary functions as a librarian, performance and potential shall be
reviewed and evaluated in any or all of the five major areas of
librarianship:  selection and development of resources; bibliographic
control of collections and their organization for use; reference and
advisory service; development and application of specialized
information systems; and library administration and management. 
Additionally, librarians should be judged on consistency of
performance, grasp of library methods, command of their subjects,
continued growth in their fields, judgment, leadership, originality,
ability to work effectively with others, and ability to relate their
functions to the more general goals of the library and the University.


 
 Evidence of effective service may include the opinions of


professional colleagues, particularly those who work closely or
continuously with the appointee; the opinions of faculty members,
students, or other members of the University community as to the
quality of a collection developed, for example, or the technical or
public service provided by the candidate; the opinions of librarians
outside the University who function in the same specialty as the
candidate; the effectiveness of the techniques applied or procedures
developed by the candidate; and relevant additional educational
achievement, including programs of advanced study or courses taken
toward improvement of language or subject knowledge.
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 (b) Professional Activity Outside the Library — A candidate’s
professional commitment and contribution to the library profession
should be evaluated by taking account of such activities as the
following:  membership and activity in professional and scholarly
organizations; participation in library and other professional
meetings and conferences; consulting or similar service; outstanding
achievement or promise as evidenced by awards, fellowships, 
grants; teaching and lecturing; and editorial activity.


(c) University and Public Service — Recognition should be given to
those who participate effectively and imaginatively in library-wide
and University service (including serving on campus or
University-wide administrative or academic committees), and in
professional librarian services to the community, state, and nation. 


(d) Research and Other Creative Activity — Research by practicing
librarians has a growing importance as library, bibliographic, and
information management activities become more demanding and
complex.  It is therefore appropriate to take it into account in
measuring a librarian’s professional development.  The evaluation of
such research or other creative activity should be qualitative and not
merely quantitative and should be made in comparison with the
activity and quality appropriate to the candidate’s specialty.  Note
should be taken of continued and effective endeavor.  Reports,
handbooks, manuals, and similar documents may be considered
under this heading only if they present new ideas or incorporate
research; otherwise, they should be regarded solely as evidence of
professional service. 


f. The Report 
 


(1) The report of the review committee(s) forms the basis for further
administrative review and action by the Chancellor or designee. 
Consequently, the report should include an assessment of all significant
evidence, favorable and unfavorable.  It should be specific and analytical,
should include the review committee’s evaluation of the candidate with
respect to the qualifications specified, and should be adequately
documented by reference to the supporting material. 


 
(2) The review committee has the responsibility of making an unequivocal


recommendation.  No member should subscribe to the report if it does not
represent that member’s judgment.  If the committee cannot come to a
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unanimous decision, the division of the committee and the reasons
therefore should be communicated either in the body of the report or in
separate concurring or dissenting statements by individual members,
submitted with the main report and with the cognizance of the other
committee members. 
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210-5 Instructions to Review Committees Which Advise on Actions Concerning
Appointees in the Supervisor of Physical Education Series


The following instructions apply to review committees for actions concerning
appointees in the Supervisor of Physical Education series (see APM - 300). 


 
The Supervisor of Physical Education series has been designated for those 
members of a Department of Physical Education or Physical Activities who teach, 
promote and/or supervise physical activities, intercollegiate athletics, or intramural 
sports programs; teach courses and establish curricula in physical education; 
coordinate or administer campus intercollegiate athletics or recreation programs. 


 
The titles Assistant Supervisor, Associate Supervisor, and Supervisor of Physical
Education have been granted limited equivalency with the corresponding titles in
the Professor series.  The equivalency extends to leave of absence privileges
(including sabbatical leave) and tenure at the two higher ranks.  The supervisor
series is not used for those members of a Department of Physical Education or
Physical Activities of whom research is required and thus properly belong in the
Professor series. 


a. Purpose and Responsibility of the Review Committees
 


While the review criteria differ in the supervisor series from the requirements
of the Professor series, the quality of the faculty in both series is maintained
through objective and thorough appraisal of each candidate for appointment
and promotion.  Significant responsibility for this appraisal falls to the review
committees nominated by the Committee on Academic Personnel (or other
appropriate committee) and appointed by the Chancellor.  It is the duty of the
review committee to ascertain the present fitness of each candidate and the
likelihood of a continuing productive career.  Implicit in the committee’s
responsibility for maintenance of a quality faculty is just recognition and
encouragement of achievement on the part of the candidate.


b. Maintenance of the Committee’s Effectiveness


The chair of the review committee has the responsibility of assuring that these
instructions have been read and understood by the members, that strict
confidentiality is maintained by the committee, and that committee actions are
carried out with as much dispatch as is consistent with thoughtful
consideration.  These requirements are presented in greater detail in 
Section 210-1-b.
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c. Procedure


(1) General — Recommendations for appointment and promotion normally
originate with the department chair who should include in the letter of
recommendation a comprehensive assessment of the candidate’s
qualifications and detailed related evidence, and a report of the
appropriate consultation with departmental colleagues, recording the vote
and the nature of any dissenting opinions.  In addition, the department
chair is expected to assemble and submit with the recommendation
teaching evaluations, updated biographical information, evidence of the
candidate’s effectiveness, leadership, and professional growth in all
assigned areas of responsibility, and any other items pertinent to the
review.


(2) Appointments — The documentation provided with the department
chair’s recommendation should include opinions from colleagues in other
institutions where the candidate has served, and from other qualified
persons having direct knowledge of the candidate’s attainments. 
Extramural opinions are imperative in the case of proposed tenured
appointments.


(3) Promotions — Promotions are based on merit, and should be
recommended only when achievement and the promise of future
contributions warrant such action.  Both the department and the review
committee should consider the candidate’s teaching, leadership,
professional development and standing in relation to others who might be
considered alternative candidates for the position.  The department chair
should supplement the opinions of departmental colleagues with letters
from qualified extramural informants.


(4) Assessment of Evidence — The review committee shall assess the
adequacy of the evidence submitted and if deemed inadequate to reach a
clear recommendation, the committee chair shall request, through the
Chancellor, additional evidence or amplification.  All obtainable 
evidence shall be carefully considered.


If, according to all obtainable evidence, the candidate fails to meet the
criteria set forth in Section 210-5-d below, the committee should
recommend against appointment or promotion.  If, on the other hand,
there is evidence of unusual achievement and exceptional promise of
continued growth, the committee should not hesitate to endorse a
recommendation for accelerated advancement.
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d. Criteria for Appointment and Promotion


The review committee shall judge the candidate for the proposed rank and
duties, considering the record of performance in (a) teaching,
(b) professional achievement and leadership in one or more of the following: 
physical activities, campus intramural or recreation programs, extramural
sports, or intercollegiate sports programs; and (c) University and public
service.  In evaluating the candidate’s qualifications within these areas, the
review committee shall exercise reasonable flexibility, balancing heavier
commitments and responsibilities in one area against lighter responsibilities in
another.  Although published research is not required of those in the supervisor
of physical education series, such research or other creative activity should be
given appropriate recognition as adding to the knowledge in the field. 
However, neither the flexibility noted above nor the absence of a research
requirement should entail a relaxation of the University’s high standards for
appointment and promotion.  Superior attainment and the promise of future
growth, as evidenced in teaching, program leadership, professional
development, and University and public service, are indispensable
qualifications for appointment and promotions to tenure positions.


The criteria outlined below are intended to guide reviewing agencies in
judging the candidate, not to set boundaries to the elements of performance
that may be considered.


(1) Teaching — Effective teaching is an essential criterion to appointment 
or advancement.  Under no circumstances will a tenure commitment be
made unless there is a clear evidence of ability and diligence in the
teaching role.  In assessing performance in this area, the committee
should consider the candidate’s command of the subject; continued
growth; mastering of new topics to improve effective service to the
University; ability to organize and present course materials; grasp of
general objectives; ability to awaken in students an awareness of the
importance of subject matter to the growth of the individual; extent and
quality of participation; achievements of students in their field.


It is the responsibility of the department chair to provide meaningful
statements, accompanied by evidence, including student evaluations,
regarding the candidate’s effectiveness in teaching.


If the information provided is deemed inadequate, it is the responsibility
of the chair of the committee to request additional material, through the
Chancellor.
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(2) Professional Achievement and Activity — Although published research
is not required of those in the supervisor series, any pertinent activity or
creative work in this area shall be given due consideration as evidence of
professional achievement or leadership.


In reviewing the candidate’s suitability for appointment or promotion, the
committee should evaluate the evidence for professional achievement as
shown by educational attainment, record of accomplishment, and promise
of future growth.  No recommendation for tenure should be made unless
this evidence clearly demonstrates that the candidate has superior
leadership qualities in one or more of the areas of supervising, coaching,
or administering programs in physical education, physical activities,
recreation or sports.  For appointment or promotion to the rank of
Supervisor, significant and extramurally recognized distinction is
required.  It is the responsibility of the department chair to provide
evidence that bears on the questions of leadership and of professional
achievement and activity.  This may include evidence related to
educational accomplishment; the institution of effective and innovative
programs; competitive sports records; activity in professional
organizations; supervision of personnel; administration of activities,
sports, or recreation programs; and other appropriate information.


(3) University and Public Service — The committee should evaluate both
the amount and the quality of service by the candidate to the department,
the campus, the University, and the public, paying particular attention to
that service which is directly related to the candidate’s professional
expertise and achievement.  The department chair should provide both a
listing of service aspects and an analysis of the quality of this service.


(4) The Standing Orders of The Regents provide:  “No political test shall
ever be considered in the appointment and promotion of any faculty
member or employee.”  This provision is pertinent to every stage in the
process of considering appointments and promotions of faculty members.


e. The Report 
 


(1) The report of the review committee forms the basis for further review by
the Committee on Academic Personnel (or equivalent) and for action by
the Chancellor and by the President.  Consequently, it should include an
appraisal of all significant evidence, favorable or unfavorable.  It should
be specific and analytical and should include the review committee’s
evaluation of the candidate with respect to each of the qualifications
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specified above.  It should be adequately documented by reference to the
supporting material. 


 
(2) The review committee has the responsibility of making an unequivocal


recommendation.  No member should subscribe to the report if it does not
represent that member’s judgment.  If the committee cannot come to a
unanimous decision, the division of the committee and the reason 
therefore should be communicated either in the body of the report or in
separate concurring or dissenting statements by individual members,
submitted with the main report and with the cognizance of the other
committee members.


210-6 Instructions to Review Committees Which Advise on Actions Concerning the
Health Sciences Clinical Professor Series


a. The policies and procedures set forth in APM - 210-1-a, -b, -c, and -e shall
govern the committee in the confidential conduct of its review and in the
preparation of its report.  The instructions below apply to review committees for
actions concerning appointees in the Health Sciences Clinical Professor series. 
The committee should refer to APM - 278 for policies on the Health Sciences
Clinical Professor series. 


b. The review committee shall evaluate the candidate with respect to proposed rank
and duties, considering the record of the candidate’s performance in 
(1) professional competence and activity, (2) teaching, (3) University and public
service, and (4) research and creative work.  Activities in items (3) and (4) are
desirable and encouraged to the extent required by campus guidelines.  See 
APM - 278-10-c and -d.


For appointments, the chair shall provide a description of the proposed 
allocation of the candidate’s time in the areas of activity.  For advancement, the 
chair shall document the faculty member’s allocation of effort among the areas 
of activity.  The chair should also indicate the appropriateness of this allocation 
to the position that the individual holds in the department, school, or clinical 
teaching faculty.


Appointees in the Health Sciences Clinical Professor series shall be evaluated in
relation to the nature and the allocation of time of their University assignments. 
Faculty with part-time appointments are expected to show the same quality of
performance as full-time appointees, but the amount of activity may be less.
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The criteria set forth below are intended to serve as guidelines for the review
committee in judging the candidate, not as boundaries for the elements of
performance that may be considered.


(1) Professional Competence and Activity


The evaluation of professional competence and activity generally focuses
on the quality of patient care.


A demonstrated distinction in the special competencies appropriate to the
field and its characteristic activities should be recognized as a criterion for
appointment or promotion.  The candidate’s professional activities should
be reviewed for evidence of achievement, leadership, or demonstrated
progress in the development or utilization of new approaches and
techniques for the solution of professional problems.


a. Professional Practice


For an initial appointment to the rank of Health Sciences Assistant
Clinical Professor, the committee should ascertain the present
capabilities of the candidate and the likelihood that the candidate will
be a competent teacher and develop an excellent professional practice.


 
In addition to proven competence in teaching, a candidate for
appointment or promotion to the rank of Health Sciences Associate
Clinical Professor or Health Sciences Clinical Professor in this series
should show evidence of excellence in professional practice.  Such
evidence may include, but is not limited to, evaluations that
demonstrate:


• provision of high-quality patient care;
• a high level of competence in a clinical specialty;
• expanded breadth of clinical responsibilities;
• significant participation in the activities of clinical and/or


professional groups;
• effective development, expansion, or administration of a clinical


service; or 
• recognition or certification by a professional group.


The review committee should judge the significance and quantity of
clinical achievement and contribution to the profession.  In many
cases, evidence of clinical achievement will be testimonial in nature.
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(b) Professional Activity


An individual’s role in the organization of training programs for
health professionals and the supervision of health care facilities and
operations may provide evidence of exemplary professional activity. 
In decisions bearing on academic advancement, these activities 
should be recognized as important contributions to the mission of the
University. 


(2) Teaching


Teaching is a required duty of clinical faculty.  Before making an initial
appointment to this series, the review committee should evaluate the
candidate’s potential to be an effective teacher.  Evidence of excellence in
clinical teaching is essential for advancement in this series.  Teaching may
involve registered University of California students, housestaff, fellows,
and postdoctoral scholars.  Normally teaching in the clinical setting
comprises intensive tutorial instruction, carried on amid the demands of
patient care and usually characterized by multiple demands on the teacher
to cope with unpredictably varied problems, patient needs, and the
necessity of preparing the students to exercise judgment and/or take  
action.  Nevertheless, the criteria suggested for evaluating teaching in the 
regular Professor series are applicable:


In judging the effectiveness of a candidate’s teaching, 
the committee should consider such points as the 
following:  the candidate’s command of the subject; 
continuous growth in the subject field; ability to organize 
material and to present it with force and logic; . . . fostering 
of student independence and capability to reason; spirit and
enthusiasm which vitalize the candidate’s learning and 
teaching; ability to arouse curiosity in beginning students, 
to encourage high standards, and to stimulate advanced 
students to creative work; personal attributes as they 
affect teaching and students; extent and skill of the 
candidate’s participation in the general guidance, 
mentoring, and advising of students; effectiveness in 
creating an academic environment that is open and 
encouraging to all students.  (APM - 210-1-d(1))
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In addition, the clinical teacher should be successful in applying
knowledge of basic health science and clinical procedures to the diagnosis,
treatment, and care of a patient that will not only assure the best
educational opportunity for the student, but will also provide the highest
quality care for the patient.


Dossiers for advancement and promotion normally will include 
evaluations and comments solicited from students.


(3) University and Public Service


The review committee should evaluate both the amount and the quality of
service by the candidate to the department, the school, the campus, the
University, and the public to the extent required by campus guidelines. 
Campus guidelines may include separate requirements or expectations for
various schools or departments.


      (4) Research and Creative Work


The review committee should evaluate research and creative work, to the
extent required by campus guidelines.  Campus guidelines may include
separate requirements or expectations for different schools or departments.


Comparison of the individual with peers at the University of California and
elsewhere should form part of the evidence provided.  As a general rule, for
appointment and promotion at the level of Health Sciences Associate Clinical
Professor, faculty may demonstrate local or regional recognition for their clinical 
and teaching activities.  For advancement to the Health Sciences Clinical Professor 
rank, faculty may demonstrate a regional or national reputation and should 
demonstrate highly distinguished clinical expertise, highly meritorious service, and 
excellence in teaching. 


Extramural referee letters may be requested for new appointments and promotions if
required by campus procedures.  For reviews at Health Sciences Clinical Professor,
Step VI, and for above-scale salaries, the chair should request letters from authorities
and should also seek evaluations from advanced clinical students and former 
students now in academic positions or clinical practice.  If adequate information is 
not included in the materials sent forward by the chair, it is the review committee’s
responsibility to request such information through the Chancellor.  
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210-24 Authority


The responsibility to nominate and the authority to appoint review committees shall
be in accordance with the stipulations set forth in the Manual Sections concerning 
the respective title series.
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MEMORANDUM  
 
 
 
 
 
 
 
To: Undergraduate Council 
 
From: Elizabeth Boretz, Director of the Student Advising and Learning Center 
 
Re: Request for 5-year Extension of Mid-Semester Grade Reporting in Lower Division Courses 
 
January 9, 2008  
 
I. Introduction 
In the Spring of 2005, the Undergraduate Council approved the proposal submitted by Jane Lawrence for a 3-year trial of 
mid-semester grade reporting for all lower-division courses.  Part of the pilot included the creation of mandatory 
workshops for all students with a grade of D+ or lower. 
 
As promised in the original proposal, I respectfully submit to you an update on the effectiveness and benefit of mid-
semester grade reporting to students’ overall wellness, and to retention and the learning environment in general.  In light 
of the constructive outcomes with regard to both teaching effectiveness and student persistence that we can attribute to the 
mid-semester grade and Success Workshop processes, I respectfully request a 5-year extension of this program. 
 
II. Overview of Mid-Semester Grading and Success Workshops 
When mid-semester grades in lower-division courses are issued by the Registrar, students are alerted by e-mail and in 
many of their classes.  At this time they are also informed of the requirement to attend a Success Workshop if they have a 
D+ or lower in any course.  Students may not register for their courses in the upcoming semester unless they attend a 
workshop, which helps to enforce participation.  Workshops are open to all students and the participants are encouraged to 
bring a friend.  Each semester, 20-30 non-required attendees show up, usually because they were encouraged to do so by 
an advisor, or to support a friend whom they accompany to the session.  Approximately 50 students attend each session.  
Fall Student Success Workshops have 4 components: 


 
1. Welcome and Student Self-Assessment (attached)   
Students are greeted as they enter, and each receives a sheet to fill out privately.  During the opening remarks that I 
make, I reinforce the message that there is still time to raise their grades, and that the purpose of the gathering is to 
make sure that the participants all have a plan to finish the semester with the best performance possible.  We also 
point out that if the students have any issues that they feel are private, or if they are uncomfortable in the workshop, 
then they may leave and meet one-on-one at a later time with me, their advisor, or another staff person that they 
choose, and then their registration hold will be released.  In the past 4 semesters, only 3 students have elected to walk 
out of the workshop; one of them chose to visit a professional counselor in lieu of the workshop, and the others met 
with advisors. 







 
After I speak for 2-3 minutes, 3 or 4 experienced UC Merced peer mentors who overcame academic difficulties in 
their first year address the group, and each one briefly tells his or her story and tips for success.  This is a new element 
this past fall, and it received positive reviews from the participants.   
 
2. Small-group discussion 
Facilitators attend each session.  These include all academic advisors from the Schools, Vice Chancellor Jane 
Lawrence, Students First Center Staff, Disability Services Staff, Counseling Center professionals, Student Advising 
and Learning Center (SALC), Student Life, Financial Aid, and Residence Life Staff.  All facilitators are professionals 
in advising or student affairs; peer mentors partner with the facilitators and help lead the group discussions.  Each 
staff person briefly introduces himself or herself to the group during the opening.  Students move the chairs into small 
circles of 5-8 per group, and they are encouraged to sit with a facilitator that they particularly want to speak with, if 
they have a preference.   
 
In the small groups, facilitators set ground rules for respect among peers.  They also remind students that they are 
welcome to keep any private information to themselves, and to share only what they care reveal.  My guidelines for 
the group leaders remind them to prevent the session from turning into a complaint forum, and to steer the students 
toward solutions to the obstacles that they identify on their self-assessment.  By and large, the discussions are lively, 
or at least productive.  I encourage the facilitators to share their own memories of college and to comment on the 
items on the self-assessment that they once struggled with, in order to set the conversation in motion.  I have found 
that group leaders enjoy this portion of the workshops, as I do, too.  Often, these discussions generate meaningful 
realizations on the part of the students, and it is rewarding to participate in a process where feelings of defeat and 
frustration turn into optimism, individually and collectively. 
 
3. Composition of Success Plans 
After a thorough discussion of the self-assessment, the facilitators hand to each student a “Success Plan” which shows 
examples of changes they can make for themselves (attend all classes and sit in the front , utilize faculty office hours, 
attend tutoring, exercise daily, make a daily to-do list with a schedule, etc).  The students then review their self-
assessments, think about the discussion, and list 5 changes that they will make to improve their academic 
performance, starting that day.  Finally, each reads his or her Success Plan aloud to the group, and the student and 
facilitator sign the sheet.  Students take these items with them so that they can remember their plan, and this document 
also serves as their proof of participation, should they be asked for that at any time. 
 
4. Evaluation (attached) 
Before they leave their group, students fill out an evaluation of the workshop experience. I have attached a 
compilation of the comments collected in the fall of 2005 and spring 2006, and a summary of their feedback in the fall 
of 2006.  Student responses continue to be overwhelmingly appreciative and positive as of fall 2007. 
 
Spring workshops had a slightly different evaluation form because they included an exercise that differed from that 
used in the fall workshop, and they were somewhat lecture-based, on the topic of motivation.   The students then 
engaged in small-group discussions where they defined their own motivations for succeeding.  Success Plans at the 
spring sessions revolved around the theme of motivation, too.   
 
Upon departure from the workshop, each student leaves the evaluation face-down with an assistant at the door, and 
they also hand in their self-assessment to be kept on record in the SALC.  I use the self-assessments for a variety of 
research and tracking purposes, most immediately for identifying which students are to have their registration hold 
released for the next semester. 
 
 
The following page shows the level of need for workshops for each year’s freshman cohort. 
 


 
 
 
 
 
 







 
Workshops in Review: 
      % of 
Date  Student Participants     freshman cohort       Number of Sessions 
Fall 2005  423   58%  8 (with 5 smaller follow-up  


“makeup sessions”) 
 


 
Spring 2006  354   43%  6 (with 4 smaller follow-up  


Sessions) 
 
Fall 2006  193   42%  4 (with 2 smaller follow-up  


Sessions) 
 
Spring 2007  203   45%  4 (with no make-up sessions; a make-up written exercise  


was implemented for the stragglers) 
 
Fall 2007  399   53%  7 (with no make-up sessions; written make-ups allowed) 


 
Although the fall of 2005 began with more than half of the freshmen in danger of failing, at the end of the semester, 74% 
of the workshop participants were on probation or in good standing, rather than “subject to academic dismissal.”  We had 
a slightly higher success rate with the at-risk students in the spring of 2006.   
 
In the fall of 2006 I examined the list of students who actually were academically dismissed (did not successfully appeal 
their dismissal), and approximately 60% of them had neglected the Success Workshop requirement.  This means that 
those who participate in the workshop, even if they do finish the semester “subject to academic dismissal,” are highly 
likely to persist in their pursuit of a degree.  Of the 142 students who attended a success workshop in the fall of 2006, 23 
were dismissed.  This is to say that the struggling students who attend Success Workshops actually have a higher retention 
rate year to year (84%) than that of the fall 2005 or fall 2006 freshman cohort in general, thus far (82%; 79%).   Without 
mid-semester grade reporting, both of these retention rates could be significantly lower. 
 
III. Benefits of Mid-Semester Grade Reporting 
 
1. Enhancing Faculty Responsiveness to Students’ Learning Needs 
In the fall of 2006 and 2007 I had the opportunity to share students’ feedback about themselves and the workshops with 
the new TA’s, and with the SSHA faculty, at their orientation sessions.  This gave them the ability to anticipate students’ 
reticence to seek help on their own, and it alerted them to the widespread problem on campus related to the low 
confidence and preparedness levels of at-risk, underrepresented, first-generation college students.  Faculty and TA’s who 
participated in this event have been especially communicative with my area, referring struggling learners and reminding 
students to utilize tutoring and learning assistance workshops.   
 
An additional, perhaps unanticipated benefit also arose in relation to teaching methods.  In two courses in the fall of 2005, 
in which the freshman enrollment exceeded 200, mid-semester grades revealed that more than 50% of the students were in 
danger of failing.  In both instances changes were made at the instructional level to enhance the students’ opportunities to 
succeed.  Examples include: an increase in the frequency of quizzes to motivate the students to focus on their progress, 
and to provide feedback to the instructor(s) on their actual learning; addition of a mid-term exam near the end of the 
course to give the “recommitted” students a chance to prove themselves and drop their lowest test score; adoption of a 
different textbook for the same course the next time that it was offered.   


 
Overall, mid-semester grade reporting and the findings that this practice provides to us have helped to cultivate a faculty 
culture of sensitivity toward the uniqueness of UC Merced’s students’ learning needs.   
 
2. Enhancing Student Affairs’ Responsiveness to Students’ Learning Needs 
The Student Advising and Learning Center, along with Residence Life and in collaboration with Counseling, offered more 
than 24 workshops on the topics of motivation, stress management, test anxiety, utilizing faculty office hours, note-taking, 
reading to remember, studying for science courses, writing a paper, and related themes from the spring of 2005 to the fall 
of 2006.  In 2006-07 and 2007-08 the SALC alone offers 3-4 workshops every month on learning skills.  All of these have 







been custom-designed based on students’ feedback about themselves at the Success Workshops.  If you examine the 
workshop schedule of any other Learning Center in the UC System, you will see a norm of 5-9 workshops per year.   
 
In addition, there are 25-32 peer tutors, selected by faculty members, working for the SALC each semester.  They offer 
drop-in group and one-on-one assistance for students in a growing number of lower- and upper-division courses each 
semester, including foreign languages, accounting and economics, and various levels of chemistry, calculus, physics and 
biology.  I am always open to hiring more tutors upon faculty request, whenever the properly qualified students are 
available for the job.  The aim of the SALC and all of Student Affairs’ programs is to uphold the academic standards on 
campus while supporting the students who do not always have the confidence or skills to meet the expectations of their 
instructors.  Mid-semester grades have helped us to make our support services as appropriate to the students’ needs as 
possible. 
 
Mid-semester grade reporting has helped to underscore incredible adaptability and caring toward our at-risk students that 
is demonstrated by our teaching faculty.  This provides a source of motivation for Student Affairs Staff to maximize 
outreach and support to students in a spirit of partnership with the academic mission.   
 
 
3. Promoting Retention of Students 
As noted in section II above, UC Merced has a high percentage of students on quantitative probation, academic probation, 
and on “subject to academic dismissal” status.  However, these students are demonstrating a strong commitment to 
remaining enrolled in college.  We see this through their responsiveness to the workshop programs and the learning 
contracts that they engage with following their initial appealed dismissal.  The Success Workshops are to be credited with 
the students’ willingness to take part in learning support programs thereafter; this is because Success Workshops set a tone 
for a relationship between staff and students in difficulty that is founded on upholding the students’ dignity, and 
respecting students’ ambitions, regardless of their past struggles.  Semester by semester, advisors are seeing their students 
work their way into good standing.  For students who earn below a 1.5 in their first semester, this process can take at least 
two more semesters to accomplish, and it requires the student to move forward with endurance and optimism.  The gesture 
of support presented through the Success Workshop helps the students to see that this institution respects and upholds 
every student’s dignity, regardless of their academic performance.  This is a key impact, measurable or not, of mid-
semester grade reporting. 
 
 
4. Providing Positive Reinforcement and a “Wake Up” Call 
The “wake up” call generated by mid-semester grade reporting in the fall of 2005 led to a jump of 300% in the attendance 
rate at tutorial sessions, and elevated usage continued until Thanksgiving; a similar increase has occurred each semester 
following the workshops.  Also in the week following the first round of Student Success Workshops, the number of 
appointments to visit a professional counselor tripled in comparison to the weeks prior, and the same occurred in Career 
Services.  Furthermore, mid-semester grades provide encouragement and motivation to those students who see high 
grades on their records at mid-semester.  Successful academic performers in their first semester are experiencing many 
transitions and stresses as do all of their peers, and the positive reinforcement early in their college career motivates them 
to continue striving for excellence. 
 
Although I am unable to track class attendance rates, one of the most common items on the Success Plans each semester is 
“attend all classes; no more absences.”  Other items that I cannot track, yet they are frequently seen on Success Plans, 
include reducing and controlling time spent on Facebook.com, completing assigned readings, making a daily schedule, 
and finding a quiet place to study away from friends. 
 
5. Helping Students Understand Financial Aid Eligibility  
72% of UC Merced’s students rely upon some form of financial aid, ranging from grants to loans.  Through the mid-
semester grade reporting process, students in the spring sessions of the Success Workshops viewed a brief presentation 
demonstrating the impact of repeated semesters on probation upon their eligibility for aid.  Without a sanctioned 
requirement to attend these workshops, many students would not be aware that aid can be discontinued for students who 
remain on probation for more than 2 consecutive semesters.    
 
6. Utilization of Student Support Services 
Mid-semester grades make it possible for students to begin to anticipate the consequences of their poor performance, and 
often this prompts them to become more communicative with different professionals on campus, including Career 







Services, Counseling and Financial Aid.  In a number of instances, the Student Success Workshop resulted in students 
visiting Financial Aid to seek alternatives to working excessive hours, so that they could dedicate more time to their 
studies.   


 
 
III. Conclusion and Recommendations 
 
With one more semester remaining in this 3-year program, I respectfully offer my recommendation: 
 
1. Continuation of Mid-Semester Grade Reporting 
In light of the trend in students’ poor preparedness levels for succeeding at UC Merced, I propose that the Undergraduate 
Council  approve continuation of the practice of mid-semester grade-reporting, supported by the SALC through Success 
Workshops, and annual review of these programs’ effectiveness, for at least 5 more years.   
 
I look forward to discussing mid-semester grades with the Council at one of your upcoming meetings. 
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February 14, 2008 


 
TO:  Elizabeth Boretz, Director, Student Advising and Learning Center  
 
Re: Request for 5-year Extension of Mid-Semester Grade Reporting in Lower Division Courses 
 
In Spring 2005, UGC approved a proposal by Jane Lawrence to institute a three-year trial of mandatory mid-
semester grade reporting for all lower division courses.  In addition to grade reporting, freshman students with a 
grade of D+ or lower were required to participate in a “Success Workshop” to help students assess why they are 
failing and direct them to other resources that may aid in improving their academic performance.   
 
Undergraduate Council was asked by Director Boretz for approval to extend the mandatory grade reporting for lower 
division courses and the mandatory workshops for failing students for five more years.  She presented a written and 
oral summary report to UGC at its meeting on February 6, 2008.  Members discussed the current program with 
Director Boretz, and asked a number of questions about student advising and tutoring in general.  
 
UGC endorsed continuation of the program for another five years as requested.  In general, it appears that the 
program is effectively intervening with low-performing freshman students at a critical point in their first year, and 
offering positive reinforcement and tools for improvement.  The workshops are providing an important means of 
communicating to students about the available support services on campus, and are helping to create a climate of 
community support around academic success.  However, discussion among UGC members at, and subsequent to, the 
Feb. 6 meeting raised several important points about this program, and about activities of Student Advising and 
Learning Center, that should be reviewed and assessed more fully; specifically:   
 
1. Mid-semester grade reporting is handled electronically through UCMCROPS and the Registrar’s site.  Although, 
there is a burden on faculty to compile and assign grades at mid-semester, this does not appear to be excessive given 
that reporting is done electronically.  Mid-semester grade reporting has a significant academic benefit for students 
given the relatively low demand on resources.  However, more data should be gathered on whether or not mid-
semester grade reporting is placing an excessive burden on faculty teaching large lower division courses. 
 
2. The Success Workshops require staff for conducting workshops, and for follow-up and assessment of students.  
The program is relatively limited in scope at present, including only freshman students and requiring attendance at 
only one session.  UGC discussed potential benefits of developing workshops specifically for sophomores and 
transfer students that would address factors affecting academic performance of these students.  Expansion of 
workshops would require additional resources.  This review did not include any budget, space, or staff FTE 
allocations associated with the Center.  UGC recommends that assessment of these resource demands be included in 
future reviews.  
 
3. The Success Workshops focus primarily on student motivation, time and stress management, student behavior, 
and student self-assessment.  Based on the limited data presented, the workshops appear to have a positive effect on 
student attitude and motivation.  There is little data on whether or not academic performance in specific courses is 
improved as a result of workshop attendance.  The primary assessment tool for the workshop is a student evaluation 







of the experience.  To date, a limited amount of tracking of student retention and dismissal patterns for those 
participating in workshops has been done.  UGC recommends development of objective assessment tools (in addition 
to student feedback) and methods for tracking students to more quantitatively assess the impact of the workshops on 
academic performance.  UGC recommends developing closer links between activities of Student Advising and 
Learning Center and major-based advising and tutoring to insure that improvements in student motivation are 
translated into tangible improvements in student academic performance.  
 
4. In UGC’s discussion with Director Boretz, she noted that expansion of the mandatory Success Workshops with 
increase in student population, and the demands for student tutoring, have made it difficult to find an adequate 
amount of appropriate space to conduct these activities.  Tutoring and workshops require space that is quiet, away 
from distractions, with whiteboards, and of appropriate size (larger rooms for workshops; smaller for tutoring).  
UGC recommends that the Administration review space needs for the Center’s activities and identify appropriate 
space that may be used for these activities, including instructional classrooms (particularly in the evening) and 
library space. 
 
In general, UGC supports the activities of the Student Advising and Learning Center and views its role as an integral 
component of student academic success at UCM.  Given its importance, a full review and assessment of the Center’s 
activities, resources, and impacts is in order, perhaps in AY08-09, to insure maximum effectiveness and appropriate 
use of resources.  UGC recommends that the Mid-semester Grade Reporting Program be reviewed annually by UGC, 
but also that the activities of the Student Advising and Learning Center as a whole be evaluated more 
comprehensively, including a review of resources by CAPRA. 
 
 
Sincerely,  


 
 
 
 
 
 


Peggy O’Day, Chair  
 
 
cc: Jane Lawrence, Vice-Chancellor for Student Affairs 
 Christopher Viney, Vice-Provost for Undergraduate Education 
 Shawn Kantor, Chair, Academic Senate 
 Kevin Browne, Registrar  


Nancy Clarke, Senate Executive Director   
 Fatima Paul, Senate Analyst  
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“Successful retention is no more than, but certainly no less than, successful education.” 


(Tinto (1990), “The Principles of Effective Retention.”  The Journal of the Freshman Year Experience, 2 (1): 37) 


 
Background 
  The characteristics of the student population at any campus result from its recruitment 
and admit processes and student application and campus choice processes.  It is just as 
important for the campus to determine which students would be more likely to persist and 
succeed through graduation as it is for each student to determine the best fit for his or her 
college experience.1  Why do students choose UC Merced; which students are most likely to 
succeed?   
  This report analyzes what we know about the students we have attracted to UC Merced 
during its first four years and how successful we have been in retaining them so far. From a 
student perspective, getting a degree, even if it is not from the first college in which they have 
matriculated, is evidence of success.  Therefore, we also will examine what we know about 
students who left UC Merced before receiving a degree but enrolled elsewhere. 
  Most of the emphasis will be on undergraduates although, with a research mission and 
a mission to encourage undergraduates to pursue graduate careers, we also will examine the 
first few years of retention for our master’s and doctoral students.  In order to know how well 
we are doing, as a campus, in terms of such metrics as retention and graduation rates, we need 
to benchmark our progress against similar institutions.  In one sense, UC Merced has no peers, 
no rapidly‐growing campuses with only three to four years of history and a research university 
mission with an enrollment under 3,000 students.  We are, however, part of the larger 
University of California system of 10 campuses, of which eight others have similar research 
university missions to educate undergraduates as well as graduate students.  These are the 
campuses to which we will most often compare ourselves.  We also, however, realize that we 
cannot expect in the near term to reach the same levels of success as the other UC campuses in 
many areas.  More importantly, we are setting (hopefully realistic) short‐term and long‐term 
goals for improving the retention (and ultimately graduation) rates for our students.  And we 
need to allow ample time for interventions to have an impact.   
  There are some important contextual items to note about UC Merced in the first four 
years.  Each year there were significant changes, from new buildings to course offerings to 
student activities.  Classes were held in the Library in the first year because the first classroom 
building was not available until Fall 2006.  Housing increased from 600 beds in Fall 2005 to over 
1000 by Fall 2008.  The Recreation and Wellness Center opened in Fall 2006 and organized club 
sports began shortly after.  Student clubs and activities increased from 54 in the first year to 


                                                       
1 Pascarella, E.T. & Terenzini, P.T. (2005).  How College Affects Students (Vol. 2). San Francisco:  Jossey‐Bass. 
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over 100 and still counting as of Spring 2009.  The International Programs Office was formed in 
Fall 2008.  These and other evolving aspects of campus life have important implications both 
for recruiting students and retaining them. 
   
Who are our students? 
  UC Merced opened in Fall 2005 with 706 new freshmen, 132 new transfers, 5 new 
master’s and 19 new doctoral students.2  These students met the same eligibility requirements 
as students at all the other UC campuses; however the freshmen tended, on average, to reflect 
the lower eligibility ranges for college preparation indicators (SATs, HS GPAs, writing test 
scores, number of A‐G courses, and High School API ranks).  Most of the transfer students came 
from California community colleges, completed 60 to 80 transferable units with a GPA of at 
least 2.4.  The average GPA for transfers was 3.4 in Fall 2005.  The preparation of subsequent 
cohorts of freshmen and transfers in Fall 2006 through Fall 2008 has been fairly stable.  
  These undergraduate students, both freshman and transfer cohorts, are ethnically 
diverse (no ethnic majority); many are first generation college students (47‐50%) and low 
income (38‐40% receiving Pell Grants).  They come from throughout the State of California: 
about 30% from the San Joaquin Valley, another 30% from the San Francisco Bay area, and 
almost 30% from Southern California.  About 2% come from other states or countries.  Unlike 
most campuses nationwide, UC Merced’s undergraduates have a higher percentage of males 
than females (starting in Fall 2006).  Almost all (over 99%) are full‐time students.  Over 80% of 
new freshmen and, depending on the year and availability of housing, 13‐34% of new transfers 
live on campus, in student housing.  The ratio of lower division to upper division 
undergraduates is gradually evening out, as the earlier freshman cohorts (the bulk of the new 
students each fall) are flowing through the curriculum and reaching junior and senior class 
standing.  In the first two years, lower division students had very few upperclassmen to help 
guide them.  The number of new undergraduate degree programs, starting at nine in 2005,  
more than doubled to 20 in 2008.  During all four years the most popular major remained the 
same:  Biological Sciences.   
 
Why admitted students do not enroll?   


Starting with the Fall 2006 cohort of new freshmen, UC Merced has gathered 
information each year, through an online survey, about the reasons admitted students chose 
not to enroll here.  Almost all UC applicants submit their application online.  In addition to the 
admissions letter and materials about UC Merced, students also receive their admit notification 
electronically and can file their “Statement of Intent to Register” (SIR) online as well.  At UC 
Merced, when admitted students indicate their intent not to register, that is, when they reject 
the offer of admission to this campus and check off “SIR‐No” on the web site, they are given a 
link to a short survey.  Analyzing the data from this survey for the three cohorts (Fall 2006 – Fall 
2008) reveals that the predominant reasons for not choosing UC Merced were different for the 
Fall 2006 cohort and the subsequent two cohorts.  In Fall 2006, the top reasons were that the 
“student body is too small, “campus facilities were not impressive,” and thirdly “my major 


                                                       
2 Two master’s and 7 doctoral students enrolled in fall 2004, having come with their mentors who were among the 
campus’ founding faculty.  
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wasn’t offered at UC Merced.”  For the Fall 2007 and 2008 cohorts, the top reasons were that 
“the location of the campus was not appealing,” and “the campus was too far from home.”  The 
small size of the student body and the absence of their major became the third and fourth 
reasons, respectively, for these later cohorts.  Most of the students who rejected UC Merced’s 
offer of admission indicated that they intended to enroll at another UC campus.  For the Fall 
2006 cohort, this meant most likely UC Davis or UC Riverside, whereas for the Fall 2007 and 
2008 cohorts, it typically meant UC Davis or UC Irvine.  


 
Reasons for Choosing UC Merced 
  A survey conducted about mid‐way through the first semester, starting with the very 
first class in Fall 2005, asked all new undergraduates to reflect on why they had chosen to enroll 
at UC Merced.3  Response rates for new freshmen were 51% in 2005, 38% in 2006, and 32% in 
2008.  Only about a sixth to a quarter of the new freshmen indicated that UC Merced had been 
their first choice college when they applied.  Declining percentages over these years (39% in Fall 
2005, 35% in Fall 2006 and 34% in Fall 2008) said UC Merced had been less than their third 
choice.  For those who responded that UC Merced was not their first choice, the largest 
percentage (in Fall 2008) indicated that their first‐choice college was UC Davis (27%), then UC 
Berkeley (15%), UCLA (10%), UC Irvine (9%), and another 16% split among UC San Diego, UC 
Santa Barbara, UC Santa Cruz, and UC Riverside.  Clearly, the other UC campuses are formidable 
competitors for UC Merced.   
  As noted earlier, the campus has changed substantially each year for the first four years, 
and still the campus is changing and evolving much more rapidly than other campuses.  This 
makes year‐to‐year comparisons very difficult to interpret and leads us to be very cautious in 
making projections or predictions.  Only in the first year could the freshman cohort be the “first 
class” at UC Merced.  This “first class” status was very important to them.  In fact, 87% 
indicated that it was an important reason for their choosing to enroll here (53% said ‘very 
important;’ 34% said ‘somewhat important’).  The newness of the campus attracted many of 
the freshmen in Fall 2006 (79%) and 2008 (86%), as well.  Also across all three years, the 
reputation of the campus and the UC system was a very or somewhat important reason for 
choosing UC Merced (83% in Fall 2005, 81% in Fall 2006, and 87% in Fall 2008).   
  The campus size as well as the potential for close interaction with faculty and the 
personal attention from faculty and staff were major reasons for the Fall 2006 and 2008 
freshmen to choose UC Merced (these response items were not included in the Fall 2005 
questionnaire).  Almost 90% (89% in Fall 2008) said that the small size of the campus attracted 
them here).  Over 90% indicated that the opportunity to work closely with faculty was a very or 
somewhat important reason for attending.  From Fall 2006 and 2008, the quality of their 
intended major increasingly played an important role in their choosing to attend UC Merced 
(from 64% in Fall 2005 to 82% in Fall 2008 indicating it as at least somewhat important).  Over 
three‐quarters of the Fall 2006 and 2008 freshman respondents also said that the opportunity 
to be involved in research projects was an important college choice factor.4    


                                                       
3 Because of problems with a new online survey application in Fall 2007, this cohort’s data are not included in 
these analyses.  Only data for the Fall 2005, 2006, and 2008 freshman cohorts are reported. 
4 This item was not included on the Fall 2005 survey. 
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Of the top reasons undergraduates give for choosing UC Merced, two eventually will 
drop off the list (newness and small size of the campus) unless we find creative ways to 
maintain aspects of these features when enrollments reach over 10,000 and the physical 
campus ages.   As the University grows, we also will need to find ways to maintain our culture 
of personal attention from faculty and staff that attracts this niche of prospective students.   
Establishing new schools, such as Management or Medicine colleges and Honors Programs, and  
living/learning communities in the Residence Halls that encourage students to identify with 
smaller groups of peers and faculty are some of the ways the campus can continue to attract 
students looking for frequent faculty‐student interactions. 
 


[Table 1] 
 


Freshman Retention 
  Nationally, first‐year freshman retention rates for four‐year public colleges average 
about 77%.5  It varies by state, with Oklahoma being the lowest (63%) and Virginia the highest 
(86%).  California’s average is 84%.  UC Merced’s rate for the Fall 2007 cohort was 79%.  The 
two earlier cohorts had slightly higher rates (80% for 2006 and 82% for 2005).  The average for 
all public high and very‐high research universities (Carnegie Classification)6 was 82%.  This 
group includes all the other UC campuses, where the range was from 85% (UC‐Riverside) to 
97% (both UCLA and UC Berkeley).  The average for the eight UCs was 92%.  So, although UC 
Merced’s first‐year retention rates compare favorably with all four‐year public colleges, and 
meet the average for all high‐to‐very‐high public research universities, the sister UC campuses 
establish a much higher benchmark.  Obviously, this first‐year retention rate sets the stage for 
subsequent retention and graduation rates and therefore it is very important for us to 
understand why students leave or stay, whether there are patterns associated with certain 
student characteristics, and to identify institutional characteristics that contribute to attrition 
or persistence. 
 


[Table 2] 
 


 
Voluntary vs Involuntary Attrition 


 Of the 706 first‐time freshmen in Fall 2005, 76% were in good standing after their first 
semester, 22% were on academic probation, and 2% were dismissed.   The most recent 
comparative data for other UC campuses (Fall 2004) reveals a wide range (almost 14 
percentage points difference) in freshman first‐term rates for academic difficulty.  On average, 
about 9% of the UC freshmen complete their first term with GPAs below 2.0.   


Ninety‐seven percent of Fall 2007 UC Merced freshmen in good academic standing and 
the majority on academic probation (92%) returned for the spring semester.  Most of the 17 


                                                       
5 NCHEMS Information Center; Retention:  First‐Time College Freshmen Returning Their Second Year; Four‐Year 
Public Colleges; Fall 2007 cohort. 
http://www.higheredinfo.org/dbrowser/?level=nation&mode=data&state=0&submeasure=224 
6 2009 U.S. News “America’s Best Colleges,” reflecting Fall 2007 data. 
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students who left in good standing enrolled elsewhere (7 at a 2‐year, 2 at a CSU, 1 at a UC) and 
7 either did not transfer or their transfer information was unknown.7  Of those who left having 
been placed on probation or dismissed, most did not enroll elsewhere (or their enrollment 
status was unknown).  Over a third of them, however, enrolled in a 2‐year college (11) and one 
enrolled in a CSU.  The Fall 2006 freshman cohort was much smaller, but the good academic 
standing rate was very similar (75%).  This cohort had about twice the dismissal rate (5.5%) as 
the Fall 2007 and 2008 cohorts after the first semester, and a large percentage of those 
subsequently enrolled in a 2‐year college.   


 
[Tables 3A & 3B] 


 
  Concerned about the probation and dismissal rates for these early cohorts, the campus 
increased efforts to identify at‐risk students sooner and to provide more support.  Success 
Workshops for struggling students identified through mid‐semester grades reporting were 
implemented in Fall 2005. The first Summer Bridge program was offered in Summer 2007 and, 
once there was a critical mass of upper division undergraduates, a Peer Mentoring Program was 
launched in Fall 2008.  These and other retention efforts are described in greater detail later in 
this report. 


In Spring 2008 a follow‐up survey was conducted of students who had left UC Merced 
voluntarily (had not been dismissed) during the previous three years before graduating.  
Traditionally, it is very difficult to obtain responses from this category of former students.  
There is the problem of having good contact information for them as well as the lack of 
incentive for these students to respond.  The students’ email addresses (typically hotmail or 
gmail) from the latest UC Merced information were used to invite them to take this brief online 
survey.  Only 18% of these 417 “drop‐outs” responded.  The respondents were statistically 
similar to the population in terms of  gender, ethnicity, major, and entering level (freshman or 
transfer).   


Over 95% of the respondents indicated that academic and campus life reasons were 
very important in their decision to leave.  Personal and financial reasons were less likely to be 
very important to them (76% and 53%, respectively, said these categories were very 
important).  The academic reasons most often reflected dissatisfaction with the variety of 
courses offered (50%), their preferred major not being offered (42%), or the fact that their 
career plans had changed (28%).  Dissatisfaction with campus life was associated with the 
location of the campus (too rural or isolated ‐ 43%), too little campus social life (32%), and not 
enough recreational facilities (30%).  Many (if not all) of these reasons can be attributed to the 
newness of the campus.   
 
Characteristics of Retained Students 
  In the first cohort, Fall 2005, the male freshman first‐year retention was higher than the 
female rate (85% vs. 80%), but this did not hold up in subsequent years.  For the Fall 2006 
cohort, the retention rate for both males and females was 80%, and for the Fall 2007 cohort, 
the male rate was slightly lower than the female rate (78% vs. 80%).    


                                                       
7 Status obtained from the National Student Clearinghouse (NSC). 
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  Pell recipients (low‐income students) seem to be progressing at fairly similar rates 
compared to the cohorts as a whole. 
  Whereas Asian/Pacific Islander freshmen had the highest first‐year retention rates 
compared to other ethnic groups in the Fall 2005 cohort, Hispanics had the highest first‐year 
rates for the Fall 2006 cohort and all groups were within four percentage points of each other 
for the Fall 2007 cohort.   
  Comparing retention rates by major becomes complex because some students switch 
their majors and most undeclared students choose a major by their third year.  Looking at 
retention by their major at time of matriculation (regardless of whether or not they switched), 
there is a lot of variability in first‐year retention rates across the three cohorts by School and 
within Schools.  We need to have more cohorts and more stability in the curriculum (the 
graduating class this spring represents the first students to go through a full four‐year 
curriculum), to better discern patterns in retention related to programs.  We will continue to 
monitor retention rates within programs and Schools annually. 
 


[Table 4] 
 


The University of California makes publicly available (on the Web) comparative statistics 
for freshman and transfer applicants and enrollees via a tool called StatFinder.  These data 
allow us to compare trends in UC Merced’s first few years to the much more mature UC 
campuses and system‐wide8 for information such as admissions rates, persistence and 
graduation rates, and college GPAs by entering class.   As noted earlier, the average 1st‐year 
retention rates for the UC System have been 9 to 12 points higher than UC Merced’s for the 
first three cohorts (Fall 2005 through Fall 2007).  The 2nd‐year rates have averaged 17 points 
higher (for the Fall 2005 and Fall 2006 cohorts) at other UC campuses.  The differences were 
generally smaller for Chicano/Latino freshmen, students who had passed the UC Analytic 
Writing Placement Exam (AWPE), students with HS GPAs below 3.00, and those in the lower 
SAT ranges.  
   StatFinder results indicate that UC Merced’s African‐American freshmen consistently 
have lower 1st ‐year retention rates (76‐79%) than other ethnic groups, but that is not true of 
2nd ‐year rates.  In fact, the 2nd year rates for Whites are lowest.  Similarly, although the first‐ 
year retention rates have been slightly higher for UC Merced students from families where at 
least one parent has a bachelor’s degree than for those who are first generation (neither parent 
has a bachelor’s degree), this is not necessarily true for the second‐year rates.  Even the 
academic performance of the students’ high school (API) does not clearly show a relationship 
between rank and persistence at UC Merced, whereas, across all UCs, students from high 
schools with higher API ranks tend to persist at higher rates.  Predictive modeling, such as the 
National SAT Validity study (described later) and those being developed by the Office of 
Planning & Analysis (IPA) will be more useful in understanding the importance of some of these 


                                                       
8 UC System‐wide data include UC Merced, however UC Merced has a very small impact on the System‐wide 
averages.  The selection criteria used by StatFinder for different populations (e.g., freshmen, transfers) are slightly 
different from the criteria used by UC Merced IPA for campus reporting.  StatFinder, for the purposes of 
determining persistence, graduation, and UC GPA, excludes freshman and transfer enrollees from the cohorts if 
they did not complete their first term of enrollment at UC. 
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characteristics, especially how they may interact in explaining their impact on retention and 
academic success. 


 
[Tables 5 & 6] 


 
First‐Year Freshman Cumulative UC GPA 
    On average, compared to the UC System as a whole, the average, first‐year college 
grades of UC Merced freshmen tend to be about one‐third to one‐half letter grade below that 
of their counterparts.  For the Fall 2007 cohort, for instance, the first‐year college GPA for UC 
Merced freshmen averaged 2.57 compared to 2.96 System‐wide.  The gap tends to be higher 
for females than males, partly because females System‐wide tend to have higher 1st‐year GPAs 
than males, whereas at UC Merced the male freshmen tend to have higher GPAs than the 
female freshmen.  The gap is substantially less for African‐American, Hispanic, and first‐
generation college students.   


The gap also is less when controlling for HS GPA and for those who passed the UC 
Analytic Writing Placement Exam (AWPE) and, on the other end, those who did not meet 
admissions writing requirement and therefore placed into WRI 001 (the campus’ entry‐level 
writing course).  Comparisons between UC Merced and all UC campuses on a related indicator 
(SAT Writing) also shows the tendency for the gap in 1st‐year GPAs to be lower for those with 
lower SAT Writing scores than for those with higher scores.  For the Fall 2007 cohort, across the 
eight categories of 20‐point HS GPA intervals, UC Merced’s freshmen had, on average, .11 to 
.18 points lower for their first‐year college GPAs.   None of this is particularly surprising, since 
studies based on all types of institutions have repeatedly shown over the years that HS GPA and 
related academic preparation indicators are consistently the best predictors of 1st‐year college 
GPA and retention. 
 


[Tables 7 & 8] 
 


 
National SAT Validity Study 
  UC Merced participated in the national SAT validity study conducted by the College 
Board in 2008.  This study examined how well SAT scores, high school GPA (HS GPA), HS 
Academic Performance Index (API) Score, first language, first generation status, low income 
status, and intended major predicted the academic success of Fall 2007 first‐time freshmen 
after their first year.  Academic success was defined in terms of the grade point average earned 
at UC Merced during the freshman year.  Consistent with decades of research nationwide, HS 
GPA was a much better predictor than SAT scores of college GPA during the first year at UC 
Merced.  HS GPA alone explained 61% of the variance in college GPA for all Fall 2007 freshmen 
who remained enrolled in Fall 2008.  HS GPA with the other non‐SAT score variables explained 
78% of the variance.  Among those variables, the High School API score was the most important 
predictor. 
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  Notable variations by discipline9 include: 


 For students with no declared major, the SAT critical reasoning score is the most 
important of the SAT predictors of first‐year college GPA, while the writing score was of 
no value. 


 For students intending to major in Social Sciences, Humanities, or Arts fields, the SAT 
writing score was the most important of the SAT predictors; critical reading scores were 
of no value. 


 Finally, for students intending to major in the Natural Sciences, the SAT math score was 
the most important of the SAT predictors; the reading score was of little value. 


 
These results were shared with the Admissions Office.  In addition, the College Board identified 
89 students as having a first year GPA substantially lower than that predicted by their 
preadmission characteristics.  This report of potential at‐risk students (at risk of dropping out or 
transferring) was shared with the UC Merced Student Advising & Learning Center. 
    
Transfer Student Retention/Graduation 
  The first‐year retention rates for UC Merced’s transfer cohorts have been over 80% for 
each of the last three years (Fall 2005, 2006, and 2007).  System‐wide, the rates average 92% 
for each of the three years (StatFinder).10  Second‐year retention rates for UC Merced transfer 
students (2005 and 2006 cohorts) were 71% and 72%, respectively.  The averages for the other 
UCs, again, were about 10 percentage points higher.  Prior college GPA may explain some of the 
difference.  Because of the small number of transfers in UC Merced’s cohorts, we must be very 
cautious when trying to interpret further disaggregation (by GPA, gender, ethnicity, etc.).  It 
may be at least another four to five years before we have enough cohorts to reveal underlying 
patterns affecting retention rates for transfer students.  For instance, whereas the first‐year 
retention rates for first‐generation vs. non‐first‐generation college students System‐wide are 
fairly stable, ranging from 91.1% to 92.0% on average for first‐generation and from 92.2% to 
92.7% for non‐first‐generation college students in the Fall 2005, 2006 and 2007 cohorts, the 
ranges for UC Merced transfer students were 79.1% to 82.4% and 77.8% to 91.3%, respectively.   
  At this point (Spring 2009), we have two‐year graduation rates for two transfer cohorts.  
About 46% of the pioneering transfer class of Fall 2005 graduated within two years (compared 
to about 51% for the other UC campuses, on average).  Only 31% of UC Merced’s Fall 2006 
class, however, graduated in two years (again, compared to the UC average of 51%).   
 


[Table 9] 
 


                                                       
9 There were too few Engineering majors to allow further analyses.  The College Board required that each breakout 
category have at least 75 students.  
10 Again, as indicated earlier for the freshman comparisons, UC System‐wide data include UC Merced, however UC 
Merced has a very small impact on the System‐wide averages.  The selection criteria used by StatFinder for 
different populations (e.g., freshmen, transfers) are slightly different from the criteria used by UC Merced IPA for 
campus reporting.  StatFinder, for the purposes of determining persistence, graduation, and UC GPA, excludes 
freshman and transfer enrollees from the cohorts if they did not complete their first term of enrollment at UC. 
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First‐Year Transfer Cumulative UC GPA   
  The average first‐year cumulative GPA for transfer cohorts System‐wide was 2.97 for 
each of the Fall 2005, 2006, and 2007 cohorts.  The cumulative GPAs for UC Merced’s cohorts 
were .14 to .18 points lower (2.82, 2.83, and 2.79, respectively) than the System‐wide average 
but were actually on par or higher than two of the other campuses.  Like new freshmen, the 
higher the GPA category for new transfers prior to transferring (prior college GPA), the more 
likely they attain higher 1st‐year GPAs at their UC institution.  In some cases, this also is true for 
UC Merced transfers, but not consistently so.  As noted earlier when discussing retention, it 
may be at least another four to five years before we have enough cohorts, and more transfers 
in those cohorts, to reveal underlying patterns affecting the academic success of transfer 
students. 
 


[Table 10] 
 
UC Merced Retention Programs 
  Over the last four decades, a number of models or theories have been developed to try 
to explain college attrition patterns.11  These theories evolved from sociological (Spady) and 
psychological (Bean) models to those that included student involvement (Astin) and 
organizational or institutional characteristics (Pascarella, Tinto, Berger, Kuh).  Over time they 
have led to the development of interventions that foster retention.    


Based on studies at more mature colleges and universities, three strategies have been 
cited as making the greatest contributions to undergraduate retention at four‐year colleges.12  
These high impact strategies include:  


1. First‐year programs (freshman seminars, “university 101 courses,” learning 
communities, integration of advising with first‐year curricula) 


2. Academic advising throughout the curricula (increased advising staff, advising 
interventions with selected student populations) 


3. Learning support (supplemental instruction, comprehensive learning assistance 
center/lab, reading center/lab, summer bridge programs, tutoring programs). 


The most recent ACT survey about retention practices and successes in four‐year public colleges 
(228 institutional respondents) identified three top campus retention practices that had the 
greatest impact on student retention:  1) freshman seminar/university 101 courses for credit, 2) 
learning communities, and 3) advising interventions for selected student populations.  UC 
Merced has implemented all three types of practices, some institution‐wide and some within 
Schools or particular programs.  Examples include:  
  


Freshman seminars.  Freshman seminars help new freshmen make the transition to 
university life by giving them a chance to get to know a faculty member personally and to work 
with a small group of peers to study a topic in depth.  The courses are one‐credit and non‐


                                                       
11 McClanahan, R. (2004).  “Review of Retention Literature.”  In Habley & McClanahan, ACT Report:  “What Works 
in Student Retention?  Four‐Year Public Colleges.” (Appendix I). 
12 Habley, W.R. & McClanahan, R.  (2004).  ACT Report:  “What Works in Student Retention?  Four‐Year Public 
Colleges.” (p. 23). 
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letter‐graded (pass/no pass only).  They introduce students to undergraduate research 
opportunities and, in some cases, help students decide on a major.  At the onset, Fall 2005, 
freshman seminars were required by each of the three Schools.  Over 200 students enrolled in 
the first semester and another 245 students enrolled in Spring 2006.  Enrollments in 
subsequent semesters fell as fewer seminars could be offered because of increasing upper‐
division course demands on faculty.  Two of the Schools (Natural Sciences and Social Sciences, 
Humanities & Arts) no longer require the seminars and the School of Engineering changed the 
requirement to include a choice:  freshman seminar or service learning.  The Faculty Senate is 
reviewing the sustainability of offering freshman seminars along with the two‐course general 
education requirement.   
 


USTU 010 (Introduction to Undergraduate Education).  This course was offered for the 
first time in Fall 2008.  So far, 37 freshmen have completed the course (either in Fall 2008 or 
Spring 2009).  Participation in the course is not voluntary, but some students who met the 
criteria for participation could not take the course due to other course conflicts or because the 
one section of USTU 010 was full.  The target population for the course in Fall 2008 consisted of 
undeclared freshmen who were placed into WRI 001, the campus’ entry‐level writing 
requirement.  In Spring 2009, the target population consisted of freshmen who were eligible for 
dismissal at the end of their first fall semester, appealed the dismissal action, and were allowed 
to continue in Spring 2009.  USTU combines weekly large‐group, interactive lectures with small‐
group discussion sections, focusing on topics related to navigating campus life and using 
effective strategies for learning.  A preliminary assessment of the impact of the Fall 2008 USTU 
course was conducted in early spring, comparing grades and retention of the freshmen who 
took the USTU course with a comparison group of freshmen who were undeclared and who 
enrolled in WRI 001 in the fall.  A requirement of the USTU class is that students cannot miss 
more than one class.  Results of the preliminary assessment revealed that those who met this 
attendance requirement did substantially better (first‐semester GPA of 3.14 vs. 2.33) than 
those who enrolled but did not meet the attendance requirement.  They also did better than 
those who met the criteria for placement into USTU 010 but did not enroll in the course.  
[There was no difference between those who enrolled in the course but did not meet the 
attendance requirement and those who did not enroll in the course at all.]  At this time, it is too 
early to determine the longer‐term impact of this course on the retention of these at‐risk 
students. 


Learning Communities.  Three Living Learning Communities were offered starting in Fall 
2007 for Academic Excellence and Green Hall (sustainable and environmental awareness), and 
in Fall 2008 for RPM (the Residential Management Program for first‐year and continuing 
Management and Economics majors and minors).  Students in the Academic Excellence Hall 
must have a GPA minimum of 3.0.  Members participate in programs and activities that support 
and encourage academic success, research, service, and leadership.  They act as mentors, 
assisting other students with tutoring, study skill workshops, academic goal setting, etc.  Green 
Hall members apply their efforts to issues of global environmental change, policy and 
management of natural resources, sustainable rural and urban environments and 
environmental leadership.  They also work closely with representatives from the Sierra Nevada 
Institute and Yosemite National Park.  RPM activities include formal presentations by faculty, 
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alumni, or industry representatives, covering topics such as graduate school preparation, career 
exploration, professional development, faculty research, etc.  Continuing RPM members serve 
as mentors to incoming freshman members.  So far, 175 students have participated in these 
housing‐based learning communities. 
 


Mid‐Semester Grades.  In Spring of 2005, the Undergraduate Council (UGC) approved a 
3‐year trial of mid‐semester grade reporting for all lower‐division courses. UC Merced is the 
only UC campus that issues mid‐semester grades.  The goals for the program were twofold:  to 
provide positive feedback to new students who were doing well academically and to assist the 
University in identifying and helping students who were struggling academically.  In addition to 
grade reporting, freshman students with a grade of D+ or lower were required to participate in 
a “Success Workshop” to help them assess why they are failing and to direct them to other 
resources that may help them improve their academic performance.  In February 2008, the 
UGC approved a request to extend this program another five years.  Follow‐up analyses 
conducted by the Student Advising and Learning Center found that “struggling students who 
attend Success Workshops actually have a higher retention rate year to year (84%) than that of 
the Fall 2005 or Fall 2006 cohort in general.”13   


 
Peer Mentoring Programs.  The Peer Mentoring Program helps new freshmen adjust to 


the academic and social demands of university life by pairing them with more experienced 
upper‐division students who have demonstrated academic and personal success.  Mentors 
provide information about professors, courses, resources, and events on campus.  They serve 
as friendly role models and guides, at the same time fostering independence.  Of the 925 first‐
time freshmen in Fall 2008, almost 19% participated in the mentoring program.  Their fall‐to‐
spring retention rate was over 97%, compared to the overall rate of 82% for the cohort.  
Participants and non‐participants had comparable average HS GPAs (3.4) and 1st‐semester UC 
GPAs (2.5), hence participation in the program does not seem to be influenced by level of 
academic preparation for college or academic performance during their first semester at UC 
Merced. 


In Fall 2008, the Student Advising and Learning Center and the Department of Housing 
and Residence Life teamed up to create a live‐in Peer Academic Advisor program (PAA).  
Student peer academic advisors are selected, trained and supervised by the Student Advising 
and Learning Center and School Advising staff, but live in the freshman residence halls at a 
reduced rate.  Reflection on the first year of this program generated changes planned for 
subsequent years, including greater partnerships with other peer groups (Peer Mentoring 
Program, Career Center Educator, Peer Tutors, and UC Merced Police Department Mentor 
Program).  Other aspects of the program are being modified, such as hours and locations as 
well as the tracking system to monitor student participation in the program.  In Fall 2008, 40 
students were seen during office hours (8am‐8pm); 18 used the services in Spring 2009 (10am‐
6pm). 
 


                                                       
13 Letter from E. Boretz, Director of SALC, to UGC, January 9, 2008. 
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Summer Bridge.  UC Merced’s Summer Bridge program started in Summer 2007 with 
nine students from Merced County high schools who had writing deficiencies, but otherwise 
would be eligible to attend UC Merced as freshmen.  Two‐thirds were retained after one year.  
These students were all second language learners and still developing their academic English; 
for most of the students, intensive reading and writing instruction during an 8‐week course 
enabled them to “bridge” their writing and reading skills gap and be academically successful in 
their first year at college.  For instance, in Summer 2008, only 33% of the 23 students in the 
program demonstrated the mastery required of university writing at the initial writing 
diagnostic evaluation.  By the final diagnostic, 54% evidenced proficiency in their academic 
writing.  Many of the students developing their academic English also benefit from a focus on 
their academic math skills.  For this reason, the program was expanded to include an intensive 
introduction to college math in Summer 2008.  This additional work resulted in an increased 
pass rate at the end of the summer for the Gateway Exam, a math assessment required of all 
freshmen during their first semester.  For Summer 2009, separate tracks in Math and in Writing 
will be offered, allowing students to choose the subject on which they focus, while offering 
intensive coursework in the alternate subject.  Additionally, all students are introduced to 
strategies for improving a broad range of academic skills. 
 


Orientation, Mandatory Freshmen Assembly and Learning Support.  The data on 
retention and academic probation/dismissal has lead Student Affairs staff, working with 
colleagues in the Schools and the Vice Provost for Undergraduate Education, to refine and 
strengthen our messages about academic expectations.  Tinto has found that high academic 
expectations are correlated positively with retention.  In 2006, we modified the Parent 
Orientation schedule so that the first presentation the parents heard was about UC Merced’s 
academic standards.  Parents were informed about mid‐semester grades, about the work load 
in a four credit class and the amount of studying students would need to do in a week in order 
to be successful.  Given that almost half of our students are the first in their family to attend 
college, we have found these sessions (that have continued in 2007, 2008 and 2009) to be well 
received and have generated many questions from parent participants.  Also in 2006, Student 
Affairs created a mandatory Freshmen Assembly that occurs the day before classes start.  At 
the assembly current students, faculty, staff and the Vice Provost for Undergraduate Education 
talk with the students about academic expectations and the support (free tutoring, workshops, 
etc) that are available to them.  We also provide the students with materials about UC Merced’s 
Academic Honesty Policy.   


Given that this generation of students is extremely comfortable with technology we 
have created web‐based materials on learning that will be helpful to them.  On 
learning.ucmerced.edu, students can find Pod‐Casts with helpful information, tutoring 
schedules and information about the range of workshops that we offer, including:  study skills, 
time management, academic writing, preparing for mid‐terms and so forth.   


 
School of Natural Science’s EXCEL! Program.  The EXCEL! Program, which started in Fall 


2005, works with Natural Sciences faculty, advisors, and the Student Advising and Learning 
Center to help Natural Science’s students successfully complete lower division math and 
science courses.  The goal is to help students return to good academic standing. This program 
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uses elements derived from existing successful math and science student retention programs at 
various colleges.  Most of the participants have been from the freshman cohorts, with 89, 32, 
and 60 participating from Fall 2005, Fall 2006, and Fall 2007, respectively.  Preliminary analysis 
of the first two cohorts of participants shows that 30‐44% (varying by cohort) of the freshman 
participants (who had not been in good standing at the end of their first semester) were still 
enrolled and in good standing by the end of their third semester (one year later) and 26‐34% 
were still enrolled and in good standing by the end of their fifth semester (two years later).  
More detailed tracking of these students and assessment of program outcomes will continue. 
 


School of Engineering’s EPICS Program.  The Foster Family Center for Engineering 
Service Learning program is a key component of an engineering education at UC Merced and 
the cornerstone of the school’s learn‐by‐doing philosophy. This program, which is affiliated with 
the national Engineering Projects in Community Service (EPICS) program at Purdue University, 
supports the San Joaquin Valley’s leading non‐profit organizations and contributes to student 
success, professional preparedness and retention.  
 
As a result of this program: 
 


 Students gain long‐term define‐design‐build‐test‐deploy‐support experience, 
communication skills, experience on multidisciplinary teams, and leadership and project 
management skills. They also gain an awareness of the importance of community service 
and the understanding that the field of engineering is devoted to helping mankind. 


 


 Community organizations gain access to technology and expertise that would normally be 
prohibitively expensive, giving them the opportunity to improve their quality of service 
and provide new services.  


 
Ordinarily, students, particularly freshmen and sophomores, have little contact with 


"engineering" issues as their academic program is consumed with establishing a math and 
science foundation in their first two years of study. EPICS provides a connection to what a 
career in engineering is about—helping people by solving problems. 


Also affiliated with EPICS, the Service Learning Program at UC Merced is a required 
programmatic resource (for engineering majors), the goal of which is to retain engineering 
students by providing a supportive academic environment that shows first hand how the field 
of engineering impacts others at the community level.  Much of the focus of this program 
instills the value of teamwork, organization, goal setting, creating project timelines and 
developing good learning skills in an engineering environment.  Service Learning projects are 
focused in four broad areas: human services, access and abilities, education and outreach, and 
the environment.   Current clients include the Merced SPCA, Mountain Crisis Services, the 
California State Mining and Mineral Museum, the Castle Science and Technology Center, the 
Merced County Office of Education, the Merced County Probation Department, the Grassland 
Water District, and Bobcat Radio.  This year’s new clients are the Boys and Girls Club of Merced 
and Kiva. 
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In the 2008‐2009 academic year, approximately 170 UC Merced students (almost one‐
third of all engineering students) participated on 10 multidisciplinary project teams. Each team 
of 10 to 15 students includes freshmen, sophomores, juniors, and seniors, and each team has a 
multi‐year partnership with a community service or education organization. 
 
Graduate Student Retention 
  Most of UC Merced’s graduate students have entered as doctoral students.  Because of 
the relatively small numbers of both master’s and doctoral students, it is difficult to identify, 
with any confidence, emerging patterns that help to explain retention or attrition.  Also 
complicating these analyses are the potential variations in pathways to degree completion, 
pathways that are not unique to UC Merced.  Master’s students, for instance, sometimes 
change their degree objective14 to the Ph.D. after, or sometimes without, completing the 
master’s degree.  Similarly, doctoral students sometimes receive a master’s degree along the 
way to their doctoral degree or voluntarily or involuntarily receive a “terminal” master’s.   
   The latest UC studies of graduate completion and attrition rates were conducted in 
2003 (for master’s students entering in Fall 1996‐98) and 2007 (for doctoral students entering 
in Fall 1992‐94).  Four‐year completion rates were used for the master’s cohorts, while ten‐year 
completion rates were used for doctoral cohorts (as well as two‐, four‐, and ten‐year attrition 
rates).  Obviously, UC Merced cannot benchmark graduate student completion rates with these 
data yet, as we have had only one master’s degree cohort that reached a four‐year rate (Fall 
2004 cohort) and no doctoral cohort that has reached a ten‐year rate.  Unlike bachelor’s degree 
retention and graduation rates, graduate degree rates are not closely monitored nationally nor 
shared widely among institutions.  There are no commonly accepted standards for measuring 
graduate student success as there are with bachelor’s degree‐seeking students.  Furthermore, 
most studies of graduate student retention and time‐to‐degree emphasize the variability by 
academic discipline.15  The UC studies also emphasize the large differences in completion rates 
by discipline area and even greater differences across campuses within a given discipline area. 
  The average 4‐year completion rate across all UC campuses and discipline areas was 
85%.  In 9 of the 15 discipline areas completion rates differed by 31 to 52 percentage points!  
According to the UC report, “only in business and law, where students move through as cohorts 
in relatively set curricula, were completion rates uniformly high and campus differences small.”  
UC Merced’s first cohort of master’s students was in Fall 2004, one year before the campus 
officially opened to undergraduates. Only two students were in that master’s cohort.  Four 
years later, as of Fall 2008, one had graduated and the other was still enrolled.  Subsequent 
cohorts have grown in size, from 5 in Fall 2005 to 12 in Fall 2008.  First‐year retention rates 
have ranged from 60% to 75% and a total of four additional master’s degrees have been 
granted; two from the Fall 2005 cohort and one each from the Fall 2006 and 2007 cohorts. 
  Beginning in 2004, the national Council of Graduate Schools (CGS), with funding from 
Pfizer and the Ford Foundation, organized a seven‐year “Ph.D. Completion Project” to produce 


                                                       
14 With the approval, of course, of the Graduate Division and the appropriate graduate faculty. 
15 E.g.:  Ott, M.D., Markewich, T.S., and Ochsner, N.L. (1984).  Logit Analysis of Graduate Student Retention.  
Research in Higher Education, 21 (4):  439‐460.  Ferrer de Valero, Y.  (2001).  Departmental Factors Affecting Time‐
to‐Degree and Completion Rates of Doctoral Students at One Land‐Grant Research Institution.   The Journal of 
Higher Education, 72 (3):  341‐367. 
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“comprehensive and useful data on attrition from doctoral study and completion of Ph. D. 
programs.”  They started with baseline data from cohorts of students entering doctoral 
programs at 30 participating institutions from 1992‐03 to 2003‐04.  Based on these data, 23% 
on average completed their programs within 5 years, 35% within 6 years, 46% within 7 years, 
and 57% within 10 years.  The 10‐year rate varied from 49% to 64%, depending on discipline 
area.  The rates also varied by gender and discipline area (males had higher rates in 
Engineering, Life Sciences, and Math/Physical Sciences, but females had higher 10‐year 
completion rates in Social Sciences and Humanities).  International students had higher rates 
than domestic students across all discipline areas.  Completion rates varied greatly by ethnicity 
across disciplines.  African‐American students had the lowest rates within Engineering and 
Math/Physical Sciences; Asians had the lowest rates in the Life Sciences and Social Sciences; 
and Hispanics had the lowest rates in the Humanities.  
  The UC‐wide 10‐year completion rate for doctoral cohorts was 57%.  The rate by broad 
discipline areas ranged from 51% for Engineering/Computer Science to 71% for Life Sciences.  
Rates varied by ethnicity and also by citizenship.  The average UC retention rate at the end of 
the second year was 87% and at the end of the fourth year the average doctoral retention rate 
was 71%. 
  Similar to UC Merced’s master’s degree cohorts, the first doctoral cohort of seven 
students arrived in Fall 2004, one year before the official campus opening.  Four years later, the 
first doctoral candidate (representing 14.3% of the cohort) had graduated (in Summer 2008) 
and 57% were still in the pipeline.  Subsequent doctoral cohorts increased in number from 19 in 
Fall 2005 to 57 in Fall 2008.  First‐year retention for these students ranged from 83% to 95%.  
After year three, for instance, almost 90% of the Fall 2005 cohort was still pursuing the degree.   
  Over time we hope to obtain better benchmarking data for master’s and doctoral 
degree retention and graduation rates.  In the meantime, UC Merced has set up a system to 
track these rates, starting from the very first cohorts.  We will provide breakdowns by program, 
gender, ethnicity, and citizenship as the graduate cohorts increase in size.  The CGS research 
has shown that key factors influencing student retention and completion at the doctoral level 
include:  selection, mentoring, financial support, program environment, research mode of the 
field, and processes and procedures.  These certainly will be some of the early factors that the 
campus will focus on when developing interventions to increase graduate success metrics.  
Already the Graduate Division has instituted an annual survey of graduate students to obtain 
feedback on various characteristics of the programs and to monitor satisfaction levels.  [See 
Appendix A.] 
 


[Table 11] 
 
Next Steps 
  Besides tracking the retention and graduation rates, as well as GPAs by semester, the 
Office of Institutional Planning & Analysis (IPA) is developing predictive models for new 
freshmen and new transfers to help identify “at risk” students.  These models will include 
demographic and academic preparation variables, as well as pre‐college‐choice interests (from 
the SAT survey), UCUES and NSSE survey responses, and co‐curricular experiences (involvement 
in student life activities such as learning communities, student government, academic and non‐
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academic clubs, etc.).  IPA and Student Affairs are working with the Registrar to set up a way to 
track these experiences within the Banner Student Information System.  Students will also 
benefit by being able to maintain a co‐curricular “transcript” which will document their 
leadership experiences as well as their participation in various campus‐sponsored activities. 
  UC Merced participated, for the first time, in the BCSSE (Beginning College Survey of 
Student Engagement) survey, a companion survey to the NSSE.  The 2008 new freshmen were 
surveyed just before fall classes started.  Student advising reports produced from the results 
were shared with advisors to help them relate the students’ self‐reported high school 
experiences and college expectations to their college success, especially during the first 
semester.  UC Merced administers the NSSE every other year.  Once we get the results from 
this year’s survey (Spring 2009) in early Fall 2009, we will be able to relate responses from the 
BCSSE (pre‐college expectations) to the NSSE (first‐year experience) for those students who 
completed both surveys.   
  Continuing efforts to assess the existing retention programs, survey admitted and 
enrolled students, and track UC Merced students who drop out and subsequently enroll 
elsewhere, will also be used to inform programmatic decisions and resources.  These efforts will 
be coordinated by a newly‐formed Enrollment Management Council, in partnership with IPA, 
the Center for Research on Teaching Excellence (CRTE), and School as well as Student Affairs 
program directors. 
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Somewhat 
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Important


Somewhat 


Important


Very & 


Somewhat 


Important
Influence of People
My parents/relatives wanted 


me to come here 30 37 67 19 32 51 25 30 55
My teacher advised me NA NA NA 11 19 30 6 29 35
High school counselor advised 


me NA NA NA 6 23 29 7 26 33
Advice from high school 


teachers/counselors 23 37 60 NA NA NA NA NA NA
Friendliness/helpfulness of 


staff I've met 38 42 80 44 35 79 29 37 66
Friendliness/helpfulness of 


faculty I've met 41 43 84 44 37 81 30 34 64
Educational Options
Unable to get into first college 


choice 42 25 67 NA NA NA NA NA NA
Campus Characteristics
UC Merced's newness NA NA NA 42 37 79 51 36 87
I wanted to be in one of the 


first classes* NA NA NA 33 30 63 53 34 87
Opportunity to be part of a 


new campus 58 28 86 NA NA NA NA NA NA


Ability to live at or near home 28 29 57 26 19 45 21 21 42
A visit to the campus 32 39 71 29 32 61 13 28 41
Small size of the campus 58 31 89 52 30 82 NA NA NA
Opportunity to work closely 


with faculty 66 26 92 70 25 95 NA NA NA
Personal attention from 


faculty and staff 66 27 93 72 23 95 NA NA NA
Academics
Reputation of campus and UC 


system 52 35 87 46 35 81 54 29 83


Quality of my intended major 46 36 82 36 36 72 27 37 64
Opportunity to be involved in 


research projects 38 38 76 44 32 76 NA NA NA
Financial Aid
Financial aid offer 50 26 76 38 19 57 23 28 51
Not offered financial aid by 


prefered campus 17 19 36 7 18 25 5 13 18


*In Fall 2005, this response read:  "I wanted to be in the first class."
NA= response item not available in Survey.


Prepared by:  UC Merced Office of Institutional Planning & Analysis, June 2009


Reported as Percentage of Non‐Missing Responses


Fall 2006 Fall 2005


Table 1:  UC Merced New Student Survey:  Fall 2005 through Fall 2008
New Freshman Respondents


How important to you was each of the following reasons for attending UC Merced?
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All  Full‐Time Only
UC Merced
Fall 2005 82%
Fall 2006 80%
Fall 2007 79%


National (Fall 2007)
All 4‐yr public colleges* 77% 78%


Public High/Very High Research Universities** 82%


California (Fall 2007)
All 4‐yr public colleges* 84% 85%
University of California (avg. for the 8 


undergraduate campuses)** 92% 92%


** 2009 U.S. News "America's Best Colleges," reflecting Fall 2007 data.


First‐Year Retention Rates


*NCHEMS Information Center; Retention:  First‐Time College Freshmen Returning Their Second Year;


Four‐Year Public Colleges; Fall 2007 Cohort


Table 2:  Comparison of First‐Time Freshman Retention Rates


Office of Institutional Planning & Analysis, 6/24/2009 File 5-2, p.19
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Fall 2005


Spring 


2006 Fall 2006


Spring 


2007 Fall 2007
Academic Standing 706 689 659 586 547
Good Standing 535 503 474 457
  Returned 518 472 463 412
  Not Retained
    Transferred to 2‐year 7 12 5 1
    Transferred to CSU 2 2 0 0
    Transferred to UC 1 4 1 23
    Transferred elsewhere 0 3 0 3
    Unknown/did not transfer 7 10 5 18


Probation 154 128 92 73
  Returned 141 107 89 64
  Not Retained
    Transferred to 2‐year 4 11 0 2
    Transferred to CSU 1 1 0 2
    Transferred to UC 0 0 0 0
    Transferred elsewhere 0 0 0 0
    Unknown/did not transfer 8 9 3 5


Dismissed 17 28 20 17


  Not Retained
    Tranferred to 2‐year 7 19 8 8
    Transferred to CSU 0 1 0 0
    Transferred to UC 0 0 0 0
    Transferred elsewhere 0 0 0 0
    Unknown/did not transfer 10 8 12 9


Fall 2006


Spring 


2007 Fall 2007


Spring 


2008 Fall 2009
Academic Standing 398 397 388
Good Standing 297 254
  Returned 286 236
  Not Retained
    Transferred to 2‐year 3 5
    Transferred to CSU 0 4
    Transferred to UC 0 1
    Transferred elsewhere 1 2
    Unknown/did not transfer 7 6


Probation 78 113
  Returned 73 107
  Not Retained
    Transferred to 2‐year 1 2
    Transferred to CSU 1 0
    Transferred to UC 0 0
    Transferred elsewhere 0 1
    Unknown/did not transfer 3 3


Dismissed 22 21


  Not Retained
    Transferred to 2‐year 15 11
    Transferred to CSU 0 0
    Transferred to UC 0 0
    Transferred elsewhere 0 0
    Unknown/did not transfer 7 10


Table 3A:  Voluntary/Involuntary Attrition:  Fall 2005 First‐Time Freshman 


Cohort


Table 3B:  Voluntary/Involuntary Attrition:  Fall 2006 First‐Time Freshman 


Cohort


Office of Institutional Planning & Analysis, 6/24/2009 File 5-2, p.20
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Fall 2005 Fall 2006 Fall2007
Overall 82% 80% 79%


Gender
Female 80% 80% 80%
Male 85% 80% 78%


Pell Grant Recipients 83% 80% 80%


Ethnicity
African‐American 80% 73% 76%
Asian/Pacific Islander 86% 77% 80%
Hispanic 81% 83% 80%
White 78% 79% 78%
Other/Unknown 83% 90% 80%


Source:  IPA Enrollment Table


Prepared by Institutional Planning & Analysis


Cohort


Table 4:  1st‐Year Freshman Retention Rates


Office of Institutional Planning & Analysis, 6/24/2009 File 5-2, p.21
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Category Cohort UCM* All UCs UCM* All UCs
Overall


2005 83 92 68 85
2006 80 92 68 85
2007 80 92


Gender
Female 2005 83 92 68 85


2006 80 93 68 85
2007 80 92


Male 2005 85 92 71 84
2006 80 92 65 84
2007 79 92


Ethnicity
African‐American 2005 79 89 69 81


2006 76 89 72 81
2007 76 90


Chicano/Latino 2005 81 88 66 80
2006 82 88 71 79
2007 80 87


Asian/Filipino/Pacific 


Islander 2005 86 94 71 88
2006 77 95 66 89
2007 80 94


White 2005 80 92 65 83
2006 81 93 60 83
2007 79 92


Other/Unknown 2005 80 91 69 84
2006 90 91 80 86
2007 81 91


First Generation Status
Not 1st Generation:  Parent


has bachelor's degree or


higher 2005 84 93 68 86
2006 82 94 69 86
2007 83 93


1st Generation:  Parent does


not have bachelor's degree


or higher 2005 81 90 69 83
2006 79 90 66 83
2007 79 90


Table 5:   First‐Time Freshman Retention Rates, by Demographic 


Categories
1st Year Retention 2nd Year Retention


Office of Institutional Planning & Analysis, 6/24/2009 File 5-2, p.22
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Category Cohort UCM* All UCs UCM* All UCs


Table 5:   First‐Time Freshman Retention Rates, by Demographic 


Categories
1st Year Retention 2nd Year Retention


High School API Rank
State Rank 1‐2 2005 73 85 63 77


2006 69 87 59 78
2007 65 85


State Rank 3‐4 2005 82 90 68 83
2006 77 89 58 81
2007 83 89


State Rank 5‐6 2005 86 91 66 84
2006 79 91 67 83
2007 83 92


State Rank 7‐8 2005 83 93 66 86
2006 86 93 74 86
2007 79 93


State Rank 9‐10 2005 81 94 67 87
2006 82 95 67 88
2007 85 94


CA Public HS ‐ No API 2005 80 91 67 79
2006 63 88 63 77
2007 82 87


CA Private HS ‐ No API 2005 90 92 83 84
2006 89 93 84 84
2007 73 92


Out‐of State/Foreign/Unknow 2005 77 89 77 78
2006 60 89 60 80
2007 71 89


Source:  UC  StatFinder, restricted site:  https://reststatfinder.ucop.edu/login.aspx


Prepared by:  UC Merced Office of Institutional Planning & Analysis, 4‐03‐09


*These rates for UC Merced vary slightly from the campus' rates because of differences in 


the way UCOP defines the cohorts of new freshmen and new transfers. For purposes of 


determining persistence, graduation, and UC GPA, the UC StatFinder excludes freshmen 


and transfer enrollees who did not complete their first term of enrollment at UC and also 


excludes freshmen enrollees who enter UC in their high school senior year through the 


accelerated high school or high school honors programs.   


Office of Institutional Planning & Analysis, 6/24/2009 File 5-2, p.23
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Category Cohort UCM* All UCs UCM* All UCs
Overall


2005 83 92 68 85
2006 80 92 68 85
2007 80 92


Entry Level Writing (ELWR)


Passed UC Analytic Writing Placement


Exam (AWPE) 2005 87 93 70 86
2006 90 94 81 87
2007 90 93


Met by Other Means 2005 84 94 66 88
2006 87 95 73 88
2007 74 94


Did not Meet ELWR at Time of


Matriculation ‐ Take UC Approved Course 2005 82 88 68 79
2006 75 88 61 79
2007 77 87


HS GPA‐Weighted,Capped
2.99 and Below 2005 79 84 58 68


2006 79 82 68 62
2007 79 80


3.00‐3.19 2005 77 85 64 72
2006 77 84 65 72
2007 66 84


3.20‐3.39 2005 83 87 72 76
2006 76 87 66 77
2007 79 87


3.40‐3.59 2005 90 90 68 81
2006 80 90 68 81
2007 83 90


3.60‐3.79 2005 79 92 64 84
2006 85 93 67 84
2007 80 91


3.80‐3.99 2005 86 93 73 86
2006 89 94 74 87
2007 92 93


4.00‐4.19 2005 88 95 81 90
2006 86 95 76 89
2007 86 95


4.20 and Above 2005 80 96 67 92
2006 71 97 71 93
2007 88 97


Table 6:   First‐Time Freshman Retention Rates, by Academic Preparation


1st Year Retention 2nd Year Retention


Office of Institutional Planning & Analysis, 6/24/2009 File 5-2, p.24
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Category Cohort UCM* All UCs UCM* All UCs


Table 6:   First‐Time Freshman Retention Rates, by Academic Preparation


1st Year Retention 2nd Year Retention


Average SAT Math & Verbal/Critical 


Reasoning


400‐999 2005 81 84 66 75
2006 80 84 66 74
2007 77 84


1000‐1199 2005 84 91 70 83
2006 78 91 66 84
2007 83 91


1200‐1299 2005 88 94 72 87
2006 86 94 75 87
2007 79 94


1400‐1600 2005 66 96 44 90
( includes Unknown for UC Merced) 2006 60 96 60 91


2007 76 96
SAT Writing**


200‐499 2005 83 87 69 78
2006 82 86 68 76
2007 76 86


500‐599 2005 84 92 66 84
2006 81 92 69 85
2007 86 92


600‐699 2005 79 94 66 87
2006 81 95 71 88
2007 78 94


700‐800 2005 92 96 69 90
( includes Unknown for UC Merced) 2006 33 96 33 89


2007 77 96


Source:  UC  StatFinder, restricted site:  https://reststatfinder.ucop.edu/login.aspx


Prepared by:  UC Merced Office of Institutional Planning & Analysis, 4‐03‐09


**For 2005, SAT II Writing scores were used; for 2006 forward, SAT Writing scores were used.


*These rates for UC Merced vary slightly from the campus' rates because of differences in the way 


UCOP defines the cohorts of new freshmen and new transfers. For purposes of determining 


persistence, graduation, and UC GPA, the UC StatFinder excludes freshmen and transfer enrollees who 


did not complete their first term of enrollment at UC and also excludes freshmen enrollees who enter 


UC in their high school senior year through the accelerated high school or high school honors programs.


Office of Institutional Planning & Analysis, 6/24/2009 File 5-2, p.25
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UC‐UCM
Category Cohort UCM* All UCs Difference
Overall


2005 2.59 2.96 0.37
2006 2.49 2.95 0.46
2007 2.57 2.96 0.39


Gender
Female 2005 2.59 3.00 0.41


2006 2.49 2.98 0.49
2007 2.57 2.99 0.42


Male 2005 2.62 2.90 0.28
2006 2.55 2.90 0.35
2007 2.61 2.92 0.31


Ethnicity
African‐American 2005 2.61 2.70 0.09


2006 2.46 2.65 0.19
2007 2.46 2.69 0.23


Chicano/Latino 2005 2.41 2.68 0.27
2006 2.40 2.67 0.27
2007 2.44 2.68 0.24


Asian/Filipino/Pacific Islander 2005 2.52 2.93 0.41
2006 2.41 2.91 0.50
2007 2.64 2.95 0.31


White 2005 2.86 3.11 0.25
2006 2.68 3.13 0.45
2007 2.72 3.13 0.41


Other/Unknown 2005 2.58 3.03 0.45
2006 2.66 3.02 0.36
2007 2.55 3.06 0.51


First Generation Status


Not 1st Generation:  Parent has


bachelor's degree or higher 2005 2.66 3.07 0.41
2006 2.55 3.06 0.51
2007 2.64 3.09 0.45


1st Generation:  Parent does not have


bachelor's degree or higher 2005 2.51 2.76 0.25
2006 2.41 2.75 0.34
2007 2.52 2.75 0.23


Average Cumulative UC GPA After 1st Year


Table 7:   First‐Time Freshman Cumulative UC GPA After 1st Year, by Demographic Categories


Office of Institutional Planning & Analysis, 6/24/2009 File 5-2, p.26
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UC‐UCM
Category Cohort UCM* All UCs Difference


Average Cumulative UC GPA After 1st Year


Table 7:   First‐Time Freshman Cumulative UC GPA After 1st Year, by Demographic Categories


High School API Rank
State Rank 1‐2 2005 2.22 2.50 0.28


2006 2.29 2.54 0.25
2007 2.44 2.55 0.11


State Rank 3‐4 2005 2.41 2.75 0.34
2006 2.49 2.70 0.21
2007 2.48 2.70 0.22


State Rank 5‐6 2005 2.61 2.88 0.27
2006 2.36 2.86 0.50
2007 2.61 2.88 0.27


State Rank 7‐8 2005 2.66 2.96 0.30
2006 2.53 2.95 0.42
2007 2.49 2.98 0.49


State Rank 9‐10 2005 2.69 3.07 0.38
2006 2.57 3.06 0.49
2007 2.85 3.11 0.26


CA Public HS ‐ No API 2005 2.64 2.78 0.14
2006 2.31 2.75 0.44
2007 2.76 2.73 ‐0.03


CA Private HS ‐ No API 2005 2.70 3.00 0.30
2006 2.72 2.97 0.25
2007 2.38 2.98 0.60


Out‐of State/Foreign/Unknown 2005 2.60 3.18 0.58
2006 2.43 3.15 0.72
2007 2.91 3.14 0.23


Source:  UC  StatFinder, restricted site:  https://reststatfinder.ucop.edu/login.aspx


Prepared by:  UC Merced Office of Institutional Planning & Analysis, 4‐03‐09


*These GPAs for UC Merced vary slightly from the campus' GPAs because of differences in the way UCOP defines the 


cohorts of new freshmen and new transfers. For purposes of determining persistence, graduation, and UC GPA, the UC 


StatFinder excludes freshmen and transfer enrollees who did not complete their first term of enrollment at UC and also 


excludes freshmen enrollees who enter UC in their high school senior year through the accelerated high school or high 


school honors programs.   
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UC‐UCM
Category Cohort UCM* All UCs Difference
Overall


2005 2.59 2.96 0.37
2006 2.49 2.95 0.46
2007 2.57 2.96 0.39


Entry Level Writing (ELWR)


Passed UC Analytic Writing Placement


Exam (AWPE) 2005 2.72 2.96 0.24
2006 2.75 2.94 0.19
2007 2.81 2.96 0.15


Met by Other Means 2005 2.74 3.16 0.42
2006 2.71 3.16 0.45
2007 2.63 3.18 0.55


Did not Meet ELWR at Time of


Matriculation ‐ Take UC Approved Course 2005 2.54 2.67 0.13
2006 2.35 2.64 0.29
2007 2.49 2.63 0.14


HS GPA‐Weighted,Capped
2.99 and Below 2005 2.34 2.39 0.05


2006 2.15 2.32 0.17
2007 2.21 2.33 0.12


3.00‐3.19 2005 2.47 2.48 0.01
2006 2.33 2.46 0.13
2007 2.27 2.45 0.18


3.20‐3.39 2005 2.52 2.58 0.06
2006 2.26 2.57 0.31
2007 2.46 2.60 0.14


3.40‐3.59 2005 2.64 2.72 0.08
2006 2.58 2.71 0.13
2007 2.58 2.74 0.16


3.60‐3.79 2005 2.54 2.85 0.31
2006 2.64 2.86 0.22
2007 2.71 2.86 0.15


3.80‐3.99 2005 2.82 2.98 0.16
2006 2.91 3.00 0.09
2007 2.83 2.99 0.16


4.00‐4.19 2005 2.99 3.16 0.17
2006 2.89 3.17 0.28
2007 3.05 3.17 0.12


4.20 and Above 2005 3.32 3.40 0.08
2006 2.69 3.38 0.69
2007 3.30 3.41 0.11


Average Cumulative UC GPA After 


1st Year


Table 8:   First‐Time Freshman Cumulative UC GPA After 1st Year, by Academic Preparation


Office of Institutional Planning & Analysis, 6/24/2009 File 5-2, p.28



Administrator

Text Box

Return to text







UC‐UCM
Category Cohort UCM* All UCs Difference


Average Cumulative UC GPA After 


1st Year


Table 8:   First‐Time Freshman Cumulative UC GPA After 1st Year, by Academic Preparation


Average SAT Math & Verbal/Critical 


Reasoning


400‐999 2005 2.38 2.43 0.05
2006 2.37 2.44 0.07
2007 2.36 2.45 0.09


1000‐1199 2005 2.68 2.78 0.10
2006 2.49 2.81 0.32
2007 2.64 2.82 0.18


1200‐1299 2005 2.75 3.09 0.34
2006 2.73 3.09 0.36
2007 2.90 3.12 0.22


1400‐1600 2005 2.42 3.31 0.89
( includes Unknown for UC Merced) 2006 2.41 3.32 0.91


2007 2.51 3.36 0.85
SAT Writing**


200‐499 2005 2.46 2.54 0.08
2006 2.38 2.49 0.11
2007 2.40 2.52 0.12


500‐599 2005 2.66 2.84 0.18
2006 2.58 2.85 0.27
2007 2.72 2.87 0.15


600‐699 2005 2.88 3.11 0.23
2006 2.66 3.11 0.45
2007 2.81 3.15 0.34


700‐800 2005 2.60 3.35 0.75
( includes Unknown for UC Merced) 2006 2.21 3.35 1.14


2007 2.44 3.38 0.94


Admission by Exception
UC Eligible 2005 2.61 2.97 0.36


2006 2.51 2.95 0.44
2007 2.61 2.98 0.37


Admission by Exception 2005 2.02 2.52 0.50
2006 2.08 2.49 0.41
2007 2.15 2.40 0.25


Source:  UC  StatFinder, restricted site:  https://reststatfinder.ucop.edu/login.aspx


Prepared by:  UC Merced Office of Institutional Planning & Analysis, 4‐03‐09


*These GPAs for UC Merced vary slightly from the campus' GPAs because of differences in the way UCOP defines the cohorts of new freshmen 


and new transfers. For purposes of determining persistence, graduation, and UC GPA, the UC StatFinder excludes freshmen and transfer enrollees 


who did not complete their first term of enrollment at UC and also excludes freshmen enrollees who enter UC in their high school senior year 


through the accelerated high school or high school honors programs.   


**For 2005, SAT II Writing scores were used; From 2006 onward, the SAT Writing scores were used.
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Category Cohort UCM* All UCs UCM* All UCs UCM* All UCs UCM* All UCs
Overall


2005 84 92 71 83 46 51 65 80
2006 84 92 72 83 31 51
2007 83 92


Prior College GPA
2.59 and Below 2005 81 85 67 73 38 41 57 66


2006 91 84 77 71 27 37
2007 74 84


2.60‐2.79 2005 91 89 75 75 56 42 69 70
2006 71 88 59 74 18 42
2007 84 86


2.80‐2.99 2005 79 90 74 78 47 45 68 73
2006 90 90 80 77 10 45
2007 87 88


3.00‐3.19 2005 77 90 71 79 47 45 65 76
2006 93 92 71 81 36 47
2007 91 90


3.20‐3.39 2005 82 92 73 83 36 50 82 79


2006 78 92 67 81 33 48
2007 79 92


3.40‐3.59 2005 92 93 75 85 42 53 58 82
2006 88 94 88 85 50 54
2007 91 93


3.60‐3.79 2005 73 94 55 86 36 55 46 86
2006 67 94 50 87 50 58
2007 80 93


3.80 and Above/Unknown 2005 100 95 80 91 60 60 80 89
2006 83 94 83 88 42 58


2007 83 94


Source:  UC  StatFinder, restricted site:  https://reststatfinder.ucop.edu/login.aspx


Prepared by:  UC Merced Office of Institutional Planning & Analysis, 4‐03‐09


3‐Year Graduation


Table 9:  Transfer Retention and Graduation Rates 


*These rates for UC Merced vary slightly from the campus' rates because of differences in the way UCOP defines the cohorts of new freshmen 


and new transfers. For purposes of determining persistence, graduation, and UC GPA, the UC StatFinder excludes freshmen and transfer enrollee


who did not complete their first term of enrollment at UC and also excludes freshmen enrollees who enter UC in their high school senior year 


through the accelerated high school or high school honors programs.   


1st Year Retention 2nd Year Retention 2‐Year Graduation
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UC‐UCM UC-UCM
Category Cohort UCM* All UCs Difference UCM* All UCs Difference
Overall


2005 2.82 2.97 0.15 3.09 3.06 -0.03
2006 2.83 2.97 0.14 2.99 3.07 0.08
2007 2.79 2.97 0.18


Prior College GPA
2.59 and Below 2005 2.46 2.45 ‐0.01 2.93 2.60 -0.33


2006 2.49 2.43 ‐0.06 2.81 2.67 -0.14
2007 2.36 2.46 0.10


2.60‐2.79 2005 2.58 2.52 ‐0.06 2.80 2.66 -0.14
2006 2.48 2.52 0.04 2.85 2.66 -0.19
2007 2.48 2.51 0.03


2.80‐2.99 2005 2.45 2.62 0.17 3.03 2.73 -0.30
2006 2.42 2.60 0.18 2.53 2.73 0.20
2007 3.03 2.58 ‐0.45


3.00‐3.19 2005 2.97 2.72 ‐0.25 3.12 2.84 -0.28
2006 3.10 2.75 ‐0.35 2.93 2.86 -0.07
2007 2.89 2.72 ‐0.17


3.20‐3.39 2005 2.99 2.89 ‐0.10 3.53 2.98 -0.55


2006 2.94 2.86 ‐0.08 3.52 2.97 -0.55
2007 2.92 2.87 ‐0.05


3.40‐3.59 2005 3.28 3.02 ‐0.26 3.18 3.10 -0.08
2006 3.38 3.04 ‐0.34 3.23 3.12 -0.11
2007 3.03 3.04 0.01


3.60‐3.79 2005 3.53 3.19 ‐0.34 3.63 3.27 -0.36
2006 3.43 3.23 ‐0.20 3.70 3.29 -0.41
2007 3.11 3.18 0.07


3.80 and Above/Unknown 2005 3.88 3.40 ‐0.48 3.62 3.44 -0.18
2006 3.18 3.37 0.19 3.14 3.42 0.28


2007 3.43 3.37 ‐0.06


Source:  UC  StatFinder, restricted site:  https://reststatfinder.ucop.edu/login.aspx


Prepared by:  UC Merced Office of Institutional Planning & Analysis, 4‐03‐09


After 1st Year After 2nd Year


Table 10:  Transfer Cumulative UC GPA After 1st Year and After 2nd Year


*These rates for UC Merced vary slightly from the campus' rates because of differences in the way UCOP defines the cohorts of 


new freshmen and new transfers. For purposes of determining persistence, graduation, and UC GPA, the UC StatFinder excludes 


freshmen and transfer enrollees who did not complete their first term of enrollment at UC and also excludes freshmen enrollees 


who enter UC in their high school senior year through the accelerated high school or high school honors programs.   


Office of Institutional Planning & Analysis, 6/24/2009 File 5-2, p.31



Administrator

Text Box

Return to text







N Year 1 Year 2 Year 3 Year 4 Year 4 Year 5 Year 6 Year 7 Year 10


UCM Master's Degree Cohorts


  Fall 2004 2 100.0% 100.0% 50.0% 50.0% 50.0%


  Fall 2005 5 60.0% 40.0% 20.0%


  Fall 2006 8 75.0% 62.5%


  Fall 2007 8 62.5%


  Fall 2008 12


UC Campuses  (1996‐98 cohorts) 85.0%


UCM Doctoral Degree Cohorts


  Fall 2004 7 100.0% 85.7% 85.7% 57.1% 14.3%


  Fall 2005 19 94.7% 94.7% 89.5%


  Fall 2006 36 83.3% 83.3%


  Fall 2007 47 87.2%


  Fall 2008 57


UC Campuses (1992‐94 cohorts) 87.0% 71.0% 57.0%


Ph.D. Completion Project (1992‐


2003 cohorts) 10.5% 22.5% 36.1% 45.5% 56.6%


Retention Rates


Table 11:  Graduate Retention & Graduation Rates


Graduation Rates
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Sub-Appendix B1 


 
 


2008 Graduate Student Survey Analysis 
 


 In summer 2008, the UC Merced’s Graduate Studies Division conducted an online survey 
of continuing graduate students. The purpose of the study was to measure student satisfaction 
levels with various experiences as a graduate student at UC Merced.  The target population 
included 112 continuing graduate‐level students who were expected to return for the Fall 2008 
term. Seventy‐two students participated in the survey for a 64% response rate. 
 


Respondents were fairly representative of the sample population, especially in terms of 
ethnicity and degree level (Table 1).  Males and students in four of the programs (Biological 
Engineering, Quantitative & Systems Biology, Social & Cognitive Sciences, and World Cultures) 
had substantially lower response rates (52‐58% vs. 67‐75%) than females and students in other  
programs.  


 
Over 45% of respondents expect to graduate within the next 2 years and another 45% 


within 2‐4 years.  36% of respondents were already graduate students before enrolling at UC 
Merced (many having come with faculty members when they left other campuses to work at 
UC Merced) and 31% were employed in a field related to their major.   


 
Satisfaction with Aspects of Program 


Table 2 highlights questions related to the respondents’ programs, course work, and 
quality of interactions with faculty, advisors, and other staff. Overall, 86% of the respondents 
said that they were satisfied (somewhat or very) with their program at UC Merced.   
 
  The highest levels of satisfaction with aspects of the graduate students’ programs were 
associated with the intellectual caliber of the faculty (94% were at least somewhat satisfied; 
63% were very satisfied) and the programs’ ability to keep pace with recent developments (86% 
were at least somewhat satisfied; 47% very satisfied).  Areas needing the most improvement, 
according to most graduate students tended to revolve around facilities and 
training/preparation in teaching, research methods and TA‐ing (for those for whom these were 
applicable).  Only about a third of the graduate students were very satisfied with these aspects 
of their program. 
 
  Over three‐quarters of the graduate students who had teaching assistantships felt that 
the amount of time they were expected to spend on TA duties was about right for them (Table 
3).  About two‐thirds said agreed that the teaching experience provided through their program 
was adequate preparation for an academic/teaching career (although they should be surveyed 
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once they are actually in those careers to see if this holds up).  Two‐thirds or more also agreed 
that they were appropriately prepared and trained before entering the classroom and 62% felt 
they were appropriately supervised to help them improve their teaching skills. 
   
  The graduate student respondents almost unanimously agreed that their own research 
interests are incorporated into their thesis work (97%) and over 80% agreed that the amount 
of coursework seemed appropriate to the degree (although only 17% strongly agree to this) 
and that they get ongoing and constructive feedback from their program advisor. 
 
Satisfaction with Quality of Interactions 
  Several items reinforced the overall positive response given to the graduate students’ 
relationships with faculty:  professional relationship with faculty advisor (90% at least 
somewhat satisfied), students in program are treated with respect by faculty (96% agreed), 
good rapport between faculty and students (93% agreed), good relationships and interactions 
with faculty personally (99% agreed), own advisor has student’s interests in mind (96% agreed) 
and keeps track of student’s research progress (94% agreed).  Most students (59%) did not 
think that there were tensions among faculty that affected students, but two out of five did. 
The range, by School, for students who agreed or strongly agreed that faculty tensions affected 
them was 26% to 56%.     
 
  The generally good relationships among graduate students contributed to the overall 
favorable climate, as perceived by them (90% agreed that the overall climate of their program 
is positive).  They tended to agree that the students in their program are collegial (90% agreed) 
and that relationships and interaction with other students in their program are good (90% 
agreed).   Very few (8%) thought that the degree of competition among students is excessive.   
 
Rating Quality of Course Work 
  Although respondents tended to think the quality of instruction in their courses was 
excellent (41%) or good (39%), the availability of courses needed to complete their program 
seemed to be a big concern.  A little less than half (47%) said the availability was excellent or 
good (only 14% saying “excellent”).  Given the competing demands of the faculty for conducting 
their own research, teaching undergraduates as well as graduate students,  and trying to keep 
up with designing and offering courses as the first cohorts of both undergraduate and graduate 
students move through their programs, it is not surprising that the need for more course 
options has been identified as a problem.  Seven of the open‐ended comments for this set of 
questions stressed the need for more courses. 
 
  The graduate programs at UC Merced are highly interdisciplinary, by design.  Even so, 
many of these graduate students responded favorably to the encouragement to take courses 
outside their programs.  Over 60% rated this excellent or good.  It is unclear, however, whether 
or how this might be related to the general feeling that not enough courses are offered.  At 
least one student commented that he/she had to take courses outside the program in order to 
fill all the requirements. 
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Program Support and University Resources  


Table 4 shows the relative satisfaction rates with types of support for the graduate 
students’ programs as well as the usage and ratings of various types of university resources. 
Although most respondents were generally at least somewhat satisfied with support directly 
related to their programs (feedback on their research, advice on degree requirements, 
preparing for exams, preparing for their thesis, selecting a thesis advisor, and standards for 
writing in their field as well as for academic integrity), they were less satisfied with support for 
the professional or career aspects of their program.  This is true even after adjusting for those 
students who said these aspects were not applicable to them (presumably at their stage in the 
program).  The majority of students planned to work in academia (28% expected to have 
tenure‐track faculty positions, 26% expected to become postdoctoral fellows), but 22% 
expected to become non‐faculty researchers and 9% anticipated going into engineering or 
manufacturing positions (Table 5).    Support items that need to be addressed or re‐evaluated 
include:  advising for career options especially outside academia, assistance in developing 
professional contacts outside one’s program, and grant‐writing advice. 
 
  Some university resources are much more geared to undergraduates than to graduate 
students.  There is no graduate student housing on campus, for example.  Some of these 
resources perhaps should be reviewed by the campus to determine whether or when such 
services should be offered to graduate students.  For the purposes of this report, however, 
services that were not used by at least 50% of the respondents will not be evaluated.  This list 
of infrequently‐used services includes:  Disability Services, Learning Assistance Center, Housing, 
Child Care Referral Services, Student Counseling Services, Career Services Center, University 
Police, and Financial Aid Office. 
 
  For those remaining resources, the highest rated were Library facilities (80% responding 
they were excellent or good), the Graduate Division (74%), on‐campus computer facilities 
(71%), and pretty much a tie among Web‐based campus computer services, Student Health 
Center, health insurance offered (GSHIP), Office of the Registrar, Bobcat Bookstore, and Billing 
& Payment Services (all around 58‐66%).  Parking provoked the most negative response (only 
22% responding excellent or good).  The campus shuttle service and dining services had the 
highest “poor” ratings. 
 
Obstacles to Academic Progress 
  Not surprisingly, the most frequently cited obstacle to academic progress is 
“work/financial commitments” (Table 6).  Three out of every five graduate students said this 
was at least a minor obstacle; almost 30% said it was a major one.  Next on the list were 
“course scheduling” (50%), “program structure or requirements” (49%), and “family 
obligations” (48%).  There is not much the campus can do about the students’ family 
obligations, but one recommendation from this study is to conduct a few focus groups to find 
ways the campus can help improve the financial/work support, as well as course 
availability/scheduling and program structure/requirements.   
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Student Life 
  Graduate students tend to be much more focused on their studies and less interested in 
organized social activities than most undergraduates.  UC Merced still is very small, however, so 
one would expect that it would be easier to engage graduate students in campus social 
activities geared toward them, especially those activities sponsored by their own School or 
program.  Table 7 shows that UC Merced graduate students tend to be aware of activities and 
three‐quarters or more seem to attend these activities at least occasionally regardless of 
sponsor (campus, School, or program).  Open‐ended responses ranged from “I’m here to 
work/finish my PhD, not to socialize,” to “the socializing opportunities are improving but, in a 
town like Merced where there are very few options, the graduate school could step in and fill 
this void,” or “social activities in the School are generally poorly organized and advertised at the 
last minute, making it difficult to attend.” 
 
General Assessment 
  Overall, the graduate student respondents rated their academic experience at UC 
Merced higher than other aspects (Table 8).  About four out of five rated their academic 
experience and their graduate program as excellent or good.  A little more than half, in 
contrast, rated their student life experience as highly.  At most, only a third gave their 
experiences an excellent rating.  Only a third would definitely select this campus again 
(although almost 60 % definitely would select their same field of study) or definitely 
recommend this campus to someone considering their own graduate program (Table 9A).  
Seven percent indicated that it was at least somewhat likely or they were uncertain whether 
they actually would stay in their programs to degree completion (Table 9B).  These would be 
good questions to follow up on through focus groups or targeted surveys.  What would be 
characteristic of an excellent academic experience or an excellent graduate program?  Knowing 
what they know now, what would make them select this same campus or their UC Merced 
graduate program again?  Or make them highly recommend the campus and program to 
someone considering their field?     
 
Post‐Script 
  Comparative data to help put these responses in perspective are relatively difficult to 
find.  Some institutions conduct graduate student surveys and post the results on their Web 
sites.  However, even these are not necessarily suitable comparisons.  Sometimes the questions 
are identical or at least very similar, but the population of students might be too different from 
UC Merced’s to provide a good benchmark.  Other times the questions are too different, or the 
analyses use mean response instead of percentages, or they use ratings of quality (excellent, 
good, etc.) instead of satisfaction or agreement/disagreement.   
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Following is a short listing of graduate student survey analyses at other campuses: 
 
 
U. of Colorado, Boulder 
http://www.colorado.edu/pba/surveys/grad/05/index.htm 
 
Michigan State U., East Lansing 
http://grad.msu.edu/survey2k.htm 
 
U. of Central Florida 
http://www.irweb2.ucf.edu/oeas_survey/gss/gd_index.htm 
 
State U. of West Georgia 
http://www.westga.edu/~cogs/printable/GraduateSurveySpring2002.pdf 
 
Kent State U. 
http://www.kent.edu/aqip/Surveys/graduatesurvey.cfm 
 
U. of Minnesota 
http://www.cogs.umn.edu/survres.pdf 
 
Stanford U. 
http://news‐service.stanford.edu/news/2005/february23/report‐022305.html 
 
Northeastern U. 
http://www.northeastern.edu/oir/pdfs/01gss.pdf 
 
Georgia State U. 
http://www2.gsu.edu/~wwwire/pdf/2003‐2005%20APR%20GRADUATE%20STUDENT.pdf 
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Table 1.  Survey Population and Respondent Demographic Information    


   Population  Respondents
Response 


Rate 
   N  %  N  %  % 
Total  112 100.0%  72 100.0%  64.3% 
             


Gender            


Female  43  38.4%  32  44.4%  74.4% 


Male  69  61.6%  40  55.6%  58.0% 


             


Ethnicity            


African‐American  1  0.9%  0  0.0%  0.0% 


Asian/Pacific Islander  7  6.3%  5  6.9%  71.4% 


Hispanic  12  10.7%  9  12.5%  75.0% 


White  38  33.9%  28  38.9%  73.7% 


International  34  30.4%  21  29.2%  61.8% 


Unknown   20  18%  9  12.5%  45.0% 


             


Degree Sought            


Master's of Arts  3  2.7%  3  4.2%  100.0% 


Master's of Science  14  12.5%  10  13.9%  71.4% 


Doctorate  95  84.8%  59  81.9%  62.1% 


             


Program            


Applied Mathematics  7  6.3%  5  6.9%  71.4% 


Biological Engineering  7  6.3%  4  5.6%  57.1% 


Electrical Engineering  14  12.5%  11  15.3%  78.6% 


Environmental Systems  20  17.9%  15  20.8%  75.0% 


Mechanical Engineering  3  2.7%  2  2.8%  66.7% 


Physics & Chemistry  10  8.9%  7  9.7%  70.0% 


Quantitative & Systems Biology  23  20.5%  12  16.7%  52.2% 


Social & Cognitive Sciences  16  14.3%  9  12.5%  56.3% 


World Cultures  12  10.7%  7  9.7%  58.3% 
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Table 2.   Program, Quality of Interactions, and Course Work 


Satisfaction with 
Very 


Satisfied 
Somewhat 
Satisfied 


Somewhat 
Dissatisfied 


Very 
Dissatisfied 


Very/Somewhat 
Satisfied 


Not 
Applicable 


Overall satisfaction with 
program  43%  43%  13%  1%  86%  0% 


              


Program              


Intellectual caliber of faculty  63%  32%  4%  1%  94%  0% 
Program's ability to keep pace 
with recent developments in 
field  47%  39%  13%  1%  86%  1% 


Adequacy of facilities  30%  41%  20%  10%  70%  0% 


Quality of graduate‐level 
teaching by faculty  44%  31%  20%  4%  76%  3% 


Training in research methods  36%  38%  16%  10%  74%  3% 


Amount of financial support  50%  31%  9%  10%  81%  1% 


Teaching and TA preparation  35%  40%  15%  9%  75%  10% 


             


Agreement with 
Strongly 
Agree  Agree  Disagree 


Strongly 
Disagree 


Strongly Agree/    
Agree 


Not 
Applicable 


Program          


Financial support for graduate 
students is distributed fairly  25%  48%  21%  6%  73%  0% 


Staff in program are 
knowledgeable about rules and 
regulations that affect graduate 
students  31%  35%  21%  14%  65%  0% 


There is a sense of intellectual 
community in program  24%  54%  16%  7%  77%  0% 
Program structure encourages 
student collaboration or 
teamwork  13%  51%  26%  10%  64%  0% 


Amount of coursework seems 
appropriate to the degree  17%  65%  14%  4%  82%  0% 


Feedback on progress toward 
degree from advisor is ongoing 
and constructive  51%  31%  17%  1%  82%  0% 


Own research interests are 
incorporated into my thesis work  53%  44%  3%  0%  97%  0% 


             


Satisfaction with 
Very 


Satisfied 
Somewhat 
Satisfied 


Somewhat 
Dissatisfied 


Very 
Dissatisfied 


Very/Somewhat 
Satisfied 


Not 
Applicable 


Quality of Interactions              


Advising & guidance  49%  32%  13%  7%  81%  0% 


Professional relationship with 
faculty advisor  71%  19%  8%  1%  90%  0% 


Helpfulness of staff in School or 
program  46%  38%  11%  6%  83%  0% 
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Faculty effort in helping to find 
employment  40%  29%  14%  17%  69%  51% 


Opportunity to interact with 
across disciplines  31%  42%  16%  10%  73%  7% 


            


Agreement with 
Strongly 
Agree  Agree  Disagree 


Strongly 
Disagree 


Strongly Agree/    
Agree 


Not 
Applicable 


Overall, the climate of my 
program is positive  44%  46%  8%  1%  90%  0% 


        


Quality of Interactions             


Students in program are treated 
with respect by faculty  56%  40%  3%  1%  96%  0% 


Rapport between faculty and 
graduate students in program is 
good  56%  38%  7%  0%  93%  0% 
Own relationships and 
interactions with faculty are 
good  68%  31%  1%  0%  99%  0% 


There are tensions among faculty 
that affect students  23%  18%  42%  17%  41%  0% 


Students in program are collegial  42%  48%  7%  3%  90%  0% 


Relationships and interaction 
with other students in program 
are good  55%  35%  7%  3%  90%  0% 


Degree of competition among 
students is excessive  0%  8%  61%  31%  8%  0% 


Am satisfied with amoung of 
time spent with advisor  53%  33%  14%  0%  86%  0% 


My advisor has my interests in 
mind  60%  36%  4%  0%  96%  0% 


There is a person or office I trust 
to report perceived abuse or 
misconduct in my program by my 
advisor or committee member  31%  40%  19%  10%  71%  0% 


My advisor keeps track of my 
research progress and will help 
determine when I have 
accomplished enough work for 
my degree  57%  38%  6%  0%  94%  0% 


       


       


Rating  Excellent  Good  Fair  Poor  Exellent/   Good 
Not 


Applicable 


Course Work        


Overall quality of course work in 
program  26%  47%  22%  4%  74%  0% 


Availability of courses needed to 
complete program  14%  33%  35%  18%  47%  0% 


Quality of instruction in courses  41%  39%  20%  0%  80%  0% 


Encouragement to take courses 
outside program  16%  45%  17%  23%  61%  0% 
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Table 3.  TA Experience 


Agreement with 
Strongly 
Agree  Agree  Disagree 


Strongly 
Disagree 


Strongly 
Agree/     
Agree 


Not 
Applicable 


          


As a teaching assistant, I was 
appropriately prepared and trained 
before entering the classroom.  36%  33%  16%  15%  69%  15% 


As a teaching assistant, I was 
appropriately supervised to help 
improve my teaching skills.  25%  37%  22%  17%  62%  17% 


The teaching experience available 
through my program is adequate 
preparation for an 
academic/teaching career.  24%  42%  18%  16%  66%  13% 


The amount of time expected of me 
as a TA was about right.  25%  53%  14%  8%  78%  10% 
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Table 4.   Program Support and University Resources 


Satisfaction with: 
Very 


Satisfied 
Somewha
t Satisfied 


Somewhat 
Dissatisfie


d 


Very 
Dissatisfie


d 
Very/Somewhat 


Satisfied 


Not 
Applicabl


e 


Program Support              


Courses, workshops or 
orientations on teaching  15%  48%  25%  13%  62%  14% 


Assistance in developing 
professional contacts 
outside program  24%  29%  27%  20%  53%  18% 


Feedback on your research  51%  36%  11%  1%  87%  1% 


Advice on:         
  Writing grant proposals  21%  30%  27%  21%  52%  20% 


  Publishing your work  38%  30%  18%  15%  67%  14% 
  Career options within 
academia  24%  36%  24%  17%  59%  17% 
  Career options outside 
academia  11%  33%  35%  21%  44%  20% 


  Research positions  18%  38%  34%  11%  55%  21% 


  Degree requirements  28%  42%  21%  9%  71%  0% 
  Preparing for 
examinations  32%  40%  22%  6%  72%  10% 


  Developing your thesis or 
dissertation proposal  34%  42%  20%  5%  75%  9% 


  Process required to select 
a thesis advisor  34%  36%  17%  13%  70%  24% 


  Standards for academic 
writing in your field  30%  41%  21%  8%  71%  7% 
  How to avoid plagiarism 
and other violations of the 
standards of academic 
integrity  37%  43%  11%  10%  79%  11% 


             


             


How Frequently 
Frequentl


y 
Occasionall


y  Never   
Frequently/Occasional


ly   


University Resources           


Library facilities  54%  44%  1%    99%   
On‐campus computer 
facilities  25%  49%  25%    75%   
Web‐based campus 
computer services (e.g., 
registration)  67%  32%  1%    99%   


Graduate Division  22%  60%  18%    82%   


Student Health Center  17%  51%  32%    68%   
Health insurance (GSHIP)  27%  51%  21%    79%   
Financial Aid Office  8%  36%  56%    44%   
Career Services Center  1%  22%  76%    24%   
Student Counseling 
Services  3%  11%  86%    14%   
Child Care Referral 
Services  3%  4%  93%    7%   
Disability Services  0%  3%  97%    3%   
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Learning Assistance Center  1%  4%  94%    6%   
Billing and Payment 
Services  11%  69%  19%    81%   
University Police  1%  29%  69%    31%   
Housing  0%  6%  94%    6%   
Office of the Registrar  14%  79%  7%    93%   
Parking for students  35%  39%  26%    74%   
Campus shuttle bus 
service (Cat Track)  32%  25%  43%    57%   
Dining Services  31%  54%  15%    85%   
Bookstore  19%  74%  7%    93%   
             


Quality of experience 
with  Excellent  Good  Fair  Poor  Exellent/   Good 


Not 
Applicabl


e 


University Resources              


Library facilities  31%  49%  13%  7%  80%  1% 
On‐campus computer 
facilities  28%  43%  22%  7%  71%  18% 
Web‐based campus 
computer services (e.g., 
registration)  28%  38%  28%  6%  66%  1% 


Graduate Division  29%  45%  24%  2%  74%  10% 


Student Health Center  21%  43%  23%  13%  64%  33% 


Health insurance (GSHIP)  16%  43%  35%  7%  59%  18% 


Financial Aid Office  11%  58%  8%  22%  69%  48% 


Career Services Center  10%  30%  30%  30%  40%  71% 
Student Counseling 
Services  8%  46%  15%  31%  54%  81% 
Child Care Referral 
Services  0%  25%  0%  75%  25%  88% 


Disability Services  0%  50%  0%  50%  50%  94% 


Learning Assistance Center  0%  50%  17%  33%  50%  91% 
Billing and Payment 
Services  9%  49%  29%  14%  58%  16% 


University Police  10%  48%  32%  10%  58%  55% 


Housing  9%  27%  18%  46%  36%  84% 


Office of the Registrar  21%  43%  28%  8%  64%  6% 


Parking for students  5%  17%  34%  44%  22%  10% 


Campus shuttle bus 
service (Cat Track)  14%  26%  23%  37%  40%  39% 


Dining Services  6%  41%  27%  25%  48%  10% 


Bookstore  10%  53%  34%  3%  63%  3% 
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Table 5.  Post Graduate School Plans 


Professional Plans  Percentage 


   
Engineering, Manufacturing  9% 


Non‐tenure‐track faculty  4% 


Tenure‐track faculty  28% 


Researcher (non faculty)  22% 


Teacher  4% 


Analyst  1% 


Postdoctoral fellow  26% 
Pursue another graduate degree 
(not at UC Merced)  6% 


  100% 


   


Type of Employer   


4‐year college or university  54% 


Community or junior college  4% 


Elementary, secondary or special 
focus school  1% 


Industry or business  21% 


Hospital or clinic  0% 


Non‐profit organization or 
foundation  1% 


U.S. (federal) government or your 
home country if not the U.S.  6% 


State or local government  0% 


National Laboratory  0% 


Self‐employed  0% 


Unknown  13% 


  100% 
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Table 6.  Obstacles to Academic Progress 


Rate extent of obstacle  Major  Minor  Not    Major/Minor   


           


Work/financial commitments  29%  31%  40%    60%   


Family obligations  16%  32%  52%    48%   


Availability of faculty  7%  31%  63%    38%   
Program structure or 
requirements  8%  40%  51%    49%   


Dissertation topic/research  8%  32%  60%    40%   


Course scheduling  8%  42%  50%    50%   


Immigration laws or regulations  3%  10%  87%    13%   


Other  5%  7%  88%    12%   


             
             
             


 
 
 
 


Table 7.  Student Life   


How Frequently  Frequently  Occasionally  Never    Frequently/Occasionally 
Social activites occur on 
campus?         


  Organized university‐
wide social activities  18%  68%  14%    86% 
  Organized social 
activities within your 
school  23%  61%  17%    83% 
  Organized social 
activities within your 
advisor/research group  10%  62%  28%    72% 


            


Do you attend social 
activities on campus?          0% 


  Organized university‐
wide social activities  11%  63%  26%    74% 
  Organized social 
activities within your 
school  24%  56%  20%    80% 
  Organized social 
activities within your 
advisor/research group  27%  46%  27%    73% 
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Table 8.  General Assessment 


Rating  Excellent  Good  Fair  Poor 
Exellent/   
Good 


            


Your academic experience at UC 
Merced  33%  50%  14%  3%  83% 


Your student life experience at UC 
Merced  11%  45%  27%  17%  56% 


Your graduate program at UC 
Merced  31%  49%  17%  4%  79% 


Your overall experience at UC 
Merced  25%  53%  21%  1%  78% 


 
 
 
 


Table 9A.  Overall Evaluation of Campus and Program 


Likelihood of doing it 
again:  Definitely  Probably 


Probably 
Not 


Definitely 
Not 


Definitely/ 
Probably   


              


Select this same university?  32%  39%  18%  11%  71%   


Select the same field of study?  59%  34%  7%  0%  93%   
Recommend this university to 
someone considering your 
graduate program?  33%  38%  25%  4%  71%   


             


             


             


             


Table 9B.  Likelihood of Staying in Program 


Likelihood  
Very 
Likely 


Somewhat 
Likely 


Somewhat 
Unlikely 


Highly 
Unlikely 


Definitely/ 
Probably  Uncertain 


              


Stay in program until receive 
ultimate degree objective?  79%  14%  3%  1%  93%  3% 
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SECTION I—OVERVIEW AND CONTENT 


 


IA Description of Institution and Visit  


 


Since its establishment in 2005 with the admission of its first undergraduates, UC Merced’s 


development has been steady.  (Graduate students had started the year earlier.) In its formative 


stage of development, UC Merced presently has an enrollment of 3,414 students, with a diverse 


demographic and is one of a few research universities qualifying for designation as an Hispanic 


Serving Institution.  A majority of students are the first in their family to attend college (52.4%).   


A significant number of students are low income, with 42% receiving Pell Grants.  Almost all 


students are full-time enrolled.   The average SAT is 1043. Freshman to sophomore retention is 


83% (2008 cohort).   The seminal undergraduate class graduated in 2009. The expected four year 


graduation rate for this cohort is 48-50%.   


 


Merced is the tenth University of California campus, the newest research campus in America in 


over 40 years.  It proudly proclaims itself the first research university of the 21st Century.  The 


academic program is organized on an interdisciplinary model in three schools with 18 


undergraduate majors1  and two graduate degrees, Environmental Systems and the Individual 


Graduate Program (which supports eight other programs).2  The campus has defined objectives 


for undergraduate general education in eight areas:  scientific literacy, decision making, 


communication, self and society, ethics and responsibility, leadership and teamwork, aesthetic 


understanding and creativity, and development of personal potential.   


 


UC Merced’s location in the San Joaquin Valley of California is purposeful and significant:  


dedicated as a student-centered research institution, the campus is sited in a region renowned for 


                                                            
1  UNDERGRADUATE MAJORS:  Engineering:  Bioengineering (BS), Computer Science and Engineering (BS), Environmental 
Engineering (BS), Materials Science and Engineering (BS), Mechanical Engineering (BS); Natural Sciences:  Applied 
Mathematical Sciences (BS), Biological Sciences (BS), Chemical Sciences (BS), Earth Systems Science (BS), Physics (BS);  
Social Sciences, Humanities and Arts:  Anthropology (BA), Cognitive Science (BA/BS), Economics (BA), History (BA), 
Literatures and Cultures (BA), Management (BS), Political Science (BA).   
2 GRADUATE DEGREES:  Engineering:  Biological Engineering and Small-Scale Technologies (MS/PhD), Electrical 
Engineering and Computer Science (MS/PhD), Environmental Systems (MS/PhD), Mechanical Engineering and Applied 
Mechanics (MS/PhD);  Natural Sciences:  Applied Mathematical Sciences (MS/PhD), Physics and Chemistry (PhD), Quantitative 
and Systems Biology (MS/PhD);  Social Sciences, Humanities and Arts:  Social and Cognitive Sciences (MA/PhD), World 
Cultures (MA/PhD). 
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agriculture and experiencing a low rate of college attendance compared to the rest of the state.  


The region is undergoing a transformation, as it expands its reputation for agriculture to welcome 


new industries and businesses in transportation, manufacturing, technology, and healthcare.  The 


campus embraces its role as a strong contributor to the renaissance of the region.  Recognition 


and support for the campus has resulted in fundraising and grant activity of $71 million to date.  


 


The campus commitment to environmental sustainability is evidenced in its newly developed 


facilities, including five LEED certified buildings (four at the gold level) out of a total of nine 


campus buildings and three residential facilities.  The developable site is 815 acres situated 


within a larger domain of 26,000 acres set aside as a conservation easement by the state.  


Campus housing will expand from 1,100 in 09/10 to over 1,300 in 10/11, with almost 30% of 


undergraduates living on campus.  The University also utilizes space at the decommissioned 


Castle Air Force Base two miles north of campus for research laboratories, some administrative 


departments (such as IT),  and surge space.  Additional campus facilities are located in 


downtown Merced, University of California Centers in Fresno and Bakersfield, and the Great 


Valley center in Modesto.   


 


This report is the Capacity and Preparatory phase of the Initial Accreditation Review.  The 


campus submitted their report in July 2009, focusing on WASC recommendations and a 


comprehensive CFR overview.   The campus was granted candidacy in 2007 and applied for 


initial accreditation in 2008. 


   


The team leadership had full access to campus executives, as well as to the President of the UC 


system.  Team members had opportunities to interact informally with students, faculty and staff, 


as well as to access the confidential email account.  Data and resources were provided by the 


campus in a timely and professional manner.  The campus visit on September 29, 30, and 


October 1 provided a comprehensive orientation to the University, as well as afforded the team 


appropriate consultation and inquiry opportunities.  The team visited the main campus and did 


not visit off-campus sites. 
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IB Alignment with the Proposal and Quality and Rigor of the Review and Report   


 


The report accurately documents UC Merced’s progress toward WASC’s Core Commitment to 


Institutional Capacity and provides a direct assessment of the successes and future challenges 


facing the institution.     In addition to delivering a comprehensive and accessible discussion of 


each Standard and Criteria for Review, the report highlighted three goals:  student-centered 


research university; value-added in general education; and interdisciplinary and strategic 


planning.  Discussion of these three goals was integrated at a basic, but not highly developed, 


level in the report.   Processes are described within the report to address the criteria for review.   


 


The report’s preparation is the result of a consultative process involving a cross-functional team 


that included students, staff, faculty and administrators.  Of particular note is the role of the 


Faculty Accreditation Organizers (for each undergraduate and graduate program) and Evidence 


Providers (for co-curricular programs) in developing evidence to support the report.  


The campus also provided the materials to address the items in the Checklist for materials, a 


required component of WASC reviews for campuses at this stage of evaluation.   


 


The institution has made a serious and commendable effort to create a learning environment that 


promotes interdisciplinary and multidisciplinary research and teaching. The Strategic Academic 


Vision encourages and reinforces this commitment.  


 


The movement to undergraduate majors was expected and reflects student demand as well as the 


disciplinary interests and training of many of the faculty.  Nevertheless, that movement may 


challenge the institution’s original focus on interdisciplinary and multidisciplinary research and 


teaching. The absence of academic departments and the clustered academic units with faculty 


from multiple disciplines is unique within the UC system and suggests a structure that will 


provide an environment for innovative approaches to interdisciplinary and multidisciplinary 


research and teaching. It is counter to the traditional organization structure that we find in most 


institutions and it will be very interesting to see if over time this structure ensures the 


institution’s commitment to interdisciplinary and multidisciplinary research and teaching. 
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The impact on strategic planning, too, will be interesting and challenging. Conversations about 


future curriculum content and direction, along with resource allocation, will likely be intense and 


creative. The institution may successfully navigate this journey because of its early and serious 


commitment to interdisciplinary and multidisciplinary research and teaching. The administration 


and faculty leadership will be critical in developing this commitment over time.  


 


The self-review process appears to have catalyzed the institution to develop innovative and 


comprehensive learning outcomes, to initiate sincere assessment practices, and to begin a 


validated program assessment.  Campus members demonstrated an enthusiastic and thorough 


understanding of the WASC process and a strong commitment toward a sustained culture of 


inquiry.   
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IC Response to Previous Commission Issues 


 


The campus has made progress in varying degrees in addressing the three recommendations in 


the EER:   


1. Develop and institutionalize a plan that integrates UC Merced’s vision and goals with its 


resources, and ensures that by the time of the Initial Accreditation review, UC Merced will 


be judged to substantially meet the WASC Standards and Criteria for Review. 


 


Observation:  Institutional planning, as evidenced by the Long Range Development Plans and the 


Strategic Academic Vision, is adaptable to the recent budget austerity and provides insights 


about how the campus is addressing the challenges of the interdisciplinary design and the need to 


increase growth in foundational areas relative to enrollment demands.   The campus’s transition 


to a short term plan is necessary, as early enrollment did not match the initial growth trajectory 


under the initial plans for enrollment, faculty, and programs.  Projected growth has now been 


retarded by the state’s fiscal environment.  This is discussed in more detail in this report under 


Standard 3. 


 


2. Continue to embrace and enact UCM’s mission as a student centered research university 


serving students of the state and the Central Valley. 


 


Observation:  Data (UCUES survey) support the observation that UCM students are interacting 


with faculty at higher levels than at other UCs.  In fact, students report involvement with faculty 


research at a rate two times higher than at other UCs.  Sixty-two percent of students report a 


desire to pursue graduate education.  The campus draws 30% of its class from the San Joaquin 


Valley, serves a high proportion of first generation students, and has a developing graduate study 


program that benefits from a rich UC environment for study opportunities at sister campuses.  


The Strategic Academic Vision provides evidence of the campus commitment to inclusive 


service to the region.  
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3.  Ensure that a) UCOP is fully aware of the challenging fiscal context and constraining 


regulatory and compliance environment within which UCM must operate, and b) that UCOP 


provides the necessary resources and assistance for UC Merced to realize its full potential. 


 


Observation:  The UC Office of the President has regular and effective communication with 


campus leadership and demonstrates their understanding of the environment, as well as a strong 


commitment to the institution’s success.  The system has provided budgetary support from the 


UCOP as well as a line of credit for UCM.  The funding model difficulties of UCM have been 


highlighted by the system-wide academic senate.  As will be discussed in the report under 


Standard 3, the campus and UCOP are engaged in a continuing discussion to address the campus 


goals given the limitations of the current fiscal environment.  


 


 


In addition to the three recommendations, there were three issues raised by Commission in the 


last report. The campus has provided significant evidence regarding these issues and shows a 


continued commitment toward improving in all areas: 


 


1. Recruitment, enrollment, retention. 


 


Observation:   UCM moved to address leadership in enrollment management and has organized 


functions in an Office of Enrollment Management to include core services of admissions, 


registrar, financial aid, scholarship, and the “students first center”.  The campus has created 


targets through 2020 and improved their marketing/communications materials and planning.  


There is a significant increase in applications and yield, evident most recently with the 2009 


campus enrollment exceeding the target by 200 students.   Retention numbers continue to lag 


behind more established UCs, even declining the first three years (from 82.3% in Fall 05 to 


79.1% in Fall 07).  However, the freshman to sophomore retention rate rebounded to 83% in Fall 


08.   The campus has responded to retention problems by providing more intrusive advising and 


creating other student success programs. This topic is covered more at the end of the report on 


the section on student success.  
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2. Funding and growth. 


 


Observation:  Although growth projections have been modified to reflect slower initial 


enrollment than expected and to accommodate the state’s poor budget climate, UCM exceeded 


its target for freshmen in 2009.  The campus continues to define primary factors in increasing 


student enrollment as growth of the faculty and limitations on facilities—both funding 


dependent.  The Long Range Development Plans and the Strategic Academic Vision both 


provide appropriate guidance and demonstrate the institution’s commitment to address this issue.  


This topic is discussed at length under Standard 3 in the report. 


 


3. Moving ahead with assessment and educational effectiveness. 


 


Observation:  The campus has a developed program through the Faculty Accreditation 


Organizers (FAO), who are anticipated to transition into Faculty Assessment Organizers.  


Program Learning Objectives (PLOs) for academic departments have been developed and 


revised since the initial visit.  In addition, the campus has approved an academic program review 


process and is planning for its initial implementation with one academic program.  It is 


anticipated that by the time of the EER visit, this review and perhaps others will have been 


conducted with progress toward evaluating the effectiveness of not only the program but the 


review process.  The culture of assessment is quite evident in academic affairs (with strong 


support from the Center for Research on Teaching Excellence and the IPA) and in some support 


units, such as Student Affairs.  Assessment is not consistent in other support units at present. 


 


Regarding faculty promotion, tenure and merit, a formal process through the Committee on 


Academic Personnel provides for appropriate review and taps the resources of the UC system by 


involving external reviewers. The importance of teaching is emphasized by this team and by the 


UC Merced Chancellor. 
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SECTION II—EVALUATION OF INSTITUTIONAL CAPACITY UNDER THE 


STANDARDS 


 


Standard  1:  Defining Institutional Purposes and Ensuring Educational Objectives 


 


1.1 Formally approved appropriate statements of purpose; define values and character. 
 


 The Institution has a formally approved statement of purpose and has operational practices that 


are appropriate for an institution of Higher Education. These are outlined and presented in the 


materials prepared for the Capacity and Preparatory Review and are appropriate for an institution 


of Higher Education and clearly define its essential values and character.  There is considerable 


evidence gained from the CPR, the campus visit interviews and UCOP conference call that the 


institution functions within the UC system and it local environment with integrity and autonomy. 


 


UC Merced’s Mission Statement is anchored in teaching, research and service with an emphasis 


on benefiting society and creating and transmitting knowledge. In addition the document 


Beginnings: A Legacy Renewed for the 21st Century is a reflection of campus-wide thinking and 


agreement on a Strategic Academic Vision for the next twenty years. This document outlines key 


considerations that should guide the campus in the decades ahead as it continues to define its 


characteristics and academic programs. The Academic Vision is connected to the Long Range 


Development Plan as well as the Long Range Enrollment Plan, indicating coordinated efforts in 


Strategic thinking and planning. The effort to define and encourage a philosophy of learning, 


discovery, and engagement within a network of scholars sets a tone about academic work that is 


admirable and suggests a clear definition of academic values and expectations. The document 


also outlines key elements that will shape its academic program decisions and planning. The 


Guiding Principles outlined state clearly a commitment to a student-centered research institution, 


and the institution should be commended for such a thoughtful approach to its role. 


 


There is also considerable evidence in the document that the institution has begun to outline and 


address its very specific role in the San Joaquin Valley. The focus on population growth, water, a 


narrow economic base, health care delivery shortages and low levels of education begin to 







Page 9 
 


identify areas for academic programs and scholarly research. In addition the graduate research 


and professional program themes highlighted will shape the planning and decision making for 


the institution as it expands its graduate programs and adds professional schools. 


 


 1.2 Clear objectives; indicators of achievement at institutional, program and course level; 
system to measure student achievement; public data on achievement.  
 


Educational Objectives are defined in a number of different ways and are recognized within the 


key parts of the institution responsible for leading these efforts. The work of blending general 


education, the majors and the co curricular activities is evident. The general education principles 


are an important and carefully thought out set of objectives that are communicated and integrated 


into a significant part of the curriculum. On-going work indicates that those principles will be 


completely integrated into the curriculum within the next 18 months. The institution deserves 


praise for this accomplishment. Our conversations on campus, our observations, and our review 


of the materials in the CPR Report confirm the uncommon effort to create program goals and 


leaning objectives for each program and to align them with some or all of the eight GE guiding 


principles. These academic program goals are also clearly stated in the institution’s catalog. 


Program Learning Outcomes have been established for each undergraduate program and one 


graduate program, with work on outcomes in the other graduate programs underway. Student 


learning outcomes for each course also seem to be well underway, with completion expected by 


the end of the fall 2009 semester. 


 


The institution has a system of measuring student achievement in terms of retention, completion 


and student learning. The data are assembled by the Office of Institutional Planning and 


Analysis. Considering that the institution has just graduated its first class, this data collection 


effort is significant. The data is broadly distributed for institutional planning purposes and 


assessment, and it is available for external audiences. In addition the implementation of student 


learning assessment has been delegated to a working committee that evolved out of the campus 


WASC steering committee and its preparation for the CPR. This committee will have 


overarching structural supporting responsibilities for assessment practices in the institution. 
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The coordination of teaching assessment will be through several academic and Administrative 


units. The complexity of this work is managed and connected through the Academic Senate’s 


Committee on Academic Personnel, the office of the Vice Provost for Academic Personnel, the 


office of the Vice Provost for Undergraduate Education, and the Center for Research on 


Teaching Excellence. 


 


1.3 High performance, responsibility, accountability of leadership system. 


 


The University provides considerable evidence that it has a leadership system in place that is 


marked by high performance, appropriate responsibility and accountability. The work to create 


the initial start-up infrastructure and the early operating requirements allowing them to open up 


the campus clearly demonstrates a commitment to developing leadership systems. The campus 


should be commended for this work and what it has accomplished in the first four years of 


operations. The campus has effectively used the systems within UCOP and the UC Academic 


Senate to structure its own accountability requirements. In addition, the careful thought given to 


the organizational structure demonstrates the institution’s commitment to matching responsibility 


to appropriate administrative operating units or academic senate committees. 


 


The Chancellor has provided clear direction to the campus on growth, academic values, 


leadership, economic development responsibilities, and ethics. The academic division has 


provided effective leadership in providing an academic vision (Beginnings: A Legacy Renewed 


for the 21st Century).  


 


The Administration has also developed useful and serviceable personnel evaluation tools that are 


in place and used. Financial oversight procedure and policies have been designed for operating 


units and external audit compliance is in place. 


 


1.4 Academic freedom.  
 


UCM operates under UC policies and procedures regarding academic freedom and other 


protections for faculty, staff, and students.  Descriptions of those UC polices are publicly 
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available at the UCOP Website, as cited in the UCM CPR report (pp. 6-7).  The Website for the 


Committee on Privilege and Tenure also lists pertinent Senate bylaws and sections of the 


Academic Personnel Manual, including the Faculty Code of Conduct.   UCM’s policies and 


procedures are consistent with those of other UC campuses and sufficient to protect academic 


freedom. 


 


In addition, UCM describes students’ rights to expression of their views in The Student 


Handbook.  The UCM Faculty Handbook includes statements of the faculty’s responsibility to 


protect “students’ academic freedom” and notes the existence of Senate committees charged 


with, among other things, protection of academic freedom.  These publications are made 


available to new faculty and students at their orientations, according to the CPR report . 


  


Staff members receive formal and systematic notice about whistleblower protection policies and 


other practices designed to protect them against retribution by their supervisors.  During the 


campus visit, the team conducted open fora with faculty and staff.  Both groups shared that they 


had knowledge of and access to campus policies relevant to their duties. 
 


1.5 Diversity:  policies, programs and practices. 


 


UC Merced’s commitment to diversity is affirmed in the mission statement as well as the 


Principles of Community, which appear in the University catalog and website.  The institution 


seems to be keeping pace with other state research institutions regarding diversity of students, 


particularly African American and Hispanic students. The institution has the potential to have 


more diversity in their student population than other UC campuses if the current target 


population continues to be their focus.  The institution is continuing to focus efforts on recruiting 


minority first generation college students as well as transfer students from the community 


colleges. The institution also has plans on increasing their number of international students, 


although international recruitment is not included in the Long Range Enrollment Plan. 


 


It is clear that the mission and vision of Human Resources is reflected in the focus on promoting 


and building a diverse workforce, with a faculty base reflecting growing ethnic diversity; 
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although, there are no African American faculty members, which questions the campus culture 


being “a perfect representation of our state.”  The leadership understands that this is an issue and 


reported that it needs to be addressed. The campus staff workforce seemed to be very diverse 


across all sectors of the institution.  The institution’s diversity statement is consistent with the 


University of California’s Diversity Statement. It appears that Human Resources does have a 


system for tracking applicants as well as  new-hire demographics.   


 


1.6 Education as purpose; autonomy.  


 


The institution’s primary purpose is education and it operates as an academic institution with 


appropriate autonomy. This principle is assured through the governance structure at the board 


level and through the California State Constitution. 


 


1.7 Truthful representation to students /public; timely completion; fair and equitable policies. 
 


The University Catalog is the primary information source for academic goals, programs, and 


services.  The catalog is offered online as well as in hard copy.  Other information online 


includes course schedules, final exam schedules, and information related to policies, activities, 


organizations, and the Student Housing Handbook.   The institution follows best practices 


identified by AACRAO and FERPA, while providing student access to password-protected data 


through security measures.   


 


The institution’s non-academic policy and procedures are developed in an inclusive manner with 


members of the Associated Student Union providing feedback.  In addition, the institution has 


student representatives participate on university-wide policy groups.   The institution’s graduate 


programs’ “catalog descriptions are supplemented by each program’s Policies and Procedures 


document” (CPR Report).  The institution’s website provides publications, which clearly display 


expectations for faculty and graduate students, as well as financial support information and 


resources.  In addition, the institution has a graduate student program coordinator, within each 


school, to provide support for current students in the graduate program. 
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1.8 Operational integrity; sound business practices; timely and fair complaint handling; 
evaluation of performance.  
 


The institution has in place appropriate policies, sound business practices and provides timely 


and fair responses to complaints and grievances. Once again the institution has built its policies 


and practices around the UCOP guidelines and expectations, thus benefiting from the UC 


experience and association. This includes financial audits, financial aid policies and practices as 


well as accounting and budget policies. The grievance policy is well thought out and appears to 


be effective. 


 


1.9 Honest, open communication with WASC; inform WASC of material matters; follow 
WASC policies.  
 


The institution’s leadership has created a set of expectations, action steps, and institutional 


policies that assure that there is honest and open communications with WASC. The campus has 


policies and practices in place that assure compliance with the Commission’s requirements for 


all substantive change policies. 
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Standard 2:  Achieving Educational Objectives Through Core Functions   


   


2.1 Programs appropriate in content, standards, level; sufficient qualified faculty.  
 


Extensive processes are in place at UC Merced to ensure that the content, length, and standards 


of the academic programs conform to disciplinary and professional standards.  Those processes 


include extensive vetting at several levels of the institution, starting with Curriculum Committees 


of each School and passing through a campus-wide Undergraduate council or Graduate and 


Research Council.  Graduate programs are subject to additional UC system wide review by the 


Coordinating Committee on Graduate Affairs.  (Additionally, the Engineering program is subject 


to ABET approval; the Chemistry program conforms to the standards of the American Chemical 


Society, etc. [Appendix 2.1.3].)  Further, new undergraduate majors and graduate programs 


require WASC substantive change review.  Once established, academic programs are subject to 


regular program review.  (Policies described in UCM CPR Appendices 2.1.1 and 2.1.2.)  


Approval by these levels of review presumably indicates the programs are appropriate for their 


disciplines. 


 


Campus-wide, sufficient faculty are available to staff these programs, as indicated by the 


extraordinarily low (for the UC system) student-to-faculty ratio reported in the UCM CPR report 


(15:1).  Other UC campuses range from 15:1 (UCB) to 19:1 (UCD, UCI, UCSD, UCSC) (UCM 


08/09 Common Data Set).   In Fall 2008, however, almost half of the instructional faculty 


reported were lecturers.  The student to ladder rank faculty ratio was about 22.6:1 (i.e., 


2,534/112).  This ratio is still sufficient in terms of campus-wide resources, and in terms of 


meeting this standard for “sufficient qualified faculty” to offer the educational programs, the 


distinction between ladder-rank faculty and lecturers is less important than it would be as a 


measure of research strength. 


 


Sufficiency is harder to determine at the levels of School and program.  As would be expected, 


enrollment is unevenly distributed across campus (Table 2.7 in the CPR Report), and student-


faculty ratios vary by School.  (NB:  Tables 4.2a-c do not distinguish between ladder-rank 


faculty and lecturers in faculty headcount by School.) 
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Fall 2008 Undergrad. Students Faculty (Ladder-Rank 
and Lecturers) 


Student/Faculty ratio 


Eng 493 31 15.9 


Nat Sci 802 68 11.8 


SSHumArt 918 104 8.8 


 


These variations reflect enrollment distribution at comparable institutions and disciplinary 


differences in the way instruction is delivered across disciplines.  The ratios by School and the 


range of variation among Schools are well within acceptable levels and comparable to (often 


better than) other UC campuses if distinctions between ladder-rank faculty and lecturers are 


ignored.  Variations of the ratios within Schools are sometimes more dramatic, however.  Based 


on Tables 2.5a and 4.2a-c for Fall 2008 for example, in the School of Social 


Sciences/Humanities/Arts, S/F ratios are 59.3:1 in Management compared to the much lower 


ratios and smaller variation in other units, ranging from 13.5 in Cognitive Science to 12.5 in 


Economics to 10.6 in History to 10.2 in Literatures & Cultures.  In the larger programs in 


Engineering, ratios range from 30.2 in Mechanical Engineering to 17.3 in Bioengineering to 13.8 


in Computer Science and Engineering to 5.6 in Environmental Engineering.  Ratios vary 


similarly across programs in the School of Natural Sciences.   


 


This variation is not necessarily cause for concern at this point given the rapid growth of the 


campus in the past and projected for the future, and the small numbers of current faculty and 


students.  Nevertheless, the determination of appropriate numbers of faculty for any given 


program is obviously an important planning tool for the campus.  Facing potential realignment of 


goals to grow specific programs in order to accelerate/ensure enrollment campus-wide, the 


campus will need to have specific planning projections for faculty hiring by discipline to ensure 


an effective balance between enrollment-driven instructional needs and the requirements of its 


research agenda.  This issue might be an area worthy of increased attention by the next visit. 
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2.2 Clearly defined degrees re admission and level of achievement for graduation:  a) 
undergraduate degree requirements and graduate degree requirements. 
 


Requirements for graduation are clearly defined.  The faculty has an advanced model for 


articulating student learning outcomes and program learning outcomes through the use of faculty 


accreditation organizers. 


 


 UC Merced has a comprehensive set of requirements at both the undergraduate and graduate 


level to assure that graduating students have engaged in the most rigorous and comprehensive 


educational programs possible.  In many ways, their approaches, particularly at the 


undergraduate level, can be viewed as a “best practice”. 


 


Undergraduate students chose from 18 official majors administered in 3 academic divisions 


(Social Science/Humanities/Arts, Natural Sciences, Engineering).  The curriculum of each major 


and their “Program Learning Outcomes” (PLOs) have been developed by faculty groups and 


approved by the Academic Senate.   Program Learning Outcomes (PLO) must be aligned with 


institutional goals, and UC Merced has developed a set of eight “Guiding Principles” to be 


addressed in the development of any program: scientific literacy, decision making, 


communication, self and society, ethics and responsibility, leadership and teamwork, aesthetic 


understanding and creativity, and development of personal potential. 


   


In addition to the PLOs, each course in each major is required to develop a set of “Student 


Learning Outcomes” (SLOs), which provide students and instructors defined learning maps and 


foci.  The success of these approaches is remarkable.  Nearly all courses have published syllabi 


that provide consistency in the material presented and in the expected student learning outcomes.  


About 80% of courses (as of Spring Semester 2009) have student learning outcomes included in 


the course syllabus.  Nearly all programs (>90%) have well-defined clearly stated Program 


Learning Outcomes and Assessment Plans ( 83%).   


 


In addition to completing an academic major, students may also complete an academic minor 


and a significant amount of general education (45 units which is about 37% of the total unit 


requirement for graduation).  Like the academic majors programs, general education at UC 
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Merced has been designed around the Eight Guiding Principles with courses stressing 


particularly quantitative reasoning, written, oral and other communication skills, and integrating 


broad domains of knowledge.  Typically students are required to take two 4-unit Core Courses, 


Writing 1 (Academic Writing), Writing 10 (College Reading and Composition), Math 5 


(Calculus Preparation), Math 21 (Single Variable Calculus) and “School-specific” GE 


curriculum, which include electives outside a student’s major.  First-year students are also 


encouraged to participate in 1-unit Freshman Seminars.   


 


The general education curriculum is undergoing some structural modifications, particularly with 


respect to the requirement for a Freshman Core Course (Core 1) and a Junior Core Course (Core 


100). At present, only Core 1 is being taught and required and Core 100 has been put on hold due 


to budgetary constraints (using faculty in this course reduces their time devoted to major 


undergraduate and graduate teaching).   


 


In addition to course work, many programs require some type of “capstone” experience.  Many 


UCM undergraduates (68%) have participated in faculty sponsored research projects that have 


led to publications and/or presentation at scholarly meetings. In addition to undergraduate 


research, senior capstones also include portfolio development and review and requirement for 


service learning (also an option for a GE requirement in Engineering).   


 


2.3 SLOs and expectations for student learning at all levels; reflected in policies, advising, 
information resources, etc. 


 


As discussed in CFR 2.2, UC Merced has established a strong infrastructure for strategically 


developing programs, courses, curricula and the means to assess each.  They have developed 


Guiding Principles, Program Learning Outcomes, Student Learning Outcomes, and Assessment 


Plans for programs and courses. They have also created a syllabi development process to assure 


consistency in the material covered in a specific course (independent of the specific faculty 


member teaching the course). 


 


The assessment and development tools are available through websites and catalogs.  Staff 


advisors are aware of Program Learning Outcomes and Student Learning Outcomes and integrate 
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these into their advising practices.  There is little information presented on the role of the library 


in promoting this information.  The e-portfolio initiative presented in Appendix 2.3.2 is 


innovative and appears to be a valuable tool for students to achieve academic objectives.   


 


Within academic units, Faculty Accreditation Organizers (FAOs) have the responsibility for 


overseeing the assessment program and with working with faculty members to assure that the 


culture of assessment and the methods adopted by UC Merced are familiar to all. 


 


2.4 Faculty responsibility for attainment of expectations for student learning. 
 


UC Merced has done an admirable job in developing learning expectations, developing programs 


support these expectations and devising a process to measure the effectiveness of these 


programs.  The institution has fostered collaborations with the faculty, administration, academic 


senate, staff and students to ensure an integrated system for developing courses that are based on 


guiding principles.   This commitment to shared governance is to be commended. 


 


New faculty members are introduced to their responsibilities in developing and assuring quality 


learning expectations in their orientation.  Each undergraduate and graduate program has a 


Faculty Accreditation Organizer (FAO) who provides leadership in developing and 


implementing multi-year assessment plans of the faculty-developed program learning outcomes.  


 


Learning expectations are presented to students in orientation, in classes, through class-material 


and through several initiative efforts.  The message in all this is clear:   UC Merced is dedicated 


to assuring the highest quality student learning experience and in promoting student success.  


Parents are also an integral part of the “success equation” for students and the administration, 


and the campus works with parents to educate them about what they might do to help assure their 


student’s success.   


 


Academically under-prepared students and students on academic probation are encouraged (and 


in some cases, required) to enroll in a course that helps them develop the academic and social 


skills that will be required for their academic success.  In addition, faculty submit “midterm” 
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grades to the students and Registrar.  At-risk students identified as receiving less than a C- are 


provided additional resources to help them succeed.   Lower division students in Natural 


Sciences who go onto academic probation must take a one unit academic skills course and sign a 


contract that requires them to use campus resource centers weekly to improve their academic 


performance.   


 


In addition to developing all these programs to assure student academic success, UC Merced has 


done a remarkable job in developing tools to measure the effectiveness of their programs using 


the WASC Rubric for Assessing the Quality of Academic Program Learning Outcomes.  Using 


these standards to examine the efficacy of the PLOs and SLOs campus leaders determined that 


they need to “improve the specificity of PLOs and SLOs to better share expectations with all 


stakeholders, to define more precisely the elements of student success and thus increase the 


‘assessability’ of outcomes, and to improve alignment with student work at both program and 


course levels.”  At the level of course syllabi, they concluded that they must work to develop 


syllabi around descriptive, measurable SLOs that are tightly linked to the work of the course and 


the mechanisms of learning assessment.   


 


2.5 students involved in learning and challenged; feedback provided.  
 


UC Merced has been very successful in attracting students to this beautiful, but for some, 


isolated campus to engage in high quality learning with a focus on student success.  The syllabus 


presented for the CORE 1 course demonstrates the degree that the faculty have gone to promote 


academic learning ideals and to develop academic skills that will assure student academic 


success.   This course also supports the undergraduate research mission of the campus by 


providing glimpses of the type of research and approaches that natural scientists, social sciences 


and humanities faculty engage in studying a common problem.   


 


The campus promotes the ideal of research and the integration of research, learning and teaching.  


It reports more than 68% of its students having participated in research with faculty members.  


Many of these students have been urged to publish their research in the campus research journal 


or in peer reviewed academic journals.  Their research is presented in the poster sessions of 
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Research Week and as a consequence, students gain experience in succinctly presenting their 


research and conclusions in a public speaking format.  Through a minimum of two writing 


courses, students develop their writing skills and abilities to express themselves in writing.   


Through a strong interaction of Academic Affairs and Student Affairs, the staff and faculty of 


UC Merced have collectively developed strong value-added learning experiences that build upon 


the classroom experience.  These are described in detail in their report and include learning 


communities, workshops, summer programs, capstone and service learning experiences.  The 


institution provided limited evidence of assessment of the effectiveness of these programs, which 


is understandable given the emerging development of the programs.  


 


2.6 Graduates achieve stated levels of attainment; SLOs embedded in faculty standards for 
assessing student work.  


 


The first four-year class graduated only this May 2009 and entered into an economy where even 


the most highly qualified and experienced workers are finding it difficult to realize their career 


objectives.  At this time, there is no reliable database available to judge student success in the 


workforce at this point in time.  However, UC Merced does have the mechanism in place to 


measure this in the future through exit and alumni surveys (Appendix 2.6.1).    The institution 


provides evidence of student self-assessment, an indirect method.  Direct assessment is still to be 


realized.  With the existing infrastructure to ensure assessment through a robust IPA office, it is 


presumed that the institution should have little difficulty addressing this standard as it matures.  


This is an area that should be fortified more by the time of the Educational Effectiveness visit.   


 


With respect to embedding the standards of student learning in evaluating student work, the 


campus is exploring ways to incorporate such evaluation in assessment plans.   


However, in the discussion of CFR 2.4, the institution indicates that more specific and 


measurable SLOs are needed in some courses that link explicitly to assessing student learning.   
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2.7 Systematic program review includes SLOs, retention/graduation, external evidence.  
 


With respect to institutional assessment, UC Merced is truly a University of the 21st century.  It 


has built from the foundation up with assessment as the mortar.  Its success will certainly reflect 


the importance of building assessment criteria and benchmarks into every level of academia. 


 


In the Capacity and Preparatory Review report and during the team visit, UC Merced provided 


ample evidence that it has, or will shortly have,  in place review criteria for programs in both the 


Academic Affairs Division and the Division of Student Affairs.    These reviews will be based on 


PLOs that are built into programs and evaluated regularly by program evaluators.   Plans for 


assessment of other administrative units were not fully developed at the time of the visit.   The 


Senate has recently generated “separate but complementary guidelines” for reviewing both 


graduate and undergraduate programs.  During the visit of the team, the Senate provisionally 


adopted program evaluation procedures.  These procedures will be used in UC Merced’s first 


program evaluation in 2009-2010 in the Applied Mathematics program.   


 


With respect to professional programs, the only professional programs at UC Merced are in the 


School of Engineering.  Student learning outcomes reflect those expected of ABET Inc, the 


recognized accreditor of these programs.   


 


2.8 Scholarship, creativity, curricular and instructional innovation valued and supported.  
 


The team is impressed with how far the faculty, staff and students of UC Merced have taken this 


institution in such a short time and under such enormous budgetary constraints.  The campus 


commitment to academic excellence is strong, with a growing group of ladder rank faculty.  


(Presently, only 31% of the faculty is tenured, compared to 82% at other UC campuses.) The 


institution is fortunate to have quality and engaged lecturers that as a group comprise 


approximately 45% of the teaching staff.  Support for scholarship and creative activity appears 


also to be strong.  The initial design of the curriculum fosters a creative approach to learning. 
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2.9 Linkage among scholarship, teaching, student learning and service.  
 


It is clear from the presentations of the many undergraduate programs that integrate classroom 


learning with application, that faculty and the institution recognize and promote these linkages.  


In fact, in her graduation address at the 2009 UC Merced Commencement First Lady Michelle 


Obama made the point several times that UC Merced’s service learning orientation was an 


exemplar for all of our educational institutions.  However, though there are many “experiments” 


in progress (as might be expected in a new institution), there are questions of sustainability of 


these programs, as the student-to-faculty ratio increases and budget constraints continue.  For 


example, UCM proudly points out the UCUES result showing that 60% of their 2008 students 


had engaged in faculty research, whereas the UC average was 47%.  However, these campuses, 


like UC Merced, also actively promote undergraduate research, and it is likely that they would 


have more students engaged in this if there were more faculty to provide such opportunities for 


students.  As the number of students increase, UC Merced may need to pay particular attention to 


providing opportunities for all students who so desire to engage in undergraduate research.  The 


institution may want to look at models from other UC campuses that match students with 


research opportunities, help provide the tools that students will need to be successful in research 


and assist students and faculty members in finding funds to support their projects.   


During the CPR visit, the WASC team learned of the recently awarded NIH Health Disparity 


Grant of 1.3 million dollars.  This grant will provide funds for paid internships for undergraduate 


and graduate students pursuing a career in the health sciences to work with agencies in the valley 


communities.  This program will provide many future students opportunities to apply their 


knowledge in a multitude of career related, service learning experiences.   


 


2.10 Collection and analysis of disaggregated student data; achievement, satisfaction and 
climate tracked; student needs identified and supported. 
 


Data collection and reporting is a strength of UCM and is overseen by the Office of Institutional 


Planning and Analysis (IPA).  UCM collects and reports data on students annually for the UCOP 


Statistical Summary of Students and Staff.  The data are also published on the UCM Institutional 


Planning and Analysis Website.  Student data by area of study are also collected and published in 


the IPA Website.  Student achievement is tracked in the form of retention and graduation rates.  
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Additional campus data are collected and reported through participation in the Common Data Set 


initiative.  Analysis of student data disaggregated by demographic characteristics appears to be a 


developing area. 


 


Undergraduate satisfaction and campus climate are measured through the University of 


California Undergraduate Experience Survey (UCUES); results are benchmarked against 


UCUES from other UC campuses. UCUES also provides information about students’ 


preparation, needs, and experiences.  Benchmarking against national peers occurs through 


Merced’s participation in the National Survey of Student Engagement (results summarized in 


Exhibit 450).  All of this data is available on the IPA website, along with a frank and detailed 


analysis of some of the data.  Additional surveys have been designed and will be administered to 


alumni and graduating seniors (Exhibits 241, 242).  Program-specific surveys and other 


collections of data are done an on ad-hoc basis by some programs; an example of a survey from 


the Summer Bridge program is included (Exhibit 270) and a writing diagnostic exam (Exhibit 


271).   In addition, UCM provides profiles of its first graduating seniors to personalize the 


quantitative data.  Collectively, these data enable UCM to identify characteristics of its students 


and assess their preparation, needs, and experiences.   


 


Graduate Students were surveyed online in summer 2008 through the UC Merced’s Graduate 


Studies Division.  Results and analysis of the report were submitted in the CPR (Exhibit 224).   


The survey concludes with a list of similar surveys at other institutions, but no real 


benchmarking of the results is provided. 


 


Data from UCUES and the 2008 Graduate Student Survey were analyzed and the analyses 


published along with those reports.  Exhibit 130 is an insightful analysis of financial aid 


strategies that concludes with specific recommendations, and the CPR report notes that other 


data described above are “distributed to relevant academic programs and constituents in Student 


Affairs to improve the University’s programs and services”.  Similarly, the CPR report indicates 


that IPA sends reports to relevant constituencies.  The data are extensive and sufficient.  The use 


of such data by the campus is not described clearly in the CPR report, but at the time of the visit 


UCM provided examples of how data are used and analyzed and how some programs were 
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modified in light of the analyses.   It therefore appears that data are distributed, analyzed, and 


effectively used across campus and in the decision-making process at various levels, though on a 


somewhat ad hoc basis. 


 


2.11 Co-curricular and analysis of disaggregated student data; achievement, satisfaction and 
climate tracked; student needs identified and supported. 
 


As noted in CFR 2.10, the IPA Office has a significant amount of data available and appears 


quite capable of conducting analyses as needed.  However, it was not clear to the team that there 


was a systematic method for sharing and analyzing data across all divisional areas.  The 


institution does have effective ways of assessing and improving services under the Student 


Affairs Division.  In addition, Student Affairs reports three specific examples of assessment in 


Student Life, Career Services, and the Advising and Learning Center.  The Division also has 


developed a five-year strategic plan that supports initiatives for the programs.  The five-year 


strategic plan has clear initiatives, goals, and responsible individuals delineated.  While these are 


very good initial steps, the campus will need to develop the facility to report progress on the 


initiatives and to strengthen the efforts between Academic Affairs and Student Affairs regarding 


the assessment and development of co-curricular programs. 


 


2.12 Timely, useful information and advising. 
 


The institution’s staff provides information about academic programs.  In addition, staff in the 


Student Advising and Learning Center advise students who do not have a declared major, as well 


as providing training to student advisors.  Advisors meet with students once a semester, provide 


updates on the institutions website, hold informational sessions, and send bi-weekly email 


updates.  The advisors attend regular meetings to stay updated with current policies and 


practices.   The institution has adequate and knowledgeable advisors for each of the programs to 


provide student services and information on rules and regulations.  In addition, a user friendly 


website is available for all students to access information regarding academic programs and 


resources available.   
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2.13 Appropriate student services. 
 


The institution delivers comprehensive student support services, including financial aid, 


registration, advising, counseling, judicial, health, recreation, student activities, and library and 


information services.  Many of these areas of service are tracked in the Student Affairs Year End 


Report.  However, to date the institution has not used the data to implement student-learning 


outcome assessments.    Again, as noted before, the capacity is well-developed for data analysis, 


but true action planning based on the data is lagging, understandably so given the early stages of 


the campus development. 


 


2.14 Information to and treatment of transfer students (if applicable). 
 


The institution provides information on necessary requirements for transfer students through the 


catalog and other campus publications.  The institution strives to make students aware of transfer 


requirements through Enrollment Services and provides opportunities for peer-to-peer advising.  


The institution is making a strong attempt at attracting transfer students particularly from the 


community colleges.  Institutional data on this population reveal that community college students 


fair as well or better than native students.   
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Standard 3:  Developing and Applying Resources and Organizational Structures to Ensure 


Sustainability 


 


3.1 Sufficient qualified personnel for operations and academics. 
 


Although budgets and enrollments did not meet initial expectations, the University of California, 


Merced appears at the macro level to have sufficient numbers of faculty and staff to sustain its 


programs within its mission.  Its low ratio of students to faculty is noteworthy and suggests that a 


high level of academic quality can be maintained without adding faculty and academic staff even 


when enrollment grows (depending on discipline mix).  The qualifications of faculty and staff 


meet all expectations for this type of institution, although there is an exceptionally high 


proportion of Lecturers compared to tenured/tenure-track faculty.  The number of faculty at this 


time appears sufficient to support programs for the current number of students.   However, the 


deployment of faculty to specific programs is not well-documented and bears further analysis.  


Please see the earlier discussion in section 2.1.  The key issue for the campus on this criterion 


will be getting new tenure-track faculty lines funded by UC to keep up with enrollment growth, 


and allocating those lines in a manner that balances the needs of the educational programs with 


the research agenda for the institution.   Recruitment and retention of faculty will also be crucial 


to maintaining the present sufficiency and should be monitored carefully.   


 


3.2 Sufficient qualified and diverse faculty. 
 


The faculty at UC Merced has a substantial and continuing commitment to the campus, as is 


evident by their willingness to spend the exceptional amount of time and energy necessary to 


start a new campus in the UC system.  The professional qualifications and diversity of the faculty 


at UC Merced—both Senate and non-Senate faculty—are sufficient to achieve its educational 


objectives for its current students, to establish and oversee academic policies, and to ensure the 


integrity and continuity of the academic programs.  That sufficiency is reinforced by the 


extensive and systematic policies and practices in the UC system designed to establish and 


maintain standards for appointment of Senate faculty at the level of the individual units and 


campus-wide, and by Senate oversight of degree-programs and other academic policies and 


regulations.  UC-wide standards have been ensured from the beginning through participation of 
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faculty from other UC campuses in hiring decisions.  Efforts to diversify the instructional staff 


have increased diversity in terms of gender and ethnicity, though that varies across fields, as at 


all UC campuses.  Leadership is attentive to diversity, in particular to achieving diversity among 


the faculty. At this point, however, the faculty is less diverse ethnically than the student 


population—which is a common reflection in much of higher education today.    Please see the 


discussion of this issue also under section 1.5. 


 


3.3 Faculty policies, practices, and evaluation. 
 


Systematic review of Senate faculty for recruitment, appointment, and evaluation for merit 


increases is strictly governed by the Academic Personnel Manual for UC, supplemented by the 


UC Merced Academic Personnel Policies and Procedures.  Evidence of teaching effectiveness is 


considered, including student evaluations of instruction and a wide range of other evidence of 


teaching effectiveness.  Peer review occurs throughout the process, including the initiation of the 


review/appointment file at the unit-level through campus-wide peer review by the Committee on 


Academic Personnel.  Recruitment and workload are aligned with institutional purposes and 


general educational objectives in the Strategic Plans for each school. 


 


Recruitment of non-Senate faculty is managed at the school-level and overseen by the campus-


wide Academic Personnel Office.  Workload, review processes, etc., are governed by the MOU 


between UC and AFT, which guarantees clear and systematic review including consideration of 


student evaluations among other evidence of teaching effectiveness. 


 


Recruitment of staff, determination of workload, incentives, etc. is coordinated by the Office of 


Professional and Organization Development.  Orientation sessions and professional-development 


training is available through campus-wide programs.  Staff members are evaluated annually, 


including self-appraisal and formal assessment of performance by supervisors.  Incentives such 


as public campus-wide awards are available for exemplary performance by staff. The CPR and 


supporting documents indicate this criterion is fully met by UC Merced, and the systematic 


procedures in place should guarantee continuation of the current good practices. 
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3.4 Faculty and staff development. 
 


For faculty, the campus provides an impressive array of workshops, consultation, and advice on 


technology-related instruction through the Center for Research on Teaching Excellence.  The 


area of faculty development was noted in the previous visit as needing attention, and it is clear 


that the campus has moved forward quite successfully to provide this support.   Workshops, 


orientations, student assistants, etc. are available to faculty to support improvement of teaching 


more generally (five scheduled this year for each term).   Individual consultations with advisors 


from the Center are available upon request.  The Center also provides grants and fellowships for 


faculty and graduate teaching assistants of up to $5,000 and/or funding for course release for 


faculty.  These awards are to support activities related to evidence-based performance outcomes.  


A Center Fellows program focuses on teaching support for new faculty, and Instructional 


internships are available for graduate students. These resources for faculty and graduate teaching 


assistants are appropriate and sufficiently supported.   


 


Resources for staff development are offered through the Office of Professional and 


Organizational Development.   They include orientation sessions for new employees, courses for 


professional development, and participation in a UC-wide, off-campus residential program, 


“Management Skills Assessment Program,” for UC managers and an orientation program.  The 


Top Cat Program provides cash awards for exceptional staff performance and professional 


development awards to fund courses and workshops leading to certifications, etc. These on-


campus activities for staff are appropriate but limited.   


 


Development of a robust faculty development program appears to be extant for the faculty and to 


be emerging in select areas (Student Affairs) for the staff.  An area for future focus is a 


comprehensive staff development program across all units. 
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3.5 Financial stability, clean audits, sufficient resources; realistic plans if deficits; budgeting, 
enrollment and diversified revenue. 
 


The University of California, Merced relies, in large part, on the resources of the University’s 


Office of the President (UCOP).  Its brief history is one of trying budgets but overall financial 


stability and clean audits.  The University of California’s Office of the President appears 


committed to the success of the Merced campus and has shielded the campus from state budget 


reductions, increasing its permanent funding each year in order to meet the demands of growing 


student enrollment.  However, the financial model upon which the campus was established is not 


able to be met under the current circumstances.  This has required the campus to defer hiring of 


some new faculty and to make temporary budget reductions and sweep savings in each of the 


past few years.  For future years, the campus will rely on significantly increased student fee 


income (both from growing enrollment and from significant fee increases) but will remain 


unable to meet its expenditure expectations unless substantially more external funding is 


received from the state, the Office of the President and private donors.  In the alternative, 


expenditure expectations may have to be scaled back.  Campus leaders are convinced that their 


operations are not sustainable at current enrollment levels and that considerably more student 


enrollment will be needed to bring the campus to that position.  The outlook for significant 


revenue enhancement is cloudy.  The team has recommended that the leaders of the campus and 


the Office of the President jointly develop a multi-year financial plan that permits the campus to 


serve students successfully while balancing the needs of its research mission. 


 


Initially, enrollment fell short of early expectations, leading to fewer resources from student fees 


than had been expected.  Due to a special supplemental state appropriation, the backfilling of 


state appropriation reductions by the Office of the President, and the advancing of a loan (line of 


credit) from the Office of the President, the institution has had current revenues in excess of 


operating expenditures in each year through 2007-08.  The total of these one-time cash infusions 


has been more than $75 million from FY 2006 through FY 2009.  The budget supplements were 


slated to be reduced substantially beginning in 2009-10 and eliminated entirely by FY 2015.  At 


that time, UC, Merced is expected to have drawn all $40 million of the line of credit available to 


it from UCOP.  In order to ensure its financial solvency, the University of California, Merced has 







Page 30 
 


deferred the hiring of faculty and made temporary budget reductions in each year since FY 2007.  


This has permitted the campus to continue operations.   


 


A recently prepared budget for 2009-10 shows the anticipated operating shortfall for the campus 


to be more than $19 million for the year.  The institution planned to address this shortfall through 


the use of $10 million of one-time funds from the state and UCOP and $1.6 million of temporary 


savings, leaving a remaining deficit of $7.8 million.  This is after holding the number of ladder 


rank faculty to 138 from an authorized level of 183.  The campus expects to address the shortfall 


through even greater use of temporary savings and the deferral of start-ups.  However, even if 


forecast enrollment levels are achieved and paid for by either the state or the Office of the 


President and even if student fees are raised substantially in each year, the campus can expect 


operating budget shortfalls ranging up to $13.6 million in future years.  Temporary savings will 


continue to be anticipated to ameliorate this deficit but campus projections show red ink in each 


year through 2013-14 despite such savings.  The reliance on constant temporary budget savings 


is not a sustainable practice.   


 


A shift toward lower cost academic programs is a move that may change the planned academic 


orientation and goals of the campus (at least in the short term) and may have some effect on 


lowering costs below expected levels.  The hoped-for reliance on auxiliary operations to provide 


some financial support to education and general operations may be optimistic and, in any event, 


could not be expected to yield much net revenue for several years.  Further, a strategy that relies 


on UCOP loans and future state appropriation increases seems fraught with peril unless the 


campus receives some solid assurances of support from the Regents or the Legislature.  The 


Office of the President has shown strong commitment to the Merced campus and has said that 


the campus budget will not be reduced for 2009-10 and that supplemental funding for enrollment 


will be provided at least through FY 2013.  Some on the campus are advocating for the 


continuation of the $5 million per year legislatively approved state supplemental appropriation, 


which is due to expire after this year.   


 


The University of California appears to have sufficient resources that could be devoted to 


ensuring the financial stability of this campus even in the face of further state budget cuts and the 
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loss to California of federal stimulus funding under ARRA.  The Office of the President has 


committed to supporting and ensuring the financial stability of the campus, including the 


willingness to offer favorable repayment terms for system loans.  However, the deficits expected 


by the campus (which will total more than $30 million by 2014) suggest that a defined and clear 


financial plan needs to be developed between the Office of the President and the campus 


leadership as soon as possible.  Such a plan obviously would take into account enrollment, 


programs, research expectations, and student success and would consider both revenue 


opportunities and expenditure choices. 


 


Concerns about the ability of students to pay the expected higher fees for enrollment and student 


services are ameliorated somewhat by the provisions of the University’s Education Finance 


Model, which makes need-based aid available.  The lower incomes of many of the Merced 


campus students may mean many of them will not pay the higher fees.  If understood by students 


and their families, this grant aid may mean that students will continue to enroll at UC, Merced.  


However, if this is not well communicated to current and prospective students, the sticker shock 


of impending fee levels could lead to lower than budgeted enrollment.  Concerns were expressed 


about middle income students being able to attend the University once the new fee levels are 


reached.  However, campus leaders believe these concerns may be overstated.  The campus has 


attracted enough students in the fall 2009 term to meet its forecast.  The fact that the budget 


estimates for future years assume large increases in student fees in each of the next five years 


suggests that concerns about affordability may become more acute. 


 


The approval of the Section 404 permit by the Federal government represents a major 


accomplishment for the campus because it allows the University of California, Merced to 


proceed with the build-out of Phase I of its Long Range Development Plan as soon as funding 


and Regental approvals for projects can be secured. 


 


3.6 Sufficient information resources/library, aligned and adequate. 
 


Although the physical holdings of the library are relatively limited, the University of California, 


Merced notes that it fulfills this criterion through use of the California Digital Library and 
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through customized professionally directed searches tailored to meet the specific needs of 


students and researchers.   Discussions with some students suggested the possible efficacy of this 


approach. 


 


Nevertheless, it is difficult to assess the capacity and preparedness of the campus on this criterion 


based on the brief CPR report and campus visit.  Essentially, their argument is that the UC 


Merced Library “houses or enables access to information resources” for its students and faculty 


by participating in the California Digital Library and by providing electronic access to and 


support for various on-line collections, periodicals, and images.  In addition, they rely on 


interlibrary loan to borrow print material from other UC libraries.   


 


The claim that such electronic access far exceeds what would be expected of any new university 


based on print collections is certainly true.  This emphasis on electronic resources makes the 


library especially accessible to students enrolled at a distance and/or those who access the 


resources off-site via the campus VPN. 


 


Still, it was difficult for the team to assess the sufficiency of those information resources.  Older 


input measures don’t really apply (number of volumes, ratios of volumes/student/faculty, 


expenditures, number of reference staff, number of librarians, etc.), yet no new output measures 


are cited to measure user satisfaction, adequacy of materials for research, etc.  The CPR report 


does not benchmark the information resources against any measures at other institutions, nor 


does it provide much information about usage or user satisfaction.  At this point they are in a 


transitional or hybrid state between print and electronic resources, and while they understandably 


are looking to the future rather than the past in their planning, they need some way of assessing 


their sufficiency for the present.  This design presents an interesting model, and feedback is 


generally positive.   That said, an expanded inquiry model needs to be developed by the time of 


the Educational Effectiveness Review.  There is a link to “Library Assessment Information” on 


the Library Website that contains results of a student survey in 2009, along with changes that 


have been made as a result of responses to the survey.  More of that kind of assessment would be 


helpful.  This said, at the moment, the infrastructure of the library does not appear to be a 


capacity issue—rather, it is an assessment and descriptive issue to be addressed. 
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3.7 Information technology coordinated and supported. 
 


The campus has addressed concerns from various user groups, redirected its services, and now 


appears to have both sufficient resources and sufficient will to ensure effective information 


technology to support its mission.  Continued vigilance will be required to ensure that 


technology remains current and aligned with student, staff and faculty requirements. 


 


3.8 Clear, consistent decision-making structures and processes; priority on academics. 
 


The University of California, Merced has a clearly defined organization structure and uses many 


of the formal review and decision-making structures and processes employed throughout the 


University of California by both the Academic Senate and the administration.  Review 


mechanisms exist to ensure timely feedback to inform decision-making with respect to 


operations, facilities, technology, information resources, finances, budget, and student learning. 


 


3.9 Independent governing board with proper oversight; CEO hiring and evaluation. 
 


The Board of Regents of the University of California is a constitutionally independent entity that 


hires and evaluates the President of the University and oversees the hiring of the Chancellors of 


the ten campuses.  The Regents exercise appropriate control over the policies, operations, and 


finances of the University. 


 


3.10 Full-time CEO: CFO; sufficient administrators and staff. 
 


The institution meets the requirement for a full time CEO and CFO. A review of the 


organizational charts and confirmation from discussion on campus provides evidence that the 


institution has sufficient numbers of qualified administrators to effectively lead and management 


the educational mission.  
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3.11 Effective academic leadership by faculty. 
 


The faculty at UC Merced participates in shared governance of the institution according to the 


explicit and systematic policies and procedures of the University of California.  They exercise 


their leadership and help ensure the academic quality of the institution, its educational purpose, 


and character through participation in the Academic Senate and its various committees.  The 


Annual Reports attached to the CPR report offered numerous examples of how the faculty 


exercises that responsibility and authority over the academic programs of the university.  This 


criterion is a notable strength of all UC campuses, including Merced. 


 


Some Senate committees, including the Committee on Academic Personnel, have relied heavily 


on faculty from other UC campuses.  For 2007-08, for example, CAP had only two faculty 


members from UCM and nine from other campuses.  CAP membership for 2009-10 lists six 


faculty from UCM and four from other campuses.   Privilege and Tenure, however, lists no UC 


Merced faculty among its members; all of the committee comes from other UC campuses.  Rules 


and Elections consists of two faculty members from other campuses and three from UC Merced.  


Given the development of the campus, it now appears to have enough faculty to assume 


responsibility for self-management on these important committees.  If those rosters are accurate, 


they undermine the strength of the case the campus makes for the faculty’s willingness to 


exercise academic leadership more generally. 
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Standard 4:  Creating an Organization Committed to Learning and Improvement   


   


4.1 Reflection/planning with constituents; strategic with priorities and future direction; 
aligned with purposes; plan monitored and revised. 
 


The institution values the environmental impact of campus growth and implemented a Long 


Range Development Plan in 2002, which they have updated in 2009.   They have also developed 


a Strategic Academic Vision, which is reported to have received participation from all faculty 


members.  A Long Range Enrollment Plan has also been developed to guide the further 


development of the institution.  Ultimately, all of the plans are ambitious and provide a sense of 


detail about how the institution will be developed and how the programs and infrastructure of the 


campus and community will witness change.   


 


The commitment towards student support services needs to be clear if enrollment targets are 


pursued.  The scope and quality of services for students should match the enrollment goals in 


order to achieve targets for student success. 
 


4.2 Plans align academic, personnel, fiscal, physical, and technology. 


 


All the plans refer to other plans and appear to be consistent.  An explicit linkage might be 


helpful in keeping all constituencies informed.  The alignment between the Long Range 


Development Plan and the academic plans seems close.  Any changes in academic emphasis will 


mean that all plans must be changed, driving changes also in technology plans, investment and 


support.  The fiscal situation and suggestions from the Office of the President may be the 


motivating forces for any consideration of changes.  Any revision of the campus’ academic 


strategy and emphasis will test its ability to develop and maintain the linkages among all its 


various planning efforts.  The Senate recently gave provisional approval to a program review 


process that seems thorough and robust but the first use of this process will not occur until later 


in this academic year.  As the campus moves forward with adapting to budget challenges (which 


may necessitate alterations in the academic direction), any changes to the academic program will 


need to be aligned with program review and the strategic imperatives of the institution. 
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4.3 Planning informed by analyzed data and evidence of educational effectiveness. 
 


The planning process for facilities is well-defined and linked directly to enrollment, program 


mix, and research needs as they have been defined up until now.  There is growing concern that 


these plans may not be able to be executed due to funding constraints.  The Social Sciences and 


Management Building is under construction but funds for the Science and Engineering II 


Building await legislative authorization and voter approval, which cannot occur prior to 


November 2010 and may not happen then.  Campus officials emphasized that this building was 


essential to meeting the enrollment targets and fulfilling the education and research agenda of the 


University of California, Merced.  Other projects are not even in the immediate queue for 


funding.  This uncertainty regarding future state funding for campus development will require 


either that the planning process deal more effectively with alternatives to new construction and 


major renovation, that more non-state funds be secured through even more active philanthropic 


efforts and business/community partnerships, or that expectations for enrollment, programs, and 


research be revised.  The University has significant opportunities to re-scale its plans and some 


limited opportunities to fund construction differently, making the revision of expectations for 


enrollment unlikely but keeping open the possibility of some reconsideration of the campus’ 


research portfolio and academic programs.  The University of California, Merced Long Range 


Development Plan, already revised to meet environmental concerns, offers considerable 


flexibility for campus growth if funds for buildings and infrastructure can be secured especially 


since the campus has received Federal approval for build-out of all of its first phase. 


 


4.4 Quality assurance processes; assessment and tracking; comparative data; use of results to 
revise/improve. 
 


Extensive curriculum and program approval processes are mandated by the UC system, 


including campus-level review and approval for undergraduate programs, system wide review 


and approval for graduate programs, and WASC Substantive Change proposals as appropriate.  


UC Merced is following these procedures.  The example of the proposal for a BA in 


Anthropology is impressive and uses extensive comparative data from external sources. 
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Periodic academic program reviews are planned for all academic programs at UC Merced, and 


the campus has adopted processes modeled on other UC campuses that clearly satisfy this part of 


the criterion (Attachment 29).  The processes explicitly call for annual assessment, alignment 


with student learning goals and outcomes, assessment of teaching effectiveness by the faculty, 


etc.  (e.g., p. 3 of the “Undergraduate Program Review Guidelines” in Attachment 29).  Proposed 


Review Questions request explicit and specific evaluation of the program’s success on those 


issues and require comparative judgments with similar programs within UC and nationally.  


There is no explicit requirement that results be tracked over time, but such tracking is inevitable 


given the periodic and cumulative nature of these reviews. 


 


The Senate Chair has expressed (in a letter to the Chair of the WASC Steering Committee at 


Merced) that “there are major concerns about their implementation” related to “the staffing level 


required to support these guidelines and data and document management systems to support 


these guidelines and data and document management systems to support the accumulation of 


evidence and assessments” (CPR report, attachment 29).  Those concerns must be addressed, but 


the provisional adoption of the program review process is an important first step in moving the 


campus forward.  As with any developing effort, it is expected that this review process will be 


adapted and perfected over time to suit the needs of the campus and to deliver the support 


required for meaningful evaluation. 


 


Notably, at least one administrative office (the Division of Student Affairs) has developed a 


systematic Program Review Process.  Student Affairs has developed its own Learning Outcomes 


and requirements for a data audit.  It did not appear to the team that other administrative units 


had developed their own systematic review processes.  This is something that should be 


addressed in the EER visit. 


 


4.5 Institutional research capacity; used to assess effectiveness/student learning; review of IR. 
 


The Office of Institutional Planning and Analysis (IPA) is responsible for institutional research 


at UC Merced.  Its mission and data sets are appropriate for the needs of the campus and 


comparable to that of similar offices at other UC campuses.  General campus data are available 







Page 38 
 


on the Website and are up to date. The account of reporting practices and examples provided by 


the CPR report indicates that IPA has an effective working relationship with key offices 


including Registrar, Admissions, and Graduate Division to provide data necessary to their 


planning. That data and more specialized reports are provided by IPA to Senate and 


administrative planning groups on campus and in the UC Office of the President.  Some 


examples provided during the visit indicate that these groups use the reports for institutional 


review and decision–making processes.  The report itself offers examples of data-driven 


planning on enrollment projections and in a facilities model from Dec. 2008, which is impressive 


in its detail and sophisticated use of trend data from the three preceding years. 


 


IPA also provides data for academic program reviews.  Data on “Student Stats” is appropriate to 


support assessment of student learning on a campus-wide basis (e.g., retention and graduation 


rates, etc.), though it is not apparently connected to more specific institutional and/or 


programmatic outcomes.  Of special note is the Survey Coordinating Committee, chaired by the 


Director of IPA.  The SCC coordinates surveys at UC Merced to avoid duplication across 


constituencies, ensure comprehensive coverage, and systematize dissemination of results.   


The report does not mention any review process for IPA, user satisfaction surveys, or other 


mechanisms to ensure effectiveness of the institutional research and/or the suitability or 


usefulness of the data. 


 


4.6 Leadership and faculty committed to improvement; faculty assesses teaching and learning; 
climate and co-curricular objectives assessed. 
 


Campus leadership has established a culture of assessment that appears to pervade the academic 


areas of the University.  The recent Senate approval of the program review process and its 


expected application to the Applied Mathematics program this year is noteworthy.  Faculty in all 


areas and all ranks appear engaged in and committed to inquiry, evaluation and assessment to a 


remarkable degree.  At least two programs (Anthropology and Materials Science) have begun 


work with the Office of Institutional Planning and Analysis to use data from the survey of recent 


graduates with the aim of improving their programs.  However, there does not appear to be a 


regular program to assess the operation and effectiveness of co-curricular and support activities 
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outside of that being done by Student Affairs.  Further, knowledge and use of data do not seem 


as well integrated into enrollment management and other activities as might be expected. 


 


4.7 Inquiry into teaching learning leads to improvement in curricula, pedagogy and 
evaluation. 
 


Faculty at UC Merced have been engaged on a relatively continuous basis in inquiry into the 


processes of teaching and learning as they develop, implement, and adjust their new curriculum 


to meet the needs of their students.  The interdisciplinary organization of the campus, coupled 


with a limited range of faculty and the particular needs of their students, necessitated their 


rethinking some aspects of the standard curriculum, and they have monitored the effectiveness of 


their curricular innovations carefully.  The principal means of faculty engagement is through the 


course-approval process, which is overseen by the Academic Senate, and the faculty 


Accreditation Officers group, which among other duties oversees the development of Student 


Learning Outcomes and assessment methods in all disciplines. 


 


The CPR report lists one example of how a course was modified in light of such inquiry, and the 


team heard about several other examples during the visit that demonstrated adjustments in course 


content, methods of instruction, and support services that had been made as a result of 


assessments of student learning.  Those assessments have included closely monitoring grades of 


individual students and benchmarking grade-distributions against other UC campuses; centrally 


reviewing (in Students Affairs) mid-semester grades in freshman-level courses to identify 


problems at the earliest possible point; and other measures such as focus-groups, course 


portfolios, and other direct and indirect measures.  The most general example of such adjustment 


is a trend toward developing more discipline-based (vs. interdisciplinary) majors as a result of 


student demand for more traditional choices.  Similar adjustments have been made to support 


services for students, ranging from course-specific tutoring to more general workshops offered 


by Student Affairs to pedagogical training and support from the Center for Research on Teaching 


Excellence.  These changes exemplify a commitment to evidence-based institutional learning and 


evolution led by faculty working closely with support staff across the institution.   
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4.8 Stakeholder involvement in assessment of effectiveness. 
 


The CPR report describes plans for surveys of alumni and graduating seniors in many programs 


but says nothing of other stakeholders identified in the WASC criterion, including employers, 


practitioners, or any other groups. It does not appear that UC Merced is prepared to meet WASC 


standards on this criterion. 
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Student Success, Graduation and Retention 


 


The campus student enrollment includes a majority of first generation students (52.4%) and 


students from lower socio-economic background (over 60% receive need-based aid).  These 


factors, coupled with the valley’s low college attendance rate, and a moderate entering SAT 


average of freshmen of 1043, would predict student success at much lower rates than achieved 


by UC Merced students.  Not only do the students persist beyond what would be predicted, but 


the value-added learning potential for graduates appears to meet and exceed that of other UCs in 


key areas.  This is a remarkable achievement, but one that can only be sustained through 


continued focus and resource allocation if the campus is to achieve at the level expected of other 


UC campuses. 


 


Retention rates are comparable to national four year public institutions, but lagging behind other 


UCs.  Notably, in the short time the campus has been in existence, the rates have fluctuated, 


declining slightly over the first three years.   


Source:  UCOP Statfinder--Year 1 Persistence, First-Time Freshmen (Custom Table) 
 


 2007 2006 2005 


Berkeley 96.7 97.1 96.1 


Davis 90 89.7 90.3 


Irvine 93.6 94.0 93.3 


Los Angeles 96.9 97.2 96.8 


Merced 79.5 79.9 82.6 


Riverside 85.1 84.3 85.9 


San Diego 94.6 94.5 94.1 


Santa Barbara 90.5 91.3 89.8 


Santa Cruz 88.0 89.6 89.1 


 


The campus reports that the freshman to sophomore retention rate rebounded to 83% in Fall 08, 


but continuation rates after sophomore year drop more precipitously, with only 65% retained 


after the third year for the Fall 06 cohort.  The small numbers and rapid growth of the campus 


limit the significance of these data, but the relatively low retention rates are a potential source for 
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concern, especially considering that the overall UC graduation rate is 50% in four years, 75% in 


five years, and 80% in six years.  That said, the four-year graduation rate for the initial cohort at 


Merced is expected to be 48-50%, which is consistent with other UC’s and exceeding the rate of 


national public four year campuses (29%), and the campus is addressing this issue directly  


 


The campus has responded to retention concerns with new programs including mandatory 


advising workshops and an undergraduate writing course as well as a variety of support 


programs, such as tutoring.  Advising availability has increased consistent with funding for the 


student support areas and campus growth.  Adding to the success of retention and recruitment is 


a vibrant campus culture.  Whereas in the past the campus suffered from low student energy, 


evident mostly from a small population, the campus is now visibly active:  filled walkways, 


numerous clubs, advertised activities, and actual facilities for student recreation and social space.   


 


While the above is good news, other early data (UCUES and the Graduate Survey) identify 


surprisingly low levels of satisfaction among current students in those cohorts, indicated most 


dramatically by the relatively low percentage who are happy with their choice of campus and/or 


who say they would make the same choice again.  UCM acknowledges that result directly and 


attributes some of it to the effect of being a young campus whose programs are still emerging.  


Nevertheless, responses on this critical issue should continue to be tracked to determine if data 


support the anecdotal observations of improving campus culture and student satisfaction.   


 


The institution appears to be developing its capacity to provide detailed demographic 


information about students and student success.  The Office of Institutional Planning and 


Analysis is able to deliver many different data sets and provide research and analysis as needed.  


The Student Success Essay included in the Report as File 5-2, Appendix B, is an especially 


impressive example of sophisticated and precise analysis of data related to retention and 


graduation.  However, while the campus has the capacity to analyze student success data 


rigorously and competently, it is not clear what the expectations are for use of the data by the 


various administrative units.   
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Expectations for student success are inherent in the learning outcomes from Student Affairs and 


from many of the Academic units.  This same adaptation to assessment has not been realized 


across other non-instructional units.  This lack of focus in other units may result in less strategic 


and efficient deployment of resources toward student success.  The campus needs to strategically 


identify key student success study questions to pursue thorough co-curricular planning. 


 


It would be particularly useful for all units to buy-in to co-curricular efforts and link their 


activities holistically to the University mission in much the same way that Student Affairs and 


Academic Affairs have.  Viewing ALL units as delivering educational outcomes is encouraged. 


 


In terms of value-added educational markers,  the UC Merced Student Profile reports that UC 


Merced students have self-reported rates of improvement that are significant.  When asked to 


rate their skills as freshmen and again as juniors, students indicate a remarkable improvement in 


self-confidence and intellectual mastery.  The percentage of students rating their skills as very 


good to excellent from freshmen to junior year is particularly impressive in the following areas: 


 


Analytical and critical thinking:  from 18% to 65% 


Understanding field of study:  from 12% to 70% 


Comprehension of academic material:  from 18% to 61% 


Leadership skills:  from 19% to 64% 


Presentation skills:  from 19% to 60% 


Self awareness:  from 36% to 78% 


 


Clearly, the institution is attending to student success and moving forward toward the very high 


standards of the UC system.  While the campus commitment to student success has been 


demonstrated to be strong, it will need to be embraced across the entire campus spectrum in 


order to continue the momentum. 
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SECTION III—FINDINGS AND RECOMMENDATIONS 


 


FINDINGS 


 


The team is impressed with the campus attitude and esprit de corps.  This attitude was evident 


from students, faculty, staff and administration.  If one is predicting success, UC Merced has 


created an environment for success.  There is a strong sense of responsibility to do well and a 


shared sense of building the campus.  Faculty own student learning and it matters to them.  There 


is congruence of the message across the campus and a sense of optimism.  This is a fundamental 


building block of the leadership team. 


 


The campus has strengthened its commitment to the student-centered research institution.  They 


have become an inquiry based organization with an identity as a community of scholars.    


 


The campus has a strong and promising Academic Program Review, which the faculty are poised 


to implement.  A schedule for program review is not yet developed, but it is expected to be 


available by the time of the Educational Effectiveness Review.   Like any developing policy, it is 


expected to be refined in light of experience.  While the commitment to program review is strong 


and evident in Academic Affairs and Student Affairs, it is not completely diffused across all 


areas of the campus.  There is not a campus-wide plan for how data is used and analyzed to 


inform planning, nor is there a scheduled timeline for overall support unit review. 


 


Considering the early development of the campus, the team found a fairly comprehensive 


portfolio of policies in place, either as adopted from UC system models or developed specifically 


from the campus.   


 


The vitality and culture of campus life have improved dramatically over the past several years.  


The campus is exciting and attractive.  Attention to student success programs has provided 
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important support for the student learning environment and will continue to be an area needing 


attention based on the student success data. 


 


The campus has done an excellent job of developing a culture of teaching effectiveness and 


creating outcomes and assessment with full and comprehensive buy-in from the faculty.  The 


programs have systematized their assessment.  The next step will be to ensure accountability for 


the assessment process (to be covered in the EER).  


 


The team is impressed with the thought given to the master plan and the involvement of the 


campus in its development. The Federal section 404 permit has been achieved, which was 


essential to developing/building the campus. 


 


MAJOR RECOMMENDATIONS 


1. UCOP and campus leadership should develop a financial plan that will align realistically the 


financial resources with enrollment, the educational program and research objectives.    


 


2. Implement and evaluate the success of the Academic Program Review Plan.  


 


3. Establish a regular practice for assessment and the use of data at the institutional level for all 


administrative units (in addition to that already in place for academic units and selected 


administrative units, such as Student Affairs). 
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SECTION IV—PREPARATIONS FOR THE EDUCATIONAL EFFECTIVENESS 


REPORT AND REVIEW 


 


In addition to addressing the major recommendations above, the campus will need to conclude 


work in a number of areas prior to the Educational Effectiveness Review, demonstrating that 


they are able to use their planning and assessment to ensure and enhance the quality of the 


academic experience:  


 


1. Directly address the technology and information resources provided by the library, 


documenting how in a practical sense students and faculty are able to use resources to 


further their objectives.  Results of a user satisfaction survey might be provided to 


address this issue. 


 


2. Analyze the student/faculty ratio by departments and programs, disaggregated by 


tenure/tenure-track vs. other faculty, and describe how planning processes will be 


informed through this analysis. 


 


3. Determine and demonstrate the process by which data are disseminated and analyzed to 


provide for optimum access and actual use of data.  Ensure that leadership team members 


understand how to use and request data and what the expectations are for their direction 


of data analysis campus-wide.   Systematize the use of data and analysis to inform 


planning. 


 


4. Ensure a campus-wide commitment to student success planning and co-curricular 


programming. 


 


 


 







 







APPENDIX I 


Development of Educational Effectiveness Measures 


 


Although not normally part of a WASC team report, this team did conduct a review of UC 


Merced’s progress along the WASC Educational Effectiveness Framework.  The team felt this 


was particularly useful to provide an overview of the institution’s profile, as with this initial 


review, the amount of information could certainly be overwhelming.  As noted in the 


Recommendations Section, the team found evidence of an actively engaged campus moving 


forward optimistically and confidently.  The team found no areas at the initial stages of 


development—all were more advanced.  The institution’s progress toward Educational 


Effectiveness can best be described as developed in many areas with several emerging areas.   


 


 


Key Description Terms→ Initial Emerging Developed 
Highly 


Developed


↓ Element & Definition         


Learning         
A. Student Learning   X  
B. Expectations are Established       X 
C. Assessment Plans are in place   X    
D. Desired Kind & Level of Learning    X     


Teaching/Learning Environment         
A. Curricula, Pedagogy, Co-curriculum Experience    X   
B. Curricular & Co-curricular Process    X   
C. Professional Development Rewards      X 
Organizational learning         
A. Indicators of Educational Effectiveness    X X   
B.Formal Program Review   X     
C. Performance Data, Evidence, and Analyses   X    
D. Culture of Inquiry and Evidence    X X  
E. Communication and Transparency   X X  







 





		Cover

		SECTION I—OVERVIEW AND CONTENT

		SECTION II—EVALUATION OF INSTITUTIONAL CAPACITY UNDER THE STANDARDS

		SECTION III—FINDINGS AND RECOMMENDATIONS

		SECTION IV—PREPARATIONS FOR THE EDUCATIONAL EFFECTIVENESS REPORT AND REVIEW

		APPENDIX IDevelopment of Educational Effectiveness Measures






 1 


University of California, Merced: Academic Program Learning Outcomes 
Fall 2010 


 
I.   UNDERGRADUATE PROGRAMS 
 
A. School of Engineering 
 
Bioengineering 


• Graduates will demonstrate an understanding of biology and physiology. 
• Graduates will demonstrate the capability to apply advanced mathematics 


(including differential equations and statistics), science, and engineering to solve 
problems at the interface of engineering and biology. 


• Graduates will demonstrate the ability to make measurements on, and interpret 
data from, living systems. 


• Graduates will demonstrate the ability to address problems associated with the 
interaction between living and non-living materials and systems. 


• Graduates will demonstrate professional and ethical responsibility. 
 
Computer Science and Engineering 
Upon graduation, we expect our students to demonstrate: 


• An ability to apply knowledge of computing and mathematics appropriate to the 
discipline; 


• An ability to analyze a problem and identify the computing requirements 
appropriate for its solution; 


• An ability to design, implement, and evaluate a computer-based system, process, 
component, or program to meet desired needs; 


•  An ability to function effectively as a member of a team in order to accomplish a 
common goal; 


• An understanding of professional, ethical, legal, security, and social issues and 
responsibilities; 


•  An ability to communicate effectively with a range of audiences; 
• An ability to analyze the local and global impact of computing on individuals, 


organizations, and society; 
• Recognition of the need for and an ability to engage in continuing professional 


development; 
• An ability to use current techniques, skills, and tools necessary for computing 


practice; 
• An ability to apply mathematical foundations, algorithmic principles, and 


computer science theory to the modeling and design of computer-based systems 
in a way that demonstrates comprehension of the trade-offs involved in design 
choices; 



https://eng.ucmerced.edu/soe/prospective/eplo�

https://eng.ucmerced.edu/soe/prospective/eplo�





 2 


• An ability to apply design and development principles in the construction of 
software systems of varying complexity. 


 
Environmental Engineering 
The EnvE program has six learning outcomes which characterize an EnvE graduate and 
what he/she will be enabled to accomplish following graduation:  


• EnvE graduates will have gained a strong foundation in basic mathematics, 
science, social science, humanities and arts, along with engineering principles, 
enabling active engagement as citizens in their communities.  


• EnvE graduates will be adept at applying critical thinking, problem solving, 
engineering principles and reasoning, the scientific method, and teamwork to 
solve environmental resource problems and to restore and sustain the global 
environment.  


• EnvE graduates will be prepared for advanced studies and research and/or 
employment advancement in a broad spectrum of industries and government 
agencies. 


• EnvE graduates will communicate effectively in written, spoken, and visual 
formats with technical, professional, and broader communities. 


• EnvE graduates will practice engineering according to the highest professional 
standards, demonstrating respect for social, ethical, cultural, environmental, 
economic, and regulatory concerns. 


• EnvE graduates will be instilled with a desire to pursue life-long learning 
opportunities including continued education, professional licensure, challenging 
professional experiences and active participation in professional organizations. 


 
Mechanical Engineering 


• An ability to apply knowledge of informatics, mathematics, science, and 
engineering; 


• An ability to design and conduct experiments and numerical simulations, 
analyze, and interpret general scientific and engineering information; 


• An ability to design a system, component, or process to meet desired needs; 
• An ability to solve multidisciplinary problems; 
• An ability to identify, formulate, and solve engineering problems; f. 
• An understanding of professional and ethical responsibilities; 
• An ability to communicate effectively; 
• The broad education necessary to understand the impact of engineering 


solutions in a social context; 
• A sound basis and motivation to engage in life-long learning and continuing 


education; 
• A knowledge of contemporary issues; 
• An ability to use the techniques, skills, and modern engineering and scientific 


tools necessary for engineering practice; 



https://eng.ucmerced.edu/soe/prospective/eplo�

https://eng.ucmerced.edu/soe/prospective/eplo�
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• A working knowledge of the principles of Mechanics and Thermodynamics and 
how these principles evolve into other disciplines such as Heat and Mass 
Transfer, Vibration and Control, Computational Engineering, Mechanical Design, 
etc. 


• An ability to recognize new forms of thinking and new promising directions in 
engineering, and an understanding of modern tools of analysis, synthesis and 
design (such as neural networks, genetic algorithms, adaptive and bio-mimetic 
design, virtual environments, uncertainty in simulations, life-cycle analysis, etc.); 


• An ability to incorporate interdisciplinary concepts from mathematics, physics, 
biology, chemistry and other disciplines into engineering solutions and vice-
versa. 


• A culminating design experience. 
 
Material Science and Engineering 


• Graduates will demonstrate the ability to apply advanced science (such as 
chemistry and physics) and engineering principles to materials systems. 


• Graduates will demonstrate an integrated understanding of the scientific and 
engineering principles that underlie the four major elements of the field: 
structure, properties, processing, and performance related to materials systems 
appropriate to the field. 


• Graduates will demonstrate the ability to apply and integrate knowledge from 
each of the above four elements of the field to solve materials selection and 
design problems. 


• Graduates will demonstrate the ability to utilize experimental, statistical and 
computational methods in the context of materials systems. 


• Graduates will demonstrate professional and ethical responsibility. 
 
 
B. School of Natural Sciences 
 
Applied Mathematical Sciences, B.S. 
Upon graduating, we expect the students completing the Applied Mathematical 
Sciences major to have become effective problem-solvers, meaning that students will be 
able to: 


• Solve mathematical problems using analytical methods. 
• Solve mathematical problems using computational methods. 
• Recognize the relationships between different areas of mathematics and the 


connections between mathematics and other disciplines. 
• Give clear and organized written and verbal explanations of mathematical ideas 


to a variety of audiences. 
• Model real-world problems mathematically and analyze those models using their  


mastery of the core concepts. 
 



https://eng.ucmerced.edu/soe/prospective/eplo�

http://granada.ucmerced.edu/cs/ucnsblank/query/q/76?cs_rid=3�
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Biological Sciences, B.S. 
Graduates from the Biological Sciences programs will have demonstrated: 


• An understanding of the tenets of modern biology and an understanding of how 
cellular functions are integrated at the level of the whole organism to sustain life 
in functioning ecosystems.  


• An ability to develop and critique hypotheses and to design experiments, 
models,  and/or calculations to address these hypotheses. 


• The ability to use appropriate instrumentation and computational tools to 
collect, analyze and interpret data. 


• The ability to read, evaluate, interpret, and apply numerical and general 
scientific information. 


• A familiarity with, and application of safety in good laboratory and field 
practices. 


 
 
Chemical Sciences, B.S. 
The Programmatic Learning Outcomes specified for the Chemical Sciences major are:  


• Fundamental knowledge and skills. Students are able to describe the major 
concepts and theoretical principles in chemistry. They can identify the central 
ideas underlying the principal subfields of chemistry-- analytical, inorganic, 
organic, and physical chemistry--as well as the broader interdisciplinary subfields 
of biological, environmental and materials chemistry. Students are able to 
operate modern chemical instrumentation, perform chemical syntheses and carry 
out other essential chemical experiments with strict adherence to sound 
laboratory techniques as well as good safety and hygiene practices. They know 
how to use modern web-based methods to effectively search the scientific 
literature.  


• Scientific methodology. Students have developed the ability to integrate the 
aforementioned fundamental knowledge and skills into scientific inquiries. They 
can formulate well-defined and quantitative questions, develop testable 
hypotheses, design and execute experiments, analyze and interpret the results 
and reach appropriate conclusions. They are also able to critically analyze the 
work of other scientists and assess its correctness, importance, and relevance.  


• Communication and teamwork skills. Students are able to write organized and 
concise reports and present technical information using electronic media, posters 
and oral presentations. They have developed the communication and teamwork 
skills that allow them to work effectively both as leaders and as team members in 
a group.  


• Citizenship, ethics, role of chemistry in society. Students have an appreciation for 
the role of chemistry in the global society as well as the central role chemistry 
plays in other scientific disciplines such as biology, medicine, environmental 
science, and engineering sciences. They conduct themselves ethically and 
responsibly in science-related professions.  



http://granada.ucmerced.edu/cs/ucnsblank/query/q/76?cs_rid=51�

http://granada.ucmerced.edu/cs/ucnsblank/query/q/76?cs_rid=6�
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Earth Systems Science, B.S. 
Upon graduating, we expect students from the Earth Systems Science B.S. program to 
have achieved the following learning outcomes: 


• Foundational knowledge of physics, chemistry, biology, and mathematics related 
to Earth systems that supports a working knowledge of basic research 
methodologies, data analysis, and interpretation for a variety of Earth-related 
data. 


• Knowledge of major concepts, theoretical principles, experimental findings, and 
areas of study related to Earth systems science, and comprehension of the 
interactions between natural Earth systems and human economic, political, and 
social systems. 


• An ability to employ critical thinking, quantitative and numerical analyses, and 
hypothesis-driven methods of scientific inquiry in the formulation of research 
questions, experimental design, application and use of laboratory and field 
instrumentation, and analysis and interpretation of data related to Earth 
systems. 


• Effective written and oral communication skills, especially the ability to transmit 
complex technical information. 


• An ability to work effectively individually and in teams in classroom, laboratory, 
and field settings. 


 
 
Physics, B.S. 
Graduates from the Physics B.S. program will have demonstrated the following learning 
outcomes: 


• Physical Principles. Students will be able to apply basic physical principles--
including classical mechanics, electricity and magnetism, quantum mechanics, 
and statistical mechanics---to explain, analyze, and predict a variety of natural 
phenomena. 


• Mathematical Expertise. Students will be able to apply advanced mathematical 
techniques (e.g., calculus, linear algebra, probability, and statistics) in their 
explanations, analyses, and predictions of physical phenomena. 


• Experimental Techniques. Students will be able to take physical measurements 
in an experimental laboratory setting and analyze these results to draw 
conclusions about the physical system under investigation, including whether 
their data supports or refutes a given physical model. 


• Communication and Teamwork Skills. Students will be able to clearly explain 
their  mathematical and physical reasoning, both orally and in writing, and will 
be able to communicate and work effectively in groups on a common project. 


• Research Proficiency. Students will be able to formulate personal research 
questions that expand their knowledge of physics. Students will be able to apply 
sound scientific research methods to address these questions, either by 
researching the current literature or developing independent results. 



http://granada.ucmerced.edu/cs/ucnsblank/query/q/76?cs_rid=26�

http://granada.ucmerced.edu/cs/ucnsblank/query/q/76?cs_rid=15�
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Environmental Science and Sustainability Minor 
Graduates with a minor in Environmental Science and Sustainability will be able to  


• Use knowledge and techniques from three to four areas of Environmental 
Science and Sustainability (Earth and Atmospheric Sciences; Environmental 
Biology; Society and Environment; Research, Communication and Design Skills) 
to gather and report environmental data using appropriate measurement tools. 


• Analyze information on environmental quality and recommend appropriate 
technical, political or economic solutions to environmental problems.  


• Communicate to diverse stakeholders the major concepts and principles of 
Environmental Science and Sustainability, such as how elements of the Earth 
System are connected, the carrying capacity of natural systems, and how 
government policy and economics can both perpetuate and solve environmental 
problems. 


 
 
Natural Science Education Minor 
Upon completion of the NSED minor program students are expected to: 


• Comprehensively articulate what constitutes a profession of a science or 
mathematics teacher including being able to address the following questions: 


o What constitutes responsibilities and duties of a teacher 
o What skills and knowledge are necessary to become a successful 


professional? 
• Demonstrate skills of a beginning teacher such as: 


o Ability to develop a lesson plan and deliver an effective lesson at the 
secondary school level, 


o Design different types of assessments to evaluate students learning, 
o Distinguish between students with different learning abilities and needs 


and adapt their teaching methodology to address this diversity. 
• Demonstrate familiarity with requirements, special aspects and structure of 


California educational system such as: 
o Credentialing process, 
o Instructional state standards and requirements, 
o Strategies to address diverse demographics of California schools such as 


instruction to English Learners. 
 
 



http://faculty.ucmerced.edu/taghezzehei/ESS/index.html�

http://granada.ucmerced.edu/cs/ucnsblank/query/q/78?cs_rid=19�

http://granada.ucmerced.edu/cs/ucnsblank/query/q/78?cs_rid=19�
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C. School of Social Sciences, Arts and Humanities 
 
Anthropology, B.A. 
Upon graduation, students majoring in Anthropology will: 


• Possess and apply fundamental anthropological knowledge, including 
terminology, concepts, intellectual traditions, and theoretical approaches; 


• Identify and analyze common topics of research shared by the sub-fields of 
anthropology; 


• Understand ethics and responsibility in the practice of anthropology and in our 
roles as citizens; 


• Recognize and appreciate what it means to be human and how ethnographic, 
archaeological, and biological knowledge contribute to that understanding; 


• Understand both qualitative and quantitative research methods as they apply to 
anthropological inquiry; 


• Possess skills to communicate anthropological knowledge effectively through 
writing, oral presentation, and data presentation in various formats for diverse 
audiences. 


 
 
Cognitive Science, B.A., B.S. 
Upon graduation, students majoring in Cognitive Science will be able to: 


• Explain and apply knowledge of landmark findings and theories in cognitive 
science. 


• Design, interpret, and evaluate simple behavioral and neuroscientific 
experiments. 


• Interpret and appreciate formal and computational approaches in cognitive 
science. 


• Argue for or against theoretical positions in cognitive science. 
• Use a cognitive science education outside of the undergraduate classroom, 


particularly in the service of careers. 
 
 
Economics, B.A. 
Upon graduation, we expect our students to: 


• Understand the role of organizations and institutions in a society; understand 
the impact of organizations and institutions on the economic environment and 
outcomes; and to understand how incentives influence individual and 
organizational behavior and performance. 


• Recognize how government actions affect economic performance and how 
economic interests influence government decisions. 


• Be able to design and conduct research that will inform managerial and policy 
decision-making; and be able to collect, analyze, and interpret data using familiar 
software packages. 



http://anth.ucmerced.edu/undergraduate-programs/learning-goals�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=95&contentid=179�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=144&contentid=180�
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• Be able to define problems and identify multifaceted explanations for complex 
economic phenomena; use information and data from multiple sources to 
answer the questions at hand. 


• Think critically about the information that they encounter, whether it is in their 
work or reported in the media. 


• Have an ability to communicate clearly and cogently in written and oral form 
using modern technology. 


• Engage in life-long learning. 
 
 
History, B.A. 
Upon successful completion of the History major, students will be able to: 


• Recognize the processes by which societies, cultures, and institutions change 
over time. 


• Describe particular historical developments and explain their wider context. 
• Critically read, analyze, and synthesize primary and secondary sources. 
• Use methods of narrative and analysis appropriately for communicating 


historical phenomena. 
• Identify the various contexts that shape the construction and use of historical 


sources and knowledge. 
 
 
Literatures and Cultures, B.A. 
Students majoring in Literature and Cultures will be able participate in this larger 
conversation. More specifically, the successful student will be able to: 


• Interpret texts with due sensitivity to both textual and contextual cues; 
• Appreciate and evaluate the aesthetic qualities of texts and the cultures from 


which they are drawn; 
• Take positions on the ethical questions raised by texts, and defend those 


positions; 
• Apply to other contexts various interpretive strategies developed in literary 


study; 
• Articulate, cogently and with sensitivity to context, in both speech and writing, 


her/his interpretations and evaluations. 
 
 
Management, B.A. 
The students who graduate with a major in management will be able to: 


• Analyze information, solve problems, and make decision from a holistic, 
multidisciplinary perspective. 


• Apply theories and concepts in management and related fields (accounting, 
economics, statistics, finance, marketing, human resource management, 
strategic planning and business law) to various management situations. 



http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=145&contentid=181�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=146&contentid=182�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=147&contentid=183�
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• Use effective written and oral communication consistent with the management 
and professional environment. 


• Apply appropriate information technology to analyze problems, develop 
business research, report key data, and recommend management strategies and 
actions. 


• Evaluate ethical, social, cultural, and political issues as they relate to the 
organization, operations, human resources, and business ventures. 


 
 
Political Science, B.A. 
We expect graduates from the Political Science B.A. program to be able to: 


• Understand the processes, theories, and empirical regularities of political 
institutions and political behavior in the student’s chosen emphasis area: 
American politics, comparative politics, or international relations. 


• Employ critical thinking and demonstrate social scientific literacy, including basic 
quantitative literacy. 


• Utilize contemporary social science research methods to conduct rigorous 
research on political phenomena. 


• Write effectively, particularly to convey complex concepts and information in a 
clear and concise manner. 


• Apply abstract theory and research methods to understand contemporary 
political events and public policies. 


 
 
Psychology, B.A. 
Students who complete the Psychology major will: 


• Show knowledge of the key substantive content of the field of psychology, 
including memory and thinking, sensory psychology and physiology, 
developmental psychology, clinical and abnormal psychology, and social 
psychology. 


• Demonstrate that they understand the basic principles of and correctly interpret 
applications of the designs and methods that psychologists use to gather data. 


• Show that they can understand and correctly interpret the statistical analyses 
psychologists use to analyze data. 


• Show that they understand and can apply the writing style used in psychological 
literature (APA style). 


 
 
Sociology, B.A.   
Upon completion of a BA in Sociology, students will: 


• Think critically about the causes and consequences of social inequality. 
• Design and evaluate empirical sociological research. 
• Explain and apply the major theoretical perspectives in sociology. 



http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=149&contentid=185�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=150&contentid=186�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=151&contentid=187�
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• Communicate orally and in writing about sociological concepts. 
• Use their sociological education outside of the undergraduate classroom, 


particularly in their careers or further education. 
 
 
Arts Minor 
 Global Arts Studies Program (GASP) 
 The content of Global Arts Studies Program (GASP) courses is designed to guide 
 students to: 
 


• Describe art works in technical or theoretical terms. 
• Enlarge technical/theoretical vocabulary. 
• Analyze art works. 
• Engage art works critically. 


 
 Media Arts Program (MAP) 
 The content of MAP courses is designed to guide students to: 


• Understand and acquire (through hands-on projects) the principal attributes and 
mechanics of art technique(s) in medium of choice. 


• Enhance visual, aural, and physical perception and cognition through the 
acquisition of art technique. 


• Understand, think and communicate critically the aesthetic, historical, cultural, 
social and contemporary aspects of the medium(media) they are studying. 


• Understand the multicultural environment that typifies contemporary art 
production. 


• Understand the relationship between the physical aspects of works of art and 
aesthetic principles. 


• Understand principles that guide artistic creativity and be prepared to apply 
them imaginatively, as well as practically. 


• Express ideas through an art medium. 
• Be able to apply their knowledge of art technique and practice outside of the 


classroom. 
 
 
Chicano/a Studies Minor 


• Students will be able to identify and analyze (both verbally and in writing) 
Chicano/a cultural practices, including an understanding of their origins, 
historical development and social contexts. 


• Students will understand the role that race, gender and ethnicity have played in 
defining Chicano/as as a group, and they will be able to apply that knowledge to 
specific academic areas (e.g. literature, anthropology, etc.). 


• Students will be able to recognize and discuss internal differences within the 
Chicano/a group, and to relate those differences to processes of migration, 



http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=142&contentid=178�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=178&contentid=211�
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diaspora, transnationalism, and other forms of geographical displacement, as 
well as to their indigenous roots in the Americas. 


• Students will understand the role that activism and struggle have played in 
building a Chicano/a consciousness.  


• Students will be able to recognize the main elements of Chicano/a aesthetics, as 
manifested in literature and language, as well as in cultural practices and rituals.  


• For upper division courses, students will be able to produce research papers 
exploring topics salient to Chicano/a Studies.   


 
 
Philosophy Minor 
Upon graduation, we expect students minoring in philosophy to have gained experience 
in and be capable of doing each of the following: 


• Criticize philosophical arguments, including arguments presented in classic texts 
and in contemporary philosophical literature. 


• Present well-defined claims of one's own, to give clear philosophical arguments 
in defense of these claims, and to respond to critical objections others might 
raise against these claims. 


• Distinguish between logically valid and invalid deductive arguments, and be able 
to identify additional premises or logical relationships that could transform an 
invalid argument into a valid argument. 


• Use philosophy in an interdisciplinary way, for example, by philosophically 
analyzing non-philosophical texts (e.g. texts from literature, history, psychology, 
or physics), or by using formal methodological tools, such as mathematical and 
computer models, in the analysis of philosophical problems. 


 
Additionally, we expect students minoring in philosophy to have gained experience in 
and be capable of doing at least two of the following: 


• Provide and assess evidence for causal claims and identify various fallacies in 
inductive reasoning (e.g. sample bias) 


• Distinguish between descriptive and normative philosophical claims, and to use 
certain descriptive claims either to support or to criticize certain normative 
claims. 


• Appreciate how the discipline of philosophy has developed over time in response 
to internal challenges and to advances in science and changes in social life. (E.g., 
the renaissance in philosophy of mind was stimulated in part by the 
development of contemporary artificial intelligence). 


 
Interdisciplinary Public Health Minor 
Students who complete the minor in Interdisciplinary Public Health will demonstrate 


• Disciplinary Content: Knowledge of the key substantive content regarding 
epidemiology, major health conditions, and health disparities. 


• Self and Society: Knowledge about key influences on health and disease related 



http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=148&contentid=184�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=179&contentid=212�





 12 


to differential status experienced by some population groups. 
• Scientific Literacy: Ability to access, understand, and synthesize empirical studies 


from the scientific literature on public health and disparities. 
• Decision-Making: Ability to conduct and interpret findings from basic analysis of 


data on health or disparity issues. 
• Communication: Ability to communicate orally and in writing about concepts in 


epidemiology and health disparities. 
  
 
Spanish Minor 
Upon finishing the Spanish minor, we expect students to have developed supporting 
skills in critical thinking, written expression, reading, listening and oral proficiency in 
Spanish, meaning that students will: 


• Possess Spanish listening and speaking skills equivalent at least to the advanced 
level of the ACTFL Proficiency Guidelines: Understand the main ideas of most 
speech in a standard dialect and use oral Spanish to speak about a variety of 
everyday activities, school, and work situations, but also to support opinions, 
explain in detail and hypothesize. 


• Possess Spanish reading skills equivalent at least to the advanced level of the 
ACTFL Proficiency Guidelines: Understand parts of texts that are conceptually 
abstract and linguistically complex; demonstrate awareness of the aesthetic 
properties of language and of its literary styles, which permits comprehension of 
a wider variety of texts, including literary texts. 


• Possess Spanish writing skills equivalent at least to the advanced level of the 
ACTFL Proficiency Guidelines: the student will be able to write about a variety of 
topics with significant precision and detail, and to produce organized 
compositions and short research papers. 


• Be able to identify the linguistic and pragmatic components of the Spanish 
language. 


• Demonstrate in their oral presentations, compositions, research papers and 
other class assignments a reasonable knowledge of the ways of thinking, 
behavioral practices, and the cultural products of the Spanish-speaking world. 


 
 
Writing Minor 
After completing the minor curriculum, students will be well prepared to do the 
following activities: 


• Collaborate successfully as members of an academic community; 
• Analyze and apply the requisite styles, structures, and standards of relevant 


professions, genres, and academic disciplines; 
• Apply ethical standards to the practice of academic research and public 


discourse; 



http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=152&contentid=188�

http://ssha.ucmerced.edu/2.asp?uc=1&lvl2=94&lvl3=94&lvl4=154&contentid=190�
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• Demonstrate thorough engagement with the iterative processes of reading, 
writing, and speaking; 


• Craft language that reveals aesthetic awareness. 
 
 
II.  GRADUATE PROGRAMS 
 
Environmental Systems, M.S., Ph.D. 
The overarching goal of the Environmental Systems (ES) program is that its graduates be 
knowledgeable and professionally competent in one or more areas of environmental 
systems.  The following program learning outcomes (PLOs) are being used to attain this 
goal: 


• PLO-1: Core Knowledge - Graduates will be knowledgeable, skillful, and self-
directed in the observation and analysis of environments systems in terms of 
their capacity to: 
a. (M.S. graduates) Design experiments with appropriate controls and 


conduct original research, with an appropriate level of supervision, in the 
context of an M.S. project or thesis 


b. (Ph.D. graduates) Independently identify important research questions, 
formulate experimental plans, data analysis, and formulation of 
conclusions in the context of a doctoral dissertation 


• PLO-2: Communication Skills - Graduates will be conversant in at least two 
area(s) of environmental systems, and be adept at oral, written, and visual 
communication of research results to peers and non-technical decision 
makers 


• PLO-3: Ethics, Community, and Lifelong Learning - Graduates will understand 
the importance of research and professional ethics, engagement in the needs 
of their community, and life-long learning  


• PLO-4: Career Placement and Advancement - Graduates will find suitable career 
placement and achieve advancement in government agencies, non-
government organizations, private industry, and academic teaching and 
research institutions 


 


Cognitive and Information Sciences,1


• PLO 1: Understanding foundational concepts in cognitive and information 
sciences.  


 Ph.D. 


• PLO 2: Skillful use of foundational methods in cognitive and information 
sciences.  


• PLO 3: Scientific communication skills.  
• PLO 4: An ability to integrate knowledge across the disciplines that compose 


cognitive and information sciences.  
                                                 
1 Pending CCGA and WASC Substantive Change Approval 
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• PLO 5: Expertise in a specific scientific domain.  
 
 
Psychological Sciences,1 Ph.D. 


• Core Knowledge: Graduate students will demonstrate advanced knowledge in a 
specialized area of Psychological Sciences of their choosing.  


•  Statistics and Methods: Graduate students will demonstrate skills in the use of 
the basic data gathering methods and statistical techniques used for typical 
analyses in conducting research in the Psychological Sciences.  


• Pedagogy: Graduate students will participate in classroom pedagogy used in 
undergraduate education.  


• Writing: Graduate students will produce written communications of the quality 
and in the style expected in Psychological Science.  


• Professionalism: Graduate students know and participate in the intellectual and 
organizational aspects of the profession of psychology. 


• Independent Research: Graduate students will conduct independent research 
resulting in an original contribution to knowledge in the Psychological Sciences, 
including all steps from generating an original question to writing a manuscript 
describing all aspects of the study.   


 
 
Quantitative and Systems Biology,1  M.S., Ph.D. 


• Knowledge and understanding of quantitative (statistical, computational, and 
model-dependent) and high-throughput experimental systems approaches to 
biological problems, and demonstrated ability to conceive, plan, execute and/or 
interpret the application of these approaches to research questions.  


• Knowledge and understanding of ethical standards in proposing and executing 
professional scientific research. 


• The ability to effectively assist in the teaching of science in a classroom 
environment, and engage in effective communication of original and existing 
scientific inquiry and results orally and in writing.  


• Ability to undertake and demonstrate original graduate-level scholarship in 
specialized areas of biology, including integrative command of historical and 
current literature and broader scientific context, and identification of open 
research problems.  


• Ability to propose and defend a feasible research plan to apply scientific 
techniques to open research problems and execute, complete and defend 
original research that advances scientific knowledge.  
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GRADUATE EMPHASIS AREAS UNDER THE INDIVIDUAL GRADUATE PROGRAM, M.S., 
Ph.D. 
 
Applied Mathematics 
Upon graduating, we expect students completing the MS and PhD degrees in AMGS to 
become effective and responsible problem solvers, meaning that students will be able 
to  


• Solve advanced mathematical problems using analytical methods. 
• Solve advanced mathematical problems using computational methods. 
• Recognize the relationships between different areas of mathematics and the 


connections between mathematics and other disciplines. 
• Give clear and organized written and verbal explanations of mathematical ideas 


to a variety of audiences including teaching undergraduate students. 
• Model real-world problems mathematically and analyze those models using their 


mastery of the core concepts.  
• Become skilled in ethics and responsible conduct of research and learn how to 


apply those skills to everyday situations.   
 
Biological Engineering and Small-scale Technologies 


• PLO-1: Core Knowledge – Graduates will possess the fundamental knowledge 
needed to understand and critically evaluate current research literature in their 
chosen field of biological engineering, materials science and engineering, and 
micro/nanotechnology. 


• PLO-2: Research Competency – Graduates will have the skill and knowledge to: 
o (M.S. graduates) Be proficient in laboratory and/or theoretical techniques 


necessary to contribute to knowledge in their chosen field, under 
appropriate supervision and in the context of a M.S. thesis or project 


o (Ph.D. graduates) Independently identify new research opportunities, 
plan effective strategies for pursuing these opportunities, and conduct 
research that makes a new contribution to knowledge in their chosen 
field.  


• PLO-3: Communication Skills - Graduates will be adept at oral and written 
communication of research results in their field to expert and non-expert 
audiences. 


• PLO-4: Ethics - Graduates will understand and promulgate the importance of 
research and professional ethics, and maintaining the trust of governmental and 
non-governmental scientific organizations, professional colleagues, and the 
public. 
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Electrical Engineering and Computer Science 
Upon receiving a degree in EECS we expect our students to demonstrate: 


• Mastery of a broad and working knowledge of the principles of electrical 
engineering and computer science; 


• An ability to apply knowledge of computing, mathematics, science and 
engineering to solve problems in multidisciplinary research; 


• An ability to analyze a problem, and identify and define the hardware and 
software requirements appropriate to its solution; 


• An ability to design and conduct experiments and numerical simulations of 
complex electrical, electronic and computer systems to analyze and interpret 
general scientific and engineering information; 


• An ability to apply design and development principles in the construction and 
implementation of hardware and/or software systems of varying complexity to 
meet desired needs; 


• An ability to continue to learn and use new techniques, skills and engineering 
and scientific tools for research in electrical engineering and computer science; 


• A dedication to advance engineering research , to discover new knowledge, 
develop new methodologies, promote innovative thinking, and research output 
in engineering and science; 


• A high standard of professional and research ethics; 
• An ability to communicate effectively with a range of technical audiences.  


 
 


Mechanical Engineering and Applied Mechanics (MEAM) 
Upon receiving a graduate degree in MEAM, we expect our students to demonstrate: 


• Mastery of a broad and working knowledge of the principles of mechanical 
engineering and applied mechanics ; 


• An ability to apply advanced concepts of mathematics, science, and engineering 
to solve problems in multidisciplinary research; 


• An ability to design and conduct experiments and numerical simulations of 
complex mechanical systems, to analyze, and interpret general scientific and 
engineering information; 


• An ability to design and analyze advanced systems, components, and processes 
in their professional practice; 


• An ability to continue to learn and use new techniques, skills, and engineering 
and scientific tools for research in mechanical engineering and applied 
mechanics; 


• A dedication to advanced engineering research to discover new knowledge, 
develop new methodologies, promote innovative thinking and research output 
in engineering and science; 


• A high standard of professional ethics; 
• An ability to communicate effectively. 
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Physics & Chemistry 
Graduates of the Chemistry Ph.D. emphasis area will: 


• Possess the fundamental knowledge needed to understand and critically 
evaluate current research in their chosen subfield of chemistry. 


• Be proficient in laboratory, theoretical, and/or computational techniques 
necessary to contribute to knowledge in their chosen subfield of chemistry.  


• Communicate fundamental concepts in their field as well as their own research 
effectively, in both written and oral form, to expert and non-expert audiences.  


• Identify new research opportunities, plan effective strategies for pursuing these 
opportunities, and conduct research that makes a new contribution to 
knowledge in their chosen subfield of chemistry.  
 


Graduates of the Physics Ph.D. emphasis area will: 
• Possess a broad foundation in the fundamentals of Physics, and a deep 


understanding of their chosen subfield, that will permit them to understand and 
critically evaluate current research. 


• Have sufficient laboratory, theoretical, and/or computational skills necessary to 
contribute to knowledge in their chosen subfield. 


• Identify new research opportunities, plan effective strategies for pursuing these 
opportunities, and conduct research that makes a new contribution to 
knowledge in their chosen subfield of Physics. 


• Be able to communicate fundamental concepts of Physics as well as details of 
their own research, in both written and oral form, to expert and non-expert 
audiences. 
 
 


World Cultures 
• Become proficient in research methods appropriate to the study of world 


cultures. 
• Understand and apply critique, analysis, and theory relevant to the study of 


world cultures. 
• Demonstrate proficiency in world cultures research, analysis, and critique 


through exams, papers and theses. 
• Contribute new knowledge to the study of world cultures.  
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 Faculty Accreditation Report – Due 30 January 2009  


Outline  
Dear FAO,  


This document outlines in more detail the narrative summary of the assessment plan due January 30, 2009. As 
you will see in Section II below, it also highlights connections between the assessment plan and the Inventory of 
Educational Effectiveness Indicators (an excel file), a required WASC exhibit also due January 30th.  


For detailed information regarding FAO responsibilities including a timeline, please see the FAO Activities and 
Schedule handout. Copies of this document as well as the Inventory of Educational Effectiveness Indicators can 
be found at http://crte.ucmerced.edu/program-learning-outcomes-resources 


TABLE OF CONTENTS (page 1 double spaced)   


under Resources for Faculty 
Accreditation Organizers. If you have any questions, please contact Laura Martin at lmartin@ucmerced.edu.  


SECTION I: PROGRAM DESCRIPTION - MAJOR AND/OR MINOR (1-3 pages double spaced)  


Description of Program  
How does your program reflect current or emerging trends in your respective field? What is 
distinctive about your program? Do students collaborate on research projects or engage in other 
distinctive learning experiences?    How does your program prepare your graduates for further 
educational and/or professional development?1


  


 
 


SECTION II: ASSESSMENT PLAN – MAJOR AND/OR MINOR (3-9 pages double spaced)  


Part A:  Timeline & Goals   
In general, what is your timeline and what are your goals for your assessment plan? 


 
Part B:     Outline of PLOs   


Please outline your Program Learning Outcomes. Where will they be published or otherwise 
communicated to students and other stakeholders and by when? (See Question 2 of the Inventory 
of Educational Effectiveness Indicators.)  


 
Part C:     Evidence   


For each PLO, what kind of direct (student work) and indirect evidence (ex. surveys, focus groups) 
will be gathered and examined?  How will data be analyzed?  How will findings be used to improve 
student learning? (See Questions 3 & 5 of the Inventory of Educational Effectiveness  
Indicators.) 


Part D:     Process  
How and when will assessment for student achievement of each PLO occur?  Please outline a brief 
plan for each year.  


                                                           
1If the program offers a minor that is a reduced version of your major, please briefly describe the relationship between the 
minor and major. If your program offers a minor with no relationship to a major, please simply complete all elements of this 
report with respect to that minor degree.  
 







Part E:    Participants   
Who will participate in implementing your assessment plan including evidence collection, data 
analysis, dissemination of results, and implementation of findings to improve student learning? (See 
Question 4 of the Inventory of Educational Effectiveness Indicators.) 


Part F:    Minor  
If your program involves a minor that is a reduced version of the major, please describe the learning 
achievements expected of the minor and how the program will assess this learning.   


 
Part G:   Self-Evaluation using the WASC Rubric for Assessing the Quality of Academic Program Learning 


Outcomes. 
For each of the rubric’s five criteria, please indicate the level of development of your program (Initial, 
Emerging, etc.), and briefly explain this rating. Programs should be working toward “Developed.” The 
rubric is appended to this packet. 


 
SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM GOALS/OUTCOMES – MAJOR 
AND/OR MINOR (~ 3 pages double spaced)  


Part A:  Program and Institutional Goals/Outcomes   
In what ways does your program reflect institutional goals? For context, please see UC Merced’s 
Eight Guiding Principles of General Education, and / or UC Merced’s Mission Statement (appended) 
that identifies our campus as a “student-centered research university.”  Please include a curriculum 
map describing relationship between the program learning outcomes and the Eight Guiding 
Principles of General Education. A template is appended.  


 
Part B:     Program & School Goals (as applicable)  


How does your program complement your School’s identity and learning goals? 
 


Part C:    Program & Course (Student) Learning Outcomes 
How does your curriculum support your Program Learning Outcomes? Please provide a curriculum 
map illustrating how the program’s courses support its learning outcomes (i.e. the alignment 
between course and program level outcomes).  See http://crte.ucmerced.edu/program-learning-
outcomes-resources for examples.   


 



http://crte.ucmerced.edu/program-learning-outcomes-resources�

http://crte.ucmerced.edu/program-learning-outcomes-resources�





APPENDIX:  Eight Guiding Principles of General Education  


Scientific Literacy: To have a functional understanding of scientific, technological and quantitative information, 
and to know both how to interpret scientific information and effectively apply quantitative tools;  


Decision Making: To appreciate the various and diverse factors bearing on decisions and the know-how to 
assemble, evaluate, interpret and use information effectively for critical analysis and problem solving;  


Communication: To convey information to and communicate and interact effectively with multiple 
audiences, using advanced skills in written and other modes of communication;  


Self and Society: To understand and value diverse perspective in both the global community contexts of modern 
society in order to work knowledgeably and effectively in an ethnically and culturally rich setting;  


Ethics and Responsibility:  To follow ethical practices in their professions and communities, and care for future 
generations through sustainable living and environmental and societal responsibility;  


Leadership and Teamwork:  To work effectively in both leadership and team roles, capably making 
connections and integrating their expertise with the expertise of others;  


Aesthetic Understanding Creativity:  to appreciate and be knowledgeable about human creative 
expression, including literature and the arts; and  


Development of Personal Potential:  To be responsible for achieving the full promise of their abilities, 
including psychological and physical well-being.  
 







APPENDIX:  UC Merced Mission  


UC Merced Mission Statement—November 2005  


The University of California, Merced’s mission is embodied in its proud claim of being the first American research 
university of the twenty-first century. As the tenth campus of the University of California, UC Merced will 
achieve excellence in carrying out the University’s mission of teaching, research and service, benefiting society 
through discovering and transmitting new knowledge and functioning as an active repository of organized 
knowledge. As a key tenet in carrying out this mission, UC Merced promotes and celebrates the diversity of all 
members of its community.  


A research university is a community bound by learning, discovery and engagement. As the first American 
student-centered research university of the twenty-first century, UC Merced’s strong graduate and research 
programs will mesh with high quality undergraduate programs. New knowledge increasingly depends on links 
among the disciplines, working together on questions that transcend the traditional disciplines. UC Merced 
fosters and encourages cross-disciplinary inquiry and discovery.  


Interdisciplinary practice in research will nourish undergraduate learning, building a foundation in connecting 
the ways that academic disciplines understand and grapple with society’s problems. Undergraduates will 
experience education inside and outside the classroom, applying what they learn through undergraduate 
research, service learning and leadership development. As apprentice scholars, graduate students will build 
their understanding of and ability to do independent research in their chosen field, as the groundwork for 
entering professional life. Lifelong learners will continue to hone their knowledge and workplace skills.  


The twenty-first century has opened with the promise of new ways of connecting people to new knowledge and 
to one another. UC Merced opens as a network, not simply a single place, linking its students, faculty and staff to 
the educational resources of the state, nation and world. The idea of network extends to UC Merced’s 
relationships with neighboring institutions: educational, cultural and social. Born as a member of the 
distinguished network known as the University of California, UC Merced seeks strong and mutually supportive 
relationships with a variety of collaborators in its region: public and private colleges and universities; federal and 
state organizations that share UC Merced’s educational and research goals; and cultural and social institutions.  


The idea of network will also be realized through the physical and intellectual integration between UC Merced 
and its surrounding community. The campus is planned as a model of physical sustainability for the twenty-
first century, inviting all members of the campus and surrounding community to think and act as good 
stewards of the environment that they will convey to future generations.  


UC Merced celebrates its location in the San Joaquin Valley, reflecting the poetry of its landscape, history, 
resources and diverse cultures, while capitalizing on and expanding the Valley’s connections to the emerging 
global society. UC Merced recognizes that research that begins with the natural laboratory at home can extend 
what is known in the state, nation and world.  


APPENDIX:  Link to Center for Research on Teaching Excellence resources on Program Learning 
Outcomes  


http://crte.ucmerced.edu/program-learning-outcomes-resources  







 
 


 
PROGRAM LEARNING OUTCOMES 


Rubric for Assessing the Quality of Academic Program Learning Outcomes 
 
 


Criterion Initial Emerging Developed Highly Developed 
Comprehensive 
List 


The list of outcomes is 
problematic: e.g., very incomplete, 
overly detailed, inappropriate, 
disorganized. It may include only 
discipline-specific learning, 
ignoring relevant institution-wide 
learning. The list may confuse 
learning processes (e.g., doing an 
internship) with learning outcomes 
(e.g., application of theory to real-
world problems). 


The list includes reasonable 
outcomes but does not specify 
expectations for the program 
as a whole. Relevant 
institution-wide learning 
outcomes and/or national 
disciplinary standards may be 
ignored. Distinctions between 
expectations for 
undergraduate and graduate 
programs may be unclear. 


The list is a well-organized set of 
reasonable outcomes that focus on 
the key knowledge, skills, and 
values students learn in the 
program. It includes relevant 
institution-wide outcomes (e.g., 
communication or critical thinking 
skills). Outcomes are appropriate 
for the level (undergraduate vs. 
graduate); national disciplinary 
standards have been considered. 


The list is reasonable, appropriate, and 
comprehensive, with clear distinctions 
between undergraduate and graduate 
expectations, if applicable. National 
disciplinary standards have been 
considered. Faculty have agreed on 
explicit criteria for assessing students’ 
level of mastery of each outcome.  


Assessable 
Outcomes 


Outcome statements do not 
identify what students can do to 
demonstrate learning. Statements 
such as “Students understand 
scientific method” do not specify 
how understanding can be 
demonstrated and assessed. 


Most of the outcomes indicate 
how students can demonstrate 
their learning. 


Each outcome describes how 
students can demonstrate learning, 
e.g., “Graduates can write reports 
in APA style” or “Graduates can 
make original contributions to 
biological knowledge.”  


Outcomes describe how students can 
demonstrate their learning. Faculty have 
agreed on explicit criteria statements, 
such as rubrics, and have identified 
examples of student performance at 
varying levels for each outcome. 


Alignment There is no clear relationship 
between the outcomes and the 
curriculum that students 
experience. 


Students appear to be given 
reasonable opportunities to 
develop the outcomes in the 
required curriculum.  


The curriculum is designed to 
provide opportunities for students 
to learn and to develop increasing 
sophistication with respect to each 
outcome. This design may be 
summarized in a curriculum map. 


Pedagogy, grading, the curriculum, 
relevant student support services, and co-
curriculum are explicitly and intentionally 
aligned with each outcome. Curriculum 
map indicates increasing levels of 
proficiency. 


Assessment 
Planning 


There is no formal plan for 
assessing each outcome. 


The program relies on short-
term planning, such as 
selecting which outcome(s) to 
assess in the current year. 


The program has a reasonable, 
multi-year assessment plan that 
identifies when each outcome will 
be assessed. The plan may 
explicitly include analysis and 
implementation of improvements. 


The program has a fully-articulated, 
sustainable, multi-year assessment plan 
that describes when and how each 
outcome will be assessed and how 
improvements based on findings will be 
implemented. The plan is routinely 
examined and revised, as needed. 


The Student 
Experience 


Students know little or nothing 
about the overall outcomes of the 
program. Communication of 
outcomes to students, e.g. in 
syllabi or catalog, is spotty or 
nonexistent.   


Students have some 
knowledge of program 
outcomes. Communication is 
occasional and informal, left to 
individual faculty or advisors. 


Students have a good grasp of 
program outcomes. They may use 
them to guide their own learning. 
Outcomes are included in most 
syllabi and are readily available in 
the catalog, on the web page, and 
elsewhere.  


Students are well-acquainted with 
program outcomes and may participate in 
creation and use of rubrics. They are 
skilled at self-assessing in relation to the 
outcomes and levels of performance. 
Program policy calls for inclusion of 
outcomes in all course syllabi, and they 
are readily available in other program 
documents.  


F:\PUBLICATIONS\Resources\080430_Rubrics.doc 







How Visiting Team Members Can Use the Learning Outcomes Rubric  
Conclusions should be based on a review of learning outcomes and assessment plans. Although you can make some preliminary judgments about 
alignment based on examining the curriculum or a curriculum map, you will have to interview key departmental representatives, such as department 
chairs, faculty, and students, to fully evaluate the alignment of the learning environment with the outcomes.  
 
The rubric has five major dimensions:  
1. Comprehensive List. The set of program learning outcomes should be a short but comprehensive list of the most important knowledge, skills, and 


values students learn in the program, including relevant institution-wide outcomes such as those dealing with communication skills, critical thinking, 
or information literacy. Faculty generally should expect higher levels of sophistication for graduate programs than for undergraduate programs, and 
they should consider national disciplinary standards when developing and refining their outcomes, if available. There is no strict rule concerning the 
optimum number of outcomes, but quality is more important than quantity. Faculty should not confuse learning processes (e.g., completing an 
internship) with learning outcomes (what is learned in the internship, such as application of theory to real-world practice). Questions. Is the list 
reasonable, appropriate and well-organized? Are relevant institution-wide outcomes, such as information literacy, included? Are distinctions between 
undergraduate and graduate outcomes clear? Have national disciplinary standards been considered when developing and refining the outcomes? 
Are explicit criteria – as defined in a rubric, for example – available for each outcome? 


2. Assessable Outcomes. Outcome statements should specify what students can do to demonstrate their learning. For example, an outcome might 
state that “Graduates of our program can collaborate effectively to reach a common goal” or that “Graduates of our program can design research 
studies to test theories and examine issues relevant to our discipline.” These outcomes are assessable because faculty can observe the quality of 
collaboration in teams, and they can review the quality of student-created research designs. Criteria for assessing student products or behaviors 
usually are specified in rubrics, and the department should develop examples of varying levels of student performance (i.e., work that does not meet 
expectations, meets expectations, and exceeds expectations) to illustrate levels. Questions. Do the outcomes clarify how students can demonstrate 
learning? Have the faculty agreed on explicit criteria, such as rubrics, for assessing each outcome? Do they have examples of work representing 
different levels of mastery for each outcome? 


3. Alignment. Students cannot be held responsible for mastering learning outcomes unless they have participated in a program that systematically 
supports their development. The curriculum should be explicitly designed to provide opportunities for students to develop increasing sophistication 
with respect to each outcome. This design often is summarized in a curriculum map—a matrix that shows the relationship between courses in the 
required curriculum and the program’s learning outcomes. Pedagogy and grading should be aligned with outcomes to foster and encourage student 
growth and to provide students helpful feedback on their development. Since learning occurs within and outside the classroom, relevant student 
services (e.g., advising and tutoring centers) and co-curriculum (e.g., student clubs and campus events) should be designed to support the 
outcomes. Questions. Is the curriculum explicitly aligned with the program outcomes? Do faculty select effective pedagogy and use grading to 
promote learning? Are student support services and the co-curriculum explicitly aligned to promote student development of the learning outcomes? 


4. Assessment Planning. Faculty should develop explicit plans for assessing each outcome. Programs need not assess every outcome every year, 
but faculty should have a plan to cycle through the outcomes over a reasonable period of time, such as the period for program review cycles. 
Questions. Does the plan clarify when, how, and how often each outcome will be assessed? Will all outcomes be assessed over a reasonable 
period of time? Is the plan sustainable, in terms of human, fiscal, and other resources? Are assessment plans revised, as needed? 


5. The Student Experience. At a minimum, students should be aware of the learning outcomes of the program(s) in which they are enrolled; ideally, 
they should be included as partners in defining and applying the outcomes and the criteria for levels of sophistication. Thus it is essential to 
communicate learning outcomes to students consistently and meaningfully. Questions: Are the outcomes communicated to students? Do students 
understand what the outcomes mean and how they can further their own learning? Do students use the outcomes and criteria to self-assess? Do 
they participate in reviews of outcomes, criteria, curriculum design, or related activities? 
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Dear FAO’s, 
 
Please find on the following page a template for a curriculum map to visually represent the alignment of 
Program’s Learning Outcomes (PLOs) with the Eight Guiding Principles of General Education. A review of 
these relationships is requested in Section III, Part A of the Faculty Accreditation Report Outline.  
 
Often, such maps facilitate insight into curriculum in ways that are more efficient than narrative alone. For 
example, by visually illustrating how educational efforts are distributed with respect to intended student 
learning outcomes, they can help identify useful points for engaging with the curriculum.  
 
Please note that this table is meant to summarize, rather than completely replace, your program’s reflections on 
the contributions it makes to student engagement with the Eight Guiding Principles. 
 
Please number your PLOs. Enter these numbers in the far left column under PLO. Then use an X, or symbol of 
your choice, to indicate that a given PLO supports student achievement of a given Guiding Principle. 
 
Finally, replace the red X’s in the table’s heading with the relevant information (table number and name of your 
program). 
 
 


Scientific Literacy:  To have a functional understanding of scientific, technological and quantitative 
information, and to know both how to interpret scientific information and effectively apply quantitative tools; 


Eight Guiding Principles of General Education 


 
Decision Making:  To appreciate the various and diverse factors bearing on decisions and the know-how to 
assemble, evaluate, interpret and use information effectively for critical analysis and problem solving; 
 
Communication:  To convey information to and communicate and interact effectively with multiple audiences, 
using advanced skills in written and other modes of communication; 
 
Self and Society:  To understand and value diverse perspective in both the global community contexts of 
modern society in order to work knowledgeably and effectively in an ethnically and culturally rich setting; 
 
Ethics and Responsibility:  To follow ethical practices in their professions and communities, and care for 
future generations through sustainable living and environmental and societal responsibility; 
 
Leadership and Teamwork:  To work effectively in both leadership and team roles, capably making 
connections and integrating their expertise with the expertise of others; 
 
Aesthetic Understanding Creativity:  to appreciate and be knowledgeable about human creative expression, 
including literature and the arts; and 
 
Development of Personal Potential:  To be responsible for achieving the full promise of their abilities, 
including psychological and physical well-being. 







 
Table X: A curriculum map representing the alignment between XXXXX Program Learning Outcomes and the 
Eight Guiding Principles of General Education.  
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Abstract 
 
 This document serves as an update to and revision of the Anthropology Faculty Accreditation Report 
prepared in January of 2009, updating enrollment information for the major and minor as of Fall 2009, 
adding new courses approved in AY 2009-10 to the curricular map, and revising the programmatic 
assessment plan based on Anthropology faculty experience with the assessment process as of January 
2010.  The latter includes: (1) an update of progress made in assessment by faculty during Year 1; (2) the 
allowance for ongoing assessment revisions from one year to the next, as faculty have recognized the 
iterative nature of assessment planning and implementation; and (3) the suspension of plans for use of 
electronic portfolios for student self-evaluation given issues of implementation and limited information 
likely to be obtained via this method due, in part, to the small size of the major. 







SECTION I: PROGRAM DESCRIPTION 
 
 Through the specific perspectives and methods of socio-cultural, archaeological, and biological 


anthropology, anthropology students learn how the human experience (past and present) is constituted 


through the interaction of social, cultural, political, material, historical, environmental, and biological 


factors. In recent years, however, many large anthropology programs have fractured along subdisciplinary 


lines, while other divided programs now seek strategies to reintegrate the subfields of the discipline into 


an integrated program.  Thus, the UCM Anthropology program considered the current disciplinary 


context and potential unique contribution of the program in developing our program goals, learning 


outcomes, and curriculum.  The UCM Anthropology major (B.A.) is “standard” in that we incorporate 


three major subfields of anthropology (the minor requires exposure to a minimum of two subfields).  Only 


linguistic anthropology is not included, although in the last 20 years this subfield has faded from many of 


the top programs across the country, including at UC Berkeley.  Conversely, the program is relatively 


unique in the explicit emphasis on the research questions and topics related to the dynamics of human 


societies past and present that can be shared by sub-field practitioners yet explored and illuminated 


differently through distinct methodologies and lines of evidence.  This contrasts with more traditional 


programs that take a geographic approach. 


 To accomplish these integrative goals, the Anthropology major and minor both place a greater 


emphasis on methods than is typical of many other top anthropology programs and the major also 


encompasses a greater diversity of methods than is typical for an undergraduate program.  Thus, our 


curriculum not only emphasizes research training on issues pertinent to today’s world, it also highlights 


the way that anthropologists increasingly work with people and material culture, as well as with archival 


records and other sources of documentary evidence.  The program defines itself through the integration of 


the subfields and responds to emerging trends in the discipline in which archaeologists and biological 


anthropologists (for example) are more and more likely to have to consult with descendent communities, 


or socio-cultural anthropologists may act as consultants with indigenous or ethnic communities seeking to 


control or derive information from ancient objects or remains to represent heritage or possibly to assert 
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sovereignty.  Further, how subfield-based anthropological knowledge has been utilized in the past and 


present by contemporary states and societies is of vital interest to the discipline as a whole. 


 The major and minor in Anthropology emphasize how topics and issues central to the human 


experience such as migration, gender, power, health, kinship, race, and identity are examined and 


understood through diverse anthropological methodologies.  Following foundational courses in the three 


subfields (two subfields for the minor), students explore particular socio-cultural, archaeological, and 


biological perspectives on such thematic issues in greater depth in upper division courses.  Significantly, 


such courses may specifically engage perspectives from two or more subfields.  A few courses consider a 


range of topics within a specific geographical area, while acknowledging certain limitations to the area 


studies configuration of knowledge. 


 The major and minor in Anthropology at UCM are both designed to allow students develop critical 


skills in thought, written and oral expression, and the application of knowledge, as well as a valuable 


understanding of human cultural diversity.  In an increasingly globalized world in which interaction with 


people of diverse cultures is becoming the norm, developing a cross-cultural understanding about the 


complexities of human societies past and present is what makes anthropology an ideal education for the 


21st century.  The B.A. in Anthropology is valuable preparation for a career in law, medicine, education, 


business, government, museums, and various areas of non-profit, public, and international service, 


including public policy and cultural resource management.  The Anthropology major also provides a 


strong foundation for graduate study in any subfield of anthropology, while the minor is an excellent 


complement to students pursuing undergraduate degrees in other social sciences, natural sciences, 


engineering, or the humanities.  Finally, by offering undergraduate majors opportunities to work with 


faculty research and apply knowledge and skills to local communities, agencies, and business through 


service learning and internships, students are further prepared for advanced study and successful careers. 


 Since the major requires methodological training in three subfields of anthropology, undergraduate 


majors are provided with hands-on experience that will enhance their ability to engage in anthropological 


research.  The faculty is committed to providing undergraduate majors and minors with opportunities to 
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either carry out independent research or work on faculty research projects.  The anthropology faculty has 


already generated research projects that involve the participation of undergraduate majors.  In addition, 


the anthropology faculty has demonstrated their ability to create successful service-learning experiences 


for the program.  Service-learning has enhanced learning by enabling students to connect classroom 


knowledge to local communities, agencies, and organizations; and, importantly, allowed students to 


contribute their time and skills to particular real world projects and issues providing valuable experiences 


that may lead to future careers.  Student evaluations of teaching indicate that service-learning experiences 


provided in anthropology thus far were highly valued. 


 
SECTION II: ASSESSMENT PLAN 
 
 The Anthropology Program at UC Merced emphasizes and integrates the three primary subfields of 


anthropology: archaeological anthropology, biological anthropology and socio-cultural anthropology.  


The learning goals for students majoring or minoring in Anthropology at UC Merced are:  


 Develop an issues-based approach to anthropological knowledge and practice that emphasizes 


common topics shared by multiple sub-fields;  


 Cultivate an understanding of human cultural and biological similarity and difference across time 


and space;  


 Develop skills to effectively collect, analyze, synthesize, and present anthropological data.   


 Students majoring or minoring in Anthropology at UC Merced develop a holistic view of the 


complexities of human societies past and present and around the world.  Students conduct anthropological 


research, critically analyze anthropological scholarship, and demonstrate the ability to communicate 


anthropological knowledge in different mediums to a range of audiences. Finally, as students majoring or 


minoring in Anthropology understand the social worlds of others, they demonstrate that they better 


understand their own world, including their place in an increasingly globalizing world. 
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Part A: Timeline and Goals 


 The Anthropology minor was launched in Fall 2007 and the major was launched in Fall 2008.  From 


the initial cohort of  four Anthropology majors and 12 minors, the enrollment has grown to 18 majors and 


11 minors as fo Fall 2009 and we expect to continues steady growth over the next few years.  The number 


of tenure-track anthropology faculty is currently small, as well, and is also expected to grow slowly.  


Given our current faculty to student ratio and projected rate of growth, we have decided not to incorporate 


a capstone course or requirement into our major at this time. When our faculty is large enough to direct a 


capstone course in addition to core coursework, we will revisit that decision as we understand that a 


formal capstone can serve an as an excellent program assessment measure. 


 As a new program, we are using the first three years of our assessment efforts to put in place an 


assessment tools to determine the success of our students in reaching the above six learning outcomes 


and, if necessary, help us reshape and develop appropriate curriculum in Anthropology. Such a phased 


approach to assessment is appropriate, since the number of majors will be small and, thus, statistically 


insufficient for significant program revision and decision-making on an annual basis.  We must depend on 


cumulative data developed over several years, while still actively seeking to improve student success in 


light of our program learning objectives.  Since we will have no graduating majors until the end of the  


first year of our original assessment plan (i.e., Spring 2010), Year 1 (AY 2009-10) focused on developing 


appropriate course and program assessment tools, while these tools also began to be applied, assessed, 


and, as necessary, revised. 


 


Part B: Outline of Program Learning Outcomes 


 Six Program Learning Outcomes have been identified for the Anthropology major.  Upon graduation, 


students majoring in Anthropology will: 


 Outcome #1: Possess and apply fundamental anthropological knowledge, including terminology, 


concepts, intellectual traditions, and theoretical approaches 
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 Outcome #2: Identify and analyze common topics of research shared by the sub-fields of 


anthropology 


 Outcome #3: Understand ethics and responsibility in the practice of anthropology and in our roles 


as citizens 


 Outcome #4: Recognize and appreciate what it means to be human and how ethnographic, 


archaeological, and biological knowledge contribute to that understanding 


 Outcome #5: Understand both qualitative and quantitative research methods as they apply to 


anthropological inquiry 


 Outcome #6: Possess skills to communicate anthropological knowledge effectively through 


writing, oral presentation, and data presentation in various formats for diverse audiences 


 These six Program Learning Outcomes have been modified somewhat for the Anthropology minor, 


reflecting the more limited scope of minor with respect to disciplinary breath and methods.  Upon 


graduation, students minoring in Anthropology will: 


 Outcome #1: Possess and apply fundamental anthropological knowledge, including terminology, 


concepts, intellectual traditions, and theoretical approaches 


 Outcome #2: Identify and analyze common topics of research shared by the sub-fields of 


anthropology 


 Outcome #3: Understand ethics and responsibility in the practice of anthropology and in our roles 


as citizens 


 Outcome #4: Recognize and appreciate what it means to be human and how anthropological sub-


fields contribute to that understanding 


 Outcome #5: Understand research methods as they apply to anthropological inquiry 


 Outcome #6: Possess skills to communicate anthropological knowledge effectively in various 


formats for diverse audiences 
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 Anthropology program goals and learning outcomes for the major are posted on the UCM 


Anthropology Program website (anth.ucmerced.edu). 


 


Part C: Evidence 


 The following specifies the evidence of achievement for each Learning Outcome that serve as the 


basis for assessing the program success for students majoring in anthropology.  Since Learning Outcomes  


(#1-6) for the minor align with those of the major, the same evidence applies to both the major and the 


minor. 


 Possess and apply fundamental anthropological knowledge, including terminology, concepts, 


intellectual traditions, and theoretical approaches (Outcome #1) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Identify and define key concepts applied in either historical or contemporary 


anthropological studies 


 Identify and distinguish the major theoretical approaches that have shaped the 


discipline of anthropology over time 


 Identify how and why anthropological perspectives and practices have changed 


over time 


 Understand how anthropological thought has influenced or been influenced by 


other disciplines in the social sciences, natural sciences, and humanities 


 Appraise anthropology as a dynamic and self-reflexive discipline 


 Identify and analyze common topics of research shared by the sub-fields of anthropology 


(Outcome #2) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Distinguish how the sub-fields of anthropology approach a common research 


topic 
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 Understand how an issues-based perspective differs from other anthropological 


approaches and how this fosters both sub-field integration and interdisciplinarity 


 Compare and contrast the anthropological knowledge of a particular topic as 


applied to different societies across time and/or space 


 Understand ethics and responsibility in the practice of anthropology and in our roles as citizens 


(Outcome #3) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Identify key ethical responsibilities of anthropologists 


 Identify and discuss ethical concerns that can arise in the context of 


anthropological research 


 Identify and analyze ethical debates within the discipline of anthropology, 


including the actual or potential uses or abuses of anthropological knowledge and 


practice 


 Recognize and appreciate what it means to be human and how ethnographic, archaeological, and 


biological knowledge contribute to that understanding (Outcome #4) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Identify and discuss the factors that influence biological and cultural 


transformations across time and/or space 


 Demonstrate how anthropologists compare cultures and societies 


 Explain how anthropology challenges ethnocentrism and bias 


 Understand both qualitative and quantitative research methods as they apply to anthropological 


inquiry (Outcome #5) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Recognize qualitative and quantitative methods commonly used in 


anthropological research 
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 Identify the qualitative and/or quantitative methods used in specific 


anthropological case studies 


 Assess the strengths and weaknesses of various qualitative and quantitative 


methods 


 Evaluate how the use of multiple methods can enhance anthropological analysis 


 Apply one or more research methods to an anthropological research question 


 Possess skills to communicate anthropological knowledge effectively through writing, oral 


presentation, and data presentation in various formats for diverse audiences (Outcome #6) 


o Criteria (to be demonstrated through various assignments, exams, etc.): 


 Identify the fundamental components of a well-structured argument that draws on 


anthropological knowledge 


 Recognize the pros and cons of different methods of communication, including 


applicability for specific audiences 


 Possess basic knowledge of primary tools and technologies available for 


communication in various formats 


 Demonstrate the ability to communicate anthropological knowledge to others 


 At the end of each of each year, the Anthropology Program will hold a half-day, all-faculty retreat. In 


this retreat, we will review program Learning Goals and Outcomes, the results of current assessment 


methods, and course-based learning outcomes.  We will review our curriculum and our sense of student 


strengths and weaknesses as they have proceeded through our courses, and consider our department 


offerings and our assessment process.  


 At the faculty retreat, faculty will report on, analyze, and review Program Assessment Methods: 


 Course-specific rubrics:  Faculty will report on their summary results of course-specific rubrics.  


 Exit Surveys:  Faculty will analyze the summary results of exit surveys to date.  


 Alumni Surveys: Faculty will review information gathered from alumni surveys to date. 
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 Following review of the specified assessment methods, explicit discussion will identify which goals 


and outcomes are not being met adequately and how we can address any weaknesses in our upcoming 


course assignments and curricular planning.  At this time, appropriate adjustments also will be made to 


program goals and assessment plans.   


 A centralized electronic repository has been created for each year’s program assessment data, 


results, and process documentation, and a brief annual report will be prepared. 


 After year three, faculty will meet biannually to review program goals and assessment plans. 


 The faculty will meet a minimum of once a year to review and discuss the data gathered that year 


for the purpose of identifying strengths and weaknesses of the program. The faculty will discuss 


and propose changes aimed at correcting any identified deficiencies. 


 


Part D: Process 


 Year 1 (AY 2009-10):  Faculty reviewed the current Learning Goals and Objectives of the 


Anthropology Program in relationship to specific courses being taught to ensure syllabus alignment and 


to confirm that initially established goals and objectives were appropriate to our program.  A central 


electronic repository of course syllabi and documents relating to learning objectives and program 


assessment was created to facilitate both faculty review and collaboration in integrating learning goals 


and objectives. 


 Faculty developed a specific assessment rubric for ANTH 100—the core upper division required 


course in the major—that will serve as a direct measure of whether or not our Learning 


Objectives are being met for PLO #1.  The faculty met as a group to calibrate assessment under 


this rubric, complete the assessment process within this scheme, and discuss results, as detailed in 


the Fall 2009 Assessment Report.  This exercise resulted in recommendations for revisions to the 


assessment process for the upcoming year. 
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 Faculty also considered the development of critical reflection prompts to guide graduating 


student’s review and written critical reflection of a electronic portfolio of their own work, with 


this portfolio narrative to be included in all portfolios submitted to Anthropology faculty for 


review beginning year 2.  Discussions with staff from CRTE and IPA, however, led to a 


rethinking of this strategy, since electronic portfolio capacity was not yet in place at UC Merced; 


in the absence of a curricular incentive, there is no effective means to ensure that students 


complete such the reflection exercise; and as a new major, graduating seniors would not have 


anticipated the need to archive materials for such a portfolio.  In light of all of these factors as 


well as the small number of majors overall, the potential to glean meaningful data from such an 


assessment was deemed low.  Therefore, faculty decided to drop this element of assessment in 


favor of the two remaining elements originally proposed. 


 Faculty developed an exit survey for graduating majors. The anonymous survey will serve as an 


indirect measure by querying students on their perceptions of the program including the extent 


they have achieved program Learning Outcomes. With the assistance of IPA, prompts specific to 


Anthropology majors have been incorporated into the graduating senior survey.  Unlike electronic 


portfolios, the survey provides a readily available and efficient means for indirect assessment, and 


it is anticipated that assessment tool will likely be relied upon for indirect assessment instead of 


portfolios for the foreseeable future. 


 Year 2 (AY 2010-11):  Faculty will continue to review the current Learning Goals and Outcomes of 


the Anthropology Program in relationship to specific courses being taught to ensure syllabus alignment 


and to confirm that initially established goals and objectives are appropriate to our program.  The course 


syllabus repository will be continually updated, with both current and archived materials available for 


faculty reference. 


 Faculty will continue to revise, develop, and apply specific assessment rubric(s) to courses being 


taught., perhaps including the addition of at least one other PLO to the curricular assessment 


process for a course other than ANTH 100.  As detailed in the Fall 2009 Assessment Report, 
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 Graduating students majoring in Anthropology will be given an anonymous exit survey about 


their perceptions of the program including extent they have achieved program Learning 


Outcomes, curriculum quality, experiential learning and research opportunities, and experiences 


with advising and mentoring. These data will be collected in a central electronic repository for 


eventual qualitative and quantitative analysis once sample size is sufficient.  


 Year 3 (AY 2011-12): Faculty will continue to review the current Learning Goals and Outcomes of 


the Anthropology Program in relationship to specific courses being taught to ensure syllabus alignment 


and to confirm that initially established goals and objectives are appropriate to our program.  The course 


syllabus repository will be continually updated, with both current and archived materials available for 


faculty reference. 


 Faculty will continue to revise, develop, and apply specific assessment rubric(s) to courses being 


taught,, expanding the scope to include one or more PLOs that have not yet been assessed. 


 Graduating students majoring in Anthropology will be given an anonymous exit survey about 


their perceptions of the program including extent they have achieved program Learning 


Outcomes.  


 An alumni network will be established to maintain contact with graduates. A survey will be 


developed to assess whether majors have entered a graduate program or a career.  If employed, 


graduates will be asked whether their education as an anthropology major is of value in their 


current position and how; whether the major has contributed in significant ways to their current 


endeavors; and how they think their B.A. degree will serve them in their intended career path.  


Alumni will be asked to complete these questionnaires at one year, three years, and five years 


post graduation.  
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 Anthropology faculty will gather data from course-specific rubrics, exit surveys, and alumni 


surveys to assess whether or not to adjust Anthropology Program Learning Goals and Outcomes 


or assessment methods. 


 


Part E: Participants 


 Tenure-line faculty in Anthropology will be responsible for implementing the assessment plan 


including collecting evidence, analyzing data, disseminating results, and implementing findings to 


improve student learning.  Lecturers in Anthropology will be included in annual faculty retreats, and 


contribute to collection of evidence, data analysis, and implementing findings.  


 


Part F: Minor 


 As noted above, the Learning Outcomes for the minor are closely aligned with those of the major.  


Therefore, the collection and assessment of evidence of student achievement for both the major and the 


minor can be undertaken simultaneously.  In addition, collective analysis of the data for both majors and 


minors will provide potentially more robust results, given the relatively small number of students 


anticipated during these early years of the programs. 


 


Part G: Summary of Programmatic Self-Assessment 


 As discussed in the Fall 2009 Assessment Report, Anthropology faculty have determined that the 


program is has either achieved Emerging or Developed status for each of the five criteria in our 


assessment of PLO #1 for ANTH 100. 


 Criterion #1 (Assessable Program Learning Outcome for PLO #1) — Developed.  The PLO 


clearly describes how students can demonstrate learning, identifying observable and measurable 


results.  Theses criteria are articulated in the form of a rubric.  Faculty have concluded that 


criteria and standards may need further development to be more meaningful and consistently 


applied. 
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 Criterion #2 (Valid Evidence for Assessment) — Emerging.  Faculty have reached general 


agreement on the types of evidence to be collected for PLO #1 in ANTH 100, but evidence 


needs to be further focused or aligned with PLO or emerging criteria to produce truly 


meaningful and useful results.  


 Criterion #3 (Reliable Results from Assessment) —  Emerging. Faculty reviewers are calibrated 


to apply assessment criteria in a uniform way or faculty routinely check for interrater reliability, 


but further work is needed to refine the assessment criteria. 


 Criterion #4 (Results Summary) — Developed.  Results were clearly delineated for each line of 


evidence in tabular and other summary formats in the Fall 2009 Assessment Report. 


 Criterion #5 (Conclusions & Recommendations) —  Developed.  The Fall 2009 Assessment 


Reprot clearly articulates conclusions, implications and recommendations for improvement 


regarding both student learning and assessment and which could be drawn from results. It also 


includes some consideration of the reliability and validity of results, although recognizing that 


the small sample size hinders determination of the significance of the results.  The results were 


discussed by all ladder-rank faculty and plans are in place to implement recommendations 


 


SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM GOALS/OUTCOMES 


Part A: Program and Institutional Goals/Outcomes 


 As a discipline with a holistic approach to understanding humankind past and present, anthropology 


draws on theories, methods, and research findings of the social sciences, natural sciences, and humanities.   


It is this breadth of knowledge and expertise that often attracts diverse students to the major and also 


results in the relevance of Anthropology Program Learning Outcomes to the Eight Guiding Principles of 


Education at UCM. (Table 1).  The following narrative underscores how particular characteristics of the 


Anthropology learning objectives and teaching philosophy complement both the Anthropology Program 


Learning Goals but also the Eight Guiding Principles of Education at UCM. 
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Table 1. Curriculum map representing the alignment between Anthropology Program Learning Outcomes 


and the Eight Guiding Principles of General Education. 
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 First, our pedagogical goals of student-centered classrooms promote cooperative learning which 


supports University Guiding Principles of “teamwork and leadership.”   The Anthropology program is 


committed to building opportunities for service learning and community engagement into our courses.  


Such opportunities support University Guiding Principles of   “Self and Society,” “Ethics and 


Responsibility,” and “Leadership and Teamwork,” while helping  students in career pursuits that support 


“Development of Personal Potential.”  Second, anthropology's lessons about different human societies 


(past and present) provide a mirror on the student and student's own understanding of society and their 


place in society.  Thus, this dimension further supports the University Guiding Principles of “Self and 


Society” and “Development of Personal Potential.”  Finally, our emphasis on students being familiar with 


anthropological methods, the ethics of doing anthropological research and of being a citizen, and being 


able to communicate anthropological knowledge to diverse audiences within and outside of the classroom 
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each fulfill the University Guiding Principles of “Scientific Literacy,” “Decision-making,” 


“Communications,” “Self and Society,” “Ethics and responsibility,” “Leadership and Teamwork,” and the 


“Development of Personal Potential.”  Anthropology faculty are very satisfied that the Anthropology 


program curriculum design and teaching philosophy match very well with Eight Guiding Principles of 


Education at UCM, and we will be attentive to opportunities to further strengthen the alignment as our 


program grows. 


 


Part B: Program and School Goals 


 The School of Social Sciences, Humanities and Arts (SSHA) Strategic Plan and Academic Resource 


Plan prepared in January of 2006 recognized the unique ability of anthropology to make a contribution to 


the undergraduate and graduate programs of both the social sciences and the humanities at UC Merced, 


and these expectations are also evident in the 2007 SSHA Strategic Plan.  Representing one of the 


fundamental disciplines within the social sciences, the Anthropology program at UCM is uniquely 


positioned to promote and exemplify cutting-edge cross-disciplinary thinking and research, as faculty 


pursue research at the intersection of the social sciences, humanities, and natural sciences.  In fact, a 


major argument for introducing the Anthropology major at UCM is complementarities with 


interdisciplinary thought and practice.  Through an undergraduate curriculum that integrates theory, 


method, and topical themes, the UCM anthropology program stresses the integration of disciplinary 


subfields that already have extra-disciplinary corollaries to biology and biomedicine, material and earth 


sciences, and ethnic, area and cultural studies.  Moreover, to accomplish the program’s goals, students are 


required to complete training within each of the three subfields (sociocultural, archaeological and 


biological anthropology), which help students understand and appreciate both qualitative and quantitative 


research methods in the social sciences and beyond. 


 The Anthropology major complements disciplinary and interdisciplinary programs within SSHA.  


The addition of the Anthropology major expands the undergraduate majors within SSHA to eight and the 


number of majors across campus to 18.   Anthropology articulates with existing programs in sociology, 
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American studies, global arts, history, and political science, and additional links are envisioned with 


world heritage, psychology, and cross-school programs as the Anthropology program grows.  Courses 


offered in anthropology have relevance to students with interests in sociology, political science, cognitive 


science, psychology, management, and economics, as anthropological perspectives interrogate our 


understanding of institutions and policies while promoting cultural competency.  As students become 


exposed to such perspectives in their undergraduate education, they may opt to major in anthropology 


instead of one of these other fields.  The methods and intellectual terrain of anthropology are particular 


germane to the increasingly globalized world of the 21st century 


 Anthropology’s comparative study of humankind past and present; its emphasis on spatial, temporal, 


and material perspectives; its examination of the relation between social institutions and society’s 


practices, values, and beliefs; and its concern with the interaction between biology, environment, and 


culture are among the broad characteristics that link anthropological studies to the humanities, social 


sciences, and natural  sciences.  These characteristics also allow anthropology students and faculty to 


critically explore the pressing social and environmental issues central to the mission of SSHA and UCM, 


in general.  Anthropology faculty at UCM have already forged interdisciplinary links, including working 


with faculty in history and literature on the World Heritage program and American Studies minor, 


consulting with faculty in the School of Natural Sciences on anthropological contributions to the 


proposed medical school and environmental management and policy program, and participating in 


discussions with the Engineering Service Learning program faculty on the inclusion of anthropology 


students in multi-disciplinary teams addressing community needs.  The initiation of the Anthropology 


B.A. also holds promise for adding anthropological perspectives to the interdisciplinary student teams that 


are formed in CORE 100, the upper division general education course taken in the student’s junior year. 
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Part C: Program and Course Learning Outcomes 


Table 2 presents a curricular map that articulates the alignment between Anthropology program 


learning outcomes and course learning outcomes, while also demonstrating the progression from 


introductory to advanced levels. 


 


Table 2. Curriculum map for Anthropology course learning outcomes. 


Outcome  


Course # 1 2 3 4 5 6 


1 D I D D I D 


3 I I D I I D 


5 I I D D I I 


95 Varies by course/content 


98 Varies by course/content 


100 M D D D M  


110 D D D D D M 


112 D D M D D M 


114 D D D D D M 


116 D D M D D M 


120 I I I I D  


121 M D D D M  


124 M D D D D M 


126 M D D D D M 


130 D, M D D D D D 


134 D, M D D D, M D D 


140  D M D D D 


142 D, M D D D D D 


144 D, M D D D, M D D 


146 M M D D D D 
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Outcome  


Course # 1 2 3 4 5 6 


148 D, M D D D D D 


150 D D, M M D D, M D, M 


151 D D M D, M D, M D, M 


152 D D D D D D, M 


155 D, M D D D, M D D 


160 D D D D, M D D 


162 D D D D, M D D 


169 D D M D D D 


170 M D M D M M 


172 D D M D M D, M 


174 D, M D, M D D D, M D, M 


176 D D M D D, M D, M 


178 D, M D, M D, M D, M D, M D 


179 D, M D, M D, M D, M D, M D 


190 Varies by course/content 


195 Varies by course/content 


198 Varies by course/content 


I=Introduction, D=Develop, M=Mastery at a level appropriate for graduation 
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Summary of Assessment Plan Revisions 


 


Based on our findings from the Program Learning Outcomes Assessment Report and 


our self-evaluation for program review, the applied mathematics faculty has increased 


its awareness of the assessment goals and processes. In doing so, we have made several 


revisions to the Faculty Accreditation Report. Below is a list of the revisions that we 


have made. 


 


• We have added Student Focus Groups as an additional form of evidence to 


collect in Section 2.3 of the Revised Faculty Accreditation Report. The Applied 


Mathematical Sciences program has recently written a self-review in preparation 


for program review. In doing so, this program conducted an informal student 


focus group to gather student perspectives on the program. The applied 


mathematics faculty valued the evidence from this student focus group so much 


that we have decided to conduct these student focus group discussions 


regularly. 


 


• We have revised the schedule for assessment of our Program Learning 


Outcomes given in Section 2.4 of the Revised Faculty Accreditation Report. The 


original plan was to assess initially only the first program learning outcome. 


However, the applied mathematics faculty decided to do an initial assessment of 


the first two program learning outcomes instead. In particular, the faculty 


decided to focus this initial assessment effort on two critical “transition” courses: 


Math 121 and Math 131. Math 121 is the first upper division course for the 


major in which students study intermediate and advanced analytical methods for 


solving ordinary and partial differential equations. Math 131 is the first upper 


division course for the major in which students learn numerical analysis. 


Consequently, we have adjusted our plan for future assessments based on this 


change of strategy for our initial assessment. 


 


• We have begun to work closely with staff from Institutional Planning and 


Analysis as well as the Center for Research in Teaching Excellence to gather 


evidence useful in assessing the Applied Mathematical Sciences program. Hence, 


we have included our collaborative work in Section 2.5 of the Revised Faculty 


Accreditation Report. 


 







• To demonstrate that this program is fulfilling the University mission to become a 


student-centered research university, we provide evidence of undergraduate 


student research in this program in Section 3.1 of the Revised Faculty 


Accreditation Report. 


 


• We conducted a self-evaluation of this program using the WASC Rubric. The 


results of this self-evaluation are given after the Revised Faculty Accreditation 


Report at the end of this document. 


 







Revised Faculty Accreditation Report 


 


1 Applied Mathematical Sciences Program Description 


 


The Applied Mathematical Sciences program at UC Merced provides students with 


knowledge of the foundations of mathematics and the skills needed to apply 


mathematics to real-world phenomena in the social sciences, natural sciences and 


engineering.  The program uses a “core + emphasis” model which teaches students the 


fundamentals while building expertise in an application area through the emphasis 


tracks.  There is a core set of courses all mathematical sciences students take.  Beyond 


these classes, students complete an emphasis track consisting of courses in other fields.  


With the depth and breadth of training of the major, students are well suited for 


immediate placement within specialized positions in industry or for further educational 


advancement. 


 


The Applied Mathematical Sciences minor at UC Merced is designed to prepare students 


to use mathematical techniques and computational methods to solve problems within 


their major field of study.  The minor program compliments a variety of majors including 


biology, chemistry, computer science, engineering, economics, cognitive science, and 


environmental science.  It is comprised of a core of courses and upper division 


mathematics electives to study data analysis, modeling, and computing.  


  


This Applied Mathematics major is quite different from the traditional Mathematical 


Sciences major offered at most universities. In particular, this major emphasizes 


interdisciplinary applications of mathematics. The core courses include substantial 


discussions on the variety of applications for which the mathematical topics apply and 


provide important insight. Furthermore, our requirements for an emphasis track enable 


the student to learn about application topics first-hand from the specialists that study 


them. Finally, this Applied Mathematical Sciences major has a strong emphasis on 


numerical analysis and scientific computing. Using computers to solve complex 


mathematical problems is at the forefront of applied mathematics research. This major 


give students a substantial learning experience to develop their computational skills. 


These skills provide students access to employment and research opportunities in 


today’s technologically advanced market. 


 


2 Assessment Plan 


 


2.1 Timeline & Goals   


 


The applied mathematics faculty plans to gather data over a five-year assessment 


schedule to assess the degree to which students achieve the program learning 


outcomes as a result of completing the major or minor in applied mathematical sciences 


at UC Merced.  The over-arching goal of the Applied Mathematical Sciences program is 


to 







 


Build a community of life-long learners that use the analytical and computational 


tools of mathematics to solve real-world problems. 


 


This five-year assessment schedule will allow us to develop and assess program learning 


outcomes in a strategic manner, detailed in Section 2.4.  


 


2.2 Program Learning Outcomes 


 


Upon graduating, we expect students completing the Applied Mathematical Sciences 


major to have become effect problem-solvers, meaning that student will be able to 


 


1. Solve mathematical problems using analytical methods. 


2. Solve mathematical problems using computational methods. 


3. Recognize the relationships between different areas of mathematics and the 


connections between mathematics and other disciplines. 


4. Give clear and organized written and verbal explanations of mathematical ideas 


to a variety of audiences.  


5. Model real-world problems mathematically and analyze those models using their 


mastery of the core concepts. 


 


The applied mathematics faculty plan to communicate the program goals and learning 


outcomes in the following forums by the start of the 2009 – 2010 academic year. 


 


• The Applied Math website (http://appliedmath.ucmerced.edu); 


• A revision of the catalog copy; 


• Documents included with orientation materials for lecturers and teaching 


assistants; 


• Included on slides given for student recruitment and orientation meetings. 


 


2.3 Evidence 


 


The procedure for assessing achievement of the program learning outcomes will utilize 


four methods – two direct and two indirect.  These are: 


 


• Embedded Homework and Exam Questions.  These questions will be embedded 


in key lower division and upper division mathematics courses to assess students 


at various stages of learning - introductory, developing, and mastery levels.  Each 


embedded question will be assessed using the rubric agreed upon by the applied 


mathematics faculty appropriate for each level.   


 


• Capstone Course.  The applied mathematics faculty are developing a capstone course 


in mathematical modeling to address PLO 3 at the mastery level. This course will serve 


several functions. One such function is to provide a unique experience for the Applied 







Mathematical Sciences majors that include a series of activities designed to enhance 


their knowledge and appreciation of applied mathematics while preparing them for 


entry into a graduate program or placement in government, industry and business. 


Other functions of this capstone modeling course include avenues to assess the program 


through projects, presentations, and research.  


 


• Student Focus Groups. Each academic year, we will conduct a student focus 


group meeting to hold a conversational and informal discussion about the major 


and minor. In particular, we will identify key aspects of student learning 


experiences, what items are valued most by students, what challenges students 


are facing and strategies for improving the program. 


 


• Senior Exit Survey.  A survey will be given to all graduating seniors to gather 


information about the program, minors obtained, job placement and future 


plans, and reasons why the student selected the major.  Furthermore, we hope 


to identify which parts of the program work well and areas which need 


improvement.  


 


• Alumni Survey.  A survey will be distributed to one, five, and ten year alumni to 


gather information on whether applied mathematics graduates pursue graduate 


degrees, obtain meaningful jobs, and perception of preparedness for careers.    


In Spring 2009, we will administer a prototype exit survey to our first graduating 


class. Through analyzing the data we collect, we will continue to revise and 


develop our alumni survey further. Since we have a manageably small number of 


students graduating, we plan to keep in touch with our alumni informally and 


monitor their progress. 


 


2.4 Process 


 


For a plan to assess these program learning outcomes, the applied math faculty have 


decided to follow a five-year schedule. Each year will assess the corresponding program 


learning outcomes in the order that they appear. In other words, our five year schedule 


is as follows. 


 


• 2009-2010 Academic Year – Develop and implement measures to assess PLOs 1 


and 2 in the first set of upper division courses our majors take; 


• 2010-2011 Academic Year – Implement revised measures to assess PLOs 1 and 2 


in all major courses; 


• 2011-2012 Academic Year – Develop and implement measures to assess PLO 3; 


• 2012-2013 Academic Year – Develop and implement measures to assess PLO 4; 


• 2013-2014 Academic Year – Develop and implement measures to assess PLO 5. 


 


2.5 Participants 


 







The applied mathematics faculty will work with the Department of Institutional Planning 


and Analysis as well as the Center for Research in Teaching Excellence to compile senior 


exit and alumni survey responses and hold student focus groups. The applied 


mathematics faculty will work with staff in the School of Natural Sciences to collect 


embedded exam questions of applied math majors for faculty review.  All applied math 


faculty will be included in the interpretation of evidence in applied mathematics faculty 


meetings.  Data collected will be reviewed and analyzed using agreed upon assessment 


rubrics with the goal to create a report.  This report will be forwarded to Associate Dean 


and Dean of Natural Sciences.  Using this report, the faculty can re-evaluate course 


structures and teaching practices, modify assessment measures, and examine student 


skill development for continuous quality of improvement.   


 


2.6 Applied Mathematical Sciences Minor 


 


Upon graduating, we expect students completing the Applied Mathematical Sciences 


minor to be able to 


 


1. Solve mathematical problems using analytical methods. 


2. Solve mathematical problems using computational methods. 


3. Recognize the relationships between different areas of mathematics and the 


connections between mathematics and other disciplines. 


4. Give clear and organized written and verbal explanations of mathematical ideas 


to a variety of audiences.  


 


Assessment for the applied mathematical sciences minor will follow along with those for 


the major.   


 


3 Alignment of Institutional and Program Goals for the Applied Mathematical Sciences 


Program 


 


3.1 Connections to Institutional Goals 


 


The Applied Mathematical Sciences major and its program learning outcomes reflect at 


least four of UC Merced’s Eight Guiding Principles of General Education explicitly in the 


following ways. 


 


• Scientific literacy -- Students take a broad variety of science courses that are 


required for the School of Natural Sciences as well as those courses within each 


student’s emphasis track. (PLO 1-3, 5) 


 


• Decision making -- Students develop mastery of quantitative skills that help to 


form an important component in making complicated decisions. (PLO 1, 2) 


 







• Communication -- Students develop their ability to give clear and organized 


written and verbal explanations of mathematical ideas to a variety of audiences. 


(PLO 4)  


 


• Self & Society – Students learn to recognize the relationships between different 


areas of mathematics and the connections between mathematics and other 


disciplines which brings about awareness of diverse perspectives. (PLO 3, 4, 5) 


 


UC Merced is a student-centered research university. To that end, Applied 


Mathematical Sciences students will learn many of the fundamental skills needed to 


perform theoretical and computational research. The faculty are dedicated to providing 


opportunities for students interested in theoretical and computational research. 


Students have already participated in research with applied mathematics faculty as well 


with collaborative multidisciplinary teams of faculty where they can see first-hand the 


impact that their theoretical and computational work is having on an application field. 


Below is a list of some of these undergraduate research projects. 


 


• Mr. Paul Tranquilli worked with Professor Kim on a project involving the 


numerical solution of a variable coefficient Fokker-Planck equation. This research 


resulted in the publication: A. D. Kim and P. Tranquilli, “Numerical solution of a 


boundary value problem for the Fokker-Planck equation with variable 


coefficients,” Journal of Quantitative Spectroscopy and Radiative Transfer 109, 


727-740 (2007). 


 


• Ms. Julia Clark worked with Professor Kim on a project involving the multiple 


scattering of polarized light. This research resulted in the publication: J. Clark, P. 


González-Rodríguez and A. D. Kim, “Using polarization to find a source in a turbid 


medium,” Journal of the Optical Society of America A 26, 1129-1138 (2009). 


 


• Ms. Sydney Montroy and Mr. William Douandju have been working with 


Professor Blanchette on a project to study the potential of settling particles, 


typically sediments, to act as heat carriers. This research resulted in the 


submitting of a paper to the journal Physics of Fluids which is currently under 


review. 


 


• Ms. Maureen Long, Mr. Anthony Grimes, and Mr. Brent Rich worked with 


Professor Sprague on a project to study a microfluidic mixing device. This 


research resulted in the publication: M. Long, M.A. Sprague, A.A. Grimes, B.D. 


Rich, and M. Khine, “A simple three-dimensional vortex micro mixer,” Applied 


Physics Letters 94, 133501. 


 


• Mr. Paul Tranquilli has been working with Professor Tokman on a project to 


develop efficient and safe wood burning stoves that address the global need to 


reduce indoor air pollution – one of the top 10 global health risks, according to 







the World Health Organization. Recently, Mr. Karl Loepker and Mr. Mark Bailey 


have joined Mr. Tranquilli and Professor Tokman on this project. 


 


3.2 Connections to School Goals 


 


The Applied Mathematical Sciences program complements the School of Natural 


Sciences’ goal of multidisciplinary and interdisciplinary education, as well as its 


commitment to innovative undergraduate curricula.   This is easily seen in its program 


through the use of a “core + emphasis” model.  The core is designed to give students a 


rigorous learning experience in analytical and computational mathematical analysis and 


methods.  The emphasis tracks are comprised of significant coursework in another field 


of study which allows students to study a broad spectrum of problems across a number 


of disciplines.   


 


3.3 Alignment of Math Courses with Program Learning Outcomes 


 


Below, we give a map of the mathematics curriculum. For each of the five Program 


Learning Outcomes listed above, we identify if this course provides an introduction (I), 


develop (D) or mastery (M) level appropriate for graduation. 


 


Course Outcome 1 Outcome 2 Outcome 3 Outcome 4 Outcome 5 


Math 5 I   I I 


Math 15  I  I  


Math 18 I I I  I 


Math 21 I  I I I 


Math 22 I I I I I 


Math 23 D  I I I 


Math 24 D  I I D 


Math 30 I I  I I 


Math 32 D I I  I 


Math 121 M  D D M 


Math 122 M  D D M 


Math 131 M D D D M 


Math 132 M M D D M 


Math 141 M  D M M 


Math 142 M  D M M 


  







Self-Evaluation using the WASC Rubric 


 


Part A. Comprehensive List 


 


The program learning outcomes for the Applied Mathematical Sciences program in 


terms of the “Comprehensive List” criterion are “Developed.” After the initial 


assessment and self-review for the program’s review, the applied mathematics faculty 


feel confident that they have articulated well these program learning outcomes. This list 


falls short of “Highly Developed” because the applied mathematics faculty need to 


spend more time to reach agreement on explicit criteria for assessing students’ level of 


mastery of each outcome. 


 


Part B. Assessable Outcomes 


 


The program learning outcomes for the Applied Mathematical Sciences program in 


terms of the “Assessable Outcomes” criterion are “Emerging.” Each of the PLO’s may be 


refined to indicate more clearly to students how to demonstrate their learning. 


 


Part C. Alignment 


 


The program learning outcomes for the Applied Mathematical Sciences program in 


terms of the “Alignment” criterion are “Developed.” At this point, the applied 


mathematics faculty feel confident in the curriculum design and map. When we launch 


our capstone modeling course, we will fulfill a need to have students develop a mastery 


level for PLO 3. 


 


Part D. Assessment Planning 


 


The program learning outcomes for the Applied Mathematical Sciences program in 


terms of the “Alignment” criterion are “Emerging.” The applied mathematics faculty are 


still learning how to best interpret the evidence that we collect. As we agree upon 


standards for evaluating the evidence we collect, we can begin to plan over the long-


term strategies for assessment. 


 


Part E. The Student Experience 


 


The program learning outcomes for the Applied Mathematical Sciences program in 


terms of the “Student Experience” criterion are “Developed.” The applied mathematics 


faculty believe that our students understand well the program learning outcomes. In 


fact, our student focus group experience has shown us that students understand them 


so well that they have offered excellent suggestions on how to enable them to achieve 


these goals better. In the future, we will look to the students to become more involved 


in developing rubrics for assessment. Moreover, the applied mathematics faculty will 







work to have students learn about our program learning outcomes at earlier stages in 


the academic experience, e.g. recruiting events. 
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1.0. BIOE Program Description


We strive to provide a top-quality educational program in BIOE that will prepare its


graduates with the intellectual rigor, foundational practical skills, and independent creativity


needed for successful professional careers in academic, medical, commercial and government


endeavors.  Our educational objectives are guided by the values (founding Principles of


Community) of UC Merced, the mission of UC Merced’s School of Engineering, and the


accreditation requirements of ABET.


Bioengineering is a highly interdisciplinary field in which the techniques, devices,


materials and resourcefulness of engineers are used to address problems in biology and


healthcare; and lessons from biology are used to inspire design and inform progress in


engineering. During the past 40 years, this synergy between biology and engineering has led to a


wide range of implantable materials, diagnostic devices, sensors and molecular characterization


techniques, and it has produced tools that greatly expedited the sequencing of the human


genome. Along with these practical innovations has come a rapidly increasing need for personnel


with the necessary hybrid skills, and undergraduate bioengineering programs have proliferated


alongside the continued growth of bioengineering research.


The undergraduate major in Bioengineering is designed to provide students with both


breadth and depth, and the possibility of a focus on nanobionegineering, tissue engineering, or


physiological engineering.  It is suitable preparation for individuals seeking a career in research


or industry, or pursuing advanced degrees such as Ph.D. or M.D.
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A nanobioengineering focus reflects the synergy between the “nano” and “bio” themes in


engineering and science.  It highlights molecular, supramolecular, cellular and material aspects


of bioengineering, drawing efficiently on the talents of the biologists, chemists, physicists and


other UC Merced faculty in basic engineering and science programs.  Convergence between


engineering and biology in the expanding area of nanotechnology – the realm of biological


molecules, molecular aggregates and cellular processes – has begun to offer new, rich areas of


study and commercialization.


Tissue engineering focuses on a specific class of applications for biomedical engineering.


Current medical devices do not repair or replace diseased tissue, but rather, are designed to either


minimize symptoms or partially replace a minimal level of organ functionality. An emerging and


ambitious area of research seeks to build devices that would actually replace diseased


tissues/organs with their biological equivalents, thus completely restoring tissue/organ


functionality. This area has been termed Tissue Engineering and/or Regenerative Medicine.  It is,


by nature, cross disciplinary in that it employs cell culture methods combined with appropriate


materials, scaffolding architecture, technologies for cell delivery, and nutrient transport strategies


– while also synergizing with nanobioengineering by employing the use of small nanoparticles or


nanocomposite scaffolding materials.


Physiological engineering is an area of bioengineering that focuses on the development


and implementation of instruments and techniques to evaluate the function of biological systems


at the tissue, cellular and molecular level. This area includes bioelectronics, bioinstrumentation,


modern optical techniques, molecular biology, spectroscopy, electrophysiology, single molecule


detection and genetic engineering techniques to evaluate central paradigms and hypotheses in


bioengineering.  In their training to become independent bioengineers, learners will acquire a
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broad background in basic engineering and biomedical sciences, advanced knowledge in a


specific area of experimental and theoretical physiology, the ability to identify specific problems


and formulate testable hypotheses related to these bioengineering problems, and the technical


competence to develop new or adapt existing laboratory techniques for solving bioengineering


problems.


We require our students to participate in Engineering Service Learning, which provides


practical exposure to the interface between engineering and society, and an introduction to the


design, communication, budgetary and timekeeping skills that professional engineers need.


2.0. Assessment Plan


2.1. Timeline & Goals


A rolling five-year assessment schedule focusing on one Program Learning Outcome


(PLO) per year will be followed.  We will gather, analyze and act on data that enable us to assess


the extent to which students achieve the desired PLOs as a result of completing the BIOE major


at UC Merced.  The primary goal of this exercise is to ensure that our students optimally


(successfully) learn and practice the interconnectivity of ideas that underpin each of the PLOs.


2.2.  Program Learning Outcomes


(i) Graduates will demonstrate an understanding of biology and physiology.


(ii) Graduates will demonstrate the capability to apply advanced mathematics (including


differential equations and statistics), science, and engineering to solve problems at the


interface of engineering and biology.
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(iii) Graduates will demonstrate the ability to make measurements on, and interpret data from,


living systems.


(iv) Graduates will demonstrate the ability to address problems associated with the interaction


between living and non-living materials and systems.


(v) Graduates will demonstrate professional and ethical responsibility.


PLOs (i) through (iv) are closely aligned with ABET program criteria for Baccalaureate-level


bioengineering-focused degree programs.  PLO (v) is closely aligned with one of the ABET


program outcomes (currently ‘f’) required of all Baccalaureate-level engineering degree


programs; we have chosen this as one of our PLOs because we are keen to ensure that our


graduates have learned how action and consequence are linked in their professional setting.


The BIOE faculty plan to communicate the program goals and learning outcomes in the


following ways by the start of the 2009 – 2010 academic year:


• a website specific to BIOE;


• a revision of the catalog copy;


• documents included with orientation materials for lecturers and teaching assistants;


• presentation materials used in student recruitment and orientation meetings.


2.3. Evidence


The procedure for assessing achievement of the program learning outcomes will utilize


four methods – two direct, and two indirect.  These are:


• Embedded Midterm and Final Exam Questions.  These questions will be embedded in


BIOE 30 (Introduction to Bioengineering) and core upper division BIOE courses to
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assess students at various stages of learning – introductory, developing, and mastery


levels.  Each of these exam questions will be assessed using a level-appropriate rubric


agreed upon by the BIOE faculty.


• Capstone Course.  BIOE Seniors are required to take BIOE 150 (Bioengineering Design).


This design project is an exercise in addressing bioengineering problems that require


design solutions.  Learners identify and define the problem, propose a viable solution,


acquire approval for the design, and build and test the designed device.  Learners will be


assessed as individuals and on their contribution to a team, and will be required to


communicate their work in a professional format through both written and oral


presentations.


• The University of California Undergraduate Experience Survey (UCUES), the National


Survey of Student Engagement (NSSE), and UC Merced’s Graduating Student Survey.


The first two surveys, UCUES (http://www.universityofcalifornia.edu/studentsurvey/)


and NSSE (http://nsse.iub.edu/html/survey_instruments_2008.cfm), are respectively a


census and a sample survey administered to UC Merced undergraduates in alternating


years; they can be mined to provide a basis for assessing our students’ learning


experience in comparison to the learning experience of students at our sister and peer


institutions.  The Graduating Senior Survey, administered through Alumni and Career


Services, will provide information about the program’s success in preparing learners for


subsequent graduate studies, medical school, or employment.   Together, there surveys


will help us to gauge whether the learners in our program are acquiring knowledge and


skills that they value, as well as which parts of the program work well and which areas


need improvement.
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• Alumni Survey.  A survey will be distributed to one-, five-, and ten-year alumni to gather


information on whether BIOE graduates pursue graduate degrees and obtain meaningful


jobs, and on graduates’ perception of their preparedness for their careers. Since our


program is relatively small at present, we also expect to be able to keep in touch with


many of our alumni informally and monitor their further progress on an individualized


basis.


2.4. Process


The BIOE faculty have committed to a rolling five-year schedule to successively assess


the PLOs at the rate of one per year.  In other words, the first iteration of our five-year schedule


is as follows:


(i) 2009-2010 Academic Year.  Develop and implement measures to assess PLO(i).


Embedded exam questions in BIOE 30 and core upper division courses will be identified


and assessment rubrics will be created.  Student performance in appropriate aspects of


BIOE 150 (Bioengineering Design) will be assessed.  Survey data will be gathered and


analyzed.


(ii) 2010-2011 Academic Year.  Develop and implement measures to assess PLO(ii).


Methods correspond to those described above.


(iii) 2011-2012 Academic Year.  Develop and implement measures to assess PLO(iii).


Methods correspond to those described above.


(iv) 2012-2013 Academic Year.  Develop and implement measures to assess PLO(iv).


Methods correspond to those described above.
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(v) 2013-2014 Academic Year.  Develop and implement measures to assess PLO(v):


Methods correspond to those described above.


2.5. Participants


The BIOE program faculty will appreciate interactions with, and support from, UC


Merced’s Center for Research in Teaching Excellence (CRTE) at all stages of the process


described above.  Collection and analysis of direct evidence (based on embedded exam questions


and the capstone course) will be carried out by the BIOE faculty each semester as part of the


normal administration of our courses.  Survey data will be interpreted with the assistance of staff


in UC Merced’s Office of Institutional Planning and Analysis.


The BIOE program faculty will meet annually to disseminate the results of the


assessment for that year’s selected learning outcome and discuss appropriate responses.  These


may include (i) changes to the support (office hours, tutoring, workshops) offered to students, (ii)


changing course content, sequence, or prerequisites, (iii) adding or deleting courses from the


curriculum, and (iv) changing the instructors assigned to particular courses.  Changes in courses


or program requirements must be proposed and justified by the BIOE faculty and approved by


the Engineering Curriculum Committee.  If such changes are substantial (and especially if


changes to any Engineering Fundamentals course are required, or if there are changes in


prerequisites, or if there is a significant impact on the electives taken by students in other


majors), they must also be approved by vote of the full Engineering faculty, and finally by the


campus-wide Undergraduate Council.  Authority for making teaching assignments rests with the


Dean of Engineering, delegated to the Engineering Curriculum Committee.
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3.0. Alignment of Institutional and BIOE Program Goals/Outcomes


3.1. Connections between Program and Institutional Goals/Outcomes


The program learning outcomes of the BIOE major reflect seven of UC Merced’s Eight


Guiding Principles of General Education explicitly in the following ways:


• Scientific Literacy.  BIOE is a science-based program in which learners have to


demonstrate that they have acquired broad scientific knowledge.


• Decision Making.  Learners in BIOE have to demonstrate that they can apply their


knowledge to solve complex problems.


• Communication.   Learners have to be effective communicators to demonstrate their


understanding of advanced principles, and to explain how they use their knowledge to


solve complex problems.


• Self & Society.   Bioengineering includes the application of engineering principles in the


context of healthcare, and therefore cultivates a strong sense of the societal impact of the


discipline.


• Ethics and Responsibility.  Ethical practices and responsible conduct are hallmarks of a


professional engineer, and they are necessary components of safe, sustainable design.


Also, bioengineers work directly with living systems, requiring special attention to their


ethical stance and responsibility towards human and animal subjects.


• Leadership and Teamwork.   Both of these attributes are also hallmarks of a professional


engineer, and are honed through the capstone design process.
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• Aesthetic Understanding and Creativity.  Engineering design is an inherently creative


process.  Some designs are more elegant than others.  The design process is informed by


knowledge of the creativity of the giants whose shoulders we stand on.


BIOE PLOsGuiding Principles of General Education
(i) (ii) (iii) (iv) (v)


Scientific Literacy ✓ ✓ ✓ ✓


Decision Making ✓ ✓ ✓


Communication ✓ ✓ ✓ ✓


Self and Society ✓ ✓ ✓


Ethics and Responsibility ✓ ✓ ✓


Leadership and Teamwork ✓


Aesthetic Understanding and Creativity ✓ ✓


Development of Personal Potential


The eighth guiding principle, Development of Personal Potential, is something that we


strive for in all our students.  However, we deliver this primarily by interacting with our students


on an individual basis – in office hours, in seminar classes, in the research laboratory, at social


events, and through student clubs and societies.  We do not list it as a PLO, because it is tied to


no particular course, and it does not lend itself to objective measure.


UC Merced is a student-centered research university.  The BIOE faculty are dedicated to


providing research opportunities for students, and to integrating appropriate research findings


into coursework wherever possible.


3.2.  Connections between Program and School Goals/Outcomes


The five learning outcomes of the BIOE program complement the School of Engineering


mission of providing an exceptional technical and professional education that instills in our


learners advanced problem-solving skills and effective leadership qualities.
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3.3. Connections between Program and Course Learning Outcomes


The table below maps the BIOE PLOs onto the BIOE Core Curriculum.  For each PLO,


we identify whether a course offers learners an introduction (I), development (D) or mastery (M)


en route to graduation.


BIOE PLOsBIOE Core Course
(i) (ii) (iii) (iv) (v)


BIOE 30 Introduction to Bioengineering I I I I I
BIOE 100 Physiology for Engineers D D D D D
BIO 100 Molecular Machinery of Life D D D D D
BIOE 103 Biosensors & Bioinstrumentation D D D D D
BIOE 104 Biotransport D D D D D
BIO 110 The Cell D D D D D
BIOE 150 Bioengineering Design M M M M M
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Abstract of changes made in 2010 to Biology Accreditation Report 
 Several changes were made in 2010 to the Biology Accreditation Report of 2009, 


based on the experience of evaluating the first Biology Program Learning Outcome 


(PLO1).  Regarding Participants, it was found that the entire Life Science Curriculum 


Committee was needed to complete the Assessment, rather than a small subcommittee, 


as originally planned.  Regarding the actual assessment of PLO's, several changes 


were made to this Accreditation Report in response to our experience in the past year.  


While the original plan was to use many embedded questions to assess each PLO, it 


was found that the process of carefully evaluating even a single question was so time 


consuming that we could realistically only plan to evaluate one or two embedded 


questions for a given PLO.  Also, in our first assessment, we found that one of the most 


important areas for improvement was Scientific Accuracy in student responses, so this 


is now noted in the current report as something to specifically consider.  Also, although 


our plan was to sub-categorize student achievement by emphasis track (e.g. "How did 


the Human Biology students do?  How did the Molecular and Cell Biology students 


do?"), we are currently not able to track the students by emphasis track in an efficient 


manner, so this was removed from the report.       


 A fairly important change is that wording of PLO1 was changed in response to 


several faculty requests.  Even with the changes, the PLO may still be overly broad and 


difficult to assess, so there is a continuing discussion of this PLO.  Finally, the 


curriculum map showing the alignment of our courses with the PLOs (section IIC) has 


been updated (including the replacement of BIO100 "Molecular Machinery of Life" with 


a lower division course, BIO 2 "Intro to Molecular Biology"; and a self-assessment 


based on the WASC rubric is provided in section IIG.  
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Section I:  Program Description: 
 The Biological Sciences major at the University of California Merced endeavors 


to be a path of study that truly reflects the emerging 21st century trends in the Life 


Sciences.  One such emerging trend in biological sciences is the transformation from 


primarily “descriptive” studies of individual components of biological systems, to a 


science based on creating a comprehensive and ultimately predictive understanding of 


biological systems.  This so-called “systems” approach to biology is already dramatically 


changing how biological research is done, leading to new connections with the physical, 


mathematical, and computational sciences.  This new biology offers the promise of a 


much more complete understanding of living systems and ultimately new solutions for 


ecological challenges and new treatments for complex diseases.  The biological 


sciences program at U.C. Merced is designed to provide students with the knowledge 


and skills to address fundamental questions in biology from a “quantitative” and 


“systems-wide” perspective.  


The biological sciences undergraduate training at U.C. Merced is distinctive in its 


focus on providing all biology students with a truly multidisciplinary core foundation in 


physics, chemistry, mathematics, and the central tenets of modern biology before 


students pursue further training in specialized “emphasis” tracks (described below).  


Core courses provide the knowledge and skills necessary to formulate and test 


hypotheses using traditional as well as quantitative and systems-based approaches.   


Multidisciplinary training in biological sciences at U.C. Merced is strengthened by the 


fact that there is a high degree of collaboration and interaction between faculty 


specializing in experimental biology, computational and theoretical biology, physics, 


chemistry, and mathematics all within the School of Natural Sciences.  This is in 


contrast to many other universities that have highly compartmentalized departments 


and few undergraduate or graduate programs that provide truly multidisciplinary 


training.   
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Another distinctive aspect of the biological sciences program at U.C. Merced is 


the ability of students to select specialized “emphasis” tracks, instead of individual 


majors.  In this way, all biology students graduating from U.C. Merced will have a 


common foundation necessary for biologists in the 21st century, as well as specialized 


skills and knowledge to aid in their pursuit of careers in biology-related fields or 


graduate / professional school training.  There are five emphasis tracks in the biological 


sciences:  Molecular and Cell Biology, Human Biology, Ecology and Evolutionary 


Biology, Developmental Biology, and Microbiology and Immunology.   


In the Biology program at UC Merced, students learn laboratory skills and are 


also introduced to cutting edge research.  Upper-division courses in each emphasis 


track typically include laboratory exercises (or entire laboratory courses) that provide 


students with an understanding of the scientific method and modern techniques, 


reinforcing what is learned in the classroom and providing skills necessary for careers in 


the biological sciences.  In addition, students are encouraged to pursue supervised 


independent research study in laboratories of faculty at U.C. Merced.  Faculty in the 


biological sciences are committed to providing undergraduate research opportunities 


since such experiences are particularly useful for preparing students for further 


educational or professional development as well as for careers in biotechnology and 


related fields.  To ensure all students obtain some form of research experience or 


exposure to current research projects, all biological sciences majors are required to take 


either a “research seminar” course, in which they attend and critique seminars 


presented by U.C. Merced faculty and invited speakers as well as give their own 


student-led presentations or an “undergraduate research” course, involving individual or 


group projects supervised by a faculty member doing research in the biological 


sciences. 
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Section II:  Assessment Plan 


 The assessment of the Biology Major at UC Merced will occur in a timely and 


regular fashion, with an emphasis on determining our success at achieving our Program 


Learning Outcomes.  The assessment will be carried out by the Life Sciences 


Curriculum Committee, which deals with all matters regarding the curriculum content, 


quality, and assessment. The following five sections (Parts A through E) will detail our 


proposed Assessment Plan; Part G describes a self-assessment.  


 


Part A:  Timeline and Goals 


 The assessment of the Biology major will occur over successive five year periods 


in which we fully evaluate the success of our five Program Learning Outcomes.  In 


every year of the five year period, one PLO will be evaluated, and a full assessment 


report prepared regarding the achievement of that PLO in relation to the overall state of 


the Biology major.  The timeline for each assessment will be as follows: each Spring, 


preparation and data collection for the appropriate PLO will begin.  This should include 


working with faculty on appropriate embedded questions, including developing a rubric.  


The following Fall, analysis of the gathered data will occur.  In late Fall/early Spring, the 


Assessment report will be written.  The report will be discussed by the faculty in mid-


Spring, including possible changes to the curriculum.  At that point (mid-Spring) the 


cycle will begin again, with data collection for the next PLO.   


 Within each evaluation, evidence will be collected regarding the success of that 


Outcome and there will also be an assessment of whether that particular PLO remains a 


top goal of the program, and whether the wording or the sense of the PLO should be 


changed.  In this way we plan to both assess the success of our program in producing 


Biology graduates, and also to assess the goals themselves and the tools we use in the 


overall process. 
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The goals of our annual assessment will be:  


1. To determine whether students are achieving the outcomes described by each PLO. 


2.  To determine whether a particular PLO remains one of the top goals of the Biology 


program. 


3. To determine whether the Evidence and Process used to assess a particular PLO is 


indeed able to provide appropriate data regarding student achievement.  


 


 Part B: Outline of the Program Learning Outcomes of the Biology Major 


 


 The following Program Learning Outcomes have been established by the Biology 


faculty at the University of California Merced.  Our goal is that each graduate with a 


Biology major should have this knowledge or proficiency.  These PLO’s will be 


prominently published on the School of Natural Sciences web page 


(http://naturalsciences.ucmerced.edu/2.asp?uc=1&lvl2=41&lvl3=41&lvl4=61&contentid=


105), as well as placed in the UC Merced Undergraduate Catalog, which has both an 


electronic (online) as well as hard copy (book form) format.  When the Biology major is 


presented to incoming students and prospective majors, these PLO’s will be part of the 


presentation so that students are aware of the overall objectives of their Biology training 


at UC Merced. 


  


Graduates from the Biological Sciences programs will have demonstrated: 


 


1. An understanding of the tenets of modern biology and an understanding of how 


cellular functions are integrated from the molecular level to the cellular level, through to 


the level of organism, populations, and functioning ecosystems.  
 


2. An ability to develop and critique hypotheses and to design experiments, models, 







 8 


and/or calculations to address these hypotheses. 
 


3. The ability to use appropriate instrumentation and computational tools to collect, 


analyze and interpret data. 
 


4. The ability to read, evaluate, interpret, and apply numerical and general scientific 


information. 
 


5. A familiarity with, and application of safety in good laboratory and field practices. 


Part C:  Evidence 


 In this section, each PLO will be stated, along with the evidence that will be 


collected to assess our effectiveness with the PLO. 


 


C1. An understanding of the tenets of modern biology and an understanding of how 


cellular functions are integrated from the molecular level to the cellular level, through to 


the level of organism, populations, and functioning ecosystems.  


 This PLO is quite broad and will be assessed by using embedded questions on 


exams in Biology courses.  The Committee that prepares the assessment of this PLO 


will request exam questions from several BIO faculty.  These questions will be edited 


and a rubric formulated:  What answer shows a full and sophisticated understanding of 


the problem?  What answer shows an adequate, but more basic understanding of the 


problem?  What answer is minimally acceptable as an answer to this problem?  What 


answer(s) are unacceptable?  In other terms, these levels of understanding may be 


compared to the “Highly Developed”, “Developed”, “Emerging” scale that is sometimes 


used in Curriculum Development. 


 The embedded questions for this PLO will be placed in about two of the following 


upper division courses, which in aggregate will include students from every emphasis 


track: 
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BIO 110  (“The Cell”; required for all emphasis tracks, so most likely to be utilized) 


BIO 140  (“Genetics”) 


BIO 141 (“Evolution”) 


BIO 148 (“Ecology”) 


BIO 150 (“Embryos, Genes and Development”) 


BIO 151 (“Molecular Immunology”) 


 After the upper division students have taken the exams with the embedded 


questions, the Life Sciences Curriculum Committee will assess the success of the 


students both on an individual level as well as on the level of the whole group.  The 


Committee will prepare a report detailing the proportion of students in each class that 


were able to provide various levels of answers.  They will attempt to synthesize an 


overall picture of the success of the major in this PLO:  Does any particular category of 


the rubric stand out in either a negative or positive way?  (For example, in 2009, it was 


found that improvement was needed in Scientific Accuracy according to the rubric 


developed by the committee.)  Is there general, overall success by the students in 


answering these prepared questions?  The rubric used for assessment of PLO 1 is 


included in Appendix 1.  Importantly, the rubric was developed after the exam data were 


collected, rather than as part of developing appropriate exam question(s).  This led to a 


more cumbersome, after-the-fact evaluation process.  It is recommended in future years 


to establish a rubric at the time of development of exam questions so that evaluation 


can be carried out more smoothly. 


Although our goal is of course to have 100% student success at high proficiency 


with each question, it is more likely that we will show varying levels of success.  


Therefore, the committee will set goals for each category of the rubric (e.g. “75% 


Developed in the category of Scientific Accuracy”), and suggest ways to improve 


student success in the areas that seem weak.  In future years, the previous assessment 
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report will be used as a yardstick for assessment, to determine if students are improving 


as we implement the suggested changes. 


 Another set of data in evaluating this PLO will be to measure the students' 


perceptions of their accomplishment.    This will be done by adding questions to the 


graduating seniors survey that is given each year.  Particularly for this broadly worded 


PLO, the viewpoint of the students in whether they have achieved this knowledge will 


be valuable.  A set of questions will be developed to obtain the students' view of their 


understanding of PLO1 and PLO4 (and possibly others). 


 


C2. An ability to develop and critique hypotheses and to design experiments, models, 


and/or calculations to address these hypotheses. 


 


 This PLO represents the foundation of the scientific method and is therefore one 


of the most important for a Biology major to achieve.  The Life Sciences Curriculum 


Committee will assess PLO2 using several methods.  The first method will be 


embedded exam questions that have been prepared by the faculty member of a course 


in conjunction with the Committee.  Each question will be designed to require a clear 


hypothesis from the student, or an evaluation of a particular hypothesis.  The embedded 


question will have a rubric to assess the level of understanding shown by the student, 


and the Committee will compile and analyze the results of these questions.  


Comparison to previous years will also be carried out to determine whether changes to 


course material or emphasis should be implemented.  Courses for which embedded 


questions are proposed include one or two of the following courses: BIO 101 


(“Biochemistry”), BIO 120 (“Microbiology”), BIO 150 “Genes and Development”, and 


others at the Committee’s discretion. 


 The second method that will be used to assess this PLO will be an evaluation of 


a portion of student lab write-ups, in which the students will be specifically required to 
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propose a hypothesis and discuss the data they have obtained in relation to the 


hypothesis.  The writeups will be submitted to the Committee for evaluation.  Among 


the courses that have significant lab components are BIO 120L Microbiology; BIO 141L 


Evolution;  BIO 151L Immunology; BIO 161 Physiology; BIO 102 Biochemistry II. 


 As mentioned previously, preparation and analysis of data is quite time 


consuming, so experience has led us to the expectation that we can prepare 1-2 


embedded questions for analysis, and possibly 1-2 lab questions/writeups for analysis.  


  


C3. The ability to use appropriate instrumentation and computational tools to collect, 


analyze, and interpret data. 


 


 The assessment method for success in this PLO will be a careful evaluation of 


lab write-ups by the Committee.  The committee will choose at least one lab from one 


or two of the following courses and will examine the lab write-up of either every student 


or a random sampling of students:  BIO 102 (“Biochemistry II/Molec. Biology”) BIO 


120L (“Microbiology”), BIO 161 (“Human Physiology”), BIO140L (“Evolution”).  The labs 


will be carefully chosen to include a wide variety of instrumentation and skills, including 


computational skills.  The Committee will formulate a rubric for the evaluation of the 


write-ups, with input from the general faculty.  The rubric will include the manner to 


assess success in both using the instrumentation to achieve the desired data/product 


and the manner to assess whether each student is able to interpret the data at a 


high/medium/low level of complexity.    


 


C4. The ability to read, evaluate, interpret, and apply numerical and general scientific 


information. 


 This PLO represents an important high-level skill that will be assessed both by 


embedded exam questions and by participation in the research seminar course in 
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which students discuss and critique a weekly research seminar.  The embedded 


questions will be much as described above, but will be applicable to this particular 


PLO, i.e. will involve evaluation of data, particularly numerical data.  The embedded 


questions will be placed in exams in 1-2 of the following courses: 


BIO 140 “Genetics” 


BIO 180 “Mathematical Modeling for Biology” 


BIO 182 “Bioinformatics”  


 


It is worthwhile to note that although there is some repetition in the classes in which 


questions will be embedded, these processes occur over the course of five years.  So 


in one entire year, the embedded questions will be in response to a single PLO.  The 


next year, a different PLO will be assessed, so embedded questions of a different 


nature will appear on some exams. 


 The second way this PLO will be assessed is in an analysis of student 


participation in the research seminar course (BIO 190).  On some days of class, video 


equipment will be set up, and student discussion of a seminar will be recorded.  This 


will be analyzed by the Curriculum Committee, possibly in conjunction with the 


professors of the course who may have collaborated with the committee on asking 


particular questions to stimulate discussion into the area of data analysis and 


interpretation.  Although this assessment method is not particularly quantitative, it will 


provide a valuable addition to the annual Assessment Report, as the committee will 


discuss participation rates, and at what level the students understood the research 


seminar(s).  It should be noted that the proposal to use this measure of student 


achievement has engendered a mixed response from the faculty and the Life Sciences 


Committee.  This method may be too reliant on how a small number of students 


perform during one short period of time.  So when the logistics are approached in this 


particular year, it may be necessary to revise this plan or to place lesser weight on the 
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results from this type of analysis. 


 A final way to evaluate this PLO will be to measure the students' perceptions of 


their accomplishment in this area.  This will be done by adding questions to the 


graduating seniors survey that is given each year.  A set of questions will be developed 


to obtain the students' view of their understanding of PLO1 and PLO4 (and possibly 


others). 


 


C5. A familiarity with, and application of safety in good laboratory and field practices. 


 


 Every Biology major is required to take the lab courses associated with the 


requirements in their emphasis track, as well as at least one further upper division 


Biology course having a lab component.  Each student in a BIO lab course will be 


required to take specific safety training.  In particular, advanced aspects of biological 


safety training and practices will be covered in BIO 120L (“Microbiology Lab”) and BIO 


141 (“Evolutionary Biology Lab”), BIO 151L (“Immunology Lab”), and BIO 149 field 


study (“Conservation Biology”).  In these courses, the students will be required to 


prepare either a lab write-up regarding the safety training, or to take an exam or turn in 


a problem set/worksheet regarding safety.  The Curriculum Committee will evaluate 


these documents from each student and determine the level of success of this PLO.  


Again, the goal is that 100% of the BIO students will be fully cognizant of all relevant 


safety procedures and good lab practices.  The Committee will determine how close we 


are to meeting this goal, with further analysis of whether we have improved from past 


years, and whether the students are achieving higher levels of success beyond basic 


knowledge. 
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Part D:  Process 


Our assessment plan will include provisions to measure our success with these 


PLO’s as well as to suggest ways to increase the proportion of students showing full 


proficiency in all five PLO’s.  


The process we will use to measure the success of these PLO’s includes a 


revolving five-year plan to assess one PLOs every year, such that at the end of five 


years, all five PLO’s have been assessed.  The PLOs will be assessed by the Life 


Sciences Curriculum committee, which consists of 3-6 faculty members.  The 


Committee will arrange for the assessment tools (embedded exam questions, etc), 


gather the data, and prepare an assessment report each year.   


It is anticipated that at the beginning of the school year, the Committee will send 


an email to the Biology faculty, outlining their goals for the year, including which PLO(s) 


will be assessed.  In years in which embedded questions will be used in the 


assessment, the Committee will issue a call for exam questions for embedded 


questions, and will help formulate the rubric used in the assessment of the student 


answers.  It has been found that developing the rubric at the same time as the 


embedded question is more efficient than trying to make a suitable rubric months later 


during the actual evaluation of data.  The Committee will then work with the individual 


instructors for each course to embed a question that fits seamlessly with the course 


content.  The exams with embedded questions will ideally take place over the course of 


both the Fall and Spring semesters, although logistically we have found it difficult to 


have sufficient plans in place to obtain data from the fall semester.  The professors will 


grade the embedded questions normally, but provide a photocopy of student solutions 


to the Committee.   


At some point in Fall semester, the Committee will analyze the results of the 


embedded questions from the prior year, using the rubric that has been outlined.  For 


small classes, all student embedded questions will be analyzed, while for larger classes, 
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some random sampling of photocopied exams will be analyzed.  In years in which items 


like lab reports or lab safety problem sets are to be analyzed (see PLO 3 and PLO 5), 


the Committee will work closely with the professors of lab courses and the lab 


instructors to develop the items that will be turned over to the Committee for analysis.  


Finally, the Committee will prepare their annual Assessment Report for the year’s 


PLO(s) in late fall or early spring.  The Assessment Report will discuss the PLO(s) that 


were assessed, the method of assessment, and the results obtained.  These results will 


include a description of what percentage of students have satisfactorily attained a 


particular Program Learning Outcome, as well as how many have exceeded 


expectations, and how many are below expectations.  Although currently we don't have 


a system to track students in emphasis tracks, it is hoped that eventually a breakdown 


will be made for students in individual emphasis tracks to be certain that all emphasis 


tracks are adequately training students in all the PLO’s.   A comparison will be made 


with results of previous years’ assessment of this PLO and possibly with related PLO’s.  


Perhaps the most important part of the annual Assessment Report will be the 


recommendations of the Committee on how we may change our curriculum to more 


effectively meet the goals described in the PLOs.  These recommendations (and the 


whole report) will be disseminated to the entire Biology faculty and discussions will be 


scheduled to determine which recommendations to implement.  It is anticipated that the 


annual Assessment Report will engender change each year in the Biology curriculum, 


sometimes minor (adding emphasis to certain lecture topics) and sometimes major 


(overhauling a class or a set of lab experiments). 


Additional items that will be included in the Assessment Report include whether 


this particular PLO is still a top goal of the program, whether it should be re-worded to 


align it more properly with the goals of the program, and whether the tool that were used 


to assess the PLO (e.g. embedded questions, viewing video of a student discussion) 


were appropriate and should be continued in future years. 
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The current plan for assessment is as follows:  


Year 1:  PLO 1 


Year 2:  PLO 2 


Year 3:  PLO 3 


Year 4:  PLO 4 


Year 5:  PLO 5 


 


Part E: Participants 


 The major participants in gathering and analyzing the data each year for the 


Assessment Report will be the Life Sciences Curriculum Committee, whose 


membership will rotate so that there is some continuity from year to year.  Under 


ordinary circumstances no individual faculty member will serve more than two 


consecutive years.  These faculty members will work in conjunction with the whole 


Biology Faculty, and with the individual instructors of the courses that are relevant for 


the PLOs.  Additional support will be provided by the School of Natural Sciences staff, 


who will assist in disseminating information, gathering data, coordinating meetings, and 


assembling the annual Assessment Report.  In particular, we have two curriculum 


specialists as well as one staff member dedicated to analyzing curricula and outcomes. 


 


Part F:  Minor  (Not applicable.  We do not have a Biology minor.) 
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Part G:  Self Assessment against WASC Rubric 


The faculty have completed the assessment of PLO1 as of January, 2010.  


Therefore, we are in a position to begin to self-assess our Program Learning Outcomes  


using the rubric provided by WASC: 


1.  Comprehensive List:  In this category we are probably “Developed”, because 


our PLO’s are reasonably complete, relevant, and focused on the key skills 


necessary for a Biology major.  We are not “highly developed” because we are 


still struggling to agree on the explicit criteria to use to assess each PLO. 


 2.  Assessable Outcomes: We are between “Emerging” and “Developed” in this 


category.  For some of our PLO’s, it should be quite clear the students how 


students can demonstrate their learning.  For example, PLO2 in part reads “…to 


develop and critique hypotheses and to design experiments…”.  However, not 


every PLO is explicit in this regard, including PLO1, which has the somewhat 


vague wording “An understanding of the tenets of modern biology…”  The faculty 


have considered the various wordings at length and in general feel that 


sometimes it is too reductionist to use verbs that turn a PLO into something that 


can be easily and obviously accomplished.  Therefore, the wording of some PLO’s 


may seem somewhat vague. 


3.  Alignment:   The Biology curriculum is between “Emerging” and Developed” in 


this category.  While each PLO is clearly covered by the curriculum (usually by 


several courses, as the curriculum map shows), the key area lacking is the 


opportunity for students to develop increasing sophistication in each Learning 


Outcome as they progress through the curriculum.  In part, this is due to the 


design of the major, which does not specify when students must take large parts 


of the required and elective material.  Each upper division class may be a mixture 


of sophomores, juniors, and seniors. This leads to an inability of most instructors 


to assume particular PLO-type knowledge for students in their course:  Some 
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students may be quite sophisticated, others might be taking their first upper 


division course.  This will be discussed in upcoming meetings of the Life Sciences 


curriculum committee.    


 


4.  Assessment Planning:  We are “Developed” in this category:  We have a 


clear plan to assess one learning outcome each year.  We have identified who will 


do the assessment (members of the Life Sciences Curriculum committee), and we 


already assess the program on an almost-continual basis:  In the spring of each 


year, planning is carried out for the next year’s assessment, including discussing 


ways to assess the next PLO, inviting input from other faculty, and actually doing 


the data collection.  In the following fall, the assessment on the past spring’s data 


is carried out, followed by the writing of the assessment report in the winter/spring. 


 


5.  The Student Experience:  We are between “Emerging” and “Developed” in 


this category.  Although we have carefully publicized our PLO’s on web sites, the 


course catalog, etc., it is not clear that a given student actually knows what a 


“program learning outcome” is, or how this concept relates to them. We believe 


that as we hold faculty meetings to discuss our assessment reports, and become 


a more interactive faculty in this regard, the general knowledge and terminology 


will be most effectively transmitted to the students. 
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Section III:  Alignment of Institutional and Program Goals/Outcomes 
 


Part A: Program and Institutional Goals 


 


The Biological Sciences major embodies many of the principles and institutional 


goals of the University of California at Merced.  UC Merced is founded on the principles 


of multidisciplinary research and innovative educational programs.  UC Merced’s 


commitment to multidisciplinary programs is evidenced in the campus organization, 


programmatic themes, and faculty hires.  The Biological Sciences major is designed to 


emphasize the multidisciplinary character of modern biology.  All Biological Sciences 


tracks include several broad “core courses” that emphasize the general biological 


concepts that underlie all of living systems at all scales.  Additionally, all of the tracks in 


the major involve 2-4 elective courses taken from a very broad range of courses, 


including (depending on the track) biology, bioengineering and cognitive science. 


Moreover, Quantitative Biology has been identified as a research and academic 


theme at UC Merced and this is a primary theme in the Biological Sciences major.  The 


Biological Sciences core courses have a strong quantitative emphasis, with all core 


courses including at least one computational laboratory.  Additionally, the major requires 


all students to take two semesters of calculus, a semester of statistics, a course in 


computer skills (at least 2 units) and several of the emphasis tracks require an 


additional course in the area of quantitative biology (e.g. biological modeling, 


bioinformatics, or genomics). 


In addition to being a strong fit to the goals of broad, multidisciplinary academic 


programs, the Biological Sciences major also addresses a number of the UC Merced 


general education guiding principles, developed by UC Merced faculty in Summer 2003, 


to provide a template for our academic programs.  Of the eight guiding principles, the 


design of the Biological Sciences major most directly addresses five:  
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• Scientific Literacy & Decision Making:  All of the upper division Biological 


Sciences courses have a strong emphasis on evaluating and interpreting data to 


make decisions about scientific hypotheses. 


• Communication: Students are strongly encouraged to enroll in the seminar 


course (BIO 190) which includes student presentations of scientific papers or 


research results.  Also, many of the Biological Sciences upper division courses 


involve written laboratory assignments. 


• Self and Society: The health and environmental impacts of individual decisions 


and behavior is a topic in many Biological Sciences courses.  For example, in 


BIO 180 (Mathematical Modeling for Biology), there are lectures and laboratories 


on the effects of individual choices on population growth and epidemic control.  


• Ethics and Responsibility:  Issues of bioethics and ecologically-sensitive 


practices are covered in several Biological Sciences core courses and many of 


specialized courses. 


• Leadership and Teamwork:  Many of the Biological Sciences laboratory 


courses involve team assignments and/or presentations.  Moreover, all Biological 


Sciences majors are encouraged to take part in research projects with faculty 


that will give the students direct experience working in scientific research teams. 


 


The relationship between the Eight Guiding Principles and the Biology major can 


also be illustrated in terms of how our five PLO’s themselves correspond to the Eight 


Guiding Principles.  The following Table illustrates this correspondence.   The five 


principles mentioned above are most directly relevant to the major, although it can be 


seen that all eight principles are addressed in some way by the PLO’s. 
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Table 1: A curriculum map representing the alignment between the Biology Program 
Learning Outcomes and the Eight Guiding Principles of General Education.  
 


PLOs 


Scientific 
Literacy 


Decision 
Making 


Communic
ation 


Self  
&  


Society 


Ethics  
& 


Responsibil
ity 


Leadership  
&  


Teamwork 


Aesthetic 
Understandin


g  
Creativity 


Developm
ent of 


Personal 
Potential 


1.Tenets of 
Biology 


X   X     


2. 
Hypotheses, 


expts 


X X     X X 


3. 
Instrumentat


ion, data 
analysis 


 X    X  X 


4. Read, 
evaluate 
scientific 


info 


X  X     X 


5. Lab, field 
safety 


 X  X X    


 


Part B:  Program and School Goals 


School of Natural Science Goal: Innovative curriculum 


Curricular innovations in degree programs and foundational courses for science and 


engineering students are highly valued by the School of Natural Sciences and so the 


Biological Sciences undergraduate program offers a wide array of innovative curricula.  


Students have the opportunity to gain hands-on experience with cutting edge 


technologies and instrumentation.  These courses span the areas of biochemistry, 


molecular/cellular biology, developmental biology, immunology/microbiology, and 


ecology/evolutionary biology.  The Biology curriculum offers a wide range of courses 


that utilize computational, laboratory, and field-based teaching strategies.   


 


School of Natural Science Goal: Academic excellence in training scientists and 


citizens  
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The School of Natural Sciences places a high priority on increasing the scientific literacy 


of all students and increasing the pool of students in UC Merced’s academic programs 


in math, science and engineering.  The Biological Sciences program expects that our 


undergraduate students are well versed in all areas of the biological sciences and have 


the ability to critically analyze and interpret biological data.   


 


School of Natural Science Goal: Multidisciplinary and inter-disciplinary study 


The programs in the School of Natural Sciences are organized to emphasize the 


commitment of the faculty and School administration to research programs that 


encourage cooperation and collaboration across disciplines.  Thematic groupings 


acknowledge that finding solutions to complex problems often requires multi-disciplinary 


expertise and the growth of research programs should not be hampered by disciplinary 


boundaries.  The multi/inter-disciplinary nature of the school is also reflected in some of 


the course offerings in the Biological Sciences program.  Students in this program have 


to opportunity to take courses that integrate subject matter from the chemical/physical 


sciences (e.g. BIO 101 Biochemistry), engineering (e.g. BIOE 114, Tissue Engineering), 


earth sciences (ESS 125 Microbial Ecology), computer sciences (BIO 180-182, a series 


comprising mathematical and computer modeling and Bioinformatics), and social 


sciences (PSY 121 Cognitive Psychology).   


 


Part C: Program and Course (Student) Learning Outcomes 


 Each course in the Biology curriculum was examined; the content and Student 


Learning Outcomes were compared to the Program Learning Outcomes of the Biology 


major.  Table 2 below shows the contribution of each course to the PLO’s.  A question 


that may arise is whether students from each of the 5 emphasis tracks have the 


opportunity to succeed in each Program Learning Outcome.  Therefore, Table 3 below 


shows just the *required* courses for each emphasis track.  Note that this is a minimal 
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look at the PLO’s within each emphasis track, because each track also requires 


electives that will also contribute to the student’s training in the Program Learning 


Outcomes.  Finally, Table 4 lists lower division, non-core courses that may be taken by 


non-majors, and Table 5 lists courses that are in the course catalog but have not yet 


been taught. 
 
Program Learning Outcomes for Biological Sciences (Same as above) 
 
Graduates from the Biological Sciences programs will have demonstrated: 
 
1. An understanding of the tenets of modern biology and an understanding of how 
cellular functions are integrated from the molecular level to the cellular level, through to 
the level of organism, populations, and functioning ecosystems. 
 
2. An ability to develop and critique hypotheses and to design experiments, models, 
and/or calculations to address these hypotheses. 
 
3. The ability to use appropriate instrumentation and computational tools to collect, 
analyze and interpret data. 
 
4. The ability to read, evaluate, interpret, and apply numerical and general scientific 
information. 
 
5. A familiarity with, and application of safety in good laboratory and field practices. 
 


Table 2:  Alignment of Courses with PLO’s; all courses for the major 
Bio Courses PLO #1 PLO #2 PLO #3 PLO #4 PLO #5 
001/001L 
Contemporary Biology & Lab 


X X X X X 


002/002L 
Intro to Molecular Biology & Lab 


X X X X X 


003 
Molecular Basis of Health & Dis 


X     


101 
Biochemistry 


X X  X  


102 
Advanced Biochemistry 


X X X X X 


110 
The Cell 


X X X X X 
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111 
Cells, Tissues & Organs 


X X X   


120 & 120L 
General Microbiology & Lab 


X X X X X 


122 
Microbial Pathogenesis ( for 2010-
2011) 


X X X   


124 
Microbial Evolution 


X X X   


125 
Emerging Public Health Threats 


X     


127 
General Virology 


X X X   


140 
Genetics 


X X X X  


141 
Evolution 


X X X   


142 
Genome Biology 


X X X   


147 
Astrobiology 


X X X   


148 
Ecology 


X X X   


149 & 149F 
Conservation Bio & Field Course 


X X X X X 


150 
Embryos, Genes & Dev 


X X X   


151 & 151L 
Molecular Immunology & Lab 


X X X X X 


152 
Cancer Genetics & Tumor Bio 


X X X   


153 
Evolution & Development 


X X X   


161  
Human Physiology (has Lab) 


X X X X X 


164 
Human Anatomy (has lab) 


X X X X X 


170 & 170L 
Neurobiology & Lab 


X X X X X 


180 X X X X  
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Mathematical Modeling for Bio 
181 
Intro to Biomolecular Simulation 


X X X X  


182 
Bioinformatics 


X X X X  


183 
Population Genetics  


X X X X  


190 Seminar  X X  X  
      
 
Table 3:  The requirements for each emphasis track of the major in relation to the PLO’s  
(Note that each track has additional electives taken from Table 2 above that also significantly 
contribute to student success in PLO’s.) 
I. Molecular and Cell Biology      
002/002L 
Intro to Molecular Biology  


X X X X X 


110 
The Cell 


X X X X X 


140 
Genetics 


X X X X  


141 
Evolution 


X X X   


180 
Mathematical Modeling for Bio 


X X X X  


II. Human Biology      
101 
Biochemistry 


X X  X  


110 
The Cell 


X X X X X 


140 
Genetics 


X X X X  


141 
Evolution 


X X X   


161  
Human Physiology (has Lab) 


X X X X X 


III. Ecology and Evolutionary 
Biology 


     


002/002L 
Intro to Molecular Biology 


X X X X X 







 26 


110 
The Cell 


X X X X X 


140 
Genetics 


X X X X  


141 
Evolution 


X X X   


148 
Ecology 


X X X   


IV. Cell and Developmental 
Biology 


     


002/002L 
Intro to Molecular Biology 


X X X X X 


101 
Biochemistry 


X X  X  


110 
The Cell 


X X X X X 


140 
Genetics 


X X X X  


150 
Embryos, Genes & Dev 


X X X   


180 
Mathematical Modeling for Bio 


X X X X  


V. Microbiology and Immunology      
002/002L 
Intro to Molecular Biology  


X X X X X 


101 
Biochemistry 


X X  X  


110 
The Cell 


X X X X X 


120 & 120L 
General Microbiology & Lab 


X X X X X 


127 
General Virology 


X X X   


151 & 151L 
Molecular Immunology & Lab 


X X X X X 
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Table 4: Lower Division non-core courses, or courses for non-majors 
005 
Concepts in Biology 


X     


010 
Genetics, Stem Cells & Dev 


X   X  


060 
Nutrition 


X X  X  


 
 
 
Table 5: Courses in the Catalog that have not yet been taught 


034 
Intro to Marine Sciences 


X X X   


043 
Biodiversity & Conservation 


X X X   


046 
Age of Dinosaurs 


X X    


104 & 104L 
Biophysics & Lab 


X X X X X 


105 & 105L 
Enzymology & Lab 


X X X X X 


106 
Intro to Molecular & Cell Biology 


X X X   


123 
Human Parasitology 


X X X   


130 
Plant Biology 


X X X   


134 
Marine Sci Theory & Practice 


X X X X X 


145 
Intro to Pop & Community Ecology 


X X X   


146 
Paleobiology 


X X X   


154 
Developmental Immunology 


X X X   


160 & 160L 
Comparative Physiology & Lab 


X X X X X 


162 
Evolutionary Constraints of Physiol 


X     


163 & 163L 
Endocrinology & Lab 


X X X X X 


175 
Biostatistics 


X X X X  


185 
Biomedical Ethics 


X X X   
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Appendix 1:  Rubric used in 2009 for evaluating responses in assessing PLO1 







Reviewer Initials: ____________________ Code: ________________


High Proficiency Medium Proficiency Low Proficiency


Comprehensiveness
of Response


Addresses all aspects of the question
completely and in depth using scientific
descriptions and terminology. Level of
detail well matched to question and scope
of response.   


May fail to address a few elements of the
question, but includes appropriately
detailed descriptions. Or, addresses all
elements of the question but detail is
somewhat limited.


Addresses few to no elements of the
question; does not answer what was
asked.   


Composition


Narrative is organized with appropriate
paragraphing and topic sentences and is
focused and concise. Assertions are
supported by relevant and specific
examples as appropriate. Connections
between assertions and supporting
examples are direct and explicit.


Mostly focused with use of topic
sentences and paragraphing as
appropriate. Most assertions are
supported with relevant examples as
appropriate. Occasionally, a supporting
example may seem inappropriate or its
connection to an assertion unclear.


Narrative lacks focus and appropriate
paragraphing. Lists rather than composes.
Fails to support assertions with examples
as needed or examples do not seem
connected to assertions.


Professional
Communication or
Sense of Audience


Sufficiently legible so that text easily read
and interpreted. Able to focus on quality
of narrative rather than deciphering
words. Minimal spelling errors.


Legible but sloppy so as to mildly distract
reader from attending to content of
narrative. Some text difficult to decipher.
Some spelling errors.


Response illegible. Carelessly crafted.


Synthesis/Integration


Narrative explicitly connects all elements
of the response to each other and to the
question being addressed.  No extraneous
information.


Narrative slightly disjointed in that
relationships of response elements to
each other and/or to the question are
occasionally unclear. Appears to include
some extraneous information.


Collection of assertions or facts that are
not related to each other or to the
question being addressed.  


Scientific
Accuracy/Vocabulary


Assertions constitute biologically accurate
responses to the question. Consistently
uses appropriate and precise scientific
vocabulary and language to describe
biological processes, structures and
concepts. Narrative illustrates command
of biological concepts and the facts
supporting those concepts. Is biologically
logical.


Almost all assertions constitute
biologically accurate responses to
question. Mostly uses appropriate
biological terms and language to describe
concepts and processes to show accurate
knowledge of concepts and supporting
facts.  Rarely describes biological
phenomena using general, vague or
metaphorical statements or everyday
language.  Occasional incorrect use of
vocabulary.


Assertions are off‐topic, biologically
incorrect or irrelevant to question.
Describes biological processes or concepts
using vague, imprecise language or
everyday English, revealing little scientific
knowledge. May rely on metaphorical
rather than scientific descriptions of
phenomena.  Does not use scientific
vocabulary or uses it inaccurately.







Reviewer Initials: ____________________ Code: ________________


Explanations/Comments


Comprehensiveness
of Response


Composition


Professional
Communication or
Sense of Audience


Synthesis/Integration


Scientific
Accuracy/Vocabulary







SPRING 2010 FACULTY ACCREDITATION REPORT—CHEMICAL SCIENCES 


Faculty Accreditation Organizer: Anne Kelley 


Other contributing faculty: David Kelley, Matt Meyer, Tao Ye, Meng-Lin Tsao, Erik Menke 


April 5, 2010  


 


UPDATES SINCE JANUARY 2009 REPORT 


 This report revises and updates the original Chemical Sciences report submitted in January 


2009.  The principal changes are the addition of a minor in Chemical Sciences and significant 


revisions in our approaches to assessing our Program Learning Outcomes in fundamental 


knowledge, communication, and ethics.  We are also introducing a new required course to 


insure that our majors receive appropriate instruction in scientific communication and in ethics. 


 


I.  PROGRAM DESCRIPTION 


 Chemistry is often known as “the central science” because of the key position it occupies in 


modern science and engineering.  Most phenomena in the biological and earth sciences can be 


described in terms of the chemical and physical behavior of atoms and molecules, and chemical 


principles also underlie much progress in medicine and engineering.  In addition, chemical 


systems are fascinating and often beautiful in their own right.  Recent developments in the 


chemical sciences are increasingly directed toward the study of phenomena at the nanoscale, the 


size range intermediate between individual molecules and macroscopic matter.  The ability to 


measure, understand, and control the properties of matter on these size scales allows us to draw 


conceptual and practical connections between the submicroscopic world of atoms and molecules 


and the macroscopic world with which we interact. 


 UC Merced offers an undergraduate major leading to a B.S. degree in the Chemical Sciences.  


All of our programs are designed to meet the requirements for approval by the American 


Chemical Society.  Students who complete an approved curriculum may obtain a certified 


degree, a valuable credential which serves as national-level recognition for successfully 


completing a rigorous academic chemistry curriculum in an ACS-approved department.1  The 


curriculum is designed to meet the needs of students who plan to end their formal education 


with a bachelor’s degree as well as those who wish to go on for an advanced degree.  The UC 


Merced chemistry B.S. graduate is well prepared to pursue a career in chemistry or an allied 


field.  A degree in the chemical sciences opens the door to a wide variety of careers in industry or 


government service, forensic chemistry in crime laboratories, commercial fields such as patent 


law and scientific writing, and high school science teaching.  Many chemistry majors go on to 
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graduate study to prepare for careers in teaching and/or research at the college or university 


level, or research positions in the chemical, pharmaceutical, electronics or other high-tech 


industries.  A major in chemistry is also an excellent foundation for medical school or other 


careers in the health sciences. 


 We offer both a basic chemistry program and emphasis tracks in biological chemistry, 


environmental chemistry, and materials chemistry, which allow students to pursue 


interdisciplinary areas within a degree program that is still focused on chemistry.  Many aspects 


of our program are fairly standard among chemistry programs nationwide.  Our students take 


foundational courses in math (through linear algebra and differential equations), physics (two 


semesters) and biology (one semester) in addition to the School of Natural Sciences 


requirements in general education, a computer science course, and a probability and statistics 


course.  Required chemistry courses include a year of general chemistry with lab, a year of 


organic chemistry with lab, a year of physical chemistry, one semester each of instrumental 


analysis, inorganic chemistry, and biochemistry, and a combined physical chemistry and 


instrumental analysis lab.  Further upper-division courses may be selected from a range of 


electives in chemistry, biology, earth systems science, materials science, and engineering 


depending on the emphasis track chosen.  Mirroring the flavor of our institution as a whole, the 


UC Merced Chemical Sciences program is considerably more interdisciplinary than are most 


chemistry programs in allowing more of its upper-division course requirements to be met 


through chemistry-based courses offered in other disciplines.  This breadth also permits us to 


offer both undergraduate and graduate programs in chemistry with a faculty that is currently far 


smaller than that of most chemistry departments at research universities. 


 Research is a very important part of the Chemical Sciences major at UC Merced.  All of our 


majors are required to complete at least 2-4 units of CHEM 95 or CHEM 195, lower-division or 


upper-division undergraduate research.  (The minimum requirement varies with emphasis track 


because of the different amounts of formal laboratory coursework required for the different 


tracks.)  Thus far the number of chemistry majors has been sufficiently small that we have been 


able to provide research opportunities for all chemistry undergraduates who want them, as well 


as for some students majoring in biology and other fields who sometimes switch to chemistry 


after getting experience in a research laboratory.  However, as of the middle of Spring 2010 


there were 94 declared CHEM majors.  Should most of these students remain in the major, 


seven chemistry faculty will not be able to accommodate all of them and we will need to revisit 


this requirement. 
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 A minor in Chemical Sciences was approved in Spring 2010.  Course requirements for the 


minor are two semesters of general chemistry, two semesters of organic chemistry, and three 


additional upper-division chemistry courses.  As of Spring 2010 only one student had declared 


the CHEM minor.  We expect that there will eventually be more, but because of the perceived 


difficulty of upper-division chemistry courses it is unlikely that this will ever be a highly popular 


minor. 


 


1ACS will not consider a chemistry program for approval until it has been accredited by its 


regional accrediting body (WASC in our case) and has awarded an average of at least two 


degrees annually over a five-year period.  As our first four majors graduated in Spring 2009, the 


earliest date at which ACS approval is possible would be 2014.
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II.  ASSESSMENT PLAN 


A.  Timeline and goals  


 The Chemical Sciences faculty has defined a set of program learning outcomes listed in Part 


B.  Assessment of these outcomes is being phased in on an annual basis as outlined below: 


Outcome Initiate collection of 
evidence 


Evaluate 
evidence 


Initiate 
response 


1. Fundamental knowledge and 
skills 


spring / summer 2009 summer / fall 
2009 


fall 2010 


2. Scientific methodology fall 2009 / spring  / 
summer 2010 


summer / fall 
2010 


fall 2011 


3. Communication and teamwork 
skills 


fall 2010 / spring / 
summer 2011 


summer / fall 
2011 


fall 2012 


4. Citizenship, ethics, role of 
chemistry in society 


summer 2012 summer / fall 
2012 


fall 2013 


 


 Evidence concerning Outcome 1 was collected at the end of spring semester and the 


beginning of summer of 2009 and was evaluated during summer and fall of 2009.  The 


chemistry faculty met during fall semester to discuss what had been learned.  Our conclusions 


were summarized in the Assessment Report submitted in January 2010.  We found that the 


protocols we had initially adopted for assessing Outcome 1 did not provide the evidence needed 


to make informed decisions about student learning and appropriate modifications to our 


curriculum.  A revised plan for assessing this and other program learning outcomes is described 


below. 


 Initial assessment of Outcome 2 will be based on student work during the current (2009-


2010) academic year and will be carried out during summer and fall of 2010.  Outcomes 3 and 4 


will be assessed during the summer and fall of 2011 and 2012.  Once assessment of all four 


outcomes has been phased in, it is anticipated that evidence pertaining to each outcome will be 


collected and assessed every year but that programmatic changes will normally be made on a 


four-year cycle based on evidence collected during all four years. 


 


B.  Program learning outcomes 


 Our program learning outcomes are based in part on the “student skills” specified as goals 


for chemistry undergraduate programs by the American Chemical Society’s Committee on 


Professional Training.  We have refined and reorganized their list and made some other 


modifications to reflect the character of Merced’s program.  The Program Learning Outcomes 


specified for the Chemical Sciences major are: 


 1.  Fundamental knowledge and skills.  Students are able to describe the major concepts and 


theoretical principles in chemistry.  They can identify the central ideas underlying the principal 
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subfields of chemistry-- analytical, inorganic, organic, and physical chemistry--as well as the 


broader interdisciplinary subfields of biological, environmental and materials chemistry.  


Students are able to operate modern chemical instrumentation, perform chemical syntheses and 


carry out other essential chemical experiments with strict adherence to sound laboratory 


techniques as well as good safety and hygiene practices.  They know how to use modern web-


based methods to effectively search the scientific literature. 


 2.  Scientific methodology.  Students have developed the ability to integrate the 


aforementioned fundamental knowledge and skills into scientific inquiries.  They can formulate 


well-defined and quantitative questions, develop testable hypotheses, design and execute 


experiments, analyze and interpret the results and reach appropriate conclusions.  They are also 


able to critically analyze the work of other scientists and assess its correctness, importance, and 


relevance. 


 3.  Communication and teamwork skills.  Students are able to write organized and concise 


reports and present technical information using electronic media, posters and oral 


presentations.  They have developed the communication and teamwork skills that allow them to 


work effectively both as leaders and as team members in a group. 


  4.  Citizenship, ethics, role of chemistry in society.  Students have an appreciation for the 


role of chemistry in the global society as well as the central role chemistry plays in other 


scientific disciplines such as biology, medicine, environmental science, and engineering 


sciences.  They conduct themselves ethically and responsibly in science-related professions. 


 These learning outcomes, along with a brief description of the major, degree requirements, 


and brief course descriptions with links to recent syllabi, are posted on the School of Natural 


Sciences web site (http://naturalsciences.ucmerced.edu/students/undergraduate/chemical-


sciences) and will be updated as appropriate. 


 


C.  Evidence 


 Achievement of program learning outcomes will be assessed through four types of evidence: 


student reports from upper-division laboratory courses and CHEM 195 research courses, oral 


presentations given in CHEM 194, an American Chemical Society standardized exam given to 


graduating seniors, and an exit questionnaire given to graduating seniors.  Originally we had 


also planned to use embedded questions on final exams, but our initial attempt to do so led us to 


conclude that this provided very little new information beyond that contained in the students' 


final course grades.   
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 Outcome 1 (fundamental knowledge and skills) will be assessed through a combination of an 


externally calibrated, standardized exam (for concepts and theoretical skills) and performance 


in upper-division laboratory courses (for laboratory skills).  We will have our seniors take the 


American Chemical Society’s Diagnostic of Undergraduate Chemistry Knowledge exam.  This is 


a two-hour, 60-question exam that poses a number of realistic scenarios in forensics, 


environmental chemistry, medicine, agriculture, materials science, etc. and asks several 


chemical questions related to each one.  Results from this exam can be benchmarked against 


results from other institutions to give us a good idea of where our students stand.  In addition, 


faculty teaching upper-division laboratory courses, currently CHEM 101L (Advanced Synthetic 


Laboratory), CHEM 114L (Instrumental Analysis and Physical Chemistry Laboratory), and 


CHEM 147 (Materials Chemistry Laboratory, if it is ever taught), as well as all faculty 


supervising CHEM 195 research courses, will be asked to evaluate each student on the 


laboratory-based aspects of Outcome 1 as outlined in the table below.  Each student will be rated 


on each applicable skill on a scale of excellent, good, fair, or poor. 


skill course 
Operate modern chemical instrumentation 114L 


195 (as appropriate) 
Perform chemical syntheses 101L 


195 (as appropriate) 
Adhere to safety and hygiene standards 101L 


114L 
195 


Search the chemical literature 114L 
195 


 


 Outcome 2 (scientific methodology) will be assessed through evaluation of student reports 


from CHEM 195 research courses.  While we teach aspects of scientific methodology in several 


places in the curriculum (see below), independent research provides the best opportunity to 


assess what the student has learned.  For each student enrolled in CHEM 195, the instructor and 


a second faculty member will evaluate each report and assign a score of excellent, good, fair, or 


poor for each of the four sub-objectives:   


• formulate questions and develop testable hypotheses 


• design and execute experiments 


• analyze and interpret results 


• critically analyze the work of other scientists  


 The instructor’s evaluation should be based on the written report as well as his or her 


interaction with the student during the course of the research project.  The second faculty 
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member will provide a less informed but also unbiased evaluation based solely on the written 


report. 


 Outcome 3 (communication and teamwork) will be assessed in three ways.  Written 


communication skills will be evaluated using laboratory reports from CHEM 114L and CHEM 


195.  The instructor and a second faculty member will evaluate one report from each student in 


each course and assign a score of excellent, good, fair, or poor.  Oral communication skills will 


be evaluated based on student seminars presented in the new CHEM 194 course, which we plan 


to make a requirement for all Chemical Sciences seniors.  The course instructor and another 


faculty member will evaluate each seminar as excellent, good, fair, or poor.  Finally, teamwork 


skills will be evaluated by performance in the laboratory in CHEM 101L, CHEM 114L, and 


CHEM 195.  The instructor of each course will be asked to assign each student a score of 


excellent, good, fair, or poor based on his/her ability to work with others in a laboratory setting. 


 Outcome 4 (ethics and citizenship) will be evaluated through an exit survey given to senior 


majors during CHEM 194 which will contain questions designed to probe understanding of and 


attitudes related to ethics and citizenship.  Details of the survey are still under development. 


 


D.  Process 


 Collection of coursework- and research-based evidence and its assessment will be performed 


at the end of each semester, including summer session for research courses.  The ACS exam and 


the exit survey will be administered to graduating seniors at the end of spring semester, during 


CHEM 194 once that course becomes a program requirement.  Until that time, faculty 


supervising seniors in CHEM 195 will be asked to administer the exam and exit survey to their 


research students. 


 After assessment of all four outcomes has been phased in, the assessment results will be 


critically evaluated and action will be taken every four years.  By averaging data over four years, 


we hope to avoid making excessively large or numerous changes in the program based on small 


amounts of data or an anomalously weak single class.  Actions to be taken may involve adding or 


deleting courses, changing course content, sequence, or prerequisites, or changing the 


instructors assigned to particular courses.  Substantive changes to individual courses or to the 


program will require formal approval by the faculty of the School of Natural Sciences and then 


by the campuswide Undergraduate Council.  These change requests will be submitted before the 


end of fall semester, allowing adequate lead time for any course or program modifications to 


take effect the following fall semester. 
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E.  Participants 


 Collection and analysis of coursework- and research-based evidence will be carried out by 


the chemistry program faculty each semester.  While CHEM 101L, 114L, 147 if offered, and 194 


are the key courses providing assessment data, most of the chemistry faculty supervise one or 


more CHEM 195’s each semester.  The “second faculty members” involved in evaluating 


laboratory and research reports (see above) will be chosen to distribute the work as equally as 


possible among the chemistry faculty, with a somewhat lighter load for untenured faculty.  


School of Natural Sciences staff will be tasked with ordering the ACS exams and, perhaps, with 


scoring them based on a multiple-choice key.  The exit survey will be written by the chemistry 


program faculty.   


 The chemistry program faculty will meet annually to disseminate the results of that year’s 


assessment and discuss possible changes to the assessment process or obviously needed changes 


to the curriculum.  The faculty will convene a more thorough curriculum review every four years 


based on review of four years’ worth of assessment data.  Changes in courses or program 


requirements must be proposed and justified by the chemistry group faculty, approved by the 


Natural Sciences curriculum committee and, if substantive, by vote of the full Natural Sciences 


faculty, and finally approved by the campuswide Undergraduate Council.  Authority for making 


teaching assignments rests with the Dean of Natural Sciences, but the recommendations of the 


program faculty are usually accepted. 


 Staff from the School of Natural Sciences, in consultation with the program faculty, are 


responsible for publicizing course syllabuses, program learning outcomes, and information 


about assessment.  The Natural Sciences web site contains brief descriptions of each major, 


learning outcomes, degree requirements, and lists of all courses with links to recent course 


syllabuses (http://naturalsciences.ucmerced.edu/students/undergraduate/chemical-sciences). 


 


F.  Minor 


 The Chemical Sciences minor was originally defined to have a single Program Learning 


Outcome, which was the same as Outcome 1 for the major.  Upon further reflection, we have 


recognized that this outcome is too ambitious in view of the small number of upper-division 


chemistry courses required for the minor, so we have modified it.  The new Program Learning 


Outcome for the Chemical Sciences minor (pending Undergraduate Council approval) is: 


 Fundamental chemical knowledge.  Students are able to describe the major concepts and 


theoretical principles in chemistry.  They can identify the central ideas underlying the principal 
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subfields of chemistry-- analytical, inorganic, organic, and physical chemistry--as well as the 


broader interdisciplinary subfields of biological, environmental and materials chemistry.   


 The corresponding PLO for the major is being assessed through the ACS Diagnostic of 


Undergraduate Chemistry Knowledge exam.  The same level of breadth and depth of knowledge 


cannot be expected for the minor because of the small number of advanced chemistry courses 


required.  Assessment for the minor is still under discussion by the faculty. 


 


G.  Self-evaluation of assessment plan based on WASC criteria 


Comprehensive List:  The Chemical Sciences PLOs can be categorized as “Developed”.  They 


contain a well-organized, complete set of outcomes based on national disciplinary standards 


from the American Chemical Society.  They also take into account relevant institution-wide 


outcomes such as communication and ethics.  They fail to meet the “highly developed” level 


because the faculty have not yet discussed and agreed on explicit criteria for assessing mastery 


of each outcome. 


Assessable Outcomes:  The Chemical Sciences PLOs are probably best described as “Emerging”.  


Although most of them do indicate how students can demonstrate learning, PLO #4 in 


particular is quite problematic in this regard.  


Alignment:  We would describe the Chemical Sciences PLOs as “Developed”.  All PLOs are 


addressed in the curriculum and everything in the curriculum is responsive to the PLOs.  Most 


but not all of the PLOs are developed at increasingly high levels as students move through the 


curriculum. 


Assessment Planning:  We consider the Chemical Sciences assessment planning to be at the 


“Developed” level.  We have a multi-year assessment plan that identifies when each outcome will 


be assessed and how the results will be analyzed and used to improve the curriculum.  It is not 


“Highly Developed” because it is not yet clear how well the chosen methods of assessment will 


work or how sustainable the approach is. 


The Student Experience:  The Chemical Sciences program falls into the “Emerging” category in 


this regard.  We have not done a very thorough job of communicating overall program outcomes 


to our students.  Although program outcomes are available in the catalog and on various web 


sites, most course syllabi contain only course learning outcomes and do not link them to 


program outcomes.
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III.  ALIGNMENT OF INSTITUTIONAL AND PROGRAM GOALS/OUTCOMES 


A.  Program and Institutional Goals/Outcomes 


 The Chemical Sciences major, with its emphasis on research, fits very well into UC Merced's 


mission as a student-centered research university.  All of our majors are required to take at least 


two units of CHEM 95/195 (Undergraduate Research), and most of them take considerably 


more, many starting in their freshman or sophomore years.  Working with a faculty member on 


an independent research project exposes our students to the thrill of discovery that makes doing 


science so rewarding.  It is also an excellent venue for teaching our students new laboratory 


techniques, laboratory safety, teamwork, use of the scientific literature, presentation of scientific 


results, and scientific ethics.  In addition, the vast majority of our courses are taught by 


research-active ladder-rank faculty who can bring examples and ideas from current research 


into the curriculum.  Our use of non-ladder-rank lecturers has thus far been limited mainly to 


CHEM 1 and CHEM 2 (preparatory chemistry and first-semester general chemistry). 


 Although the chemical sciences program is a largely technical major and is not a primary 


contributor to general education at Merced, most of UC Merced's guiding principles of general 


education are addressed in some way in our program.  The table below indicates the 


correspondence between our program learning outcomes and the eight guiding principles: 


GE Principle → 
 


Learning 
Outcome 


↓ 


Scientific 
literacy 


Decision 
making 


Communi-
cation 


Self 
and  
society 


Ethics 
and 
responsi-
bility 


Leader-
ship 
and 
team-
work 


Aesthetic 
under-
standing, 
creativity 


Develop-
ment 
of 
personal 
potential 


Fundamental 
knowledge and 
skills 


X       X 


Scientific 
methodology 


X X     X  


Communication and 
teamwork skills 


  X   X X X 


Citizenship, ethics, 
role of chemistry in 
society 


 X  X X   X 


 


While scientific literacy is clearly the dominant GE principle addressed in the Chemical Sciences 


curriculum, all of the other guiding principles are at least touched upon.  Decision making is 


encountered in determining, for example, which route to take to synthesize a particular 


structure or which instrumental method to use to measure a property of interest, as well as in 


deciding when data are complete and convincing enough to allow a conclusion to be reached.  


Communication is taught and assessed through written laboratory and research reports as well 


as oral technical seminars.  Leadership and teamwork skills are exercised through laboratory 


experiments and research performed in pairs or larger groups.  “Self and society” and “Ethics 
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and responsibility” are addressed by discussing some of the challenges faced by modern society 


whose causes and/or solutions involve chemistry (ozone depletion, renewable energy).  


Creativity is an ingredient of most chemical research, where by definition one is trying to solve a 


problem that has not been solved before.  Finally, successful performance in any rigorous 


academic discipline, including chemistry, requires development of the student’s personal 


potential. 


 


B.  Program and School Goals 


 Solutions to many of humankind’s most pressing problems, from fighting disease to creating 


sustainable energy sources, depend upon understanding natural processes.  The academic and 


research programs in the School of Natural Sciences create the environment for excellence in 


student achievement and cutting edge research in the broad areas of life, physical and 


environmental sciences.  George Whitesides, in his 2007 Priestley Medal address, states that 


"Chemistry is now the natural home of many of the most engaging problems in fundamental 


science and of the problems in applied science about which society cares the most."  Examples 


include unraveling the chemical mechanisms of ozone depletion, the synthesis of exciting new 


materials for efficient solar energy capture and storage, the development of mass spectrometric 


methods for analyzing biological macromolecules, and the advancement of optical methods that 


can access details of life processes at the single molecule level.  The fundamental nature of 


chemistry to other fields of science is recognized by the School's requirement that all Natural 


Sciences majors take at least one semester of chemistry.  The Biological Sciences major requires 


three semesters and Earth Systems Science requires two semesters.  All Chemical Sciences 


majors must also take one semester of biology, four semesters of math, and two semesters of 


physics.  Additionally, a broad range of chemistry-based upper-division courses in other Natural 


Sciences disciplines may be used to satisfy elective requirements for the Chemical Sciences 


major, further demonstrating the integration of our program into the School as a whole. 


 


C.  Program and Course Learning Outcomes 


 The curriculum  map below indicates the program learning outcomes to which each of our 


CHEM courses contribute.  Only courses that are required for one or more emphasis tracks 


and/or have been offered as of Spring 2010 are included.  (I = introduction, D = development, M 


= mastery.)  Note that many of the skills we consider to be at the "introductory" level are 


introduced in required foundational courses in mathematics, physics, and writing.   
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CHEM course 


Fundamental 
knowledge and 


skills 


 
Scientific 


methodology 


Communication 
and teamwork 


skills 


Citizenship, 
ethics, role of 
chemistry in 


society 
2 (Gen chem I + lab) I I I I 
8 (Organic I + lab) D D D I 
10 (Gen chem II + 


lab) 
D D D I 


100 (Organic II) M   I 
101L (Synthetic lab) M D D D 


111 (Biochem I) D   I 
112 (Quantum/ 
spectroscopy) 


M   I 


113 (Thermo/ 
kinetics) 


M   I 


114L (Physical/ 
instrumental lab) 


M D M D 


115 (Instrumental 
analysis) 


M   I 


120 (Inorganic) M   I 
122 (Biochem II + 


lab) 
M D D D 


147 (Materials lab) M D M D 
95/195 (Research) M M M D 


194 (Ethics & 
communication) 


  M M 


 


The emphasis of the program is on the fundamental knowledge and skills that are specific to the 


discipline.  All of our chemistry courses except CHEM 194 address this outcome and most of the 


upper-division courses aim to develop mastery of a particular area of chemistry.  The skills 


grouped under “scientific methodology”, as well as communication and teamwork skills, are 


addressed mainly in laboratory and research courses and courses with a laboratory component.  


Communication is also addressed explicitly in the new CHEM 194.  Citizenship and ethics are 


addressed occasionally in all of our courses and more often in laboratory-based courses, and 


explicitly in CHEM 194. 
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SECTION I:  PROGRAM DESCRIPTION 
 
 The Minor in Chicano/a Studies, approved during the Spring of 2010 semester, is an 


interdisciplinary program that combines strengths and insights from Anthropology, Literature, 


History, Sociology, Spanish, and Writing. The program introduces students to the complex 


experiences, history, cultural practices, and social interactions of one of the largest ethnic groups 


in the United States. The program has been designed around conceptual and theoretical units that 


are central to Chicano/a Studies as a field. At the same time, we have developed those conceptual 


and theoretical units around current and anticipated faculty strengths, thus giving it a distinctive 


UC Merced flavor. The program thus maximizes the research interests and expertise for which 


our faculty is known, with direct ties to ongoing research projects in the field. 


 The UC Merced’s Minor in Chicano/a Studies is organized around the following central 


questions that the program will explore from multiple disciplinary perspectives: 


1. the role that race and ethnicity play and have played in shaping the experiences of 


different ethnic groups in the United States, with an emphasis on Chicanos/as; 


2. the dynamics of migration and immigration, and the ensuing changes in identity, 


language, social and cultural practices, and national (or transnational) allegiances; 


we pay especial attention to the borderlands and its role in defining a Chicano/a 


identity over the years; 


3. cultural contact and conflict in a historical context, including an in-depth examination 


of activism and its role in raising consciousness, political mobilization, building a 


sense of community, and advancing Chicano/a civil and human rights; 
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4. literature and the ways in which it reflects and advances social changes, produces 


artistic renditions of Chicano/a and non-Chicano/a life, facilitates a sense of 


community, and interacts with readers from different cultural backgrounds; 


5. language, with special attention to bilingualism, the social and the artistic uses of 


mixing languages, as well as the tension between spoken and written versions of 


those languages; 


6. the indigenous component of the Chicano/a identity; Chicanos/as are the descendants 


of multiple indigenous groups from present-day Mexico and the United States, 


and exploring that descent is central to our program. 


 Because the program is a minor with no associated major, student participation in 


research projects is not required, but we expect many of our students to collaborate in such 


ongoing faculty research programs as the Social Mobilization in California, Community Health 


in the San Joaquin Valley, Indigenous Migration, Chicano/a Literature Intertextual Database, and 


the Chicano/a Readers Oral Project, among others. 


 The minor in Chicano/a Studies will contribute to and complement student education in 


such existing majors as Anthropology, History, Literature, and Sociology, among others. In 


doing so, the minor will contribute to preparing students for advanced degrees and graduate 


studies in those and other fields. At the same time, the program will educate its graduates for 


professional employment in fields that require and/or can benefit from a nuanced understanding 


of the Chicano/a population, from Human Resources to Civic Service and/or to private research, 


among others. 
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SECTION II:  ASSESSMENT PLAN 
 
 The minor in Chicano/a Studies is centered around six learning goals that we intend to 


assess during a six-year cycle. Our intent is to assess our learning outcomes in the order stated 


below (Section II, Part A) by working with students who will complete the minor in each of 


those years. For the purposes of the following timeline, we have considered the possibility that 


some students may complete the minor at the end of AY 2010-11, since some of the courses that 


count towards the minor have been offered in recent years. If no students complete the minor 


during AY 2010-11, we will proceed with the assessment plan in the same order listed below, but 


beginning in AY 2011-12. 


 
PART A:  TIMELINE & GOALS 


 The timeline for the Chicano/a Studies minor assessment plan will be five years. We 


expect to assess our program learning outcomes as follows: 


 Year 1 (2010-11): Outcome 6; 


 Year 2 (2011-12): Outcome 5; 


 Year 3 (2012-13): Outcome 2; 


 Year 4 (2013-14): Outcome 1; 


 Year 5 (2014-15); Outcome 4; 


 Year 5 (2015-16): Outcome 3. 


The goals for the assessment of our program are the following: 


 to examine our curriculum content; 


 to improve curriculum, as needed; 


 to examine skill development; 


 to change pedagogy, as needed; 







Assessment Plan. Chicano/a Studies Minor 5 


 to stimulate faculty discussion; 


 to re-examine our program learning outcomes; 


 to improve our assessment process. 


 


PART B:  OUTLINE OF PROGRAM LEARNING OUTCOMES 


 At the completion of the Chicano/a Studies minor, we expect students to have developed 


the proper critical and analytical skills to understand the many facets of the Chicano/a 


experience, as well as to discuss them verbally and in writing. In particular, our program learning 


outcomes are as follows: 


 Outcome 1: Students will be able to identify and analyze (both verbally and in 


writing) Chicano/a cultural practices, including an understanding of their origins, 


historical development, and social contexts; 


 Outcome 2: Students will understand the role that race, gender and ethnicity have 


played in defining Chicanos/as as a group, and they will be able to apply that 


knowledge to specific academic areas (e.g. literature, anthropology, etc.); 


 Outcome 3: Students will be able to recognize and discuss internal differences within 


the Chicano/a group, and to relate those differences to processes of migration, 


diaspora, transnationalism, and other forms of geographical displacement, as well as 


to  their indigenous roots in the Americas; 


 Outcome 4: Students will understand the role that activism and struggle have played 


in building a Chicano/a consciousness; 
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 Outcome 5: Students will be able to recognize the main elements of a Chicano/a 


aesthetics, as manifested in literature and language, as well as in cultural practices 


and rituals; 


 Outcome 6: For upper-division courses, students will be able to produce research 


papers exploring topics salient to Chicano/a Studies. 


 Since the minor consists of courses from multiple disciplines, the Program Learning 


Outcomes will not be published in the syllabi for those courses. The Chicano/a Studies minor 


Program Learning Outcomes will be published in the general university catalog as well as in the 


program’s website. 


 


PART C:  EVIDENCE 


 Year 1 (2010-11): Outcome 6; 


Direct evidence: Students will be asked to submit a portfolio of 2-3 research papers 


prepared for upper-division courses taken for the major. 


Indirect evidence: Students will be interviewed to ascertain their experience as 


researchers in the field of Chicano/a Studies 


 Year 2 (2011-12): Outcome 5; 


Direct evidence: Exams and/or class assignments in relevant courses will include 


appropriate questions to assess learning in this area. Scans or photocopies of 


exams and assignments will be kept for assessment purposes. 


Indirect evidence: Students will write a reflective essay on how their work during the 


completion of the minor helped them achieve this learning outcome. 


 Year 3 (2012-13): Outcome 2; 
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Direct evidence: Portfolio. Students completing the last course of the minor will prepare 


a portfolio with those course assignments, term papers, exams, and any other 


documentation that shows their understanding of the role that race, gender, and 


ethnicity have played in defining Chicanos/as as a group, as well as their ability to 


apply that knowledge. 


Indirect evidence: Students will write a reflective essay on how their work during the 


completion of the minor helped them achieve this learning outcome. 


 Year 4 (2013-14): Outcome 1; 


Direct evidence: We will administer a pre-test at the beginning of our introductory 


mandatory course (LIT 060) with questions related to this outcome. The same 


questions will be embedded in the final exam in order to assess what students 


have learned in the semester. We will use similar pre- and post-test methodology 


to asses these PLOs in one related upper-division course. 


Indirect evidence: Students finishing the minor will be asked to complete a survey. 


 Year 5 (2014-15): Outcome 4; 


Direct evidence: We will administer a pre-test at the beginning of our introductory 


mandatory course (LIT 060) with questions related to this outcome. The same 


questions will be embedded in the final exam in order to assess what students 


have learned in the semester. We will use similar pre- and post-test methodology 


to asses these PLOs in one related upper-division course. 


Indirect evidence: Students finishing the minor will be asked to complete a survey. 


 Year 6 (2015-16): Outcome 3; 
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Direct evidence: Portfolio. Students completing the last course of the minor will prepare 


a portfolio with those course assignments, term papers, exams, and any other 


documentation that shows their understanding of internal differences, 


geographical displacement, and the indigenous roots of Chicanos/as, as well as 


their ability to apply that knowledge. 


Indirect evidence: An exit interview will assess student learning. 


 


PART D:  PROCESS 


 Student assessment will take place every year, during the Fall and Spring semesters. 


Assessment will include all students completing the minor during each semester. When 


enrollment in the major reaches such numbers that including all outgoing students in the 


assessment becomes impractical, then we will select a sample of students for the purpose of 


assessing learning outcomes. For details on year-by-year assessment, please see the preceding 


section (Section II, Part C). 


 


PART E: PARTICIPANTS 


 The tasks of gathering evidence, assessing learning effectiveness and implementing 


necessary or desirable changes involve different constituencies in diverse ways, as specified 


below: 


 Evidence collection: all of the faculty will assist in data collection by building a 


database of student work at a special UCMCROPS site. Students will also be in 


charge of collecting evidence, as noted in Section II, Part B (e.g., assembling 


portfolios with class work). 
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 Data analysis: Data analysis will be the charge of an elected program assessment 


committee and of the Faculty Assessment Officer (FAO). Their task will be to 


analyze the evidence collected each year and to produce a report. The report will be 


shared with all faculty participating in the program for such purposes as rethinking 


curriculum, pedagogies, and assessment methods. 


 Dissemination of results will also be the task of the program assessment committee 


and the FAO. 


 Implementation of findings to improve student learning will be initiated by the 


program assessment committee and the FAO, but it will be the ultimate responsibility 


of the program faculty at large.  


 


SECTION III:  ALIGNMENT OF GOALS AND OUTCOMES 
 
 
 PART A:  PROGRAM AND INSTITUTIONAL GOALS/OUTCOMES 


 The goal of the Chicano/a Studies minor are perfectly aligned with those of the 


University of California, Merced (UCM). Our program shares with UCM’s mission statement a 


commitment to fostering a sense of community bound by learning, discovery and engagement, as 


manifested in our curriculum’s emphasis on multiple approaches to the study of Chicano/a 


issues, on research, and on the role of activism. We also share with UCM’s mission statement 


our commitment to interdisciplinarity, networking across academic groups and community 


constituencies, and leadership development. 


 In addition, our goals and outcomes are perfectly aligned with UCM’s eight guiding 


principles of general education, as the following illustration indicates: 
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1. Scientific Literacy: Scientific literacy plays an important part in the minor in Chicano/a 


Studies, as students are introduced to working with social-science research and 


some quantitative-driven research in the Humanities. Students are introduced 


early on in the minor (in our required lower-division course LIT 060) to such 


issues as statistics of population, selective and/or biased used of evidence (and the 


effect it has had on Chicano/a historiography, for instance) and similar issues of 


methodology. 


2. Decision Making: Chicano/a Studies coursework involves decision making in multiple 


ways, from critical analysis of texts and contexts to evaluating and interpreting 


sources and evidence. In addition, our study of activism (cf. PLO # 4) amply 


illustrates our desire to have students consider in depth the causes and 


consequences of decision making from a historical point of view, which they can 


then apply to social issues affecting Chicanos/as nowadays. 


3. Communication: All courses in the Chicano/a Studies minor have strong writing and 


speaking components. In particular, upper-division courses (80% of the minor) 


require advance communication skills for producing solid research arguments, 


and for communicating to diverse audiences and in diverse formats the knowledge 


learned in the Chicano/a Studies minor. 


4. Self and Society: The Chicano/a Studies minor is constructed to reflect on and study 


major issues involving self and society, including identity, race, gender, and 


ethnicity variables (PLO # 2), internal differences (PLO # 3), community-building 


through either relocation (PLO # 3) and/or activism (PLO # 4), as well as a 
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historical understanding of how Chicano/a selves and groups have participated in 


the construction of social networks throughout the United States. 


5. Ethics and Responsibility: Students in the Chicano/a Studies minor will master 


multiple ethical practices involved in a responsible approach to research in 


studying human groups. PLO # 6, in particular, stresses the need to train students 


for producing research papers in agreement with professional ethic standards. In 


addition, the contents of many of our courses highlight a myriad of ethical issues, 


including those associated with migration (PLO # 3) and struggle (PLO # 4). 


6. Leadership and Teamwork: Many of the courses in the Chicano/a Studies minor train 


students for working with others and developing leadership skills. Moreover, 


through the necessary study of Chicano/a leaders and collective struggle, the 


value of working in teams and of stepping up to lead others are critically 


reinforced. 


7. Aesthetic Understanding and Creativity: Several of our Program Learning Outcomes 


stress aesthetic understanding and the role of creativity in shaping-up the 


Chicano/a experience over the years. PLO # 1, for instance, states that students 


will understand before they finish the minor Chicano/a cultural practices, and 


PLO # 5 ensures that the students will recognize the main elements of a Chicano/a 


aesthetics in language, literature, rituals, cultural practices and art. 


8. Development of Personal Potential: All of our program’s learning goals contribute to 


the development of our student’s personal, intellectual, and ethical potential. 


Trough the interdisciplinary curriculum in Chicano/a Studies, students from 


multiple disciplinary majors will be faced to consider diverse issues they may (or 
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may not) be familiar with from novel perspectives. This will contribute to making 


them well-rounded intellectuals. 


 


PART B:  PROGRAM AND SCHOOL GOALS 


 Our program shares the School of Social Sciences, Humanities and Arts (SSHA) 


commitment to exposing students to many different approaches to our understanding of human 


nature, as well as its emphasis on the value of interdisciplinarity and multidisciplinary research 


and learning. Our program brings together faculty from six different units within SSHA 


(Anthropology, History, Literature, Sociology, Spanish, and Writing) that bring their own 


disciplinary training and expertise to the program with a dedication to expanding the limits of 


each of those disciplines they represent. 


 


PART C:  PROGRAM AND COURSE (STUDENT) LEARNING OUTCOMES 


 The following Curriculum Map will serve to illustrate how our courses support the 


program’s learning outcomes: 


I=Introduction, D=Develop, M=Mastery at a level appropriate for graduation 


from the minor program. 


 


Outcomes Course 
1 2 3 4 5 6 


ANTH 110 I D D I I M 
ANTH 116 I D D M I M 
HIST 119 I I M D I M 
HIST 123 I M D I I M 
LIT 60 M D I I D N/A 
LIT 111 I I D I D M 
LIT 150 D I D D I M 
LIT 162 D I D I M M 
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LIT 168 D D I D M M 
LIT 169 I D I D D M 
SOC 110 I M M M I M 
SOC 131 I M M D I M 
SOC 180 I M M D I M 
SPAN 180 Varies according to the topic 
WRI 140 I I I I D M 
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Abstract descr ibing changes in this revision 
 
The following changes have been made in this revision of the 2009 Cognitive Science 
WASC document.    
 


Section 2, part A:  The description of PLO 2, which was assessed this year, was 
revised 
Section 2, part G:  This section was added, to describe our self-assessment. 
Section 3, part A: A table was added describing alignment between Cognitive 
Science Program Learning Outcomes and the Eight Guiding Principles of General 
Education.  
Section 3, part C


 


:  Based on discussion with cognitive science faculty, and recent 
revisions to syllabi to explicitly include PLO’s, the curriculum map was updated.  
New courses were added and entries were revised. 


 


Section I: Program Description 


Cognitive science is an interdisciplinary field that combines theories and methods from 
computer science, linguistics, philosophy, psychology, and neuroscience. The 
overarching aim is to understand how cognition emerges within and between biological 
organisms and artificial systems. Some cognitive scientists conduct research in 
universities, and others pursue careers in areas as diverse as cognitive engineering, 
information sciences, management, law, intelligent systems, graphic and digital media 
design, and medicine. 


UC Merced has six cognitive science faculty who teach cognitive science (COGS) 
courses:  Evan Heit, Christopher Kello, Teenie Matlock, David Noelle, Michael Spivey, 
and Jeff Yoshimi.  Paul Maglio is an adjunct faculty who teaches a service science course 
cross-listed between COGS and Management. The cognitive science program also has 
affiliate faculty in the School of Engineering and the School of Social Sciences, 
Humanities, and Arts (SSHA), where the program is housed.  Affiliate faculty are 
involved in the cognitive science program through research collaborations that often 
include undergraduate and graduate students, and various course offerings relevant to 
cognitive science. The affiliate faculty are Stefano Carpin, Yarrow Dunham, Marcelo 
Kallmann, Paul Maglio (adjunct), Shawn Newsam, and Miguel Carreira-Perpinan. 


UC Merced offers an undergraduate minor and major in cognitive science, and a Ph.D in 
Social and Cognitive Sciences.  Plans are underway to develop a separate Ph.D in 
Cognitive Science, and an undergraduate honors program is being developed. 


How does your program reflect current or emerging trends in your respective field?  
Our cognitive science program has courses that cover a) various techniques in 
computational modeling at both behavioral and neural levels of analysis; b) dynamic and 
complex systems approaches to cognition; c) neurobiological methods and theories 
related to cognitive science; d) embodied and situated approaches to cognition; e) 
experimental cognitive linguistics; f) eye tracking and other sophisticated behavioral 
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methods; g) service science; h) experimental and modeling approaches to Bayesian 
reasoning and categorization; and i) robotics and computer vision. These are all current or 
emerging trends in cognitive science.  


What is distinctive about your program? 
Cognitive science programs vary widely in their emphases because the field is so 
interdisciplinary.  Thus each program will tend to have a distinctive combination of 
experts and foci.  At UC Merced, there are four emerging areas of research strength in 
the Cognitive Science program.  Each area is multidisciplinary and designed to provide 
students with an educational base that is both broad and deep.  


 
1.  Computation, e.g., robotics (Carpin, Kallman), machine learning (Carreira-


Perpinan, Newsam), Bayesian reasoning (Heit), neural networks (Noelle, Kello), 
dynamical systems (Yoshimi, Spivey), distributed cognition (Maglio), dynamics 
and complex systems (Kello, Spivey). 


2.  Reasoning, e.g., concepts (Heit), cognitive control (Noelle), artificial intelligence 
(Kallman), philosophy of mind (Yoshimi), problem-solving (Maglio) 


3.  Perception, e.g., computer vision (Newsam), spatial cognition (Matlock), visual 
attention (Spivey) 


4.  Language, e.g., psycholinguistics and cognitive linguistics (Matlock), sentence 
processing (Spivey), speech and reading (Kello) 


 


A new growth area that will help make the cognitive science program unique is cognitive 
engineering, which includes human factors, user interface design, data visualization, 
digital media interaction, and information foraging. Cognitive engineering fits well at UC 
Merced because of its proximity to Silicon Valley and its associated opportunities for 
internships and various other opportunities for cognitive science students. No other UC 
cognitive science program emphasizes cognitive engineering.  Another area of focus that 
is unique among the UC campuses is dynamics and complex systems approaches to 
cognition. 


Do students collaborate on research projects or engage in other distinctive learning 
experiences? 
Cognitive science faculty members have active research programs and labs in which 
undergraduates can get hands-on research experience.  Some labs have two or three 
undergraduate members, while others have as many as 10-12 undergraduate members.  
Students participate in a variety of research activities, including reading and discussing 
journal articles, developing stimuli and protocols for experiments, collecting and 
analyzing experimental data, and co-authoring journal articles and conference 
presentations.  


Undergraduate students are also invited to attend the Mind, Technology, and Society 
weekly talk series that is organized by cognitive science faculty, and sponsored by the 
Glushko-Samuelson Foundation. Researchers from California and beyond are brought in 
to give scholarly talks about their interesting new research findings.   
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How does your program prepare your graduates for further educational and/or 
professional development? 
Cognitive science is a growing area of research in academics and industry, and there are a 
number of different professional career paths that a cognitive science student may pursue. 
Any path towards a cognitive science research career must begin with graduate school.  
UC Merced’s cognitive science program prepares students for graduate school by 
providing them with research opportunities, and courses that bring them to the leading 
edge of cognitive science research.  With respect to non-academic career paths, the 
program provides students with opportunities to hone writing skills, critical thinking 
skills, research design skills, and computer programming skills.  More specifically, 
cognitive science research is often used in industry to improve cognitive aspects of 
technologies. UC Merced’s cognitive science program helps prepare students for various 
kinds of “cognitive technology” jobs at companies like IBM, Google, and HP, as well as 
myriad other smaller companies that market products with complex human-computer 
interfaces. 


Section II:  Assessment Plan 


Cognitive Science faculty members expect to publish the program learning outcomes of 
the major in Cognitive Science at the start of the Fall 2009 semester.  Faculty members 
will meet at the beginning of the semester to discuss procedures for data collection on 
student status and progress (see below), with the goal of compiling an initial assessment 
of student progress by the end of the semester. Initial results will be fed back to improve 
the data collection process, and to establish a baseline from which the effectiveness of 
UC Merced’s cognitive science program can be assessed. The process will be refined in 
the Spring 2009 semester, including a second Faculty meeting at the beginning of the 
semester to discuss progress and issues.  


Part A:  Timeline and Goals 


Data will continue to be compiled and analyzed over the Summer of 2010, and a similar 
schedule will be followed for the 2010-2011 academic year.  The faculty meeting at the 
beginning of the Fall 2010 semester will be used to review results from the previous year. 
At the end of the Spring 2011 semester, results will be compared from the 2009-2010 and 
the 2010-2011 academic years. These comparisons will serve to assess student progress 
and provide input to further revise and improve procedures and program learning 
outcomes. 


This section summarizes the program learning outcomes of the major in Cognitive 
Science.  These program learning outcomes (PLOs) will be published on the Cognitive 
Science website (


Part B:  Outline of Program Learning Outcomes 


http://cogsci.ucmerced.edu), and on the cognitive science section of the 
UC Merced SSHA web site. The PLOs are: 


 
1)      Explain and apply knowledge of landmark findings and theories in cognitive 
science, and use that knowledge as context for understanding the current state of affairs.  
Evidence will be collected in the form of embedded test questions in COGS 1. 



http://cogsci.ucmerced.edu/�





WASC Accreditation Document: Cognitive Science  4 
 


 
2)   Have the following abilities relating to research design: 
   


A) Ability to interpret / evaluate / synthesize information in research papers    
B) Ability to design a cognitive science research project 
C) Ability to write clearly and scientifically 


 
3) Interpret and appreciate formal and computational approaches in cognitive science.  
Evidence will be collected in the form of embedded test questions in one or more 
computational modeling courses. 
 
4) Take theoretical positions in cognitive science and argue for them or against them.  
Evidence will be collected in the form of an essay from one of the writing-intensive 
cognitive science courses. 
 
5)  Be able to use a cognitive science education outside of the undergraduate classroom, 
particularly in terms of employment and career development.  Evidence will be collected 
in the form of student surveys. 
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The particular kinds of evidence to be collected for each individual PLO are listed in the 
previous section.  Collectively, they comprise embedded test questions, a written essay, a 
written lab report, and a student survey.  Embedded questions and written assignments 
will be created by the faculty instructors who are primarily responsible for teaching the 
courses in which the questions or assignments are given.  These instruments will be 
distributed via email to all cognitive science faculty members for feedback prior to usage.   


Part C:  Evidence 


The questions, essay, and lab report will be collected as part of the normal cognitive 
science coursework.  The relevant instructors will grade these instruments, and copies of 
materials will be given to SSHA staff.  Staff will compile grades and results in a 
spreadsheet at the end of each academic year. At the end of the Fall semester of each 
year, the student survey will be distributed by SSHA staff to undergraduates who are 
within a semester of graduation.  Distribution and collection of surveys will be done via 
email.  SSHA staff will follow up survey requests over the course of each Spring 
semester, and compile them at the end of each academic year.  Compiled data will be 
used to assess student progress and provide input to further revise and improve 
procedures and program learning outcomes.  Improvements may include changes to the 
cognitive science curriculum. 


Part D:  Process 


All cognitive science faculty members will participate in the bi-annual WASC meetings. 
Instructors who collect PLO data in their courses will grade the relevant instruments.  
SSHA staff will compile student assessment data.  


Part E:  Participants 


 


The cognitive science minor will draw from the same PLOs as the cognitive science 
major.  PLOs 1 and 5 may be applied to all students minoring in cognitive science: 1) 
Explain and apply knowledge of landmark findings and theories in cognitive science, and 
use that knowledge as context for understanding the current state of affairs; and 5) Be 
able to use a cognitive science education outside of the undergraduate classroom, 
particularly in terms of employment and career development.  The other three PLOs may 
or may not apply to cognitive science minors, depending on whether take the relevant 
courses.  All PLO data will be tagged to indicate whether it came from a student majoring 
or minoring in cognitive science (or another program). 


Part F: Cognitive Science Minor 


 


 
Part G: Summary of self-assessment  


Part A. Comprehensive List: Developed.     Our PLO’s are reasonable and well 
organized.  National disciplinary standards have not been consulted and, though it 
remains unclear how these can be obtained, we could improve in this area. In future years 
we hope to make some effort to see what standard are. 
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Part B. Assessable Outcomes:  Emerging.  The experience of doing an assessment 
showed that this process clearly shows how outcomes can be made more assessable once 
one gets in to the details of an assessment.  Thus, the remaining PLO’s can no doubt be 
improved as they are assessed. 


 


Part C. Alignment: Emerging.  Thus far we have not given much thought to how to help 
students improve on an outcome, when they perform poorly  with respect to that 
outcome.  This is an area for future improvement.  We plan to discuss as a faculty this 
prior to the next assessment. 


 


Part D. Assessment Planning: Developed.  We have a plan in place for assessment, but  
as with assessable outcomes, the experience of doing the assessment showed that how to 
implement assessment of a PLO becomes more clear once it’s actually done.  Thus once 
we complete all the assessments this category should be more highly developed. 


 


Part E. The Student Experience: Developed.  All syllabi now have explicit PLO’s and are 
readily available in the catalog but not yet on the website. Also, the concept of a PLO is 
still fairly new and students are just becoming aware of them.  They are not yet using 
them actively or self-assessing. We plan to discuss as a faculty this prior to the next 
assessment. 


 


Section III: Alignment of Institutional and Program Goals/Outcomes 


Part A: Program and Institutional Goals/Outcomes 


In what ways does your program reflect institution-wide goals? For context, please 
consider UC Merced’s Eight Guiding Principles of General Education, and / or UC 
Merced’s Mission Statement that identifies our campus as a “student-centered research 
university.”   
UC Merced’s cognitive science program exemplifies “student-centered research” because 
undergraduates (as well as graduate students) are involved in faculty research projects.  
Students also learn about cognitive science research by participating in behavioral 
experiments.  Experiment participation (or completion of an alternate assignment) is a 
requirement of the introductory cognitive science course (COGS 1), and counts as extra 
credit in many other cognitive science courses.  As for UC Merced’s eight guiding 
principles, they are listed below with narratives describing how the cognitive science 
program is aligned with them. 


Scientific Literacy (To have a functional understanding of scientific, technological and 
quantitative information, and to know both how to interpret scientific information and 
effectively apply quantitative tools) 
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The cognitive science program is one of the more technical, quantitative, and scientific 
programs in SSHA.  Students have opportunities to learn computer programming, 
computational modeling, and statistical analysis (including software packages for the 
latter two).  In many of the upper division courses, students read and analyze scholarly 
journal articles.  


Decision Making (To appreciate the various and diverse factors bearing on decisions and 
the know-how to assemble, evaluate, interpret and use information effectively for critical 
analysis and problem-solving). 
Cognitive science students learn to think critically about cognitive science theories and 
empirical results.  They learn to formulate arguments for or against theories on the basis 
of empirical data.  In computational modeling courses, they learn problem-solving 
techniques in building and debugging models. 


Communication (To convey information to, communicate with, and interact effectively 
with multiple audiences, using advanced skills in written and other forms of 
communication) 
Some of the upper division cognitive science courses (e.g. COGS 101: Mind, Brain, and 
Computation) require students to write literature reviews and critical essays on cognitive 
science research.  COGS 101 also includes an oral presentation in class. 


Self and Society (To understand and value diverse perspectives in both the global and 
community contexts of modern society in order to work knowledgeably and effectively in 
an ethically and culturally rich setting) 
Cognitive science is highly interdisciplinary, and so requires students to view phenomena 
from diverse perspectives.  Traditional academic “silos” separate these perspectives, 
sometimes with the unintended consequence of fostering hostility and mistrust across 
disciplines.  Cognitive science students are taught to view the respective disciplinary 
theories and methods as complementary in their contributions to advancing cognitive 
science research. 


Ethics and Responsibility (To follow ethical practices in their professions and 
communities, and care for future generations through sustainable living and 
environmental and societal responsibility) 
Ethical issues are encountered in UC Merced’s cognitive science curriculum in the 
context of experimentation with human participants, consciousness, and artificial 
intelligence. Cognitive science students participate as volunteers in cognitive science 
experiments, and also conduct such experiments with faculty members.  Students learn 
about ethical conduct in a professional research setting, and those who conduct research 
must complete a human subjects training course. Research on consciousness and artificial 
intelligence raise deep ethical questions about sentience, emotion, and awareness. 


Leadership and Teamwork (To work effectively in both leadership and team roles, 
capably making connections and integrating their expertise with the expertise of others). 
Some cognitive science lab courses (e.g. COGS 105) include projects that students work 
on in pairs or small groups.  In the course of working in faculty research labs, students 
observe their faculty mentors playing research leadership roles. 
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Aesthetic Understanding and Creativity (To appreciate and be knowledgeable about 
human creative expression including literature and the arts). 
Creativity can be treated as a cognitive process like any other human behavior, and as 
such, it is perhaps the most mysterious cognitive process we know of.  The question of 
creativity is often encountered in cognitive science courses, especially in the context of 
what separates human intelligence from animal intelligence and artificial intelligence. 
(This is not to say that the latter two lack any creativity; rather, students learn that 
creativity must be addressed in defining intelligence.)  


Development of Personal Potential (To be responsible for achieving the full promise of 
their abilities, including psychological and physical well-being). 
Students learn about the characteristics of healthy versus impaired or diseased cognitive 
systems, in terms of neurobiology as well as physiology.  With regard to the latter, 
students learn about the theoretical approach termed “embodied cognition”, which holds 
that cognitive processes are fundamentally founded on, and rely upon, bodily processes.  
Thus students learn about empirical evidence for the old adage “sound mind, sound 
body”.  


 


Table: A curriculum map representing the alignment between Cognitive Science Program 
Learning Outcomes and the Eight Guiding Principles of General Education  


 


 
PLO Scientific 


Literacy 
Decision 
Making 


Comm-
unication 


Self 
and 
Society 


Ethics  Team-
work 


Aesthetics, 
Creativity 


Personal 
Potential 


1:Landmark 
Findings 


X   X X    


2:Experimental 
Design 


X     X   


3:Computational X        
4: Theory  X X X X  X  
5:Use outside 
classroom 


   X  X  X 


 
 
 


 


 


How does your program complement your School’s identity and learning goals? 
Part B: Program & School Goals 
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In UC Merced’s Strategic Academic Plan DRAFT Version 5.0 (September 15, 2008), 
“Cognitive and Information Sciences” is highlighted as one of five research themes.   
To quote: 


The interdisciplinary study of cognition is information processing is emerging as a 
coherent and unifying theme for research, spanning the natural sciences, social 
sciences, engineering and even the humanities and arts. It includes computation, 
communication, complexity, education and management. Cognitive processes appear 
at diverse scales, from small circuits of brain cells to complex networked systems of 
interacting humans and software agents. Researchers are increasingly producing 
insights that reach across these scales, leading to whole new fields of inquiry, such as 
“computational linguistics,” “service science,” “neuroeconomics” and “cognitive 
engineering.” There is also expanding interest in industry, ranging from the design of 
computer systems to the design of corporate practices. This creates an important, 
synergistic link to the field of management, where ever-quickening advances in 
sciences and technology demand increasingly sophisticated management and 
leadership skills. Research programs on information-systems management and 
decision sciences are a natural complement to those in cognitive and information 
sciences and reinforce the multidisciplinary character of this dynamic research theme. 
UC Merced is par ticular ly well-positioned to become an international leader  in 
this domain. The university’s youth provides a unique opportunity to establish 
suppor t for  this broad research theme before disciplinary bar r ier s appear , as 
they have at established universities. 


How does your curriculum support your Program Learning Outcomes? 
Part C: Program & Course Learning Outcomes 


Curriculum Map illustrating the relationship between Program Learning Outcomes and 
program courses.  I = Introduction, D=Develop, M=mastery at a level appropriate for 
graduation, V = Varies by course / content. 


 
COGS 
Course 


Program Learning Outcome 
1 2 3 4 5 


1: Introduction to cognitive science I I I I I 
5: Introduction to language and 
linguistics 


I I I I I 


90: Freshman seminar I I I I I 
95: Undergraduate research I I I I I 
98: Directed group study I I I I I 
103: Introduction to Neural Networks 
in Cognitive Science 


D D M I M 


105: Research methods for cognitive 
scientists 


I D D I D 


110: Philosophy of cognitive science D D D M I 
121: Cognitive psychology M M I D D 
123: Computational cognitive D D M D D 
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neuroscience 
125: Introduction to artificial 
intelligence 


I I D D D 


128: Cognitive engineering D D D D M 
130: Cognitive neuroscience M M I D D 
140: Perception M M I D D 
144: Animal cognition D D I D D 
150: Language, cognition, and 
interaction 


D M D M D 


152: Services science and management D D D D M 
153: Judgment and decision making M M I M D 
154: Cognitive science applications for 
management 


D D D D M 


155: Language acquisition D D I D D 
159: Metaphor and thought D M D D  M 
171: Memory and cognition M M I D D 
172: Thinking and reasoning M M D M D 
175: Spatial cognition D D D D D 
180: Topics in cognitive science V V V V V 
190: Advanced seminar in cognitive 
science 


V V V V V 


195: Upper division undergraduate 
research 


V V V V M 


198: Upper division directed group 
study 


V V V V M 


199: Upper division individual study V V V V M 
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Section I : PROGRAM DESCRIPTION - MAJOR AND/OR 


MINOR  


The mission of the Computer Science and Engineering program at U.C. Merced is to provide a 


modern, comprehensive, and interdisciplinary educational experience to its students, with the 


objective of preparing them for both graduate study ad successful careers in the current and 


dynamically changing professional environment. To achieve this mission, the faculty of this program 


strive to accomplish the following educational objectives: 


 


1. To provide a solid background understanding of the pertinent computer science, 


mathematical, and engineering concepts that make up the foundation of the discipline 


of computer science and engineering, and its closely associated fields; 


2. To provide our students with the knowledge needed to correctly apply the laws of 


nature to the creative formulation and solution of engineering problems through the 


use of analytical, computational, and experimental techniques; 


3. To educate students as independent thinkers who are prepared to work effectively 


with others, demonstrating an appreciation of the importance of continuing education, 


self-learning, and diversity in the workplace; 


4. To instill a sense of community and ethical responsibility associated with the 


professional use of the knowledge acquired; 


5. To expand the reach of computer science and engineering to non-traditional areas by 


continually seeking to incorporate new methodologies and research findings into our 


curriculum. 
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Section II : ASSESSMENT PLAN 


The assessment of the outcomes above will be made through the analysis of a number of measures: 


i. Student class portfolios, including exams, design projects, lab reports, computer 


simulations, and special assignments; 


ii. Course evaluations; 


iii. Senior exit interviews; 


iv. Yearly faculty meetings with the Program Advisory Board (PAB), which is composed 


of academic, research, and industrial advisers, including representatives from major 


employers. These meetings are expected to provide feedback on how well our students 


are being prepared to enter jobs in academia, industry, research labs, and the 


government; 


v. Yearly faculty meetings with the University Advisory Board (UAB), which is 


composed of faculty members from the U.C. system with specializations in computer 


science and engineering, as well as other disciplines, who share the vision of our 


Computer Science and Engineering program. These meetings are expected to provide 


corrective measures and new visions to our program. 


II.1 Timeline & Goals 


The data gathered through the assessment measures, above, will be compiled and analyzed to identify 


corrective measures and new directions for our program. A number of adjustments will be considered, 


including the modernization of laboratory and computational tools, removal of outdated courses and 


addition of new ones to the program in response to evolving new directions in computer science and 


engineering; change in prerequisites,co-requisites and/or partition of laboratory, design, lecture, and 


computational content in existing courses; rotation of instructors; etc. 
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II.2 Outline of PLOs 


Upon graduation, we expect our students to demonstrate: 


(a) An ability to apply knowledge of computing and mathematics appropriate to the discipline; 


(b) An ability to analyze a problem and identify the computing requirements appropriate for its 


solution; 


(c) An ability to design, implement, and evaluate a computer-based system, process, component, or 


program to meet desired needs; 


(d) An ability to function effectively as a member of a team in order to accomplish a common goal; 


(e) An understanding of professional, ethical, legal, security, and social issues and responsibilities; 


(f) An ability to communicate effectively with a range of audiences; 


(g) An ability to analyze the local and global impact of computing on individuals, organizations, and 


society; 


(h) Recognition of the need for and an ability to engage in continuing professional development; 


(i) An ability to use current techniques, skills, and tools necessary for computing practice; 


(j) An ability to apply mathematical foundations, algorithmic principles, and computer science theory 


to the modeling and design of computer-based systems in a way that demonstrates comprehension of 


the trade-offs involved in design choices; 


(k) An ability to apply design and development principles in the construction of software systems of 


varying complexity 


II.3 Evidence 


The following measures will be used to assess the success of the CSE program in achieving the 


above Programmatic Learning Outcomes.  (PLOs that are tested are included within the 


parentheses.)  
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1. Student work in formal courses.  Specifics include the performance of CSE majors on the 


cumulative finals of four out of six core courses (CSE 100, 111, 120, 140, 150, 160) will be 


assessed by a panel of faculty.  (PLO (a), PLO (b), PLO (c), PLO (i), PLO (k)) 


2. Student success after graduation, i.e. acceptance to graduate or professional school, or 


employment in a field that makes use of the student’s education.  Efforts will be made to 


track all graduates annually for at least several years after graduation and to request their 


feedback in a 5-year follow up survey.  (PLO (d), PLO (e), PLO (f), PLO (i), PLO (j), 


PLO (k)) 


3. Student “culture” activities.  Participation of students in extracurricular activities such as 


a service learning, volunteering at science fares, presentation of research results at 


University research days and conferences will be used to assess the overall health of the 


program and the ability of students to communicate and work in groups, as well as an 


indication of the research caliber of students.  (PLO (d), PLO (e), PLO (f), PLO (h)) 


II.4 Process 


2009-10 Academic year.  During the summer of 2009 the CSE faculty will assess PLO by 


examining student final exams from the core CSE courses.   This process will include the 


development of an assessment rubric.  Since the core CSE graduate students are still small, it is 


expected that the faculty will review the work of all the students.   


The following is a tentative future projection of programmatic reviews. 


2009-2010 Academic year.  During the summer of 2010 the faculty will assess the PLO’s (a)-(e).  


2010-2011 Academic year.  During the summer of 2011 the faculty will assess the Research 


Proficiency PLO’s (f)-(k).  This will give us a chance to review the thesis program after two 


years of operation. 
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2011-2012 Academic year.  During the summer of 2012 the faculty will assess the all aspects of 


PLO’s 


II.5 Participants 


All CSE faculty are expected to participate in the annual retreats to review and update program 


requirements and expectations.  One faculty member will be elected by the group to coordinate 


this effort.   


II.6 Minor 


There is no CSE minor as of now (2009 academic year).  


Section III : ALIGNMENT OF INSTITUTIONAL AND 


PROGRAM GOALS/OUTCOMES – 


III.1 Part A: Program and Institutional Goals/Outcomes 
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Guiding  
Principle 


→ 
 


Learning 
Outcome 


↓ 


Scientific 
literacy 


Decision 
making 


Commun-
ication 


Self 
and 


society 


Ethics 
and 


responsi-
bility 


Leader-
ship 
and 


team-
work 


Aesthetic 
under-


standing, 
creativity 


Develop-
ment 


of 
personal 
potential 


PLO (a) 
X X      X 


PLO (b) 
X X      X 


PLO (c) 
X X X   X  X 


PLO (d) 
   X X X X  


PLO (e) 
   X X X X  


PLO (f) 
  X X     


PLO (g) 
   X  X   


PLO (h) 
   X    X 


PLO (i) 
      X X 


PLO (j) 
      X X 


PLO (k) 
      X X 


III.2 Part B: Program & School Goals (as applicable) 


The CSE program supports and realizes the university’s Eight Guiding Principles of General 


Education.  For many of the Guiding Principles, this alignment is quite obvious --- clearly, all 


CSE classes address Scientific Literacy and Decision Making.  (See the curriculum map below 


for more detail.)  Here we comment on two of the less obvious connections. 


(i) The CSE PLOs support the Guiding Principle of “Aesthetic 


Understanding/Creativity”.  One cannot learn the basic theory of computation without 


marveling at the intrinsic elegancy of these ideas, as well as the beauty of the 


algorithms needed to express and utilize these principles.   







 


 9


(ii) The CSE major requires that students complete a service learning course.  This 


project touches on all eight of the Guiding Principles.  For example: by presenting 


their thesis research, both in writing and orally, students develop “Communication” 


skills; by working in research groups (particularly for experimental research), 


students learn the importance of “Leadership and Teamwork”;  furthermore, faculty 


will guide students on the appropriate “Ethics and Responsibility” of CSE research;  


perhaps most importantly, the work necessary to complete a senior thesis, and the 


accompanying pride and satisfaction, will help students in the “Development of their 


Personal Potential”. 


III.3 Part C: Program & Course (Student) Learning Outcome 


Computer Science 


Engineering Course 


PLO(a) PLO(b) PLO(c) PLO(d) PLO(e) PLO(f) PLO(g) PLO(h) PLO(i) PLO(j) PLO(k) 


CSE020: Introduction 
to Computing I 


x x x  x   x x   


CSE021: Introduction 
to Computing II 


x x x x x   x x   


CSE030: Introduction 
to Computer Science 
and Engineering I 


x x x  x   x x  x 


CSE031: Introduction 
to Computer Science 
and Engineering II 


x x x x x  x x   x 


CSE120: Software 
Engineering 


   x x x x x x x x 


CSE140: Computer 
Architecture 


     x  x x x  


CSE170: Computer 
Graphics 


     x  x x   


CSE176: Machine 
Learning 


     x  x x x  


CSE100: Algorithm 
Analysis and Design 


     x  x x x  


CSE160: Computer 
Networks 


     x   x x  


CSE175: Introduction 
to Artificial 
Intelligence 


     x  x x x  


CSE185: Introduction 
to Computer Vision 


     x  x x x  
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SECTION I: PROGRAM DESCRIPTION 


The undergraduate major (B.S.) in Earth Systems Science is designed to provide students 


with a quantitative understanding of the physical, chemical and biological principles that control 


the processes, reactions and evolution of the Earth as a support system for life.  Emphasis is 


given to the interactions between biological systems and physical Earth processes.  Core courses 


within the major provide students with a firm foundation in the fundamentals of chemistry, 


biology, hydrology, ecology and Earth sciences, while emphasis areas allow students the 


flexibility to pursue disciplinary areas in more depth.  This major emphasizes a highly 


interdisciplinary approach to Earth Systems Science, incorporating field studies, laboratory 


experiments and computations.  Coursework in the social sciences exposes students to the 


political, economic and societal implications of human interactions with the environment. 


Graduates of this major will have a strong background in the theory and application of 


Earth Systems Science, and the ability to apply their knowledge to diverse subjects.  They will be 


well prepared for either graduate studies or jobs in the areas of environmental conservation, 


ecosystem and natural resource management and science, and aspects of agricultural sciences.  


Additionally, Earth Systems Science is an excellent foundation for professional careers in law, 


policy and administration that involve the environmental sciences.  This major responds to the 


need to prepare a future workforce with both foundational science training and practical ability to 


solve and manage complex environmental problems and sustainable resources in an increasingly 


interdisciplinary and interconnected world. 


Unique aspects of the Earth Systems Science major are its breadth and flexibility, and 


coursework that emphasizes the application of fundamental science concepts to current 


environmental challenges.  Lower division coursework emphasizes foundational courses in 
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physical, chemical, biological, and Earth system sciences, and mathematics, with a choice of a 


lower division elective science course.  Upper division requirements consist of five core courses 


that provide students with a balance of key physical, chemical and biological concepts in Earth 


Systems Science, and exposure to environmental science and policy, and economics.  In the 


upper division, students select three courses from within an emphasis area for more in-depth 


study and to tailor their program to their individual interests.  An upper division seminar 


highlights the latest research in interdisciplinary Earth Systems Science topics.  Many courses in 


the program contain laboratory, field, or computer-based components.  Students are required to 


participate in research, internship, or service learning as part of their undergraduate studies.  


Additionally, the UC Merced Sierra Nevada Research Institute, through its partnerships with 


Yosemite and Sequoia/Kings Canyon National Parks, the U.S. Forest Service, and other 


agencies, provides undergraduate opportunities for internships, summer jobs, and research 


experiences.  The location of UC Merced in the San Joaquin Valley near the Sierra Nevada 


offers a diverse real-world laboratory for studying the natural environment and how it is affected 


by human activity. 


SECTION II: ASSESSMENT PLAN – MAJOR AND/OR MINOR  


Part A: Timeline & Goals 


The current Earth Systems Science (ESS) undergraduate degree program was originally 


developed as one of the first majors in the School of Natural Sciences at UCM by founding 


faculty during 2003-2004 AY.  From its inception, it was recognized that ESS would be 


modified and evolve as new faculty were hired.  Over the last several years, faculty have been 


added in all three schools that have a broader range of expertise in environmentally related areas 


than covered by the original founding faculty.  One of the current challenges to delivery of the 
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existing major is that several of the required and elective courses are taught by faculty who hold 


appointments in schools other than Natural Sciences.  Our current school-based structure does 


not provide an organizational or resource mechanism for the delivery of cross-school 


undergraduate majors.  However, there is a strong pedagogical basis, given the interdisciplinary 


nature of the ESS program, to include faculty beyond Natural Sciences as core participants in the 


major, and to formalize their contribution to the formulation and delivery of the major. 


Faculty supporting the ESS major are undertaking a review of the program in Spring 


2009 to assess the current pedagogical scope, to formulate programmatic changes that take 


advantage of the expertise of faculty across the university, and to better define and reinforce 


program learning objectives (PLOs).  The PLOs and assessment plan described below will be 


updated as faculty implement program changes.  The goals for the next five years are to evolve 


the ESS major such that:  


-- Coursework and undergraduate experiences required for the major have the appropriate breath 


and depth for the interdisciplinary subjects associated with Earth systems; 


-- Students exhibit knowledge and skills by graduation that demonstrate a mastery of the core 


pedagogy; 


-- The ESS major is formally supported by a sufficient number of core faculty to deliver required 


and elective courses; 


-- The program is distinguished from other majors (such as Environmental Engineering or 


Biology) even through these programs may share (i.e., cross-list) courses.  


Part B: Outline of PLOs 


Upon graduating, we expect students from the Earth Systems Science B.S. program to have 


achieved the following learning outcomes: 
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1. Foundational knowledge of physics, chemistry, biology, and mathematics related to Earth 


systems that supports a working knowledge of basic research methodologies, data analysis, 


and interpretation for a variety of Earth-related data. 


2. Knowledge of major concepts, theoretical principles, experimental findings, and areas of study 


related to Earth systems science, and comprehension of the interactions between natural Earth 


systems and human economic, political, and social systems. 


3. An ability to employ critical thinking, quantitative and numerical analyses, and hypothesis-


driven methods of scientific inquiry in the formulation of research questions, experimental 


design, application and use of laboratory and field instrumentation, and analysis and 


interpretation of data related to Earth systems. 


4. Effective written and oral communication skills, especially the ability to transmit complex 


technical information. 


5. An ability to work effectively individually and in teams in classroom, laboratory, and field 


settings. 


The PLOs will be posted on the web page describing the Earth Systems Science major, 


and will be added to the major description and check sheets given to students by undergraduate 


advisors starting in Fall 2009. 


Part C: Evidence 


Courses required for the ESS major incorporate most or all of the elements of the PLOs 


in their curriculum (Table 1).  For example, ESS 100 and ESS 148 incorporate lab and/or field 


experiences that involve field measurements (PLO 3), written reports (PLO 4), and student 


teamwork (PLO 5).  Likewise, ESS 141 (Environmental Science and Policy) aligns strongly 
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Table 1. Curriculum map representing the alignment between the Earth Systems Science 
Program Learning Outcomes and the required core courses for the major. I=Introduction, 
D=Develop, M=Mastery at a level appropriate for graduation. 


PLO 


Course 1 2 3 4 5 


ESS 1 I I I I I 


ESS 70 D D D D D 


ESS 100 D,M D D, M D D 


ESS 110 D,M D D, M D D 


ESS 120 or ESS 148 D,M D D D D 


ESS 141  D,M D D, M D, M 


ESS 180 or ENGR 180 D,M D D, M D D 


ESS 190  M  D  
Upper division emphasis track 


courses D, M varies by course 


Research or Service Learning M M D, M D, M D, M 
Key: ESS 1: Introduction to Earth Systems Science; ESS 70: Soil Foundations of Terrestrial Ecosystems; ESS 100: 
Environmental Chemistry; ESS 110: Hydrology and Climate; ESS 120: Geomicrobiology; ESS 148: Fundamentals of 
Ecology; ESS 141: Environmental Science and Policy; ESS 180: Field Methods in Earth Systems; ENGR 180: 
Spatial Analysis and Modeling; ESS 190: Undergraduate Seminar. 
 


with PLOs 2 and 4.  In order to assess how well students are achieving the PLOs, we will review 


random samples of student coursework associated with specific PLOs in core courses.  For 


example, the effectiveness of PLOs 1 and 2 will be assessed by reviewing exams from the 


required courses; PLO 3 by lab and field exercises in ESS 100 and ESS 148; PLO 4 by written 


assignments from ESS 141 and other courses with writing elements; PLO 5 by group field 


reports and exercises from ESS 148 and ESS 100.  Coursework from these and other ESS 


courses will be selected based on input from the course instructor on how different coursework 


activities relate to each PLO.  In addition, we will conduct exit interviews with graduating 


seniors.  Through personal interviews with faculty, a set of standardized questions will be asked 


that will assess whether their overall experience in the major has enabled them to achieve each 


PLO.  Also, questions will assess how well they think specific learning activities in the required 
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core courses and elective courses for the major have led to a mastery of a PLO.  Standardized 


questions will be generated by the ESS faculty with help from the Center for Research on 


Teaching Excellence (CRTE).  In addition, we will review data from the University Graduating 


Senior Survey to assess the overall student experience with regard to the PLOs.   


The information gathered during student assessment will be reviewed by ESS faculty, in 


consultation with CRTE staff, and used to revise program requirements, or communicated 


directly to course instructors if specific gaps or poor performance related to PLOs are identified.  


Given that our program size is currently small, and that we are in the process of making revisions 


to the current major, information gathered over the next 1-2 years can be used immediately to 


make program or curriculum changes.   


Part D: Process 


We will begin exit interviews with graduating students and gather data from the 


university survey in Spring 2009 when our first ESS majors graduate.  We will review one PLO 


per year for the next five years by gathering representative coursework material from instructors 


in summer 2009 from the prior fall and spring semesters.  Assessment of materials will occur in 


fall semester, and results communicated to the ESS faculty and course instructors at the end of 


fall semester.  At the beginning of spring semester, ESS faculty will discuss and implement any 


program changes in response to the assessment in time for the catalog change deadline (usually 


around March 1). 


Part E: Participants 


Although the core faculty currently associated with the ESS major are in the School of 


Natural Sciences, faculty teaching courses in the ESS major are housed in all three schools.  


Given that our organizational structure may change over the next several years, the ESS faculty 
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will form a coordinating committee (3-4 members) to lead the assessment.  The committee will 


work with staff from the CRTE, the advising staff in Natural Sciences, and other school and 


university support staff to design interview questions, gather data, review student coursework, 


and assess PLOs.  They will meet with all faculty teaching ESS (or cross-listed) courses to 


disseminate information and discuss program changes.  


Part F: Minor 


This program does not currently have a minor.  


SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM 


GOALS/OUTCOMES 


Part A: Program and Institutional Goals/Outcomes 


The ESS program strongly embraces the institution-wide goals articulated in UC Merced’s 


Guiding Principles (Table 2).  As an interdisciplinary science major, there is a dual emphasis on 


foundational science knowledge and quantitative skills, together with connections between  


Table 2: A curriculum map representing the alignment between the Earth Systems Science Program 
Learning Outcomes and the Eight Guiding Principles of General Education.  
 


PLO 


Scientific 
Literacy 


Decision 
Making 


Communi-
cation 


Self  
&  


Society 


Ethics  
& 


Responsi-
bility 


Leadership  
&  


Teamwork 


Aesthetic 
Understand-


ing  
Creativity 


Develop-
ment of 


Personal 
Potential 


1 x        


2 x   x x    


3 x x       


4   x      


5      x  x 


 


science and society, communication to non-scientists, and individual and teamwork activities.  


The program emphasizes interconnections between the natural world and human society, and the 


importance of a sustainable approach to resource consumption. 
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Part B: Program & School Goals (as applicable) 


The ESS major requires student to achieve a strong foundational knowledge in basic 


sciences, which is the core of all undergraduate programs in the School of Natural Sciences.  The 


school philosophy stresses the importance of connecting science principles to processes and 


problems in the real world, and of teaching students to solve problems and implement solutions 


with technological tools.  The school also recognized the importance of sustainability and 


environmental stewardship, and the connection between humans and the natural world.  The ESS 


major embodies all of the elements articulated in the school’s philosophy in its academic 


program.  


Part C: Program & Course (Student) Learning Outcomes 


Table 1 above maps the required upper division courses to the PLOs.  In addition to these 


courses, lower division coursework in calculus, chemistry, physics, biology, and Earth systems 


directly supports PLO 1, and introduces students to PLO 2.  The three upper division courses 


taken to fulfill emphasis tracks may be from ESS, but students have the flexibility to take a 


number of courses from ESS, BIO, or ENVE for this requirement.  In general, these courses 


support PLOs 1-3; many of them contain written assignments and oral presentations (PLO 4) and 


often involve teamwork activities in the classroom, lab, and/or field (PLO 5).  Students are 


required to participate in research and/or service learning, which enables them to work directly 


with faculty and their research groups, and reinforces PLOs 3, 4, and 5.  
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I. PROGRAM DESCRIPTION 


The degree conferred by this undergraduate program in the School of Engineering is the 
Bachelor of Science in Environmental Engineering. No distinction is made among the different 
optional courses or tracks of study followed. 
 
The undergraduate major in Environmental Engineering prepares students for careers in both 
industry and government agencies concerned with managing water, energy, public health and the 
environment. The program is also a good foundation for further study in Earth science, 
engineering, business, management, law and public health. The curriculum provides students 
with a quantitative understanding of the physical, chemical and biological principles that control 
air, water and habitat quality and sustainability on Earth, along with expertise in the design, 
development, implementation and assessment of engineering solutions to environmental 
problems. 
 
Environmental engineers are distinguished from other environmental professionals through their 
focus on problem solving, design and implementation of technological or management systems. 
Environmental engineers search for creative and economical ways to use resources efficiently, 
limit the release of residuals into the environment, develop sensitive techniques to track 
pollutants once released and find effective methods to remediate spoiled resources. They serve as 
the vital link between scientific discovery, technological development and the societal need for 
protecting human health and ecological integrity. In the coming decades, environmental 
engineers will increasingly be called upon to address broader issues of environmental 
sustainability by minimizing the release of residuals through altered production processes and 
choice of materials; by capturing the resource value of wastes through recovery, recycling and 
reuse; and by managing natural resources to meet competing societal objectives. 
 
UC Merced emphasizes a highly interdisciplinary approach to environmental engineering, 
combining a strong theoretical foundation with field studies, laboratory experiments and 
computations. Core courses within the major provide students with a firm foundation in the 
physical and life sciences and the ways that they apply to energy, hydrology, air and water 
quality issues. Emphasis areas allow students the flexibility to study in more depth by following 
tracks developed in consultation with their academic advisor(s). The main areas of emphasis for 
Environmental Engineering at UC Merced are hydrology, water quality and air pollution and 
sustainable energy. 
 
Hydrology: focuses on the sources, balance and use of water in both natural and managed 
environments, including precipitation, mountain snowpack, river runoff, vegetation, water use 
and groundwater. Both the physical and chemical aspects of the water cycle are included. 
 
Water quality: focuses on engineering solutions to water and waste issues, including 
measurement technology, water quality assessments, treatment systems and remediation of 
contaminated waters. Physical, chemical and biological aspects are included. 
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Air pollution and sustainable energy: focuses on engineering solutions to air quality and 
energy problems, both regionally and globally.   The sources, fate, effects of air pollutants, as 
well as the planning and design of solar and other renewable energy systems are included.   
 
The program includes service learning components designed to engage students in the solution of 
real-world problems in their community. The team projects resemble those found in actual 
engineering practice, with increasing responsibility as students progress through the program. 
 
Engineers need to understand not only the technical but also the social and political contexts of 
their work. They must be able to communicate, and to plan, finance and market their products 
and ideas. Social sciences, business, humanities and arts courses are an important part of the 
curriculum. The result is a major that is hands-on and creative, engaging and adaptable. 
 
 
II: ASSESSMENT PLAN 
 
A. Environmental Engineering Program Assessment Timeline 
 
The EnvE program assessment plan includes continual course and program level assessment 
vehicles culminating in a periodic self-evaluation and review by the Accreditation Board for 
Engineering and Technology (ABET).  The Program Learning Objectives (PLOs) to be 
evaluated are described in section B.  These PLOs are directly relatable to the ABET criteria or 
required educational outcomes (see Table B.1); therefore, by satisfying the ABET criteria, the 
EnvE program will comply with WASC criteria. 


It is the goal of the EnvE faculty to have the assessment plan outlined below in place and 
ready for evidence gathering in time for the 2010-11 academic year.  By the end of the following 
year (AY 2011-12), we expect to have the plan refined and will begin collecting data for our self-
evaluation.  We anticipate an ABET site visit for formal evaluation in late spring 2013 or 2014, 
depending on the assessment and progress on near-term faculty hires. 
 
B. Environmental Systems Program Learning Objectives (PLOs) 
 
Program Learning Objectives (PLOs) are broad statements that describe the career and 
professional accomplishments that the UCM Environmental Engineering (EnvE) program is 
preparing graduates to achieve. The UCM EnvE faculty, through consultation with its 
constituents (students, faculty, alumni, and External Advisory Board), has developed the 
following list of PLOs: 


1. Fundamental Knowledge:  EnvE graduates will have gained a strong foundation in 
basic mathematics, science, social science, humanities and arts, along with engineering 
principles, enabling active engagement as citizens in their communities.  


2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem 
solving, engineering principles and reasoning, the scientific method, and teamwork to 
solve environmental resource problems and to restore and sustain the global environment.  
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3. Design Skills: EnvE graduates will be prepared for advanced studies and research and/or 
employment advancement in a broad spectrum of industries and government agencies. 


4. Professional Skills:  EnvE graduates will communicate effectively in written, spoken, 
and visual formats with technical, professional, and broader communities. 


5. Ethics:  EnvE graduates will practice engineering according to the highest professional 
standards, demonstrating respect for social, ethical, cultural, environmental, economic, 
and regulatory concerns. 


6. Lifelong Learning:  EnvE graduates will be instilled with a desire to pursue life-long 
learning opportunities including continued education, professional licensure, challenging 
professional experiences and active participation in professional organizations. 


The EnvE PLOs are available for review by prospective and current students in the UCM 
Catalog and on the School of Engineering website. 
 
Table B.1 – Mapping of UCM EnvE ABET-based educational outcomes onto general program 
learning objectives (PLOs). 


 


 
 
C: Evidence 
 
The PLOs (or ABET criteria) for the EnvE program must be consistent with, and will be 
assessed according to, the best practices devised by the Accreditation Board for Engineering and 
Technology (ABET).  The lines of evidence for this are predominantly to be found within the 
courses delivered by the UCM faculty, particularly within the School of Engineering.  Table C.1 
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summarizes the mapping of ABET outcomes onto required courses in the EnvE curriculum.  The 
methods for assessing these outcomes are discussed below. 
 
Table C.1 – EnvE required coursework mapping to PLO/ABET (numbers denote contribution to 
outcome:  0 = insignificant, 1 = some, 2 = moderate, 3 = strong; shaded outcomes are directly 
assessed in the course). 


 
ABET outcomes (see Table B.1 for equivalent PLO) 


Course number a b c D e F g h i J k 


CSE 20 2 1 0 0 3 1 0 0 1 0 3 


CSE 21 2 1 0 0 3 1 0 0 1 0 3 


Engr 97/197 Service Learning 1 2 2 3 2 3 3 1 3 3 2 


EnvE 20 Introduction to EnvE 3 1 2 2 2 1 3 3 1 1 2 


Engr 45 Introduction to Materials 3 0 0 0 2 0 0 0 0 0 3 


Engr 57 Dynamics 3 0 0 0 2 0 0 0 0 0 3 


Engr 65 Circuit Theory  3 2 0 0 2 0 0 0 0 0 3 


Engr 120 Fluid Mechanics 2 2 2 1 3 0 1 1 0 0 2 


Engr 130 Thermodynamics 2 2 2 1 3 0 1 1 0 0 2 


Engr 151 Strength of Materials 2 0 1 1 2 2 1 1 1 2 3 


Engr 155 Engineering Economics 2 0 1 1 2 2 1 1 1 2 3 


Engr 180 Spatial Analysis 2 0 1 1 3 2 1 3 1 2 3 


EnvE 100 (L) Environmental Chemistry 3 3 1 1 3 1 2 3 3 2 3 


EnvE 110 Hydrology & Climate 3 2 2 1 3 1 2 3 3 2 3 


EnvE 130 Air Pollution & Meteorology 3 2 2 1 3 1 2 3 3 2 3 


EnvE 160 Renewable Energy 3 2 2 1 3 1 2 3 3 2 3 


Engr 191 Professional Seminar 1 0 1 2 1 3 2 3 3 3 1 


EnvE 181 (F) Field Subsurf Hdyrology 2 3 2 3 2 2 3 2 2 2 3 


EnvE 183 (F) Field Snow Hydrology 2 3 2 3 2 2 3 2 2 2 3 


EnvE 105 (L) Environ. Data Analysis 3 3 2 1 3 1 2 2 2 1 3 


EnvE 112 (D) Subsurface Hyrdology 3 2 3 2 3 2 2 2 2 1 3 


EnvE 114 (D) Mountain Hydrology 3 2 3 2 3 2 2 2 2 1 3 
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EnvE 118 (D) Global Change 3 3 2 1 3 1 2 2 2 1 3 


EnvE 132 (D) Air Pollution Control 3 2 3 2 3 2 2 2 2 1 3 


EnvE 152 (L) Remote Sensing 3 3 2 1 3 1 2 2 2 1 3 


EnvE 155 (D) Environ. Res. Mngmnt. 3 3 2 1 3 1 2 2 2 1 3 


EnvE 162 (D) Remote Sensing 3 3 2 1 3 1 2 2 2 1 3 


EnvE 170 (D) Mass Transfer Environ. 3 2 3 2 3 2 2 2 2 1 3 


EnvE 171 (D) Environ. Org. Chem. 3 2 3 2 3 2 2 2 2 1 3 


EnvE 176 (D) Water & Wastewater 3 2 3 2 3 2 2 2 2 1 3 
Required courses for all EnvE   
Required fundamental courses (19 units)   
At least one field labs is required   
Technical electives 2 design experiences (D) and 
one lab (L) (14 units minimum)   


 
 The course- and program-based outcome assessment (and ongoing improvement) plan is 
best characterized as a dual-looped plan, as shown in Figure C.1.  The inner loop involves 
development of individual course content supporting and assessed for the outcomes as specific in 
Table C.1.  Lines of evidence at the course level will include: 


(1) Course and instructor evaluations administered by UCM 
(2) Course survey questions pertaining to the major PLO/ABET outcomes in Table C.1 
(3) Course content, such as syllabi, problem sets and specific exam questions pertaining to 


PLO/ABET outcomes 
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Figure C.1 – Diagram of the EnvE Program assessment process for UC Merced School of 
Engineering (shaded box is course-level assessment, set within the program assessment; PAR is 
Program Assessment Representative). 
 
The program-level assessment overlies the course-level assessment and requires longer-term 
assessment vehicles, including: 


(4) Summaries of UCM course and PLO-related student surveys (over multiple offerings) 
(5) Senior exit surveys (annually) 
(6) Feedback from an UAB (Undergraduate Advisory Board) (annually) 
(7) Feedback from an EAB (External Advisory Board) (biennially) 
(8) Alumni surveys (on a 4-year cycle) 


 
The key faculty in the assessment plan is the Program Assessment Representatives (PAR, 
equivalent to the UCM FAO), who is the EnvE faculty member charged with insuring that (1) 
the instructors-in-charge deliver and assess the desired PLOs/ABET material in their course, (2) 
the assessment components are implemented and evidence analyzed and reported upon on the 
schedule noted above, and (3) any deficiencies identified via the assessment vehicles are 
addressed in a timely manner, and all course and program-level modifications remain consistent 
with the PLOs/ABET outcomes. 
 
D. Process 
 
A timeline for implementing the assessment plan for the PLOs/ABET outcomes described above 
is summarized in Table D.1.  As noted above, the key faculty in this process is the PAR.  As can 
be seen from the table, the EnvE program has made some progress in developing their 
assessment plan, but more development is needed in the near-term to put the program level 
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assessment plan in place.  In some cases, however, slight modifications are necessary to ready 
these vehicles for the assessment of other PLOs.   


Table D.1 – Timeline for line of evidence gathering for Environmental Engineering. 


PLO line of evidence Develop vehicle (by whom) Data gathering/analysis 
 
Course-Level: 
(1) Course and instructor evaluations 


administered by UCM 
(2) Course PLO-related surveys 
(3) Course content 
Program-Level: 
(4) Summaries of UCM course and PLO-


related student surveys (over multiple 
offerings) 


(5) Senior exit surveys (annually) 
(6) Feedback from an UAB 
(7) Feedback from an EAB 
(8) Alumni surveys (on a 4-year cycle) 


 
 
UCM 
 
PAR and EnvE faculty 
Instructor and PAR 
 
 
SoE Admin + PAR 
 
 
PAR, SoE Chair, Vice-Chair 
PAR and EnvE Faculty 
EnvE faculty and PAR 
SoE Admin, CC, PAR 


 
 
In place (UCM) 
 
Fall 2009 (faculty, PAR) 
Fall 2009 (PAR and SoE CC) 
 
 
Spring 2010 (PAR and SoE CC) 
 
 
Spring 2010 (PAR and faculty) 
Fall 2010 (PAR and faculty 
Fall 2010 (PAR and faculty 
Spring 2011 (PAR and faculty) 


* Curriculum Committee 
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E. Self-Assessment Using WASC Rubric 
 
Comprehensive list:  Highly Developed.  Our list of PLOs is comprehensive and encompasses 
the broad scope of student learning we expect from our majors, and the EnvE faculty has agreed 
on explicit criteria for assessing students’ level of mastery of each outcome. 
 
Assessable outcomes:  Developed.  While our faculty has agreed on explicit criteria statements, 
and we have identified examples of student performance at varying levels for each outcome, we 
need to develop rubrics for evaluating student performance with respect to learning outcomes. 
 
Alignment:  Developed. The EnvE curriculum is designed to provide opportunities for students 
to learn and to develop increasing sophistication with respect to each outcome. We are currently 
revisiting the engineering design aspects of the curriculum in order to better thread grade-
appropriate design experiences throughout the curriculum.  
 
Assessment planning:  Highly Developed. Our program has a clearly stated, multi-year 
assessment plan that identifies when each outcome will be assessed. Our plan includes sections 
on analysis and implementation of improvements. The School of Engineering has a online 
information management systems for acquiring and analyzing assessment-related materials.  
Indeed, we have already started such activity. 
 
Student experience:  Developed. Our students have a good grasp of program outcomes, due to 
the fact that outcomes are included in all of our syllabi and are readily available in the catalog 
and on our web page. 
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III. ALIGNMENT OF PROGRAM AND INSTITUTIONAL OUTCOMES 
 


A. Program Outcomes and Eight Guiding Principles of General Education 
 
Table A.1: A curriculum map representing the alignment between the BS Environmental 
Engineering Program Learning Outcomes and the Eight Guiding Principles of General Education.  
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1 


PLOs: 1. Fundamental knowledge, 2. Critical thinking, 3. Design skills, 4. Professional skills, 5. 
Ethics, 6. Lifelong learning (score 1 = major emphasis, 2 = secondary emphasis). 
 


B. Program and Course Learning Outcomes (see Table C.1) 







Environmental Science and Sustainability minor       Page 1 of 16  


University of California, Merced 
School of Natural Sciences 


 
DRAFT Faculty Assessment Plan 


Minor in Environmental Science and Sustainability 
 


November 19, 2010 


 
 
 
 
 
 
 
 


 
 
I. Table of Contents 


Program description      p. 2 


Assessment plan      p. 7 


Alignment of institutional and program goals/outcomes p. 16 


 


 







Environmental Science and Sustainability minor       Page 2 of 16  


II. Program Description 


Environmental science is an interdisciplinary academic field that focuses on application of 


concepts and methods from the physical, chemical, biological, and social sciences to the study of 


the natural environment, and seeks solutions to environmental problems. Sustainability science 


aims to improve the quality of human life within the carrying capacity of supporting ecosystems. 


The Environmental Science and Sustainability minor at UC Merced will allow students from 


diverse backgrounds to pursue interests in earth and environmental sciences in some depth 


without requiring the breadth of course work and extensive laboratory and field time required for 


the Earth System Science major.  


 


To reflect the interdisciplinary nature of the fields, the Environmental Science and Sustainability 


(ESSU) minor was created in 2009-2010 by a group of faculty representing all current schools at 


UC Merced, Natural Sciences, Engineering and Social Sciences, Humanities and the Arts. We 


held regular faculty meetings in Fall and early Spring semester to scope the minor concept, 


determine whether we had adequate course availability to offer a minor, and to determine 


whether there was an interested student population. Regarding this last criterion, we conducted a 


survey of current undergraduates who had taken at least one environmentally-related course on 


campus. We had 118 respondents (21.5% response rate), across all three schools with the largest 


number of respondents from Biology, Psychology and Undeclared major students. We posed 


detailed questions about students’ areas of environmental interest across the disciplinary areas 


emphasized in the fields of environmental science and sustainability, and found more students 


were “somewhat” or “very” interested in science and engineering dimensions than in social 


science, management and humanities dimensions. With this in mind, we designed a minor with a 
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stronger emphasis on environmental science, but that still provides options for students to 


complement these core subject areas with study in the social sciences and humanities. We would 


like to grow the social science dimension in future revisions of the major, pending student 


interest and adequate faculty support. 


 


Requirements for the Environmental Sciences and Sustainability minor 


To receive a minor in Environmental Science and Sustainability, a student must complete the 


following requirements. 


 


General guidelines for Natural Science Minors 


To declare a minor, students must have an overall grade point average of 2.0 (C) or better. 


Students from all schools should consult an advisor in the School of Natural Sciences to 


officially declare the minor and plan their courses. 


 


The following guidelines must be adhered to: 


• At least five courses, four of which must be upper division, must be taken for a letter grade. 


• At least three of the required courses must be taken at UC Merced. 


• Only one course may be used to satisfy two minor programs’ requirements. 


• Only one course may be used to satisfy both a minor and a major requirement. 


• Work for the minor must be completed within the 150 unit maximum limit for graduation. 


• If the student’s major and minor are in different schools, the higher unit maximum will 


apply. 


• Students must consult the UC Merced General Catalog for prerequisites to required courses. 
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• The minor will appear on the student’s transcript and diploma. 


 


Table 1 lists courses that satisfy requirements for an Environmental Science and Sustainability 


minor. All of these courses must be taken for a letter grade. At least four of these courses must 


be unique to the Environmental Science and Sustainability minor, i.e. they may not be also used 


to satisfy a major requirement. If more than one of the required courses for the Environmental 


Science and Sustainability minor is also needed to satisfy a major requirement, one or more 


additional upper division or graduate ESS, ES, ENVE course (worth at least 3 units) must be 


completed. 


 


Course work requirements*: 


1. One lower division core course  


2. One upper division core course 


3. One upper division course each in at least three of the four areas listed below 


i. One course in the area of Earth and Atmospheric Sciences  


ii. One course in the area of Environmental Biology 


iii. One course in the area of Society and Environment   


iv. One course in the area of Research, Communication, and Design skills 


 


* As new courses become available they will be added as options to the upper division electives. 


Students may be able to satisfy the requirements for the minor (a) using additional courses that 


are not listed below or (b) by swapping some of the core upper division and area courses. 
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Students must receive approval for the conditions listed above (a and b) before completion of 


their course work.  


 


Table 1. Course Options for the Environmental Science and Sustainability Minor 


 Area Course Units Pre-requisites (as listed in the 
2008-2009 Catalogue)  


Required 
Lower-
Division Core 
Courses, 4 
units 
(Choose 1) 


  ESS 1 – Introduction to Earth 
System Science 


4 No pre-req 


ESS 2 - Sustainability Science 3-4 No pre-req 
ESS 10 – Earth and Society  4 No pre-req 
ENVE 20 – Environmental 
Science and Technology 


4 CSE 021, CHEM 002 and MATH 
032 


Required 
Upper 
Division Core 
Courses, 4-5 
Units 
(Choose 1) 


 ESS 100 – Environmental 
Chemistry 


4 CHEM 010 and (MATH 022, ICP 
001B or PHYS 008) 


ENVE 160 – Sustainable Energy 4 ENVE 020 or ESS 020 
ESS 141 – Environmental Science 
and Policy 


4 WRI 010 and (any course in BIO, 
ESS, ENVE, POLI or ECON) 


Additional 
Upper 
Division 
Courses, 9-12 
Units 
(Choose 1 
from each of 
3 areas) 
 


Earth and 
Atmospheric 
Science  


ESS 170 – Soil Science 4 ESS 1 or BIO 1 and CHEM2 


ESS 103 – Geochemistry of Earth 
Systems 


3 ENVE 100 or ESS 100 


ESS 105 – Biogeochemistry 3 ENVE/ESS 100 and ENVE/ESS 
110 


ESS/ENVE 110 – Hydrology and 
Climate 


4 ENVE 20, ESS 20, or one 
semester of calculus 


ENVE 114 - Subsurface 
hydrology 


4 ENVE 110 or ESS 110 


ENVE 116/ESS 132 – Applied 
Climatology 


4 ENVE 110 or ESS 110 


ENVE 176 - Water and 
Wastewater Treatment 


4 (ENVE 020 or ESS 020) and 
(ENVE 100 or ESS 100) and 
ENGR 120 


ESS 134 - Air Pollution and 
Resources 


3 ESS 100 or ENVE 100 


Environmental 
Biology 


ESS /ES 148 – Ecology 4 BIO 1 or BIO 5 or ESS 1 or ESS 5 
ESS124/ES 224 – Ecosystem 
Ecology 


3 Junior standing and (BIO 148 or 
ESS 025). 


ESS 120 – Microbial Ecology 4 CHEM 010 and either (ESS 001, 
or BIO 001, or ENVE 020) 


ESS/BIO 149 – Conservation 
Biology 


4 BIO 001 and (MATH 018 or 
MATH 032). BIO 148 
recommended 


ESS 147 - Astrobiology 4 CORE 001 and (BIO 001, BIO 
005, PHYS 006, CHEM 002 or 
ESS 001), or consent of instructor 


Society and 
Environment 


GEOG 142 – Geography of 
Resource Management 


4 Any course in HIST, LIT, PUBP, 
BIO, ENVE or ESS, or consent of 
instructor 


ENVE 164/ES 264 - Energy 4 One course in economics 
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Policy (ENGR155 or ECON100) and 
MATH 24, 140 


ENVE 140 - Water Resources 
Planning and Management 


3 ENVE 020 and ENGR 155 


ECON 120: Economics of the 
Environment and Public Policy 


4 No pre-req  
 
 


ENVE155/MGMT155 Decisions 
Analysis in Management 


4 ECON 100 or MGMT 100) AND 
(ECON 010 or POLI 010) 


Research, 
Communication, 
and Design 
skills  


LIT 180 – American Nature 
Writing and Literature of the 
Environment 


4 LIT 031 


ARTS 170: Urbanism & 
Sustainable Design 


4 No-pre req 


ENVE 162: Modeling and Design 
of Energy Systems 


3 ENGR 135, ENGR 160 and 
ENVE 160. 


ENVE 105 - Environmental Data 
Analysis  


3 (ICP 001A or MATH 021) and 
(ICP 001B or PHYS 008) 


ENGR 180 - Spatial Analysis and 
Modeling 


4 MATH 021 or ICP 001A 


ANTH 170 – Ethnographic 
Methods 


4 ANTH 001 or junior standing, or 
consent of instructor 


ESS 180 - Field Methods in Earth 
Systems 


4 CHEM 010 and (MATH 022, ICP 
001B or PHYS 008) 


ENVE 181 - Field Methods in 
Snow Hydrology  


1-3 ENVE 110 or ESS 110 


ENVE 183 - Field Methods in 
Subsurface Hydrology 


1-3 ENVE 110 or ESS 110 
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II. Assessment Plan 


A. Timeline and Goals  


The goals of the Environmental Science and Sustainability minor assessment program are to 


stimulate faculty discussion of student learning, improve and coordinate curriculum, examine 


skill development, build stronger support and better assessment frameworks for cross-school 


degree programs, and re-examine Program Learning Outcomes. To reduce student, faculty and 


administrative burden, we will strive to coordinate assessment with other degree programs (e.g., 


Earth Systems Science), when possible. 


 


The Environmental Science and Sustainability assessment program is just beginning since the 


minor was approved in Spring 2010. As such, the assessment plan described below is a “working 


plan,” that will be revised as we take our initial steps and learn from them. 


 


The timeline for the Environmental Science and Sustainability minor assessment cycle will be 


five years. That is, a full assessment report will be prepared every five years, but partial 


assessment will take place for one or more PLOs each year. Assessment will begin during the 


academic year in which we have at least 10 students with the minor declared at the start of the 


academic year. We expect this to be the 2011-2012 academic year, but if we do not have this 


minimum student number of students to assess as of August 2011, we will delay assessment until 


we do. Assessment of program learning outcomes will be unreliable with very small student 


numbers, particularly given that the current degree program has no one course required of all 


students enrolled in the minor.  
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 If we have less than 10 students enrolled in the minor in 2011-2012, we will assess the 


barriers to student declaration of the minor with interviews of student advisors (indirect 


evidence). 


 Further, because the minor was designed around “on the books” courses, some of which may 


not be taught reliably, we will assess the ease of degree completion through analysis of the 


timing and frequency of course offerings relative to student demand (direct evidence), and 


through exit interviews that ask about the ease of completing the minor (indirect evidence). 


 


B. Program learning outcomes 


Graduates with a minor in Environmental Science and Sustainability will be able to: 


1) Use knowledge and techniques from three to four areas of Environmental Science and 


Sustainability (Earth and Atmospheric Sciences; Environmental Biology; Society and 


Environment; and Research, Communication, and Design Skills) to gather and report 


environmental data using appropriate measurement tools.  


2) Analyze information on environmental quality and recommend appropriate technical, 


political, or economic solutions to environmental problems. 


3) Communicate to diverse stakeholders the major concepts and principles of Environmental 


Science and Sustainability, such as how elements of the Earth system are interconnected, the 


carrying capacity of natural systems, and how governmental policy and economics can both 


perpetuate and solve environmental problems. 


 


Since not all students who take courses listed in Table 1 will be declaring a minor in 


Environmental Science and Sustainability, the Program Learning Outcomes will not be published 
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in the course syllabi. The ESSU minor Program Learning Outcomes are published in the 


University’s catalogue and are also placed on the School of Natural Sciences’ website. 


 


C and D. Evidence and Process 


Each academic year, we will collect data on one or more program learning outcomes, as follows 


(student numbers and resources permitting, exit interviews will be conducted every year, 


evaluating all PLOs). 


 


• Year 1 (2011-2012, expected but may be delayed if student numbers are small) 


Third PLO – Graduates will be able to communicate to diverse stakeholders the major concepts 


and principles of Environmental Science and Sustainability, such as how elements of the Earth 


system are interconnected, the carrying capacity of natural systems, and how governmental 


policy and economics can both perpetuate and solve environmental problems. 


 Direct Evidence: Final exam questions (LD) and portfolio (UD).  


We will develop final exam questions appropriate to each lower division core course 


available to minors that assess student ability to communicate crtitical concepts and 


principles. We will pilot this effort with ESS 1 and ESS 2, two large enrollment general 


education courses expected to be “feeder” courses for the minor. The primary instructors 


for these two courses will, in consultation with other faculty as needed (especially 


instructors of ESS 10 and ENVE 20), develop a set of questions that are consistent in the 


level and type of understanding and communication skill expected at this level. The 


initial effort will take place in Fall 2011, with expected implementation in Fall and 


Spring semesters in 2011-2012.  
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With student consent, faculty will also gather examples of assignments students have 


completed in upper division elective courses that require communication of major 


concepts and principles. A faculty committee will evaluate these assignments using a 


rubric describing criteria and standards. After a scoping effort to determine which upper 


division courses should be used to pilot this effort (to begin in 2011-2012), we will 


develop rubrics for at least one assignment in each of the chosen pilot courses. These 


rubrics will be made available to all students in the courses, not just minors. Assessing 


students at early and later points in their degree progress will help us assess whether their 


learning outcomes are improving. 


 


 Indirect evidence: Self assessment through student exit interviews. 


A sample of graduating students will be invited to participate in individual and group 


interviews conducted by SATAL to reflect on their level of confidence that they have 


achieved this PLO. They will be asked to give concrete examples of where they feel more 


and where less confidant. A faculty committee will develop the interview questions in 


collaboration with on campus resources and will evaluate the interview results. Exit 


interviews will begin as soon as we have at least 1 graduating minor (but not before 


2011-2012). Interview question development will begin in 2011-2012. 


 


• Year 2 (2012-13, expected but may be delayed if student numbers are small) 


Second PLO – Graduates will be able to analyze information on environmental quality and 


recommend appropriate technical, political, or economic solutions to environmental problems. 
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 Direct evidence: Portfolio.  


With student consent, faculty will gather examples of assignments students have 


completed in upper division core courses that require analyzing information and 


recommending solutions to environmental problems. A faculty committee will evaluate 


them using a rubric describing criteria and standards. One upper division core course 


(e.g., ESS 100) will serve as the stepping off point for developing rubrics and piloting 


assessment. The upper division core courses are required by two majors (ESS and ENVE) 


and provide an opportunity for joint assessment.   Rubric development will be led by the 


core course instructor in consultation with other faculty, particularly those teaching other 


upper division core courses. These rubrics will be made available to all students in the 


courses, not just minors. Rubric development and assignment revisions to meet PLOs will 


begin in 2011-2012. 


 


 Indirect evidence: Self assessment through student exit interviews. 


A sample of graduating students will be invited to participate in individual and group 


interviews conducted by SATAL to reflect on their level of confidence that they have 


achieved this PLO. They will be asked to give concrete examples of where they feel more 


and where less confidant. A faculty committee will develop the interview questions in 


collaboration with on campus resources and will evaluate the interview results. Exit 


interviews will begin as soon as we have at least 1 graduating minor (but not before 


2011-2012). Interview development will begin in 2011-2012. 
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• Year 3 (2013-14, expected but may be delayed if student numbers are small) 


First PLO - Graduates will be able to use knowledge and techniques from three to four areas of 


Environmental Science and Sustainability (Earth and Atmospheric Sciences; Environmental 


Biology; Society and Environment; and Research, Communication, and Design Skills) to gather 


and report environmental data using appropriate measurement tools.  


 Direct Evidence: Portfolio.  


With student consent, faculty will gather examples of assignments students have 


completed in upper division elective courses (4 area options, many course options) that 


require collection and reporting of environmental data. A faculty committee will evaluate 


them using a rubric describing criteria and standards. One elective course known to have 


appropriate assignments (ESS 110, ESS 148 or ENVE 105) will serve as the stepping off 


point for developing rubrics for at least one assignment per course that addresses this 


PLO. The rubric will then be applied, modified, and refined in collaboration with a larger 


group of faculty responsible for more of the upper division elective options. Our ultimate 


goal is to have a rubric that can work in the courses that serve 75% or more of our 


minors. These rubrics will be made available to all students in the courses, not just 


minors. Rubric development will begin in 2012-2013. 


 


 Indirect Evidence: Self assessment through student exit interviews. 


A sample of graduating students will be invited to participate in individual and group 


interviews conducted by SATAL to reflect on their level of confidence that they have 


achieved this PLO. They will be asked to give concrete examples of where they feel more 


and where less confidant. A faculty committee will develop the interview questions in 
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collaboration with on campus resources and will evaluate the interview results. Exit 


interviews will begin as soon as we have at least 1 graduating minor (but not before 


2011-2012). Interview development will begin in 2011-2012. 


 


E. Participants 


The Environmental Science and Sustainability minor is a unique degree program in that it has no 


one course required of all students, and instruction is distributed across all three current Schools 


at UC Merced. This complicates the definition of the faculty group who should bear 


responsibility for assessment. As the administrative structure of UC Merced evolves, such 


responsibility may become more clearly defined, but at the present moment, all faculty members 


with an interest in contributing to the degree program (through teaching or assessment) are 


welcome participants. Because the ESSU minor is currently housed within the School of Natural 


Sciences, and the minor was developed with critical input from faculty associated with the Earth 


Systems Science major, initial assessment responsibility will lie primarily with this group. When 


required for assessment, we will seek out faculty contributions from other schools if there is not 


adequate representation/expertise in the current group. 


 


Administrative participation in data collection, organization, archiving, and summary is expected 


to come from the School of Natural Sciences. SATAL will be called upon to co-develop and 


administer exit interviews. Report preparation will draw on all available resources at the School 


and University level to ensure a useful process that meets accreditation and other expectations. 


 







Environmental Science and Sustainability minor       Page 14 of 16  


Finally, students are a critical element of assessment. To cultivate a student group invested in 


their own learning outcomes, our faculty group has requested resources from the School of 


Natural Sciences to hire a student ambassador and peer advisor to complement efforts by faculty 


and advising staff to increase interest in these important fields and to help students navigate 


course scheduling and course expectations. The resources provided to the Earth Systems Science 


major in 2010-2011 amount less than 3-4 hours per week for one semester. With this, we will 


initiate this student position in Spring 2011, with allocation of the student’s time to both ESS and 


ESSU student needs. 


 


F. Minor 


The above assessment plan is for the stand-alone Environmental Science and Sustainability 


minor. While this minor has much in common with the current Earth Systems Science major 


(including courses and faculty stakeholders), it is much more topically broad, with greater 


integration of social sciences, humanities and engineering than the current ESS major. 


 


G. Self evaluation of assessment plan 


Comprehensive list: Emerging 


Outcomes seem reasonable, but do not consider national standards.  


Assessable outcomes: Initial 


Linking demonstration of learning outcomes to the learning outcomes themselves is still 


under development, particularly in the context of this multi-disciplinary distributed 


degree. 


Alignment: Initial to emerging 
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Thought was given to developing a curriculum that meets the expectations of the learning 


outcomes, but the curriculum was built with existing courses not specifically developed 


for the current degree. The assessment process will help us determine how well aligned 


course learning outcomes and program learning outcomes really are. 


Assessment planning: Emerging 


We have a multi-year plan, but feasibility of implementation is uncertain given unknown 


student numbers, and a very small faculty group distributed among multiple schools with 


responsibility for multiple degree programs (therefore multiple program assessments) and 


working in on and off-campus (Castle) locations. 


The student experience: Emerging 


PLOs are available to students via websites (how they primarily access course and 


program information). Whether they focus on learning outcomes through their 


coursework is up to individual instructors. 
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III. Alignment of Institutional and Program Goals/Outcomes 


A. Program and Institutional Goals/Outcomes 


The Environmental Science and Sustainability program goals meet multiple institutional goals, 


particularly in the areas of scientific literacy, decision making, and ethics and responsibility 


(Table 2). Faculty and students associated with the minor are represented on the Chancellors 


Advisory Committee on Sustainability, and engage in other informal efforts related to 


sustainability at UC Merced. This minor gives more students access to environmental degree 


programs, on a campus where the concept of sustainability is woven into the campus identity. 


 
Table 2. A curriculum map representing the alignment between the Environmental Science and 
Sustainability Program Learning Outcomes and the Eight Guiding Principles of General 
Education. 
PLOs Scientific 


Literacy 
Decision 
Making 


Communication 
 


Self 
& 


Society 
 


Ethics 
& 


Responsibility 


Leadership 
& 


Teamwork 
 


Aesthetic 
Understanding 


Creativity 
 


Development 
of 


Personal 
Potential 


First X X       
Second X X   X    
Third X  X X X    
 
 


B. Program and School Goals 


Environmental and Earth systems science was one of the founding foci for the University and the 


School of Natural Sciences.  


 


C. Program and Course Learning Outcomes 


A curriculum map will be developed in 2011-2012 as this requires collection of syllabi for all 


course options listed in the minor and analysis of their learning outcomes. 
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Environmental Systems Graduate Program 


Assessment Plan 
 
I. PROGRAM DESCRIPTION 


The Environmental Systems (ES) graduate program confers M.S. and Ph.D. degrees. The goal of 
the program is to equip students with the knowledge and skills necessary to improve the 
scientific understanding of coupled Earth systems--atmosphere, hydrosphere, lithosphere and 
biosphere--and to use this understanding to  pursue basic research in environmental systems, 
optimally manage natural resources, and/or engineer the restoration of impaired environments. 
This improvement in understanding is gained through the systematic study of biological, 
chemical and physical processes, socioeconomics and policy, and through rigorous 
individualized research programs in these areas. Courses are designed to provide an 
understanding of the scientific principles underlying the function and sustainability of natural 
and engineered environmental systems, and to equip students to provide strong support for 
environmental resource decision-makers.  
A distinctive feature of the ES graduate program is its multi-disciplinary nature and the 
accompanying opportunity for inter-disciplinary training this breadth affords. Participating ES 
faculty are affiliated with the Schools of Engineering, Natural Sciences, and Social Sciences, 
Humanities and Arts. The current ES faculty research strengths include:  


• Earth systems science 
• Ecology 
• Geospatial Analysis 
• Environmental Engineering 
• Geochemistry 
• Solar Energy 
• Climatology & Climate Change 
• Hydrology & Water Resources 
• Environmental Policy 
• Environmental Economics 


UC Merced’s unique geographical location, its relationship with neighboring institutions, and its 
seamless integration of science, engineering, and social science will render the ES program 
distinctive amongst similar programs in California and elsewhere.  In particular, a substantial 
part of ES faculty research involves coupling scientific enquiry, engineering analysis, and policy-
making associated with resource management, in natural and engineered settings of the Great 
Central Valley, the Sierra Nevada, and the world. 


We expect our M.S. graduates will find employment with private engineering, hydrologic, and 
environmental consulting firms, federal agencies such as the U.S. Forest Service, National Park 
Service, U.S. Environmental Protection Agency, as well as state and regional resources agencies, 
such as the Department of Water Resources, Fish and Game, Water Quality Control Board, and 
Air Resources Board.   Ph.D. graduates will find positions as academic faculty and staff in 
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teaching and research universities, as well as in private and public resource-related agencies. 
along with  


 
II: ASSESSMENT PLAN 
 
A. Environmental Systems Program Assessment Timeline 
 
The ES program includes continual student-level and programmatic assessment on a 5-year 
cycle, with the first assessment scheduled for Spring 2013.  The Program Learning Outcomes 
(PLOs) to be evaluated are described in the following section (B). While the program is 
relatively new, several of the student-level assessment vehicles, particularly those associated 
with M.S. and Ph.D. research competency (PLO 1 below), have been implemented since even 
before the official recognition of the program by the UC Coordinating Council on Graduate 
Affairs (January 2008).  Others need to be developed.  Furthermore, protocols for capturing all 
lines of evidence supporting the PLOs need to be put in place. 


It is the goal of the ES program to have the assessment plan outlined below in place and 
ready for evidence gathering in time for the 2010-11 academic year, with staged introduction of 
evidence gathering beginning in Spring 2008.  Lines of evidence to be gathered in support of the 
PLOs are explained below in section C, and a timeline for staging the evidence gathering, 
analysis, and curriculum modifications is presented in section D. 
 
B. Environmental Systems Program Learning Outcomes (PLOs) 
 
The overarching goal of the Environmental Systems (ES) program is that its graduates be 
knowledgeable and professionally competent in one or more areas of environmental systems.  
The following program learning outcomes (PLOs) are being used to attain this goal: 
 


PLO-1: Core Knowledge - Graduates will be knowledgeable, skillful, and self-directed in the 
observation and analysis of environments systems in terms of their capacity to: 


a. (M.S. graduates) Design experiments with appropriate controls and conduct original 
research, with an appropriate level of supervision, in the context of an M.S. project or 
thesis 


b. (Ph.D. graduates) Independently identify important research questions, formulate 
experimental plans, data analysis, and formulation of conclusions in the context of a 
doctoral dissertation 


PLO-2: Communication Skills - Graduates will be conversant in at least two area(s) of 
environmental systems, and be adept at oral, written, and visual communication of research 
results to peers and non-technical decision makers 


PLO-3: Ethics, Community, and Lifelong Learning - Graduates will understand the importance 
of research and professional ethics, engagement in the needs of their community, and life-long 
learning  


PLO-4: Career Placement and Advancement - Graduates will find suitable career placement 
and achieve advancement in government agencies, non-government organizations, private 
industry, and academic teaching and research institutions 
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These PLOs are to be maintained for review and feedback by constituents and other stakeholders 
(e.g., employers) on the ES program website (https://es.ucmerced.edu/), and in the UCM 
Catalog, and will also be disseminated annually to incoming graduate students at the Fall 
Orientation session. 
 
C: Evidence 
A mapping of the ES PLOs to lines of evidence to be used for assessment purposes is provided in 
Table 1.  Give that ES is a relatively new program, not all lines of evidence are currently being 
gathered and examined.  Hence, the current status of each line of evidence in Table 1 is 
designated as “in place,” or “under development.”  A plan and timetable for having these 
assessment tools in place is detailed in the following section. 
 
Table 1 - Lines of evidence for assessing Environmental Systems program learning 
outcomes (PLOs). 


 Lines of Evidence 
PLO Direct Indirect 


 
PLO-1: Core knowledge 


 
(a1) Core course project1  
(b) Qualifying exam2 
(c) Research  proposal2 
(d) Thesis/dissertation1 
 


 
(a2) Core course student survey1 
(e) Program exit interview1 


(f) Alumni survey1 


PLO-2: Communications (a1) Student seminar1  
(b) Qualifying exam2 
(c) Research proposal2 
(d) Thesis/dissertation1 


(a2) Seminar peer-assessment1 
(e) Alumni survey1 


(f) Community client questionnaire1 
 


 
PLO-3: Ethics, Community,  
             Life-long learning 
 


 
(a1) Community service self- 
       evaluation1 
(b) Research ethics course1 


 


 
(a2) Community client questionnaire1 
(c) Alumni survey1 


PLO-4: Career Placement and  
            Advancement 


(a) Employment record1 
(b) Professional publications1 


 


(c) Alumni survey1 


1Line of evidence for both M.S. and Ph.D. degrees. 
2Line of evidence for Ph.D. degree only. 
 
The lines of evidence summarized in Table 1 are expanded here in terms of specific data 
gathered, data analysis, and curricular modifications aimed at improving this outcome.  The lines 
of evidence for PLO-1 (Core knowledge) are as follows: 


(a1 and a2) Core course project (M.S. and Ph.D. degrees). ES 200 Environmental Systems is 
a course taken by most M.S. and all Ph.D. students in the program.  Reports from the self-
directed student projects will become part of each student’s work portfolio.  The instructors are 
currently testing a scoring rubric in order to provide more consistent advice to the students about 
the expectations for the project and more systematic feedback to the students regarding their 
performance on the project.  The instructor(s) for ES 200 will provide copies of the student 
reports along with their evaluations and completed rubrics.  Each summer, the ES Educational 
Policy Committee (EPC) will review the reports and solicit input from ES students (typically 
during their 2nd year annual curriculum planning “checkup”—see section  planning and make 
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recommendations to the instructor(s) on improving the ES 200 course and self-directed projects.  
Student exit survey data from this course will also be used by the instructor(s) to improve the 
course with respect to PLO-1 using anonymous student feedback. 


(b) Ph.D. qualifying exam (Ph.D. degree only). Each doctoral student is required to pass the 
qualifying exam before they can advance to candidacy.  This exam is detailed in the ES Policies 
and Procedures (Section 2.4.5).  The purpose of the exam is to test basic knowledge and the 
ability to formulate and defend two proposals for original research. The program is currently 
developing and testing scoring rubrics in order to provide more consistent advice to the students 
about the nature of the exam and more systematic feedback to the students regarding their 
performance on the exam.  Following the exam, copies of the two proposals along with a written 
assessment and completed rubrics from the examination committee will become part of the 
student’s portfolio.  The assessment will be compiled by the chair of the exam and will focus 
primarily on technical content, particularly on the student’s knowledge base and ability to think 
independently.  This assessment will be reviewed by the student and his/her faculty advisor after 
the exam for the purpose of addressing any deficiencies noted by the examination committee.  
Qualifying exam documents (student proposals and committee evaluations) will be reviewed by 
the ES EPC on a 3-year cycle to assess whether its format and/or execution are contributing 
sufficiently to PLO-1, and modified if necessary. 


(c) Ph.D. research proposal (Ph.D. degree only). Doctoral students prepare their research 
proposal in consultation with their major advisor, and submit the completed proposal to 
committee members for review (ES Policies and Procedures Section 2.4.6). The program is 
currently developing and testing scoring rubrics in order to provide more consistent advice to the 
students about the nature of the exam and more systematic feedback to the students regarding 
their performance on the exam.  The committee will review this document and determine if the 
student has outlined a project that is appropriate for a Ph.D.  A copy of the proposal and the 
committee’s written comments will become part of the student’s portfolio.  This material will be 
reviewed by the ES EPC on a 3-year cycle to assess whether its format and/or execution are 
contributing sufficiently to PLO-1.  In the event of a negative assessment, best practices will be 
solicited from other graduate program at UCM and other universities.  


(d) Thesis/Dissertation. The thesis/dissertation is the final opportunity for the dissertation 
committee to assess PLO-1.  The dissertation committee will review this document with respect 
to technical content and likelihood of publication in the peer-reviewed research literature.  A 
copy of the thesis/dissertation and written comments by the dissertation committee will become 
part of the student’s portfolio.  The EPC will review theses/dissertations on a 3-year cycle to 
assess whether their quality is indicative of successful attainment of PLO-1, and will use these 
documents to suggest improvements to the overall curriculum and/or assessment plan. 


(e) Program exit interview. The ES Academic Advising Committee (AAC) will conduct exit 
interviews with students when they complete their M.S. or Ph.D. degree.  Several questions in 
the exit interview will assess PLO-1 from the students’ perspective.  The AAC will prepare a 
transcript of the interview for review by the ES EPC with respect to potential curriculum 
modifications. 


(f) Alumni survey.  The EPC will develop a database of ES alumni and use this database to 
solicit alumni participation in an on-line survey every 4 years.  Several questions in the exit 
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interview will address whether PLO-1 was achieved by the ES program.  The EPC will use the 
results from the interview to help address deficiencies in achieving PLO-1. 
 
The lines of evidence for PLO-2 (Communications) are to assess written, verbal, and 
visual/graphical communication for both technical and non-technical audiences.  They include 
the following: 


(a1 and a2) Program seminar presentation (M.S. and Ph.D. degrees). All ES M.S. and Ph.D. 
students are required to give at least one open seminar while in the program (see ES Policies and 
Procedures section 2.4.8).  The students’ peer group will complete a survey (developed by the 
EPC) on the quality of the presentation in terms of technical clarity, non-technical context, and 
demonstrated verbal and visual/graphical communication skills.  The student will review the 
recorded seminar and survey results with his/her faculty advisor, and these materials will become 
part of the student’s work portfolio. Seminar and survey content will be reviewed by the ES EPC 
on a 3-year cycle to assess whether its format and/or execution are contributing sufficiently to 
PLO-2, and modify the procedures if necessary. 


(b) Ph.D. qualifying exam (Ph.D. degree only). The purpose and format of the Ph.D. qualifying 
exam is described above with respect to PLO-1.  The examination committee will include an 
assessment of student’s demonstrated communication skills (written, oral, and graphical) with 
respect to the documents and presentations.  This assessment will be included in the committee 
evaluation discussed above for PLO-1, and will be reviewed by the student and his/her faculty 
advisor after the exam for the purpose of addressing any deficiencies noted by the examination 
committee.  Qualifying exam material will be reviewed by the ES EPC on a 3-year cycle to 
assess whether its format and/or execution are contributing sufficiently to PLO-2, and modify 
procedures if necessary. 


(c) Ph.D. research proposal (Ph.D. degree only). The examination committee will include an 
assessment of student’s demonstrated communication skills (written and graphical) with respect 
to the dissertation research proposal described above for PLO-1.  This assessment will be 
included in the committee evaluation discussed above for PLO-1, and will be reviewed by the 
student and his/her faculty advisor after the exam for the purpose of addressing any deficiencies 
noted by the examination committee.  Qualifying exam material will be reviewed by the ES EPC 
on a 5-year cycle to assess whether its format and/or execution are contributing sufficiently to 
PLO-1, and modify procedures if necessary. 


(d) Thesis/Dissertation. The dissertation committee’s written evaluation (discussed above for 
PLO-1) will include an assessment of the student’s communication skills (verbal, written, 
visual/graphical), which will become part of the student’s work portfolio.  The ES Educational 
Policy Committee will review theses/dissertations on a 5-year cycle to assess whether their 
quality is indicative of successful attainment of PLO-1, and will use these documents to suggest 
improvements to the overall curriculum and/or assessment plan. 


(e) Alumni survey.  The EPC will develop a database of ES alumni and use this database to 
solicit alumni participation in an on-line survey every 4 years so that the results may be 
incorporated into the programs 5-year review.  Several questions in the survey will address the 
alumni’s perception of whether PLO-2 was achieved by the ES program and what improvements 
might be made.  The EPC will use the results from the survey to help address deficiencies in 
achieving PLO-2. 
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(f) Community client questionnaire.  This questionnaire is discussed in more detail below in 
the context of student outreach or community service activities associated with PLO-3.  This 
questionnaire will provide feedback from the targeted outreach group(s) on the student’s ability 
to communicate technical information to a non-technical audience in a comprehensible and 
respectful manner. 
 
PLO-3 is concerned with students understanding the importance of professional ethics, 
community service, and life-long learning.  The lines of evidence to assess PLO-3 are as follows: 


 (a1 and a2) Community service self-evaluation and client questionnaire.  All ES students 
will be required to participate in a community service effort during the course of their studies.  
Examples are contributions to local community planning activities, presenting short-courses or 
seminars to students, teachers, or non-government organizations (NGSs), assistance to 
undergraduate service learning groups or to local, national, or international non-government 
organizations.  Students will prepare a self-evaluation summarizing the nature and quality of 
their service activity.  In addition, the student must provide a client questionnaire to the relevant 
contact(s) for their assessment of the services, presentation, or course delivery.   The student’s 
faculty advisor and ES Academic Advising Committee (AAC) will review merits of the service 
activities on as soon as they are completed in order to evaluate whether this aspect of PLO-3 has 
been achieved. 


(b) Research ethics course.  All ES students will complete a professional ethics course (QSB 
294 or equivalent); this requirement may be fulfilled as a directed independent or group study 
course (ES 298 or ES 299) prior to the end of their second year in the program.  In this course, 
the student must complete a pertinent project or paper for inclusion in his/her work portfolio.  
The student’s faculty advisor and ES Academic Advising Committee (AAC) will review the 
projects annually with respect to this aspect of PLO-3. 


(c) Alumni survey.  The EPC will develop a database of ES alumni and use this database to 
solicit alumni participation in an on-line survey every 4 years.  Several questions in the survey 
will address whether PLO-3 was achieved by the ES program and what improvements might be 
made.  The EPC will use the results from the survey to help address deficiencies. 
 
PLO-4 is concerned with successful career placement and advancement of ES program 
graduates.  The lines of evidence to assess PLO-4 are as follows: 


(a) Employment.  Graduate employment records will be maintained by the program based on 
exit survey information and input from faculty advisors.  Data to be collected will include 
position attained, salary level, and information pertaining to the manner and ease with which the 
position was attained.  Career advancement will be tracked using the alumni survey.  These data 
will be summarized and critically evaluated by the EPC for each 5-year review. 


(b) Professional publications.  Graduate publications will be tracked throughout their careers, 
including peer-reviewed research articles, government agency/NGO reports, and trade 
publications.  These data will be collected using library search engines and via the alumni 
survey, and will be summarized and critically evaluated by the EPC for each 5-year review. 


(c) Alumni surveys.  In addition to the record-keeping noted above, the alumni survey will 
include questions aimed as assessing the graduate’s career satisfaction and perceived level of 
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competence as a result of their ES degree.  These responses will be synthesized by the EPC for 
each 5-year review. 
 
D. Process 
A timeline for implementing the assessment plan for the PLOs described above is summarized in Table 2.  
The ES program individuals and committees charged with the development of the assessment vehicles are 
the same as those charged with evidence gathering in the previous section.  As can be seen from Table 2, 
the ES program has made some progress in developing their assessment plan with respect to PLO-1.  In 
some cases, however, slight modifications are necessary to ready these vehicles for the assessment of 
other PLOs.  For example, while the qualifying exam is in place for assessing PLO-1, an assessment 
rubric for the exam with respect to PLO-2 needs to be developed. 


 
Table 2 – Timeline for line of evidence gathering for the Environmental Systems PLOs. 


PLO line of evidence Develop vehicle (by whom) Data gathering/analysis 
 
PLO-1: Core knowledge 
 
(a1) Core course project1  
(a2) Core course student survey1 
 (b) Qualifying exam2 
(c) Research  proposal2 
(d) Thesis/dissertation1 
 (e) Program exit interview1 


(f) Alumni survey1 


 
 
 
Completed (instructor) 
Spring 2009 (instructor, EPC) 
Completed  
Completed 
Completed 
Fall 2009 (AAC) 
Fall 2011 (AAC) 


 
 
 
Spring 2009 (instructor, EPC) 
Spring 2009 (instructor, EPC) 
Ongoing (EPC) 
Ongoing (EPC) 
Ongoing (EPC) 
Spring 2010 (EPC) 
Spring 2012 (EPC) 


 
PLO-2: Communications 
 
(a1) Student seminar1  
(a2) Seminar peer-assessment1  
(b) Qualifying exam2 
(c) Research proposal2 
(d) Thesis/dissertation1 


(e) Alumni survey1 


(f) Community client questionnaire1 


 


 
 
 
Fall 2009 (EPC)  
Fall 2009 (AAC, students) 
Spring 2010 (EPC) 
Spring 2010 (EPC) 
Spring 2010 (EPC) 
Fall 2011 (AAC) 
Spring 2012 (AAC) 
 


 
 
 
Spring 2010 (EPC) 
Spring 2010 (AAC, students) 
Fall 2010 (EPC) 
Fall 2010 (EPC) 
Fall 2010 (EPC) 
Spring 2012 (EPC) 
Fall 2012 (EPC) 
 


( 
PLO-3: Ethics, Community,  
              Life-long learning 
(a1) Community service self-evaluation1 
(a2) Community client questionnaire1 
(b) Research ethics course1 


(c) Alumni survey1 


 
 
 
Spring 2012 (AAC, students) 
Spring 2012 (AAC) 
Fall 2011 (faculty) 
Fall 2011 (AAC) 


  
 
 
Fall 2012 (AAC) 
Fall 2012 (AAC) 
Spring 2012 (EPC) 
Spring 2012 (EPC) 
 


 
PLO-4: Career Placement and  
            Advancement 
(a) Employment record1 
(b) Professional publications1 


(c) Alumni survey1 


 


 
 
 
Complete 
Complete 
Fall 2011 (AAC) 


 
 
 
Ongoing (faculty, EPC) 
Ongoing (faculty, EPC) 
Spring 2012 (EPC) 
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1Line of evidence for both M.S. and Ph.D. degrees. 
2Line of evidence for Ph.D. degree only. 
Note:  EPC = Educational Planning Committee; AAC = Academic Advising Committee 
 


 







DRAFT 


E. Self-Assessment Using WASC Rubric 


Comprehensive list:  Developed.  Our list of PLOs is reasonably comprehensive and 
encompasses the broad scope of student learning we expect from our majors.  A key subset of 
our faculty (Academic Advising and Educational Policy Committees) has agreed on explicit 
criteria for assessing students’ level of mastery of each outcome and is vetting the criteria with 
the entire ES faculty. 
 
Assessable outcomes:  Developed.  While a subset of our faculty ahs agreed on explicit criteria 
statements, such as rubrics, and we have identified examples of student performance at varying 
levels for each outcome, we feel that our rubrics will require time to test (due to low student 
numbers in our graduate program) and will likely call for some improvement. 
 
Alignment:  Developed. The curriculum is designed to provide opportunities for students to learn 
and to develop increasing sophistication with respect to each outcome. We feel that this criteria 
will require time to test (due to low student numbers in our graduate program) and will likely call 
for some improvement. 
 
Assessment planning:  Developed. Our program has a clearly stated, multi-year assessment plan 
that identifies when each outcome will be assessed. Our plan includes sections on analysis and 
implementation of improvements. Indeed, we have already started such activity. 
 
Student experience:  Developed. Our students have a good grasp of program outcomes, due to 
the fact that outcomes are included in all of our syllabi and are readily available in the catalog 
and on our web page. 
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Faculty Accreditation Report – the Arts (Global Arts Studies Program and Media Arts    Program)  
                                              REVISED SEPTEMBER, 2009                                         
 


Abstract: Media Arts Program’s first step in the process of meeting the accreditation review 
criteria consisted of re-drafting all MAP syllabi to reflect the rubric of Learning Outcomes. All 
lecturers participated in this process with enthusiasm.  


MAP PLOs were developed by the MAP ladder faculty member who carefully examined all 
syllabi SLOs to determine the common threads that could be organically woven into the PLOs. 
Since MAP curriculum concentrates on art technique and all lecturers (as well as the visiting 
professor and the ladder faculty member) are practicing artists, finding commonality was deemed 
to be the best way to start building MAP PLOs.        


The Program Learning Outcomes have been revised twice since January 2009 in response to the 
process of assessment of the first PLO which occurred in spring 2009, summer 2009, and fall 
2009.  


Significant progress has been made in implementing what was learned in the assessments into 
teaching. Instructors have revised syllabi and pedagogical methods to improve teaching and 
student success. Second PLO is ready to be assessed at the end of spring semester 2010. New 
method of archiving student work has been proposed and will be implemented in summer 2010 
on trial basis.  


The largest challenge and danger in this ongoing process of assessment and meeting 
accreditation requirements is the fact that the entire responsibility for the Media Arts Program 
administration and curriculum falls to single ladder faculty member who, in addition to all her 
many responsibilities, teaches full load of three courses a year. She has received minimal 
administrative support. Whatever inadequacies there are in the assessment methods and their 
future is directly tied to the sheer impossibility of one person having to initiate, process and 
record assessment for between ten and fourteen courses a semester, taught by five lecturers, one 
visiting faculty and one ladder faculty.        
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 SECTION I: PROGRAM DESCRIPTION – MINOR IN ARTS 
 
Part A. Global Arts Studies Program and Media Arts Program Description 
 
     The arts at UC Merced represent the coming together of two multidisciplinary Programs: the 
Global Art Studies Program (which integrates scholarship in the arts) and Media Arts Program 
(which integrates mixed media within art technique and practice). The GASP faculty consists of 
scholars and the MAP faculty consists of practicing artists. Two different programs are necessary 
(the division is common in academia) because scholars and practicing artists teach in different 
formats: lecture and seminar classes for scholars, studio and practicum for artists. In short, 
scholars study art, while artists create art. The GASP designation allows scholars with PhDs to 
determine the educational requirements for students choosing to emphasize art history and music 
studies according to their standard professional practices in teaching research and assessment of 
student progress. The MAP designation allows practicing artists (who may or may not have 
terminal degrees such as Master of Fine Arts) to determine the educational requirements for 
students choosing to emphasize technique and practice according to their standard professional 
practices in teaching technique in various art media. At the same time, the two Programs 
complement each other and reflect each other in an innovative way.  


     The Global Arts Studies Program (GASP) and the Media Arts Program (MAP) provide a 
unique cutting edge integrated curriculum by offering subjects conventionally housed in 
disparate departments, underscoring the integrated primary agenda of promoting interdisciplinary 
study of the arts. The GASP course offerings familiarize students with a number of critical 
approaches and theories currently debated in the arts, while the MAP course offerings provide 
students with the opportunity to sample multiple art techniques, from traditional to experimental. 
The blending of scholarship and technique and practice in multiple art disciplines within one 
program is designed to allow students the opportunity to develop holistic understanding of the 
arts as a form of human expression.  


      The study of arts technique, practice as well as art history and critical theory in a multi-
disciplinary setting offers students a wide range of transferable skills and knowledge. 
Acquisition of art technique teaches students to think creatively as well as practically, to 
collaborate, and to express themselves verbally as well as visually. The access to acquisition of 
techniques from multiple art disciplines and the ability to critically evaluate them aims to give 
students tools to create new forms of expression, to understand the old as well as to develop 
respect for diverse ways in which art manifests itself. Students who enroll primarily in GASP 
courses may continue their studies on graduate level in order to become Professors of Art 
History, Theory and Critical Studies. Students who choose to emphasize technique and practice 
may become practicing artists or go into teaching art practice and technique both on K through 
12 level and college level. Some may find jobs in entertainment, advertisement and arts 
management industries while others may continue their education by enrolling in art schools, or 
university based Master of Fine Arts Programs. 
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     The combined GASP and MAP curriculum is designed to reflect and creatively challenge the 
capacities of twenty-first century art culture which make it possible for artists to cross the 
traditional boundaries of art disciplines and to create new hybrid forms of art expression by 
integrating traditional artistic forms with digital technology. A research university campus, 
where the arts and sciences coexist provides a unique opportunity for exploration of the breaking 
down of established divisions between artistic and technological disciplines that has been 
occurring in the past one hundred years. Thus the arts curriculum at UC Merced aims to take 
advantage of what must always be seen as its most important asset: its location on a research 
university campus. Due to their ubiquity and their inherent adaptability the arts are intrinsically 
suited for the formation of interdisciplinary channels. UC Merced, with its institutional 
dedication to fostering of interdisciplinary collaboration is an appropriate setting in which to 
exploit the potential the arts have to connect disciplines through innovative and creative 
methods. Students are encouraged and guided to take advantage of the fact that they are studying 
art at a research university which offers high level academic courses in other disciplines that 
might help them to gain a deeper understanding of the form(s) of art that interest them and to 
fully develop their sense of art’s interconnectedness with the world.  


     The ultimate mission of both the GASP and the MAP curricula is to enhance the educational 
experience of students enrolled in all UCM programs. Students may choose courses to strengthen 
their cognitive abilities such as visual cognition, to develop or strengthen creativity, to access 
intuitive holistic thinking and problem-solving, to increase cultural literacy and communication 
skills, to develop empathy, to improve the ability to collaborate and to lead, to gain aesthetic 
understanding. 


Part B. Minor in Arts Description and Requirements 


     The GASP and MAP minor reflects the major characteristics of the two blended programs as 
described in Section I (1).  


     “A minor is by definition a form of study that can truly be referred to as enrichment. The 
Minor in Arts provides students the opportunity to explore courses from the three parallel tracks 
in the Arts curriculum: history (interpreting works of art from all media within their context and 
purpose), theory (concentrating on research) and art technique and practice (acquiring and 
applying art techniques in fine arts, music and performing arts). ARTS 007 (ArtScore: 
Introduction to Global Arts Studies Program) is a survey course of arts around the globe, with an 
integrated and comparative approach to studying the history and ideas of arts from antiquity to 
the twentieth century. This course serves as the foundation for all students pursuing the Arts 
Minor.” (UC Merced General Catalogue 2009-2011) Satisfactory completion of any of the 
GASP 1 - 5 courses will fulfill the introductory coursework for an Arts Minor and will be 
considered an equivalent substitute for the Arts 7 course. (Revise 9/1, 2009 and published on the 
UC Merced School of Social Sciences, Humanities and Arts websites: ssha.ucmerced.edu and 
arts.ucmerced.edu) 
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• ARTS 007 or GASP 001 through GASP 005 


Minimum Requirements 


• One additional lower division ARTS (MAP) course 
• A minimum of four upper division ARTS (MAP) or GASP courses 


          SECTION II: ASSESSMENT PLAN FOR GASP, MAP and MINOR IN ARTS 


Part A. Background, Goals and Timeline 


     


GASP 


Background and Goals   


Currently, GASP consists of two ladder faculty members and one lecturer (teaching between one 
and two courses every academic year). Please, see GASP PLO document for assessment criteria. 


MAP 


     Currently MAP faculty consists of one ladder faculty member, five lecturers (each teaching 
between two and six courses a year, not counting summer school), and one visiting professor. All 
lecturers and the visiting professor were informed of the importance of systematic engagement in 
assessment of PLOs as well as of the accountability that the process represents.  


     The first step in the process of meeting the accreditation review criteria consisted of re-
drafting all MAP syllabi to reflect the rubric of Learning Outcomes. All lecturers participated in 
this process with enthusiasm.  


      MAP PLOs were developed by the MAP ladder faculty member who carefully examined all 
syllabi SLOs to determine the common threads that could be organically woven into the PLOs. 
Since MAP curriculum concentrates on art technique and all lecturers (as well as the visiting 
professor and the ladder faculty member) are practicing artists, finding commonality was deemed 
to be the best way to start building MAP PLOs and the plan to systematically assess them. 
Additionally, MAP ladder faculty member has been in the process of writing the Proposal for 
B.A. in Art which was to be submitted in fall 2009 but has been delayed due to fiscal 
considerations. Considerable research was conducted for the purposes of supporting the unique 
vision of the B.A. in Art (the spirit of which is reflected in the GASP and MAP Program 
Description on page 1.) 


 Minor in Art  


     The vision of both GASP and MAP includes the commitment to provide all students, 
regardless of their major, with the opportunity to experience the full range of enrichment that all 
forms of art have the potential to give. This mission is, in fact, singular in the UC system where 
most specialized art courses are open only to majors. Both GASP and MAP curricula have stated 
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multidisciplinary and interdisciplinary goals which are also innovative in arts education. Within 
these broader objectives there are more refined educational goals specific to each of the two 
Programs.  


     Nevertheless there is clear reciprocity: While GASP concentrates on art history and music 
studies, its curriculum also addresses the relationship of the artist to his or her oeuvre and while 
MAP concentrates on technique and practice, its curriculum also addresses the role of history 
and critical theory in the life of the artist.  


The innovative mission of the two Programs (GASP and MAP) will benefit from systematic 
assessment of the PLOs. Level of student achievement will be judged according to the  
assessment plan for each PLO as elaborated below. 


      The Minor provides an opportunity for each student to design his or her own course of study 
within a multimedia and multidisciplinary framework. Students may choose to emphasize either 
GASP or MAP after satisfying the lower division requirement which exposes them to both 
history and critical theory, as well as technique and practice. 


     Timeline


GASP and MAP 


  


Accomplished by the End of Spring Semester 2009 


• All GASP and MAP Syllabi from Fall and Spring semesters contain Student Learning 
Outcomes  


• GASP and MAP Program Learning Outcomes developed  
• Assessment Plan to evaluate student achievement of PLOs developed with narrative 


summary of Program Assessment Plan 
• Completed Inventory of Educational Effectiveness Indicators 
• Collected Evidence of Student Learning to initiate assessment of first PLO  
• MAP developed basic organizational structure for E-Portfolios (as part of E-Portfolio 


Pilot Program) 


Accomplished by Start of Fall Semester 2009(MAP) 


• Collect Evidence of Student Learning for MAP PLO #1 for all MAP summer session 
courses. 


• All MAP faculty submitted Syllabi with goals and Student Learning Outcomes 


To Accomplish by September 30, 2009(MAP) (Revised)  
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• Write narrative summary describing the evidence collected and examined during 
assessment of the MAP PLO #1 (during spring and summer semesters 2009). This will 
include each faculty member’s self-reflection on what was learned 


• Revise MAP Program Learning Outcomes based on the assessments of the MAP PLO#1 
• All PLO assessments from Fall 2009 semester on will be collected electronically (in 


place of E-Portfolios) 
• Create a preliminary plan for archiving student work electronically for the purposes of 


comparing pre-instruction, during instruction, and post-instruction achievements.  


To Accomplish by January 30, 2010 (MAP) Revised 


• Write narrative summary describing the course of action taken based on the evidence 
collected and examined during assessment of the first PLO.  


To Accomplish by March 31, 2010(MAP) Revised 


• Review and modify (if necessary) MAP PLOs and PLO Assessment Plan  
• Update Inventory of Educational Effectiveness 
• Initiate Assessment of second PLO 


 


By May 2010 and every year after, have in place structure that assures systematic assessment of 
both GASP and MAP PLOs 


Minor in Arts  


     As of August 2009, eight students graduated with the Minor in Arts. Forty students are 
currently enrolled in the Minor in Arts. 


To Accomplish by January 30, 2010 


• Analyze data collected from graduating students (with Minor in Arts) in 2009 with the 
assistance of SATAL 


• Analyze data collected from GASP PLO #1 and MAP PLO#1 as related to the Minor in 
Arts   


• Submit a narrative summary describing the course of action taken based on evidence 
examined as stated above 


 
To Accomplish by March 31, 2010 
 
• Review and revise Minor in Arts PLO Assessment Plan and submit a narrative summary 


of the revised PLO Assessment Plan 
• Submit updated Inventory of Educational Effectiveness  
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• Submit Updated Inventory of Educational Effectiveness 
• Initiate assessment of second PLOs 
• Ensure all spring 2010 syllabi have been collected and include goals and SLOs 


Part B:  Program Learning Outcomes 


     GASP PLOs have been published on the SSHA websites: ssha.ucmerced.edu and 


Global Arts Studies Program 


arts.ucmerced.edu 


      Students graduating with a Global Arts Studies Program (GASP) emphasis will be critical 
cultural participants, able to discern, dissect and describe creative and aesthetic endeavor in a 
variety of ways. 


More specifically, the successful student will be able to: 


       1. Describe art works in technical or theoretical terms 
       2. Enlarge technical/theoretical vocabulary 
       3.  Analyze art works  
       4. Be critically engaged with art works 
 


 
Media Arts Program 


     MAP PLOs have been published on the SSHA websites: ssha.ucmerced.edu and 
arts.ucmerced.edu 


     Media Arts Program courses expose students to two components essential to the creation of 
works of art: technique and practice. The word “technique” in arts education refers to the method 
or the procedure which is employed in rendering a work of art as well as the degree of expertness 
in using the procedure or method. Arts technique ought not to be confused with practice of art. 
Technique can be taught to everyone and anyone, and has the potential to benefit everyone who 
takes the time to acquire it. The process that leads an individual to become a practicing artist is to 
some extent a mystery. Thus the Program Learning Outcomes listed here have to, by necessity, 
represent only part of a larger, to a great extent intangible, quality that makes an individual a 
successful artist. Furthermore, MAP is designed to benefit all students, not just those desiring to 
be artists. Finally, it must be understood that the assessment of teaching outcomes for art 
technique and practice does not fall into the same models as most other academic disciplines 
because of the simple fact that art technique and practice are not academic disciplines. Thus 
quantitative analysis cannot always be successfully utilized in PLO assessments in the arts. 
Consequently, it is often advisable to use more than one form of evidence gathering and analysis.  


     For decades, even centuries, the proper assessment of the development of technical skills in 
the various art disciplines has been a topic of discussion. Visual arts education on university 



http://www.arts.ucmerced.edu/�

http://www.arts.ucmerced.edu/�
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campuses during the latter part of twentieth century reduced the importance of technique by 
embracing conceptual art. One of the missions of MAP is to deemphasize current trends in the 
art world, and to concentrate instead on giving each student the tools to develop his/her own 
relationship to art. 


The content of Media Arts Program (MAP) courses is designed to guide students to: 
 


1. Demonstrate understanding and acquisition of (through hands-on projects) the principal 
attributes and mechanics of art technique(s) in medium of choice  


2. Demonstrate enhancement of visual, aural, and physical perception and cognition through 
the acquisition of art technique 


3. Demonstrate the ability to communicate the aesthetic, historical, cultural, social and 
contemporary aspects of the medium(media) they are studying 


4. Express ideas through an art medium  
 
 


The Minor in Arts Program Learning Outcomes consist of the Global Arts Studies Program 
Learning Outcomes and the Media Arts Program Learning Outcomes. This is due to the fact that 
the pedagogical and curriculum goals of each Program are unique due to the difference in the 
content.  


Minor in Arts  


The Program Learning Outcomes were revised twice, first in fall 2009 and also in February 
2010.  The process of revision is described in Faculty Accreditation Report for Media Arts 
Program, pages 5-8. The Learning Outcomes listed below reflect the final revision. 


Students graduating with a Minor in Arts will be able to:     


1. Describe art works in technical or theoretical terms (GASP) 
2. Enlarge technical/theoretical vocabulary (GASP) 
3. Analyze art works (GASP) 
4. Be critically engaged with art works (GASP) 
5. Demonstrate understanding and acquisition of (through hands-on projects) the 


principal attributes and mechanics of art technique(s) in medium of choice (MAP 
6. Demonstrate the ability to communicate the aesthetic, historical, cultural, social and 


contemporary aspects of the medium(media) they are studying (MAP) 
7. Demonstrate the knowledge and application of certain traits that guide artistic 


creativity (MAP) 
8. Express ideas through an art medium (MAP) 


Media Arts Program  
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The revised (as of February 2010) Program Learning Outcomes for Media Arts Program and 
Arts Minor (MAP curriculum) are as follows: 


1. Demonstrate understanding and acquisition of (through hands-on projects) the principal 
attributes and mechanics of art technique(s) in medium of choice  


2. Demonstrate the ability to communicate the aesthetic, historical, cultural, social and 
contemporary aspects of the medium(media) they are studying 


3. Demonstrate the knowledge and application of certain traits that guide artistic creativity 
4. Express ideas through an art medium 


Part C: Evidence  


     


      1. Describe art works in technical or theoretical terms 


Global Arts Studies Program  


Assessment: locally developed exam in any GASP 00-99 course 


     2. Enlarge technical/theoretical vocabulary 


Assessment: locally developed exam in required (2) courses  


     3. Analyze art works  


Assessment: evaluation of short essays in required (1) course 


     4. Be critically engaged with art works 


Assessment: evaluation of senior thesis 


     Below, please find description of the type of evidence that will be gathered, how it will be 
analyzed, and how it will be used to improve student learning. Due to the fact that MAP has a 
multimedia curriculum, some PLOs may require more than one form of evidence gathering.  


Media Arts Program 


1. Demonstrate understanding and acquisition of (through hands-on projects) the 
principal attributes and mechanics of art technique(s) in medium of choice  


     As described above one of the missions of MAP curriculum is to deemphasize current trends 
in the art world, and to concentrate instead on giving each student the tools to develop his/her 
own relationship to art. In the view of this goal, the relative ability to acquire a particular 
technique has to be balanced against the student’s own vision and educational objectives. Thus 
an important component of the assessment of the relative success of teaching methods in 
technique acquisition has to be student’s reflective self-evaluation. The syllabi of most art 
technique courses include weekly critique sessions. The purpose of these is to engage students in 
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systematic self-reflection as well as in peer evaluation. Another common form of assessment is 
independent evaluation by practicing artists of each student’s end of semester portfolio or 
performance. This is an excellent way to assess whether the instructional goals are reached 
consistently and fairly. Technique acquisition usually requires a relatively close relationship 
between student and instructor (or “master” of a particular technique). This closeness may distort 
the instructor’s ability to be impartial. Outside reviewers invariable help faculty as well as 
students to develop better ways to assess whether particular methods in instruction of acquisition 
of technique are successful. 


a) Evidence I: For each MAP technique course, the individual instructor (under the 
guidance of FAO) developed a series of questions (designed appropriately for each 
medium) that were administered at the end of the spring semester 2009, as well as at the 
end of Summer Sessions 2009. Some of the questions required self-reflective responses. 
Some required short responsive statements, others were administered in multiple choice 
format. 


b) Analysis: The MAP ladder faculty member has collected evidence from each lecturer and 
visiting faculty member and has been in the process of compiling the data. The faculty 
has been asked to write: a short summary of what they learned from the assessment of 
PLO #1 process and how they plan to incorporate it into their future teaching, a short 
proposal for how to best document electronically their students’ learning process (i.e. 
students’ art work that documents the process of technique acquisition), and proposal for 
changes in the MAP Program Learning Outcomes. 


c) Use of Findings: The findings will be used to improve student learning in several ways. 
The narrative summary of the findings will be distributed to all lecturers and visiting 
faculty before the beginning of spring semester 2010. If appropriate, instructor will 
revise his or her syllabi.  
 


a) Evidence II: Outside reviewers (practicing artists) willing to participate in an end of the 
semester portfolio or performance review will be identified and scheduled to visit upper 
division MAP technique and practice course. Conversely, qualified reviewers unable to 
visit the campus will be able to access students’ work in electronic form. (It is believed 
that UC Merced IT is developing a way to archive student work electronically. This 
method is more cost effective). 


b) Analysis: Reviewers will be asked to fill out forms assessing (numerically) the extent to 
which each individual student portfolio or performance meet the PLOs stated goal. They 
will also have the opportunity to add a short narrative. The numerical assessments will be 
entered into spread sheet to be analyzed. A narrative summary will be produced.  


c) Use of Findings: The same methods as described above will be utilized. 
 


a) Evidence III: In some visual arts MAP courses the technical and artistic level of each 
student may be best assessed through pre-instruction and post-instruction projects 
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administered on first and last day of class. This method of assessment is most successful 
in the visual arts, in media such as painting, sculpture, photography and architecture.  


b) Analysis: Pre-instruction and Post-instruction projects have stronger pedagogical value if 
they are documented. Digital technology makes this process of documentation much 
more practical than it was in the past. MAP plans to set up a system in which paid student 
assistants will scan and photograph both the Pre-instruction and Post-instruction projects 
to be used for educational purposes. Students and faculty will both have artifacts visually 
documenting the level of each student’s achievement in a given course. Images will be 
kept on UCMCROPS and on the arts.ucmerced.edu website (signed permission form 
from each student to add the projects to the website is required.)  


c) Use of Findings: Pre-instruction and Post-instruction projects represent a very tangible 
assessment for the visual arts media. They are usually accompanied by student group 
critiques in which students are asked to reflect on their own achievement and the 
achievement of their peers over the course of the semester. When preserved they 
represent invaluable evidence of the success of various teaching methods. MAP plans to 
make these projects part of Evidence II (outside review by practicing artists) 
 


2. Demonstrate enhancement of visual, aural, and physical perception and cognition 
through the acquisition of art technique 
 


a) Evidence: For each MAP technique course, instructor (under the guidance of FAO) will 
develop a series of questions (designed appropriately for each medium). Some of these 
questions will require self-reflective responses. Some will require short responsive 
statements; others will be administered in the multiple choice format. 


b) Analysis: A narrative summary of evidence collected. 
c) Use of Findings: The same methods as described for PLO #1/Evidence I will be utilized. 


 
3. Demonstrate the ability to communicate the aesthetic, historical, cultural, social and 


contemporary aspects of the medium(media) they are studying 


 
a) Evidence: For each MAP technique course, instructor (under the guidance of FAO) will 


develop a series of questions (designed appropriately for each medium). Some of these 
questions will require self-reflective responses. Some will require short responsive 
statements; others will be administered in the multiple choice format. 


b) Analysis: A narrative summary of evidence collected. 
c) Use of Findings: The same methods as described for PLO #1/Evidence I will be utilized. 


 
4. Express ideas through an art medium  
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a) Evidence: Outside reviewers (practicing artists) willing to participate in an end of the 
semester portfolio or performance review will be identified and scheduled to visit every 
upper division MAP technique and practice course. Conversely, qualified reviewers 
unable to visit the campus will be able to access students’ work in the form of E-
Portfolios. (This method is more cost effective). 


b) Analysis: Reviewers will be asked to fill out forms assessing (numerically) the extent to 
which each individual student portfolio or performance meet the PLOs stated goal. They 
will also have the opportunity to add a short narrative. The numerical assessments will be 
entered into spread sheet to be analyzed. A narrative summary will be produced. 


c) Use of Findings: The same methods as described for PLO #1/Evidence I will be utilized. 


Minor in Arts  


The assessment of the Minor will include analysis of GASP and MAP Program Learning 
Outcomes as well as exit surveys of graduating students. 


Part D: Process 


GASP PLO YEAR ASSESSED 
#1Describe art works in technical or theoretical terms AY 2009-2010 
#2Enlarge technical/theoretical vocabulary AY 2010-2011 
#3Analyze art works AY 2011-2012 
#4Be critically engaged with art works AY 2012-2013 
#1Describe art works in technical or theoretical terms AY 2013-2014 
#2 Enlarge technical/theoretical vocabulary AY 2014-2015 
#3 Analyze art works AY 2015-2016 
#4 Be critically engaged with art works AY 2016-2017 
  
 


MAP will assess each of the PLOs during the academic year and summer session. They will be 
ready for discussion and implementation by the end of the subsequent semester. For example: the 
first PLO which was assessed during spring semester 2009 (and will be again assessed during the 
summer session) will be discussed with the faculty by the end of fall semester 2009.  


MAP PLO  YEAR ASSESSED 
#1 Demonstrate understanding and acquisition of (through hands-on projects) the 
principal attributes and mechanics of art technique(s) in medium of choice 


 
AY 2009-
2010 


#2 Demonstrate enhancement of  visual, aural, and physical perception and 
cognition through the acquisition of art technique 


 
AY 2010-
2011 


#3 Demonstrate the ability to communicate critically the aesthetic, historical, 
cultural, social and contemporary aspects of the medium(media) they are studying 


 
 
AY 2011-
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2012 
#4 Express ideas through an art medium AY 2012-


2013 
#1 Demonstrate understanding and acquisition of (through hands-on projects) the 
principal attributes and mechanics of art technique(s) in medium of choice 


 
AY 2013-
2014 


#2 Demonstrate enhancement of  visual, aural, and physical perception and 
cognition through the acquisition of art technique 


 
AY 2014-
2015 


#3 Demonstrate the ability to communicate critically the aesthetic, historical, 
cultural, social and contemporary aspects of the medium(media) they are studying 


AY 2015-
2016 


#4 Express ideas through an art medium AY 2016-
2017 


 


Minor in Arts  


Minor in Arts will be assessed ever year through parallel analysis of GASP and MAP Program 
Learning Outcomes 


2009-2010 GASP PLO #1 MAP PLO#1 
2010-2011 GASP PLO #2 MAP PLO#2 
2011-2012 GASP PLO #3 MAP PLO#3 
2012-2013 GASP PLO #4 MAP PLO#4 
2013-2014 GASP PLO #1 MAP PLO#1 
2014-2015 GASP PLO #2 MAP PLO#2 
2015-2016 GASP PLO #3 MAP PLO#3 
2016-2017 GASP PLO #4 MAP PLO#4 
Part E: Participants 


GASP 


ASSESSMENT PLAN ACTIVITY IMPLEMENTED BY: 
Evidence Collection Faculty Assessment Coordinator 


(FAC) 
Data Entry FAC 
Data Analysis  All faculty                                    


 
Dissemination of Results FAC 
Implementation of findings to improve student learning  All faculty 
 


MAP 


ASSESSMENT PLAN ACTIVITY IMPLEMENTED BY: 
Evidence Collection Faculty Assessment Coordinator 
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(FAC) 
All lecturers and visiting faculty 


Data Entry FAC 
Data Analysis Faculty Assessment Coordinator(FAC) 
Dissemination of Results FAC 
Implementation of findings to improve student 
learning  


All faculty 


 


Part F: Minor 


All GASP PLOs and MAP PLOs apply to the Arts Minor and will be assessed according to 
guidelines listed above and will be assessed accordingly.  


Part G: Evaluation with WASC Rubric 


Comprehensive List  The list of Program Learning Outcomes is highly developed and 
encompasses the student learning appropriate for the curriculum offered and according to 
disciplinary standards generally observed. Faculty members have agreed on the criteria for the 
assessment and have incorporated assessment into their teaching. 


Assessable Outcomes  The Assessable Outcomes are developed, however they need refining in 
the area of precise definition of demonstrable learning which is affected by challenges in the area 
of institutional support.  


Alignment  The opportunities for students to learn and to acquire increasing sophistication with 
respect to each outcome are emerging. The complexity of the task of aligning the pedagogy, 
grading, and curriculum with the existing resources (both in regards to faculty and facilities) 
have affected the advancement of this rubric.  


Assessment Planning  The Program has a developed multi-year assessment plan that identifies 
when each outcome will be assessed. However, the future of this plan is uncertain due to the 
challenges in the area of institutional support.   


Student Experience  This rubric is emerging. Students have some knowledge of program 
outcomes but there is no formal and fully functioning communication of the Program Outcomes. 


 


                       SECTION III: ALIGNMENT OF INSTITUTIONAL AND 
             PROGRAMGOALS/OUTCOMES-FOR GASP, MAP AND ARTS MINOR 
 
Part A: Program and Institutional Goals/Outcomes 


Media Arts Program revised PLO Alignment with the UC Merced Eight Guiding Principles of 
General Education is as follows (all courses satisfy the Minor requirements): 
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MAP 
PLOs 


Scientific  
Literacy 


Decision 
Making 


Communication Self 
& 
Society 


Ethics 
& 
Responsibility 


Leadership 
& 
Teamwork 


Aesthetic  
Understanding 
& 
Creativity 


Development 
Of 
Personal 
Potential 


#1  X    X X X 
#2   X X X  X X 
#3  X X X X  X X 
#4  X X X X X X X 
 


MAP 
PLOs 


Media Arts Program PLO Alignment with the UC Merced Eight Guiding Principles of General 
Education 


Scientific  
Literacy 


Decision 
Making 


Communication Self 
& 
Society 


Ethics 
& 
Responsibility 


Leadership 
& 
Teamwork 


Aesthetic  
Understanding 
& 
Creativity 


Development 
Of 
Personal 
Potential 


#1  X    X X X 
#2   X    X X 
#3  X X X X  X X 
#4  X X X X X X X 
 


PLOs 


Arts Minor PLO Alignment with the UC Merced Eight Guiding Principles of General Education 


Scientific 
Literacy 


Decision 
Making 


Communication Self & 
Society 


Ethics & 
Responsibility 


Leadership 
&Teamwork 


Aesthetic 
Understanding 
& 
Creativity 


Development 
Of 
Personal 
Potential 


GASP  
#1 


 X X X X X X X 
GASP  
#2  X X X X X X X 
GASP  
#3  X X X X X X X 
GASP  
#4  X X X X X X X 
MAP 
#1 


 X    X X X 
MAP 
#2   X    X X 
MAP 
#3  X X X X  X X 
MAP 
#4  X X X X X X X 


 


Part B: Program and School Goals 


 


Global Arts Studies Program PLO Alignment with the School of Social Sciences, Humanities 
and Arts Educational Mission (as described on SSHA Website) 


GASP PLOs Study Diverse 
Realities  


Research Social  
Institutions 


Understand the 
By Examining  


Use the Latest      
Technology 


 Appreciate    
Diverse 
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&Complex 
 Social Issues 


&Cultural Systems &  
Their Impact 


Its Past & Exploring 
Its Future 


To Investigate 
Human Thought, 
Behavior & 
Interactions 


GASP 21 X X X  X 
GASP 34 X X X X X 
GASP 135 X X X X X 
GASP 141 X X X  X 
 


 


Media Arts Program PLO Alignment with the School of Social Sciences, Humanities and Arts 
Educational Mission (as described on SSHA Website) 


MAP PLOs Study Diverse 
Realities  
&Complex 
Social Issues 


Research Social  
Institutions 
&Cultural Systems &  
Their Impact 


Understand the 
World By Examining  
Its Past & Exploring 
Its Future 


Use the Latest      
Technology 
To Investigate 
Human Thought, 
Behavior & 
Interactions 


 Appreciate    
Diverse 
Cultures by 
Learning  
About and  
Taking part in  
Their Creative 
Expressions 
 


#1 x   x  
#2 x     
#3 x x x  x 
#4 x x x  x 
#5   x  x 
#6    x x 
#7    x x 
#8      
 


C: Program and Course (Student) Learning Outcomes 


GASP 


All GASP courses satisfy the Minor requirements and include PLO alignment. 


Program Learning Alignment between Media Arts Program learning Outcomes and courses 
offered (all courses satisfy the Minor requirements) 


MAP 


  Media Arts Program revised PLO Alignment with Media Arts Courses is as follows (all courses 
satisfy the Minor requirements):              
                       
Arts Course# PLO #1 PLO #2 PLO#3 PLO#4 
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001A X X X X 


002A X X X X 


002B X X X X 


002C X X X X 


002D X X X X 


003 X X X X 


003B X X X X 


004A X X X X 


004B X X X X 


005A X X X X 


009A X X X X 


010  X X  


012  X X  


015  X X  


020 X X X X 


021 X X X X 


023 X X X X 


026A X X X X 


027B X X X X 


036 X X X X 


042A X X X X 


070 X X X X 


071 X X X X 


101  X X  
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102  X X  


103  X X  


104 X X X X 


115 X X X  


121A X X X X 


129 X X X X 


150 X X X X 


159 X X X X 


170 X X X X 


171 X X X X 


180 X X X X 


181 X X X X 


183 X X X X 


190 X X X X 
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ADDENDUM:  Summary of Assessment Plan Revisions 
 
 The history program is satisfied with the PLOs that we established, and do not 


have any plans to revise them at the moment.  We are, however, planning to change the 


rubric by which we engage in assessments.  Finally, we will collect evidence (senior 


theses) in May and engage in the assessment in the summer or at the beginning of Fall 


Semester. 


ADDENDUM:  ABSTRACT DESCRIBING ASSESSMENT PLAN UPDATES 


 As stated above, the history program spent a great deal of time developing its five 


PLOs and is satisfied with them.  We plan on two overall changes:  (1) Change the rubric 


we use to something that is more easily assessable, as we felt that the last rubric was too 


broad, and (2) collect evidence (senior theses) in May and engage in the assessment in the 


summer or at the beginning of Fall Semester. 


 
SECTION I: PROGRAM DESCRIPTION - MAJOR AND/OR MINOR 


 
A searching, open-ended, and skeptical spirit of inquiry animates the 


contemporary historical profession and shapes both our research and our teaching.  As 


scholars and teachers we believe that the goal of history education goes beyond the desire 


to impart to our students a fixed body of historical knowledge.  By its very nature, 


historical knowledge on any given subject is never fixed, but rather open to continuing 


acts of discovery and redefinition.  This reflects not simply the process of unearthing 


previously hidden historical evidence, but also the fact that historians are constantly 


reexamining our understanding of what constitutes such evidence.  Consequently, it is 


impossible to fix and standardize the production or dissemination of historical 
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knowledge.  Given the constantly evolving nature of our work, a spirit of open and 


critical inquiry--the lifeblood of the historical profession--is essential.  Therefore, our 


major seeks to develop the habits of historical thinking that students can use throughout 


their lives. 


The UC Merced history faculty have developed strengths in three relatively new 


and rapidly evolving areas of the discipline: world history, focusing on cross-cultural, 


comparative and global approaches to the past; recent American history, emphasizing the 


history of the Cold War; and public history, examining the presentation, representation 


and preservation of the human record in museums, heritage sites, digital media, and civic 


discourse. 


A knowledge and understanding of history is useful in a wide variety of 


professions and career paths.  The ability to collect, analyze, and present the evidence 


behind a persuasive argument, whether verbally or in writing, is recognized as an 


essential skill in law, business, and diplomacy – and, indeed, in life itself – for, as 


Thucydides wrote many centuries ago, the study of history is of value to any “who desire 


an exact knowledge of the past as an aid to the interpretation of the future. . . .”   


The leading professional organization in the discipline, the American Historical 


Association, has developed a publication entitled Careers for Students of History.  


Targeted at students graduating with BAs in history, this publication presents an 


optimistic picture of the opportunities for graduates.  The authors suggest that History 


BAs may find employment related to their degrees in schools;  museums; editing and 


publishing; archives; historic preservation; federal, state and local agencies;  and as 


consultants and contractors. 
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For students who wish to go to graduate school, History, with its emphasis on 


research, writing, and argumentation, as well as knowledge about this past, is well known 


as an excellent preparation for law school.  Students who wish to go to graduate school in 


history can select from dozens of existing doctoral programs throughout North America 


alone. 
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SECTION II: ASSESSMENT PLAN – MAJOR AND/OR MINOR  
 
Part A: Timeline & Goals 
 
We will implement one of our Program Learning Outcomes each year.  Our goal 


is that by the end of a five-year period, we will have gone through each of our PLOs, 


assessed the learning outcomes, and be able to plan another five-year program.  


Part B: Outline of PLOs 
 


We plan to publish our Program Learning Outcomes on our History Program 


website, where current and prospective students, and other stakeholders, will have easy 


access to this information.  The History program website will be up and running by 


March, 2009.   Furthermore, course syllabi will have individual learning outcomes on 


them, which relate to our Program Learning Outcomes.    


Program Learning Outcomes 


Upon successful completion of the History major, students will be able to: 
  
(1) Recognize the processes by which societies, cultures, and institutions change over 


time 


(2) Describe particular historical developments and explain their wider historical context  


(3) Critically read, analyze, and synthesize primary and secondary sources 


(4) Use methods of narrative and analysis appropriately for communicating historical 


phenomena 


(5) Identify the various contexts that shape the construction and use of historical sources 


and knowledge. 
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Part C: Evidence 


In all courses, instructors will have students submit all papers through the UCM 


Crops site to provide a record of student work.  Similarly, student theses will be 


submitted electronically.   Final exams will be kept on file.   Each year a sample of 


documents relevant to that goal (usually taken from both lower division and upper 


division courses) will be chosen for analysis. 


In order to perform the analysis, the faculty will develop a set of rubrics that 


indicate the qualities associated with student work at different levels.   Sample documents 


will be used for norming purposes.  Evidence to be gathered and examined for each PLO 


is as follows: 


Outcome (1):  Short papers and projects, analytical papers and projects, and exams 


Outcome (2):  Short papers and projects, analytical papers and projects, exams, senior 


thesis 


Outcome (3): Short papers and projects, analytical papers and projects, exams, senior 


thesis 


Outcome (4):  Short papers and projects, analytical papers and projects, exams, internship 


projects, reports, and presentations 


Outcome (5): Short papers and projects, analytical papers and projects, exams, internship 


Analysis of Data 


Data will be analyzed by a sub-committee of history faculty members who will 


interpret the evidence through evaluating samples of the types of evidence listed above.   
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Use of Findings 


We expect to use our findings to improve student learning in numerous ways.  


These include, but are not limited to, improving the assessment process, improving our 


curriculum, examining curriculum content, examining skill development, stimulating 


faculty discussion, and re-examining our PLOs. 


Part D: Process 
 
A brief plan for each year’s assessment for student achievement of each PLO is as 


follows: 


Year 1 PLO #1. Evidence will be collected in March, data will be analyzed in April, 


results disseminated on our website and findings begin to be implemented for the 


following year in May. 


Year 2 PLO #2.  Evidence will be collected in March, data will be analyzed in April, 


results disseminated on our website and findings begin to be implemented for the 


following year in May. 


Year 3 PLO #3.  Evidence will be collected in March, data will be analyzed in April, 


results disseminated on our website and findings begin to be implemented for the 


following year in May. 


Year 4 PLO #4.  Evidence will be collected in March, data will be analyzed in April, 


results disseminated on our website and findings begin to be implemented for the 


following year in May. 


Year 5 PLO #5.  Evidence will be collected in March, data will be analyzed in April, 


results disseminated on our website and findings begin to be implemented for the 


following year in May. 
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Part E: Participants 
 
Participants involved in implementing our assessment plan are as follows: 


Evidence collection:  All those who teach undergraduate history courses at UC Merced. 


Data analysis:  A subcommittee of history faculty members will analyze the data. 


Dissemination of results: Our history program webmaster will upload our results on our 


history website. 


Implementation of findings:  All those who teach undergraduate courses at UC Merced 


will implement the findings to improve student learning.   


Part F: Minor 


We expect the same learning achievements for our minors as our majors, and 


minors will be assessed the same way as our majors.  The minor in history requires two 


lower division history courses and four upper division history courses.  There are no 


restrictions on course distribution, and there are no required induction or capstone 


courses.  A student who has taken four upper division history courses will have a 


Developed understanding of the Learning Outcomes for the program, but will not have 


achieved the Mastery expected of majors. 


Part G  WASC Rubric for Assessing the Quality of Academic Program Learning 


Outcomes 


Comprehensive list:  Highly Developed.  Our list of PLOs is comprehensive and 


encompasses the broad scope of student learning we expect from our majors, and our 


faculty have agreed on explicit criteria for assessing students’ level of mastery of each 


outcome. 
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Assessable outcomes:  Developed.  While our faculty have agreed on explicit criteria 


statements, such as rubrics, and we have identified examples of student performance at 


varying levels for each outcome, we feel that our rubrics could use some improvement. 


Alignment:  Developed. The history curriculum is designed to provide opportunities for 


students to learn and to develop increasing sophistication with respect to each outcome. 


We are reworking the capstone course and talking about ways in which to rework our 


lower division survey course in order to allow students to become increasingly 


sophisticated in their use of historical method and expression.  


Assessment planning:  Developed. Our program has a clearly stated, multi-year 


assessment plan that identifies when each outcome will be assessed. Our plan includes 


sections on analysis and implementation of improvements. Indeed, we have already 


started such activity. 


Student experience:  Developed. Our students have a good grasp of program outcomes, 


due to the fact that outcomes are included in all of our syllabi and are readily available in 


the catalog and on our web page. 


 
SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM 


GOALS/OUTCOMES –MAJOR AND/OR MINOR 
 


Although the history program addresses nearly all of UC Merced’s eight guiding 


principles in various ways, history is uniquely suited to address directly three of the eight 


principles:  decision making, communication, and self and society.   History as an 


academic discipline teaches students to examine evidence--in our case, documentary or 


other evidence from the past--and learn how to use that evidence in a critical fashion in 


Part A: Program and Institutional Goals/Outcomes 
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order to understand that past.  In other words, we teach students to be good critical 


thinkers.  Although these skills have an immediate use in the field of history, they extend 


way beyond classroom learning. Learning to read a primary source in historical context, 


for example, will help students read a newspaper, watch the evening news, or read a 


website in a critical fashion.  This in term will allow them to make their own independent 


and reasoned decisions. 


In addition to critical thinking, history teaches effective written communication.  


All of our history courses include required written assignments, and instructors critique 


that writing for its effectiveness both in terms of language and content.  Students in the 


history program have the opportunity to write a variety of pieces ranging from long 


research papers as part of the senior thesis requirement to short critical analyses of 


primary sources.   


The study of history is the study of the human past in all of its richness and 


diversity.  The UC Merced program provides both depth, in examining the history of a 


particular nation, for example; and breadth, in our world history and thematic courses 


which take a comparative approach.  


Finally, the UC Merced history program places a great deal of emphasis on 


student-centered research.  Many of our courses, ranging from the introductory level to 


our upper-division courses, require student research papers.  Indeed, implicit in our 


program learning outcomes is the goal for students to be able to engage in research and 


communicate the results of that research in a meaningful way.  Several of our advanced 


courses, such as History 191, which all history majors must take, requires students to 


write a lengthy research paper on a topic of their choice with faculty guidance.       
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Table I: A curriculum map representing the alignment between the History Program 
Learning Outcomes and the Eight Guiding Principles of General Education. 


 


PLOs 


Scientific 
Literacy 


Decision 
Making 


Communi- 
cation 


Self  
&  


Society 


Ethics  
& Respons- 


ibility 


Leadership  
&  


Teamwork 


Aesthetic 
Understandin


g  
Creativity 


Development  
of 


Personal  
Potential 


1  X X X X   X 


2  X X X X   X 


3  X X X X   X 


4  X X X X   X 


5  X X X X   X 


 
 


 


Course 


Part C: Program & Course (Student) Learning Outcomes 
 
The curriculum map below addresses the question as to how our curriculum 


supports our Program Learning Outcomes. 


 


 


 


Table II:  Curriculum Map 
  


Outcome 1 Outcome 2 Outcome 3 Outcome 4 Outcome 5 
5 I I I I I 
10-11 I I I I I 
16-17 I I I I I 
20-21; 30-31 I I I I I 
60 I I I I I 
70-71 I I I I I 
90x I I I I I 
95 I I I I I 
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98 I I I I I 
99 I I I I I 
100 D D D D D 
108; 109 D D D D D 
111 D D D D D 
117-120 D D D D D 
120 D D D D D 
124 D D D D D 
130 D D D D D 
132 D D D D D 
134-135 D D D D D 
139 D D D D D 
150 D D D D D 
165 D D D D D 
170 D D D,  D D 
172 D D D D D 
179 D D D D D 
191 M M M M M 
193 M M M M M 
194 M M M M M 
195 M M M M M 
198 M M M M M 
199 M M M M M 
I=Introduction, D=Develop, M=Mastery at a level appropriate for graduation 
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Summary of Proposed Revisions: 


Given that Literature and Cultures has merely piloted one rubric, it is premature to make changes 


to the plan.  However, this report proposes some changes for faculty consideration; other 


proposed changes may be added after we run our first full assessment in May, 2010.  After 


revising these proposed revisions in May, the FAO will forward the proposal to the LIT faculty 


for consideration.  Ideally, the faculty will be able to agree to changes through an electronic 


discussion and will be able to implement the changes for next semester.  If the changes prove 


controversial and require a meeting, we will delay implementation.  Please notice that the 


proposed changes entail one addition to the structure of the major (pp ___, in blue) and require 


minor changes in course assignments, especially in upper-division courses. 


1) Delete any reference to spoken presentation in any PLO and delete the fifth PLO as a 


separate outcome.  The current lack of a platform for portfolios means that it will be 


inordinately difficult to collect direct evidence of student abilities in oral presentation.  


Thus, we will use only written work as direct evidence of student achievement.  The 


experience of developing and using a rubric on the first PLO suggests that the quality of 


the writing is inseparable from the quality of the content.  Thus, assessment of any PLO 


will also entail an assessment of the fifth PLO.   


2) Add portfolio requirements to each syllabus.  Without a stable portfolio program in 


CROPS, it will be more difficult to collect and organize direct evidence.  Students will 


have to maintain their portfolios independently, and since these will not be on an 


accessible platform, faculty will have trouble ensuring student progress on portfolios.  


Thus, students will need to be told explicitly in each class to maintain their portfolios, 
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and a brief portfolio review will have to be required as well.  It may be necessary to work 


portfolio requirements into the advising system, too.   


3) In each upper-division course other than LIT 100, require a long (at least 15 pages) 


paper.  Preliminary review of senior projects shows that students have not had enough 


experience with longer essays to be able to handle the more complex rhetorical and 


argumentative structures necessary to a paper of fifteen pages or more.  


4) Require in LIT 100 and LIT 190 submission of at least one paper in draft and final form 


for use in portfolio.  In order to evaluate student mastery of intellectual and rhetorical 


skills, we need to be able to evaluate how well they use processes of intellectual and 


rhetorical engagement.  The best way to measure such engagement is to look at how a 


student develops an essay in the transition from draft to final form. 
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SECTION I: PROGRAM DESCRIPTION - MAJOR AND MINOR 


The Literatures and Cultures programs (both major and minor) seek to ensure both that 


students understand the basic notion of cultural production and reception, and that they are, 


through a variety of courses, familiarized with the relationships between society and literature, 


between reading and thinking, and between self and societal forms of expression.   


Literary study asks questions of history and culture, of gender and minority thought and 


discourse.  In these ways, our program is of a piece with current practices and trends in literary 


studies.  We differ in that we are not carrying legacy practices from the twentieth century and so 


we unabashedly name our program Literatures and Culture, insisting that our students do not see 


the study as a simply an exercise in aesthetics without connecting that study to the larger 


intellectual and ethical worlds, and that students do not see literature as bounded by nation or 


language.  While we currently have faculty to provide courses only in English or Spanish, we do 


not separate these into two majors.  Furthermore, our faculty encourage our students to envision 


the study literature and as a profoundly interdisciplinary task, not simply combining textual with 


contextual study, but also looking at literature through lenses such as those provided in fields like 


cognitive science, museum studies, information science, environmental studies, etc.   


In addition to adhering to the UC Merced and School of Social Science, Humanities and 


Arts requirements, the Literature and Cultures major, B.A., will require the following:  


A. Lower Division Major Requirements


1.  Two Lower Division survey courses, LIT 20/21, 30 /31, 40/41, or 50/51, (preferably within a 


sequence)  


2.  Two additional Lower Division LIT electives  


 [16 units]: 
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B. Upper Division Major Requirements [20 units]: 


1.  LIT 100 (Engaging Texts: Introduction to Critical Practice)  


2.  LIT 190 (Senior Project)   


3.  At least three Concentration-Specific Upper Division Courses, as listed in “Concentrations” 


[12 units]  


C. Language Requirements [8 – 16 units]:  


1.  Literature of the English Speaking World (at least 2 semesters of college level foreign 


language)  


2.  Literature of the Spanish Speaking World (at least 4 semesters of college level Spanish)  


 


Breadth Requirement


Concentrations  


 [8 units]  


     Two non-Literature courses from within the student’s chosen concentration (outlined below). 


These be may either upper- or lower-division courses. Temporary exception: Literature of the 


Spanish-speaking world gives students the choice of taking two non-literature courses in Latin 


American or US Latin culture, or two upper-division courses either in Peninsular or Hispanic 


Transatlantic cultures or literatures.  


             Within the broad requirements outlined above, students are expected to choose a 


concentration. All required courses for the concentration count toward fulfilling the 52-60 units 


for the major. Students may take additional literatures and cultures courses within their 
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concentration or in another concentration (if qualified). Currently, two concentrations are 


available:  


 


Literatures of the English-speaking World :  


Two lower-division literature survey courses (LIT 30, 31 or LIT 40, 41);  


Three upper-division courses in American Literature or British Literature (LIT 120, 130, 131, 


133, 135, 165, 167, 168, 169, 180, 181, 183);  


Two non-Literature classes exploring indigenous, colonial, or post colonial identity and life in 


the U.S. or Great Britain (such as HIST 16 and 17, ARTS 120, ANTH 125). For a complete list 


of applicable courses, see the Literature web site);  


Two semesters of Foreign Language (any language).  


 


Literatures of the Spanish-speaking World :  


Lower-division Hispanic Literature (LIT 50, 51);  


Three upper-division courses in Peninsular, Transatlantic, Latin American or US Latino 


literatures (such as LIT 120, 150, 151, 152, 153, 155,156, 157,158,159,167, 168, 169). In at least 


two of these three courses the language of instruction must be Spanish;  


 


Two non-Literature courses that will inform the student’s understanding of the Latin American 


World or US Latino (such as SPAN 100, SPAN 101, LIT 155, LIT 158); or Two Peninsular or 


Transatlantic literature upper division courses;  


Four semesters of Spanish language (not those used to fulfill breadth requirement).  
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  These two formally constituted concentrations engage three overlapping interdisciplinary 


areas, each of which can be understood as a distinct geographic, intellectual, linguistic, and 


aesthetic territory, and which can also be studied in relation to the others. Literatures and 


Cultures of the Hispanic World focuses on Mexico and the U.S., South and Central American 


countries and European countries such as Spain and Portugal; and Literatures and Cultures of the 


English speaking world emphasizes literatures, both oral and written, produced within the United 


States and England, but also encompasses geographic terrains such as Australia and South 


Africa.  


The concentration in Literatures and Cultures of the Spanish-speaking World has global 


reach and interest. It will include Peninsular, American, African, and Asian literatures in 


Spanish, as well as a Portuguese component.   It also includes a less comparative element for 


those wishing to focus on colonial and/or indigenous texts. Courses in this area will be taught in 


Spanish (with some eventually in Portuguese), and they will also be available to students 


interested in cultural and linguistic proficiency in Spanish.  


The Literatures and Cultures of the English-speaking World concentration also has global 


reach and interest, and includes indigenous, colonial, and postcolonial literatures. This would 


also include foci on American regional literature and environmental literature, drawing on UC 


Merced’s opportunities to develop programs in literature of the Great Central Valley, California 


literatures, and the literature of Yosemite, and other national parks. Literatures and Cultures of 


the English-speaking World assumes an inherent relationship between language and culture, and 


will therefore include a linguistic component.  
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Additionally, a third area is encompassed by an overlap both geographical and cultural, 


and comprises courses students take within both concentrations. This area of study, Literatures 


and Cultures of the Americas, will enable a bold hemispheric approach, exploring commonalities 


and differences between native and postcolonial cultures in North America, Central America, 


South America, and the Caribbean. This broad multilingual, multicultural area is seldom studied 


in all its complexity, as more traditional programs tend to focus on specific linguistic or 


geographic areas. Overall, UCM's highly comparative approach to literature enables the 


interdisciplinary training of students in literature, cultural studies, theory, and comparative 


studies, while allowing us to address the school's goal of exploring both the world at large and 


the immediate community. All these emphases will contribute significantly to studies of gender, 


ethnicity and culture, and they will enable comparative studies of issues such as diaspora, 


globalization, discrimination, nativism, gender roles, and other social phenomena. 


Students interested in a concentration other than those listed above (such as, for example, 


a thematic concentration in gender or race or a geographical concentration in US literature or 


Literature of the Americas) may submit a petition with a proposed list of courses that would 


constitute their concentration.   


 


Language Requirement  


Students within the Literature and Culture major must complete at least one year of a college-


level language other than English or demonstrate the equivalent. Students in the Literature of the 


Spanish-Speaking World concentration must complete at least two years of college-level 


Spanish. This requirement may be satisfied either through the completion of language courses at 
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UCM with a grade of C- or higher or through completion of approved college level foreign 


language with a C- or higher. Heritage language speakers and others who have not taken 


qualifying examinations or completed academic coursework should speak to the Foreign 


Language Coordinator about demonstrating proficiency equivalent to the requirement.  


 


Portfolio Requirement:  Each student will maintain a portfolio to document his/her learning in 


the major. The portfolio will be subject to regular revision and will be essential to the completion 


of LIT 190: Senior Project.  In LIT 190, each student will select a number of documents that best 


show development in the major and will write an essay explaining what the documents show.  


Each portfolio will include at least: 


• One writing sample from a lower division course, preferably from one of the survey 


courses (LIT 20, 21, 30, 31, 40, 41, 50, 51) 


• One writing sample from LIT 100 


• One writing sample from an upper-division seminar 


• The senior project, including drafts with instructor’s comments (and with peer comments 


if available) 


• One sample from a course that fulfills the breadth requirement in the major 


• Three other samples from any LIT classes. 


• A reflective essay explaining what the samples reveal about the student’s learning.   


• At least two of these samples must include a preliminary draft along with the completed 


paper. 


Requirements for the Minor 
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The minor in Literatures and Cultures will draw on the major as follows: 


1. To complete a Literature and Cultures minor, students must complete a minimum of five 


Literature courses, at least four of which must be upper division. While the major 


requires a field of concentration, the minor may be drawn from all Literature and Culture 


offerings.  Students are encouraged to develop a focus in consultations with faculty and 


with SSHA advising staff. 


2. All courses must be taken for a letter grade.  


a. An exception can be made for one course with written permission from faculty. 


3. A minimum overall grade point average of 2.0 (C) in upper division courses is required.  


4. At least three of the five required courses must be taken at UC Merced.  


5. Only one course may be used simultaneously to satisfy requirements for two minors.  


6. Only one course may be used to satisfy both a minor and a major requirement. 


EXPERIENTIAL LEARNING 


Student research is a fundamental part of our program.  Each major must complete a 


senior project.  These are not restricted to traditional exegetical research; students may also 


develop projects that apply research or that engage cross-disciplinary research.  Regardless, the 


requirement forces students to engage actively in analysis and in the production of culture.  We 


also encourage undergraduate research presentations, both in undergraduate research journals 


and at conferences.  Students also participate in collaborative research with faculty.  


We also encourage other kinds of experiential learning, especially service learning in 


such ways as organizing cultural events, film series, speaker series, ethnic arts celebrations, and 


community outreach programs.   
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Support for these kinds of service learning comes either financially or in course credit.  


Service-learning can be supported through internships.  Research can also be supported by 


course credit.   Funding is available through faculty research accounts, through grants, through 


SSHA’s undergraduate research fund, and through the Humanities Center.  Funds have been 


used ad hoc to support conference travel and on larger scale through salary for research 


assistance.   


PREPARATION FURTHER EDUCATION AND PROFESSIONAL LIFE: 


Literary study has long supported the careers of university graduates.  The skills 


developed in writing, critical thinking, problem solving, and inter-cultural awareness are in 


strong demand throughout the business and professional worlds.  Indeed, even medicine has 


recently discovered that physicians often diagnose better and get better patient compliance by 


interpreting patients’ stories.1


                                                 
1 See, for instance,  Chatwin J., “Patient narratives: a micro-interactional analysis,” Commun Med. 2006;3(2):113-
23;  Haidet P, Kroll TL, Sharf BF, “The complexity of patient participation: lessons learned from patients'  illness 
narratives,” Patient Educ Couns. 2006 Sep;62(3):323-9; Borges S, Waitzkin H, “Women's narratives in primary care 
medical encounters,” Women Health. 1995;23(1):29-56;  Gaydos HL., “Understanding personal narratives: an 
approach to practice,” J Adv Nurs. 2005 Feb;49(3):254-9. Eggly S., “Physician-patient co-construction of illness 
narratives in the medical interview,” Health Commun. 2002;14(3):339-60; Shapiro J, Ross V. “Applications of 
narrative theory and therapy to the practice of family medicine,” Fam Med. 2002 Feb;34(2):96-100.  
 


   The major will serve primarily those students who are interested 


careers in law, government, education, publishing, advertising, and such obviously cognate 


fields, and those who want to pursue advanced degrees in English, Spanish, Comparative 


Literature, Ethnic Studies, Gender Studies, Chicano studies, etc.   The minor will serve students 


who, while pursing scientific, technical or professional degrees, recognize the need for a 


complementary skill set and knowledge base to use as they develop their careers.  
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SECTION II: ASSESSMENT PLAN – MAJOR  MINOR   


 


Part A: Timeline & Goals 


Summer 2010—develop infrastructure for electronic portfolios 


Fall 2010—begin having all majors and minors establish and maintain electronic portfolios.  


May 2010 and every year thereafter—assess the first four outcomes in order, according to 


rubrics, with evaluation of the fifth embedded in each of the other four.   


 


We will look both for absolute achievement of these outcomes and for improvement in 


student work over time. Level of achievement will be judged by rubrics for each outcome. 


While much assessment right now is designed simply to encourage faculty to use 


pedagogies of engagement, our discussions suggest that we are all aware of and practicing such 


pedagogies, in concert with our personal styles.  Our main interest is to explore the degree to 


which students learn skills of literary and cultural analysis in a linear fashion or recursively.   


The principle of lower and upper division classes suggests that there is a flow from stage to stage 


and that cohorts of students moving through a curriculum will acquire skills and knowledge more 


or less together.  On the other hand, studies of writing pedagogy often show that students learn 


recursively, with a slow accretion of abstract meta-principles developed through trial and error in 


a variety of contexts.  In this sense, sequencing is not linear; development will proceed in 


complex social contexts with different students at different levels, regardless of cohort or 


sequence.  Our curriculum should be based on the optimum balance between sequence and 


recursion.   
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To find this balance, we’ll be assessing student work first according to models of 


intellectual and ethical development.   If any of several models—including those of Bloom, 


Perry, Gilligan, Kohlberg, Dreyfus & Dreyfus2—adequately describe student learning in literary 


study, then we should see clear development of skills and of ethical, aesthetic and intellectual 


outlooks toward a clear end.  If, as is the case with writing instruction, we see a recursive 


process, with students gaining abilities on one measure only to have to begin nearly again with 


radically different kinds of assignments, or if we find that more complex questions return 


students to earlier “stages” of development, or if we find that there are few or different clear 


stages when working with the complex questions of humanistic understanding and outlook, then 


we will adjust our curriculum accordingly.3


Literature and literary criticism are significant parts of an ages old, continuing 


conversation about what it means to be human and what value humanity has.  Unlike scientific or 


social scientific approaches to this conversation, literary discourse emphasizes the particular in 


  What we learn will help us shape what we expect in 


our lower division surveys, our required methods course, in lower-division electives, in upper-


division courses, and in the senior project.  Depending on resources (the ability to use graduate 


students as readers and the ability of the CRTE to help us find and/or develop rubrics) we may 


use multiple rubrics for each assessment, basing the rubrics on different models of intellectual 


development.   


 


Part B: Literature and Culture learning outcomes: 


                                                 
2Benjamin Bloom, Taxonomy of Educational Objectives (1956); W.G. Perry, Forms of Intellectual and Ethical 
Development in the College Years (New York: Holt, 1970); Laurence Kohlberg, The Development of Modes of 
Thinking and Choices in Years 10 to 16, (Ph. D. dissertation, University of Chicago.1958);  Carol Gilligan, In a 
Different Voice: Psychological Theory and Women’s Development  (Cambridge: Harvard UP, 1982);  Hubert & 
Stuart Dreyfus, Mind Over Machine (New York:  Free Press, 1982). 
3 In this event, we could use Mary Belenky et al, Women’s Ways of Knowing (New York: Basic Books, 1986) and 
Bent Flyvbjerg, Making Social Science Matter: Why Social Inquiry Fails and How It Can Succeed Again 
(Cambridge: Cambridge UP, 2001) to help us to construct alternate assessment rubrics.   
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the dialogue between particular and universal.  It always arises out of specific times, places, and 


cultural traditions, and it often gives powerful voice to cultural differences and individual 


differences against the backdrop of larger, homogenizing forces.  Moreover, literature has 


traditionally fore-grounded questions of value over questions of definition, or rather, sees 


questions of value as central to the definition of humanity itself. 


The study of literature enables one to engage this conversation richly, both for personal 


development and for the ability it gives one to be a responsible agent in the many societies each 


person inhabits.  Moreover, literary study gives one insight into how cultures operate in such a 


way as to facilitate ethical cross-cultural interactions.  Literary study facilitates such agency by 


teaching readers how to inhabit and then critique literary artifacts, and then to apply the complex 


understanding—an understanding that engages intellectual, ethical and aesthetic faculties—that 


arises from the shift between inhabiting and critiquing. 


The successful student majoring in Literature and Cultures will be able participate in this 


larger conversation.  More specifically, the successful student will be able to: 


• Interpret texts with due sensitivity to both textual and contextual cues; 


• Appreciate the aesthetic qualities of texts and the cultures from which they’re drawn; 


• Judge the ethical value(s) of texts and contexts; 


• Apply interpretive strategies developed in literary study to other contexts; 


• Articulate, cogently and with sensitivity to context, in both speech and writing, her/his 


interpretations and evaluations. 


 


These outcomes and their rationale will be published on the SSHA website and the Literatures 


and Cultures Website by the end of the 2008-2008 Academic Year.  
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Parts  C-E: Evidence, Process, Participants 


We will use direct evidence of student learning by using student portfolios in assessing each 


of our program learning outcomes.  Portfolios will contain some work chosen by students and 


some work identified by faculty as required.4


A committee of three


  Among these latter with be the senior thesis and a 


reflective essay, both to be developed in the senior year for LIT 190.  Each piece of writing will 


be accompanied by a copy of the assignment for which it was written.  


5


• Interpret texts with due sensitivity to both textual and contextual cues. 


 will use a random sample of portfolios, evaluating a group of 


artifacts by rubrics developed for each outcome.  The artifacts will include work from lower- and 


upper-division courses, with specific material from LIT 100, and, from LIT 190, both the senior 


thesis and a reflective essay.  See section A, supra, for how we will use the data to improve 


curricular structure, and thus student learning. 


Specifics on assessing each outcome follow: 


We will use holistic grading, evaluating on a scale of 1-5 (5=highest level of achievement) those 


pieces of writing that require interpretation.  The amount of textual and contextual interpretation 


required varies from assignment to assignment, so the committee will have to pull from each 


portfolio a number of samples that engage interpretive tasks.  We will take into account cogency, 


subtlety, and creativity of argument; awareness of generic and other social norms that constrain 


meaning; sensitivity to the nuances of diction and usage, and awareness of the “conversation(s)” 


                                                 
4 See Appendix B, “Portfolio Checklist.”   
5 Committees for all five assessments will consist of some mix of faculty (tenure-line and, if appropriate, lecturers) 
and graduate students.  Committees will follow the evaluation procedures used by ETS, including team norming, 
multiple readings, score averaging, and compensating for high deviations on specific items.      







 16 


a piece of literature engages. Our rubric (attached) will be based on the Dreyfus & Dreyfus 


model of skill acquisition.   


• Appreciate the aesthetic qualities of texts and the cultures from which they’re drawn 


We will use holistic grading, evaluating on a scale of 1-5 (5=highest) those pieces of writing that 


require aesthetic response.  The degree and kind of response required varies among assignments, 


so the committee will have to pull from each portfolio a number of samples that include aesthetic 


analysis and judgment.  We will look for progress from absolutist judgments (statements such as, 


“I like this, therefore it’s good”) to judgments built on understandings of the aesthetic 


expectations to which the literary works under study were subjected.  Such aesthetic responses 


entail a cultural openness (culture broadly defined to include a large number of different outlooks 


contingent on human diversity, including not just contemporary cultures, but past cultures, and 


sub-cultures and identities--including those built on ethnic, racial, gender, ability, and sexual 


orientation).  To our knowledge, none of the models of intellectual development addresses 


aesthetics directly; we’ll probably need to blend the insights of the Perry model of intellectual 


and ethical development and the  Dreyfus & Dreyfus model with the model of “Educational 


Dialectics” in Belenky et al.  Rubric to be developed. 


• Judge the ethical value(s) of texts and contexts. 


Literary study may begin in interpretation and appreciation, but it also requires ethical judgment. 


The degree and kind of response required varies among assignments, so the committee will have 


to pull from each portfolio a number of samples that include such judgments.  We are not 


looking to impose values so much as we are looking to see that students have interrogated the 


values they inherited and have claimed values for themselves.    We will develop a rubric 







 17 


following Lawrence Kohlberg’s “Stages of Moral Development,” and thus will accordingly use a 


0-6 scale. 


• Apply interpretive strategies developed in literary study to other contexts. 


This is the most difficult of our assessment tasks in that relatively few of our assignments call on 


students to use the techniques of literary and cultural analysis outside of the classroom.  Some 


students will work on service-learning projects with a humanistic bent or on public humanities 


projects.  We will try to identify such projects to assess such work directly, but for this outcome 


we will rely mainly on the reflective essay that each student will include.  We will craft the 


prompt to encourage students to reflect on the broader applicability of literary and cultural 


studies. We will use the Dreyfus & Dreyfus model to develop a rubric, with scoring on a 1-5 


scale (5= highest).  


• Articulate, cogently and with sensitivity to context, in both speech and writing, 


interpretations and evaluations.   


Since this outcome is foundational to assessment of each of the other outcomes, we will embed 


its requirements in the other rubrics as best we can.  We will try to include in each other rubric a 


sense of how well each piece of writing serves its purpose  To do so, we will take into account 


cogent presentation of purpose and argument (looking at not just logos, but also ethos and 


pathos).  Sensitivity to context will be evaluated by how well the writing takes into account its 


prospective audience according to the occasion.  Elements of appropriate presentation include 


the persona projected (including voice, tone and stance), the style (including diction, syntax, 


figurative language and allusions as well as use of appropriate conventions of presentation and 


mechanics of writing).  Such assessment will work best with those rubrics based on the Dreyfus 


& Dreyfus model of skill acquisition.   
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Part F: Minor 


Outcomes are the same, though expectations for achievement will be lower.  We have yet to 


decide how to collect evidence to evaluate the minor.
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SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM 


GOALS/OUTCOMES –MAJOR AND MINOR 


Part A: Program and Institutional Goals/Outcomes 


Our program is aligned with institution-wide goals in four ways:   


• Our courses support seven of eight of UC Merced’s Eight Guiding Principles of General 


Education.  Literary study does not support the goal of developing “Scientific literacy.”  


It does support “Decision Making” in that in asks students to “appreciate the various and 


diverse factors bearing on decisions and the know-how to assemble, evaluate, interpret 


and use [qualitative] information effectively for critical analysis and problem solving.”  


Its emphasis on critical reading, on writing, and on speaking clearly supports the goal of 


improving students’ skills at “Communication.”  Insofar as UC Merced’s literature and 


society programs guide students to study literature in cultural context and as part of 


culture, they help students to “understand and value diverse perspective in both the global 


community contexts of modern society in order to work knowledgeably and effectively in 


an ethnically and culturally rich setting.”  Literary study is profoundly a study of “Ethics 


and Responsibility,” not merely as abstractions but in particular, with an emphasis on 


emotional awareness.  Insofar as literature faculty use pedagogies of engagement, 


students learn, both in seminars as communities of inquiry and in the development of 


collaborative projects, “Leadership and Teamwork.”  Insofar as the subject of our study is 


a fundamental human art form, we necessarily encourage “Aesthetic Understanding and 


Creativity.”  Finally, one of the most ancient justifications of literary study is to 


encourage “Development of Personal Potential,” and in this respect, we are true to 


tradition. 
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• We support the university’s identity as a “student-centered research university” by 


actively engaging students in research, both their own and that of faculty members.  See 


section 1-B (supra) 


• By encouraging interdisciplinary thinking, our program supports the goal of applying 


multiple disciplines to complex questions;  


• Our emphases on Chicano/Latino Literature, the Literature of California, and 


Environmental Literature match the goals to serve previously underserved interests and 


populations in California.  In particular, our university was founded to be a Hispanic 


serving institution.  Our emphasis on Latino/a and Chicano/a literature serves this end.  


And the university was founded to take leadership in environmental stewardship; our 


emphasis on literature of the environment serves this end.   


 


Part B: Program & School Goals (as applicable)  N/A 


 


Part C: Program & Course (Student) Learning Outcomes 


How does your curriculum support your Program Learning Outcomes? 


Our curriculum has two large parts with a small pivot between them.  We begin with our 


lower division courses, heavily weighted toward surveys, each of which attempts to create large 


contexts in which to explore texts.  These courses introduce students to critical approaches and 


vocabularies, engage long-term debates about cultural values, expose students to a variety of 


aesthetic possibilities in both genre and period, and, usually, make gestures outward to the 


applicability of such studies.  The pivot is the required course in critical methodology, 


“Literature 100:Engaging Texts: Introduction to Critical Practice.”  While the surveys introduce 
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some of the terminology and practice, LIT 100 aims to crystallize and systematize such 


understanding in order to support upper-division study.  Upper-division courses engage narrower 


topics in greater depth and greater sophistication.  Courses demand more writing, more research, 


and intense classroom discussion.  Most such classes require formal classroom presentations as 


well.  The senior project should show culminating command of the skills and knowledge 


developed through the major as well as encourage intellectual independence.  Given the 


recursive nature of the field, all courses address all of these issues.  We are not yet in a position 


to create a curriculum map; indeed, our research question must be answered before we can even 


conceive of a useful curriculum map.    
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Appendices 


 Appendix A:  Sample study plans 


 


Sample Study Plan: Concentration in Literatures of the Spanish Speaking World 


Semester 1  Semester 2  
    
CORE The World at 
Home 


4 Natural Science/ 
Engineering intro 
course w/lab, Field 
work, or Studio 


4 


Quantitative 
Reasoning course 


4 Foreign Language 4 


WRI 10 Reading & 
Composition 


4 Elective 4 


LIT 51 4 LIT 50 4 
    
Semester 3  Semester 4  
    
Natural Science/ 
Engineering Course           


4 SCS course 4 


Foreign Language   4 Foreign Language 4 
LIT undergrad 
course 


4 LIT undergrad 
course 


4 


Elective 4 Elective  
    
Semester 5  Semester 6  
    
Foreign Language 4 CORE 100 The 


World at Home 
4 


LIT 100 4 LIT upper division 4 
Breadth requirement 4 LIT upper division 4 
LIT 120 4 Elective 4 
    
Semester 7  Semester 8  
    
LIT upper division 4 LIT 190 4 
Breadth requirement 4 LIT upper division 4 
Elective 4 Elective 4 
Elective 4 Elective 4 
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Sample Study Plan: Concentration in Literatures of the English Speaking World 


 


Semester 1  Semester 2  
    
LIT 30 4 LIT 31  
WRI 10 Reading & 
Composition 


4 Natural Science/ 
Engineering intro 
course w/lab, Field 
work, or Studio 


 


CORE The World at 
Home 


4  
Foreign Language 


 


Elective 4 Elective  
    
Semester 3  Semester 4  
    
LIT undergrad  LIT undergrad  
Foreign Language  SCS course  
Quantitative 
Analysis course  


 Natural Science/ 
Engineering course  


 


Elective  Elective  
    
Semester 5  Semester 6  
    
LIT 100  LIT upper division  
LIT upper division  LIT upper division  
Breadth requirement  CORE 100 The 


World at Home 
 


Elective  Elective  
    
Semester 7  Semester 8  
    
LIT upper division   LIT 109  
LIT upper division  LIT upper division  
Breadth requirement  LIT upper division  
Elective  Elective  
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Appendix B:  Portfolio Checklist 


 


One paper from a lower division course  


One paper from LIT 100  


One paper from an upper division seminar  


Senior thesis (included drafts with instructor’s comments.  Drafts with peer 


commentary may also be included) 


 


One paper from a course that satisfies the breadth requirement  


At least three other artifacts of your choice.   At least two of the artifacts in your 


portfolio must include drafts.  The senior thesis counts as one.    


 


A reflective essay describing your work as a literature major.  
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Appendix C:  Rubric for PLO #1 


Rubric for learning outcome #1: “Interpret texts with due sensitivity to both textual and contextual cues.” Interpretation is not a 
mechanical act, of simply applying an interpretive algorithm—it’s an act of co-creation, with the critic finding marshalling appropriate 
strategies to salient details, or rather, of balancing different details and strategies for interpreting, and assembling from this dynamic 
interplay a compelling argument.   Context, too, is dynamic, in that there are two simultaneous contexts: those of the author, and those 
of the practice of literary and cultural criticism that the critic inhabits.  Powerful interpretation responds to both, with balance between 
the two appropriate to the critic’s particular purpose.   


 
Level/stage  Knowledge/ 


indicators 
Standard of work/ 
indicators 


Autonomy/ 
indicators 


Coping with 
complexity/ 
indicators 


Perception of 
context/  
indicators 


1/novice Minimal or 
“textbook” without 
connecting it to 
practice/  work 
shows very literal 
understanding of the 
assignment, offering 
nothing beyond the 
task, or shows 
misunderstanding of 
some or all of the 
assignment. In 
particular, grasps 
hold of textual or 
contextual details in 
a mechanical 
fashion, or applies 
interpretive 
strategies without 
regard to 
appropriateness.   


Unlikely to be 
satisfactory unless 
closely supervised./ 
Replete with errors 
showing 
misunderstanding of 
interpretive 
strategies or 
misreading of 
textual cues, 
especially in 
misreading or weak 
reading of literary 
language. 


Needs close 
supervision or 
instruction./   
Examples of 
revision respond 
only to instructor’s 
literal advice, 
without any 
extension to larger 
issues.  Revisions 
may not show an 
understanding of 
instructor’s advice 


Little or no 
conception of 
dealing with 
complexity./  work 
shows a 
straightforward 
statement of ideas 
with little argument, 
and with no 
intimation of 
counter-arguments. 
Argument may lack 
cogency; certainly 
lacks subtlety and 
creativity.  . 


Tends to see actions 
in isolation./  work 
stays completely in 
the parameters of 
the assignment, 
showing no 
relevance to 
anything but the 
assignment itself. 
“Presentist” in 
interpreting generic 
and cultural norms.  
No sense of either 
the class as the basis 
for entering the 
conversation or of 
the larger cultural 
context of the 
literary and cultural 
conversation. 
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2/advanced 
beginner 


Working knowledge 
of key aspects of 
practice./ Work 
shows very literal 
understanding of the 
assignment, offering 
little or nothing 
beyond the task, but 
shows excellent 
understanding of the 
task itself. 


Straightforward 
tasks likely to be 
complete to an 
acceptable 
standard./ handles 
well the interpretive 
strategies clearly 
called for  in the 
assignment, but 
does not connect 
these with other 
possible 
approaches.  Shows 
a certain bluntness 
in handling literary 
language and other 
textual cues.  


Able to achieve 
some steps using 
own judgment, but 
only in narrow 
context of given 
“rules” or 
interpretive 
strategies. / 
Interpretations 
likely to repeat 
instructor’s, or class 
discussion, or of 
outside “expert.”  
Examples of  
revision respond 
just to instructor’s 
advice, but may 
extend that advice 
to multiple points in 
the work.  Revisions 
show an 
understanding of the 
instructor’s advice  


Appreciates 
complex situations 
but only able to 
achieve partial 
resolution. / 
Argument is cogent, 
but neither subtle 
nor creative.  Thesis 
may be derivative, 
but there may be 
contradictory 
statements that 
show complexity 
without being able 
to manage it.  
Alternative 
arguments may be 
presented poorly, 
perhaps as a “straw 
man,” perhaps 
without balance or 
proportion in regard 
to the thesis, even to 
the point of 
undercutting the 
thesis.   


Sees actions as a 
series of steps. / 
“Presentist” in 
interpreting generic 
and cultural norms.  
A sense of  the class 
as the basis for 
entering the 
conversation, but 
not of the larger 
cultural context of 
the literary and 
cultural 
conversation. Work 
may seem 
mechanical in 
moving from point 
to point.  
Transitions may be 
absent or forced.  
Sub-parts all 
support thesis, but 
without flow, 
without much, if 
any connection to 
the context of the 
class as a whole, 
without drawing 
fluidly on 
knowledge or skills 
developed in other 
classes or earlier in 
the semester.  Work 







 28 


seems isolated 
within the demands 
of the assignment. 


3/Competent Good working 
knowledge of areas 
of practice /  
demonstrates a 
understanding of the 
standards of the 
discourse 
community, in part 
by using strategies 
beyond those 
immediately called 
for in the 
assignment but 
clearly pertinent and 
useful 


Fit for purpose, 
though may lack 
refinement. / 
Insightful, cogent, 
identification of 
pertinent details;  
yet presentation and 
support tend toward 
the formulaic in 
structure and 
approach 


Able to achieve 
most tasks using 
own judgment. /  
Interpretations will 
show some 
originality, even if 
only in 
contradiction or 
extension of ideas 
already presented 
by the instructor, in 
class, or by an 
outside “expert.” 
Revision shows 
resistance to re-
thinking an idea; 
instead shows 
strong ability to 
bolster an idea. 


Copes with complex 
situations through 
deliberate analysis 
and planning. / 
Argument is cogent 
and subtle, and may 
verge on creative.  
Does more than 
simply answer the 
assignment’s 
question; may even 
begin to question 
the assignment, but 
certainly shows an 
understanding of 
counterargument, 
nuanced positions, 
ambiguity in 
evidence, etc.  Feels 
argumentative in 
handling nuance 
and complexity—
tends to debate, to 
resolve ambiguity 
tendentiously. 
Assertiveness feels 
defensive. 


Sees actions at least 
partly in terms of 
longer-term goals. 
/Truly responsive to 
the conversation of 
the class, and 
beyond.  May 
respond not just to 
the assignment, but 
to the larger goals 
of the course or the 
major, and may 
even explicitly 
engage the larger 
cultural 
conversation. 


4/Proficient Depth of 
understanding of 
discipline and area 


Fully acceptable 
standard achieved 
routinely. / 


Able to take full 
responsibility for 
own work.  


Deals with complex 
situations 
holistically, 


Sees overall 
“picture” and how 
this individual 
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of practice. / Shows 
easy conversation 
with the norms of 
the discourse 
community.  
Interpretive 
strategies are apt, 
flexibly and 
skillfully applied.   


Interpretation is 
insightful, cogent, 
and well-supported.  
Presentation is fluid, 
even elegant.  
Rhetorical forms are 
tools rather than 
constraints.  . 


/Revisions show full 
integration of 
advice as part of 
conversation in a 
community of 
inquiry; they show 
re-vision as a 
substantial re-
thinking, rather than 
as a collection of 
local improvements  


decision-making 
more confident/ 
Cogent, subtle, and 
creative.  
Assignment is a 
jumping off point 
for a conversation in 
the field.  Counter 
arguments are 
nuanced, rich, and 
real, not 
tendentiously 
dismissed but rather 
honored as part of 
the conversation. 


action fits within it/ 
Comfortably 
responds at multiple 
levels to the literary 
and cultural 
conversation.   


5/Expert Authoritative 
knowledge of 
discipline and deep 
tacit understanding 
across area of 
practice. /  Not only 
shows easy 
conversation with 
the norms of the 
discourse 
community, but 
pushes on those 
norms, extending 
the boundaries or 
deepening the 
discussion within 
the boundaries.  
Interpretive 


Excellence achieved 
with relative ease. /  
Shows such mastery 
of interpretive 
practices and of the 
rhetorical forms 
used to present them 
that the writing 
seems 
“transparent,” that 
is, so perfectly 
attuned to the 
work’s purpose, 
audience and 
argument as to seem 
at one with the work 
rather than as a 
medium of 


Able to take 
responsibility for 
going beyond 
existing standards 
and creating own 
interpretations./  
While the work 
fulfills the 
assignment, it is 
clear that the 
assignment served 
merely as a 
springboard into 
exploration.  Thesis 
takes intellectual 
and aesthetic risks, 
pushing an 
interpretation 


Holistic grasp of 
complex situations, 
moves between 
intuitive and 
analytical 
approaches with 
ease. / Transcends 
the argumentative 
traditions of the 
field, integrating the 
esthetic experience 
with the cognitive 
seamlessly and 
without needed to 
indulge in 
grandstanding or 
proclamation. 


Sees overall 
“picture” and 
alternative 
approaches; vision 
of what may be 
possible; full 
integration of 
experience with 
norms of practice./  
Not only responsive 
to, but creatively 
extends the 
conversation. 
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strategies are apt, 
flexibly and 
skillfully inhabited, 
indeed transformed, 
from tools to 
extensions of the 
writer’s persona. 


expression.   beyond the obvious. 
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SECTION I: PROGRAM DESCRIPTION - MAJOR AND/OR MINOR 


Public health can be defined as an approach to promote health, prevent disease, prolong 


life and improve quality of life of groups of people through organized efforts of society. 


Focusing on the health and wellbeing of populations, public health complements medicine’s 


concern for individuals with diseases. Public health is an interdisciplinary field drawing on the 


natural and social sciences as well as the humanities.  


One of the most important themes in public health is the disparities in health observed in 


different groups. UC Merced was established in part to address challenges in the region of the 


Central Valley (of California). One of the major challenges is the high prevalence of most major 


health conditions (e.g., heart disease, diabetes, asthma, and alcohol and drug abuse) and the 


disparities in health experienced by specific populations defined by socioeconomic, cultural, and 


linguistic characteristics. A public health curriculum that focuses on health disparities in the 


region will make a larger portion of our college graduates knowledgeable about and interested in 


addressing such health disparities, either professionally or as citizens. 


Many students enter UC Merced with the goal of pursuing higher education in health-


related fields, such as medicine and clinical psychology. This is one reason that Biology and 


Psychology are the two most popular majors on campus. Yet relatively few students are able to 


realize this goal, but retain a strong interest in and a commitment to working in the health field. 


A public health curriculum can prepare students to compete for a range of health-related 


employment after the Bachelors degree. One such health employment market is the area of 


public health, where many public and private agencies seek qualified workers.  


A public health curriculum can also enhance students’ competitiveness for different post-


college health-related education and training, such as in nursing, counseling, environmental 
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health, and medicine. Of course, the area of public health itself is one area of higher education 


that is rapidly expanding (e.g., M.P.H and related degrees). There are currently at least eight 


institutions in California offering this degree. 


In light of the challenging budget circumstances faced by UC Merced, indeed the UC 


system, it is imperative that a new curriculum will require few additional resources. The 


proposed minor in interdisciplinary public health has been designed strongly with this in mind. 


Foremost, the proposed curriculum is based primarily on existing courses. This minor therefore 


is defined entirely based on classroom courses. As it grows and resources become available, it 


will be desirable to add experiential learning opportunities, such as an internship, which are 


common in public health curricula. 


This minor was approved in late spring, 2010. Students were eligible to declare this 


minor starting in the fall 2010. The minor requires the addition of two new courses, Introduction 


to Epidemiology and health Disparities. The latter was approved in spring, 2010, and is being 


offered for the first time in fall, 2010. The former has yet to be approved, but is expected to be 


offered for the first time in spring, 2011. All other courses constituting the minor are already in 


the UC Merced Catalog. 


Note there are as of yet no faculty primarily assigned to the area of public health at UC 


Merced. A faculty member in public health is expected to be hired to start in January, 2011, and 


will coordinate this minor.  The interim coordinator is a professor in psychological sciences.  
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SECTION II: ASSESSMENT PLAN – MAJOR AND/OR MINOR 
Part A: Timeline & Goals 


AY 2010/11: The goal will be to assess PLO#1 


AY 2011/12: The goal will be to assess PLO#2 


AY 2012/13: The goal will be to assess PLO#3 


AY 2013/14: The goal will be to assess PLO#4 


AY 2014/15: The goal will be to assess PLO#5 


Part B: Outline of PLOs 


Students who complete the minor in Interdisciplinary Public health will demonstrate: 


1. Disciplinary Content: Knowledge of the key substantive content regarding epidemiology, 


major health conditions, and health disparities. 


2. Self and Society: Knowledge about key influences on health and disease related to 


differential status experienced by some population groups. 


3. Scientific Literacy: Ability to access, understand and synthesize empirical studies from 


the scientific literature on public health and disparities. 


4. Decision-making:  Ability to conduct and interpret findings from basic analysis of data on 


health or disparity issues.  


5. Communication: Ability to communicate orally and in writing about concepts in 


epidemiology and health disparities. 


These PLOs are communicated in the UC Merced Catalog, the website maintained by the 


Centers of Excellence in Health Disparities which enlists several of the key faculty related to the 


minor, and in the syllabi of the two required courses (Introduction to Epidemiology and Health 


Disparities). 
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Part C: Evidence 


Because all students who complete this minor only take two specific courses (PH 100 


Introduction to Epidemiology and PSY 120 Health Disparities ) that are required (the other four 


courses constituting the minor can be completed from a menu of eligible courses), the focus of 


the assessment is on these two courses. 


Two types of evidence will be collected: (1) Direct evidence will be obtained from a 


review of a subset of completed student assignments in the two required courses. The instructor 


and the program coordinator will review a random selection of 20, applying an evaluation rubric 


scheme to be developed. (2) Indirect evidence will be obtained through interviews and/or focus 


groups conducted with a subset of student in each course by the Students Assessing Teaching and 


Learning (SATAL) program.  The SATAL program involves trained undergraduates who conduct 


interviews with groups of students about this PLO in question, using a set of questions that will 


be developed by the instructor and program coordinator to gather information relevant to each 


PLO over time. 


Both direct and indirect evidence will be analyzed by the Program Assessment 


Committee, consisting of faculty interested in the minor in interdisciplinary public health, led by 


the program coordinator. Findings from this assessment will be inform improvement of the 


assessment process and the curriculum, stimulate faculty discussion, and in time a re-


examination of the PLOs. 


Part D: Process 


In AY 2010/11, PLO#1 will be assessed through the two processes indicated above (see 


Part C: (1) Direct evidence will be obtained from a review of a subset of completed student 


assignments in the course Health Disparities. The students in that course prepare a final 
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presentation on a health disparity issue. The instructor and the program coordinator will review a 


random selection of 20, applying an evaluation rubric scheme to be developed pertaining to 


PLO#1.  (2) Indirect evidence will be obtained through interviews and/or focus groups conducted 


with a subset of student in the course Health Disparities by SATAL program.  The SATAL 


program involves trained undergraduates who conduct interviews with groups of students about 


this PLO focusing on a set of questions that will be developed by the instructor and program 


coordinator to gather information relevant to PLO#1. 


Both direct and indirect evidence will be analyzed by the Program Assessment 


Committee, consisting of faculty interested in the minor in interdisciplinary public health and led 


by the program coordinator. Findings from this assessment will be inform improvement of the 


assessment process and the curriculum, stimulate faculty discussion, and in time a re-


examination of the PLOs. 


A similar process will be implemented in AY 2011/12, however informed by evidence 


from AY 2010/11 and focused on PLO#2 in the context of the course Introduction to 


Epidemiology. Then each of the remaining PLOs will be assessed in AY 2012/13 through AY 


2014/15, one per year (see Part A above), focusing in alternating years on the  two courses 


Introduction to Epidemiology and Health Disparities, respectively. Direct and indirect evidence 


will be analyzed to inform improvements in the assessment procedures and curriculum. 


Part E: Participants 


Evidence will be collected as detailed in Part D by instructors and the SATAL program. 


Data will be analyzed by instructors, program coordinator, and the Program Assessment 


Committee. Findings will be disseminated to all instructors teaching courses that are part of the 
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minor curriculum. Discussions about potential revision of the curriculum and/or PLOs will 


involve all faculty with an interest in this minor. 


Part F: Minor 


Not applicable 


SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM GOALS/ 


OUTCOMES – MAJOR AND/OR MINOR 


Part A: Program and Institutional Goals/Outcomes 


The PLOs for the minor Interdisciplinary Public Health were developed specifically to 


address a subset of the UC Merced’s Eight Guiding Principles of General Education, as follows: 


• The Guiding Principle of Scientific Literacy is addressed in PLO#3. 


• The Guiding Principle of Decision Making is addressed in PLO#4. 


• The Guiding Principle of Communication is addressed in PLO#5. 


• The Guiding Principle of Self and Society is addressed in PLO#2. 


Part B: Program & School Goals (as applicable) 


Moreover, the mission of the School of Social Sciences, Humanities and the Arts 


(SSHA), that is “to create a rich learning environment by looking at people and society from a 


variety of disciplinary perspectives,” is embodied in the nature of this interdisciplinary program 


that is focused on the health and well-being of different groups in our society. 


Part C: Program & Course (Student) Learning Outcomes 


Curriculum Map 


Program Learning Outcomes are: 


1. Disciplinary Content: Knowledge of the key substantive content regarding epidemiology, 


major health conditions, and health disparities. 
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2. Self and Society: Knowledge about key influences on health and disease related to 


differential status experienced by some population groups. 


3. Scientific Literacy: Ability to access, understand and synthesize empirical studies from 


the scientific literature on public health and disparities. 


4. Decision-making:  Ability to conduct and interpret findings from basic analysis of data 


on health or disparity issues.  


5. Communication: Ability to communicate orally and in writing about concepts in 


epidemiology and health disparities. 


The following table indicates which courses in the curriculum address which PLO 


 PLO 1 


Disciplinary 


Content 


PLO 2 


Self and 


Society 


PLO 3 


Scientific 


Literacy 


PLO 4 


Decision 


Making 


PLO 5 


Communi-


cation 


PH 100: Introduction to 


Epidemiology 


X X X X X 


PSY 124: Health 


Disparities 


X X X X X 


BIO 003: To Know 


Ourselves: Molecular 


Basis of Health and 


Disease 


X X X X X 


BIO 161: Human 


Physiology 


X X X X X 


BIO 175: Biostatistics   X X X 
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ECON 010: Statistical 


Inference 


  X X X 


MATH 018: Statistics for 


Scientific Data Analysis 


  X X X 


POLI 010: Analysis of 


Political Data 


  X X X 


PSY 10: Analysis of 


Psychological Data 


  X X X 


SOC 10: Statistics for 


Sociology 


  X X X 


ANTH 5: Introduction to 


Biological Anthropology 


X X X X X 


ANTH 120: Introduction 


to Medical Anthropology 


X X X X X 


ANTH 131: 


Ethnomedicine 


X X X X X 


ANTH 150: Race and 


Human Variation 


X X X X X 


ANTH 142: Archaeology 


of Colonialism 


 X X X X 


ANTH 155: 


Paleodemography 


X X X X X 


BIO 1: Contemporary X X X X X 







10 
 


Biology 


BIO 10: Genetics, Stem 


Cells and Development 


X X X X X 


BIO 50: Human 


Development 


X X X X X 


BIO 51: Cancer and 


Aging 


X X X X X 


BIO 60x: Nutrition X X X X X 


BIO 125: Public Health 


Threats 


X X X X X 


BIO 140: Genetics X X X X X 


BIO 185 Biomedical 


Ethics 


X X X X X 


COGS 130: Cognitive 


Neuroscience 


X X X X X 


COGS 153: Judgment and 


Decision Making 


 X X X X 


ECON 142: The 


Economics of Gender and 


Poverty 


X X X X X 


ECON 145: Health 


Economics 


X X X X X 


ES 40: Air Quality, Air X X X X X 
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Resources and 


Environmental Health 


HIST 119: Topics in 


History of Migration and 


Immigration 


X X X X X 


MGMT 153: Judgment 


and Decision Making 


 X X X X 


POLI 127: Race, Gender, 


and Politics 


X X X X X 


POLI 106: Urban Politics X X X X X 


PSY 140: Clinical 


Psychology 


X X X X X 


PSY 142: Abnormal 


Psychology 


X X X X X 


PSY 143: Abnormal 


Child Psychology 


X X X X X 


PSY 144: Clinical 


Neuropsychology 


X X X X X 


PSY 145: Human 


Sexuality 


X X X X X 


PSY 147: Health 


Psychology 


X X X X X 


PSY 146: Alcohol, Drugs, X X X X X 
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and Behavior 


PSY 150: Psychological 


Perspective on Culture, 


Racial, and Ethnic 


Diversity 


 X X X X 


PSY 151: The Psychology 


of Stereotyping and 


Prejudice 


 X X X X 


SOC 30: Social Inequality X X X X X 


SOC 130: Advanced 


Social Stratification 


X X X X X 


SOC 131: Urban 


Inequality 


X X X X X 


SOC 160: Sociology of 


Gender 


X X X X X 


SOC 161: Sociology of 


Sexuality 


X X X X X 


SOC 180: Advanced 


Issues in Race and 


Ethnicity 


X X X X X 


 


. 
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PLO ASSESSMENT TABLE 


Criterion Rating Explanation 


Comprehensive List Developed The PLOs are well-organized and well-aligned with 
institutional outcomes. The PLOs fall short of a “Highly 
Developed” rating because they probably do not meet the 
standard for such a rating that says “Faculty have agreed 
upon explicit criteria for assessing students’ level of 
mastery of each outcome.” Among other challenges is that 
currently there is no designated faculty for this minor 
program.  


Assessable Outcomes Initial Most of the outcomes are broad and do not specify in easily 
assessable form how students can demonstrate 
achievement of the PLOs. Moreover, this minor curriculum 
can be met with a broad range of courses, such that it will 
be difficult to identify explicit criteria for assessing 
students’ level of mastery of each outcome. 


Alignment Emerging Being a brand new program, the faculty needs to provide 
more information to students about how they can achieve 
the PLOs. For some PLOs this is probably clear (PLO3 
probably), but for others this appears not to be the case.   


Assessment Planning  Developed A plan is articulated for several years ahead that will 
address one PLO in each year. However, detailed planning is 
not feasible until a dedicated faculty coordinator is hired 
and can manage the plan. 


Student Experience Initial Because this program was just started for the Fall, 2010, 
there has been little attempt yet at communicating the 
PLOs to students. Further complicating this is that students 
need not declare a minor until shortly before graduation, 
such that direct communication will be difficult.  Moreover, 
lacking in an identified group, students thus far has had no 
input into the development of the assessment plan. 
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1.0. Materials Science and Engineering (MS&E) Program Description


We strive to provide a top-quality educational program in MS&E that will prepare its


graduates with the intellectual rigor, foundational practical skills, and independent creativity


needed for successful professional careers in academic, commercial and government endeavors.


Our educational objectives are guided by the values (founding Principles of Community) of UC


Merced, the mission of UC Merced’s School of Engineering, and the accreditation requirements


of ABET.


MS&E is based on the interdisciplinary application of fundamental physics and chemistry


principles to achieve an understanding of how


(i) the types of atoms and molecules present (i.e. composition), and


(ii) the way in which these atoms and molecules are organized at different length scales (i.e.


structure)


together determine what mechanical, optical, electrical, magnetic, electrochemical and other


properties are exhibited by a material.  Also encompassed in MS&E are the methodologies by


which particular atomic and molecular arrangements (nanostructures and microstructures) are


achieved, the financial and environmental cost of the ingredients and processes used to produce


particular materials, the effects of the environment on materials, the effects of materials and


materials processing on the environment, and procedures for characterizing materials structure


and properties.


Civilizations have thrived or stumbled according to the materials that they were able to


acquire from nature, or through trade, or by innovation.   Wood, stone, bronze, iron, steel,


aluminum, cermets, plastics, semiconductors, liquid crystals and quantum dots have successively
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revolutionized what types of product can be made, and what can be done with them.  Nations


continue to go to war over access to particular raw materials.  The construction of safe dwellings,


the conveniences of rapid travel, the efficiency of telecommunications, the calculating and


archiving power of computers, the life-prolonging gift of surgical implants, and the dazzling


performances of athletes all require dependable materials.  Future technological progress will


always be limited by available materials.


Given the subject’s roots in applying principles from physics, chemistry and


(increasingly) biology, MS&E graduates are especially versatile in the job market.  Employers


appreciate the ability of MS&E graduates to relate to people across a wide spectrum of expertise.


Our program steers away from a traditional focus on metals, and instead emphasizes


ceramics, polymers, nanomaterials and biomolecular materials.  The rationale for this emphasis


is twofold:  it prepares our learners to be competitive in a world where applications of these


material types are increasingly prevalent, and it promotes flexible sharing of electives between


MS&E and Bioengineering.   We require our students to participate in Engineering Service


Learning, which provides practical exposure to the interface between engineering and society,


and an introduction to the design, communication, budgetary and timekeeping skills that


professional engineers need.
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2.0. Assessment Plan


2.1. Timeline & Goals


A rolling five-year assessment schedule focusing on one Program Learning Outcome


(PLO) per year will be followed.  We will gather, analyze and act on data that enable us to assess


the extent to which students achieve the desired PLOs as a result of completing the MS&E major


at UC Merced.  The primary goal of this exercise is to ensure that our students optimally


(successfully) learn and practice the interconnectivity of ideas that underpin each of the PLOs.


2.2.  Program Learning Outcomes


(i) Graduates will demonstrate the ability to apply advanced science (such as chemistry and


physics) and engineering principles to materials systems.


(ii) Graduates will demonstrate an integrated understanding of the scientific and engineering


principles that underlie the four major elements of the field: structure, properties,


processing, and performance related to materials systems appropriate to the field.


(iii) Graduates will demonstrate the ability to apply and integrate knowledge from each of the


above four elements of the field to solve materials selection and design problems.


(iv) Graduates will demonstrate the ability to utilize experimental, statistical and


computational methods in the context of materials systems.


(v) Graduates will demonstrate professional and ethical responsibility.


PLOs (i) through (iv) are closely aligned with ABET program criteria for Baccalaureate-level


materials-focused degree programs.  PLO (v) is closely aligned with one of the ABET program
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outcomes (currently ‘f’) required of all Baccalaureate-level engineering degree programs; we


have chosen this as one of our PLOs because we are keen to ensure that our graduates have


learned how action and consequence are linked in their professional setting.


The MS&E faculty plan to communicate the program goals and learning outcomes in the


following ways by the start of the 2009 – 2010 academic year:


• a website specific to MS&E;


• a revision of the catalog copy;


• documents included with orientation materials for lecturers and teaching assistants;


• presentation materials used in student recruitment and orientation meetings.


2.3. Evidence


The procedure for assessing achievement of the program learning outcomes will utilize


four methods – two direct, and two indirect.  These are:


• Embedded Midterm and Final Exam Questions.  These questions will be embedded in


ENGR 45 (Introduction to Materials) and core upper division MS&E courses to help


assess students at various stages of learning – introductory, developing, and mastery


levels.  Each of these exam questions will be assessed using a level-appropriate rubric


agreed upon by the MS&E faculty.


• Capstone Course.  MS&E Seniors are required to take MSE 120 (Materials Capstone


Design).  This design project is an exercise in materials selection and performance


evaluation, with reference to engineering standards and realistic constraints.  Learners


will be assessed as individuals and on their contribution to a team, and will be required to
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communicate their work in a professional format through both written and oral


presentations.


• The University of California Undergraduate Experience Survey (UCUES), the National


Survey of Student Engagement (NSSE), and UC Merced’s Graduating Student Survey.


The first two surveys, UCUES (http://www.universityofcalifornia.edu/studentsurvey/)


and NSSE (http://nsse.iub.edu/html/survey_instruments_2008.cfm), are respectively a


census and a sample survey administered to UC Merced undergraduates in alternating


years; they can be mined to provide a basis for assessing our students’ learning


experience in comparison to the learning experience of students at our sister and peer


institutions.  The Graduating Senior Survey, administered through Alumni and Career


Services, will provide information about the program’s success in preparing learners for


subsequent graduate studies or employment.   Together, there surveys will help us to


gauge whether the learners in our program are acquiring knowledge and skills that they


value, as well as which parts of the program work well and which areas need


improvement.


• Alumni Survey.  A survey will be distributed to one-, five-, and ten-year alumni to gather


information on whether MS&E graduates pursue graduate degrees and obtain meaningful


jobs, and on graduates’ perception of their preparedness for their careers. Since our


program is relatively small at present, we also expect to be able to keep in touch with our


alumni informally and monitor their further progress on an individualized basis.
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2.4. Process


The MS&E faculty have committed to a rolling five-year schedule to successively assess


the PLOs at the rate of one per year.  In other words, the first iteration of our five-year schedule


is as follows:


(i) 2009-2010 Academic Year.  Develop and implement measures to assess PLO(i).


Embedded exam questions in ENGR 45 and core upper division MS&E courses will be


identified and assessment rubrics will be created.  Student performance in appropriate


aspects of MSE 120 (Materials Capstone Design) will be assessed.  Survey data will be


gathered and analyzed.


(ii) 2010-2011 Academic Year.  Develop and implement measures to assess PLO(ii).


Methods correspond to those described above.


(iii) 2011-2012 Academic Year.  Develop and implement measures to assess PLO(iii).


Methods correspond to those described above.


(iv) 2012-2013 Academic Year.  Develop and implement measures to assess PLO(iv).


Methods correspond to those described above.


(v) 2013-2014 Academic Year.  Develop and implement measures to assess PLO(v):


Methods correspond to those described above.


2.5. Participants


The MS&E program faculty will appreciate interactions with, and support from, UC


Merced’s Center for Research in Teaching Excellence (CRTE) at all stages of the process


described above.  Collection and analysis of direct evidence (based on embedded exam questions


and the capstone course) will be carried out by the MS&E faculty each semester as part of the
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normal administration of our courses.  Survey data will be interpreted with the assistance of staff


in UC Merced’s Office of Institutional Planning and Analysis.


The MS&E program faculty will meet annually to disseminate the results of the


assessment for that year’s selected learning outcome and discuss appropriate responses.  These


may include (i) changes to the support (office hours, tutoring, workshops) offered to students, (ii)


changing course content, sequence, or prerequisites, (iii) adding or deleting courses from the


curriculum, and (iv) changing the instructors assigned to particular courses.  Changes in courses


or program requirements must be proposed and justified by the MS&E faculty and approved by


the Engineering Curriculum Committee.  If such changes are substantial (and especially if


changes to any Engineering Fundamentals course are required, or if there are changes in


prerequisites, or if there is a significant impact on the electives taken by students in other


majors), they must also be approved by vote of the full Engineering faculty, and finally by the


campus-wide Undergraduate Council.  Authority for making teaching assignments rests with the


Dean of Engineering, delegated to the Engineering Curriculum Committee.


3.0. Alignment of Institutional and MS&E Program Goals/Outcomes


3.1. Connections between Program and Institutional Goals/Outcomes


The program learning outcomes of the MS&E major reflect seven of UC Merced’s Eight


Guiding Principles of General Education explicitly in the following ways:


• Scientific Literacy.  MS&E is a science-based program in which learners have to


demonstrate that they have acquired broad scientific knowledge.
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• Decision Making.  Learners in MS&E have to demonstrate that they can apply their


knowledge to solve complex problems.


• Communication.   Learners have to be effective communicators to demonstrate their


understanding of advanced principles, and to explain how they use their knowledge to


solve complex problems.


• Self & Society.   Materials selection and design takes account of factors such as cost,


local environment, cultural customs and tradition, and global forces that dictate the


supply of raw commodities.


• Ethics and Responsibility.  Ethical practices and responsible conduct are hallmarks of a


professional engineer, and they are necessary components of safe, sustainable design.


• Leadership and Teamwork.   Both of these attributes are also hallmarks of a professional


engineer, and are honed through the capstone design process.


• Aesthetic Understanding and Creativity.  Engineering design is an inherently creative


process.  Some designs are more elegant than others.  The design process is informed by


knowledge of the creativity of the giants whose shoulders we stand on.


MS&E PLOsGuiding Principles of General Education
(i) (ii) (iii) (iv) (v)


Scientific Literacy ✓ ✓ ✓ ✓


Decision Making ✓ ✓ ✓


Communication ✓ ✓ ✓ ✓


Self and Society ✓ ✓


Ethics and Responsibility ✓ ✓


Leadership and Teamwork ✓ ✓


Aesthetic Understanding and Creativity ✓


Development of Personal Potential
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The eighth guiding principle, Development of Personal Potential, is something that we


strive for in all our students.  However, we deliver this primarily by interacting with our students


on an individual basis – in office hours, in seminar classes, in the research laboratory, at social


events, and through student clubs and societies.  We do not list it as a PLO, because it is tied to


no particular course, and it does not lend itself to objective measure.


UC Merced is a student-centered research university.  The MS&E faculty are dedicated to


providing research opportunities for students, and to integrating appropriate research findings


into coursework wherever possible.


3.2.  Connections between Program and School Goals/Outcomes


The five learning outcomes of the MS&E program complement the School of


Engineering mission of providing an exceptional technical and professional education that


instills in our learners advanced problem-solving skills and effective leadership qualities.


3.3. Connections between Program and Course Learning Outcomes


The table below maps the MS&E PLOs onto the MS&E Core Curriculum.  For each


PLO, we identify whether a course offers learners an introduction (I), development (D) or


mastery (M) en route to graduation.


MS&E PLOsMS&E Core Course
(i) (ii) (iii) (iv) (v)


ENGR 45 Introduction to Materials I I I I I
MSE 110 Solid State Materials Properties D D D D D
MSE 111 Materials Processing D D D D D
MSE 112 Materials Selection & Performance D D D D D
MSE 113 Materials Characterization D D D D D
MSE 120 Materials Capstone Design M M M M M
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Section I : PROGRAM DESCRIPTION - MAJOR AND/OR 


MINOR  


Description of Program (1-3 pages double spaced) 


How does your program reflect current or emerging trends in your respective field? What 


is distinctive about your program? Do students collaborate on research projects or engage 


in other distinctive learning experiences? How does your program prepare your graduates 


for further educational and/or professional development?  


 


The mission of the Mechanical Engineering program at UC Merced is to provide a modern, 


comprehensive, and interdisciplinary educational experience to its student with the objective of 


preparing them for successful careers in the current and dynamically changing professional 


environment. To achieve this mission, the department strives to accomplish the following 


educational objectives: 


 


1. To provide a solid background on the pertinent mathematical, physical, chemical and 


engineering concepts that make up the foundations of the discipline of mechanical 


engineering and its closely associated fields; 


2. To provide our students with the knowledge to correctly apply the laws of nature to the 


creative formulation and solution of engineering problems through the use of analytical, 


computational and experimental techniques; 


3. To educate students as independent thinkers who are prepared to work effectively with 


others through appreciation of the importance of continuing education, self-learning and 


diversity in the workplace; 
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4. To instill a sense of community and ethical responsibility associated with the professional 


use of the knowledge acquired; 


5. To expand the reach of mechanical engineering to non-traditional areas by continually 


seeking to incorporate new methodologies and research findings to our curriculum. 


Section II : ASSESSMENT PLAN 


The assessment of the outcomes above will be made through the analysis of a number of 


measures: 


i. Student class portfolios, including exams, design projects, lab reports, computer 


simulations, exams and special assignments; 


ii. Course evaluations; 


iii. Senior exit interviews; 


iv. Yearly faculty meetings with the Program Advisory Board (PAB), which is composed of 


academic, research and industrial advisors, including representatives from major 


employers. These meetings are expected to provide feedback on how well our students 


are being prepared to enter jobs in academia, industry, research labs and the government; 


v. Yearly faculty meetings with the University Advisory Board (UAB), which is composed 


of faculty members from the UC system in ME and other disciplines who share a vision 


with and interest in our Mechanical Engineering program. These meetings are expected 


to provide corrective measures and new visions to our program. 
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II.1 Timeline & Goals 


In general, what is your timeline and what are your goals for your assessment plan? 


We are going through our first complete assessment yearly cycle in AY 2009. We should have 


enough materials for forming both the PAB and the UAB. Alumni surveys will be distributed to 


employers one year after the first ME class graduates (on Spring 2010). 


 


The data gathered through the assessment measures above will be compiled and analyzed to 


identify corrective measures and new directions to our program. A number of adjustments will be 


considered, including the modernization of laboratory and computational tools, removal of 


outdated courses and addition of new ones to the program in response to evolving new directions 


in engineering; change in pre-requisites, co-requisites and/or partition of laboratory, design, 


lecture, and computational content in existing courses; rotation of instructors; etc. Our main goal 


in addressing the ME PLOs is to provide an effective and modern educational experience to our 


graduates. 


 


II.2 Outline of PLOs 


Please outline your Program Learning Outcomes. Where will they be published or 


otherwise communicated to students and other stakeholders and by when? (See Question 2 


of the Inventory of Educational Effectiveness Indicators.) 


a. An ability to apply knowledge of informatics, mathematics, science, and engineering; 


b. An ability to design and conduct experiments and numerical simulations, analyze, and 


interpret general scientific and engineering information; 


c. An ability to design a system, component, or process to meet desired needs; 
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d. An ability to solve multidisciplinary problems; 


e. An ability to identify, formulate, and solve engineering problems; 


f. An understanding of professional and ethical responsibilities;� 


g. An ability to communicate effectively; 


h. The broad education necessary to understand the impact of engineering solutions in a 


social context; 


i. A sound basis and motivation to engage in life-long learning and continuing education; 


j. A knowledge of contemporary issues; 


k. An ability to use the techniques, skills, and modern engineering and scientific tools 


necessary for engineering practice; 


l. A working knowledge of the principles of Mechanics and Thermodynamics and how 


these principles evolve into other disciplines such as Heat and Mass Transfer, Vibration 


and Control, Computational Engineering, Mechanical Design, etc. 


m. An ability to recognize new forms of thinking and new promising directions in 


engineering, and an understanding of modern tools of analysis, synthesis and design 


(such as neural networks, genetic algorithms, adaptive and bio-mimetic design, virtual 


environments, uncertainty in simulations, life-cycle analysis, etc.); 


n. An ability to incorporate interdisciplinary concepts from mathematics, physics, biology, 


chemistry and other disciplines into engineering solutions and vice-versa. 


o. A culminating design experience. 
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II.3 Evidence 


For each PLO, what kind of direct (student work) and indirect evidence (ex. surveys, 


focus groups) will be gathered and examined? How will data be analyzed? How will 


findings be used to improve student learning? (See Questions 3 & 5 of the Inventory of 


Educational Effectiveness Indicators.) 


 


Class materials (representative exams, homework sets, design projects, etc.) are being 


collected by all instructors of all classes. Those direct evidence materials are available for 


perusal by the curriculum committee members, faculty, instructors and accreditation 


evaluators. The indirect evidence (student, alumni and employer surveys, etc.) will be 


used to detect imbalances in the process, after which the direct evidence will be used to 


design specific action items to improve the CLOs in future editions of the courses. 


II.4 Process 


How and when will assessment for student achievement of each PLO occur? Please 


outline a brief plan for each year. 


Student achievement and CLOs are measured for each class during the semester, and 


particularly in the end of the semester during the accreditation survey. The midterm 


exams, homework problems, research assignments and design projects are mapped to the 


CLOs so that the instructor can monitor the progress as the semester develops. In the end 


of each course, students respond a survey indicating how the specific learning outcomes 


were addressed in class. Graduating seniors also participate in the exit survey where 


perceived success in meeting all PLOs is assessed by the Dean’s office. For more details 


regarding the assessment process, please refer to the assessment plan above. 
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II.5 Participants 


Who will participate in implementing your assessment plan including evidence 


collection, data analysis, dissemination of results, and implementation of findings to 


improve student learning? (See Question 4 of the Inventory of Educational Effectiveness 


Indicators.) 


All faculty and instructors participate in the definition of the CLOs, data collection and 


the assessment process. The engineering accreditation database allows for full 


dissemination of the assessment results to all members of the campus community. 


Information from the different assessment processes are discussed on a semester basis, 


and the curriculum is re-evaluated to better serve the PLOs. 


II.6 Minor 


If your program involves a minor that is a reduced version of the major, please describe 


the learning achievements expected of the minor and how the program will assess this 


learning. 


There are no ME minors. 


 


Section III : ALIGNMENT OF INSTITUTIONAL AND 


PROGRAM GOALS/OUTCOMES – 


III.1 Program and Institutional Goals/Outcomes 


In what ways does your program reflect institution-wide goals? For context, please 


consider UC Merced’s Eight Guiding Principles of General Education, and / or UC 
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Merced’s Mission Statement2 that identifies our campus as a “student-centered research 


university.”  


The UC Merced Eight Guiding Principles of General Education are reflected very 


strongly in the 15 PLOs of the Mechanical Engineering program. In fact, the core of the 


Eight Guiding Principles correspond generically to the first 11 PLOs, whereas the 


remaining 4 PLOs express specific learning outcomes that distinguish the Mechanical 


Engineering programmatic content from other majors (see table below). 


 


Guiding  
Principle 


→ 
 


Learning 
Outcome 


↓ 


Scientific 
literacy 


Decision 
making 


Communication Self 
and 


society 


Ethics 
and 


responsibility 


Leader-
ship 
and 


team-
work 


Aesthetic 
under-


standing, 
creativity 


Development 
of 


personal 
potential 


PLO (a) 
X X X   X   


PLO (b) 
X X X      


PLO (c) 
 X  X X X X  


PLO (d) 
X X   X X  X 


PLO (e) 
X X  X  X X X 


PLO (f) 
   X X    


PLO (g) 
  X      


PLO (h) 
   X     


PLO (i) 
     X  X 


PLO (j)    X     


PLO (k) X X      X 


PLO (l) X X       


PLO (m) X   X   X  


PLO (0) X X X X X X X X 
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III.2 Program & School Goals (as applicable) 


How does your program complement your School’s identity and learning goals? 


Mechanical Engineering is one of the core engineering disciplines, and therefore carries 


the responsibility of a substantial component of the identity of any school of engineering. 


Mechanical Engineering also is strongly identified with the core courses normally 


referred as Fundamentals of Engineering (Dynamics, Thermodynamics, Fluid Mechanics, 


Vibration and Control, Heat Transfer, etc.), and therefore the ME program contributes 


heavily to the common part of the engineering curriculum and to the learning goals of the 


school. 


III.3 Program & Course (Student) Learning Outcomes 


How does your curriculum support your Program Learning Outcomes? 


Each class in the ME curriculum was designed to contribute to specific aspects of the 


PLOs, and each year, the content of the curriculum is revised to ensure that the PLOs are 


being met. Through our assessment process, we designed a methodology to quantitatively 


measure the contribution of each class to each PLO. The table below shows the 


percentual distribution of teaching hours in each class for each PLO in the ME program.  
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Mechanical Engineering 


Course 
PLO(a) PLO(b) PLO(c) PLO(d) PLO(e) PLO(f) PLO(g) PLO(h) PLO(i) PLO(j) PLO(k) PLO(l) PLO(m) PLO(n) PLO(o) 


ENGR135 X  X X X    X   X  X  


ENGR57 X   X        X    


ME142 X  X   X X    X  X  2 


ENGR136 X X  X   X      X   


ENGR155                


ME120 X  X  X X X    X X  X X 


ME135 X X  X X  X    X X   X 


ME170 X  X   X X    X    X 


ME190 X X X X X X X    X X    


ENGR130 X X X X X X X X X X X X X X  


ENGR151 X X X X X X X    X X  X  


ENGR57 X    X X        X  
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FAO REPORT:  MERRITT WRITING PROGRAM, WITH GENERAL EDUCATION 
 


APRIL 2009 / APRIL 2010 (all updated text in blue font) 
 
FAO Report 2010 Abstract 
 
This report revision includes updates regarding improvements to our portfolio assessment 
process and refined long-term planning for annual assessment.  This semester, groups of about 
six to eight MWP faculty members have met each month to review sample portfolios for WRI 
10: Reading and Composition and WRI 100: Advanced Composition.   
  
These reviews inform development of our program-wide portfolio rubric; sample student work 
and project details are available at http://writingprogram.ucmerced.edu/node/30.  With our rubric 
established, our calibration for rating High-Middle-Low portfolios has improved significantly 
from 40% in October 2009 to 90% in April 2010.  The context for those reviews have shifted 
significantly from fall to spring, from asynchronous readings to in-person reading sessions 
guided by a rubric.  Ongoing projects include developing a portfolio assignment guideline and a 
portfolio evidence matrix reflective of our program learning outcomes.  Core 1: The World at 
Home faculty members continue to meet on a routine basis to discuss curriculum and the 
cumulative essay for that course.  Having reviewed student sample work, faculty adjusted the 
curriculum to be cumulative in earlier low-stakes assignments, scaffolding the learning process 
throughout the course.  This report also includes an update about our efforts to streamline 
formative assessment, with a successful transition to online course evaluations and the 
beginnings of hybrid course design.         
 
 
SECTION I:  Program description 
 
The Center for Studies in Higher Education’s report General Education in the Twenty-First 
Century: A Report of the University of California Commission on General Education (2007) 
cautions campuses against creating an unwieldy list of unassociated general education courses. It 
advocates, instead, a thematic or interdisciplinary bundle of courses. Ideally these courses 
cultivate critical thinking skills, focus on contemporary social issues, and foster advanced 
literacy, particularly in areas like quantitative reasoning and writing (20). UC Merced’s Writing 
Program’s Core 1 and Core 100 equivalent courses routinely attend to these recommendations.    
 
The Writing Program’s involvement in General Education at UC Merced is particularly 
appropriate in light of the extensive overlap between the Program’s stated outcomes and the 
eight guiding principles of general education at UC Merced. For instance, seven of UCM’s Eight 
Guiding Principles of General Education2 align well with the Writing Program’s five Learning 
Outcomes,3 leaving just scientific literacy in general education as a potential mismatch with WP 


                                                 
2 General Education Guiding Principles include scientific literacy, decision making, communication, ethics and responsibility, 
leadership and teamwork, aesthetic understanding, development of personal potential, and an understanding of self and society.    
3 The Writing Program’s Learning Outcomes  include the expectations that students analyze and apply academic and professional 
communication, engage with the processes of reading and writing, collaborate successfully in an academic community, apply 
ethical standards to academic research and public discourse, and craft language that reveals aesthetic awareness 
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courses. Yet specific courses for writing in the disciplines (WRI 101, 116, 117, 118, and 119) 
include scientific literacy as a specialized learning outcome, providing a foundation for the 
Writing Program to fulfill all eight principles of general education.   
 
Since 2008, the Merritt Writing Program’s responsibility for Core 100 equivalent courses has 
been a temporary arrangement endorsed by Divisional Council (DIVCO) that is scheduled to 
expire in May 2010. The MWP will likely continue staffing additional sections of upper-division 
writing courses to serve as Core 100 alternatives on a temporary, transitional basis; however, our 
focus needs to shift towards aligning and building our writing minor degree. To this end, we 
have reinstated our writing minor prerequisites to offer WRI 100 as a gateway course, thus 
providing much needed coherence for the existing creative writing and professional writing 
tracks.  Readers will note that updates related to Core 100 equivalent courses have this focus on 
strengthening our writing minor curriculum. We will continue to align our curriculum to general 
education outcomes, though these will be framed as institutional learning principles (same 
outcome, higher level of alignment). 
 
As a related matter, Core 1 is a course that we staff, but over which we do not have direct 
authority.  Core 1 is housed in College One and should be a university-wide curricular 
investment among all faculty members.  For practical and institutional reasons, our program 
learning outcome reports for the Core curriculum are now written separately.  Our updates are 
represented in this merged report, pending transfer of FAO reporting responsibilities to College 
One in the near future.    
 
This curricular relationship between the Writing Program and the university in general is 
manifested in Core 1, our freshman general education course. Through lecture and discussion, 
Core 1 is an interdisciplinary, integrated course that introduces students to UC Merced’s faculty, 
our research, and the academic fields in which we work. It explores ways in which experts from 
what have been called “the two cultures” (humanist and scientist) view the world and analyze 
information by putting them in dialogue and amalgamating insights gained from different—even 
seemingly disparate—approaches. The Writing Program helps tie such material together by 
teaching writing intensive Core 1 discussion sections, which are designed to facilitate more 
intimate learning communities so as to process and advance ideas introduced in lectures. Among 
the questions pursued in Core 1 discussion sections are:  What is a university, and what role do 
we have in shaping it? What counts as knowledge? How is knowledge produced and assembled? 
In what ways do academic disciplines intersect? In what ways do they differ? The answers to 
such questions provide the basis for holistic, interactive inquiry that puts students at the forefront 
of current scholarly debates. 
 
Whereas Core 1 satisfies lower division general education requirements, the Writing Program’s 
writing in the disciplines offerings meet the university’s upper division general education 
requirement (also referred to as Core 100) by facilitating application of interdisciplinary 
perspectives initially explored in Core 1. Though our primary focus is on language studies, our 
curriculum also reflects academic fields and professions specific to our campus, including 
management, social sciences, natural sciences and engineering. The upper-division courses we 
offer in these areas potentially serve not only our writing minor but also general education as a 
Core 100 equivalent.  
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In many respects similar to the general education curriculum, the Minor in Writing is designed to 
enhance students’ understanding of the theoretical, interdisciplinary and professional aspects of 
writing, helping them develop the vocabulary, syntax, style and voice appropriate to the practice 
of composition in diverse fields. By using the writing process to strengthen their ideas, students 
develop strategies for participating in research, policy-making, professional advancement, and 
creative expression.  Also consistent with many of the principles of general education, the 
writing minor fosters respect for language, for the contributions of peers, and for the value of 
effective communication.  
 
Key to the writing minor are courses in Writing Across the Curriculum / Writing in the 
Disciplines (WAC/WID), including WRI 101 (Writing for Psychology), WRI 116 (Writing for 
the Natural Sciences), WRI 117 (Writing for Social Sciences and Humanities), WRI 118 
(Business Communication), and WRI 119 (Writing for Engineering). As previously noted, each 
of these courses satisfies all eight guiding principles of general education at UC Merced, 
including intensive attention to scientific/information literacy (both qualitative and quantitative) 
and recursive practice to refine writing as a professional craft and as an intellectual tool. 
 
Given that our Core 1 / 100 courses map onto dual sets of learning outcomes (GE and WP), our 
assessment plan includes associated outcomes for annual review.  The following chart 
summarizes our focus on assessing general education outcomes, which currently function as our 
institution-wide learning principles.  While we will be providing a transition towards Core 100 
course offerings beyond the MWP, the more current emphasis with this curriculum map is on 
institutional learning principles (same outcomes, higher level of alignment). 
 
 
PLO 
 


 
Scientific 
Literacy 


 
Decision-
making 


 
 
Communication


 
Self & 
Society 


 
Ethics 


 
Teamwork 


 
Aesthetics 


 
Personal 
Potential 


1  X X   X  X 
2 X X X    X  
3   X X  X   
4  X X X X    
5   X X   X  
 
Appendix: Writing Program PLOs 


(1) Demonstrate engagement with the iterative processes of reading, writing and speaking 
(2) Analyze and apply the basic written styles, structures, and standards of academic and professional 


communication 
(3) Collaborate successfully as members of an academic discourse community 
(4) Apply ethical standards to the practice of academic research and public discourse 
(5) Craft language that reveals aesthetic awareness 


 
 
 
 
 
 







FAO Report:  Writing Program, with General Education 
 
  


5


SECTION II:  Assessment Plan – Writing Program, with General Education 
 
(A) Timeline and Goals 
 
(1) Overview of the Writing Program’s Syllabus Alignment Project 
 
During the fall 2008 semester, all forty-five members of the Writing Program served on a 
“committee of the whole” for Curriculum. In this capacity, faculty were collectively responsible 
for contributing towards the syllabus alignment process. During this time, the Writing Program 
had hired fourteen new faculty, so this committee process served as a way of including new 
faculty into our program and introducing them to our teaching practices. During September 
2008, Creative Writing and Professional Writing faculty met separately to establish student 
learning outcomes for each track, and then during October met as a full committee to refine and 
align outcomes foundational to the Writing Minor. With these course outcomes established, all 
syllabi now reflect these shared expectations. Course evaluations were also modified to evaluate 
these outcomes (for an example of how these drafts evolved, see Appendix Item A with 
developments highlighted in red font).   
 
During October and November, other faculty met on a bi-weekly basis to discuss and review 
outcomes for WRI 1: Academic Writing and WRI 10: Reading and Composition. Student 
learning outcomes had been established for these courses during AY 2005 as a syllabus template, 
so these meetings were opportunities to revisit these outcomes based on what we have learned 
about our students since then based on program-wide diagnostics (e.g., student responses on 
mid-term and final-courses evaluations, pre- and post timed essays, calibration sessions for 
grading), portfolio reviews, and shared experiences teaching WRI 1. These syllabus templates 
were updated with refined weekly objectives and outcomes, and a chart was developed to map 
the course outcomes to aligned assignments.     
 
By December 2008, all WP syllabi templates and individual course syllabi included course 
outcomes. This became the basis for considering Program Learning Outcomes, which were 
drafted by a committee representing key faculty from these sub-committees (Creative Writing, 
Professional Writing, WRI 1, WRI 10). During our December WP meeting, this draft was 
circulated for discussion with a vote between two optional phrasings for each category of 
outcome. The final draft of PLOs was circulated to faculty to add to syllabi and posted on our 
program website <writingprogram.ucmerced.edu>. Listed in order of annual review, the Writing 
Program PLOs are expectations that students will, upon completion of the Minor Program: 
 


(1) Demonstrate engagement with the iterative processes of reading, writing and speaking 
(2) Analyze and apply the basic written styles, structures, and standards of academic and 


professional communication 
(3) Collaborate successfully as members of an academic discourse community 
(4) Apply ethical standards to the practice of academic research and public discourse 
(5) Craft language that reveals aesthetic awareness 


 
Our main expectation is that by promoting faculty discussions focused on examining skill 
development, we will gain a stronger understanding of how to develop more tailored and 
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responsive curriculum. All who teach these GE courses will be involved in the assessment of 
student learning outcomes, via respective Curriculum Committees, which involve a majority of 
our faculty. 
 
During October 2009, The Merritt Writing Program’s (MWP) assessed its first program learning 
outcome (“students will be able to demonstrate thorough engagement with the iterative processes 
of reading, writing, and speaking”) by ranking High-Middle-Low portfolios.  Our goal was to 
develop a portfolio rubric to define and communicate elements of an iterative writing process. 
Based on the narrative feedback from reviewing of electronic portfolio samples during October 
2009, a preliminary portfolio rubric was drafted.  To assess students’ understanding of our 
program learning outcome, we added outcomes-focused questions to our mid- and final-course 
evaluations.  To gain a longitudinal perspective, we also initiated a senior survey and group 
interview process focused on program learning outcomes.  Portfolio evaluation and rubric 
development have increased during the spring semester, as we have re-dedicated our routine 
program assessment service expectations this semester (4 hours) to read portfolios rather than 
diagnostics.  This expectation of 4 hours per semester of program assessment service does not 
include committee service; we do have assessment and curriculum standing committees, too.  
Since faculty calibration was an issue in our pilot, we have reduced what is asynchronous in the 
evaluation process and added shared criteria to the review process, via an evolving rubric draft.  
 
Each month in spring 2010, groups of about six to eight faculty members have met to review 
student sample portfolios and revise our program-based rubric guidelines.  An outline of those 
meetings and resulting materials can be found at http://writingprogram.ucmerced.edu/node/30. 
This website page includes faculty resources.  Similar faculty development support efforts to 
include a portfolio assignment sheet workshop, offered by Anne Zanzucchi, and a portfolio 
technology workshop, offered by Michael Truong, on April 6 from 1-3pm.  Our overall goal of 
achieving higher levels of agreement about how to rank sample portfolios has been achieved; in 
April 2010 MWP faculty members agreed on ranking at a rate of 91%.  Sample meeting minutes 
summarizing results and action items are listed as Appendix J.  Ongoing developments will 
include a portfolio assignment guideline and an evidence matrix aligned with our program 
learning outcomes. 
 
(2) Core 1 Syllabus Alignment Project 
 
Against this backdrop of developing program outcomes with respect to courses that students take 
while also taking Core 1, we developed objectives and outcomes for its curriculum. Despite the 
course’s wide curricular reach, it enjoys a reflexive structure on which to hang its respective 
parts. That structure is derived from the eight guiding principles of general education at UC 
Merced, and is expressed in the following modules that organize the course: 


Module 1 – Origins of the Universe 
Module 2 – Origins of Life 
Module 3 – Origins of Societies and Cultures 
Module 4 – Language and Communication 
Module 5 – Individuals and Societies 
Module 6 – Conflict 
Module 7 – The Future 
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During November 2008 in four meetings, faculty derived objectives and outcomes for each of 
the above modules (see Appendix Item G), and from those, as a larger group, developed eight 
course learning outcomes (which essentially define the eight guiding principles more specifically 
to Core 1 itself). Listed in order of review, these outcomes include the expectations that Core 1 
students: 
 
(1) Communication, Self and Society:  (a) Critique diverse perspectives from scientific, 
historical, artistic, and personal standpoints; (b) Craft written arguments that draw connections 
between the arts and sciences 
(2) Scientific Literacy:  (a) Manage and assess information by refining study skills and 
cultivating scholarly habits; (b) Apply appropriate qualitative and quantitative methods in 
analyzing information 
(3) Decision Making, Ethics and Responsibility:  (a) Demonstrate scholarly processes 
characteristic of creative/critical problem-solving; (b) Appreciate ethical considerations and 
decision-making in local and global contexts 
(4) Leadership and Teamwork:  Collaborate in sharing expertise, making connections, and 
assembling knowledge 
(5) Development of Personal Potential; Aesthetic Understanding and Creativity:  Elaborate 
an enhanced sense of educational purpose in a broader intellectual context 
 
These updated Core 1 outcomes will be posted on UC Merced’s College One website, 
<https://collegeone.ucmerced.edu/>, and occur prominently on the Core 1 syllabus. 
 
We plan to investigate each of the PLOs outlined below over the course of five years, one PLO 
per year as embodied in holistic student achievement/work (portfolios, pre- and post-test essays, 
and coordinated assignments). Simultaneously, in regular faculty meetings we will assess each 
of the PLOs in discussion of representative student work to calibrate grading for common 
assignments. 
 
 
(3) Core 100 (Equivalent) Syllabus Alignment Project 
 
Throughout AY 2008-2009, Core 100 equivalent writing instructors met on a monthly basis to 
design shared curricula and discuss related student learning outcomes. All Core 100 equivalent 
syllabi address the eight guiding principles for general education (see WRI 117 syllabus sample, 
Appendix Item H).  During Spring 2009, WRI 116: Writing in the Natural Sciences and WRI 
119: Writing in Engineering faculty created a mid-semester aligned workshop project based on a 
2-3 page Watson & Crick article. The aim was to assess scientific literacy, specifically in reading 
practices and rhetorical analysis skills. Faculty met during April 2009 to discuss criteria for 
scientific literacy, based on the resulting student work from this Watson & Crick workshop.  
This rubric project will be the basis for ongoing assessment of other Core 100-specific WP 
courses (See Appendix Item B).   
 
Our goals in assessing upper-division GE-related WP courses could be very generally 
summarized as providing faculty development and improving student learning in discipline-
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specific upper-division writing courses. For faculty development, this assessment plan provides 
opportunities to establish shared expectations, criteria and standards, all of which are 
communicated to students through various means outlined more specifically in our assessment 
plan. 
 
 
(4) Writing Minor Curriculum Alignment 
 
Professional Writing Track: During fall 2009 to spring 2010, Professional Writing track faculty 
members have met on a monthly basis to strengthen outcome alignment among courses.  As a 
result of these meetings, we have reviewed and revised syllabus templates, course descriptions, 
and course learning outcomes.  For a sample meeting agenda summarizing our revision process, 
see Appendix Item K.  We will review student work relative to PLO#2 (professional 
communication styles and structures) beginning in fall 2010.   
 
Creative Writing Track: This faculty group meets on a monthly basis, primarily to plan outreach 
and co-curricular activities.  A sub-group did convene during December 2009 to develop rubric 
guidelines for evaluating creative work; the resulting rubric is listed as Appendix Item L. 
 
 
(5) Online Initiatives 
 
Hybrid Courses: Beginning in summer 2010, the MWP will offer a hybrid version of our Writing 
across the Disciplines (WRI 100-119) courses, with 3 units face to face and 1 unit online. This 
unit distribution may transition to a more conventional definition of hybrid with 2 units face to 
face and 2 units online; however, we are assessing the hybrid design to explore related issues 
like faculty workload, student persistence, and online communication tools. In fall 2010, 
approximately one-third of our upper-division courses will be offered in this 3/1 hybrid format, 
with subsequent review of its benefits and impact.  
 
The MWP faculty confirmed a new standing sub-committee of Curriculum, “Online Initiatives” 
with the following charge:  
 


To promote and support effective online initiatives, and to implement appropriate 
assessment of those initiatives, this subcommittee will review and advise on related 
policies and procedures.  These might include selection of templates for online course 
syllabi, recommendations for training new online instructors, and juried review of web-
based textbooks, writing tools and course-evaluation software.  Responsibilities will also 
include developing or reviewing guidelines that promote effective instructional practices 
consistent with university policies, accreditation expectations and the Merritt Writing 
Program's mission. 
 


This committee (co-chaired by Truong and Zanzucchi) convened at the end of March 2010 to 
determine priorities, which currently include reviewing hybrid syllabus templates for shared 
policies and discussing a current draft of a student self-assessment for online course enrollment.  
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We also keep in regular contact with local institutions that have implemented online courses, 
including UC Irvine’s Writing Program and CSU Stanislaus’ Learning Services. 
 
We have begun to engage our faculty in professional development support related to adapting 
curriculum to online formats and tools. The MWP has purchased a web-based seminar hosted by 
Scott Warnock, author of Teaching Writing Online: How and Why (NCTE 2009), which includes 
a resulting DVD copy for ongoing reference. If this session and DVD recording are useful, we 
plan to continue participation in upcoming seminars on similar topics scheduled for September 
and October 2010. 
 
 
Online Course Evaluation Process: In fall 2009, we piloted online course evaluations using 
SNAP, finding that in-person, online survey distribution to be the most reliable method for 
meaningful feedback.  In spring 2010, all faculty members have distributed mid-course 
evaluations via CROPS, with a 45% response rate. Our goal is to have a return rate similar to 
paper surveys (80%), so all instructors will be offering the final course evaluation in class and 
online for 20 minutes.  Our transition to online course evaluations provides faculty with nearly 
instant formative feedback about curriculum, instruction, and learning outcomes. This online 
format and structure will also enhance our ability to evaluate program-level survey data.  For our 
revised format for course evaluations, please see Appendix Item M. 
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(B, C, D, E) Outline of Program Learning Outcomes, including Evidence, Process and 
Participants 
 
* Please note that a synopsis of the Core 1 and 100 assessment plan is provided in chart form on 
page 15. 
 
 
For Core 1 
 
(1) AY 2009-2010 
 


Core 1 PLO:  Critique diverse perspectives from scientific, historical, artistic, and personal 
standpoints  
 
Core 1 PLO: Craft written arguments that draw connections between the arts and sciences 
 
[Corresponding GE outcomes:  Communication -- To convey information to, communicate 
with, and interact effectively with multiple audiences, using advanced skills in written and 
other forms of communication; Self and Society -- To understand and value diverse 
perspectives in both the global and community contexts of modern society in order to work 
knowledgeably and effectively in an ethically and culturally rich setting] 


 
(A. PLO Overview and Assessment Process): During the Summer/Fall of 2009, the Core 1 


curriculum committee will meet to review High-Middle-Low samples of Spring 2009 
cumulative essays, the capstone assignment for the course which asks students to explore 
their experience of the course by identifying and elaborating connections among six 
course foci (see Appendix Item C). Since this sample of student work is cumulative in 
nature, faculty will discuss the differences within a range of samples to refine criteria for 
assessing information literacy, presentation, and analysis, in particular the extent to 
which students are able to identify, incorporate, and evaluate uses of evidence to 
corroborate scientific, historical, artistic, and personal critiques of course material. We 
have replicated this assessment process in Fall 2009 and Spring 2010, to promote 
discussion of the Cumulative Essay and its goals, and to practice grade norming of 
sample essays. 


(B. Evidence and Results): The resulting data from this multi-perspectival exercise should 
also reveal the extent to which students can draw connections between the arts and 
sciences. This review will help us develop a shared rubric for assessing such student 
work. Cumulative essays in fall 2009 will include a standard self-assessment form paired 
with the assignment, which will be included in the review of samples. This will help us 
refine our current grading rubric, which we include in all syllabi (see Appendix Item F). 
With greater consensus on standards and criteria, faculty will be better able to 
communicate to students the benchmarks for success. Through workshop activities at the 
beginning of a semester students will be encouraged to apply this rubric to sample 
projects, gaining familiarity with evaluation standards. In Spring 2010 we have also 
emphasized a cumulative approach to all course material, beginning as early as the third 
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week of class, in reflection writing and class discussion, to promote students’ immediate 
and regular practice of making connections among course subjects. 


  
(2) AY 2010-2011 


Core 1 PLO:  Manage and assess information by refining study skills and cultivating 
scholarly habits 
Core 1 PLO: Apply appropriate qualitative and quantitative methods in analyzing 
information 
 
[Corresponding GE outcome:  Scientific Literacy -- To have a functional understanding of 
scientific, technological and quantitative information, and to know both how to interpret 
scientific information and effectively apply quantitative tools] 


 
(A. PLO Overview and Assessment Process): During Summer/Fall 2010, the Core 1 


curriculum committee plans to evaluate a range-finder and random samples for an 
assignment such as Core 1 Quantitative Assignment #1 (for assignment sheet, see 
Appendix Item D) to assess quantitative aspects of study skills, information management, 
and scientific literacy. Based on our success in articulating and centralizing assignment 
expectations in the Cumulative Essay rubric, we will also develop a rhetorically informed 
rubric for quantitative assignments (which also rely on explanatory skills, but with 
respect to research methodology and statistical reporting). 


(B. Evidence and Results): Assessment of sample quantitative assignments will allow us to 
better coordinate the teaching of qualitative and quantitative reasoning, in particular with 
respect to the philosophy of science and the logic of classification. We anticipate that 
instructors will gain (and thus be better able to communicate with students) a holistic 
perspective of quantitative literacy. Through increased faculty attention to quantitative 
literacy criteria, students will work with clearer expectations as to how to effectively 
apply narrative to calculations. Learning outcome results will be paired or triangulated 
with course evaluation feedback, which include specific questions about students’ 
perceived skill levels in quantitative reasoning and scientific literacy. As has been the 
resulting practice with preparing students for the Cumulative Essay, we will circulate the 
quantitative assignment rubric to students early in each semester, and will conduct 
regular discussion and norming of sample student work. 


 
(3) AY 2011-2012 


Core 1 PLO:  Demonstrate scholarly processes characteristic of creative/critical problem-
solving   
Core 1 PLO:  Appreciate ethical considerations and decision-making in local and global 
contexts 
 
[Corresponding GE outcomes:  Decision-Making -- To appreciate the various and diverse 
factors bearing on decisions and the know-how to assemble, evaluate, interpret and use 
information effectively for critical analysis and problem-solving; Ethics and Responsibility --  
To follow ethical practices in their professions and communities, and care for future 
generations through sustainable living and environmental and societal responsibility] 
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(A. PLO Overview and Assessment Process): During Summer/Fall 2011, the Core 1 
curriculum committee plans to evaluate a range-finder and random samples for an 
assignment such as Core 1 Quantitative Assignment #3 (for assignment sheet, see 
Appendix Item E) to assess problem-solving skills associated with information 
management and ethical decision-making. 


(B. Evidence and Results): This specific assignment merges statistical analysis with ethical 
considerations. Evaluating these samples of quantitative and narrative explanations will 
allow us to better understand students’ ability to synthesize a social perspective with 
quantitative information. Potential outcomes of this assessment activity could include 
refinement of the shared assignment itself and/or a course-wide rubric specifying 
standards for this kind of synthesis.  


  
(4) AY 2012-2013 


Core 1 PLO:  Collaborate in sharing expertise, making connections, and assembling 
knowledge 
 
[Corresponding General Education outcome: Leadership and Teamwork -- To work 
effectively in both leadership and team roles, capably making connections and integrating 
their expertise with the expertise of others] 


 
(A. PLO Overview and Assessment Process): During Summer/Fall 2012, the Core 1 WP 


faculty committee plans to evaluate student collaboration in shared assignments requiring 
group interaction. These may include a collaborative assignment yet to be determined, 
and/or group work (such as peer review, class presentations, student questionnaires 
regarding knowledge, or role-playing scenarios with respect to decision making). 


(B. Evidence and Results): Like the Core 100 assessment focus, we aim to gain consensus 
about key learning challenges with group work and develop an effective shared 
assignment. Course evaluation data specific to rating the value of peer review work and 
confidence ratings in group work skills will also be considered. 


 
(5) AY 2013-2014 


Core 1 PLO:  Elaborate an enhanced sense of educational purpose in a broader intellectual 
context 
 
[Corresponding General Education outcomes: Development of Personal Potential -- To be 
responsible for achieving the full promise of their abilities, including psychological and 
physical well-being; Aesthetic Understanding and Creativity -- To appreciate and be 
knowledgeable about human creative expression including literature and the arts] 
 
(A. PLO Overview and Assessment Process): To assess the extent to which Core 1 helps 


students articulate a graduated sense of scholarly identity that can be applied to study in 
other disciplines. 


(B. Evidence and Results):  Likely evidence will include assessment of reflection papers and  
revisiting the cumulative essay (as indicators of integrated learning and application).  
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For Core 100 (Equivalent) Writing Across the Disciplines Courses 
  
(1) AY 2009-2010 


 
WP PLO:  Demonstrate engagement with the iterative processes of reading, writing and 
speaking 


 
GE PLO (Self and Society):  To understand and value diverse perspectives in both the global 
and community contexts of modern society in order to work knowledgeably and effectively 
in an ethically and culturally rich setting 
 
(A. PLO Overview and Assessment Process): During April 2009, all WRI 116 faculty met to 


review High-Middle-Low samples of our Watson & Crick aligned assignment (for 
assignment sheet, see Appendix Item B). From discussing the differences within a range 
of samples, we were able to determine criteria for scientific literacy, in particular the 
extent to which students are able to identify and evaluate uses of evidence (for sample 
rubric, see Appendix Item H). This assessment work creates the foundation for further 
investigation of the scientific literacy GE outcome in Year 2.  Our WP PLO was also 
incorporated into discussion, in particular the ways that students are able to analyze the 
written style and structure of the Watson & Crick sample. To investigate the iterative 
processes of writing, portfolios best feature the drafting process and associated reflection 
process. Core 100 faculty will meet during October 2009 to review High, Middle, Low 
portfolio samples from the previous academic year. Special attention will be paid to 
evidence of a student’s ability to value diverse perspectives and understand cultural 
diversity. In this process, faculty will share examples of successful curriculum to pilot 
across sections. During spring 2010, this portfolio rubric development process 
transitioned into a focus on WRI 10: Reading and Composition and WRI 100: Academic 
Writing sample portfolios. This sample student work reflects our focus on writing minor 
tracks; the process is archived at <http://writingprogram.ucmerced.edu/node/30>. 


(B. Evidence and Results): By building and sharing a rubric with students, we aim to 
familiarize them with our shared criteria and standards. The mid-semester diagnostic 
serves to give faculty perspective on attainment at scientific literacy. As this is formative 
assessment, faculty will have opportunities to employ tailored strategies to improve 
understanding. Similarly, students will have opportunity to apply the rubric to peer work 
to gain a stronger understanding of expectations. Portfolio review will serve as a means 
for grading calibration for faculty, which will be particularly useful as a means for 
introducing new faculty to the standards of these courses. Discussing and archiving 
successful assignments focused cultural understanding will have a similar benefit, 
allowing faculty to pilot new materials.  Student learning outcome results will be paired 
or triangulated with course evaluation feedback, which include specific questions about 
students’ perceived skill levels in quantitative reasoning and scientific literacy. Some of 
this indirect evidence can be formative assessment, as the WP also administers mid-
course evaluations on skill levels. During the first week of April 2010, all MWP faculty 
members received a finalized copy of the program-wide portfolio guidelines to integrate 
into their portfolio curriculum and share with their students for further discussion. 
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(2) AY 2010-2011 
 


WP PLO: Analyze and apply the basic written styles, structures, and standards of academic 
and professional communication 


 
GE PLO (Scientific Literacy): To have a functional understanding of scientific, technological 
and quantitative information, and to know both how to interpret scientific information and 
effectively apply quantitative tools 
 
(A. PLO Overview and Assessment Process): During fall 2010, WRI 100, and WRI 116-119 


faculty will administer a mid-semester scientific literacy diagnostic from among possible 
prompts, with an emphasis on scientific literacy. The scientific literacy rubric developed 
during spring 2009 will be applied and revised (as needed). The broader framework of 
the review will be on the WP PLO with attention to academic style and structure.  Rather 
than continued focus on Core 100 equivalent courses for program learning outcome 
assessment, we will plan to focus on WRI 30: Professional Writing and WRI 130: 
Advanced Topics in Professional Writing to attend to the “professional communication” 
components of PLO#2. Since we also seek to strengthen WRI 100: Advanced 
Composition as a gateway to our minor, we will attend to student work in this course to 
address academic communication styles, structures, and standards. 


(B. Evidence and Results): The Core 100 curriculum committee will evaluate upper-division 
electronic portfolios demonstrating stages of writing, including self-assessment cover 
letter. Special attention will be paid to literature reviews which tend to feature a students’ 
ability to evaluate and interpret representative scholarly articles about a given subject. 
Instructor-specific rubrics for these assignments will be shared and discussed to improve 
alignment of criteria, with the goal of building course-specific rubrics representative of 
shared expectations. Indirect evidence will include the portfolio cover letter, which will 
address perceived skill levels and proficiency within stages of writing. As anticipated 
here, we will continue to focus on portfolio materials as this provides us with the richest 
information about student engagement with this program learning outcome. 


 
(3) AY 2011-2012 


 
WP PLO:  Collaborate successfully as members of an academic discourse community 
 
GE PLO (Leadership and Teamwork):  To work effectively in both leadership and team 
roles, capably making connections and integrating their expertise with the expertise of others  
 
(A. PLO Overview and Assessment Process): As writing classrooms tend to be workshop-


oriented, group work is a fundamental skill in our program. Working in groups is not 
intuitive to many students (or faculty), so our aim is to gain consensus about some basic 
practices and structures that are recommendable across courses. Some examples might be 
assigning roles, including self and group assessment, and providing instructor feedback 
on peer review feedback. 


(B. Evidence and Results): The Core 100 curriculum committee will evaluate peer review  
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workshop materials, group work activities, and collaborative grant proposals (WRI 116, 
WRI 119). Gain consensus about key learning challenges associated with collaboration 
and group work to build an archive of successful assignments and activities to share with 
current and future faculty. By promoting effective and creative approaches to the 
challenge of teaching group work, we will implement a stronger set of aligned activities 
to build teamwork skills. Course evaluation data specific to rating the value of peer 
review work and confidence ratings in group work skills will also be considered. 


 
(4) AY 2012-2013 


 
WP PLO:  Apply ethical standards to the practice of academic research and public discourse 
 
GE PLO (Ethics and Responsibility):  To follow ethical practices in their professions and 
communities, and care for future generations through sustainable living and environmental 
and societal responsibility  
 
(A. PLO Overview and Assessment Process): Our approach to this PLO is to work with 


ethics from an information literacy standpoint. Literature reviews very effectively 
illustrate a student’s ability to summarize and analyze major research around a given 
topic. The extent to which students adhere to principles of academic honesty, like 
accurate citation use, is part of what we will measure as well.  


(B. Evidence and Results): Evaluate literature reviews for uses of scholarly evidence. First 
and final drafts of annotated bibliographies will be reviewed with attention to the 
development of summary and analysis skills. Faculty will collaborate with librarians to 
improve information literacy activities and reference guides.  


 
(5) AY 2013-2014 


 
WP PLO:  Craft language that reveals aesthetic awareness 
 
GE PLO (Aesthetic Understanding and Creativity):  To appreciate and be knowledgeable 
about human creative expression, including literature and arts  
 
(A. PLO Overview and Assessment Process): During fall 2009, WRI 117 course 


development will benefit from a UC Humanities Institute grant, focused on 
implementing a digital media component. Four speakers, who are digital media theorists 
or artists at Research I institutions, will provide workshops to WRI 117 students in the 
rigors of aesthetic understanding. UCM WP faculty will also partner with these visiting 
scholars to publish their findings and classroom innovations in a peer-reviewed 
collection. Hopefully, this grant initiative will provide an ongoing investigation as to 
how to foster and define aesthetic awareness. More grant details are available as 
Appendix Item I. 


(B. Evidence and Results): Review digital media initiative in WRI 117 via electronic 
portfolio evidence. Partner science writing with creative writing faculty to discuss how 
creativity can be assessed and evaluated. Students and faculty will gain a more holistic 
perspective on how creativity and aesthetic understanding can be evaluated. 
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Assessment Plan, Program Learning Outcome Chart 
 


Timeline Program Learning Outcome Evidence Analysis & Results 
 
AY 2009-
2010 
 


(GE: Self & Society) To understand and value 
diverse perspectives in both the global and 
community contexts of modern society in order to 
work knowledgeably and effectively in an ethically 
and culturally rich setting 
(WP) Demonstrate engagement with the iterative 
processes of reading, writing and speaking 
 


Core 1: Cumulative essays 
(H, M, L samples) 
WRI 116: Watson & Crick 
reading assignment (H, M, 
L) 
WRI 100/116-119: mid-
semester scientific literacy 
diagnostic 


Core 1: refine criteria for 
assessing information literacy, 
presentation and analysis, develop 
shared rubric for cumulative 
essay, refine Core 1 grading rubric 
Core 100: develop and apply 
scientific literacy rubric, review 
portfolios with attention to 
understanding societal values 
Writing Minor: develop program-
based portfolio rubric to represent 
the iterative aspects of writing 


 
AY 2010-
2011 
 


(GE: Scientific Literacy): To have a functional 
understanding of scientific, technological and 
quantitative information, and to know both how to 
interpret scientific information and effectively apply 
quantitative tools 
(WP) Analyze and apply the basic written styles, 
structures, and standards of academic and 
professional communication 


 
Core 1: Quantitative 
assignment  
 
Core 100: Electronic 
portfolios w/ attention to 
literature reviews 


Core 1: evaluate a range-finder set 
of sample student work, attention 
to study skills, information 
management and scientific 
literacy  
Core 100: evaluate sample 
portfolios for academic 
communication 
Writing Minor: review WRI 30 
and 130 sample student work as 
professional communication 


 
AY 2011-
2012 
 


(GE: Ethics & Responsibility) To follow ethical 
practices in their professions and communities, and 
care for future generations through sustainable 
living and environmental and societal responsibility  
(GE: Decision-making) To appreciate the various 
and diverse factors bearing on decisions and the 
know-how to assemble, evaluate, interpret and use 
information effectively for critical analysis and 
problem-solving 
(WP) Apply ethical standards to the practice of 
academic research and public discourse 


Core 1: Quantitative 
assignment 
 
Core 100: peer review 
workshop materials, group 
work activities, 
collaborative grant 
proposals 


Core 1: evaluate a range-finder set 
of sample student work, attention 
to problem-solving skills 
 
Core 100: focus on summary / 
analysis skills, collaborate with 
librarians on information literacy 
skills 


 
AY 2012-
2013 
 


(GE: Leadership & Teamwork) To work effectively 
in both leadership and team roles capably making 
connections and integrating their expertise with the 
expertise of others 
(WP) Collaborate successfully as members of an 
academic discourse community 


Core 1: group work, 
collaborative writing 
assignment, peer review 
materials 
Core 100: literature 
reviews, annotated 
bibliographies 


Core 1: develop collaborative 
writing assignment and evaluate 
in terms of group work 
Core 100: gain consensus about 
key learning challenges with 
group work, archive successful 
curricula 


 
AY 2013-
2014 
 


(GE: Aesthetics) To appreciate and be 
knowledgeable about human creative expression, 
including literature and arts 
(WP) Craft language that reveals aesthetic 
awareness 


Core 1: reflection papers, 
cumulative essay 
Core 100: comparable 
essay assignments  


Core 1: discussion of evidence of 
integrated learning and application 
Core 100: discussion of how 
creativity is assessed and 
evaluated, rubric development 
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D. Self-Evaluation 
 
(1) CRTE Rubric for PLO Assessment Report 
 
 Rating Explanation 
Assessable PLO Emerging Rubric is in early stages of development; otherwise the PLO 


itself is measurable; Rubric available for instructional use in 
April 2010; faculty will need to decide on a clearer phrasing 
for “iterative” for this PLO to be understandable to those 
beyond our discipline; rubric indicates benchmarks though 
PLO #1 itself may need a more specific verb than 
“demonstrate.”   


Valid Evidence Developed Varied evidence (direct & indirect) 
Reliable Results Emerging / 


Developed 
Calibration needs improvement; With the fall 2009 program 
rubric development process and in-person review sessions, 
we have achieved about 90% levels of agreement about how 
to rank H-M-L portfolios.   


Results Summary  Developed Clear charts to indicate data trends 
Conclusions & 
Recommendations 


Developed Results have been reviewed carefully and faculty engaged 
with stages of assessment process 


 
(2) WASC Academic Program Learning Outcome Rubric 
 
 Rating Explanation 
Comprehensive List Developed PLOs interface with UCM’s eight guiding principles and 


reflect national disciplinary standards (College Composition 
& Communication, Writing Program Administration) 


Assessable Outcomes Emerging Most of our outcomes indicate how the skills are 
demonstrated; we are in the process of matching skills with 
activities for PLO #1 (See Appendix Item K)  


Alignment Highly 
Developed 


Our curriculum provides opportunities for students to engage 
with these PLOs and is summarized in our curriculum maps.  
We also partner with the library to assess student learning 
and provide co-curricular writing events (grammar 
workshops, undergraduate research journal, professional 
writing series, and creative writing projects) 


Assessment Planning Developed We have a reasonable, multi-year assessment plan.  Further 
resources are necessary for us to fully examine student 
learning via a portfolio system. 


Student Experience Developed Based on course evaluation data and surveys, students report 
an understanding of learning outcomes. 
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(3) Narrative Explanation 
 
PLO Assessment Report Updates:  In the past few months we have progressed considerably in 
achieving reliable and valid results, thanks to a shared rubric and meeting in person.  This high 
level of agreement is characteristic of our evaluation of diagnostic essays and paper portfolios in 
prior years, so this current reading process provided a productive context for effective reviews.  
Although in many respects our validity and reliability might match a “high developed category,” 
it is listed as “developed” at this point to acknowledge a workload limitation in our method.  
Ideally our faculty would read beyond pre-selected samples, with a double-blind method to show 
calibration and rates of student achievement.  Given our resource limitations, we have not been 
able to fund our faculty to do this intensive review process.   
 
We have a strengthened awareness of our program learning outcome, in particular what the 
benchmarks for iterative writing processes are as articulated in our rubric guidelines.  Our PLO 
will need revision.  In particular, “iterative” will need to be defined for a broader audience.  
“Demonstrate engagement” should be more specific to be a measurable skill.  Although our 
understanding of our PLO has strengthened considerably, it will remain “emerging” until the 
PLO itself is revised. 
 
WASC Academic Program Learning Outcome:  Our progression with assessing PLO #1 aligns 
with our long-term goals on an academic program level.  We will continue to strengthen our 
program learning outcome statements to be more measurable.  Our strategy is to link activities to 
the skill, so as to better articulate to students how classroom work connects to broader skills (in 
syllabi, MWP website, course catalogs, classroom instruction, etc.).  In an area like outcome 
alignment, we would consider our efforts highly developed as we have offered many co-
curricular options for students to strengthen their writing skills.  Other strengths include our 
long-term planning, as assessment is a routine practice among all full-time faculty and embedded 
in our committee service expectations.   
 
Resources:  For our assessment process to indicate direct evidence of student needs, we should 
expand this portfolio review process to include random samples.  We would like to be able to 
assess the prevalent issues within a majority of portfolios; however, this is labor-intensive and 
beyond routine service standards.  Our MWP lecturers are all Unit 18 employees, so by contract 
we are required to supplement salary for additional service.  Consistent with WASC 
expectations, this salaried assessment activity would involve instructional faculty in the 
assessment of student learning.  To study WRI 10: Reading and Composition portfolios, we 
would need to involve twelve MWP lecturers to review portfolios for two days, assuming a 
double-read and 30 minutes per portfolio.  With 600 portfolios, we would be able to read about 
200 portfolios – with 33% of the portfolios evaluated, we could derive valid and reliable 
conclusions about areas of student learning needs.   The total cost of this faculty activity would 
be $40004.   
 
 
 


                                                 
4 An instructor's hourly wage for teaching is $21.24, based on a lecturer salary of $43,336 divided by 2040 working 
hours. 
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SECTION III:  Alignment of Institutional and Program Goals/Outcomes 
 
A. Program and Institutional Goals / Outcomes 
 
Our Core 1 and Core 100 curriculum supports our campus-wide mission of a student-centered 
research university, as these courses prepare students to write and communicate in their elective 
and professional fields. Our general education curriculum is writing-intensive, which by 
definition includes a small classroom environment (no more than 20 students) and 5000 words 
(or 20 pages) of final text. A writing-intensive approach to general education supports a students’ 
ability to synthesize knowledge. This is of particular importance in an interdisciplinary context 
here at Merced, as students are asked to connect the “two cultures” within the sciences and arts. 
Students also blend quantitative and traditional literacy, as Core 1 quantitative assignments and 
Core 100 workshop assignments require narrative to explain data. Beyond written assignments, 
Core 100 courses also include oral presentations, in which students gain skills in presenting 
complex ideas to multiple audiences through poster sessions and traditional speeches. In sum, 
our writing-intensive approach to general education promotes a rigorous approach to critical 
thinking and communication. 
 
Additionally, nearly all of these general education courses have a portfolio outcome, which 
provides students will opportunities to reflect on the iterative process of writing and critical 
thinking. Increasingly, these portfolio projects have been developed on our course management 
system, SAKAI, giving students opportunities to share these projects with graduate school 
admission committees and future employers. 
 
The following chart summarizes our focus on assessing general education outcomes, which 
currently function as our institution-wide learning principles.   
 
 
PLO 
 


 
Scientific 
Literacy 


 
Decision-
making 


 
 
Communication


 
Self & 
Society 


 
Ethics 


 
Teamwork 


 
Aesthetics 


 
Personal 
Potential 


 
1 


 X X   X  X 


 
2 


X X X    X  


 
3 


  X X  X   


 
4 


 X X X X    


 
5 


  X X   X  


Appendix: Writing Program PLOs 
(1) Demonstrate engagement with the iterative processes of reading, writing and speaking 
(2) Analyze and apply the basic written styles, structures, and standards of academic and professional 


communication 
(3) Collaborate successfully as members of an academic discourse community 
(4) Apply ethical standards to the practice of academic research and public discourse 
(5) Craft language that reveals aesthetic awareness 
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Part C. How does your curriculum support your Program Learning Outcomes? 
 
Institutional Learning Principles Curriculum Map 
 
The following chart summarizes a student’s mastery of an institutional-level guiding principle 
outcome, upon completing a given course.  Note that I = Introductory and A = Advanced.  Note 
that I = Introduced, P = Practiced, and A = Applied.5  Categories have been revised to show 
greater range within “advanced” category.  To clarify a distinction, “practiced” is as directed by 
an instructor and “applied” is done independently by the student. 
 
 Scientific 


Literacy 
Decision-
making 


Communication Self & 
Society 


Ethics Teamwork Aesthetics Personal 
Potential 


 
Core 1 
 


 
I 


 
I 


 
I 


 
I 


 
I 


 
I 


 
I 


 
I 


 
WRI 100: 
Advanced 
Composition 


 
I 


 
P 


 
P 


 
P 


 
I 


 
I 


 
P 


 
I 


 
WRI 101: 
Psychology 


 
P 


 
A 


 
A 


 
P 


 
P 


 
A 


 
I 


 
P 


 
WRI 116: 
Natural 
Sciences 


 
A 


 
A 


 
A 


 
P 


 
P 


 
A 


 
I 


 
P 


WRI 117: 
Social 
Sciences 


 
P 


 
A 


 
A 


 
P 


 
P 


 
P 


 
P 


 
P 


 
WRI 118: 
Management  
 


 
I 


 
A 


 
A 


 
P 


 
P 


 
P 


 
I 


 
P 


WRI 119: 
Engineering 
 
 


 
A 


 
A 


 
A 


 
P 


 
P 


 
A 


 
I 


 
P 


 
 
 
 
Program Learning Outcome Curriculum Map 
 
The following chart summarizes a student’s mastery of a program learning outcome, upon 
completing a given course.  Note that I = Introduced, P = Practiced, and A = Applied.  To clarify 
a distinction, “practiced” is as directed by an instructor and “applied” is done independently by 
the student. 


                                                 
5 We have adapted the curriculum map levels from Mary Allen’s Assessing Academic Programs in Higher 
Education (Jossey-Bass, 2003) 
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 PLO #1: 


Iterative 
Process 


PLO #2:  
Style & 
structure 


 PLO #3: 
Collaboration 


PLO #4: 
Ethical 
standards 


PLO #5: 
Aesthetic 
awareness 


Core 1 I I I I I 


WRI 1: Academic Writing  
I 


 
I 


 
I 


 
I 


 
I 


WRI 10: Reading & 
Composition 


 
P 


 
I 


 
I 


 
P 


 
I 


WRI 25: Creative Writing  
I 


 
P 


 
I 


 
I 


 
P 


WRI 30:  
Professional Writing 


 
I 


 
P 


 
I 


 
P 


 
I 


WRI 100: Advanced 
Composition 


 
P 


 
P 


 
P 


 
P 


 
I 


WRI 101: Psychology P 
 


A 
 


A 
 


P 
 


I 
 


WRI 105: Grammar & Style  
P 


 
A 


 
P 


 
P 


 
P 


WRI 116: Natural Sciences  
P 


 
A 


 
A 


 
A 


 
I 


WRI 117: Social Sciences  
P 


 
P 


 
A 


 
P 


 
I 


WRI 118: Management   
P 


 
A 


 
A 


 
P 


 
I 


WRI 119: Engineering  
P 


 
A 


 
A 


 
A 


 
I 


WRI 125: Special Topics CW  
P 


 
A 


 
P 


 
I 


 
A 


WRI 130: Special Topics PW  
P 


 
A 


 
P 


 
A 


 
I 


WRI 131: 
Journal Production 


 
P 


 
P 


 
P 


 
I 


 
I 


WRI 150: Seminar in CW  
A 


 
A 


 
A 


 
P 


 
A 


 
 
 
 
APPENDIX ITEM A  
 


 WRI 30: Introduction to Professional Writing 
 Mid-Semester Course Evaluation (Spring 2008) 
 Instructions: Please take about 15 minutes to respond to this evaluation.  Your comments are considered essential to the development 
and improvement of this course.  Writing Program course evaluations are intended to improve student experiences in our courses, 
regardless of the instructor of record. Q1 Self-Assessment 
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  Not at all Rarely Occasionally Sometimes  Frequently Always 
 I complete the assigned readings and homework on 


schedule. 
 q  q  q  q   q  q 


 I participate actively in class discussions and 
activities. 


 q  q  q  q   q  q 


 I have made use of the instructor’s office hours to 
get assistance with my writing. 


 q  q  q  q   q  q 


Q2 Overall Satisfaction 
  Unsatisfact


ory 
Very low Low Moderate  High Very high 


 How interested were you in taking this course at 
the beginning of the semester? 


 q  q  q  q   q  q 


 Now that you are mid-way through the course, 
how would you rate your level of improvement as 
a writer? 


 q  q  q  q   q  q 


  Please describe your progression as a 
writer: 


_____________________________________________


Q3 This course is designed to help me improve as a writer 
  Not at all .............................................................................................................................................................  q 
  Strongly disagree ................................................................................................................................................  q 
  Disagree..............................................................................................................................................................  q 
  Uncertain ............................................................................................................................................................  q 
  Agree...................................................................................................................................................................  q 
  Strongly agree.....................................................................................................................................................  q 
  Please describe: _____________________________________________
Q4 This course has provided information and support in developing the following skills: 


 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Analyzing readings  q  q  q  q   q  q 
 Thinking creatively  q  q  q  q   q  q 
 Developing a topic  q  q  q  q   q  q 
 Understanding disciplinary conventions  q  q  q  q   q  q 
 Composing an argument  q  q  q  q   q  q 
 Crafting an essay (writing process)   q  q  q  q   q  q 
 Writing in my profession (strategies)  q  q  q  q   q  q 
 Integrating evidence  q  q  q  q   q  q 
Q5 The following activities have been useful to me: 
  Strongly 


disagree 
Disagree Uncertain  Agree Strongly agree


 Peer review  q  q  q   q  q 
 Assessing my own writing  q  q  q   q  q 
 Class discussions  q  q  q   q  q 
 Feedback from instructor   q  q  q   q  q 
 Formal paper drafting  q  q  q   q  q 
 In-class activities  q  q  q   q  q 
  


WRI 30: Introduction to Professional Writing, Final Course Evaluation (Fall 2008) 
 Instructions: Please take about 15 minutes to respond to this evaluation.  Your comments are considered essential to the development 
and improvement of this course.   
Q1 Self-Assessment 
  Not at all Rarely Occasionally Sometimes  Frequently Always 
 I complete the assigned readings and homework on 


schedule. 
 q  q  q  q   q  q 


 I participate actively in class discussions and 
activities. 


 q  q  q  q   q  q 


 I have made use of the instructor’s office hours to 
get assistance with my writing. 


 q  q  q  q   q  q 


Q2 Overall Satisfaction 
  Unsatisfact


ory 
Very low Low Moderate  High Very high 


 How interested were you in taking this course at 
the beginning of the semester? 


 q  q  q  q   q  q 


 Now that you have nearly completed the course, 
how would you rate your level of improvement as 
a writer? 


 q  q  q  q   q  q 
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APPENDIX ITEM B 
 
The Embedded Assignment:  
Exploring Scaffolding, Learning Outcomes, and Scientific Literacy  
Authored by Nuno Sena and Paul Gibbons (April 2009) 
 
Issues at Hand   
Although there is no true consensus of what constitutes scientific literacy, many authorities in 
the field, whether in the disciplines of Education, Science or Math cite the National Science 
Education Standards (1996). Thus, definitions typically emphasize science and math content 
areas without detailed discussion of scientific literacy in terms of writing, writing in the 
disciplines (WID) or professions.  Exploring the literacy aspect of scientific literacy, that is in 
the context of competencies in writing, reading, speaking, and listening within a 
communication perspective is warranted.   


Scientific Literacy According to the National Science Education Standards  
The passage in the NSES text has been reduced.  


  Please describe your progression as a writer: 
Q3 How clear are instructions for: 
  Not at all Rarely Occasionall


y 
Sometimes  Frequently Always 


 Formal papers  q  q  q  q   q  q 
 In-class activities  q  q  q  q   q  q 
Q4 My instructor discusses writing in ways that help me to improve: 
  Not at all .............................................................................................................................................................  q 
  Strongly disagree ................................................................................................................................................  q 
  Disagree..............................................................................................................................................................  q 
  Uncertain ............................................................................................................................................................  q 
  Agree...................................................................................................................................................................  q 
  Strongly agree.....................................................................................................................................................  q 
  Please explain: 
Q5 My instructor seems: 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Available to answer questions  q  q  q  q   q  q 
 Enthusiastic in teaching writing  q  q  q  q   q  q 
 Organized  q  q  q  q   q  q 
 Knowledgeable about writing  q  q  q  q   q  q 
 Respectful  q  q  q  q   q  q 
 Fair  q  q  q  q   q  q 
Q6 This course has provided information and support in developing the following skills: 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Defining and understanding audience  q  q  q  q   q  q 
 Identifying and developing clear objectives for 


written projects 
 q  q  q  q   q  q 


 Distinguishing between correct usage alternatives  q  q  q  q   q  q 
 Editing according to standard style  q  q  q  q   q  q 
 Assessing peer writing and providing constructive 


feedback 
 q  q  q  q   q  q 


 Demonstrating an ability to evaluate feedback   q  q  q  q   q  q 
 Demonstrating an ability to self-evaluate and 


reflect 
 q  q  q  q   q  q 
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Description: Scientific literacy is the knowledge and understanding of scientific concepts and  
processes required for personal decision making, participation in civic and cultural affairs, and 
economic productivity. It also includes specific types of abilities …  
 
 Scientific literacy means that a person can ask, find, or determine answers to questions derived 
from curiosity about everyday experiences. It means that a person has the ability to describe, explain, and 
predict natural phenomena.   
 Scientific literacy entails being able to read with understanding articles about science in the 
popular press and to engage in social conversation about the validity of the conclusions.   
 Scientific literacy implies that a person can identify scientific issues underlying national and local 
decisions and express positions that are scientifically and technologically informed. A literate citizen 
should be able to evaluate the quality of scientific information on the basis of its source and the methods 
used to generate it.  
 Scientific literacy also implies the capacity to pose and evaluate arguments based on evidence and 
to apply conclusions from such arguments   
 


(p. 22) 
Source http://www.literacynet.org/science/scientificliteracy.html


Embedded Assignment  
The embedded assignment and the practice of scaffolding learning of competencies by chaining 
assignments give us the opportunity to both build scientific literacy of students while 
developing a model to explore learning outcomes both in the short- and long-term.   


The assignment of the short article by Watson and Crick is useful because it is short, 
emphasizing argument while making claims when using evidence sparsely.  An article on DNA 
later published in a chain of works by the same takes up the argument, the proposed model, and 
provides a wealth of evidence to support major claims.  In chaining these two readings, it is 
possible to build on scientific literacy while preparing students for looking at argument, claims, 
evidence, perspectives, and eventually building on critical thinking abilities so that they may do 
reviews of literature or research papers.    
 
The selection of examples is taken from a pool of responses from the Writing 116 classes taught 
by Paul Gibbons. Three levels are represented, high, medium, and low, although there is no 
intention to prescribe a grade on an in-class assignment as this one.  The breakdown of the 
criteria applied in rating the students’ work will be discussed in the WRI 116 meeting. Questions 
four (4) and five (5) are of greatest interest to us because they focus more on critical and 
rhetorical concerns while the other questions are more informational. The prompt and student 
examples are given below. 
 


Example Prompt  


Respond to the following questions that address the article, “A structure for Deoxyribose 
Nucleic Acid.”  
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(1) According to the article, what are the different models for the structure of nucleic acid 
that have been proposed?  
(2) How does the model proposed by Watson and Crick differ?  
(3) With respect to their own model, what shortcomings or limitations do Watson and Crick 
indicate?   
(4) Find and highlight all the language that suggests that the Watson and Crick model should 
be favored and that the other model should not be favored.  Using the language you’ve 
highlighted as quoted evidence, state how Watson and Crick build their argument that their 
model is the correct one and that the others are not.   
(5) Aside from your answer to #4, what other ways have Watson and Crick created favor for 
their model within their article?
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WRI 116: Writing in the Natural Sciences 
Scientific Literacy Rubric 
April 2009 
Authors: Paul Gibbons, Nuno Sena & Anne Zanzucchi 
 
 
 
 


 
Interpretation 


 
Analysis 


 
Technical 
Writing Skills 
w/in Context 
 


 
Scientific 
discourse 


 
Synthesis 6 


 
High 
 


 
correct 
identification of 
main ideas, 
demonstrates rich 
and complete 
understanding of 
original text 


 
all claims are 
supported by 
direct or 
paraphrased 
evidence, able to 
explain the 
significance of 
detail and main 
ideas 
 


 
mixture of 
simple and 
complex 
sentence 
structures, 
virtually error 
free 
punctuation, 
spelling and 
format  


 
strong 
vocabulary with 
deliberate and 
specific word 
choice, reflects 
strong audience-
awareness 


 


 
Middle 
 


 
basic argument is 
identified though 
may not 
distinguish 
significant 
categories or topics 
within argument 


 
includes 
supporting 
evidence or 
paraphrased 
detail though not 
for all claims, 
may generalize, 
generally 
interprets major 
argumentative 
patterns 
 


 
occasional 
usage errors, 
repetitive 
syntax, contains 
several 
common 
punctuation, 
spelling and 
format issues 


 
occasionally 
inconsistent 
diction and tone, 
includes some 
professional 
vocabulary but 
may lack 
precision 


 


 
Low 
 


 
may misunderstand 
basic claims in text 
or attends to 
ancillary details 
rather than main 
guiding ideas 


 
evidence is not 
embedded in 
interpretation, 
lacks full 
perspective on 
implications, 
tends to 
generalize  
 


 
minimal 
sentence 
variety, non-
specific verbs, 
frequent 
grammatical 
errors that 
impede 
meaning 


 
inappropriate 
diction, weak 
command of 
professional 
vocabulary. 
inaccurate uses 
of passive or 
active voice 
 


 


 
 
 


                                                 
6 Watson Crick workshop assignment does not include a synthesis step.  In Fall 2009, WRI 116 instructors will 
evaluate literature reviews to develop synthesis criteria. 
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APPENDIX ITEM C 
 
Core 1:  The World at Home Cumulative Essay Assignment 
 
To guarantee it’s your own work, don’t forget to submit your work to turnitin.com. 
 
The Cumulative Writing Assignment is an integrative “capstone” essay in which you’ll address a 
common theme (or thread) in the course and trace it through examples from across term. The 
cumulative essay should be about 1800 words (roughly 6-8 pages), with at least 2/3 of a 
page devoted to each example/focus. It must examine SIX examples/foci from at least FOUR 
different modules, must be guided by a thesis paragraph that elaborates your theme/thread 
and gives an overview of your essay, and must conclude gracefully (with a well-elaborated 
parting comment).  
 
Specify a thread that you see running through the course. This could reflect a combination of a 
few lectures and readings, or a common idea that appears in each module. (A topic might be, for 
example, “the unintended consequences of innovation,” or the extent to which a series of 
lectures/readings relate to a specific place, time, item, artwork, etc.) Because of the distinct 
challenge of such an assignment—in a sense, your job is to connect human history from its 
origins to its uncertain future—you are encouraged to start looking for and developing threads as 
soon as possible. The following are some suggestions for how you might brainstorm a thread to 
explore in your essay: 
 


 Browse through your reflection papers:  Are there any interesting patterns of thought, 
connections between materials, and/or implicit themes between entries? 


 Check out the Core 1 syllabus and the “Topics Synopses” document on CROPS for brief 
descriptions of the modules and lectures (see Resources Folder). What recurring themes 
do you see? 


 Look over your weekly assignments. Which ideas or assignments interested you the 
most? Is there a way to expand a smaller project into a larger one? Do any of the projects 
fit together in some way? 


 
Note:  As long as it is germane to your theme, you may draw upon (and/or integrate material 
from) your previous writings in CoreOne. 
 
Support your thesis/theme with specific discussions of documented examples. Avoid 
making blanket statements; use the body of the essay to elaborate particular foci in 
depth—using quotes, data, and concepts that are fluidly explained. 
 
Please come to class with drafts of your cumulative essay to workshop in late April and 
early May. 
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APPENDIX ITEM D 
 
Core 1:  The World at Home  Quantitative Assignment 1 


 
[Note:  In addition to performing these calculations correctly, you’ll be graded on how well 
you present and explain the processes you perform, step-by-step, in terms of their 
respective purposes.] 
 
Quantitative assignment 1a: 
 
The newly demoted dwarf planet Pluto has 3 moons: Charon, Nix and Hydra. Using Newton’s 
laws one can derive the mass of Pluto from observations of the orbit of one these moons. 
 
Assuming a circular orbit, Newton’s law of gravitation (F = GMm/r2) and  Newton’s second law 
of motion (F = ma = mv2/r) can be used to calculate the mass (M) of a massive object if the 
velocity (v) at a radius (r) is known for another, much lighter body that is in orbit.  By combining 
the two laws stated above, we obtain the formula  
 
    M = v2 r / G 
 
The velocity (v) along a circular orbit is determined by the circumference (2r) divided by the 
time it takes to complete one full circle (the period, P), i.e. v = 2r / P . Using this expression for 
v, one can rewrite the above formula for the mass M as   
 
    M = (42 r3) / (G P2) 
 
which is also known as  Kepler’s Third Law (for circular planetary motions). 
 
Use this law to calculate the mass of Pluto from the orbit of its moon Hydra with r = 64,780 km 
and P = 38.2 days, and knowing that the Gravitational constant G = 6.673 × 10-11 m3 kg-1 s-2. 
 
Express the answer in units of Earth Mass MEarth, knowing that MEarth =  5.980 × 1024 kg. 
  
(Hint: first express r and P in standard units:  meters and seconds.) 
 


Note:  This is for a circular orbit; for more accurate estimates one must use the observed 
elliptical orbit (see http://en.wikipedia.org/wiki/Kepler%27s_Law#Kepler.27s_third_law). 
 
-------------------------------------------------------------------------------------------------------------------- 
Quantitative assignment 1b:  In a brief essay of 250 words, examine the significance of this 
calculation with respect to the current debate over Pluto’s planetary status. Cite details and 
arguments from course readings to support your points. 
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APPENDIX ITEM E 
 
Core 1: The World at Home Quantitative Assignment #3 & Skills Assignment #3 
 
Minimum length = 600 words  Due Date:  Week of 4/13 
 
To guarantee it’s your own work, don’t forget to submit your work to turnitin.com. 
 
It was another lovely autumn day in Livermore, CA, with clouds scudding through a hazy blue 
sky, dogs barking at the mail carriers, and sunlight glinting off the glass and stucco surfaces of 
the Department of Homeland Security’s new bio-defense facility. Unfortunately for America, 
however, none of the security officers on duty that day bothered to stop and search the black 
sedan as it glided past their checkpoints, and not until several days later did a research team 
report that several vials of the deadly Influenza virus strain of subtype H5N1, also known as 
Avian Flu, had in fact disappeared from their laboratory. Though H5N1, in some strain or other, 
periodically appears in North America, having been unintentionally carried here by people or 
poultry, the variety that was stolen in this case was being studied in the event of terroristic 
deployment—which, in fact, may be about to occur in this instance. 
 
Intelligence services report that an extranational group has obtained the virus and is plotting to 
release it in order to infect as many Americans as possible. Where it will be released remains 
unknown, but intelligence agencies generally agree that the group plans to begin its attack within 
days. It is also recognized that once an outbreak of H5N1 appears in one area, it will have 
already moved on, owing to the virus’s wide-ranging incubation period from 2 to 28 days and the 
easy availability of car and air travel. 
 
As a prominent researcher who also serves as the head of a presidential commission on infectious 
diseases, you must recommend a policy for distributing the available supplies of H5N1 vaccine 
to the American people. In addition to the news of the virus theft and the plot detailed above, you 
have recently heard more bad news from scientists on your team:  the herd immunity level for the 
U.S. population in this situation is 83.6% (see course readings for more about herd immunity). 
Companies capable of manufacturing the H5N1 vaccine have dedicated themselves to producing 
as much as possible, but the best-case scenario only has them producing enough vaccine to 
immunize 71% of Americans against the virus. Also worth noting:  There is no natural immunity 
to H5N1, and, in the catastrophic outbreak in 1918 of the related strain H1N1, or Spanish Flu, the 
virus killed many otherwise healthy people, and not just the very young or very old. Moreover, 
this present strain of Avian Flu is particularly virulent:  it has mutated, and is capable of being 
transmitted from one human to another. 
 
The White House has asked for a proposal of not less than 600 words (including medical, 
geographical, demographic, etc., statistics—the more of which you purposefully 
incorporate the better your plan will be) in which you outline in detail a series of steps that 
the government should take to protect the U.S. population. 
  
You will first need to find and cite a recent total population figure for the U.S. (and will 
want to think about which groups within our country that are likely to have been passed 
over by that particular figure). From that figure, determine the number of people who will 
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not be able to receive the H5N1 vaccine. Then begin deciding which segments of society and 
geographic regions you will vaccinate in order of priority, and which will not receive any 
vaccine at all. What are the possible positive and negative consequences of your plan? 
Explain your decisions and the logic behind them carefully. Use more specific demographic 
figures from a dependable source to be sure your numbers add up.  
 
Many factors, demographic and otherwise, could play into this decision-making process:  age, 
class, region, profession, gender, etc. Describe what additional measures you will take to slow 
the spread of the virus. Will you quarantine those who are infected? Will you close schools, 
factories, and/or some kinds of businesses? Are there services and industries you think will be 
essential during this crisis and that you will insist remain open? The White House, needless to 
say, is not merely interested in snap decisions on these matters. It expects you to consider in 
detail the social and economic ramifications of the policies you advocate, and also to provide 
sound ethical justification wherever it is appropriate.  
 
NOTE: In order to convince the President that you know what you’re talking about, you 
must cite three sources in your proposal. 
 
If you need help, don’t go it alone. Go to:  http://ucmercedlibrary.info/criteval.html and/or 
http://ucmercedlibrary.info/contact/index.html  
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APPENDIX ITEM F 


 


Evaluation of Core 1 Assignments 


 


Those of us who lead discussion sections of Core 1 are often asked about how we grade 


assignments for Core 1. Having established point systems and criteria to govern our 


evaluations of these assignments, we’ve decided to present them to you here in hopes of 


demystifying, at least slightly, what some might consider a “mysterious” process.    


 


With respect to quantitative assignments, a correct answer must be supplied in order for the 


assignment to receive full credit. However, we believe that process is a fundamental 


component of both quantitative and qualitative reasoning. Therefore, any quantitative 


exercise that clearly (and creatively) describes its process (and the significance thereof), 


uses the tools provided by the assignment, and shows evidence of sincere engagement can 


still receive a high grade, even if an incorrect answer is provided at the end.  


 


Essay assignments are slightly different in nature. Essays very rarely have a “correct 


answer,” after all. Nevertheless, we will only give top marks to essays that: 


– present information accurately and make logically sound arguments; 


– develop ideas fully and in an organized fashion;  


– display complexity of thought and appreciation of various perspectives; 


– approach issues and problems from creative angles; 


– are noteworthy for their overarching focus and coherence; and 


– engage course readings and/or lectures in sufficient depth. 


Essays do not have to receive perfect scores in all of these areas to receive full points, but 


coming up short in one criterion or another will likely affect your grade. 


 


We hope that this clarifies what we look for when evaluating these assignments. If you 


have any questions while working on either a qualitative or a quantitative assignment, you 


are of course advised to contact your section leader promptly so as to stay on the right 


track.    
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APPENDIX ITEM G 


 


CORE 1 Module Synopses, with Associated Objectives and Outcomes 
 
CORE 1:  The World at Home covers a lot of ground—billions of years, in fact.  As you 
read the module summaries, note that the course is structured with a very broad 
chronology, moving from the very beginnings of the universe to the problems of our 
current civilization, now and in the near future. Beyond this basic structure, the challenge 
of this course is for each of us to find ways our history can be linked together, to examine 
how the past influences the future, and to study how thought and innovation have 
developed over the millennia, and so on.  
 
------------------------------------------------------------------------------------------------------------- 
 
Background, “Points of Engagement” 
 During the first week of the course, you will be introduced to some of the broad themes 
of the course, such as the productive interplay that occurs between disciplines and the 
challenges of the modern university.  Some of the questions we’ll start out with include:  
What counts as knowledge? How is knowledge produced and assembled? In what ways do 
academic disciplines intersect? In what ways do they differ? 
 
Objectives (instructors will): 
• Provide overview of subjects, modules, lectures, discussion sections, and assignments 
• Survey strategies of acquiring and managing information 
• Review critical reading skills (pre-writing, annotation, finding patterns, journaling, etc.) 
• Cultivate statistical savvy and quantitative awareness 
 
Outcomes (students will be able to): 
• Summarize major themes and protocols of the course 
• Use course materials reflexively 
• Annotate and critique short reading 
• Take effective lecture notes 
 
------------------------------------------------------------------------------------------------------------- 
 
Module 1, “Origins of the Universe” 
 In developing myriad “origin myths,” humankind has had to balance accounts of the 
natural world in terms of faith (spiritual knowledge) and reason (testable hypotheses). The 
conflict between these two approaches may be seen, for example, in the life of Galileo, and 
in debates that continue today, in rival explanations of our place in the Universe. The scope 
of this first module literally covers billions of years—from “scientific cosmology” and its 
Big Bang theory (of the formation of galaxies, stars and planets) to “functional cosmology” 
(which attempts to explain our personal connection to the universe)—to explore that most 
fundamental of questions:  How did we get here?      
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Objectives (instructors will): 
• Survey scientific and mythological models of the universe 
• Introduce problems of classification inherent in constructions of knowledge 
• Review formative moments in intellectual history 
• Explore socio-historical issues that accompany the scientific imagination 
 
Outcomes (students will be able to): 
• Explain ways in which different cultures imagine the universe 
• Identify cultural values embedded in the history of astronomy 
• Reflect on significance of intellectual history for contemporary notions of knowledge 
• Assess the idea of scientific classification (by arguing for and against Pluto’s planetary  
 status) 
 
------------------------------------------------------------------------------------------------------------- 
 
Module 2, “Origins of Life” 
 This module will extend the earlier theme of faith versus reason to today’s ongoing 
debate over life’s origins, specifically the debate between evolution and creation. To better 
understand what is at stake in this debate, we will consider competing theories proposed by 
scientists and ethicists, and their answers to the key questions:  “What constitutes life?” 
and “What life is sacred?” Just as the life of Galileo focuses the discussion in Module 1, 
the life and work of Charles Darwin will do the same in this module. We will closely 
examine the origins and value of the scientific method, the geologic history of Earth, the 
genetics of natural selection, and from the opposite side, the philosophy of religion and 
intelligent design.    
 
Objectives (instructors will): 
• Explore earth’s origins in the context of the universe’s history 
• Survey history of and challenges to evolutionary thinking 
• Survey and critique scientific systems of classification  
• Introduce biological concepts of natural selection and speciation 
 
Outcomes (students will be able to): 
• Synthesize arguments about origins of universe with those about origins of life 
• Evaluate limits of scientific classification 
• Explain and apply concepts of natural selection and speciation 
• Analyze texts such as Origin of Species to assess evolutionism in historical context 
 
------------------------------------------------------------------------------------------------------------- 
 
Module 3, “Origins of Societies and Cultures” 
 Societies tend to coalesce for pragmatic reasons—food production, shelter, 
companionship, and defense—evolving distinct cultures in the process. Whereas all 
societies eventually face the same basic challenges—resource depletion, crime, epidemics, 
and environmental despoliation, among them—the creative contributions of their diverse 
cultures, in the sciences and arts, often remain unique. In this module (perhaps the most 
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protean of all the modules), we will examine a wide range of topics, each a way of 
understanding how and why people form into groups, cities, and cultures, and the potential 
positive and negative consequences of such activities.  Some of the challenging questions 
we will consider are:  “What is ‘culture’?” “What is art and why do we have it?” “What 
obligations do we have to the environment, to each other, to our successors?”   
 
Objectives (instructors will): 
• Examine history and theories of social formations and movements 
• Survey aspects of intercultural communication 
• Illustrate dynamics of stereotyping in psychology and media 
• Explore art as a means of understanding culture 
 
Outcomes (students will be able to): 
•  Critique previous course themes and foci in terms of social movements and societal  
 change 
• Articulate extents to which common classification schemes lend themselves to  
 stereotyping 
• Analyze artworks by attending to formal characteristics of painting, music, literature, etc. 
• Assess parallels between artistic creation and scientific or scholarly investigation 
 
------------------------------------------------------------------------------------------------------------- 
 
Module 4, “Language and Communication” 
 Societies, like individuals, depend upon communication—to express needs and wants, 
to warn of danger, and to persuade others to join their cause. This module will look at the 
various ways that we have learned to communicate and persuade:  through words, symbols, 
music, and even unconscious gestures. We will examine how we acquire and develop 
language skills, and then progress into the use of metaphor and purely symbolic languages 
such as mathematics.  Through the study of the languages of mathematics and music, we 
will cultivate an understanding of what we mean by “language.”  
 
Objectives (instructors will): 
• Explore socio-historical aspects of communication 
• Elaborate theories of language acquisition and communicative practice 
• Survey communicational logic of—and affinities among—forms of expression (language,  
 music, film, mathematics, etc.)  
• Examine the nature of knowledge with respect to cross-disciplinary communication 
 
Outcomes (students will be able to): 
• Summarize and apply theories of language acquisition and use 
• Analyze cultural values embedded in language and alternative forms of expression  
 (literature, music, film, mathematics, etc.) 
• Elaborate commonalities among forms of expression 
• Explain the bases of mathematical logic  
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Module 5, “Needs of Individuals and Societies” 
 Unlike societies, individuals have unique needs and desires, many of which cannot (or 
should not) be met by the society at large. Unique to each individual are the ethical choices 
that each of us makes in fulfilling these needs. Alternately, society often makes demands 
on individuals—sometimes with his or her consent, sometimes without—that challenge 
codes of ethics we may consider implicit and universal (such as restricting the pursuit of 
happiness, or freedom from pain). In the absence of a truly homogenous society, we learn 
to manage the tension between the one and the many as best we can. In this module, we 
will explore this tension by looking at case studies of social experimentation, economic 
issues, public health crises, and theories of ethical decision-making (such as utilitarianism).   
 
Objectives (instructors will): 
• Introduce ethics as source of scholarly focus 
• Examine ethical tensions between individuals and societies 
• Survey ethical considerations in public health and history 
• Present ethical issues in methods of scientific research 
 
Outcomes (students will be able to): 
• Apply schools of ethical thought to contemporary concerns 
• Elaborate ethics implicit in common public health and historical issues  
• Assess ethical considerations in scientific research designs 
• Analyze statistical data from ethical standpoints 
 
------------------------------------------------------------------------------------------------------------- 
 
Module 6, “Conflict” 
 Conflict is common not only between but within societies. It comes in many forms, not 
just violence and war, but everyday conflicts of interest, ideology, and belief. As such, 
conflict may be necessary for civilization to evolve and progress. This module will 
consider the full spectrum of conflict—from global war to terrorism and debates over 
protection of the environment—to explore how and why conflicts occur, how they might 
be avoided or managed, and how, traditionally, they have been resolved. 
 
Objectives (instructors will): 
• Present historical and ethical contexts for contemporary conflicts 
• Explore local and global implications of political issues 
• Suggest means of managing or ameliorating current conflicts 
• Examine science behind historical developments 
 
Outcomes (students will be able to): 
• Apply ethical frameworks to modern conflicts 
• Summarize and critique a current political conflict 
• Elaborate historical, ethical and scientific contexts for contemporary conflicts 
• Assess primary and secondary sources for characterizations of contemporary conflicts  
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Module 7, “The Future” 
 The final module will revisit the major themes of the course, from the perspective of 
how they might be affected by changes already underway, or predicted in the foreseeable 
future. Both threats and prospects will be examined, from the possibility of a global 
pandemic to the implications of genetic engineering and nanotechnology. The course will 
conclude with reflection on what we’ve learned over the semester and addresses our 
ongoing hopes and fears for the future, speculating on what we can do with this 
knowledge.  
 
Objectives (instructors will): 
• Survey costs and benefits of scientific and/or technological innovation 
• Examine ethical considerations in contemporary scientific research 
• Identify problems of and solutions to current scientific debates 
• Explore implications of technological innovation for personal identity 
 
Outcomes (students will be able to): 
• Apply concepts of evolution and ethics to current scientific debates 
• Elaborate unforeseen consequences of innovation 
• Assess role of technology in everyday life 
• Synthesize course material by applying it to future concerns 
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APPENDIX ITEM H 
WRI 117: Writing in the Social Sciences, Humanities and Arts syllabus template selection 
 


                     COURSE GOALS 
(This course is intended to help you…) 


LEARNING OUTCOMES 
(Upon completion of course, students should be able to…) 


Scientific Literacy: To have a functional 
understanding of the field of social sciences 
and/or humanities, and to know how to 
effectively interpret and apply relevant 
information in the field. 


 Read, understand, and accurately interpret scientific texts in various 
social sciences and humanities disciplines 


 Understand how arguments are constructed and what counts as 
evidence in various social sciences and humanities disciplines 


 Design and conduct a generative research project that adheres to 
discipline-specific conventions 


Decision Making: To appreciate the various 
and diverse factors bearing on decisions and 
the know-how to assemble, evaluate, interpret 
and use information effectively for critical 
analysis and problem-solving.  


 Understand the various and diverse factors bearing on the complex 
process of research and the know-how to differentiate information 
effectively for problem solving 


 Understand how to evaluate various types of primary and secondary 
evidence and employ them to make an effective argument 


Communication: To convey information to, 
communicate with, and interact effectively 
with multiple audiences, using advanced skills 
in written and other forms of communication.  


 Tailor written, oral, and other modes of communication for multiple 
audiences 


 Examine instructor’s and peers’ comments for written work and 
implement relevant feedback in the revision process  


 Effectively engage and reflect on the different stages of research and 
writing process through keeping a research journal 


Self and Society: To understand and value 
diverse perspectives in both the global and 
community contexts of modern society in 
order to work knowledgeably and effectively 
in an ethnically and culturally rich setting. 


 Work effectively with group members from ethnically, culturally, 
and/or socially diverse backgrounds 


 Understand the global-local connection in research projects and other 
course materials  


Ethics and Responsibility: To follow ethical 
practices as observed in the professional field 
and scholarly communities. 


 Understand and adhere to the ethics and social responsibilities 
involved in doing academic research and using people as sources of 
data 


 Understand and adhere to the ethics of academic integrity, especially 
proper citation, accurate reporting of sources, and full disclosures of 
methodological practices 


Leadership and Teamwork: To work 
effectively in both leadership and team roles, 
capably making connections and integrating 
their expertise with the expertise of others. 


 Facilitate and foster discussion among classmates on assigned 
readings or topic  


 Collaborate with and support classmates on group tasks and research 
projects 


 Provide helpful and relevant feedback on classmates’ work 
Aesthetic Understanding and Creativity: 
To appreciate and be knowledgeable about 
human creative expression as seen in the 
fields of social sciences and humanities. 


 When appropriate, apply creative expressions in course assignments 
 Design and create an aesthetically nuanced learning eportfolio 
 Employ creative strategies to make the group oral presentation 


interesting and engaging 
Development of Personal Potential: To be 
responsible for achieving the full promise of 
their abilities, including psychological and 
physical well-being. 
 


 Learn various educational technology and use them effectively in the 
course  


 Demonstrate professional behaviors vis-à-vis academic honesty and 
respect for others 


 Use the learning eportfolio as a platform for life-long learning, 
preparations for graduate school, and/or career development 
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APPENDIX ITEM I 


      Center for Research in the Humanities & Arts Grant Proposal for:   
“Writing the Posthuman”  


  
Writing Program Faculty: Frederick Young, Ph.D., Derek Merrill, Ph.D., Tom Hothem, Ph.D., 


Nick Valdez, Ph.D.  Philosophy Faculty: Jeff Yoshimi, Ph.D. (Submitted: March 30, 2009)  


Overview:  


      UC Merced--the first “completely wired” campus of the 21st century--is a distinct position to 
respond to the digital transformation of culture that is currently underway.  We believe the 
relevance of the humanities hinges on its unique ability to both conceptualize the digital and 
partake in its transformation.  This puts the humanities in an excellent position to critically assess 
the way technological advances transform our sense of self and our communities.  


      Under the auspices of the Writing Program’s newly formed Critical Theory Reading Group, 
we propose to invite a group of internationally known scholars and digital arts practitioners to 
UC Merced to present their research, to hold workshops with our students, and to discuss how 
our new UC campus can participate in the transformations associated with digital culture. Critical 
theory—the examination and critique of society and social activities—unveils what appears as 
natural to our everyday experiences. It provides tools for asking what we are doing when we use 
digital technology. The scholars and digital artist practitioners we plan to invite all work on the 
notion of the posthuman (the self in digital culture), as a way of categorizing the transformations 
of self underway, by posing questions concerning the digital technology of self, what it means to 
be a human subject, what digitalization of culture means for ethnic, racial and gender identity, 
and how these questions themselves are being transformed both nationally and globally through 
the digital.  


      We see these transformations underway in such practices as social networking (e.g. 
Facebook), multiplayer online role-playing game like World of Warcraft, and modern television 
and internet media broadly. In his seminal work, The Society of the Spectacle, Guy Debord states 
that the image has now become the fabric of social relations and the productions of self. 
Interrogating these practices through the lens of critical theory gives us the tools to re-evaluate 
how traditional notions of identity, space, time, gender, race, and nationality are transformed by 
digital culture. We are interested in thinking though ways in which these types of technologies 
influence the writing practice in the classroom, and how to both create and use our existing 
technological resources both for pedagogy and scholarship. 


      We see the digital as an apparatus that by its very nature facilitates interdisciplinary activities 
in the university, and we see the humanities as having a unique ability to conceptualize and 
create writing practices for the university.  


Organization:  
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      We propose inviting four speakers (two media scholars, two media artist practitioners) to UC 
Merced during the 2009-10 academic year. Each speaker would give a talk open to students, 
faculty, and the public about their research, and would also participate in faculty and student 
workshops and classroom visits, allowing for greater student/faculty interactions.  The speakers’ 
work will serve to introduce the campus community to intersections between critical theory, 
digital media, philosophy, culture, writing, and pedagogy. We see this lecture series as a 
foundation for further exploration of digital culture and the humanities at UC Merced, and for 
facilitating and energizing interdisciplinary collaborations across disciplines and schools.  


Outcomes: 


      We anticipate a collective “special issue” publication (assembling writings by invited 
speakers and UC faculty) addressing the process of developing writing courses intersecting 
critical theory and digital media. Possible publication venues include: College Literature, New 
Directions for Higher Education, or Composition Studies.  In addition to disseminating the 
results of our collaborations, this will also assist us in curriculum development for Writing 117 
(Writing in the Humanities and Social Sciences) and development of the Writing Major. We also 
plan to submit a symposium proposal for the annual Conference on College Composition and 
Communication to discuss the ways we have developed and instituted curriculum in the fields of 
writing, critical theory, and digital media at UC Merced. 


Speakers: 
  
Charlie Blake: Director of Media Studies, Liverpool University Hope. Dr. Blake serves on many 
international Digital Media and Critical Theory journal boards, and has published extensively in 
the field of Media Studies, Continental Philosophy and Critical Theory. Among his forthcoming 
publications includes a two volume special issue of the journal “Angelaki: Theoretical Journal of 
the Humanities,” dedicated to work of French Philosopher Gilles Deleuze.  


Ricardo Dominguez addresses Chicano culture and explores resolving conflict through the 
digital. He is a co-founder of The Electronic Disturbance Theater (EDT), a group who developed 
Virtual-Sit-In technologies in 1998 in solidarity with the Zapatista communities in Chiapas, 
Mexico. He was co-Director Ricardo's performances have been presented in museums, galleries, 
theater festivals, hacker meetings, tactical media events and as direct actions on the streets and 
around the world. He is an associate professor of Visual Art at University of California San 
Diego.  Rita Raley researches and teaches in the areas of new media (art, literature, theory) and 
20-21C literature in an “international” or “global” context. Her book, Tactical Media, a study of 
new media art in relation to neoliberal globalization, is forthcoming from the University of 
Minnesota Press. She also continues work on Global English and the Academy, excerpts of 
which have been published in The Yale Journal of Criticism and Diaspora. Eugene Thacker 
examines the impact biotechnology has had on the concept of the human. He is the author of 
Biomedia (University of Minnesota, 2004), The Global Genome: Biotechnology, Politics, and 
Culture (MIT, 2005), and co-author with Alexander Galloway of The Exploit: A Theory of 
Networks (University of Minnesota, 2007). Thacker is Associate Professor in the School of 
Literature, Communication, & Culture at the Georgia Institute of Technology.  
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APPENDIX ITEM J 


Portfolio Review Session 
10 March 2010 
 
Participants: Ann Bliss, Amy Fenstermaker, Heather Lanser, Derek Merrill, Mary Soltis, Anne 
Walker, Byron Webb 
 
In Absentia: Carol Ellis, Nahrin Mirzazadeh 
 
 
Summary: 
 
In this session, we reviewed an unrated WRI 10: Reading and Composition sample portfolio.  
The focus of our discussion was on the ways in which the portfolio criteria needs to be 
distributed more clearly between the cover letter and content descriptions.  One especially useful 
summative statement about the intent of a portfolio is: “Did the student make a meaningful 
revision?  Does he or she understand the significance of the revision?  And, is that revision 
adequately explained?”  The following action items summarize changes to the rubric. 
 
 
Action Item:  
 
Add “purpose” and “intentionality” to criteria descriptions 
 
Criteria should reflect:  How does evidence match claims?  How relevant is the evidence? 
 
Evidence could be more accessibly and accurately described as “course materials” 
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APPENDIX ITEM K 
 
Professional Writing Track 
Syllabus Alignment Project 
Professional Writing Sequence 
April 2010 
 
WRI 30: Professional Writing:  "Students will gain competency in professional writing and 
speaking, useful in developing effective communications for a variety of disciplines and fields. 
Assignments in this course will introduce students to a variety of genres of professional writing, 
emphasizing practical competencies useful for careers, with a focus on responsible and ethical 
practices in communicating to the professional world."  


WRI 30, Course goals: This course will…    


1. Introduce students to the expectations and practices of various fields of professional 
writing, and provide opportunities for students to adhere to standard writing, research and 
editorial practices  


2. Improve student competency in professional writing and speaking, useful in developing 
effective communications for a variety of fields.  


WRI 30, Student Learning Outcomes: Students will practice and refine their capacity to…  


1. Understand the different styles and structures of various genres of professional writing 
(e.g. journalism, technical writing, entrepreneurship, public policy, new media) in 
preparation for advanced courses in specialized professional writing.  


2. Develop oral communication practices useful for professional settings, through 
collaboration with peers, interviewing, and delivery of oral presentations  


3. Understand and address the needs of different audiences in various rhetorical situations 
by adopting appropriate voice, tone, language, format, and style  


4. Learn fundamentals of layout, design, and the visual rhetoric of professional documents  
5. Gain experience in the process of professional writing, through invention, drafting, 


editing, and revision  
6. Practice credible argumentative strategies designed to appeal to audiences 


of various professional communication genres and fields. 
7. Improve research methods and gain informational literacy necessary to substantiate 


claims and earn credibility from professional audiences  


Verbs Skills or Content  Supporting activities 
Understand Styles and structures of various 


genres 
 


Develop Oral communication Collaboration with peers, 
interviews, oral presentations 


Understand / address Audience analysis  
Learn fundamentals Layout, design  
Gain experience Drafting and editing process Project drafting process, peer 


review workshops  
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Practice Argumentative strategies  
Improve Research methods  


WRI 130: Topics in Professional Writing --“Specialized, practical instruction in one element or 
genre of professional writing, considering important factors such as clarity, tone, audience, 
ethics, and context. Topics include (but are not limited to) journalism, technical writing, copy-
editing, writing for the Internet, and research for writers. With instructor permission, this course 
can be repeated for credit as topics change.” 


Students will practice and refine their capacity to… 


1) Understand and address different audiences in various rhetorical situations by adopting 
appropriate voice, tone, language, and level of formality 


2) Develop strategies for dealing with sensitive topics and communicating with people who 
may not share your culture, background, or interest in the topic (e.g. resistant, hostile 
audiences) 


3) Identify, gather and integrate evidence to support claims 
4) Apply correct usage guidelines and edit according to standard style 
5) Collaborate successfully on group tasks and class projects 
6) Assess peer writing and provide constructive feedback, and modify own work by 


integrating relevant feedback 
7) Understand the basic professional styles, structures and standards of your field and 


demonstrate responsible and ethical practice 


Verbs Skills or Content  Supporting activities 
Understand, Address Range of audiences  
Develop Sensitive topics, cross-cultural 


communication 
 


Identify, Gather, Integrate Evidence and support  
Apply, Edit Correct usage and standard style  
Collaborate ? Group tasks, class projects  
Assess, Modify Peer and own writing Peer review, revision 
Understand Professional styles, structures 


and standards 
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APPENDIX ITEM L 
 
Creative Writing Grading Guidelines  
 
A/A-: Work shows evidence of a high level of awareness of the contemporary conventions and 
innovations of the genre and elements of its craft. Applies, discusses, or analyzes these 
conventions or innovation in a way that demonstrates a novel understanding or approach to craft. 
Writing is exact and exceptional in its word choice and its awareness of grammatical 
constructions, even if one is subverting grammatical conventions as a stylistic choice. Work is 
exceptionally presented and complete.   
 
B/B+: Indicates general awareness of the conventions and contemporary conventions and 
innovations of the genre. Demonstrates facility of applying, discussing, or analyzing these 
conventions and innovations in some elements of craft, but show weaknesses in one or two areas. 
Writing or articulation is careful in its word choice, though not as precise as it could be. The 
work may be well-crafted or the discussion well-organized, but it may not always reveal original 
thought or ideas, or invoke individual style as often as work in the A range might. Work is 
professionally presented and thorough or nearly complete.   
 
B-/C+: Demonstrates above average facility in the application, discussion, and analysis of the 
contemporary conventions and innovations of the genre. Some elements of craft may be weaker 
in their execution or facility than others. Writing or discussion is above average, though 
sometimes imprecise or not as fluid as it could be. Work tends to be less controlled than it might 
be, but there is significant evidence that it has a foundation that could flourish in revision. Work 
is somewhat professional and may be incomplete in some areas. 
  
C/C-: Work shows an average facility in the application, discussion, or analysis of the 
contemporary conventions and innovations of the genre, with some elements of craft being less 
developed or discussed than others, not because of a stylistic preference, but because an 
incomplete understanding of those elements. Work may lack clarity in several places or may 
demonstrate consistent evidence of a lack of control.  Work approaches professionalism and 
approaches completion.   
 
D/D+: Work shows a lack of care, or a misunderstanding of the contemporary conventions and 
innovations of the genre and elements of its craft. The work may be incoherent, sloppy, or suffer 
from other writing challenges. It also may have not addressed the assignment in a sufficient way.  
Work lacks professionalism and completeness.   
 
F: Work that receives an F grade is usually work that has demonstrated only minimal effort or 
else an absolute lack of understanding or the assignment.   
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All Writing Courses 


Mid-Course Evaluation (Spring 2010)  


Instructions: The following course evaluation will take about 20 minutes to complete.  This 
survey provides anonymous but vital feedback to the instructor and our program.  All responses 
are carefully analyzed to inform subsequent instruction in this course and to reshape the entire 
writing curriculum.  Thank you for your thoughtful participation.  


Rating Scale 


Rarely (1) Sometimes (2) Frequently (3) Always (4) Not Applicable (0) 


  
Part 1 - Self Assessment 
The following questions are focused on self-assessment.  Please rate your level of engagement 
and progress in the course.    


1. I complete the assigned readings and homework on schedule. 
2. I participate actively in class discussions and activities. 
3. I have made use of the instructor’s office hours to get assistance with my writing. 
4. I have found this course useful in helping me improve as a writer. 
5. How would you describe your writing ability now compared to the beginning of the 


semester?  Please explain. 


Part 2 - Instructor Assessment 
The following questions are focused on your instructor.  Please rate his/her effectiveness in 
helping you improve as a writer.  


1. My instructor provided clear instructions for formal papers. 
2. My instructor provided clear instructions for in-class activities. 
3. My instructor discusses my writing and ideas in ways that help me to improve. 
4. My instructor seems willing to answer questions. 
5. My instructor seems available to students. 
6. My instructor seems committed to helping me learn. 
7. My instructor seems organized. 
8. My instructor seems knowledgeable about writing. 
9. My instructor seems fair.  
10. In what ways has your instructor helped you improve as a writer? Please explain. 


Part 3 - Skills Assessment  
The following questions are focused on overall course goals.  Please rate the course’s 
effectiveness in helping you achieve these goals.  


1. This course has taught me how to give and attend to feedback. 
2. This course has taught me how to analyze readings. 
3. This course has taught me how to develop reading skills. 
4. This course has taught me how to think creatively. 
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5. This course has taught me how to developing a topic. 
6. This course has taught me how to compose an argument. 
7. This course has taught me how to craft an essay (writing process). 
8. This course has taught me how to integrate evidence. 
9. This course has taught me how to write to an audience. 
10. This course has taught me how to speak to an audience. 
11. This course has taught me how to apply professional and academic ethics. 
12. How effective is the design of this course in helping you improve as a writer? Please 


explain. 


Part 4 - Activities Assessment 
The following questions are focused on various activities that are intended to help you improve 
as a writer.  Please rate their usefulness.  


1. Revising my own writing has been useful to me. 
2. Peer review has been useful to me. 
3. Feedback from instructor has been useful to me. 
4. Listening to class discussions has been useful to me. 
5. Speaking up during class discussion has been useful to me. 
6. Keeping a journal has been useful to me. 
7. Formal paper drafting has been useful to me. 
8. Developing a portfolio has been useful to me. 
9. Participating in online activities (i.e., wikis, blogs, discussion forums, etc.) has been 


useful to me. 
10. Among the above activities, which one was the most helpful to you and why?  Please 


explain. 


Part 5 - Program Learning Outcomes Assessment 
Program learning outcomes are evaluated on an annual basis.  This year in the Merritt Writing 
Program, we are focusing on the following outcome: Students will be able to "demonstrate 
thorough engagement with the iterative (multi-step) processes of reading, writing and speaking."   


1. How often has the course reinforced your engagement with the reading process? 
2. How often has the course reinforced your engagement with the writing process? 
3. How often has the course reinforced your engagement with the speaking process? 
4. How often has your instructor noted specific relationships between class instruction and 


student learning outcomes for your course? 


Part 6 – Overall Assessment 
The last two questions ask for your opinion about what aspects of the course has been especially 
helpful and what aspects could be improved.  Please be specific. 


1. Identify and evaluate aspects of this course that have been especially helpful to you. 
2. Describe aspects of this course that you would change, if you had the opportunity. 
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I. Summary of Assessment Plan Revisions 


Based on the first assessment administered in the Spring 2010 the program staff analyzed 
the process and the outcomes of the assessment and made the following revisions to the 
assessment plan: 


1. It was decided to introduce more formal process to administer the assessment, 
namely in the future an assessment committee will be formed consisting of the 
program Faculty Director, Director/Coordinator and Lecturers.  The committee 
will be responsible for reviewing and editing the assessment plan, assisting in 
administering the assessment process and reviewing the collected assessment 
data. 


2. A closer integration with the institutional data collection and analysis and the 
NSED program assessment will be planned in the future. The program staff will 
schedule regular meetings with the corresponding institutional data and analysis 
personnel both in the School of Natural Sciences and university-wide office and 
jointly develop a more extensive data collection plan. 


3. The interviews of students and program academic personnel will be conducted in 
a more structured and formal fashion.  The assessment committee will develop a 
set of questionnaires for both groups of program participants and these 
questionnaires will be used to administer the interviews during next assessment. 







4. Curriculum map has been added to the assessment plan.  
5. Self-evaluation using WASC rubric is added. 
6. Revised Inventory of Educational Effectiveness Indicators is attached.  


II. Revised Faculty Accreditation Report for the Natural Sciences Education 


(NSED) Minor Program 


1. NSED Minor Program Description 


 


The Natural Sciences Education (NSED) Minor is primarily intended for students 


interested in teaching careers at the K-12 level.  The minor is developed as part of the 


Science and Mathematics Initiative (SMI) also known as California Teach (CalTeach) 


Program. Under the governor’s initiative CalTeach has been instituted as a UC-wide 


effort to address the severe shortage of science and mathematics teachers in California’s 


secondary schools.  The program offers courses, academic and career counseling that 


allows students majoring in science and engineering to explore and prepare for careers in 


teaching sciences and mathematics in secondary schools.  NSED Minor allows leveraging 


SMI program to offer UC Merced students an opportunity to explore additional career 


options, deepen their understanding of science and mathematics, and improve their ability 


to communicate scientific and mathematical concepts. The 24-unit NSED minor program 


prepares students majoring in sciences or mathematics for direct admission into teaching 


credentialing programs. 


Program Goal 


 


Provide students with knowledge, skills and support to pursue careers of teaching science 


and mathematics at the secondary school level and assist students in building a 


foundation to become effective future teachers and instructional leaders. 


 


Program Learning Outcomes 


 


Upon completion of the NSED minor program students are expected to 


 







1. Be able to comprehensively articulate what constitutes a profession of a science or 


mathematics teacher and to demonstrate familiarity with the structure of 


California educational system, including being able to address the following 


questions: 


a. What constitutes responsibilities and duties of a teacher 


b. What skills and knowledge are necessary to become a successful 


professional?  


c. Credentialing process, 


d. Instructional state standards and requirements, 


e. Strategies to address diverse demographics of California schools such as 


instruction to English Learners. 


 


2. Demonstrate basic teaching skills and familiarity with effective teaching 


methodologies and learning strategies in science and mathematics, including 


being able to  


a. Develop a lesson plan and deliver an effective lesson at the secondary 


school level, 


b. Design different types of assessments to evaluate students learning, 


c. Distinguish between students with different learning abilities and needs 


and adapt their teaching methodology to address this diversity, 


d. Incorporate innovative teaching methodologies and to use learning-


enhancing technology in the classroom.  


 


2. NSED Program Assessment Plan 
 


The five-year assessment plan will allow faculty and staff to evaluate the degree to which 


students achieve the desired program learning outcomes as a result of completing the 


NSED minor at UC Merced. 


The assessment of the program will consist of two complementary parts:  


(i) Coursework-based evaluation, and   


(ii) Overall program evaluation.  







 


Coursework-based evaluation (CB).  Several assessment tools will be embedded into 


the current coursework. Specifically, exams and surveys focused specifically on the 


program learning outcomes will be developed by the courses’ instructors and used to 


assess whether the outcomes are achieved.  


 


Overall program evaluation (OP).  This portion of the assessment will employ such 


tools as case studies, interviews and surveys of the current students and alumni in order to 


obtain a broader view of the program’s effectiveness.   


 


Timeline & Process 


 


Based on the first assessment of the program conducted in Spring 2010 the program 


staff decided to form an assessment committee to assist with conducting and evaluation 


the NSED minor. Specifically, a group consisting of Faculty Director, the Program 


Director/Coordinator and Lecturers of the program will meet in the beginning of Fall 


2010 semester, review the current plan, make adjustments, plan out the assessment 


activities and carry them out in the appropriate time frame.  Once all the data is collected 


the group will meet to review and analyze the results and make appropriate adjustments 


to the program.  


In addition the Assessment Committee will connect with the data collection personnel 


at the School of Natural Sciences and the university-wide data collection office.  This 


will allow the program to collect more comprehensive data on the students’ background, 


performance and achievements and put the NSED data in the context of larger spectrum 


of UCM students’ academic statistics. Initial meetings regarding the data integration will 


be held in Fall 2010 and the plan of data integration will be developed in consultation 


with the Assessment Committee.   


The following timeline will ensure that a thorough and sustainable assessment system 


is in place. Such plan provides an immediate assessment of whether the learning 


outcomes are achieved, but also ensures creation of mechanisms that help to continuously 


manage and improve the program. The data collected as a result of the assessment 







activities will be gathered and analyzed in a report.  This report will be forwarded to 


Associate Dean and Dean of Natural Sciences.  Using this report, the program faculty and 


administrators can re-evaluate course structures and teaching practices, modify 


assessment measures, and examine student skill development for continuous quality of 


improvement. Below is the timeline and corresponding assessment activities to be 


administered over the next five years (abbreviations CB and OP stand for Coursework-


Based and Overall-Program evaluation tools respectively): 


 


2009-2010 Academic Year: 


o (CB) Develop exams and surveys for one of the introductory lower 


division NSED courses (i.e. NSED 23/33, 43/53, 63/73), to assess PLO 1.  


Participants: faculty director, course instructor.  


 


o (OP) Create and administer senior exit survey to assess PLO 1. 


Participants: faculty director, program coordinator. 


 


o (CB) Develop exams and surveys for NSED 100 (Introduction to 


classroom management for beginning teachers) course to assess PLO 2. 


 


o (OP) Identify several students at different stages of the program and 


through case study and interviews document their progress in achieving 


PLO 1. Participants: program coordinator. 


 


2010-2011 Academic Year: 


o (CB) Adapt the PLO1 assessment course exams and surveys for the 


introductory lower division NSED course to administer in the remaining 


lower division classes (i.e. include all of NSED 23/33, 43/53, 63/73 


courses). Participants: courses’ instructors.  


 







o (CB) Develop exams and surveys for one of the introductory lower 


division NSED courses to assess PLO 2.  Participants: faculty director, 


course instructor.  


 


o (OP) Create and administer senior exit survey to assess PLO 2. 


Participants: faculty director, program coordinator. 


 


o (OP) Identify several students at different stages of the program and 


through case study and interviews document their progress in achieving 


PLO 2. Participants: program coordinator. 


 


2011-2012 Academic Year: 


o (CB) Adapt the PLO2 assessment course exams and surveys for the 


introductory lower division NSED course to administer in the remaining 


lower division classes (i.e. include all of NSED 23/33, 43/53, 63/73 


courses). Participants: courses’ instructors.  


 


o (CB) Collect, analyze and summarize data obtained as a result of exams 


and surveys administered in the NSED courses.  Participants: faculty 


director, course instructor.  


 


o (OP) Collect, analyze and summarize data obtained as a result of surveys, 


student case studies and interviews. Participants: faculty director, 


program coordinator. 


 


 


2012-2013 Academic Year:  


o (CB) Adapt the PLO3 assessment course exams and surveys for the 


introductory lower division NSED course to administer in the remaining 


lower division classes (i.e. include all of NSED 23/33, 43/53, 63/73 


courses). Participants: courses’ instructors.  







 


o (CB) Collect, analyze and summarize data obtained as a result of exams 


and surveys administered in the NSED courses.  Participants: faculty 


director, course instructor.  


 


o (OP) Collect, analyze and summarize data obtained as a result of surveys, 


student case studies and interviews. Participants: faculty director, 


program coordinator. 


 


o (CB-OP) Prepare a report that summarizes results obtained over the course 


of assessment studies. Participants: faculty director, program coordinator. 


 


o (CB) Based on the report’s analysis begin development of upper-division 


capstone courses.  


 


2013-2014 Academic Year: 


 


o (CB-OP) Develop exams and surveys to incorporate into the new upper 


division capstone courses.  


 


o (CB-OP) Identify strong and weak points of the program and develop a 


plan to adjust the curriculum and program elements to improve the degree 


to which program learning outcomes are achieved. Participants: Dean of 


School of Natural Sciences, faculty director, program coordinator, courses 


instructors. 


 


Once a year the program will also conduct interviews of NSED students and faculty. The 


Assessment Committee will develop a set of questionnaires targeting each of these 


groups of the program participants in the Fall 2010 and subsequently conduct the 


interviews using these guidelines. The information will be recorded and analyzed in the 


course of next evaluation.  







Curriculum Map 


 
Table 1: A curriculum map representing the alignment between NSED Program Learning 
Outcomes and the Eight Guiding Principles of General Education. 
 
PLOs Scientific 


Literacy 
 


Decision 
Making 


Communication 
 


Self 
& 
Society 
 


Ethics 
& 
Responsibility 
 


Leadership 
& 
Teamwork 
 


Aesthetic 
Understanding 
Creativity 
 


Development 
of 
Personal 
Potential 


1a) X  X X X   X 


1b) X X X X X X  X 


1c)  X  X X    


1d) X X  X X    


1e)  X  X X   X 


2a) X X X X X X X X 


2b) X  X    X X 


2c) X X X X X X X X 


2d) X X X X X X X X 


III. Self-evaluation 
WASC Rubric for Assessing the Quality of Program Learning Outcomes 


Comprehensive List 
The list of NSED program outcomes can be classified as developed. According to  
the consultations with both the program faculty and students the list is agreed to be  
a comprehensive and clear outline of the outcomes that such program should strive 
to achieve.  


Assessable Outcomes 
The PLOs for the program are in the developed stage from the perspective of assessable 
outcomes since each of the PLOs can be evaluated via the assessment tools such  
as exams, observations and interviews.  In fact, the curriculum is closely integrated  
with assessable outcomes, i.e. grades in the courses strongly reflect whether 
the students achieved the level of skill development and knowledge required by PLOs. 


 Alignment 
The curriculum is strongly aligned with the increased proficiency with respect to each 
outcome. The structure of the program includes introductory/lower division courses 
followed by more advanced/upper division courses, exemplifying transition to more 
sophisticated preparation as a teacher.  In fact, students who have not achieved sufficient 
proficiency after completing the introductory sequence are unlikely to continue in the 







program and take the upper division courses. This aspect of the rubric is in the 
"developed" stage for the program. 


 Assessment Planning 
Assessment planning is limited by the personnel and financial resources available to the 
program.  While there is a long term plan for the assessment which is well-aligned with 
the goals of the program, implementation of such plan requires additional personnel 
resources which are currently being sought out.  Thus the assessment planning can be 
classified as "emerging". 


The Student Experience 
Since the curriculum and course examinations are closely aligned with the PLOs and are 
readily available in the catalogue and on the website, passing the courses requires the 
students to have a good grasp of program outcomes.  The instructors for the program 
continuously reiterate the PLOs to the students and assess whether the outcomes 
have been achieved.  Thus the student experience with respect to PLOs is in the 
developed stage. 
 


 


 







WASC Accreditation Document: Philosophy, April 2010 


Abstract of Revisions to the Original WASC Accreditation Document 


We have made the following changes in this revision of the 2009 Philosophy WASC 
document. 
Section II.B:  We have revised the description of PLO 3, which was assessed in 2010. 
Section II.G:  We have included a self-evaluation of our assessment plan. 
Section III.A:  A curriculum map has been added that summarizes the alignment between 
the Philosophy PLOs and the UC Merced Eight Guiding Principles for General 
education. 
Section III.C:  We have revised the Philosophy Minor curriculum map that summarizes 
how the philosophy courses support the philosophy PLOs to incorporate newly added 
philosophy courses and recent revisions to existing courses. 


Section I: Program Description 


UC Merced currently has two ladder rank philosophers (Peter Vanderschraaf and Jeffrey 
Yoshimi) and offers a philosophy minor.  Plans are to build out to a major as soon as 
possible (when at least two more tenure-track philosophers are hired), and ultimately to 
offer a graduate program. 


How does your program reflect current or emerging trends in your respective field?  
What is distinctive about your program? 
A trend in philosophy in recent decades has been to work more closely with associated 
disciplines.  Several journals have risen to prominence in interdisciplinary and applied 
areas.  For example, Biology and Philosophy, Philosophy and Public Affairs, and 
Politics, Philosophy and Economics are all A-level journals.  A number of philosophy 
programs have developed specializations in particular interdisciplinary linkages.    For 
example, connections between economics, public policy, and philosophy are emphasized 
at Oxford University, University of Pennsylvania, University of Washington, and Duke 
and the University of North Carolina at Chapel Hill, among others. 1 Linkages between 
cognitive science and philosophy are emphasized at UC San Diego and Washington 
University in St. Louis, among others. 2 There are also several applied ethics centers that 
focus on the relation between ethics and specific social issues.3


                                                 
1 These include: Oxford University’s and University of Pennsylvania’s long-standing 
undergraduate programs in Philosophy, Politics, and Economics; the Values in Society 
program at University of Washington; the program in Philosophy, Politics and 
Economics sponsored jointly by Duke University and the University of North Carolina at 
Chapel Hill. 
2 Notably, UC San Diego’s joint degree in cognitive science and philosophy, Oxford 
University’s Psychology, Philosophy, and Physiology program, and Washington 
University in St. Louis’ Philosophy Psychology, and Neuroscience Ph.D. program. 


 


3Examples of such ethics centers include the Social Philosophy and Policy Center at 
Bowling Green State University and the Center for Applied Philosophy and Public Ethics 
at the Australian National University. 
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UC Merced is building its program entirely around interdisciplinary approaches to 
philosophy, with an emphasis on formal approaches to traditional problems, including 
using mathematical and computer modeling.  We currently focus on (1) social 
philosophy, with particular emphases in applied ethics and political philosophy, and (2) 
philosophy of mind, with particular emphasis in philosophy of cognitive science.  We 
plan to continue building in these areas.  We are also contemplating adding in the future 
an additional focus on (3) philosophy of art and literature. Some philosophy programs 
emphasize some of these interdisciplinary connections, but UC Merced’s is the only 
philosophy program rooted in this particular combination of interdisciplinary 
connections, making this program unique in the discipline.  Also note that this emphasis 
does not sacrifice traditional work in philosophy.  The interdisciplinary work we 
emphasize builds on traditional training in political philosophy, ethics, and mind.4


A recent comprehensive study of college students’ scores on major tests 
used for admission to graduate and professional schools shows that 
students majoring in Philosophy received scores substantially higher than 
the average on each of the tests studied. The study compared the scores of 
550,000 college students who took the LSAT, GMAT, and the verbal and 


 


Do students collaborate on research projects or engage in other distinctive learning 
experiences? 
Yes.   UC Merced faculty are distinctive in their use of methods from several disciplines, 
including disciplines outside their home programs.  In philosophy, both current ladder 
rank faculty use formal models to address traditional philosophical questions.  
Vanderschraaf uses game theoretic models to address questions in moral and political 
philosophy, and even in analyzing historical questions.  Yoshimi uses neural network 
models to address questions in philosophy mind and cognitive science.  Both 
Vanderschraaf and Yoshimi make use of dynamical systems theory and computer 
simulations.   


These distinctive aspects of our research are passed on to students.  Students are expected 
to demonstrate mastery of the material they study in traditional ways, including critical 
written analyses and written exams, but are also expected to learn to use cutting edge 
methods and techniques.  Examples include incorporating readings outside of the 
professional philosophy literature, giving conceptual analysis of non-philosophical texts, 
e.g scientific texts and policy analyses, and computer and mathematical modeling 
projects. 


How does your program prepare your graduates for further educational and/or 
professional development? 
There is evidence that coursework in philosophy is good preparation for students who 
wish to pursue graduate study, regardless of the field of graduate study.  According to 
one source: 


                                                 
4 All the mentioned areas are included in the Leiter Report’s list of 29 recognized areas of 
specialization in the field.  The Leiter report (http://www.philosophicalgourmet.com) is 
the standard ranking of philosophy programs in the English-speaking world.  Evidence of 
marketability is provided by Leiter’s reports on job placements in the discipline. 



http://www.philosophicalgourmet.com/�
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quantitative portions of the GRE with data collected over the previous 
eighteen years and was conducted by the National Institute of Education 
and reported in The Chronicle Of Higher Education. 
(http://www.libarts.wsu.edu/philo/overview/Grad%20Admissions%20Test
s.html) 


 


Beyond these general advantages of training in philosophy, the philosophy program at 
UC Merced is especially well suited to preparing graduates for professional development 
in the contemporary world. As noted above, our curriculum incorporates formal tools like 
computer and mathematical models, as well as conceptual analysis of scientific texts, but 
also emphasizes traditional forms of study, e.g. close reading of historical texts.  This 
kind of interdisciplinary literacy (that is, this ability to use techniques and methods 
effectively across disciplinary lines) is well suited to long term success in today’s world. 


Section II:  Assessment Plan 


Part A:  Timeline and Goals 


The ladder faculty with a primary appointment in philosophy expect to publish the 
program learning outcomes of the minor in philosophy at the start of the Fall 2009 
semester.  We expect to have a first annual revue meeting to discuss the progress of 
students minoring in philosophy in the Spring 2010 semester.  Shortly after this first 
annual meeting, we hope to be able to record a summary of each philosophy minor’s 
progress towards fulfilling the program learning outcomes.  We will use the data from 
these summaries to establish both individual and aggregate statistics that will help us 
track the progress of individual students in the minor in each year of her undergraduate 
career.  This data will also help us to track the effectiveness of the minor program across 
all the philosophy minors. 


We will follow a similar timeline for the 2010-2011 academic year, again holding an 
annual revue meeting in the Spring 2011 semester, recording individual student 
summaries and deriving individual and aggregate statistics.  At the end of the Spring 
2011 semester, we will compare data from the 2009-2010 and the 2010-2011 academic 
years, both in order to gauge how well the philosophy minors have progressed over this 
two year period and to evaluate internally for the first time this proposed evaluation 
procedure.  If at the end of the 2011 Spring semester we find this procedure inadequate, 
we will at that time propose a revised procedure for evaluating the progress of the 
philosophy minors and the effectiveness of the program as a whole. 


Part B:  Outline of Program Learning Outcomes   


This section summarizes the program learning outcomes (PLOs) of the minor in 
philosophy.  These program learning outcomes will be published in the Minor in 
Philosophy section of the UC Merced SSHA web site. 


The Philosophy PLOs are as follows:  Upon graduation, we expect students minoring in 
philosophy to fulfill all of the following: 
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1. (Basic fluency in interpretation and criticism of arguments)  Have the ability to 
independently study, summarize and criticize philosophical arguments, including 
arguments presented in classic texts and in contemporary philosophical literature. 


2. (Ability to present and defend original arguments)  Have the ability to present 
well-defined claims of one’s own, to give clear philosophical arguments in 
defense of these claims, and to respond to critical objections others might raise 
against these claims. 


3. (Basic fluency in logical inference)  Be able to distinguish between logically valid 
and invalid deductive arguments, be able to translate verbal statements into 
symbolic expressions having correct logical form, and be able to give proofs of 
elementary propositions of logic. 


4. (Interdisciplinary applications)  Be able to use philosophy in an interdisciplinary 
way, for example, by philosophically analyzing non-philosophical texts (e.g. texts 
form a literature, history, psychology, or physics course), or by using formal 
methodological tools, such as mathematical and computer models, in the analysis 
of philosophical problems. 


Additionally, we expect students minoring in philosophy to fulfill at least two of the 
following: 


5a. (Basic fluency in inductive logic)  Be able to provide and assess evidence for 
causal claims and identify various fallacies in inductive reasoning (e.g. sample 
bias) 


5b (Ability to appraise normative claims) Be able to distinguish between descriptive 
and normative philosophical claims, and to use certain descriptive claims either to 
support or to criticize certain normative claims. 


5c. (Historical understanding) Have an appreciation of how the discipline of 
philosophy has developed over time in response to internal challenges and to 
advances in science and changes in social life.  (E.g., the renaissance in 
philosophy of mind was stimulated in part by the development of contemporary 
artificial intelligence). 


Part C:  Evidence 


The instructor of each course that students can count towards the philosophy minor will 
be expected to 


1) List relevant program learning outcomes in the syllabus 


2) For all philosophy minors in the course, keep copies of data recorded on course 
components that demonstrate their progress towards program learning outcomes.  
Such components may include, but are not limited to: (i) essays, (ii) written 
exams, (iii) oral presentations, (iv) class participation, and (v) projects such as 
computer programs or materials students may use in support of a formal 
presentation.  


3) At the end of the semester, write up a brief statement or provide some indication 
of each student progress towards each relevant PLO. 
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These materials will then be used in assessing students in the annual meetings described 
in Part D.   (Note that it is not required that progress towards course outcomes be 
explicitly factored in to the students grade in a course.)  By recording data in this way, 
any students who declare a philosophy minor in a semester following this course will 
have a history of data that can be used to track her/his progress in the minor.  Such 
summary data should include, but need not be limited to, at least one statistic per student 
and contributory course component.  At their own discretion instructors may also record 
additional information such as specific verbal comments.  Each instructor will be 
responsible for submitting this recorded data in advance of the data of the annual revue of 
philosophy minors. 


Part D:  Process 


Starting in the Spring 2010 semester, the progress of students minoring in philosophy will 
be evaluated in a two-step process.   


1) The first step will consist of the gathering and summarizing of the data described 
in Part C.   


2) The second step will consist of a regular meeting to take place near the end of 
each spring semester in order to discuss the progress of each student who is 
minoring in philosophy and the state of the minor program as a whole.  


Faculty participants in the annual revue meeting will use the data gathered in the first step 
together with their more informal reflections upon their experiences with their students to 
gauge the progress of the individual philosophy minors and the philosophy minor 
program as a whole. 


Part E:  Participants 


All ladder faculty with a primary appointment in philosophy will participate in the annual 
review meeting.  Faculty with a secondary appointment in philosophy and non-ladder 
faculty with a primary appointment in philosophy will be welcome to participate in the 
annual review meeting at their discretion. 


Ladder faculty with a primary appointment in philosophy will be responsible for 
reviewing the data reflecting students’ progress in the philosophy minor referred to above 
in Part C.  


Part G:  Self-Evaluation 


Part A. Comprehensive List: Developed.  The philosophy PLO’s are reasonable and 
cover the disciplinary areas that philosophy minor students should engage in 
substantively during their undergraduate careers.  National disciplinary standards for 
philosophy do not exist, but we plan to consult the standards of philosophy programs in 
peer institutions.  In future years we hope to make some effort to see what standard are. 


Part B. Assessable Outcomes:  Emerging.  We have learned from our first assessment of 
a Philosophy PLO how to make the all of the PLOs more readily assessable and clarified 
the assessed PLO in light of this assessment.  We are confident we can improve the 
remaining PLOs as we assess them in the future. 







 - 6 -WASC Accreditation Document: Philosophy, April 2010 6 


Part C. Alignment: Emerging.  The philosophy minor curriculum feeds into the PLOs 
well in some areas but not in others. This is because the philosophy program is only now 
able to add courses that directly support certain of the program PLOs such as historical 
understanding and analysis of normative claims.  Program alignment with PLOs should 
become highly developed as we enrich our course offerings. 


Part D. Assessment Planning: Emerging.  We have a general plan in place for assessment, 
but we need to establish a timetable for assessing the PLOs we did not assess this year 
and specify more clearly how we will assess particular PLOs.  We will apply the 
knowledge we have gained from our first assessment as we proceed with our assessment 
of the other PLOs with the aim of making our assessment planning more developed. 


Part E. The Student Experience: Emerging.  Student learning outcomes are included in all 
philosophy course syllabi.  The Philosophy PLOs will be published in the university 
catalog and the Philosophy Minor web site, and all philosophy minors will be informed 
that they can study their PLOs in the catalog and minor web site.  Since students at UC 
Merced are only now becoming aware of the notion of a PLO, the undergraduate minors 
are not yet applying them actively in their own self-assessment.  We will discuss ways to 
encourage philosophy minors to engage more actively with the Philosophy PLOs when 
we evaluate the progress of the minor program prior to the next assessment. 


Section III: Alignment Of Institutional And Program Goals/Outcomes 


Part A: Program and Institutional Goals/Outcomes 


In what ways does your program reflect institution-wide goals? For context, please 
consider UC Merced’s Eight Guiding Principles of General Education, and / or UC 
Merced’s Mission Statement2 that identifies our campus as a “student-centered research 
university.”   
Philosophy at UC Merced reflects all eight of the guiding principles of General Education 
at UC Merced.   Philosophy as a discipline generally reflects these goals, but philosophy 
as taught at UC Merced is especially well suited to serving most of them.  We consider 
each guiding principle in turn. 


Scientific Literacy (To have a functional understanding of scientific, technological and 
quantitative information, and to know both how to interpret scientific information and 
effectively apply quantitative tools) 
A fundamental aspect of philosophy is the application of logic and symbolic methods 
(e.g. mathematics) to conceptual problems.   Logic is required for philosophy minors, and 
in all philosophy courses students are expected to apply logical technique to the analysis 
of specific problems.   UC Merced’s emphasis on applications is well suited to promoting 
students’ ability to interpret scientific information.  In relevant courses, students read 
about experiments and results in fields outside of philosophy—including social and 
natural sciences—and then critically analyze those findings.  For example, in philosophy 
of cognitive science, students read original research by cognitive scientists, and are then 
asked to determine to what degree this research supports a given theoretical positions. 
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Decision Making (To appreciate the various and diverse factors bearing on decisions and 
the know-how to assemble, evaluate, interpret and use information effectively for critical 
analysis and problem-solving). 
Rational decision making has always been a core component of Western philosophy.  UC 
Merced’s program is especially well suited to serving this principle, insofar as decision 
theory and game theory are two of our areas of expertise.  In the 20th


Ethics is a core area of philosophy (alongside logic, metaphysics, epistemology, and 
history).   Ethics considers the concepts of rightness and wrongness, and the question of 
how these can be determined in particular (often very complex) circumstances.  As noted 
above, one strength of UC Merced’s philosophy program is addressing traditional ethical 
questions using the latest techniques in decision theory and game theory.  The motivating 
idea is that knowing how to “do the right thing” is not at all easy in many circumstances, 
so that the kinds of mathematical and computer modeling taught here are essential, 


 century 
mathematical methods for analyzing and modeling decision making emerged.  One of our 
ladder rank and our current lecturer in philosophy work in this area.  A course in game 
theory is being offered in Spring 2009, and rational choice theory is slated to be taught.  
In these courses student learn how to model complex decision situations, in which 
multiple parties with multiple interest interact, and also learn how to determine optimal 
courses of action within these situations. 


Communication (To convey information to, communicate with, and interact effectively 
with multiple audiences, using advanced skills in written and other forms of 
communication) 
A key requirement, reflected in the learning outcomes of all of philosophy courses, is that 
students be able to communicate complex information in a clear manner.  Indeed, clarity 
of expression is an emphasis in contemporary philosophy, precisely because the subject 
matter is so complex.  Students are expected to be able to read and analyze complex 
material, analyze them critically, and clearly present arguments describing their positions 
on these subject matters.   In class discussion is also encouraged at the lower and upper 
division levels, and in these discussions clarity is again an emphasis.  


Self and Society (To understand and value diverse perspectives in both the global and 
community contexts of modern society in order to work knowledgeably and effectively in 
an ethically and culturally rich setting) 
Philosophy by its nature involves an interplay of diverse perspectives.  The narrative 
unfolding of the history of Western philosophy—a sequence of competing ideas about 
fundamental questions—is the backdrop of almost all our courses.  In philosophy courses 
it is common to consider an approach to an issue, and then to consider a range of 
competing views on the issue.  Often these different approaches reflect different 
ideologies, ethical perspectives, and cultural understandings.  Self and society are also 
explicit philosophical themes in philosophy, and both topics come up in the intro course 
and in various upper division courses.  


Ethics and Responsibility (To follow ethical practices in their professions and 
communities, and care for future generations through sustainable living and 
environmental and societal responsibility) 
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especially in the complex global world we are part of.   Ethics is taught in a Core 1 
lecture, is a component of the intro course, and upper division ethics courses are currently 
slated to be added to the curriculum. 


Leadership and Teamwork (To work effectively in both leadership and team roles, 
capably making connections and integrating their expertise with the expertise of others). 
Effective leadership requires an understanding of political, ethical, and logical principles.  
We emphasize all three, given our expertise in political theory, ethical theory, and logic.  
To some extent team work comes explicitly into play, in those courses that involve team 
projects, but this is not currently an emphasis in our pedagogy.  Philosophy’s contribution 
to this principle is, rather, to teach basic concepts in rational analysis which can be used 
to facilitate any leadership or team based interaction. 


Aesthetic Understanding and Creativity (To appreciate and be knowledgeable about 
human creative expression including literature and the arts). 
Aesthetics, which takes up the question of what constitutes beauty, is a classic area of 
philosophy, and one we hope to hire in, as noted in the strategic plan.  As noted there, this 
would facilitate our interaction with literature and the arts at UC Merced.  Currently we 
incorporate aesthetics into the curriculum by allowing philosophically oriented courses in 
arts and literature to count towards the minor (in particular, Literature 100 and, possibly 
some upper division GASP courses).  


Development of Personal Potential (To be responsible for achieving the full promise of 
their abilities, including psychological and physical well-being). 
The promotion of human “flourishing” (from the Greek eudaimonia) has been a central 
concern of Western philosophy since its inception.   This is in part why philosophy has 
always been considered an essential component of a liberal education.   Socrates’ famous 
(and famously counter-intuitive) argument—which has been taught every time intro to 
philosophy has been offered at UC Merced—that in doing wrong one harms oneself more 
than one harms others, reflects the idea that by conducting oneself rationally and ethically 
one “develops one’s soul” and thereby promotes their own well-being.   This is by no 
means a settled or uncontroversial view, but it does reflect how deeply the concept of 
“personal development” is built in to the discipline.  A key goal of the philosophy minor, 
especially the introductory course, is to help students transition from being smart high 
school students to being independent adult thinkers, equipped with the tools to critically 
evaluate the complex ideas and situations they are exposed to, and on this basis to 
achieve the full promise of their abilities. 


Table III.1.  A Curr iculum Map Representing the Alignment Between the 
Philosophy PLOs and the Eight Guiding Pr inciples of Education 
 
PLO Scientific 


Literacy 
Decision 
Making 


Comm-
unication 


Self 
and 
Society 


Ethics  Team-
work 


Aesthetics, 
Creativity 


Personal 
Potential 


1:Interpretation 
and criticism of 
arguments  


  X X    X 


2:Presentation 
and criticism of 


  X X  X X X 
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arguments 
3:Logical 
inference 


X        


4:Interdisciplinary 
applications 


X   X  X  X 


5a:Inductive logic X        
5b:Normative 
claims 


 X   X    


5c:Historical 
understanding 


   X     


 


Part B: Program & School Goals (as applicable) 


How does your program complement your School’s identity and learning goals? 
Since they match those of the University, see Part A. 


Part C: Program & Course (Student) Learning Outcomes  


How does your curriculum support your Program Learning Outcomes? 
Curriculum Map illustrating the relationship between Program Learning Outcomes and 
program courses.  I = Introduction, D=Develop, M=mastery at a level appropriate for 
graduation, V = Varies by course / content. 


Course Outcomes 


1 2 3 4 5a 5b 5c 


1 (Intro) I I I I V V V 


5 (Logic) D D I V V V V 


9 (Phenomenology) D I V V V V V 


101 (Metaphysics) M M M V V V V 


103 (Mind) M M M V V V V 


104 (Ethics) M M V M V M V 


107 (Religion) M M M V V V V 


108 (Political) M M M V V V V 


110 (Cognitive 
Science) 


M M M M V V V 


111 (Neuroscience) M M M M V V V 


134 (Early Modern) M M V V V V M 


150 
(Phenomenology) 


M M D V V V V 


170 (Math Logic) D D M V V V V 


  







Revised Physics Faculty Accreditation Report 
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SUMMARY OF ASSESSMENT PLAN REVISIONS 


 


The assessment plan was updated to account for changes made to the Physics curriculum in the 


2009-2010 academic year.  These changes primarily concerned the restructuring of the 


thermodynamics/statistical mechanics requirements.  Minor changes to the assessment plan were 


also made to shift the assessment timeline forward one year. 


 


REVISED ASSESSMENT PLAN FOR THE PHYSICS MAJOR 


 


SECTION I: Description of the Physics Major at UC Merced 


 


Physics is the study of nature at its most fundamental.  Its scope covers everything from the 


tiniest particles of matter – such as atoms, electrons, and quarks -- to the structure of the entire 


universe, encompassing innumerable galaxies and stars.   


 


Physicists seek to understand complex phenomena in terms of simple, unifying principles.  Their 


queries have ranged from the seemingly innocuous, like “What causes an object to fall?”, to the 


more elemental, like “What is the true nature of light?”.  Such questions led to the discovery of 


the gravitational force, which governs the motion of planets and stars, as well as to the biggest 


breakthrough of the twentieth century – quantum mechanics – which governs the very small.  


Answers to physicists’ questions have revolutionized society, not only altering our basic 







understanding of the universe, but also profoundly affecting our day-to-day lives, laying the 


foundation for numerous technological innovations such as the laser, computer, and cellular 


phone.  And Physics continues to evolve and excite us, with unanswered questions from a 


multitude of active and emerging fields of research, such as Quantum Computation, 


Superconductivity, Chaos, and Biophysics, to name a few.  


  


The physics program at UC Merced provides a strong foundation in the fundamentals of 


theoretical and applied physics, while also emphasizing the increasingly interdisciplinary role 


played by physicists in the scientific and technological community. This is reflected in the “core 


plus emphasis track” model of the major. The core is a rigorous grounding in fundamental 


physical principles, including electricity and magnetism, quantum and classical mechanics, and 


thermodynamics.  The emphasis tracks consist of flexible specialization options which students 


design with the assistance of their faculty advisor.  Possible emphases include Atomic, 


Molecular, and Optical (AMO) Physics; Mathematical Physics; Biophysics; Earth and 


Environmental Physics; Materials Physics; and Engineering Physics.  The Physics major at UC 


Merced also emphasizes student research --- all students are required to complete a capstone 


senior research thesis. 


 


Physics students develop excellent quantitative and analytical skills, enabling them to approach 


new and complex problems that arise in any field.  These fundamental skills are essential 


preparation for a wide range of careers in such fields as aerospace, biotechnology, computers, 


engineering, medicine, education, law, finance, business, and consulting. 


 







The Physics program also offers a minor, which is a reduced version of the major.  Our 


assessment strategy for the major will serve the minor as well. 


 


Finally, in developing the Physics program the faculty has been guided by the case studies and 


analysis in the American Association of Physics Teachers report:  Strategic Programs for 


Innovations in Undergraduate Physics: Project Report, edited by Robert. C. Hilborn, Ruth H. 


Howes, and Kenneth S. Krane (AAPT, College Park, 2003).  


 


 


 


SECTION II: Assessment plan for the Physics Major 


 


Part A: Timeline and goals 


The Physics program will graduate its first full class of Physics majors in the spring of 2010.   


Thus, it has only been in the 2008-09 academic year that we have been able to gather our first 


data on the junior level courses in the Physics program, which constitutes the core of the major.  


Over the next five years, as more data on student success becomes available, we shall reassess 


the structure of our major, in terms of the specific material covered, as well as the learning 


outcomes discussed below. 


 


Part B: Physics Programmatic Learning Outcomes (PLOs) 


Graduates from the Physics B.S. program will have demonstrated the following learning 


outcomes.  







 


1) Physical Principles.  Students will be able to apply basic physical principles---including 


classical mechanics, electricity and magnetism, quantum mechanics, and statistical 


mechanics---to explain, analyze, and predict a variety of natural phenomena. 


 


2) Mathematical Expertise.  Students will be able to apply advanced mathematical techniques 


(e.g., calculus, linear algebra, probability, and statistics) in their explanations, analyses, and 


predictions of physical phenomena. 


 


3) Experimental Techniques.  Students will be able to take physical measurements in an 


experimental laboratory setting and analyze these results to draw conclusions about the 


physical system under investigation, including whether their data supports or refutes a given 


physical model. 


 


4) Communication and Teamwork Skills.  Students will be able to clearly explain their 


mathematical and physical reasoning, both orally and in writing, and will be able to 


communicate and work effectively in groups on a common project.  


 


5) Research Proficiency.  Students will be able to formulate personal research questions that 


expand their knowledge of physics.  Students will be able to apply sound scientific research 


methods to address these questions, either by researching the current literature or developing 


independent results. 


 







 


Part C: Evidence 


The following measures will be used to assess the success of the physics program in achieving 


the above Programmatic Learning Outcomes.  (Learning objectives that are tested are included 


within the parentheses.)  


 


1. Student work in formal courses.  Specifics include: 


I. The performance of Physics majors on the cumulative finals of the four core 


courses (PHYS 110, 105, 137, 112) will be assessed by a panel of faculty.  (1,2) 


II. Oral and written laboratory reports for PHYS 160 will be assessed by a faculty 


panel. (3, 4, 5) 


2. Senior Thesis.  This cumulative capstone experience is a requirement of all physics 


majors.  The senior thesis and an accompanying oral thesis presentation will be assessed 


by a faculty committee. (1, 2, 3, 4, 5) 


3. Student Perception Survey and Exit Interview.  This survey and interview will be 


administered to students upon graduation (and at other appropriate times) to determine 


whether students believe that they have achieved the objectives of the Physics major. (1, 


2, 3, 4, 5) 


4. GRE data.  Senior students who take the Physics GRE will be asked to voluntarily 


provide their scores for statistical purposes.  (1, 2) 


5. Student success after graduation, i.e. acceptance to graduate or professional school, or 


employment in a field that makes use of the student’s education.  Efforts will be made to 







track all graduates annually for at least several years after graduation and to request their 


feedback in a 5-year follow up survey.  (1, 2, 3, 4, 5) 


6. Student “culture” activities.  Participation of students in extracurricular activities such as 


a Physics Club, volunteering at science fares, presentation of research results at 


University research days and conferences will be used to assess the overall health of the 


program and the ability of students to communicate and work in groups, as well as an 


indication of the research caliber of students.  (4, 5) 


 


A critical component of the success in gathering and interpreting these measures will be the staff 


support to gather and organize the above date, especially items 3 – 6. 


 


Part D: Process for assessment 


 


2009-2010 Academic year. During the summer of 2010 the Physics faculty will hold a retreat to 


assess the Mathematical Expertise PLO by examining student final exams from the core physics 


courses.  An assessment rubric has already been developed.  Since the core physics courses are 


still small (from about 10 to 20 students), it is expected that the faculty will review the work of 


all the students.  In the course of this assessment review, we expect to also revisit the Physical 


Principles PLO. 


 


We will also be able to add a few other data streams into our assessment process, such as self-


reported student GRE scores and senior theses.  We expect to continue with the student 


perception survey as well. 







 


The following is a tentative future projection of programmatic reviews. 


 


2010-2011 Academic year.  During the summer of 2011 the faculty will assess the Research 


Proficiency PLO.  This will give us a chance to review the thesis program after two years of 


operation. 


 


2011-2012 Academic year.  During the summer of 2012 the faculty will assess the Experimental 


Techniques PLO. 


 


2012-2013 Academic year.  During the summer of 2012 the faculty will assess the 


Communication and Teamwork Skills PLO. 


 


2013-2014 Academic year.  During the summer of 2013 the faculty will revisit the Physical 


Principles PLO. 


 


Part E: Participants 


All physics faculty are expected to participate in the annual retreats to review and update 


program requirements and expectations.  One faculty member will be elected by the group to 


coordinate this effort.  The data collection, in particular items 3 – 6, will rely on the support of 


staff in the School of Natural Sciences and/or the CRTE.  For example, the CRTE will be asked 


to assist with item 3 (student perception surveys). 


 







Part E: Minor 


The Physics minor is a reduced version of the Physics major.  Given the reduced requirements, 


we shall assess the minor only according to PLOs one and two above.  The assessment of these  


PLOs for the major thus serves the minor as well. 


 


Part G: Self-assessment of the assessment plan 


 


Criterion Status Notes 


Comprehensive List Developed The Physics PLOs have proven to be very effective at guiding our self-assessment.  We could potentially improve by more explicitly consulting and considering national standards (e.g. through AIP) and by further refining our assessment criteria. 
Assessable Outcomes  Develope


d Rubrics have been established for some of the outcomes, such as the performance on the final exams from the core courses.  Rubrics and standards will continue to be developed as more data streams become available. 
Alignment  Develope


d The alignment of courses with outcomes is well established.  It will continue to strengthen and evolve as we continue to assess our program.  For example, we shall revisit the alignment of the mathematical training of our students with PLO #2 this coming summer.  
Assessment Planning  Develope


d Assessment planning will continue to be better articulated as we gain experience assessing the subsequent PLOs. 
The Student 
Experience 


 Develope
d 


PLOs are readily available to students both on the web and in the written catalog.  Students are also regularly informed of the PLOs and SLOs in course syllabi.  Students have begun to be directly involved with the assessment process itself, through, for example, the 
student focus group. 


 


SECTION III: Alignment of program goals/outcomes for the Physics major 


 


Part A: Program and Institutional Goals/Outcomes 


The Physics program supports and realizes the university’s Eight Guiding Principles of General 


Education.  For many of the Guiding Principles, this alignment is quite obvious --- clearly, all 


Physics classes address Scientific Literacy and Decision Making.  (See the curriculum map 


below for more detail.)  Here we comment on two of the less obvious connections. 


(i) The Physics PLOs “Physical Principles” and “Mathematical Expertise” support 


the Guiding Principle of “Aesthetic Understanding/Creativity”.  One cannot learn the 


basic principles of physical theory – quantum mechanics, relativity, 







electromagnetism, etc. – without marveling at the intrinsic beauty of these ideas, as 


well as the beauty of the mathematics needed to express and utilize these physical 


principles.  The elegance and simplicity of physical law is, in fact, one of the most 


powerful forces attracting students to the Physics major.  


(ii) The Physics major requires that students complete a capstone senior research 


thesis.  This project touches on all eight of the Guiding Principles.  For example: by 


presenting their thesis research, both in writing and orally, students develop 


“Communication” skills; by working in research groups (particularly for experimental 


research), students learn the importance of “Leadership and Teamwork”;  


furthermore, faculty will guide students on the appropriate “Ethics and 


Responsibility” of Physics research;  perhaps most importantly, the work necessary to 


complete a senior thesis, and the accompanying pride and satisfaction, will help 


students in the “Development of their Personal Potential”. 


 
 
Table: A curriculum map representing the alignment between Physics Program Learning 
Outcomes and the Eight Guiding Principles of General Education.  
 


PLOs 


Scientific 
Literacy 


Decision 
Making 


Communication 
Self  


&  
Society 


Ethics  
& 


Responsibility 


Leadership  
&  


Teamwork 


Aesthetic 
Understanding  


Creativity 


Development 
of 


Personal 
Potential 


1 X X     X X 


2 X X     X X 


3 X X      X 


4   X X  X  X 







5 X X  X X  X X 


 


 


 


Part C: Program and Course (Student) Learning Outcomes 


The course alignment matrix below shows where each PLO is addressed in the Physics 


curriculum.  The only change made here was to replace PHYS 112 with PHYS 108, reflecting 


changes made to the Physics curriculum. 


 
Table 2: The alignment matrix of Physics/Math courses with the Physics PLOs 
 


  Programmatic Learning Outcomes 


  
1. Physical 
Principles 


2. Math 
Expertise 


3. Exp. 
Techniques 


4.Comm. 
Skills 


5. Research 
Proficiency  


MATH 20   I       
MATH 21   I       
MATH 22   I       
MATH 23   I       
MATH 32   I I     
PHYS 8 I I I     
PHYS 9 I I I     
PHYS 10 I I       
PHYS 105 A A       
PHYS 110 A A       
PHYS 137 A A       
PHYS 108 A A       
PHYS 160 A   A I I 
PHYS 122 A A       
PHYS 195 A (A) (A) A A 


       


  


I = initial; 
A = 


advanced     
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Summary of Revisions 


* Minor revision to PLO 1. 
 
* A self-assessment has been added to Section II. 
 
* A formal mapping of Political Science PLOs and the Eight Guiding Principles has been added 
to Section III. 
 
* Other minor revisions throughout. 
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I. Program Description – Major and Minor 
 
 Political science is the social scientific study of political institutions and political 


behavior.  The study of political institutions includes topics such as the effect of the design of 


electoral systems on the quality of representation in government, the formal and informal 


elements of the legislative process and their implications for the making of law, and the impact 


of domestic political institutions on the incidence of international conflict.  Under the rubric of 


political behavior, political scientists study how and why people choose to participate in politics, 


the determinants of vote choice, and the nature and origins of public opinion.  Students studying 


Political science at UC Merced will develop a strong substantive understanding of both political 


institutions and behavior.  Students will also learn the theories that help us better understand the 


political world and the methods by which these theories are tested and refined.   


 Political science majors will choose courses from three major subfields of the discipline: 


American Politics, Comparative Politics, and International Relations.   The study of institutions 


and behavior is central to all three of these subfields, although the substantive emphasis differs.  


Courses in American Politics focus on domestic politics in the U.S., while courses in 


Comparative Politics examine government and politics in other nations.  International Relations 


classes address issues in foreign policy, international conflict, and the institutions intended to 


govern the interactions between nations.  Students will focus on one of these three subfields, 


although they will also be able to take courses in the two subfields outside of their focus.  Due to 


both the broad intellectual roots of political science as a scholarly field and the interdisciplinary 


nature of UC Merced’s School of Social Sciences, Humanities and Arts, Political Science majors 


will also take at least two upper division classes in either Cognitive Science, Economics, History, 


Philosophy, Psychology, or Sociology. 
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 The knowledge and skills acquired with the political science major will provide a strong 


foundation for graduate training in law, political science, or other social sciences.  Students 


graduating with a degree in political science can also pursue a wide variety of other careers, such 


as public administration, campaign management or consultation, grassroots political 


organization, corporate governmental affairs, Foreign Service, journalism, lobbying, or teaching. 


There is also an additional benefit to the study of political science in terms of citizenship.  By 


developing a better understanding of how government works, students can be better informed 


participants in our democracy. 


 The Political Science Minor is simply a reduced form of the Major.  Students minoring in 


Political Science will learn the same skills and substantive knowledge as those who are majors, 


just not to the same degree.  Students who minor in political science need not specialize in a 


major subfield. 


 II. Assessment Plan – Major and Minor 


 A. Timeline and Goals 


 All syllabi now have PLOs (Program Learning Outcomes) and SLOs (Student Learning 


Outcomes) in place.  At the end of Spring Semester 2009, we collected evidence of student 


learning to initiate assessment of the first PLO.  At the end of Fall Semester 2009, we completed 


the assessment of the first PLO and have discussed possible changes to the Political Science 


program.  Assessment of the second PLO will then be initiated in Spring 2010 and completed in 


Fall 2010. 


 B. Outline of Program Learning Outcomes (PLOs) 


We expect graduates from the Political Science B.A. program to be able to:  
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1. Demonstrate an understanding of the processes, theories, and empirical regularities of 
political institutions and political behavior in the student’s chosen emphasis area: American 
politics, comparative politics, or international relations.  
 
2. Employ critical thinking and demonstrate social scientific literacy, including basic 
quantitative literacy.  
 
3. Utilize contemporary social science research methods to conduct rigorous research on 
political phenomena.  
 
4. Write effectively, particularly to convey complex concepts and information in a clear and 
concise manner.  
 
5. Apply abstract theory and research methods to understand contemporary political events and 
public policies.  
 
These PLOs are published on UC Merced’s Political Science webpage (polisci.ucmerced.edu) 


and on all Political Science syllabi. 


 C. Evidence 


1. An understanding of the processes, theories, and empirical regularities of political institutions 


and political behavior in the student’s chosen emphasis area: American politics, comparative 


politics, or international relations. 


 Direct Evidence: Embedded questions in exams given in upper division classes.  More 


 than one upper division class should be used and the classes should span multiple areas of 


 emphasis. 


 Indirect Evidence: Focus group interview with graduating seniors. 


2. An ability to employ critical thinking and demonstrate social scientific literacy, including 


basic quantitative literacy. 


 Direct Evidence: Embedded questions in final exam given in POLI 10 (Statistical 


 Inference). 


 Indirect Evidence: Exit survey of graduating seniors. 







 5 


3.  A capacity to utilize contemporary social science research methods to conduct rigorous 


research on political phenomena. 


 Direct Evidence: Sample of student research papers written in upper division classes that 


 have a research component (e.g., POLI 102 (Judicial Politics)).  Preferably, papers 


 written by seniors will be considered. 


 Indirect Evidence: Focus group interview with graduating seniors. 


4. Effective written communication skills, especially the ability to convey complex concepts and 


information in a clear and concise manner. 


 Direct Evidence: Sample of student papers written upper division classes. 


 Indirect Evidence: Exit survey of graduating seniors. 


5. An ability to apply abstract theory and research methods to understand contemporary 


political events and public policies.  


 Direct Evidence: Embedded questions in exams given in upper division classes. 


 Indirect Evidence: Focus group interview with graduating seniors. 


 For each PLO, we will analyze the assessment data to identify strengths and weaknesses 


of the existing program.  Based on the results, we will consider updates to the Political Science 


curriculum.  For example, we might consider revisions to the content or approach to existing 


Political Science courses, changes to prerequisites, or changes to the requirements of the 


major/minor. 


 D. Process 


PLO #2 


 In Spring 2010, the instructor for POLI 10 (a required course on social science 


methodology) will be asked to embed questions on the midterm and/or final exam tapping 
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student understanding of social scientific goals and methods (with an emphasis on quantitative 


approaches).  Answers to these questions will be read and analyzed by PAC.  To gather 


information on student perceptions of their training in social scientific methods, an exit survey 


will be designed and then administered to all graduating Political Science majors in Spring 2010.  


The answers to this survey will be compiled and analyzed by PAC. 


 The direct and indirect evidence will be analyzed and reported to the rest of the Political 


Science faculty by the end of Fall 2010.  There will be a subsequent faculty discussion of the 


results and possible modifications to the program. 


PLO #3 


 With the help of instructors, PAC will collect a sample of student research papers written 


in upper division taught in upper division classes in Spring 2011.  Only research papers will be 


considered.  The Committee will read and evaluate these papers in an effort to determine student 


preparedness to conduct social science research.  Towards the end of Spring 2011, a group of 


graduating Political Science majors will be selected.  PAC will conduct a focus group with these 


students in order to determine student perceptions regarding the achievement of PLO #3. 


 The direct and indirect evidence will be analyzed and reported to the rest of the Political 


Science faculty by the end of Fall 2011.  There will be a subsequent faculty discussion of the 


results and possible modifications to the program. 


PLO #4 


 In Spring 2012, PAC will collect a random sample of papers written in an upper division 


class.  The papers will be read with the goal of determining the written communication skills of 


the students.  To gather information on student perceptions of the marginal effect of their training 


on their communication skills, an exit survey will be designed and then administered to all 
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graduating Political Science majors in Spring 2012.  The answers to this survey will be compiled 


and analyzed by PAC.  The direct and indirect evidence will be analyzed and reported to the rest 


of the Political Science faculty by the end of Fall 2012.  There will be a subsequent faculty 


discussion of the results and possible modifications to the program. 


PLO #5 


 Instructors for select upper division classes taught Spring 2013 will be asked to embed 


exam questions that ask students to apply political science theories and/or methods to 


contemporary, “real world” political events.  Answers to these questions will be read and 


analyzed by PAC.  Towards the end of Spring 2013, a group of graduating Political Science 


majors will be selected.  PAC will conduct a focus group with these students in order to 


determine student perceptions regarding the achievement of PLO #5.  The direct and indirect 


evidence will be analyzed and reported to the rest of the Political Science faculty by the end of 


Fall 2013.  There will be a subsequent faculty discussion of the results and possible 


modifications to the program. 


PLO #1 


 Instructors for select upper division classes taught in the Spring 2014 semester will be 


asked to embed questions tapping relevant student knowledge on either midterm or final exams.  


Answers to these questions will be read and analyzed by the Program Assessment Committee 


(PAC).  Towards the end of Spring 2009, a group of graduating Political Science majors will be 


selected.  PAC will conduct a focus group with these students in order to determine student 


perceptions regarding the achievement of PLO #1.  The direct and indirect evidence will be 


analyzed and reported to the rest of the Political Science faculty by the end of Fall 2014.  There 


will be a subsequent faculty discussion of the results and possible modifications to the program. 
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 E. Participants 


 A Program Assessment Committee composed of Political Science faculty will be 


responsible for collecting, analyzing, and disseminating evidence regarding the attainment of the 


PLOs.  This evidence will be communicated to the entire Political Science faculty any changes to 


the program or assessment plan will originate from the entire faculty. 


 F. Minor 


 Students who minor in Political Science are expected to advance towards all five PLOs.  


It is not expected that will achieve these PLOs to the same extent as Political Science majors, 


however.  Minors are not required to take POLI 10, which plays an important role in the 


attainment of PLOs 2 and 3.  But, if a Political Science minor does not take POLI 10 they must 


take an equivalent course in a related field (e.g., ECON 10 or PSYCH 10) to be able to take 


almost any of the upper division Political Science classes. 


 G. Self-Assessment 


Criterion Assessment Explanation 
 
Comprehensive list 
 


 
Developed 


 
The PLOs are organized and reasonable in scope and 
expectation.  They are consistent with several of the 
Eight Guiding Principles.  There are no formal 
national disciplinary standards to be considered. 
 


Assessable outcomes 
 


Emerging-Developed The limitation here is that some of the PLOs are not 
readily stated in a manner that is clearly assessable.  
The faculty will continue to refine the PLOs in an 
effort to facilitate assessment. 
  


Alignment 
 


Highly Developed The PLOs pervade the general curriculum and all 
specific classes. 
 


Assessment planning 
 


Highly Developed There is a multi-year assessment plan that is and will 
be regularly revised. 
 


The student experience Developed - Highly 
Developed 


PLOs are included on every syllabus and are on the 
program website.  
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III. Alignment of Institutional and Program Goals – Major and Minor   


 A. Program and Institutional Goals 


 The Political Science PLOs map well onto UC Merced’s Guiding Principles of General 


Education: 


 
PLO 


scientific 
literacy 


decision 
making 


comm- 
unication 


self & 
society 


ethics & 
responsib. 


leadership 
& teamwk. 


aesthetic  
understand. 


developmnt 
person. pot. 


 
1 


  
X 


  
X 


 
X 


   


2 X X       
3 X        
4   X      
5  


 
X  X     


 


PLO #1 (an understanding of the processes, theories, and empirical regularities of political 


institutions and political behavior) corresponds with Decision Making, Self and Society, and 


Ethics and Responsibility as it includes student learning about how political decisions are made, 


how elite and mass policy preferences are aggregated under different institutional rules, and the 


connection between empirical patterns and normative (i.e., ethical) questions of power and 


policy choices.  PLO #2 (an ability to employ critical thinking and demonstrate social scientific 


literacy, including basic quantitative literacy) and PLO #3 (a capacity to utilize contemporary 


social science research methods to conduct rigorous research on political phenomena) 


correspond to Scientific Literacy as they center on the students’ capacity to understand and 


conduct social science research.  PLO #4 (effective written communication skills, especially the 


ability to convey complex concepts and information in a clear and concise manner) clearly 


corresponds to Communication.  PLO #5 (an ability to apply abstract theory and research 


methods to understand contemporary political events and public policies) corresponds to 


Decision Making, Self and Society, and Ethics and Responsibility much in the same that PLO #1 
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does, although this PLO’s emphasis is on understanding the contemporary political world that 


the students inhabit. 


 B. Program and School Goals 


 The Educational Philosophy for the School of Social Sciences, Humanities and Arts lists 


three general principles.  The Political Science Program and associated PLOs map onto two of 


these principles.  “Doing is the basis for learning” corresponds with PLO #3 (a capacity to utilize 


contemporary social science research methods to conduct rigorous research on political 


phenomena).  “Citizenship is founded in community” corresponds with PLO #1 (an 


understanding of the processes, theories, and empirical regularities of political institutions and 


political behavior) and PLO #5 (an ability to apply abstract theory and research methods to 


understand contemporary political events and public policies). 


 C. Program and Course (Student) Learning Outcomes 


 The table below illustrates the connection between the PLOs and individual Political 


Science courses offered.  Generally speaking, introductory courses will begin to move students 


towards attaining the PLOs while the upper division courses will lead to a fuller achievement of 


these objectives.  POLI 10 (a required course for all Political Science majors) plays an important 


role as the only introductory level course that introduces and prepares students for attainment of 


PLOs 2 and 3. 


  
Program Learning Outcome 


Course 1 2 3 4 5 
 
1 
 


 
I (AP) 


 
 


  
I 


 
I 


2 
 


I (AP)   I I 


3 
 


I (CP)   I I 


5 
 


I (IR)   I I 


6 I (IR)   I I 
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9 
 


 
I 


   
I 


 


10 
 


 I I  I 


100 
 


A (AP) A A A A 


101 
 


A (AP) A A A A 


102 
 


A (AP) A A A A 


105 
 


A (AP) A A A A 


107 
 


A (AP) A A A A 


108 
 


A (AP) A A A A 


110 
 


A (AP) A  A A 


111 
 


A (AP) A  A A 


120 
 


A (AP) A A A A 


125 
 


A (AP) A A A A 


127 
 


A (AP) A A A A 


130 
 


A (CP) A A A A 


135 
 


A (CP) A A A A 


140 A (CP) A A A A 
 
150 
 


 
A (IR) 


 
A 


 
A 


 
A 


 
A 


155 
 


A (IR) A A A A 


160 
 


A (AP, IR) A A A A 


170 
 


 A  A A 


190 
 


Depends on 
topic 


Depends on 
topic 


Depends on 
topic 


Depends on 
topic 


Depends on 
topic 


195 
 


Depends on 
topic 


Depends on 
topic 


A Depends on 
topic 


Depends on 
topic 


Note: I = introductory, A = advanced.  For the first PLO, the area of emphasis is indicated, where 
appropriate, by AP = American politics, CP = comparative politics, IR = international relations.  
In Political Science, there typically are no “intermediate-level” classes. 
 







Faculty Accreditation Report 


Psychological Sciences Section of the School of Social Sciences, Humanities and Arts 


Undergraduate Psychology Major and Minor 


January 30, 2009 


 


Table of Contents 


ABSTRACT: SUMMARY OF ASSESSMENT PLAN REVISIONS   ............................... 2
SECTION I: PROGRAM DESCRIPTION - MAJOR AND/OR MINOR   ......................... 3
SECTION II: ASSESSMENT PLAN – MAJOR AND/OR MINOR   ................................. 5


Part A: Timeline & Goals   ............................................................................................... 5
Part B: Outline of PLOs   .................................................................................................. 6
Part C: Evidence   ............................................................................................................. 7
Part D: Process   .............................................................................................................. 12
Part E: Participants   ........................................................................................................ 13
Part F: Minor   ................................................................................................................. 13
Part G: Self-Evaluation Using the WASC Rubric   ........................................................ 13


SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM 
GOALS/OUTCOMES –MAJOR AND/OR MINOR   ....................................................... 15


Part A: Program and Institutional Goals/Outcomes  ...................................................... 15
Part B: Program & School Goals   .................................................................................. 18
Part C: Program & Course (Student) Learning Outcomes   ............................................ 19


 


 


 


 







ABSTRACT: SUMMARY OF ASSESSMENT PLAN REVISIONS 


This document presents the current Psychological Sciences Program Learning 


Outcome Assessment plan. The plan is fundamentally the same as the report of January 


30, 2009, but with the following changes:  


1. The Program Learning Outcomes (PLOs) have been expanded from three to four 


PLOs by separating the PLO for statistics (now #3) from the PLO for research 


methods (still #2).  


2. A curriculum map is added to summarizing the alignment between the Program 


Learning Outcomes and the Eight Guiding Principles;  


3. The curriculum map summarizing the alignment between the Program Learning 


Outcomes and the Course Learning Outcomes has been expanded to add all 


courses now in the curriculum (the previous report listed only the courses taught 


in Fall 2008).  


4. Section II.G. has been added evaluating the Psychology PLOs against the WASC 


rubric for PLOs. 


5. A new indirect assessment method is proposed, the use of focus groups with 


graduating seniors conducted by the UC Merced SATAL (Student Assessment of 


Teaching and Learning) Program.







SECTION I: PROGRAM DESCRIPTION - MAJOR AND/OR MINOR 


The Psychological Sciences Section of the School of Social Sciences, Humanities 


and Arts (SSHA) offers both a major and a minor in Psychology at the undergraduate 


level. Psychology was one of the original disciplines at UC Merced, originally a track in 


the Social and Cognitive Sciences major in Fall 2005. The Psychology major was created 


in Fall 2006, with the minor following in 2007. The major has consistently grown in size 


every year since 2005 (Fall 2006 n = 36; 2007 n = 219; 2008 n = 328; 2009 n = 373; 


<http://ipa.ucmerced.edu/docs/Undergraduates/>. It is the largest major in SSHA (and the 


second largest at the University after Biology). Psychology offered three lower division 


and thirteen upper division courses in the major in Fall 2009, and three lower division 


and eleven upper division courses in Spring 2009. These courses are offered by six ladder 


rank faculty who typically teach two undergraduate and one graduate course per year, and 


four part-time lecturers who each teach from two to six undergraduate courses per year.  


The Psychology major offers an array of undergraduate courses that are typical 


for a UC campus, although with fewer offerings than a mature campus. The major offers 


a somewhat richer array of courses in developmental and health psychology—two of the 


three areas of emphasis in research among our faculty (the third area is quantitative 


psychology, and we are starting to develop a richer array of undergraduate courses in that 


area as well). Perhaps the most distinctive feature of the major, however, is the close 


contact that undergraduate students can have with faculty both in pedagogy and research. 


All ladder rank faculty teach undergraduate courses regularly, with regular contact with 


students in and out of the classroom. Many undergraduates work in faculty laboratories 


on research projects, with anywhere from 3 to as many as 15-20 undergraduate students 



http://ipa.ucmerced.edu/docs/Undergraduates/%3e.�





in a lab at any given time. Because of the small size of the graduate program, 


undergraduates play a more intense role in faculty research than at most UC campuses. 


This role for undergraduates at a student-centered research university is stressed on our 


website, which notes that “We also offer undergraduates the opportunity to work with UC 


faculty in research.”  


<http://psychology.ucmerced.edu/2.asp?uc=1&lvl2=3&contentid=4>.  


The university collects data about student postgraduate employment. For the 


graduating class of May 2008 (well before the first full graduating class of entering 


freshman from Fall 2005), 8 of 18 graduates responded. Of these 8 respondents, 37% 


were admitted to or enrolled in a graduate program, 50% were employed full time, and 


13% were actively looking for a job.  


 For students who do not go on to graduate or professional training, we inform 


them both of the job options they have, and of the skills they will learn as a psychology 


major that can help them on the job market with a bachelor’s degree. On our web site, for 


example, we say the following:  


The Psychology major also prepares undergraduates for many careers that do not 


require further graduate training. The American Psychological Association 


(www.apa.org) has an excellent web site to help you understand that job market 


(http://psyccareers.apa.org/). APA  reports that about 5% of 1997 and 1998 


bachelor’s degree psychology major graduates had taken a job that is actually in 


psychology. Most psychology major graduates—about two thirds—took 


employment in private sector business settings. Graduates with an undergraduate 


psychology major are highly marketable because they are trained to have good 



http://psychology.ucmerced.edu/2.asp?uc=1&lvl2=3&contentid=4�

http://www.apa.org/�

http://psyccareers.apa.org/�





research and writing skills, to be effective problem solvers in both team and 


individual settings, and to use critical thinking skills to analyze, synthesize, and 


evaluate information. Specific examples of employment include administrative 


support, public affairs, education, business, sales, service industries, health, the 


biological sciences, computer programming, employment counselors, correction 


counselor trainees, interviewers, personnel analysts, probation officers, and 


writers. The same APA report finds that two thirds of psychology major graduates 


believe their job is closely or somewhat related to their psychology background 


and that their jobs hold career potential. 


Our program learning outcomes aim to help our undergraduates learn these skills.  


The Psychological Sciences Section also offers a minor area in Psychology to 


undergraduate students. Students taking the minor must complete a representative sample 


of the full major requirements following an explicit set of guidelines that ensure exposure 


to the basic lower division courses, and to upper division courses that reflect the breadth 


of the discipline. The most important difference between students in the minor and 


students in the major is that the former take fewer upper division Psychology courses.  


SECTION II: ASSESSMENT PLAN – MAJOR AND/OR MINOR 


Part A: Timeline & Goals 


We began consideration of assessment in late Fall 2008. Between then and 


January 30th, 2009, we developed a tentative assessment plan, a living document that 


changes over time as the Psychology major develops and as we learn from assessment 


about ways we can best improve our undergraduate education efforts. Because we are 


such a new university facing so many challenges and resource constraints, we think it is 







inappropriate to move quickly to a summative evaluation of the major. Rather, our goals 


are decidedly formative, to start with small, achievable tasks that can be initiated in the 


required timeframe, and with learning outcomes and assessment methods that can be 


expanded in the future. We hope to use this approach first to get to know the 


undergraduate education experience that we have created for our majors, and second to 


learn how we can improve that experience over time.  


Part B: Outline of PLOs 


The Psychological Sciences faculty began to consider PLOs for the major in mid-


Fall, 2008. The faculty first consulted the American Psychological Association guidelines 


for the undergraduate psychology major1


1. Show knowledge of the key substantive content of the field of psychology, 


including memory and thinking, sensory psychology and physiology, 


developmental psychology, clinical and abnormal psychology, and social 


psychology. 


. The faculty discussed the relevance of APA’s 


suggested student learning outcomes to our situation, a situation with far more limited 


resources than is the case for the mature universities for which the guidelines were 


written. After several drafts, the faculty voted to adopt three PLOs for the undergraduate 


Psychology major; and in February 2009 the faculty modified this to four PLOs to 


separate the PLO about statistics from that about research methods. The PLOs state that 


students who complete the major will:  


2. Demonstrate that they understand the basic principles of and correctly interpret 


applications of  the designs and methods that psychologists use to gather data. 
                                                 
1 American Psychological Association. (2007). APA guidelines for the undergraduate psychology major. 
Washington, DC: Author. Retrieved from www.apa.org/ed/resources.html.  
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3. Show that they can understand and correctly interpret the statistical analyses 


psychologists use to analyze data. 


4. Show that they understand and can apply the writing style used in psychological 


literature (APA style). 


The faculty also discussed the desirability of increasing both the breadth and depth of 


these PLOs as the university matures, and as resources to do so become available to us. 


The four PLOs are published on the UC Merced Psychology website 


(http://psychology.ucmerced.edu/2.asp?uc=1&lvl2=3&lvl3=3&lvl4=18&contentid=15), 


and in the UC Merced General Catalog under the Psychology major. 


Part C: Evidence 


Assessing PLOs, especially in a large major with few faculty in a rapidly 


changing environment characterized by limited resources, is a major challenge. Hence, 


our approach to this task emphasizes starting with small, achievable methods that will 


provide useful outcome information in the form of both direct and indirect evidence, and 


then slowly over time expand the evidence sources as program need and resources 


allowed. Our preliminary assessment plan is as follows:  


1. Content: Show knowledge of the key substantive content of the field of 


psychology, including memory and thinking, sensory psychology and physiology, 


developmental psychology, clinical and abnormal psychology, and social 


psychology. 



http://psychology.ucmerced.edu/2.asp?uc=1&lvl2=3&lvl3=3&lvl4=18&contentid=15�





a. Direct Evidence: Assessment will be by the Educational Testing Service 


major test on graduating seniors2


b. Indirect Evidence: For all three PLO’s, we will use results from two 


surveys of graduating seniors. 


. We will report scores at the group level 


for the following assessment indicators that the test provides: (1) Memory 


and Thinking, (2) Sensory and Physiology, (3) Developmental, (4) 


Clinical and Abnormal, and (5) Social. The Psychology major requires 


students to take courses from what are called Group A, Group B, and 


Group C courses. ETS subtests (1) and (2) would assess Group A learning; 


ETS subtests (3) and (5) would assess Group B learning; and ETS subtest 


(4) would assess Group C learning. 


i. UC Merced administers University of California Undergraduate 


Experience Survey (UCUES) to all undergraduates biennially, the 


last time being Spring 2008. Because this is administered to all UC 


campuses except UCSF (which does not enroll undergrads), we 


can compare responses from graduating seniors on other campuses 


to responses of our graduating seniors. Specifically, we will use 


responses to item 2e, their rating of how well they were prepared 


in understanding a specific field of study. 


ii. In the years that UCUES is not administered, UC Merced will 


administer the National Survey of Student Engagement (NSSE), 


                                                 
2 See 
http://www.ets.org/portal/site/ets/menuitem.1488512ecfd5b8849a77b13bc3921509/?vgnextoid=f349af5e44
df4010VgnVCM10000022f95190RCRD&vgnextchannel=eddc144e50bd2110VgnVCM10000022f95190R
CRD. $25 per test online. 



http://www.ets.org/portal/site/ets/menuitem.1488512ecfd5b8849a77b13bc3921509/?vgnextoid=f349af5e44df4010VgnVCM10000022f95190RCRD&vgnextchannel=eddc144e50bd2110VgnVCM10000022f95190RCRD�
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doing so in Spring 2009 for the first time. Unfortunately, this 


survey does not yet have a comparable rating of their 


understanding of their field of study. Hence we will only have data 


to assess this outcome every other year. 


iii. Using student interviewers from the UC Merced SATAL program 


(Student Assessment of Teaching and Learning), we will interview 


graduating seniors in focus groups to assess their perceptions of 


how well the major taught the content of psychology.  


2. Research Methods: Demonstrate that they understand the basic principles of and 


correctly interpret applications of  the designs and methods that psychologists use 


to gather data. 


a. Assessment of direct evidence will be by the ETS major test on graduating 


seniors. We will report scores at the group level for the Measurement and 


Methodology assessment indicator that the test provides.  


b. Indirect Evidence: We will use answers to selected questions from two 


surveys of graduating students:  


i. From the UCUES, we will use item 2f, their rating of how well 


they were prepared in quantitative (mathematical and statistical) 


skills. 


ii. From the NSSE), we will use item 11f, their rating of how well 


they were prepared to analyze quantitative problems. 


iii. Using student interviewers from the UC Merced SATAL program 


(Student Assessment of Teaching and Learning), we will interview 







graduating seniors in focus groups to assess their perceptions of 


how well the major taught the research methods of psychology.  


3. Statistics: Show that they can understand and correctly interpret the statistical 


analyses psychologists use to analyze data. 


a. Assessment of direct evidence will be by the ETS major test on graduating 


seniors. We will report scores at the group level for the Measurement and 


Methodology assessment indicator that the test provides.  


b. Indirect Evidence: We will use answers to selected questions from two 


surveys of graduating students:  


i. From the UCUES, we will use item 2f, their rating of how well 


they were prepared in quantitative (mathematical and statistical) 


skills. 


ii. From the NSSE), we will use item 11f, their rating of how well 


they were prepared to analyze quantitative problems. 


iii. Using student interviewers from the UC Merced SATAL program 


(Student Assessment of Teaching and Learning), we will interview 


graduating seniors in focus groups to assess their perceptions of 


how well the major taught the statistics used in psychology.  


4. Writing: Show that they understand and can apply the writing style used in 


psychological literature (APA style). 


a. Assessment of direct evidence will use a to-be-developed test given to 


graduating seniors that will include multiple choice items on APA style, 







and if resources allow, also include a test involving editing a document to 


locate style errors. 


b. Starting in Fall 2009 Psychology majors will begin enrolling in WRI 101:  


Writing in the Disciplines:  Psychology. Portfolios of their coursework 


will be collected and reviewed to confirm writing competence and to 


corroborate other evidence of program learning outcomes for content and 


research methods. 


c. Indirect Evidence: We will use answers to selected questions from two 


surveys of graduating students:  


i. From the UCUES, we will use their responses to item 2b, their 


rating of how well they were prepared in the ability to be clear and 


effective in writing. 


ii. From the NSSE, we will use item 11c, their rating of how well 


they were prepared to write effectively. 


iii. Using student interviewers from the UC Merced SATAL program 


(Student Assessment of Teaching and Learning), we will interview 


graduating seniors in focus groups to assess their perceptions of 


how well the major taught writing in psychology.  


These data will be gathered and analyzed in conjunction with various 


administrative offices at UC Merced, for example, the Institutional Planning and Analysis 


office and the SATAL program office. As we develop a working relationship with such 


offices, we expect that some of the analyses may be conducted by the Psychological 


Sciences faculty if the data can be made available to us. Given the small size of the 







Psychological Sciences faculty, results of these analyses will be interpreted by the faculty 


as a whole initially. As the faculty grows, a Faculty Assessment Committee will assume 


responsibility for initial interpretation of the data for report to the entire faculty. 


Given how new the Psychology major is, and how rapidly it is growing and 


changing, these data are likely to be used in a very wide variety of formative ways to 


improve the major. The results should identify areas of our curriculum are performing to 


our expectations, and which areas need adding or improving. They may also tell us what 


skills we are not training that we should be. As we learn more about what assessment 


methods are more or less feasible, see opportunities to add new assessment methods (e.g., 


alumni surveys), and find the resources to expand what we do, we will change our 


assessment process. Ultimately, all this will result in an iterative process by which we can 


re-examine our PLOs to better serve our students.  


Part D: Process 


We will assess one PLO each academic year, in the order the PLOs are listed 


earlier in this document: PLO #1 for the 2008-9 academic year, PLO #2 for 2009-2010, 


PLO #3 for 2010-2011 and PLO#4 for 2011-12. All graduating Psychology majors are 


required to take the ETS Major Field Test as a condition of graduation. This requirement 


was entered into the 2009-10 General Catalog, and so will take effect as a requirement for 


students who enter as freshman in 2009 and graduate in May 2013, or who enter as 


transfer students in 2009 and graduate in May 2011. Until then, the test will be 


administered to volunteers. Assessments are completed at the end of the Spring semester 


of each academic year, with subsequent analyses and interpretations done in the six 







months following that. The exact schedule will be flexible to accommodate the inevitable 


fits and starts of this new process.  


Part E: Participants 


As described in Part C earlier, data will be gathered by various offices and 


programs of UC Merced. Analysis will take place in such offices as well, but may also be 


done by Psychological Sciences faculty if we are allowed to use the raw data. Results will 


be disseminated to the entire faculty who will, in turn, decide what changes may need to 


be made to the major, and how to do so. As the faculty grows, some of these duties may 


be assumed by a Faculty Assessment Committee consisting of a subset of the entire 


Psychological Sciences faculty.  


Part F: Minor 


The Psychology minor has the same PLOs and assessment plan as the major. The 


main difference between the two is that performance expectations for students in the 


minor will be lower than for the major.  


Part G: Self-Evaluation Using the WASC Rubric 


Part A. Comprehensive List. The Psychology PLOs are probably best described 


as “Developed” in the WASC rubric. The Faculty Accreditation Report submitted by 


Psychology on January 30, 2009 (also in the present report), make clear its consideration 


of both institution-wide outcomes and national disciplinary standards. The PLOs fall 


short of a “Highly Developed” rating because they probably do not meet the standard for 


such a rating that says “Faculty have agreed upon explicit criteria for assessing students’ 







level of mastery of each outcome.” However, it is unlikely the faculty could take this step 


until the methods for assessing each PLO have been finalized.  


Part B. Assessable Outcomes. The Psychology PLOs are probably at the 


“Emerging” level. The faculty needs to provide more information to students about how 


they can demonstrate learning. Some PLOs already do this (probably PLO#4), but others 


do not.   


Part C. Alignment. The Psychology PLOs are probably at the “Developed” level. 


The curriculum provides ample opportunity for students to learn and develop the skills 


described in the PLOs, and a curriculum map outlines the relationship between the PLOs 


and the curriculum. However, the map does not clearly articulate increasing levels of 


proficiency in the PLOs, specifically lacking a mastery course such as a capstone course. 


This omission was intentional. With a faculty of 7 and with 373 majors, the faculty were 


unable to develop such a mastery course given the resources that would be required to 


grade in that course. The faculty should, however, continue to consider ways to in which 


a mastery requirement could be introduced into the curriculum. 


Part D. Assessment Planning. The Psychology PLOs are probably at the 


“Emerging” level. While assessment plans are specified for PLO#1, #2, and #3, the 


faculty have not yet agreed on how PLO#4 might be assessed. Further, the assessment 


plans (e.g., the ETS major field test) may change over time as the faculty gains 


experience with present options and alternatives.  


Part E. The Student Experience. The Psychology PLOs are probably at the 


“Emerging” level. PLOs have been published in the UC Merced catalog in the 


Psychology major section, they are published on the UC Merced Psychological Sciences 







web site (http://psychology.ucmerced.edu), and are presented in the syllabi of individual 


instructors. The faculty should develop additional ways of ensuring student awareness of 


the PLOs, and see that the PLOs are incorporated into all syllabi. Students have had 


limited involvement in the creation and use of rubrics or in self-assessment. However, it 


may be premature to involve students until the assessment plan itself is further developed.  


SECTION III: ALIGNMENT OF INSTITUTIONAL AND PROGRAM 


GOALS/OUTCOMES –MAJOR AND/OR MINOR 


Part A: Program and Institutional Goals/Outcomes 


The Psychology major reflects UC Merced’s eight guiding principles of general 


education in a variety of ways, some direct and some indirect. The following table 


summarizes these relationships in a curricular map, followed by a narrative elaboration of 


these interfaces.  


 


Table 1: A curricular map representing the alignment between Psychology Program 


Learning Outcomes and the Eight Guiding Principles of General Education 


PLOs Scientific 
Literacy 


Decision 
Making 


Communication Self & 
Society 


Ethics & 
Responsibility 


Leadership 
and 


Teamwork 


Aesthetic 
Understanding 


Creativity 


Development 
of 


Personal 
   Potential 


#1 x  x x x x x x 
#2 x x x      
#3 x x x      
#4  x x   x x  
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UC Merced Guiding Principle #1, Scientific Literacy: To have a functional 


understanding of scientific, technological and quantitative information, and to know both 


how to interpret scientific information and effectively apply quantitative tools. The 


Psychology PLOs #1, #2 and #3 reflect this guiding principle directly. The Psychology 


major creates literacy about the science of Psychology, and about the scientific methods 


that psychologists use to investigate human behavior.  


UC Merced Guiding Principle #2, Decision Making: To appreciate the various 


and diverse factors bearing on decisions and the know-how to assemble, evaluate, 


interpret and use information effectively for critical analysis and problem solving. Most 


courses in the Psychology major require students to write papers in which they are 


required to do such analysis and problem solving. In addition, some students who 


participate in faculty laboratory research are exposed to how faculty members do these 


tasks, sometimes through group readings and other times through the research process 


itself. Portfolio reviews will also address these points. 


UC Merced Guiding Principle #3, Communication: To convey information to and 


communicate and interact effectively with multiple audiences, using advanced skills in 


written and other modes of communication. PLO #3 applies directly to this principle, as 


do the comments about writing made in the response to principle 2 above.  


UC Merced Guiding Principle #4, Self and Society: To understand and value 


diverse perspective in both the global community contexts of modern society in order to 


work knowledgeably and effectively in an ethnically and culturally rich setting. Two 


courses address this principle directly: PSY 150 Psychological Perspectives on Cultural, 


Racial and Ethnic Diversity, and PSY 151 The Psychology of Stereotyping and Prejudice. 







UC Merced Guiding Principle #5, Ethics and Responsibility: To follow ethical 


practices in their professions and communities, and care for future generations through 


sustainable living and environmental and societal responsibility. Several courses include 


readings and classroom discussion of psychological ethics. PSY 140 Clinical Psychology 


reviews the ethical requirements of this profession; PSY 15 Research Methods in 


Psychology reviews the ethics of research using humans and animals as participants; and 


PSY 171 Psychological Tests and Measurement reviews ethical use of psychological tests 


and assessment of humans. Students who participate in faculty research are exposed to 


the ethical issues that are specific to that research.  


UC Merced Guiding Principle #6, Leadership and Teamwork: To work effectively 


in both leadership and team roles, capably making connections and integrating their 


expertise with the expertise of others. A number of psychology courses require students 


to participate in group projects. In addition, students who participate in faculty research 


typically do so in the context of research teams in which they assume gradually 


increasing levels of responsibility and leadership. 


UC Merced Guiding Principle #7, Aesthetic Understanding Creativity: to 


appreciate and be knowledgeable about human creative expression, including literature 


and the arts. Students who participate in faculty research are exposed to the creative 


process that is necessary as part of developing original research ideas and projects. 


Likewise, most courses review original research on the relevant topic, including 


discussion of creativity evidenced when addressing human and social issues through 


scientific methods. 







UC Merced Guiding Principle #8, Development of Personal Potential: To be 


responsible for achieving the full promise of their abilities, including psychological and 


physical well-being. Students who participate in the Psychology major often do so 


because they have an innate interest in the psychological and physical well-being of 


themselves and others. Much of the psychology undergraduate curriculum addresses 


topics that educate students about these matters, for example, abnormal psychology, 


personality, clinical psychology, health psychology, developmental psychology, positive 


psychology, or the development of racial and ethnic stereotypes.  


UC Merced also identifies itself as a student-centered research university. As 


discussed in several places previously, Psychology is aggressive about involving students 


in research. This begins in PSY 1, Introduction to Psychology, where all students have 


the choice to be participants in research conducted by faculty, giving them first hand 


exposure to the kinds of research psychologists do (for ethical reasons, they have the 


alternative choice of writing papers, but most students prefer the experience of being a 


research participant). In many subsequent classes, students are involved in either library 


research for writing papers, or group research projects organized by students for class 


projects. A number of students also participate in faculty research laboratories; these are 


often students interested in pursuing graduate studies for their career.  


 


Part B: Program & School Goals 


Although the School of Social Sciences, Humanities, and Arts (SSHA) does not 


have specific school goals, it has a mission statement:  







SSHA serves regional, state, national, and international communities as a multi- and 


interdisciplinary partner within a research-intensive public university committed to 


innovative and substantive research, excellent teaching, and student-focused learning. 


SSHA is dedicated to providing depth within a broad range of outstanding undergraduate 


and graduate programs that prepare students for varied roles as responsible, informed 


citizens and leaders. Research and academic programs encourage intellectual growth, 


prepare students for marketable, challenging careers and professions, instill the values of 


lifelong learning, and encourage civic responsibility, public service, and understanding 


in a diverse, global society. 


Much of the previous description of Psychology earlier in this document could be 


repeated here to show how Psychology reflects this mission. In addition, Psychological 


Sciences faculty do their research in areas as close as the local school system and as 


distant as Asia; they engage in multidisciplinary collaborations with areas such as 


Cognitive Science and the many programs being started at UC Merced involving health; 


some faculty have won awards for their teaching and their research; and some of our 


undergraduates have gone on to graduate training. We look forward to tracking graduates 


from the Psychology major; doing so will provide valuable information about how our 


graduates further contribute to the SSHA mission. The logistics of how this can be done 


are still being worked out with the administration. 


Part C: Program & Course (Student) Learning Outcomes 


The Psychology undergraduate curriculum reflects the Psychology PLOs in very 


direct ways, as illustrated by the following curricular map.  


Curricular Map Articulating The Alignment Between Program Learning Outcomes 


And Course Learning Outcomes For Psychology Courses 







 


The Psychological Sciences Program Learning Outcomes state that students who 


complete the major will: 


1. Show knowledge of the key substantive content of the field of psychology, 


including memory and thinking, sensory psychology and physiology, 


developmental psychology, clinical and abnormal psychology, and social 


psychology. 


2. Demonstrate that they understand the basic principles of and correctly interpret 


applications of  the designs and methods that psychologists use to gather data. 


3. Show that they can understand and correctly interpret the statistical analyses 


psychologists use to analyze data. 


4. Show that they understand and can apply the writing style used in psychological 


literature (APA style). 


 


 


Course 


 


Title 


Program Learning Outcomes 
#1 


Content 
#2 


Methods 
#3 


Statistics 
#4 


Writing 


1 Introduction I I I I 
10 Analysis of 


Psychological 
Data 


 D D D 


15 Research 
Methods  


 D D D 


105 Advanced 
Research 
Methods 


 D D D 


110 History of 
Psychology 


D D D D 


123 Alcohol, D D D D 







Drugs and 
Behavior 


130 Developmental 
Psychology  


D D D D 


131 Social 
Psychology 


D D D D 


135 Language 
Acquisition 


D D D D 


136 Cognitive 
Development 


D D D D 


137  Conceptual 
Development 


D D D D 


138 The 
Development 
of Social Mind 


D D D D 


139  Cognitive 
Development 
and Education 


D D D D 


140 Clinical 
Psychology 


D D D D 


142 Abnormal 
Psychology 


D D D D 


143 Abnormal 
Child 
Psychology 


D D D D 


144 Clinical 
Neuro-
Psychology 


D D D D 


145  Human 
Sexuality 


D D D D 


147 Health 
Psychology 


D D D D 


150 Cultural, 
Racial, Ethnic 
Diversity 


D D D D 


151 Stereotyping 
and Prejudice 


D D D D 


158 Positive 
Psychology 


D D D D 


159  Personal 
Psychology 


D D D D 


160  Cognitive 
Psychology 


D D D D 


161 Perception D D D D 
162 Visual 


Perception 
D D D D 







 


 


 


 


I=Introduction, D=Develop, M=Mastery at a level appropriate for graduation 
 


Question may arise about why none of the courses are described with an M = 


Mastery symbol. Mastery of content, methods, and writing in Psychology is not tied to a 


particular course. Rather, it reflects an accumulation of knowledge, skills and abilities 


over time, so that seniors are expected to have greater mastery over all these matters than 


are juniors, juniors more than sophomores, and sophomores more than freshman. We 


would like to have a capstone course in which students could demonstrate mastery 


through, say, the design, conduct, analysis, and writing of a research project. 


Unfortunately, we have not found a logistically way to do so given that we have only 7 


faculty to serve 373 majors, and given that the demands of teaching the existing 


curriculum are already so overwhelming that more than half our courses are taught by 


lecturers. Consequently, we have chosen to have students demonstrate mastery using the 


assessment techniques outlined in Section II.C., where students can demonstrate 


increased mastery from freshman through senior years.  


170 Industrial and 
Organizational 
Psychology 


D D D D 


171 Tests and 
Measurements 


D D D D 


172 Forensic 
Psychology 


D D D D 


180 Physiological 
Psychology 


D D D D 


199 Special Topics Varies by course/content 
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SECTION I:  SUMMARY OF ASSESSMENT PLAN REVISIONS 


 In the past year, our proposed Sociology BA was approved by appropriate 


campus committees and WASC.  While the approval process was underway, we 


went ahead and began following our assessment plan for assessing both our 


major and minor (since students were beginning to take our core courses in 


anticipation of the major’s inception).  We also engaged in assessment of our 


minor in order to help us develop the curriculum for our major.  Based on 


experiences with our initial assessment efforts, we revised several aspects of our 


assessment plan.  Specifically, for several PLOs (specifically, numbers 1, 2, 4, 5) 


we added additional sources of evidence on student mastery, including 


assessment of open-ended exam questions in an upper division class (PLO #1), 


an assignment embedded in a required course and a rubric for assessing student 


mastery (PLO #2), incorporation of additional student surveys to include student 


self-assessments of skill development (PLO #4), a focus group with graduating 


seniors (PLO #5), and analysis of data from an alumni survey (PLO #5).   


 


SECTION II:  ASSESSMENT PLAN – MAJOR AND MINOR     


Sociology currently offers a minor and a major leading to a BA in 


Sociology (beginning Fall, 2010).   Because of their differential exposure to 


sociological coursework, we expect that majors and minors will have similar but 


not identical program learning outcomes.  Therefore, we assess three of our 


learning outcomes for our minors and all five of them for our majors.  We outline 


which outcomes apply to which group in Part F below. 
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Part A:  Timeline & Goals 


We aim to use the assessment process to enhance our program goals, 


improve our teaching, and increase the success of our students in their future 


education and labor market outcomes.  We engaged in assessment of our minor 


in Academic Year (AY) 2008-09 in the process of planning our curriculum for our 


proposed major.  We began formally implementing assessment of our minor and 


major in accordance with the plan outlined here in AY 2009-10 and will engage in 


assessment on a five-year cycle.  Thus our first learning goal will be assessed in 


2009-10, our second in AY 2010-11, and so on until the fifth goal is assessed in 


AY 2013-14.  We have published our learning outcomes on the School of Social 


Sciences Humanities and Arts (SSHA) web page.  Once we have developed a 


stand-alone sociology web site (by May 2010), we will publish results of our 


assessment of each outcome on our web site after analysis is complete.  At the 


end of the 5-year assessment cycle, we will evaluate our goals and our 


assessment tools to decide whether to continue on a similar 5-year cycle or to 


alter our assessment plan.  Sociology plans to have one faculty member serve as 


a “Faculty Assessment Coordinator” (FAC) who will be in charge of implementing 


our plan.  All instructional staff, including faculty, lecturers, and teaching 


assistants will participate in various stages of the process.   
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Part B:  Outline of PLOs 


We have designated five key Program Learning Outcomes for the 


Sociology major and three of these also apply to the minor (one of these only 


partially).  These learning outcomes are currently published on the SSHA web 


site and included in the course catalog.  These outlets will provide students and 


other stakeholders ready access to information about our educational goals and 


expected outcomes. 


 


Upon completion of a BA in Sociology, Students will: 


1) Think critically about the causes and consequences of social inequality. 


2) Design and evaluate empirical sociological research.   


3) Explain and apply the major theoretical perspectives in sociology. 


4) Communicate orally and in writing about sociological concepts. 


5) Use their sociological education outside the undergraduate classroom, 


particularly in their careers or future study. 


 


Part C:  Evidence 


Below we discuss each learning outcome in turn and indicate what type(s) 


of evidence will be gathered, how it will be analyzed, and how we will use it to 


improve student learning.  For each learning outcome, we will collect data on 


student characteristics, including major/minor and class status (transfer student, 


freshman, etc.), in order to compare different groups of students and make 
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distinctions between our majors and minors.  Also, all assessment tools will be 


developed by at least two faculty members, usually the FAC and the instructor for 


the class(es) in which assessment will occur. 


1) Think critically about the causes and consequences of social 


inequality.  


a. Evidence:  In all sections of our Introduction to Sociology (SOC 1) 


courses, we will administer a pre-test at the beginning of the 


semester that includes a series of questions related to this 


outcome.  These same questions will be embedded on the final 


exam so that we can assess whether students gain knowledge 


related to this outcome over the course of the term.   Further, we 


will use pre- and post-test methodology to assess this PLO in one 


related upper division class. 


b. Analysis:  Assessment questions will be assessed by the faculty 


member in charge of each of the classes as well as by the FAC, 


who will collaborate on developing and using a rubric which 


specifies the criteria for excellent, good, satisfactory, and poor 


work.  During the summer months, SSHA staff will assist in entering 


data from pre- and post-test exams into excel spreadsheets to be 


analyzed.  We will then examine student growth on both the global 


PLO as well as on individual test items, comparing majors and 


minors and students at different points in their education.  The FAC 


will produce statistical data (means and standard deviations) on the 
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individual and global items, as well as create graphs from these 


numbers to illustrate the results. 


c. Use of Findings:  These findings will be used to improve student 


learning in several ways.  First, we will disseminate them to all 


instructional staff, including faculty, lecturers, and teaching 


assistants so that they can identify areas of strength and weakness.  


Second, all faculty will participate in a discussion at least once a 


year about whether the results from the assessment of this learning 


outcome suggest ways that we might be able to improve our 


curriculum, alter the curriculum content, enhance student skill 


development, or change our pedagogy.  


2) Design and evaluate empirical sociological research. 


a. Evidence:  In all sections of our Statistics (SOC 10) and 


Sociological Research Methods (SOC 15) courses, we will 


administer a pre-test at the beginning of the semester that includes 


a series of questions related to this outcome.  These same 


questions will be embedded on the final exam so that we can 


assess whether students gain knowledge related to this outcome 


over the course of the term.  In addition, to assure that our majors 


and minors acquire necessary information literacy skills relevant to 


this PLO, we will also assess a course assignment in Sociological 


Research Methods (SOC 15) that requires students to locate and 


summarize peer-reviewed research articles relevant to a specific 


Faculty Accreditation Report—Sociology  Page 5







 


research question (the assignment is attached as Appendix A).   


Further, we will collaborate with the Office of Institutional Planning 


and Analysis to analyze several relevant items from the University 


of California Undergraduate Experience Survey (UCUES) that is 


administered each year.   These items capture student self-


assessments (both baseline and post-UC Merced attendance) of 


quantitative skills, library research skills, and “other” research skills, 


each of which is relevant to this PLO. 


b. Analysis:  The assessment questions and assignment will be 


assessed by the faculty member in charge of the class as well as 


by the FAC who will collaborate on developing and using a rubric 


which specifies the criteria for excellent, good, satisfactory, and 


poor work.  During the summer months, SSHA staff will assist in 


entering data from the assessment into excel spreadsheets to be 


analyzed.  We will then examine student growth on both the global 


PLO as well as on individual test items, comparing majors and 


minors and students at different points in their education.  The FAC 


will produce statistical data (means and standard deviations) on the 


individual and global items, as well as create graphs from these 


numbers to illustrate the results.  For the UCUES items, Office of 


Institutional Planning and Analysis staff will prepare a report that 


compares the means for sociology majors on relevant items to a) all 
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other students and b) all other social science majors (Political 


Science, Economics, and Psychology). 


c. Use of Findings:  These findings will be used to improve student 


learning in several ways.  First, the FAC will disseminate them to all 


instructional staff, including faculty, lecturers, and teaching 


assistants so that they can identify areas of strength and weakness.  


Second, all faculty will participate in a discussion, initiated by the 


FAC, at least once a year about whether the results from the 


assessment of this learning outcome suggest ways that we might 


be able to improve our curriculum, alter the curriculum content, 


enhance student skill development, or change our pedagogy.  


3) Explain and apply the major theoretical perspectives in sociology. 


a. Evidence:  All sections of Sociological Theory (SOC 100) will 


include embedded questions (both multiple choice and short 


answer/essay) on the final exam that relate to this outcome.   


b. Analysis:  Assessment questions will be assessed by the faculty 


member in charge of the class as well as by the FAC who will 


collaborate on developing and using a rubric which specifies the 


criteria for excellent, good, satisfactory, and poor work.  During the 


summer months, SSHA staff will assist in entering data from exam 


items into excel spreadsheets to be analyzed.  We will then 


examine student success on both the global PLO as well as on 


individual test items, comparing majors and minors and students at 
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different points in their education.  The FAC will produce statistical 


data (means and standard deviations) on the individual and global 


items, as well as create graphs from these numbers to illustrate the 


results. 


c. Use of Findings:  These findings will be used to improve student 


learning in several ways.  First, the FAC will disseminate them to all 


instructional staff, including faculty, lecturers, and teaching 


assistants so that they can identify areas of strength and weakness.  


Second, all faculty will participate in a discussion, initiated by the 


FAC, at least once a year about whether the results from the 


assessment of this learning outcome suggest ways that we might 


be able to improve our curriculum, alter the curriculum content, 


enhance student skill development, or change our pedagogy.  


4) Communicate orally and in writing about sociological concepts. 


a. Evidence: To assess student competencies in writing, one faculty-


taught upper division course will include embedded questions on 


the final exam which require students to write about sociological 


concepts.  To assess verbal presentation of sociological concepts, 


two faculty will observe and evaluate student presentations and/or 


debates that are part of the course requirements in one faculty-


taught upper division class.  Further, we will collaborate with the 


Office of Institutional Planning and Analysis to analyze several 


relevant items from the University of California Undergraduate 
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Experience Survey (UCUES) that is administered each year.   


These items capture student self-assessments (both baseline and 


post-UC Merced attendance) of writing skills, speaking skills, and 


presentation skills, each of which is relevant to this PLO. 


b. Analysis:  Assessment questions/presentations will be graded by 


the faculty member in charge of the class as well as by the FAC 


using a rubric which specifies the criteria for excellent, good, 


satisfactory, or poor student work.  During the summer months, 


SSHA staff will assist in entering data from assessment into excel 


spreadsheets to be analyzed.  We will then examine student 


success on both the global PLO as well as on individual portions of 


the assessment, comparing majors and minors and students at 


different points in their education.  The FAC will produce statistical 


data (means and standard deviations) on the individual and global 


items, as well as create graphs from these numbers to illustrate the 


results. For the UCUES items, Office of Institutional Planning and 


Analysis staff will prepare a report that compares the means for 


sociology majors on relevant items to a) all other students and b) all 


other social science majors (Political Science, Economics, and 


Psychology). 


c. Use of Findings:  These findings will be used to improve student 


learning in several ways.  First, the FAC will disseminate them to all 


instructional staff, including faculty, lecturers, and teaching 
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assistants so that they can identify areas of strength and weakness.  


Second, all faculty will participate in a discussion, initiated by the 


FAC, at least once a year about whether the results from the 


assessment of this learning outcome suggest ways that we might 


be able to improve our curriculum, alter the curriculum content, 


enhance student skill development, or change our pedagogy.  


5) Use their sociological education outside the undergraduate 


classroom, particularly in their careers or future study. 


a. Evidence: To assess student preparation for further education and 


careers beyond the B.A. degree, we use data from surveys 


administered by the UC Merced Office of Institutional Research.  


First, UCM conducts a Graduating Senior Survey that collects data 


on post-graduation work and educational plans, as well as students’ 


self-assessment of how well their UCM education prepared them 


for these activities; we will use the surveys from sociology majors to 


identify how well-prepared students feel for their future endeavors 


immediately upon graduating.  Second, the UCM Alumni survey 


queries about post-graduation work and educational experiences 


and asks graduates to assess the utility of their UCM educational 


experiences for their subsequent work and graduate study (we will 


use data from this survey 2-3 years after graduates have completed 


their BA degree).   The FAC and one other faculty member will also 


conduct a focus group in the spring semester with 8-10 graduating 
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seniors to find out how well they feel their sociology coursework 


prepared them for their planned careers/graduate studies, and 


solicit suggestions for how the curriculum could be improved in this 


regard (see Appendix B for draft interview schedule). 


b. Analysis:  During the summer months, SSHA staff will assist in 


entering data from the surveys into excel spreadsheets to be 


analyzed.  We will then examine student outcomes and responses 


to questions about skills.  The FAC will produce statistical data 


(means and standard deviations) on the individual and global items, 


as well as create graphs from these numbers to illustrate the 


results. The FAC will analyze and code focus group data for 


relevant themes, and produce a summary report highlighting these 


themes.   


c. Use of Findings:  These findings will be used to improve student 


learning in several ways.  First, the FAC will disseminate them to all 


instructional staff, including faculty, lecturers, and teaching 


assistants so that they can identify areas of strength and weakness.  


Second, all faculty will participate in a discussion, initiated by the 


FAC, at least once a year about whether the results from the 


assessment of this learning outcome suggest ways that we might 


be able to improve our curriculum, alter the curriculum content, 


enhance student skill development, or change our pedagogy.  
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Part D:  Process 


We will assess each of our PLOs during the academic year, depending on 


when the relevant course is (or courses are) being offered.  During the 


subsequent summer, SSHA staff will enter the data and the FAC will produce 


results by the end of the subsequent fall semester.  So, for example, the first 


PLO will be assessed in classes during the academic year 2009-10 and results 


will be disseminated and discussed with the faculty during the fall semester 2010. 


 


PLO YEAR 
ASSESSED


1) Think critically about the causes and consequences of social 
inequality. 


 
AY 2009-10 


2) Design and evaluate empirical sociological research.   AY 2010-11 
3) Explain and apply the major theoretical perspectives in 


sociology. 
AY 2011-12 


4) Communicate orally and in writing about sociological concepts. AY 2012-13 
5) Use their sociological education outside the undergraduate 


classroom, particularly in their careers or future study. 
AY 2013-14 


 
Part E:  Participants 
 
Assessment Plan Activity Who 
 
Evidence collection 


 
Faculty Assessment Coordinator 
(FAC) and at least one additional 
faculty member (rotates depending on 
which course(s) are included in the 
assessment plan), Office of 
Institutional Planning and Analysis 
(PLO # 2, 4, 5). 


Data entry SSHA staff 
Data analysis FAC, Office of Institutional Planning 


and Analysis (PLO # 2, 4, 5) 
Dissemination of results FAC will distribute to all instructional 


staff (faculty, lecturers, TAs) 
Implementation of findings to improve 
student learning  


All faculty 
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Part F:  Minor 


Because of their more limited exposure to sociology coursework, we 


expect sociology minors to achieve three of the five learning goals we have 


outlined above.  Specifically, we expect PLOs #1 (Think critically about the 


causes and consequences of social inequality) and #4 (Communicate verbally 


and in writing about sociological concepts) to fully apply to our minors.  We also 


expect PLO #2 (Design and evaluate empirical sociological research) to partially 


apply to our minors.  This is because minors are not required to take courses in 


statistics, so we only expect them to gain knowledge related to this outcome from 


our sociological research methods course.  We will assess these three goals for 


our minors using the same methods and timeline outlined above, except that 


PLO #2 will only be assessed in research methods (but not statistics) for our 


minors.  Further, because student and alumni surveys on which we rely for some 


of our assessment data do not adequately identify student minor concentrations, 


these items will not be used as evidence for our minors.  All of our assessment 


tools will collect information about student class standing and major/minor status 


so that we can think about our pedagogy and course requirements as they may 


apply differentially to each group of students. 
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Part G:  Self-Evaluation using the WASC Rubric 


Criterion Evaluation 


Part A:  
Comprehensive List 


Developed:  PLOs explicitly describe how students can 
demonstrate learning and cover the key skills and 
knowledge students should develop.  For some outcomes, 
we have developed a rubric that describes specific levels 
of mastery to assess the PLO.  For other outcomes, we 
have not yet done so because we have not yet assessed 
those outcomes. 


Part B:  Assessable 
Outcomes 


Developed:  Each outcome describes how students can 
demonstrate learning. For some outcomes, we have 
developed a rubric that describes specific levels of 
mastery to assess the PLO.  For other outcomes, we have 
not yet done so because we have not yet assessed those 
outcomes. 


Part C:  Alignment Developed:   The curriculum is designed to provide 
students with opportunities to learn and develop increasing 
sophistication with respect to each outcome.  We have not 
yet had time to become “highly developed” in the areas of 
co-curricular activities and student support. 


Part D:  
Assessment 
Planning 


Developed: We have a fully-articulated, multi-year 
assessment plan that describes when and how each 
outcome will be assessed and how improvements based 
on findings will be implemented.  We fall short of being 
“highly developed” because it is not clear how 
“sustainable” this plan is without the promise of resources 
and clerical support from the administration. 


Part E:  The Student 
Experience 


Developed: Students have a good grasp of program 
outcomes.  Outcomes are included on all syllabi and are 
readily available in the catalog, on the SSHA web page, 
and elsewhere.  There has not been time to have our 
students become “well-acquainted” with the program 
outcomes nor to involve them in the development of 
rubrics because we are such a new program. 
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SECTION III:  ALIGNMENT OF INSTITUTIONAL AND PROGRAM 
GOALS/OUTCOMES – MAJOR AND MINOR 
 


Part A:  Program and Institutional Goals/Outcomes 


 Sociology at UC Merced incorporates seven of the Eight Guiding 


Principles of General Education that are university-wide learning goals.  We 


discuss each relevant guiding principle in turn and, at the end of this section, 


include a curriculum map indicating the alignment between each of the Eight 


Guiding Principles and our PLOs. 


 
Scientific Literacy:  To have a functional understanding of scientific, 
technological, and quantitative information, and to know both how to interpret 
scientific information and effectively apply quantitative tools. 
 


Scientific literacy is central to our major and minor in Sociology.  Through 


our coursework, we help our students become critical consumers of social 


science research.  In an era when the media, politicians, and other social 


commentators twist social scientific data to support any argument, we show 


students how to evaluate the quality of research design and the fit between 


evidence and rhetoric.  In particular, we help students make sense of the body of 


evidence regarding dimensions of social inequality related to race/ethnicity, 


gender, class, and sexuality, with an eye toward ameliorating these inequalities.  


The training our students obtain in research methods and statistics particularly 


helps them have a functional understanding of quantitative techniques that are 


important for practitioners of social science research.  Exposure to sociological 


theory throughout our curriculum helps students interpret social scientific 


research and relate this research to broader sociological arguments.  Sociology 
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coursework also helps students see the fit between theory, research, and 


practical applications to help solve social problems related to such issues as 


education, housing, politics, and work.  Through this preparation, we expect our 


students to be well-prepared for graduate studies as well as a variety of future 


careers.  Sociology’s program learning outcome 2 (Research) is directly related 


to this university-wide principle, and PLOs 1 (Social Inequality), 3 (Theory) and 5 


(Future Study) are also related. 


 
Decision Making:  To appreciate the various and diverse factors bearing on 
decisions and the know-how to assemble, evaluate, interpret and use information 
effectively for critical analysis and problem solving. 
 


The study of sociology involves critical analysis (assembling, evaluating, 


and interpreting) of social science research to engage students in the process of 


solving social problems.  In particular, we focus on using sociological research 


methods and theories to analyze important social issues and think about related 


practical solutions.  Program learning goals 1 (Social Inequality), 2 (Research), 3 


(Theory) and 5 (Future Study) relate to this learning principle. 


 
Communication:  To convey information to and communicate and interact 
effectively with multiple audiences, using advanced skills in written and other 
modes of communication. 
 


Sociology coursework fosters communication skills among our students.  


In many courses, students are expected to synthesize theory and research in 


their written work to help apply sociological scholarship to real-world problems.  


Some courses also emphasize developing students’ verbal communication skills, 


through structured debates and/or discussion of sociological concepts.  Further, 
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students must effectively communicate with one another to complete group 


assignments both inside and outside the classroom. Sociology’s program 


learning outcome 4 (Communication) directly relates to this principle, and PLOs 2 


(Research), 3 (Theory), and 5 (Future Study) also dovetail with it. 


 
Self and Society:  To understand and value diverse perspectives in both the 
global community contexts of modern society in order to work knowledgeably and 
effectively in an ethnically and culturally rich setting. 
 


As a discipline, sociology is centrally concerned with integrating a variety 


of perspectives to understand the diversity of modern society.  Many of our 


courses focus on the various explanations for social inequality by race/ethnicity, 


gender, social class, and sexuality.  Through developing insight into the social-


structural sources of such inequalities, students are better equipped to live and 


work in ethnically and culturally rich settings.  Our programmatic focus on the 


practice and critical analysis of social science research also gives students 


important tools with which to understand and adjudicate between various 


perspectives.  Sociology’s PLO 1 (Social Inequality) directly relates and PLOs 2 


(Research) and 5 (Future Study) also connect with this university-wide principle. 


 


Ethics and Responsibility:  To follow ethical practices in their professions and 
communities, and care for future generations through sustainable living and 
environmental and societal responsibility. 
 


Sociology students are trained to conduct social science research in an 


ethical and responsible manner.  In particular, students learn how to ethically 


treat human subjects in the research process and to protect their privacy.  


Beyond this, the focus of our coursework on social inequality demonstrates for 
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students how interconnected we are to others around the globe.  Understanding 


the sources of social inequality helps students work toward a more equitable 


society in both their personal and professional lives.  Program learning goals 1 


(Social Inequality) and 2 (Research) correlate with this principle. 


 
Leadership and Teamwork:  To work effectively in both leadership and team 
roles, capably making connections and integrating their expertise with the 
expertise of others. 
 


Sociology coursework helps students work with others in both leadership 


and team roles.  Through class discussions and group projects, students learn to 


draw on each others’ knowledge and expertise to work together to solve 


important problems.   In some cases, course content also focuses on sociological 


scholarship related to group behaviors that lead to effective teamwork which will 


benefit students with respect to this outcome.  Program learning outcomes 2 


(Research), 4 (Communication) and 5 (Future Study) all relate to this principle. 


 
Development of Personal Potential:  To be responsible for achieving the full 
promise of their abilities, including psychological and physical well-being. 
 


All five of Sociology’s program learning goals relate to the development of 


students’ intellectual and personal potential.  The study of sociology helps 


students gain a better grasp of how their individual agency is affected by social 


institutions and social structures.  This understanding will help them both 


recognize their place in the social system as well as envision the ways that their 


actions can influence their own and others’ well-being.  
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Alignment of Sociology PLOS with UC Merced’s Eight Guiding Principles 


 
 
 
Sociology 
PLOs 


Scientific 
Literacy 


Decision 
Making 


Commun-
ication 


Self & 
Society 


Ethics & 
Respon- 
sibility 


Leadership 
& Team- 
work 


Aesthetic 
Under- 
standing 


Develop-
ment of 
Personal 
Potential


Inequality X X  X X   X 
Research  X X X X X  X 
Theory X X X     X 
Comm.   X   X  X 
Future X X X X  X  X 


 


Part B:  Program and School Goals 


The program goals for the social and cognitive sciences program within 


the School of Social Sciences, Humanities and Arts (SSHA) are derived from the 


university-wide guiding principles discussed above.  As such, programmatic 


goals in sociology support student attainment of school-wide goals as discussed 


above in Part A. 







 


Part C:  Program and Course (Student) Learning Outcomes 


The Curriculum Map below illustrates the relationship between Program Learning Outcomes and specific courses in the Sociology program.  
KEY:  I=Introduction, D=Develop, M=Mastery (at a level for graduation), V=Varies by course/instructor. 


 
COURSES PROGRAM LEARNING OUTCOMES 


 
 1 


(Inequality) 
2 


(Research) 
3 


(Theory) 
4 


(Communication)
5 


(Future Study) 
SOC 001 (Intro) I I I I I 
SOC 010 (Statistics) I M -- D M 
SOC 015 (Methods) I M I D M 
SOC 020 (Social Problems) D D D D D 
SOC 030 (Social Inequality) D D D D D 
SOC 035 (Globalization) D D D D D 
SOC 055 (Family) D D D D D 
SOC 070 (Intro. Crime/Deviance) D D D D D 
SOC 100 (Soc. Theory) D D M M M 
SOC 110 (Social Movements) M M M M M 
SOC 115 (Political) M M V M M 
SOC 120 (Culture) V M V M M 
SOC 130 (Social Stratification) M M M M M 
SOC 131 (Urban Inequality) M M V M M 
SOC 132 (Education) M M M M M 
SOC 134 (Sport) M M V M M 
SOC 140 (Organizations) V M M M M 
SOC 150 (Self and Society) V M V M M 
SOC 160 (Gender and Society) M M V M M 
SOC 161 (Sexuality) M M V M M 
SOC 170 (Qualitative Methods) V M V M M 
SOC 180 (Race and Ethnicity) M M V M M 
SOC 191 (Honors Thesis) V M M M M 
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APPENDIX A:  ASSIGNMENT TO ASSESS PLO #2 


 
    


 
SOCIOLOGICAL RESEARCH METHODS 
(SOC 15) 


ASSIGNMENT #2:  BUILDING A BIBLIOGRAPHY 
 


Fall, 2009 
 
DUE DATE:  Wednesday, September 23.  In class.   
 
POINTS: This assignment is worth 10 points toward your final grade [NOTE:  This is a group 


assignment with individual components.  Each group member will complete a 
portion of the assignment individually, but the group will turn in the final assignment 
as a group and will receive a group grade.] 


 
PURPOSE: 
The purpose of this assignment is:  


a)  To practice using the library catalogues and databases for sociological research. 
b)  To begin collecting journal articles for your research project. 
c)  To learn how to read/summarize published journal articles and assess their relevance. 
d)  To coordinate and collaborate with your team in completing the above. 


 
INSTRUCTIONS: 


A) INDIVIDUALLY: Conduct a literature review and to find at least THREE journal articles that 
are relevant to your approved topic and research question.  Use the databases provided by 
the library to find articles.  While you are working on this part individually, group members 
MUST consult with one another during this part of the assignment so no two group 
members have any of the same articles.  You may want to discuss possible key words with 
each other and have different group members focus on different key words.  Further, if you 
have questions about the relevance of an article to your research question, you should talk 
about it with your team members.  Once you have all selected articles and verified that 
every group member has found three DIFFERENT articles that relate to your research 
question, each person should do the following: 


 
1. Print/copy the full text of each article. 
 
2. Type up a formal citation for each selected article using ASA (American Sociological 


Association) format (details from the ASA style guide are available on 
UCMCROPS).  An example of a formal citation appears below: 


 
South, Scott J. and Glenna Spitze.  1994.  “Housework in Marital and Nonmarital 
Households.”  American Sociological Review 59: 327-347. 
 


3. Read each article with an eye toward identifying the article(s) which will be most 
helpful in developing your study, either with respect to refining your research 
question, which methodological approaches you might use, how to define your 
variables, or the theoretical arguments you might draw from in justifying your study.  
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Don’t let any advanced statistical jargon intimidate you, you can just skim those 
parts and focus on the other aspects of the literature review, discussion of methods, 
and findings.   


 
4. In the same document in which each individual types up the formal citations for each 


article, you should also take some notes on each article so that you can tell your 
group about the article and its relevance (or lack of relevance) to your study.  These 
notes may be written somewhat informally, in bullet-point style.  You should have at 
least 2-3 notes per article.  Notes can focus on how a relevant variable (either 
dependent or independent) is measured, control variables that might be relevant to 
include, prior findings of relevance, theoretical arguments that may relate, etc. 


 
 
B) AS A GROUP:   Once you have each completed Part A individually, everyone in your 


group should meet to select one article for each group member to write an abstract for from 
the articles you collected above.  For this, you want to identify the 4-5 articles (depending 
on your group size) that are most relevant to your study, using the notes each member 
made on each article.  The article you are working with on Part B does not need to be one 
of the ones you found individually in Part A.   


 
1. Each individual will re-read their assigned article and write a short abstract 


summarizing the article—its purpose, method, and results.  If applicable, be sure to 
identify the dependent variable and key independent variable(s).  Each abstract 
must be written in your own words and be approximately ½ page long.  NOTE:  
Plagiarism of published abstracts will be grounds for “0” on this assignment.   


 
2. Exchange and proofread the individual citations produced above in Part A and the 


abstracts produced in Part B #1 above (you can work out your own system for how 
you do this, just remember that all of you will be getting the same grade, so you 
want to minimize errors and make sure your presentation is coherent and neat).   


 
3. When the assignment is due, turn in the following:   


• The list of formal citations with notes underneath each article for all of the 
articles your group looked at individually in Part A (4 points) 


• The 4-5 abstracts you wrote in Part B (5 points). 
• Photocopies of the published abstracts (12 for groups of 4, 15 for groups of 


5) for each of the articles used in this assignment (1 point). 
• In your assignment heading on the first page, include all group members’ 


names and your research question. 
 
NOTE:  As always, your professor and TA are available to answer any questions you have 
on the assignment; Sara Davidson, the librarian conducting your library orientation is also 
available to answer questions you have about using library search tools to find relevant 
articles. 







 


APPENDIX B:  INTERVIEW SCHEDULE FOR FOCUS GROUPS TO ASSESS PLO #5 
 
 


Sociology Focus Group Questions  
Purpose of Question  Examples  


Warm-up  ● I’d like everyone to start out by stating 
a word or phrase that best describes 
your view of the program.  
 


Issue 1: Career Preparation  ● Please tell us what career and/or type 
of graduate study you are interested in 
pursuing after graduation.  
 
● How has the program helped you 
prepare for your career or future 
studies?  
 


Issue 2: Curriculum  ● Thinking about the curriculum and the 
required courses, how well do you think 
they prepared you for upper-division 
work?  
 
● What should be changed about the 
curriculum to better prepare you for 
your career or for graduate school?  
 


Closing  ● We’ve covered a lot of ground today, 
but we know you might still have other 
input about the program. Is there 
anything you would like to say about the 
program that hasn’t been discussed 
already?  
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University of California, Merced 


School of Social Sciences, Humanities and Arts 
 


Revised Faculty Accreditation Report 
Minor in Spanish 


 
ABSTRACT 
 
The minor in Spanish revised Faculty Accreditation Report contains the following 


updates: 
Section II. 1. Timelines and Goals 
 
-The minor in Spanish did not initiated its assessment process on the academic 


year 2009-2010 as indicated by our Faculty Accreditation Report submitted on January 
30, 2009. We assessed our first PLO on the acedmic year of 2008-09. For this reason, the 
present revised Faculty Accreditation report specifies 2008-09 as the first year of our 
assessment period. -Because it was decided to start our assessment process on the 
acedemic year of 2008-09 instead that on 2009-2010, we considered that the best PLO to 
be assessed that academic year was the former PLO #3 (writing) instead of PLO #1 
(listening and speaking). The present revised Faculty Accreditation report reflects that 
change on section II.1. A report on the PLO assessed on 20-8-09 academic year (writing) 
was submitted on January 2010 


 
Section II. 2. Outline of Program Learning Outcomes (PLOs) 
 
-As indicated previously, we changed the order in which our PLOs will be 


assessed. Consequently former PLO #3 is now PLO#1; former PLO#1 is now PLO#2; 
former PLO#2 is now PLO#3. This change should also be noticed on the following 
sections:  


 II.3 Evidence, Process and Participants 
 III.1 Program and Institutional Goals/Outcomes -Table 1-  
 III. 3 Program and Course Learning Outcomes 
 


 -Information has been added on PLOs #2, #3 and #4 in order to better describe   
how students can demonstrate learning. 
  
 Section II. 3. Evidence, Process and Participants 
  
 -In order to facilitate faculty access to materials being assessed, a minor in 
Spanish UCMCROPS site has been created. The existence of this new resource to assess 
PLO#2 direct and indirect evidence is included on the present report.  
  
 4. Self-evaluation 
  
 -New section. 
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I. Program Description 
 
The University of California, Merced has offered a minor in Spanish since the 


Fall of 2006. This minor was created in part as a response to a demand from the large 


number of UC Merced students who are Spanish Heritage speakers, or who have taken 


advanced Spanish language and literature courses in high school. While those students 


have the linguistic skills to take upper-division Spanish courses, they are interested in 


further developing those skills to use them in their professional careers, graduate 


education, international travel, etc. Since the minor in Spanish was implemented, many 


students who started their Spanish-language learning at UC Merced have also 


demonstrated an interest in pursuing a minor in Spanish. In order to complete the minor 


in Spanish students are required to take five courses from the list that appears in Table II 


(Sec. III, Part C). Al least four of those courses need to be upper division and only one 


course in which the language of instruction is English can be taken (in that case students 


are requested to write course research papers in Spanish).  Spanish Composition and 


Conversation (SPAN 103) is a requirement for all students interested in receiving a minor 


in Spanish. 


The minor in Spanish offers UC Merced students the opportunity to take a wide 


range of courses in linguistics, culture, and literature of Spain, Latin America and the 


Hispanic communities in the United States.  The goal of the minor in Spanish is to 


provide students with the ability to communicate in that language, not only in the context 


of the family and the community, but also in the professional and academic 


environments. The minor offers courses that allow students to develop their oral and 
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writing skills and that contribute to their understanding of history, social issues, and 


artistic manifestations of the different communities in which Spanish is spoken. In 


addition, the courses that form part of our program aim to develop the student’s analytical 


reading and writing skills, as well as critical thinking. With those goals in mind, our 


courses offer students ample opportunity to be involved in activities that allow them to 


interpret and to express their reaction to the content they are learning. Some of these 


activities include class discussions, collaborative learning, peer revision, and community 


involvement, among others.  


While most of the courses that students can take to complete their minor in 


Spanish are comparable to those with similar goals at other postsecondary institutions, 


the following elements make this program distinctive: 


a. The wide range of courses it offers, and the interdisciplinary approach with 


which they are designed.  


b. The opportunity that it offers students to take courses that emphasize the 


acquisition of Spanish vocabulary and cultural background necessary for specific 


professions related to health, business, and management. 


c. The service learning component that forms part of some courses and that 


provides students with the opportunity to learn and practice some of the course content 


while working for community organizations. 


 By completing a minor in Spanish that: a) encourages linguistic proficiency in 


informal and formal contexts, b) is interdisciplinary, c) keeps into account the diversity of 


professional goals of their students, and d) promotes community service, students will be 


prepared to confront the challenges of an ever more globalized world.  
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II. Assessment Plan 


1.


• Year 1 (2008-09): Outcome 1 


 Timeline and Goals  
 
The timeline for the Spanish minor assessment plan will be five years: 
 


• Year 2 (2009-10): Outcome 2 
• Year 3 (2010-11): Outcome 3 
• Year 4 (2011-12): Outcome 4 
• Year 5 (2012-13): Outcome 5 


 
 The goals for the Spanish minor assessment plan are: 
 


a. Stimulate faculty discussion 


 b. Improve curriculum 


 d. Examine skill development 


 c. Improve the assessment process 


 d. Re-examine Program Learning Outcomes  


2. Outline of Program Learning Outcomes (PLOs) 


Upon finishing the Spanish minor, we expect students to have developed supporting 


skills in critical thinking, written expression, reading, listening and oral proficiency in 


Spanish, meaning that students will: 


Outcome 1. Possess Spanish writing skills equivalent at least to the advanced level of the 


ACTFL Proficiency Guidelines: the student will be able to write about a variety of topics 


with significant precision and detail, and to produce organized compositions and short 


research papers. 


Outcome 2. Possess Spanish listening and speaking skills equivalent at least to the 


advanced level of the ACTFL Proficiency Guidelines: Understand the main ideas of most 
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speech in a standard dialect and use oral Spanish to speak about a variety of everyday 


activities, school, and work situations, but also to support opinions, explain in detail and 


hypothesize. Students demonstrate in class discussions and oral presentations their ability 


to use Spanish in academic and professional settings.  


Outcome 3. Demonstrate on reading reviews, comprehension exercises, exams, and 


compositions reading skills equivalent at least to the advanced level of the ACTFL 


Proficiency Guidelines: Understand parts of texts which are conceptually abstract and 


linguistically complex; demonstrate awareness of the aesthetic properties of language and 


of its literary styles, which permits comprehension of a wider variety of texts, including 


literary texts.  


Outcome 4.  Be able to identify on class assignments, class discussions, research papers, 


and exams the linguistic and pragmatic components of the Spanish language.  


Outcome 5. Demonstrate in their oral presentations, compositions, research papers and 


other class assignments a reasonable knowledge of the ways of thinking, behavioral 


practices, and the cultural products of the Spanish-speaking world. 


 


Since not all students who take upper-division Spanish and Spanish and Latin American 


literature pursue a minor in Spanish, the Program Learning Outcomes will not be 


published in the course syllabi. The Spanish minor Program Learning Outcomes will be 


published in the University’s catalogue and will be also placed on the School of Social 


Sciences, Humanities and Arts website. 
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3. 


• Year 1 (2008-09): Outcome 1 


Evidence, Process and Participants 


Direct evidence: Portfolio. Students will gather examples of the written assignments 


they completed in the last course they took as part of their Spanish minor. A faculty 


committee will collect and evaluate them using a rubric describing criteria and 


standards based on ACTFL expectations. 


Indirect evidence


• Year 2 (2009-10).  Outcome 2 


: Student self-assessment. Students will write a reflective essay on 


how the courses they took to complete the Spanish minor contributed to the 


development of their skills as writers. A faculty committee will collect and interpret 


them. 


Direct evidence:  Observation of student’s oral presentations. A faculty committee 


will attend the oral presentation of students completing their last course of the minor. 


In other instances, when students grant permission, oral presentations will be 


recorded and posted on the Spanish Minor’s UCMCROPS site, which will facilitate 


faculty participation on the assessment process. Oral presentations will be evaluated 


using a rubric describing criteria and standards. 


Indirect evidence: Exit interviews. Some members of the faculty will interview 


students that have just finished their minor in Spanish and ask them to reflect on their 


development of oral and listening skills during the completion of their minor. When 


students grant permission, interviews will be taped and posted on the Spanish Minor’s 


UCMCROPS site, which will facilitate faculty participation on the assessment 


process. 
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• Year 3 (2010-11).  Outcome 3 


Direct evidence: Portfolio. Students completing the last course of the minor will 


prepare a portfolio with those course assignments that show his/her abilities analyzing 


and understanding Spanish written texts.  A faculty committee will collect and 


evaluate them using a rubric describing criteria and standards based in ACTFL 


expectations. 


Indirect evidence


• Year 4 (2011-12) Outcome 4 


: Student self-assessment. Students that have completed the minor in 


Spanish will write a reflective essay on how the work they carried out during the 


completion of the minor contributed to their reading skills in Spanish. Some members 


of the faculty will collect and interpret them. 


Direct evidence: Research project. Students taking their last course for the 


Spanish minor will be asked to analyze a text from a linguistic perspective.  A faculty 


committee will collect and evaluate them using a rubric describing criteria and standards 


based on appropriate use of linguistic terminology, correct explanations of word 


morphological function, etc.   


Indirect evidence


• Year 5 (2012-13)  Outcome 5 


: Exit Interviews. Faculty will interview students that completed 


the Spanish minor and ask them to reflect on their understanding of Spanish language 


structure and pragmatic component. 


Direct evidence: Portfolio. Students completing their last course for the Spanish 


minor will prepare a portfolio with the class assignments and projects that demonstrates 


their general knowledge of the ways of thinking, behavioral practices, and the cultural 
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products of the Spanish-speaking world. A faculty committee will collect and evaluate 


them.  


Indirect evidence: Student self-assessment. Students that completed their minor in 


Spanish will write a reflective essay on how the courses they took as part of the Spanish 


minor contributed to their understanding of Hispanic cultures. A faculty committee will 


collect and interpret them. 


 


The assessment of the minor in Spanish will be based on the work of all students taking 


their last course for minor. However, as the number of students taking a minor in Spanish 


rises, a certain number of students will be selected at random. 


4. 


 The minor in Spanish PLOs are probably at the “Developed” level. Each outcome 


describes how students can demonstrate learning. The PLOs fall short of a “Highly 


Self-evaluation  


 Part A. Comprehensive List.  


 The minor in Spanish PLOs are best described as “Developed” in the WASC 


rubric. The Faculty Accreditation Report submitted by the minor in Spanish on January 


30, 2009, made clear its consideration of institution-wide outcomes and national 


disciplinary standards. The PLOs fall short of a “Highly Developed” rating because they 


probably do not meet the standards for such a rating that says “Faculty have agreed upon 


explicit criteria for assessing student’s level of mastery of each outcome.” However, it is 


unlikely the faculty could take this step until the methods for assessing each PLO have 


been finalized. 


 Part B. Assessable outcomes 
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Developed” rating because they probably do not meet the standards for such a rating that 


says “Faculty have agreed on  explicit criteria statements such as rubrics, and have 


identified examples of students performance at varying levels for each outcome.” This  


statement is true for the PLOs assessed during the first and second year,  however it is 


unlikely the faculty could take this step until the assessment for each PLO have been 


finalized. 


 Part C. Alignment 


 The minor in Spanish PLOs are probably at the “Highly Developed” level. 


Pedagogy, grading, the curriculum, relevant student support services and curriculum are 


explicitly and intentionally aligned with each outcome.  


 Part D. Assessment Planning 


The minor in Spanish PLOs are probably at the “Developed” level. The program 


has a reasonable multi-year assessment plan that identifies when each outcome will be 


assessed. However, the plan does not include at the moment how improvement based on 


findings will be implemented. 


 Part E. The Student Experience 


The minor in Spanish PLOs are probably at the “Emerging” level. As it is the case 


for other minors, the minor in Spanish’s PLOs have not been published in the UC Merced 


catalog, but they are published in the School of Social Sciences, Humanities and Arts 


web site (http://ssha.ucmerced.edu).  The faculty should develop additional ways of 


ensuring student awareness of the PLOs. Students have not participated in the creation of 


use of rubrics, however they are aware of the assessment process and they have been 


enthusiastically participating on it.



http://ssha.ucmerced.edu/�
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 III. Alignment of Institutional and Program Goals/Outcomes 


1. Program and Institutional Goals/Outcomes 
 


Scientific literacy:  Some of the courses that UC Merced students can take as part of their 


minor in Spanish have as a goal the study of scientific information related to linguistic 


and literary theory. In addition, they include content related to, for example, health 


sciences. Finally, technology is used in all courses as a teaching and learning tool.  


Decision-making: The study of linguistics, vocabulary, and culture is a necessary tool in 


order to adequately create messages and interpret them in Spanish. It does require 


students to carry out critical analysis and problem-solving by the mere fact that they are 


processing and developing ideas in a foreign language. 


Communication: All courses that count for the minor in Spanish have strong writing and 


speaking components. While students may use a less formal Spanish in class discussions, 


they are required to use academic Spanish in oral presentations and when writing 


research papers and compositions. 


 


Self and Society:  It is obvious that studying a foreign language is a necessary tool to 


understand and value our ethnically and culturally diverse world. In the Spanish and 


Literature courses that contribute to the minor in Spanish, students compare and contrast 


their own values, behaviors and worldviews with those of Hispanic communities and 


others around the world.  
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Ethics and Responsibility: Since practice and feedback are essential in the process of 


second language acquisition, most courses conducted in Spanish require attendance to 


class, as well as daily homework and regular participation. For this reason, our classes 


help students to develop their sense of responsibility and work ethic which will be helpful 


to them in their professional careers. Moreover, our courses require students to conduct 


research and to present the results of their research following professional guidelines and 


standards (involving, once more, ethics). Finally, some of our courses provide students 


with the opportunity to conduct service learning projects with community organizations. 


Leadership and Teamwork: Cooperative learning is practiced in most of the courses that 


count for the minor in Spanish through class discussions and debates, peer revision of 


written work, group oral presentations, etc. 


Aesthetic Understanding and Creativity: Studying Spanish provides students with many 


opportunities to appreciate human expression in a broader perspective. Most of our 


courses discuss literature and the arts in which students gain an understanding and 


appreciation of the human creative expression, and they become familiar with foreign 


writers and artists and their works.   


Development of Personal Potential: Being able to communicate in a foreign language 


leads students to develop their potential in all areas, including academically and 


personally.  Furthermore, to be a business man/woman, a policy maker, a scholar, a travel 


agent, or to pursue almost any other career in the 21st century, a foreign language is the 


key to success. Knowledge of a foreign language will provide students with more 


professional options.  In the Spanish and Literature courses that students can take as part 
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of their minor, the ultimate goal is to impart knowledge and to prepare students to be 


successful in their quest for life-long learning and their chosen careers, while broadening 


their knowledge and understanding of other cultures. 


Table I: Curriculum Map representing the alignment between the minor in Spanish  


Learning Outcomes and the Eight Guiding Principles of General Education.  


 


PLO
s 


Scientifi
c 


Literacy 


Decisio
n 


Making 


Communicati
on 


Self  
&  


Societ
y 


Ethics  
& 


Responsibili
ty 


Leadersh
ip  
&  


Teamwor
k 


Aesthetic 
Understandi


ng  
Creativity 


Developme
nt of 


Personal 
Potential 


1 
 x x x x x x x 


2 x x x x  x x x 


3  x x x  x x x 


4 x x x x  x x x 


5  x x x x x x x 


 
2. 


The educational mission of the School of Social Sciences, Humanities, and Arts is to 


create a rich learning environment by looking at people and society from a variety of 


disciplinary perspectives. The minor in Spanish complements adequately SSHA’s 


identity because it emphasizes communication and the study of Hispanic cultures from an 


interdisciplinary perspective. In addition, it provides the students with the opportunity to 


carry out research not only in the creative expression of Hispanic communities 


Program and School Goals 
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throughout the world, but also in historical and social issues relevant to those 


communities.  


 
3. 


Course 


Program and Course Learning Outcomes 
 


Table II: The following Curriculum Map illustrates the relationship between Program 


Learning Outcomes and program courses.  


I=Introduction, D=Develop, M=Mastery at a level appropriate for graduation from the 


minor program. 


 


Outcomes 
1 2 3 4 5 


Lit 50 D I I I I 
Lit 51 D I I I I 
Lit 61 Varies by course/content 
Lit 63 Varies by course/content 
Lit 151 M M D,M D M 
Lit 152 M M D,M D M 
Lit 153 M M D,M D M 
Lit 155 M M D,M D M 
Lit 156 M M D,M D M 
Lit 157 M M D,M D M 
Lit 158 M M D,M D M 
Lit 159 M M D,M D M 
Lit 168 Varies by course/content 
Lit 169 Varies by course/content 
SPAN 103 I D I D I 
SPAN 105 D D D I D 
SPAN 106 M D-M M I M 
SPAN 110 D M D M D 
SPAN 141 M D-M D-M D M 
SPAN 142 M D-M D-M D M 
SPAN 180 M D-M D-M D M 
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SECTION I:  PROGRAM DESCRIPTION  


The American Studies minor at UC Merced will build on the traditional understanding of 


an American Studies program as an interdisciplinary field of study that promotes a broad 


humanistic understanding of American culture, past and present. By incorporating 


economics, history, literature, sociology, art history, anthropology, ethnic studies, and 


public policy (among other areas), this traditional model encourages students and faculty 


within those fields to exchange ideas on scholarship as it relates to the American 


experience. Additionally, however, the UC Merced American Studies minor seeks to 


move beyond traditional limitations of American Studies, by allowing students to take 


relevant courses in engineering or the natural sciences. Inclusion of these courses is based 


on the rationale that cultural practices often stem from our understanding of and research 


in those sciences. Both the mission of the minor, and the individual classes within it, will 


benefit from the exchange of ideas not simply across fields, but across schools on 


campus. Thus, one of the minor’s primary goals is to encourage and promote a rich 


exchange of ideas within the classroom, asking students from a variety of majors not 


generally placed with each other, to question, challenge, and learn from each other. 


The nascent minor will, over time, develop into a truly interdisciplinary field of study, 


with a roster of courses in areas as diverse as medical ethics, western hydrology, and 


landscape history that, when put together with courses in race, gender, and ethnicity, will 


enrich students’ understanding of American life in profound ways. In so doing, it will 


draw on the unique current expertise of many of UC Merced’s faculty and their ongoing 
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research. Because it is open to students in all schools, it will encourage a wider 


understanding of a students’ chosen field and offer to students the ability to present 


themselves professionally in ways they could not otherwise do. Thus, a second, equally 


important goal is to offer to students whose degree may require from them a narrow field 


of course work, the opportunity to take from the university and into their chosen field an 


understanding of ideas and concepts not required of the field, but that will add 


substantially to their ongoing professional, and personal, citizenship. 


For students majoring in a school other than SSHA, the minor will therefore offer 


crucial and critical ways of reassessing their own field. For SSHA majors outside of the 


World Cultures and History degree, the minor will allow them to see coherently how 


their coursework relates to other areas of study within the school. And finally, for 


students in World Cultures and History emphasis, the minor will complement the bold 


and global reach of both the literature and history emphasis, by asking students to look at 


America as both a locus of study itself, and as a specific player in the international scene. 


 


Requirements: 


HIST 16 or 17 or LIT 30 or 31 


One upper division American history course. 


One upper division American literature course. 


One non-HIST/LIT course on American topics. 


• ANTH 135: Archaeology of Native California  
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• ANTH 130: Archaeology of Colonialism  


• ARTS 120: American Music of the 20th Century  


• GASP 175: Race and Nationalism in American Art  


• NSED 120: Diversity in Education  


• POLI 102: Judicial Politics  


• POLI 110: Government Power and the Constitution  


• SOC 110: Social Movement, Protest and Collective Action  


• SOC 131: Urban Inequality  


• SOC 180: Topics in Sociology (Summer 2008 Offering Only)  


• SOC 185: Topics in Sociology (Fall 2008 Offering Only)  


One course in American ethnicity, race or gender, either from HIST, LIT or another area. 


• ANTH 110 (Anthropology of transnationalism)  


• HIST 124: African American History from Slavery to Civil Rights  


• HIST 133 (Topics in the History of Migration and Immigration)  


• LIT 120 (Topics in the Literature of Difference)  


• LIT 169 (U.S. Latino Literature)  


• SCS 145 (Second Language Learning and Bilingualism)  
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SECTION II:  Assessment Plan 


Part A: Timeline & Goals 


 Currently, the minor has four students.  This is too far below a critical mass to 


enable effective assessment.  Moreover, the expansion of the faculty requires us to 


identify and convene an American Studies Faculty, who will then develop an 


enrollment plan as well as elaborate learning outcomes and an assessment plan.  We 


will meet in the Spring of 2009 to develop these plans.  


 


SECTION III: Alignment of Institutional and Program Goals/Outcomes   


1. Part A: Program and Institutional Goals & Outcomes 


 The interdisciplinary nature of American Studies is perfectly congruent with the 


institutional drive to support interdisciplinary thinking and problem solving at all 


levels of instruction and research.  The minor also mirrors the Eight guiding 


principles of general education, enabling students to integrate all aspects of their 


education around a single area of inquiry.   


2. Part B: Program and School Goals.  n/a 


3. Part C: Program and Course Learning Outcomes.  Pending. 


 


 


 





		Anthropology

		Applied Mathematics

		Bioengineering

		Biological Sciences

		Chemical Sciences

		Chicano/a Studies Minor

		Cognitive Science

		Computer Science & Engineering

		Earth Systems Science

		Environmental Engineering

		Environmental Science & Sustainability Minor

		Environmental Systems Graduate Program

		Arts Minor (MAP & GASP)

		History

		Literatures and Cultures

		Public Health Minor

		Materials Science & Engineering

		Mechanical Engineering

		Merritt Writing Program

		Natural Sciences Education Minor

		Philosophy Minor

		Physics

		Political Science

		Psychology

		Sociology

		Spanish Minor

		American Studies Minor










Table: Summary of Direct Assessment Instruments by Program.   Rubrics and examples of student work follow this table in alphabetical order by program.


Program Type of Direct Assessment Instrument
Example student 
work provided? Rubric used? 


Rubric 
provided? Year or level of students assessed


American Studies Minor  Not assessed ‐  low enrollment (< 5 students)


Anthroplogy, BA & Minor Final paper in required upper division course Yes Yes Yes Sophomore to senior


Applied Mathematics, BS & Minor
Two embedded questions, one homework and 
one final exam, from two required upper 
division courses


Yes Yes Yes Sophomores and juniors


Bioengineering, BS No assessment reported


Biological Sciences, BS
Embedded final exam question from required 
upper division course


Yes Yes Yes Majority seniors


Chemical Sciences, BS
Embedded final exam questions; lab reports; 
student independent research reports from 
upper division courses 


Yes ‐ research reports No No Upper division


Cognitive Science, BA & Minor
Mock research proposal, a culminating project 
in a required course


Yes Yes Yes Sophomores and juniors


Computer Science and Engineering, BS
Student assignments from multiple offerings of 
3 core CSE courses, including problem solving 
homework assignments, exams and projects


No No  Upper division


Core 1 Final cummulative essay Yes Yes Yes Freshman


Earth Systems Science, BS Used indirect instrument


Economics, BA & Minor No assessment reported


Environmental Engineering, BS
Student assignments from three of five required 
courses


Yes
Yes, to judge alignment 
of assignment with the 
PLO


Yes Upper division


Environmental Systems, MS and PhD Required project report and presentation Yes No No Required graduate course


Global Arts Studies Program, Arts Minor Course work No


History, BA & Minor Senior thesis Yes Yes Yes Senior


Literatures and Cultures, BA & Minor Writing samples from across the major Yes Yes Yes Upper division


Management, BA & Minor No assessment reported


Materials Science and Engineering, BS No assessment reported


1 Not Applicable







Table: Summary of Direct Assessment Instruments by Program.   Rubrics and examples of student work follow this table in alphabetical order by program.


Program Type of Direct Assessment Instrument
Example student 
work provided? Rubric used? 


Rubric 
provided? Year or level of students assessed


Mechanical Engineering, BS
Student assignments from multiple offerings of 
3 core ME courses, including problem solving 
homework assignments, exams and projects


Hard copies, upon 
request


Yes, to judge alignment 
of assignment with the 
PLO


Yes Upper division


Media Arts Program, Arts Minor Embedded questions in all courses No ‐ too diverse No No


Merrtitt Writing Program Portfolio Yes Yes Yes Lower and upper division


Natural Sciences Education Minor  Embedded questions in two courses No N/A1 Targeted lower and upper division


Philosophy Minor  Final exams questions in required course  Yes No Various, lower division in minor


Physics, BS & Minor
Two questions from each of four final exams, 
representing core upper division physics 
courses


Yes Yes Yes Upper division


Political Science, BA
Embedded questions in final exam in required 
upper division course


Yes No Sophomore to senior


Psychology, BA & Minor ETS Major Test N/A N/A Graduating seniors


Services Science Minor  Not assessed ‐  low enrollment (< 5 students)


Sociology, BA & Minor Student research paper Yes Yes Yes Senior


Spanish Minor  Portfolio Yes Yes Yes Upper division


1 Not Applicable







  
 
 
 
 
 
 
 
 
 
 
 


Appendix A 
Assignment Instructions 
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User

Text Box

Anthropology







 
 


Anthropology 100 Research Paper 
 Each student should complete a paper of 15 to 20 pages (double spaced, 12 point 
type).   
 
In the paper, each student should do ONE of the following: 
  


• Analyze the work of one anthropologist 
o This could be an anthropologist discussed in class materials or one we have not 


mentioned in class.  You could also analyze how the work of a particular 
anthropologist fits into a specific school of thought: for example you could look 
at the work of Eric Wolf on Mexican peasants and its influence on Marxist 
approaches to anthropology 


OR 
• Analyze one anthropological school of thought 


o One discussed in class, or one not covered 
o This could be a theoretical school like cultural materialism, psychological 


anthropology, structural functionalism, or it could be the anthropology of a 
particular part of the world.  You could also describe and evaluate the 
anthropological output of theorists from a particular country: Japanese 
archaeologists, or Brazilian cultural anthropologists.  


o You could describe the development of new subfields: medical anthropology, 
legal anthropology, applied anthropology, etc.  


OR 
• Analyze the development of a central concept in anthropology 


o for example, you could examine the historical development of anthropological 
approaches to gender, to kinship, to race, etc. 


o You could take one major journal such as American Anthropologist, Man, 
L’Homme, Current Anthropology, etc, and produce a historical biography of the 
development, publications, and influence of the journal. 


o  


OR 
o You could look at the development of ethical ideas in the practice of 


anthropological research and publication. 
o You could trace the development of anthropological methods in any of the 


subfields 
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o You could discuss attempts at creating cross-subfield connections within 
anthropology: how has cultural anthropological theory affected archaeological 
approaches? How has medical anthropology tried to integrate biological and 
cultural approaches? 


OR 
• Discuss a debate in contemporary anthropological theory 


o This could include a consideration of a broad topic such as the utility of 
Marxist theory for contemporary anthropology or a narrower topic like the 
controversy over Derick Freeman’s attack on the work of Margaret Mead 


 
Students should go beyond the readings and discussions of the class in their paper. 
 
In discussing your theorist, school, concept, or debate, consider: 
 


• What are the main ideas and burning issues of this subject? 
• How does your topic fit in to broad trends in the history of anthropology? 
• Who are the theorists most influential in the training of the individual or the 


development of the school, concept, or debate? 
o What was the training of these theorists: which previous schools of thought or 


ideas shaped this theorist, school, concept or debate? 
o How widely influential was this theorist, school, debate, or concept inside the 


field of anthropology and in the broader world of policy or academe? 
o How has anthropology been changed by the theorist, school, concept, or debate 


you discuss? 
• What methods were used by this theorist, school, or in the development of the 


concept or debate? 
• What are some ethical issues raised by your topic? 
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Ten Steps to a Coherent Paper* 
 
If you answer no to any of these questions, revise until you can say yes. 
 


1. To be sure you have framed your argument clearly, draw a line right after your 
introduction and a line before your conclusion. 


• Does the body of your argument begin with a new paragraph? 
• Does the conclusion begin with a new paragraph? 


2. To be sure your readers care about your claim, underline the sentences in your 
introduction that state the problem or question. 


• Have you told your readers why it should matter to them? 
• If not, will they think it matters for the same reason as you do? 


3. To be sure your readers grasp your claim, box the sentence that states the main 
point of your argument. 


• Does it make an arguable claim that responds directly to the problem  or 
question? 


• Is it at or near the end of the introduction or in the conclusion? 
• If your main point is in both your introduction and conclusion, is the one in 


the conclusion more specific, more informative? 
4. To be sure your readers think your argument is coherent, circle the key words in 


the last two sentences of the introduction and in the most important sentence in 
your conclusion. 


• Then circle these same words throughout the paper. 
• Then bracket words that refer to roughly the same concepts as the circled 


words or to concepts clearly related to them. 
• Are there two or more circled or bracketed words per paragraph? 


5. To be sure your readers know your key concepts, circle key words in the title. 
• Are those words the same as those you circled in the introduction and 


conclusion? 
• Are they words that you thought up, not words from the assignment? 


6. To be sure your readers grasp the structure of your argument, draw a line between 
each major section of your paper. 


• In each section, box the sentence that states the main point. 
• Does it make an arguable sub-claim? 
• Does it support the main point/claim? 
• Do most of these main points appear at the beginnings of their respective 


sections? 
7. To be sure your readers understand the organizing principle of your argument, look 


at the beginning words of each section. 
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• Do many sections begin with words that signal why the sections and 
paragraphs come in the order they do, words such as first, second, on the 
other hand, however, therefore, in conclusion, and so on? 


8. To be sure your readers judge your claim to be sound, underline every sentence in a 
paragraph that reports evidence supporting the point/claim of the paragraph. 


• Have you underlined at least half of the paragraph? 
9. To be sure your readers can move from paragraph to paragraph easily, underline the 


first half of the first sentence in each paragraph. 
• Do the words you have underlined refer back to something already 


mentioned earlier in the essay? 
10.  To be sure your readers think your prose style is clear and direct, underline the 


first six words in each sentence. 
• If you listed those subjects, would they seem to your readers to constitute 


a relatively limited set of concepts? 
• Do those words refer to information that would be familiar to readers, or at 


least not surprise them? 
 
*Adapted from: Williams, Joseph M. and Colom, Gregory G.  2003. The Craft of Argument Concise 
Edition. New York: Longman. 
 


Due Dates: 
 
Abstract:       Sept. 17    
Provisional Outline and Bibliography:  Oct. 29    
Paper:       December 8   
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Appendix B 
Assessment Rubric







ANTH 100 Final Paper Assessment Rubric for Program Learning Outcome #1 
 


 Adequate Proficient Mastery 
 
Address key concepts applied in 
either historical or contemporary 
anthropological studies 
 


Student identifies and defines important 
terms and concepts relevant to the 
thesis/topic of his/her paper, relying on 
language presented in readings or lectures 
rather than translating into one’s own 
words 


In addition, student explains these terms and 
concepts in his/her own words and uses 
concepts and terms in the paper in such a way 
as to demonstrate clear comprehension of 
their meaning 


In addition, student evaluates the relevance 
of key concepts to the thesis/topic of the 
paper through comparison with other 
concepts or through analysis and critique of 
concepts in their own right 


 
Discuss the major theoretical 
approaches that have shaped the 
discipline of anthropology over 
time 
 


Student identifies and defines theoretical 
approach(es) relevant to the thesis/topic 
of his/her paper, relying on language 
presented in readings or lectures rather 
than translating into one’s own words 


In addition, student explains these approaches 
in his/her own words and refers to theoretical 
approaches in the paper in such a way as to 
demonstrate clear comprehension of them 


In addition, student compares and contrasts 
one or more theoretical approaches, and 
critiques such approaches as an element of 
such analysis 


 
Address how and why 
anthropological perspectives and 
practices have changed over time 
 


Student identifies, and defines major 
trends in anthropological thought through 
time relevant to the thesis/topic of his/her 
paper, relying on language presented in 
readings or lectures rather than translating 
into one’s own words 


In addition, student explains how and why 
such change occurred in his/her own words 
and demonstrates clear comprehension by 
correctly situating their topic within this 
history of thought 


In addition, student evaluates how and why 
the topic/thesis of the paper connects to a 
moment or period in the  history of 
anthropology, including comparing and 
contrasting this moment/period with others 


 
Address how anthropological 
thought has influenced or been 
influenced by other disciplines in 
the social sciences, natural 
sciences, and humanities 
 


Student identifies and defines which and 
how other disciplines relate to the 
thesis/topic of his/her paper, relying on 
language presented in readings of lectures 
rather than translating into one’s own 
words 
 


In addition, student explains how and why 
other disciplines are relevant in his/her own 
words 


In addition, student evaluates disciplinary 
connections by providing original critique 
or speculating on the importance of such 
connections to the topic/thesis 


 
Appraise anthropology as a 
dynamic and self-reflexive 
discipline 
 


Student identifies and defines who 
within, and/or how, anthropology has 
reflected upon or critiqued the discipline 
relevant to the topic/thesis of the paper, 
relying on language presented in readings 
or lectures rather than translating into 
one’s own words 


In addition, student explains in his/her own 
words why such self-reflection or critique 
occurred in the discipline’s history 


In addition, student provides original 
critique and/or synthesizes the perspectives 
of others to assess the value of such 
disciplinary self-reflection 
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When analyzing Biological Anthropology there is an essential distinction between the uses and 


abuses of the discipline. Throughout my paper I will analyze the use and abuse of biological 


anthropology, specifically concerning the issues of medical apartheid, justification of discrimination as 


well as the various advancements in contemporary theories of human evolution based on current 


discoveries.   


 Medical apartheid is something that went without chastisement for decades, because of the lack 


of the acknowledgement that all races are equal and should be treated equally as well. According to Elliot 


Washington’s book titled Medical Apartheid, she has provided an extensive history of discrimination in 


science and the abuse of African American people who were not provided with any information 


concerning the potential risks of any studies they participated in. An example of a contemporary medical 


apartheid is the Tuskegee Syphilis Experiment, which took place in the 1930’s. The Tuskegee study was 


especially horrific, “scientists had long claimed that the venereal disease manifested differently in blacks 


than in whites, and the United States PHS (Public Health Service) scientists decided to document this by 


finding a pool of infected black men, withholding treatment from them, and then charting the progression 


of symptoms and disorders” (Washington, 156).  The PHS kept essential information from the men who 


were being studied, for example the scientists didn’t tell them they were a part of a study instead they told 


them that they were being given free medical care. The ultimate goal for this study was to examine the 


after effects of syphilis on the human body and if it was actually less potent to African American men 


than it was to White men.   


Another issue Washington mentions in Medical Apartheid is that African Americans were victims 


in research as caged subjects while in prison.  Such experiments were conducted at Holmesburg Prison 


during the 1960’s and 1970’s (Washington, 245).  The medical experiments include, but are not limited to 


radiation and sulfuric acids burns on various parts of the body including the scrotum ($3 a session), sweat 


glands studies by cutting the armpits, whipped their backs to prepared for poison ivy exposure and 


cadaveric tissue and forced to inhale viral vapors.  “Williams [a prisoner] had offered himself up for as 


many as twelve experiments at once, bringing in from thirty to fifty dollars for each multisession research 
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study.  Yet, he said, ‘we were never told what was going on.  We never had witnesses of a receipt for 


[copy of] anything we signed,’” (Washington, 245). These are only a few examples from Washington’s 


book, but her research covers the extensive history of the abuse of African Americans who were left in 


the hands of doctors and scientists with cruel intentions.   


Another example of a form of medical apartheid was the widespread feelings of Anti-Semitism 


that ran rampant during the 1940’s.  A very successful American entrepreneur and founder of the Ford 


automobile company, Henry Ford was an indirect leader in contributing to the propaganda concerning 


Jewish people.  “ Ford declared the World War I had been started by “German-Jewish bankers” in order 


to enrich themselves.  He also claimed that “one of the great factors that brought on the Civil War and 


made full settlement of the issues impossible was the Jew.”(Brace, 197).  Ford had an assistant; W. J. 


Cameron, write a section of the Dearborn Independent [a newspaper] for him, which included all of his 


anti-Semitic thoughts and opinions.  This was something that he kept hidden from the public since he was 


a well-known businessman, hence the use of another persons name in the newspaper.  “Ford disliked the 


British and admired Hitler and the Germans.  As World War II, approached, he refused to make aircraft 


engines for Britain while providing Germany with five-ton trucks.  He opposed American entry into the 


war and continued to sell engines and vehicles to the Nazis until 1941,” (Brace, 201).  This was evident 


when reading his sections in the newspaper since he constantly blamed Jewish people for world problems 


and issues within the economy.  “Although Henry Ford could hardly have known that his own parochial 


bigotry would contribute to the events that led to the murder of over 6 million Europeans, one of the most 


thorough treatments of the fraudulent document concluded that “the Protocols were a warrant for 


genocide,” (Brace, 203). The document, The Protocols, that Ford mentions is a document that claims 


come with many titles one of them being the Protocols of the Elders of Zion, this alleged text proposes a 


plan to achieve global domination by the Jewish people.  This came to Ford as a threat and as an excuse to 


continue forth with supporting Hitler’s agenda. Like the men who suffered in the Tuskegee Syphilis 


experiment, there was mass experimentation on the concentration camps, which went without consent or 


without any shape or form of explanation as why they were torturing so many innocent people. 
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While many people were being experimented on and tortured in the name of science, other 


scientists were continuing to prove that it was okay to do so, since there were obvious differences 


between races.  According to the book “The Mismeasure of Man” written by Stephen Jay Gould there 


were methods of measurement of the head, specifically jaw and brain size.  This was one of the many 


different ways White men would be able to continue to claim that the White race is more superior than 


that of any other ethnic background.  “No rational man, cognizant of the facts, believes that the average 


Negro is the equal, still less the superior, of the average white man.  An, if this be true, it is simply 


incredible that, when all his disabilities are removed, and out prognathous relative has a fair field and no 


favor, as well as no oppressor, he will be able to compete successfully with his bigger-brained and 


smaller-jawed rival, in a contest which is to be carried on by thought and not by bites.”  -T.H. Huxley 


(Gould, 73). Gould took this quote to prove that many early scientists studying the concept of race were 


stuck in the outdated stigma that there was a hierarchy among the different types of people. 


The chapter titled “Measuring Heads” mainly focuses on issues with the use of Biology to explain 


why the white race is superior. Gould also states a very important fact when comparing evolutionary 


theories.  With the help of new discoveries, monogenists established the idea that there was a hierarchy of 


races, while polygenists established the belief that each race evolved separately, hence “the evolution of 


major inherited differences in talent and intelligence” (Gould, 55).  Another study termed craniometry is 


included in Gould’s book, “The leaders of craniometry were not conscious political ideologues. They 


regarded themselves as servants of their numbers, apostles of objectivity. And they confirmed all the 


common prejudices of comfortable white males- that blacks, women and poor people occupy their 


subordinate roles by the harsh dictated of nature” (Gould, 74).  


Another craniometrist name Paul Broca decided to include the comparison of women brain size to 


men’s brain size.   “We are therefore permitted to suppose that the relatively small size of the female 


brain depends on part upon her physical inferiority and upon her intellectual inferiority” (Gould, 104).  


Another appalling statement by Broca “A desire to give them the same education, and, as a consequence, 


to propose the same goals for the, is a dangerous chimera… The day when, women leave the home and 
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take part in our battles; on this day a social revolution will begin, and everything that maintains the sacred 


ties of the family will disappear,” (Gould, 105). It is quite apparent that there were many scientists that 


searched for different means to prove that white men were superior and that it was acceptable to 


discriminate against all minorities.  


When a Virginia physician named Robert Bean decided to publish a journal on craniometry in 


1906, he states the following in his conclusion: “We all know that blacks have a keener sense of smell 


than whites; hence we might have expected larger sense of smell than whites; we might have expected 


larger genus in blacks if intelligence did not differ substantially between races.  Yet black genus are 


smaller despite their olfactory predominance; hence, blacks must really suffer from a paucity of 


intelligence” (Gould, 77).  After a few journals were published in well-known editorials of American 


Medicine, Bean’s mentor at John Hopkins decided to review and repeat Bean’s studies due to suspicion of 


rate of experimental error, “for a sample of 106 brains, using Beans method of measurement, he found no 


difference between white and blacks in the relative sizes of genu [anterior end of the human brain] and 


splenium [posterior end of the human brain]” (Gould, 93).  Many careless mistakes were made due to the 


expected proof of their hypothesis, but ultimately flaws and experimental errors were discovered when 


skeptics investigated their studies. 


Attempts to prove that discrimination and racism was scientifically prove correct continued 


through many scientist, but have been investigated by Jonathan Marks, Stephen Jay Gould, Rachel 


Caspari, and C. Loring Brace. In addition to the past and recent studies in Anthropological neuroscience 


and comparative research with human and primate brains, Jonathan Marks provides insight into the 


immense changes in Anthropology in his journal titled: Anthropological Taxonomy as Subject and 


Object: the consequences of descent from Darwin and Durkheim.  There has been progress in building a 


better understanding of the relationship between humans and primates. This form of Anthropology was 


formerly known as ‘molecular anthropology’ (Marks, 7).  When Marks refers to a journal written by 


Emile Zuckerkandl concerning the differences in the structure of hemoglobin in humans versus gorillas 


Zuckerkandl states, “…it appears that gorilla is just an abnormal human, or man an abnormal gorilla, an 
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the two species form actually one continuous population.”  Marks refers to hominoids and finds that there 


are more species of primates than originally defined.  Also Malone briefly mentions that the relationship 


between the human species and primates has been rejected simply because most people do not like the 


idea of being related to primates.  “Nevertheless, this process of ‘naturalizing different’ is at the heart of 


subspecific taxonomy of Homo sapiens. It is again a cultural act, assigning people to qualitative 


categories on the basis of diverse criteria,” (Marks, 12).   


Finally, Marks states something that all Anthropologists are continuing to work towards after 


establishing more concrete Anthropological research standards, by articulating on collaborating with 


experts in both disciplinary fields; Biology and Anthropology, because it simply helps in establishing 


better arguments within studies that include culture and science.  


In Gould’s, The Mismeasure of Man he finds that there are many scientists has been misinforming 


the scientific community as well as the public. An excerpt “The ape in some of us” which concerns 


criminal anthropology is taken from Cesare Lombroso’s theory on criminals born as a “savage.” He 


identified the criminality abnormal behavior among inferior people.  “They display apish stigmata as 


normal parts of their anatomy: “their nose…is not only flattened, but trilobed, resembling that of 


monkeys,” (Gould, 125).  This mentality would further the mistreatment of African Americans since 


many scientists tried to prove that they were more “apeish,” relatives of primates; therefore it was 


acceptable to discriminate against African Americans.  


Gould elaborates on this issues by stating that it is important to realize that if a person has long 


arms then they are inferior because chimps have longer are does not necessarily mean that they are 


genetically similar. Genetic variation is something that needed to be studied on a a more technical level.  


“Lombroso’s anatomical stigmata were, for the most part, neither pathologies not discontinuous 


variations, but extreme values on normal cure that approach average measures for the same trait in great 


apes” (Gould, 127). Another issue concerning racism is a term called “Mongolian idiocy,” or 


“mongolism” for the chromosomal disorder properly known as “Down Syndrome”: this was identified on 


paper entitled: Observations on an ethnic classification of idiots” (Gould, 134).  This is one of many 
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unwise examples of the justification of discrimination against minorities. This was a part of the great 


effort to provide information for the public to follow in the example of white male scientist’s 


methodologies of prejudice and racism.  It is ridiculous to see that many scientists tried in so many 


different ways to prove that white males are superior to black males.  


Marks states that all Anthropologists are continuing to work towards after establishing more 


concrete Anthropological research standards, by articulating on collaborating with experts in both 


disciplinary fields; Biology and Anthropology, because it simply helps in establishing better arguments 


within studies that include culture and science.  


Furthermore, a book written by C. Loring Brace, “Race” is a Four-Letter Word” goes into great 


detail as to how race was a socially invented concept.  Although race and variation among humans has 


always been a topic of curiosity since the beginning of civilization; Brace provides an extensive list of 


concepts outlining the history of race concept.  Some of the most insightful information is included in the 


excerpt concerning the Renaissance, where it states that there was a change in the way people classify 


differences, “ human variation began to be described in terms of categories instead of gradients” (Brace, 


21).  While this was true in the Old world, the race concept was thought of differently in the New World, 


where the Roman Catholic Church has most of the authority.  “Even within the Church itself there was a 


split between those who regarded all the Native Americans as the descendents of Adam and Eve and 


those who regarded them as belonging to Aristotle’s category of people who were born to be slaves,” 


(Brace, 21).  The disappointing truth of the how people justified horrible treatment of others is something 


that new age Anthropology aims to prevent in the future.  


Approximately two decades after the Renaissance a man named Carolus Linnaeus devised a 


method of naming all species of animals using Latin because it did not have any dialects.  This type of 


terminology was not limited to animals but Linnaeus included humans as well.  “In the famous tenth 


edition of his Systema Naturae, Linnaeus placed Homo sapiens in the order Primates, where it has 


remained ever since.  He did this strictly on the grounds of shared anatomical characteristics, a procedure 


that has been followed by natural scientists ever since.  Linnaeus’s perception of the nature of geography 
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was made up of four varieties of human beings that he recognized were Homo sapiens europaeus, H. 


sapiens asiaticus, H. sapiens americanus, and H. sapiens after, representing Europe, Asia, America, and 


Africa respectively” (Brace, 27).  Linnaeus also incorporated the use of the four humans since during his 


lifetime there was a huge emphasis on Greek philosophy etc. There were many faults in the beginning 


stages of Anthropological thought and practice, but modern Anthropologists have endeavored to learn 


from the vanguard anthropologists’ mistakes and avert from repeating them. 


Fortunately there has been much development in Anthropology specifically in the Biological field 


of Anthropology. It can be said that Anthropology is very updated on the concepts of race and evolution.   


According to Rachel Caspari’s journal: Four Types to Populations: A Century of Race, Physical 


Anthropology, and the American Anthropological Association concerns the progress of Anthropology 


over the years and the development of the American Anthropological Association (AAA). Caspari 


analyzes the issues that come with scientific and social manipulation on Biological Anthropology, mainly 


concerning race concepts. The AAA; although founded in 1902, changed drastically in the 1960’s 


resulting in such concepts that changed the paradigm at the time. Essentialism, cladistic thinking and 


Biological determinism are three main aspects affecting race ideals.   


Biological determinism is one out of the three concepts that has been questioned and rejected due 


to progressions in Anthropological theory.  Essentialism has been taken into consideration when 


analyzing variations in phenotypes, for example genetic variations in skin color. Cladistic thinking may 


eventually be discarded because evolutionary essentialism insinuates that different races derived from 


multiple ancestors, termed polygenism.  This may become problematic because people might use it to 


justify discrimination or racism.  Therefore, establishing “interracial competition” (Caspari, 67) and 


biological inferiority.  “The link between Biological determinism and racial determinism depends on 


races being natural categories, and physical anthropologists no longer support the notion that races are 


subspecies,” (Caspari, 74).  Franz Boas was a vanguard in progressing Anthropological thought because 


he changed the archetype of Biological determinism.  He did so by separating cultural anthropology and 
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Biological Anthropology so that it could be seen in through different perspectives. Therefore eliminating 


outdated hierarchical ideas among cultural groups.   


Boas is seen as the father of what Anthropology is today, mainly because he got off his 


“armchair” and became a participant observer among various cultural groups.  Thus, building better and 


closer relationships based on primary interaction and not just explorer and missionary journals. The 


concept of race has been a social invention that may be difficult for certain people to look passed, but 


ultimately it is necessary to focus on how to avoid ethnocentrism.  Because without it, there would not be 


a need to prove that certain “races” or cultural groups are more superior or inferior to others.  


Franz Boas on “the instability of human types,” evidently explains that diets play a part in 


establishing variation among human beings.  “The characteristic of food-stuffs by different tribes, such as 


the exclusive meat diet of some tribes- most pronounced among the Eskimo- and the exclusive vegetable 


diet of others- well developed, for instance, in Southern Asia.  Both of there have, in all probability, a far-


reaching effect upon the bodily form of these races” (Boas, 83).  Boas has tried to look at human types 


and variation with a different perspective.  He looks more closely at the environment that people are 


exposed to as well as their daily tasks and duties within a group.   


Instead of looking for reasons to blame the problems of society on those with different skin color, 


Boas took a profound look at logical reasons for variation among human beings.  “The distinguishing 


traits of human races are in many cases analogous to those by which domesticated animals are 


characterized. Melanism that is a strong increase of pigment, and leucism, that is marked loss of pigment, 


belongs here.  The black bear, the black panther and the mole have black coat color, but on the whole 


black hair are found in various species” (Boas, 86).  Boas is referring to phenotype variation based on a 


genetic outlook, while the effects of different environments may influence skin. Color pigmentation 


within an organism.  “It is obvious that in all cases we are comparing groups of the same descent, but 


living in distinct geographic, economic, social and other environmental conditions.  If we find differences 


among them, they can only be due, directly or indirectly to environment.  Thus the fundamental problem 


presents itself, in how far are human types stable, in how far variable under the influences of 
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environment” (Boas, 89). Boas does not cease to impress the Anthropological community since he 


provides a good standpoint on human variations by comparing it to animals alike in the same 


environments that people may reside in.   


Nicholas Malone wrote “The State of Biological Anthropology in 2008: Is Our Discipline Strong 


and Our Cause Just?” which analyzes the status of Anthropology and the direction it may be going into 


in the future. This subject is mainly made up of evolutionary history of the human species. Some of the 


disciplines described by Malone include: Forensic Anthropology, Evolutionary Medical Anthropology, 


Anthropological Neuroscience, Primatology, and Paleoanthropology.  Evolutionary medical 


Anthropology and Anthropological Neuroscience are two the significant “sub subdisciplines” that Malone 


has investigated.  Furthermore, Anthropology has helped contribute to current academia.  “The 


overarching goals of our inquiries are slightly less than modest: understanding where our species came 


from, how we got from there to here, why we behave the way we do, and what is (are) our nature(s),” 


(Malone, 151).   Taking theories and discoveries from early Anthropological studies have helped shape 


Anthropology for what it is today.  Since Modern Anthropologists strive to keep their legitimacy in 


today’s society, it has worked in partnership with other fields of study to have better perspectives on 


current issues.   For example, when Political Scientists and Sociologists work with Anthropologists to 


understand non-western cultural groups that may have complex social systems of kinship.   


Due to the great advances in Anthropology many mistakes have been recognized such as the 


issues concerning racism ultimately leading to inequality. Ethnocentrism was a huge contributor to 


anthropologically based discrimination. Bio-cultural anthropology is no longer obsolete, but there are 


more progressive ideas that help eliminate the stigma of “arm chair anthropologists.”  Malone restates 


something that all Anthropologists should reflect on, just as schools or organizations reflect on their 


mission statements.   This “mission statement” takes account of the importance of working with the 


nonprofessional community and to combine university level thought with “street” or common person 


thought, as well as combining general ideas with specific ones.   
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When Malone briefly introduces some sub subdisciplines of Anthropology, he mentions 


evolutionary medical anthropology and anthropological neuroscience.  These two subjects were described 


vividly when Malone mentioned that evolutionary medical anthropology would help create a more useful 


health care system. The use of ethnography and epidemiology helped to build a stronger connection 


between evolutionary and sociocultural progression. When taking anthropological neuroscience into 


consideration, Malone includes perceptive information concerning neuroscience and how it is related to 


social behavior since the brain is responsible for the control of human behavior. There is also the 


insinuation that the boundary between dorsal and ventral brain structures may have been shifted in human 


evolution when comparing the function of human and primate brains.  


“Statements that human hybrids show undesirable traits, both physically and mentally, 


physical disharmonies and mental degeneracies, are not supported by the facts. There is, 


therefore, no biological justification for prohibiting intermarriage between persons of different 


ethnic groups… intelligence tests do not enable us to differentiate safely between what is due to 


innate capacity and what is the result of environmental influences, training and education… there 


is no proof that the groups of mankind differ in their innate mental characteristics, whether in 


respect to intelligence or temperament… for all practical social purposes “race” is not so much a 


biological phenomenon as a social myth” -Montagu (Brace, 238).  


Some may find that the sub-discipline of Medical Anthropology as a subject to combines Biology 


and Cultural Anthropology in a bracing way, since outdated Bio-Anthropological concepts have been 


reject.  An example of such partnerships is that now, Public Health Specialists and Ethnographers can 


focus on social issues that prevent cultural groups from understanding Western medicine or the politics of 


a country they may have recently moved into.  It brings the latest research discoveries into collaboration 


with ancient remedies, creating a new culture of medicine.    


It can be overwhelming to see how wide the field of Anthropology really is; from the textbook 


titled A History of Anthropology written by Paul Erickson and Liam Murphy, there are general 


descriptions of the Biology of behavior, new Physical Anthropology Ethology and Behavioral Genetics 
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and finally Sociobiology.  All of these disciplines of Anthropology have led to the effort to continue to 


progress the field of study to help others recognize that is more applicable to other fields than expected.   
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2 Assessment methods 


 


The procedure for assessing achievement of the first and second program learning outcomes utilized 


both a direct (embedded questions) and an indirect (focus group discussions) method. 


 


2.1. Embedded Homework and Final Exam Questions 


 


The following questions were embedded in the Math 121 and Math 131 courses. For Math 121, the 


faculty is assessing PLO 1 and for Math 131, the faculty is assessing PLO 2. Each of the solutions for the 


embedded questions was assessed using the rubric agreed upon by the applied mathematics faculty 


(see Sections 7.4 and 7.5 for the initial rubrics used in this assessment exercise). Each faculty member 


performed this initial assessment individually.  After this initial assessment exercise, the applied 


mathematics faculty met as a group to discuss the collective results. In addition, the applied 


mathematics faculty discussed the re-evaluation and revision of their original rubric based on this initial 


assessment experience. 


 


The applied mathematics faculty chose two problems to embed in the Math 121 course to provide an 


assessment of PLO 1. The Math 121 embedded homework question is given by the following. 


 


 


The Math 121 embedded final exam question is given by the following. 


 


The applied mathematics faculty chose two problems to embed in the Math 131 course to provide an 


assessment of PLO 2. The Math 131 embedded homework question is given by the following. 
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The Math 131 embedded final exam question is given by the following. 


 


 


2.2. Student Focus Group Questions and Activities 


 


With the assistance of Anne Zanzucchi and Adriana Signorini from the Center for Research and Teaching 


Excellence, the applied mathematics faculty conducted a focus group discussion with several students 


that took both Math 121 and Math 131 in Fall Semester 2008. The purpose of this student focus group 


was to hold a conversational and informal discussion about the major with the purpose of identifying 


the following items. 


 


o Key aspects of your learning experience,  


o What has been of most value to you and why,  


o What has been challenging for you and why, and 


o Strategies for improving the program.   


 


Below is a description of the Focus Group Questions and Activities. The applied mathematics faculty 


credits Anne Zanzucchi for developing this plan and Adriana Signorini for coordinating the actual group 


meeting. 


 


Goal:  The focus of this session is to determine key responses to students’ learning experiences in the 


major program.  The interview concludes with a problem-solving opportunity to ensure constructive and 


applicable feedback. 


 


Topics of Interest:  Program Learning Outcomes 


  


 


Brainstorming (15 minutes) 


 


[In previous problems, students were asked first to implement the second order
and fouth order Runge-Kutta schemes] Use the two programs you wrote to solve


dx


dt
= −x, x(0) = 5.


1. Calculate x(1) and x(8) using h = 0.001, 0.01, 0.1, 1, 2 and 4.


2. Find the rate of convergence (big “oh”) of the absolute error of your
solution as h→ 0.
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For indirect evidence, faculty could be asked to describe their expectations of what students are able to 


do with this PLO before rating samples.  Then, they could reflect on whether there are any differences in 


their expectations after reading samples. 


 


Students in MATH 131 / 121 could complete a survey asking for their responses to the PLO.  A focus 


group could be conducted in March 2010 to see the extent to which their predictions about how the 


courses would apply to their major were accurate.  A sample focus group session script is attached. 


 


7.3 Agenda of Applied Mathematics Faculty Meeting on December 7, 2009 


 


1. Announcements [5 min] 


2. Reports 


a. Hiring (Arnold) [10 min] 


b. Graduate Program (Mike) [10 min] 


c. Undergraduate Program (Francois) [10 min] 


d. Lower-division service (Lei, Yue and Arnold) [10 min] 


3. Assessment for WASC [15 min] 


4. University Program Review [20 min] 


5. New Business [5 min] 


6. Adjourn 


 


No meeting minutes are available to include in this report. 


 


7.4 Initial Rubric for Assessing PLO 1 for Math 121 Embedded Homework and Final Exam Problems 


 


 


Poor 


• Little evidence of drawing on relevant previous knowledge is present, showing little 


relevant engagement in the task 


• Some correct reasoning or justification for reasoning is present with trial and error, or non-


systematic trying of several cases 


• There is an incomplete explanation, it may not be presented clearly 


• The solution is not complete indicating that parts of the problem are not understood 


Fair 


• Evidence of drawing on some relevant previous knowledge is present, showing some 


relevant engagement in the task 


• Planning or monitoring of strategy is evident, which leads to a solution of the problem 


• There is a clear explanation and appropriate use of accurate mathematical representation 


with few errors 


• The solution shows the student has a broad understanding of the problem and major 


concepts. Arguments are constructed systematically 


Good 


• Adjustments in strategy, if necessary, are made along the way and/or alternative strategies 


are considered 


• As systematic approach and/or justification of correct reasoning is present. This may lead to 


1) clarification of the task, 2) exploration of mathematical phenomena and 3) noting 


patterns and structures 


• Appropriate and accurate mathematical representations are constructed and refined to 


solve problems or communicate the solution 
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Poor 


• Little evidence of drawing on relevant previous knowledge is present, showing little 


relevant engagement in the task 


• Some correct reasoning or justification for reasoning is present with trial and error, or non-


systematic trying of several cases 


• Unsuccessful or incomplete transfer analytical knowledge to algorithm development, 


implementation and testing 


• There is an incomplete explanation, it may not be presented clearly 


• The solution is not complete indicating that parts of the problem are not understood 


Fair 


• Evidence of drawing on some relevant previous knowledge is present, showing some 


relevant engagement in the task 


• Planning or monitoring of strategy is evident, which leads to a solution of the problem 


• Successful and complete transfer analytical knowledge to algorithm development, 


implementation and testing 


• There is a clear explanation and appropriate use of accurate mathematical representation 


with few errors 


• The solution shows the student has a broad understanding of the problem and major 


concepts. Arguments are constructed systematically 


Good 


• Adjustments in strategy, if necessary, are made along the way and/or alternative strategies 


are considered 


• Attention paid to gaining efficiency in algorithm implementation through testing and 


validation 


• As systematic approach and/or justification of correct reasoning is present. This may lead to 


1) clarification of the task, 2) exploration of mathematical phenomena and 3) noting 


patterns and structures 


• Appropriate and accurate mathematical representations are constructed and refined to 


solve problems or communicate the solution 


 


7.6 Summary Report of Student Focus Group Discussion held on January 19, 2010 


 


Number of Participants: 6 students 


 


Goal: The focus of this session is to determine key responses to students’ learning experiences in the 


major program. The interview concludes with a problem-solving opportunity to ensure constructive and 


applicable feedback. 


 


Brainstorming  


 


Take about 2-3 minutes to list or write a brief paragraph about your primary experiences as an Applied 


Mathematics student.  What are the immediate images, concepts, or phrases that come to mind? 


 


Illustrations and Applications: 


 


The students agreed that there should be more illustrations and interactive applications of the concepts 


they were studying in the math class. They suggested having an assignment/ a class focused solely on 


connecting the math to real life situations, such as a long term project.  One student stated, “it is hard to 
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8.0 Student Work: PLO 1 Embedded Exam Questions 
 















































8.1 Student Work: PLO 2 Embedded Homework Questions 
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8.2 Student Work: PLO 2 Embedded Exam Questions 
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Reviewer Initials: ____________________     Code: ________________ 


  High Proficiency  Medium Proficiency    Low Proficiency 


 
 


Comprehensiveness 
of Response 


 
 


Addresses all aspects of the question 
completely and in depth using scientific 
descriptions and terminology. Level of 
detail well matched to question and scope 
of response.   


May fail to address a few elements of the 
question, but includes appropriately 
detailed descriptions. Or, addresses all 
elements of the question but detail is 
somewhat limited.  


Addresses few to no elements of the 
question; does not answer what was 
asked.   


 
 


Composition 
 
 


Narrative is organized with appropriate 
paragraphing and topic sentences and is 
focused and concise. Assertions are 
supported by relevant and specific 
examples as appropriate. Connections 
between assertions and supporting 
examples are direct and explicit.  


Mostly focused with use of topic 
sentences and paragraphing as 
appropriate. Most assertions are 
supported with relevant examples as 
appropriate. Occasionally, a supporting 
example may seem inappropriate or its 
connection to an assertion unclear.  


Narrative lacks focus and appropriate 
paragraphing. Lists rather than composes. 
Fails to support assertions with examples 
as needed or examples do not seem 
connected to assertions. 


Professional 
Communication or 
Sense of Audience 


Sufficiently legible so that text easily read 
and interpreted. Able to focus on quality 
of narrative rather than deciphering 
words. Minimal spelling errors. 


Legible but sloppy so as to mildly distract 
reader from attending to content of 
narrative. Some text difficult to decipher. 
Some spelling errors. 


Response illegible. Carelessly crafted.  


 
Synthesis/Integration 


 


Narrative explicitly connects all elements 
of the response to each other and to the 
question being addressed.  No extraneous 
information. 


Narrative slightly disjointed in that 
relationships of response elements to 
each other and/or to the question are 
occasionally unclear. Appears to include 
some extraneous information. 


Collection of assertions or facts that are 
not related to each other or to the 
question being addressed.   


 
 


Scientific 
Accuracy/Vocabulary 


 


Assertions constitute biologically accurate 
responses to the question. Consistently 
uses appropriate and precise scientific 
vocabulary and language to describe 
biological processes, structures and 
concepts. Narrative illustrates command 
of biological concepts and the facts 
supporting those concepts. Is biologically 
logical.  


Almost all assertions constitute 
biologically accurate responses to 
question. Mostly uses appropriate 
biological terms and language to describe 
concepts and processes to show accurate 
knowledge of concepts and supporting 
facts.  Rarely describes biological 
phenomena using general, vague or 
metaphorical statements or everyday 
language.  Occasional incorrect use of 
vocabulary.  


Assertions are off‐topic, biologically 
incorrect or irrelevant to question. 
Describes biological processes or concepts 
using vague, imprecise language or 
everyday English, revealing little scientific 
knowledge. May rely on metaphorical 
rather than scientific descriptions of 
phenomena.  Does not use scientific 
vocabulary or uses it inaccurately.  
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  Explanations/Comments 


 
 
Comprehensiveness 
of Response 
 
 


 


 
 
Composition 
 
 


 


Professional 
Communication or 
Sense of Audience 


 


 
Synthesis/Integration 
 


 


 
 
Scientific 
Accuracy/Vocabulary 
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CHEM 195 report rated Excellent by both evaluators 


Controlling the Number of DNA Strands Attached to a Nanoparticle through Gel 
Electrophoresis 


 
Research on gold nanoparticles is widespread throughout the scientific 


community.  With their well-defined surface chemistries and their ability to 
accommodate different functional groups and various oligonucleotides, these gold 
nanoparticles have been valuable commodities in a variety of fields like biochemistry, 
genetic therapy, and nanomedicine1.  These gold nanoparticles can be easily attached 
with alkanethiols of variable length because of the high affinity of the sulfur group onto 
the gold surface.  My goal for this semester was to be able to experimentally find the 
ideal DNA to nanoparticle ratio in order to maximize the product of having one ssDNA 
strand attached to a single nanoparticle. 
 I have worked on conjugating gold nanoparticles (AuNPs) with single stranded 
DNA (ssDNA) as a prerequisite to building bottom up fabricated nanostructures2.  The 
specific base pairing feature of DNA allows one to easily manipulate and therefore easily 
predict the connectivity that it is going to form.  I phosphinated Ted Pella gold 
nanoparticles to ensure their stability as high salt concentrations and high temperatures 
which are both required to hybridize DNA strands.   


In order to make sure the Ted Pella nanoparticles agreed with its specifications, 
we imaged them through Atomic Force Microscopy (AFM).  AFM is a powerful imaging 
tool that uses a very sharp tip to scan a region topographically.  This allows a three 
dimensional image of a certain sample.  Fig. 1a shows the AFM image of the 5 nm Ted 
Pella nanoparticles.  The raised dots are the nanoparticles against the gold surface.  Fig. 
1b shows the individual heights corresponding to the numbered dots.  The average height 
of the nanoparticles is ~5nm which, indeed, agreed with Ted Pella’s specifications.   


 


a b  
 Fig. 1 a) AFM image of Ted Pella nanopartices b) Profile heights of 


nanoparticles  
 


I have confirmed the conjugation of AuNP-DNA through running gel 
electrophoresis.  Mixing DNA and AuNPs and leaving them overnight is sufficient to 
guarantee stable conjugation.  When performing electrophoresis on DNA-NP conjugates, 
the bands produced correspond to the number of ssDNA strands that are attached to a 
single nanoparticle.  In Fig. 2, the farthest band that migrated corresponds to the 
nanoparticle by itself; the second farthest corresponds to nanoparticles with one ssDNA 
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CHEM 195 report rated Excellent by both evaluators 


attached; the third farthest band corresponds to nanoparticles with two ssDNA strands 
attached, and so on.  In Fig. 2, the fourth lane only has two bands which indicates that it 
has about 50% yield of the 1:1 DNA-Nanoparticle conjugation.  Based on the results, 1:1 
DNA-Nanoparticle concentrations would yield 1:1 DNA-Nanoparticle conjugation.  


 


 
 
 


Fig.2 Gel Electrophoresis of conjugated DNA-NP with different concentrations of DNA.  
Bands were highlighted for better visibility. 


 
By doing these experiments, I have concluded that the number of DNA strands 


attached to a single nanoparticle can be easily controlled through gel electrophoresis.  
Future work will be to hybridize DNA-thiolated NPs with complementary unconjugated 
DNA (Fig. 3a) then hybridize two complementary DNA-thiolated NPs (Fig. 3b).  
Consequently, I plan to attach two different DNA strands, one serving as an anchor to the 
gold surface, while the other one links to other complementary DNA-thiolated NPs (Fig. 
3c).  This should lead to building three dimensional nanostructures that would have a 
number of potential applications in the areas of optical imaging and electronic properties. 


 
 


a  


b  


c  
 Fig. 3 a) DNA-thiolated nanoparticle hybridized with a complementary DNA strand b) DNA –


thiolated nanoparticle hybridized with a complementary DNA-thiolated nanoparticle c) 
Hybridized DNA-thiolated nanoparticles (red and green) with a support strand attached to gold 
surface (blue) 
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CHEM 195 report rated Poor by both evaluators 


High‐Resolution Multi‐Dimensional NMR Spectroscopy of Proteins in 
Human Cells 


 


  In this Nature, Kohsuke Inomata and his group reported high‐resolution in‐cell NMR spectros‐


copy of proteins.  The high‐resolution spectroscopy enable the study of the structures, functions and 


folding stabilities of specific proteins using human cells in an intracellular environment.  They delivered 


the proteins into the cytosol by the pyrenebutyrate‐mediated action of cell‐penetrating peptide linked 


covalently to the proteins.  The heteronuclear 2D NMR spectra of these proteins inside the human cells 


allow researcher to study the broad application involving the interaction and protein processing.  The 


developed method can be use in the application of drug delivery, where the in‐cell NMR spectra of 


FKBP12 shows the formation of specific complexes between the protein and extracellular administered 


immunosuppressant.  In additional study, they found that in‐cell NMR spectra of ubiquitin show a much 


higher hydrogen exchange rates in the intracellular environment possibly due to multiple interactions 


with endogenous proteins.   


  The method they used in‐cell NMR is by using 15N‐labelled proteins and delivered to cells by cell‐


penetrating peptides (CPPs).  The CPP fused to the carboxyl terminus of a human ubiquitin derivative 


containing alanine substitution at Leu8, Il244 and Val 70.  The uniform 15N labeled fusion protein is then 


incubated with human HeLa cells in the presence of pyrenebutyrate, which mediates the direct translo‐


cation of CPP‐linked proteins into the cytosol.  The 2D 1H‐15N spectra gave well‐resolved cross‐peaks, 


showing a pattern typical of a stably folded and homogeneously dispersed protein.  When this com‐


pared to the reference in vitro, they found an intense signal at a position corresponding to the c‐


terminal Gly 76 of mature ubiquitin, suggesting a cleaved between Gly 76 and Asp 77 by a protease.  


Additional electrophoresis analytic confirmed the cleavage.  They stained the cell with 0.2% (w/v) trypan 


blue and found that more than 90% of cell s were resistant to trypan blue uptake indicating high level of 







CHEM 195 report rated Poor by both evaluators 


cell viability resulting from a low toxicity of pyrenebutyrate/CPPTat treatment.  They found that Ub‐3A‐


CPPTat undergoes intracellular cleavage because the mutated Ub‐3A‐G75A/G76A‐CPPTat resistant to clea‐


vage in cells and confirmed by an aggregation of protein from in‐cell NMR.  For specific protein, they 


linked the CPPs to cargo proteins by means of disulphide bonds.  The breakage of disulphide bond can 


be seen through the use of in‐cell NMR and compared to the reference from in vitro spectrum.  They 


also performed the same experiment on monkey's cell to confirmed the universality of this method. 


  In‐cell NMR has the potential in the field of protein conformational changes, dynamic and func‐


tionality of proteins in the intracellular environment.  The comparison of the intensity of main‐chain am‐


ide signals at particular sequence give insight to cleavage and cell‐protein transduction.  In‐cell NMR 


spectroscopy can also applied in the field of protein interactions with small compound, such as drug de‐


livery.  It gives information on the efficiency of the drug delivery and protein interaction which can be 


apply in drug screening.  This method can be used to detect the stability of the protein folding by meas‐


uring the rate of hydrogen exchange between folded and unfolded states of proteins.  Overall, in‐cell 


NMR open new method in the study of protein interaction in intracellular environment that can be apply 


in living animals.   


Source:  Kohsuke I., Ayako O., Hidehito T., Shin I., Takeshi T., Ikuhiko N., Toshihide T., Shiroh F., Yutaka I., 


Hidekaze H., Masahiro S., High‐resolution multi‐dimensional NMR spectroscopy of proteins in human 


cells  Nature, Vol 458, 5, 106‐109 (2009)  







 
Appendix 2: Assignment 
 
Our final writing assignment is to write a mock research proposal.  The overall idea 
is to come up with an experiment or computer simulation or robot design that 
would be interesting and informative to cognitive science.  To guide you to a topic 
area, here are some choices for you to make, in order. 
First, the COGS 101 overview from the syllabus posed three questions that framed 
the content of the course, reprinted below.  Choose one of these questions as your 
topic area. 
What are the cognitive functions that work together to create the human 
mind?  We learned about functions of vision, language, and emotion, for instance, 
but also more general principles such as coordination of functional components, and 
adaptive optimization of functions.  You can propose an experiment that 
demonstrates one of t . hese functions or principles, and tests some aspect of it
What are the bodily and neural mechanisms critical to understanding 
cognitive functions?  We learned about the foundational role of the body in 
cognition, and about various brain areas and how they work together to guide 
behavior.  You can propose to build a robot that implements some kind of embodied 
cognitive, language, or perceptual function.  Or, you can propose a brain experiment 
to test a hypothesized function of some brain area or mechanism. 
What are the computations that comprise these functions and mechanisms?  
We learned about symbolic and neural network models of cognitive function.  You 


 can propose a computer simulation that implements and tests some hypothesized
mechanism of cognition, perception, language, etc. 
Next, look over the following list of hypotheses and theoretical principles that we 
learned about (also from the syllabus).  Connect your proposed experiment or robot 
or computer simulation with one or more of these hypotheses.  Your proposal can 
test or   by one 
or mor


demonstrate one or more of these hypotheses, or it can be motivated


‐ 
e of these hypotheses. 
Cognitive functions are flexible and adaptive at all levels of analysis 


‐ Cognitive functions have symbolic qualities that arise from subsymbolic 


‐ s 
processes 
Cognitive functions are theorized as emergent properties of neural system


‐ Functional aspects of neural systems are defined in terms of their bodily, 
behavioral, and environmental (both physical and social) contexts  


‐ Neural activity is constant and provides a dynamic background from which 
cognitive functions are shaped 


‐ gh many Learning in neural systems occurs over multiple time scales, throu
different mechanisms of plasticity 


‐ Computations in the brain are hierarchical, from task‐general and 
sensorimotor‐specific to task‐specific and sensorimotor‐general  


‐ Computations in the brain are not like computer programs, yet computer 
programs can be used to simulate neural computations 
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‐ Computations in the brain reflect a balance of segregation versus integration 
ems of information, and independence versus interdependence of subsyst


You prr  oposal should have the following sections, labeled and in this order: 
1. Introduction and Background. (about 2‐3 pages)  Tell the reader about 


your topic, and emphasize what is interesting and challenging about work in 
this area.  Do some research to find three studies that illustrate what is 
known about your   the topic.  You should also use these studies to explain to
reader what is NOT YET known about your topic. 


2. Proposed Project. (1 page or less)  Explain the basic idea behind your 
project, without details.  Express what is interesting / cool / challenging 
about the project, and what we would learn from it.   


3. Project Methods. (about 2 pages)  Give as much detail as you can about how 
you would carry out the project.  Pretend that you have as much money and 
technology as you need, sky’s the limit!  Some details will necessarily be left 
out, but you want to give the re e, ader the impression that, with enough tim
money, and help, the project could be done well.   


4. Potential Results and Impact. (about 1‐2 pages)  Describe the possible 
results of the project, both good outcomes (such as it works, you learn 
something, your hypothesis is confirmed, etc.) and bad outcomes (possible 
roadblocks, results that would be less interesting and informative, etc.).  For 
the good outcomes, explain how they would impact cognitive science and/or 
whoever’s lives would be positively affected.  Note that just discovering a 
new fact or phenomenon about the brain or mind would have impact on 
other cognitive scientists, so that counts.  For the bad outcomes, briefly 
explain what you might do to address them (for example, try a slightly 
different method or approach, try your method on different people, or a 
different brain area, etc.) 


You are welcome to write on the topic you presented in class, if you like, or you can 
write on something new to you.  However, you may NOT write on a topic that is 
irectly related to either of the first two writing assignments.  Formatting etc. is the 
ame as for the first two writing assignments. 
d
s
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A) Ability to interpret / evaluate / synthesize
) Ability to design a cognitive science resear


 information in research papers  
ch project B


C) Ability to write clearly and scientifically    
 


In assessing PLO 2, we were particularly interested in determining whether mid‐
level cognitive science majors (i.e. second semester sophomores and juniors) are 
beginning to synthesize these skills by the end of COGS 101.  We also wanted 
eedback on how to improve the curricula to get students to the point of 


y their junior or senior year.  
f
synthesizing these skills b
 
III. Assessment Methods  
 
The three components of PLO 2 are represented in the mock research proposal for 
COGS 105.  Specifically, component A is aligned with the Introduction section, 
component B is aligned with the Methods section, and component C is aligned with 
he Results and Discussion sections (although component C also spans the entire t
proposal).   
 
Based on these alignments, cognitive science faculty collaborated in the Fall of 2009 
o formulate a rubric to assess PLO 2.  There were four levels of ability with 
orresp
t
c
 


onding scores of 1‐4:  


1. Student shows full mastery of the ability. 
. 
ree. 


2. Student exhibits some degree of the ability
3. Student exhibits the ability to a limited deg
4. Student does not demonstrate this ability. 


ach level of ability d to e ree PL nts 
 
E
 
 


 was applie


1: Student 
shows full 
mastery of the 
ability. 


ach of the th


2:  Student 
exhibits some 
degree of the 
ability. 


O compone


3:  Student 
exhibits the 
ability to a 
limited 
degree. 


as follows: 


4: Student does not 
demonstrate this ability. 







a: Ability to 
design an 
experiment 


Clear 
alternative 
hypotheses 
and 
predictions; 
apt methods 
for testing 
predictions; 
comprehensive 
mitigation of 
confounds and 
other potential 
design flaws 


Some 
alternative 
hypotheses and 
predictions; 
some methods 
for testing 
predictions; 
some 
mitigation of 
confounds and 
other potential 
design flaws. 


An 
experiment 
is described 
but no 
alternative 
hypotheses 
are 
described, 
no method 
of testing is 
given, and 
no 
mitigation of 


s is confound
presented. 


A brief narrative 
description of a possible 
study is given, but little 
more. 


b: Ability to 
interpret / 
evaluate / 
synthesize 
information in 
research papers 


Cites several 
studies from 
reputable 
sources and 
accurately 
describes 
results.    


Some studies 
are cited and 
results are 
accurately 
described.   
Some 
irrelevant 
results; errors 
in description; 


lity poor qua
sources. 


Very few 
studies cited 
from poor 
sources.   
Errors in 
description. 


Few studies are cited and 
those that are not 
associated with a citation 
or are from a poor 
quality source.   
Irrelevant studies.  
Errors in description or 
very quickly paraphrased 
(or plagiarized) results. 


c: Ability to 
write clearly 
and 
scientifically  


Clear, direct 
prose, similar 
in quality to 
what one find 
in a published 
study.  


Minimal 
grammar and 
spelling errors 
but problems 
in overall 
presentation 
and 
organization. 


Some 
grammar 
and spelling 
errors; 
problem in 
organization. 


Numerous grammar and 
spelling errors. 


 
 
Assessment materials were 51 mock research proposals that were submitted as 
final writing assignments for COGS 101 in Spring of 2009. The assignment (see 
ppendix 2) was to write a mock research proposal for either a cognitive science A
experiment or computational model. 
 
Two raters (Spivey and Matlock) who did not teach COGS 101 volunteered to rate 
the assignments.  A random sample of half of the students were selected and rated 
independently by both raters (see Appendix 1 for individual ratings).  To assist with 
rating, relevant sections of student papers were extracted and concatenated.  
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The Split Brain


1. Introduction and Background.


Through various studies over the years, much has been learned about the cognitive


processes of the human brain. This paper will focus on what is known as the “split brain”, the


splitting of the two hemispheres of the brain by severing the corpus callosum, usually done to


help epileptic patients. Splitting the two hemispheres by severing the corpus callosum


cripples communication between and, if completely severed,  can block any communication


between the two hemispheres.  


According to www  .  nobelprize  .  org  , researchers in the 19th century suspected that the two


hemispheres of the brain operated for different functions due to studies they had of individuals


with brain injuries. One thing in particular that they suspected was that the left hemisphere was


designated for language functions. This was shown through patients who had had injuries to the


left side of their brains losing the ability to talk. Suspicions were ended in the 1960s when Roger


Sperry and his colleagues revealed that there were in fact specialized areas of the brain used for


language functions: the left hemisphere showed to be more specialized towards analytical and


verbal tasks, while the right hemisphere deals with space perception tasks, music, and even


contributes emotional context to language. These studies looked at how the left visual field is


connected to the right hemisphere while the right visual field is connected to the left hemisphere.


Since each side is specialized, they were able to show that someone seeing a word would be able
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to read it, but would not be able to attribute any meaning to it. They tested this by studying


individuals who had their corpus callosum cut, and then presenting information to one side. This


would isolate the side that they wanted to focus on. Further studies showed that a person could


even be touching an object that they recognize with their left hand, and recognize it with their


right brain, but if at the same time a word were placed in their left visual field and they had


damage, they would not be able to recognize the word.


{artsci.wustl.edu/~msommers/syllabus/bio.ppt} Another study confirmed this as well when a


compound word, hatband, was presented to the individuals, but split apart so that only the left


visual field could read hat, and the right visual field could read band. Due to the brain's wiring,


the patient would respond to what they said they saw with “band”, yet if they are asked to pick


out the object they saw they will pick out a hat. 


These studies clearly showed how the brain is split in terms of what each hemisphere can


do, but these studies strictly examined the cross-wiring of the visual system. Although research


has allowed even medical purposes of severing the brain to be altered so that only parts of the


corpus callosum need to be cut, splitting the brain this way will only affect certain functions of


the brain. An area not mentioned in these studies of the “split brain” are how the audio nerves are


attached to the two hemispheres of the brain, and whether or not there can be a split brain in


terms of severing these connections.


2. Proposed Project.


Following the premise that “cognitive functions are flexible and adaptive at all levels of


analysis”, I propose that an experiment could be set up to split the brain by splitting the audio


nerves that run between the ears and the corresponding hemispheres. Unlike the visual system,







which  connects the left side of the brain to the right visual field and the right side of the brain


with the left visual field, the ears are connected to their corresponding hemisphere: the left ear


connects with the left hemisphere, and the right ear connects with the right hemisphere.


Although there are specialized areas for processing what is heard, these connections are still


appropriately connected this way. Thus, what would happen if the brain could be split in such a


way that what is received in one ear would only be interpreted by one side while the other side


could process something completely different. This would test the flexibilty of the brain and the


cognitive functions of the human mind to see how it would adapt to such a situation. Challenges


would involve the ethics of severing the patient's brain and/or audio nerves, potentially crippling


them in some way. Also, not much research has been proposed in such a way to study this, so


there is not much information to back up any claims.


3. Project Methods.


Further studying of the brain's cognitive abilities and it's flexibility in adapting to damage


is necessary, including in an area such as this where understanding the audio functions of the


brain could be used for medical purposes. This study, if funded, would be carried out by finding


volunteer patients with a “split brain” and isolating the audio nerves and processes of the brain.


Due to advances in technology, the study could track which areas of the brain are being activated


with a stimulus of sound, examining the effects of differing which ear has the input. Also, further


studies would need to be placed to research what would happen if both ears are receiving


separate audio inputs with a severed corpus callosum. Much like studies already done on the split


brain, further understanding of the audio system and how the nerves are wired to the human


brain would be necessary to see which areas of the brain would need to be stimulated. For







instance, if the split brain will “not see” something that the patient obviously sees but does not


process, a set up would need to be put in place that would determine if the patient would not


distinguish sound, or if only certain sounds could be interpreted based on the side of the brain


being affected by the sound. Thus, the study would look for specialization within the audio


functions of the human brain. 


4. Potential Results and Impact.


Potential results from a study of the split brain, specifically with hearing and the


audio system, could show that the brain is specialized in what is heard and then


understood. Results may prove my hypothesis, that the brain is flexible enough in its


processes to undergo severe separation and still function in such a way that the individual


can maintain processes such as hearing in their completeness.  


Other potential results may show that the human brain requires both hemispheres


to process hearing and allow an individual to understand what they heard. If this is so,


then those placed within the experiment would need to be taken care of to see if hearing


could be restored once a nerve has been severed. This would definitely pose as a


roadblock on studying humans, and thus animal testing will be necessary as well to


understand basic properties of brains. Results from this study would benefit cognitive


science as a whole because it would allow for more understanding of the split brain and


the ability of the brain to adapt to damage. This method could be enhanced by expanding


the research out on to more people, increasing the test group size and allowing research to


be done on the audio system on a healthy brain. Individuals without a split brain could be


put to the same tests as those who do have it, with computers monitoring the activity as







well. This would create more information regarding which areas of the brain are


stimulated by sound, and furthermore how opposing sounds affect what the brain


interprets. Also, if there were a way of not completely severing a nerve but simply


blocking it, this experiment could be used without the worries of damaging the human


brain, bringing ethics back into the project. Ultimately, further studies of the brain are


needed in understanding its functions and flexibility, and more specifically in


understanding how it works with split brain patients.
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Robot Linguistics  


Introduction and Background 


 The topic that I am writing about is bodily and neutral mechanisms that is critical to 


understanding cognitive functions.   I am planning on building a robot that studies the cognitive 


language and cognition integration to demonstrate how the language acquired by robotic agents 


can be directly grounded in action representation.   


 In the article, “Grounded Situation Models for Robots: Where words and percepts meet,” 


the long-term objective is to develop robots that engage in natural language-mediated 


cooperative tasks with humans.   The primary obstacle towards effective human-robot 


communication in natural language lies in the traditional separation of language from sensing 


and acting.   The main thesis is that special amodal knowledge structures representing situations 


are needed as bridges.  Presented the design and implementation of such a structure, namely a 


grounded situation model, which serves as a bridge for an interactive conversational robot and it 


resides in a centrally located module in the implemented modular architecture.  The overall 


design of the grounded situation model was driven by two desiderata, and the design was later 


refined through a set of behavioral goals that were explicated.  All the behavior goals have been 


achieved.  The robot is currently able to pass the first two parts of the Token test, standard test 


used to assess early situated language skills.  The robot is able to answer questions about the 


present and past, act on objects, and locations, and integrate verbal with sensory information 


about the world.   The suggested grounded situation model design, provided an important step 


towards providing robots with physically and socially grounded language skills and finally 


towards truly cooperative conversational robots (Mavridis & Deb, ). 
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 Interacting and communication with another person is a complicated set of processes in 


real life.  Humans learn and master the linguistic and social skills necessary to perform this 


accomplishment with seemingly little effort.  The focus is on two main research areas that 


facilitate cooperation and collaboration in a team of robots.  The fist area focuses on context 


predicates, linguistically motivated constructs that contain semantic and goal information.  Using 


context predicates, the teams of robots share information about the goal status and act 


accordingly to them.  The second research area is our expansion of the spatial reasoning 


component so that robots reason about their physical environment and share information about 


the environment, objects, and locations.  The purpose is to enhance team formation and dynamic 


autonomy, so that robots interact with each other and human intervention occurs only as needed 


(Skubic & M, ).  


 Engagement is the process by which two or participants establish, maintain and end their 


perceived connection during interactions they jointly undertake.   It is supported by the use of 


conversation, ability to collaborate on a task and gestural behavior that conveys connection 


between the participants.   Collaborative conversations cover a vast range of activities.  


Conversational gestures generally concern away from the observational partner, pointing 


behavior, bodily addressing the conversational participants and other objects in the environment. 


The nature of engagement in human-robot interaction, and outlined our methods for investigating 


rules for engagement for the robot. The report analysis of the human-human look tracking 


showed that the humans do not always track the changes in looks by their conversational 


interlocutors.  It was concluded that such tracking failures indicated both the default behavior for 


a robot and when it can fail to track without its human conversational partner inferring that it 


wishes to disengage from the interaction.   In order to create a robot that can converse, 
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collaborate, and engage with human interactor, a number of different communicative capabilities 


must be included in the robot’s collection.   Majority of the capabilities are linguistic, but some 


make use of physical gestures as well (Sidner & C,2003).   


Proposed Project 


 Neural networks have been proposed as an ideal cognitive modeling methodology to deal 


with the symbol grounding problem.  The connectionist models have been incorporated based on 


the agent and the robots.  Two cognitive robotic models will be presented to demonstrate the 


mechanism of action grounding of language and the symbol grounding transfer in agents that 


acquire a lexicon via imitation and linguistic instructions.  The models are based on the 


combination of cognitive robotics with neural modeling methods, such as connectionist models 


and field theory modeling.   


Project Method 


 This robotic model consists of two simulated agents, teacher and learner, embedded 


within a virtual simulated environment.  Each of the robots consists of two three-segment arms 


attached to a torso; this robot has 6 Degrees of Freedom.  This is further connected   to a base 


with four wheels.  The robots will be able to interact with the environment and manipulate 


objects that are placed in front of them through the two arms.  In this simulation three objects 


will be used: a cube, a horizontal plane and a vertical bar.   The agents input retina will be able to 


receive different views of each object.  The agent will have to learn six basic actions: lower right 


shoulder, lower left shoulder, close right upper arm, close left upper arm, close right elbow, and 


close left elbow.  Another thing that they will also learn is the name of such basic actions: 


“LOWER_RIGHT_SHOULDER,” “LOWER_LEFT_SHOULDER,” “CLOSE_RIGHT_UPPER 


ARM,” “CLOSE_LEFT_UPPER ARM,” “CLOSE_RIGHT_ELBOW,” AND 
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“CLOSE_LEFT_ELBOW.”  Each of the action will be associated with some of the above 


objects that are put in front of the agent (Cangelos et al, 2004).  The close left and close right 


shoulder actions are associated with different views of the cube.   


 The system is implemented using open dynamic engine, an open source, high 


performance library for simulating rigid body dynamics.  The open dynamic engine is useful for 


simulating vehicles, objects in virtual reality environments and virtual creatures, and it is being 


increasingly used for simulation studies on autonomous cognitive. 


 The first agent, the teacher, is pre-programmed to perform and demonstrate a variety of 


basic actions, each associated with a linguistic signal.  These are demonstrated to the second 


robot, the learner, which attempts to reproduce the actions by coping them.   First, the agent 


acquires basic actions by observing the teacher.   Then, it learns the basic action names, direct 


grounding.   Next, it autonomously uses the linguistic symbols that were grounded in the 


previous learning stage to acquire new higher-order actions, symbol grounding transfer.  


 In the neural network controller and training procedure, the imitator robot is given the 


multilayer perception neural network with input units for vision proprioceptive and linguistic 


input and output units for motor control and linguistic output.  For the robot motor control, the 


motor output units encode the force that is being applied on each joint.  Each action consists of 


sequence of ten steps of motor activation.    In order to attain the grounding transfer, we use a 


three stage training process: basic action learning, entry level naming, and higher-order learning.  


 In the basic action learning stage, the agent learns to execute all six basic actions in 


association with the view of the different objects.   There are no linguistic elements used at this 


stage.   By using imitation algorithm it adjusts the weights contributing to the activation of the 


motor units using supervised learning.  
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 The second learning state which is the entry level naming is concerned with associating 


the previously acquired behaviors to linguistics signals.   There are three features of the 


sequential activation cycles.  The first cycle is the objects view information which is given in the 


input to the network.    The agent learns how to activate the output linguistic nodes 


corresponding to the basic action names.   The linguistic production cycle implements, the 


process of basic symbol grounding, by which the symbols the agents are learning, are directly 


grounded on its own perceptual and sensorimotor experience.   In the second cycle, linguistic 


comprehension, the learn learner agents are taught to correctly respond to a linguistics signal 


consisting of the name of the action, without having the ability to perceive the object associated 


to the action.   In order to accomplish this, the retinal units in the network were set to 0, while 


activate the input units corresponding to the action name.   The final cycle, imitation, both motor 


and linguistic inputs were activated in input, and the network learns to reproduce the action in 


output and activate the corresponding action name unit.  This last cycle is necessary to permit the 


linking of the production and the comprehension tasks in the hidden units’ activation pattern 


(Cangelos et al, 2004).  .  


 The final training stage, higher-level learning, allows the learner agents to autonomously 


acquire higher-order actions without the need of a demonstration from the teacher.   This is 


achieved only through a linguistic instruction strategy.  The Higher-Order stage permits the 


implementation of a purely autonomous way to acquire new actions through the linguistic 


combination of previously-learned basic action names.   The role of the teacher in this stage is 


only that of providing a linguistic instruction, without the need to give a perceptual 


demonstration of the new action.    
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Results and Impact 


 The simulation was replicated with five agents.  Each of the agents had a different set of 


random weights initialized in the range of negative one to positive one.  The three step learning 


stages are basic action, entry-level and higher level learning.  It lasted from 1000, 3000, and 


1500 epochs.  These were the approximate minimum number of epochs necessary to reach a 


good learning performance.  The parameters of the back propagation algorithm were set as 


follows: basic action stage, momentum 06 and learning rate 0.2; entry-level, momentum 0.6, and 


learning rate 0.3; higher level learning, momentum 08 and learning rate 0.2.  The weights were 


updated at the end of every action (Cangelos et al, 2004).  . 


 The overall results indicated that all agents were able to learn successfully the six basic 


actions and the three higher-order behaviors.  During the end of the stage, the imitator was able 


to execute all actions flawlessly when presented with an object, with a final error of 0.004.  The 


overall range error on the final epoch of the entry-level stage was 0.03.  Finally, in the grounding 


transfer test, the agent was requested to perform a new composite action by giving input of only 


the new action name or the new name together with the basic action names, with an error of 


0.018 (Cangelos et al, 2004).  These results confirm our hypothesis that previously grounded 


symbols are transferred to the new behaviors.  


 Adaptive agent models and the evolutionary and epigenetic robots can significantly 


contribute to be a better understanding of the strict interdependence between language and 


perceptual, motor and cognitive capabilities.  Models of language emergence have important 


scientific and technological implications for research in language and communication.  In 


robotics and artificial intelligence, they provide new approaches and algorithms for the 
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development of autonomous interactive systems.  In cognitive science, these models permit a 


deeper understanding of the psychological and cognitive bases of language and its grounding in 


perceptual and sensor motor abilities (Cangelos et al, 2004).  Finally in linguistics and other 


disciplines interested in language origins, agent and robotics models allow the simulation of 


evolutionary emergence of language the test of language origin hypothesis.  
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Learning: Rules vs. Fluidity 


 


     “Every day you learn something new.”  While a common adage, few people stop think about 


what it really means to learn something new, and at best every day.  The learning process can be 


complicated and difficult to handle at times, but considering how small children learn new 


information so young, we take for granted the true complexity of the learning process.  Another 


aspect to address about a human’s ability to learn is how exactly we do learn.  Some people will 


argue that learning is nothing more than a serious of rule-based computations with a specific 


task.  Others will argue that the brain is capable of flexible communications within itself 


allowing it to adapt and change after learning new information.  The experiment I am proposing 


aims to show that “cognitive functions are flexible and adaptive at all level of analysis,” and that 


“computations in the brain are not like computer programs, yet computer programs can be used 


to stimulate neural computations.” 


 Following a previous study with two other researchers in 1986, Connie Juel performed a 


research study focusing on the literacy development of children from first grade to fourth grade 


in 1988.  Juel focused on testing if children remain poor readers and writers year after year, and 


found that probability of a child remaining a poor reader until fourth grade was .88 (1988).  It 


was also found that reading done in school as well as outside of school influenced a student’s 


performance level.  This is key insight into how the brain may work for reading and writing, but 
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it is interesting to see if how you teach the child these concepts would approve their skills as 


well.  If you only taught them using rules would they be better readers?  


 Nancy Katz, Erica Baker, and John Macnamara were interested in how children learn 


common and proper names.  In 1974, they conducted research on eighty infants to see what 


“processes whereby small children learn common and proper nouns and learn how English 


distinguishes between them” (Katz, Baker, Macnamara).  This is an interesting study because it 


will show whether the processes used by the infants are more rule-based or whether they are 


more fluid.  The study concluded that people the children differentiate individuals and then learn 


their names, but with common objects, like a ball or table, they did not separate individuals and 


learn names only for the class (Katz, Baker, Macnamara, 1974).  According to this study it seems 


that there are set rules for how to classify objects in order to identify. 


 The last study I would like to focus on is closer to home to my own experiment than the 


previous two.    Roschelle, et al. (2000) conducted a study titled, “Changing How and What 


Children Learn in School with Computer-Based Technologies,” that focused on helping students 


become better prepared for the real world with the help of computer programs.  “Research 


indicates that computer technology can help…develop the higher-order skills of critical thinking, 


analysis, and scientific inquiry” and the research found that multiple factors including being 


engaged in the program contribute to the success of computer based programs (Roschelle, et al. 


2000).  However, the computer cannot do it alone; this system would need to be coupled with 


better teaching skills and student assessments.  


 From these three studies we can draw a few conclusions about how humans learn.  First, 


some learning is rule-based.  There is a formula to follow that will lead to a solution.  From the 


first study, it was shown that poor readers have the tendency to remain poor readers. Thus I come 







to the conclusion that you can’t teach all rule based because if someone doesn’t understand the 


“rules” how can they ever progress?  Lastly, computer technologies have been shown to improve 


learning.  While computers are not necessarily free thinkers, can this success be contributed to 


rule-based computations?  What we don’t know is which is a more effective way to learn; 


fluidity vs. rule-based.  Also it has yet to be determined which process has more lasting effects. 


 I am proposing an experiment that will test two aspects of learning.  The first will 


concern whether children learn and perform better with rule-based teaching tactics or with less 


traditional teaching methods like Montessori. The second aspect concerns learning with 


computers.  If rule-based learning is really the key to learning, then we should be able to 


program computers using the same rules and the machine should exhibit the same results.  It 


would be spectacular to find evidence that showed increased learning in students so that the 


education system could better be reformed than it is now.  Particularly in California, the public 


juvenile education system is getting more and more run into the ground with budget cuts, layoffs, 


and increased class enrollment.  It is my hopes that this project will help to turn around some of 


the problems we face with straight forward solutions.   


 The challenge here will be to take the results from the study and apply them to a more 


general audience.  There really can’t be any uniform solution that can be applied due to 


differences in socioeconomic groups and other related aspects.  Not only would it be hard to 


come up with a solution for the country, but even just within California there are so many 


regional differences that need to be taken into account.  If anything, from this project we can 


learn basic strategies to help assist our youth in achieving the best education possible.   


My experiment will need to begin at the beginning of the school year.  Phase one will be 


comprised of three different classrooms comprised of fourth grades students with twenty five 







students in each class.  Class A will be a traditional ran classroom, also known as the control 


group.  The instruction in this class will be unanimous with the way that most teachers instruct 


due to the No Child Left Behind Act.  The instruction will be focused on the end of the year test, 


and most lessons will be spent teaching strategies to pass the test and hardly and science, art, or 


history.  Class B will be the rule-based instruction group.  Instruction in this group will be all 


about equation leading to results. Everything has a formula and a certain way of arriving at the 


solution; A+B=C.  Class C will be the Montessori run classroom, the group with more fluidity in 


the instruction process.  Montessori is an educational program focused more on hands-on 


learning and students having more freedom to come up with their own solutions to problems.  


Students have more freedom in the classroom and work at their own pace, in their own order.  


Montessori offers more than one explanation of performing a task and will be a sufficient 


teaching style to represent a less traditional classroom. 


 The basic layout for each classroom will be the same.  Each classroom will consist of two 


whiteboards, four computers, and a class posting wall.  How the teachers incorporate the layout 


into their teaching strategies will be left to their discretion.  The week before instruction starts 


every student in the fourth grade at this particular elementary school will be tested.  It is vital to 


ensure that each classroom contains around the same assortment of educational levels, and 


children from an assortment of backgrounds.  There will be a scholarship incentive for students 


to stay with the experiment through the whole year in order for test results not to be biased.  The 


amount still has yet to be decided.  The students will periodically be tested every month using 


standardized tests reflecting what the fourth grade standards outline to be taught.  Also monthly 


each of the teachers along with the researchers will sit down to discuss the progress witnessed 


within each student and within the classroom as a whole.  At the end of the year we the 







researchers will assess the improvement made by each class and decide which teaching strategy 


is most effective based on the averaging of the standardized test results. 


 Phase two will begin the following year.  This part of the experiment will be sufficiently 


different from the first phase. This part of the experiment will be laboratory based and consist of 


experimenting with learning techniques on a computer based program.  Fundamentally this 


experiment will attempt to prove that if learning truly is rule based, a computer fed the same 


instructions should be able to perform at the same level as a child of equivalent intelligence.  


This experiment requires five children of age four and five computer programs that are 


programmed to function at a four year old’s thinking capacity.   


 This will only be a six month phase.  Every two weeks the children as well as the 


computers will be assessed for progressed on individual levels and against each other to see how 


they measure up.  For the duration of this study the children will have to live in the laboratory to 


ensure that they are not getting outside learning assistance.  It seems like this may stunt their 


intellectual growth but no evidence has thus been presented to the advisory team restricting us to 


follow with this project.  All in all a psychiatrist will be in the lab to monitor the well-beings of 


the five children.  If the program actually does function in the computer programs they could 


possibly used for the military to make smart machines that help to train soldiers many, many 


years from now.   


 I believe the results of this two-phase study will give us better information about how 


children learn, and how we can use this information to reevaluate teaching strategies inside of the 


classroom.  Learning is not completely rule-based which will be proved by the fact that the 


computers in phase two were unable to perform at the same level as the four year olds.  


However, part of learning is based off of rules and so there is no completely straight cut line in 







how we learn.  This experiment would open up a new window for Cognitive Science because it 


is totally based on how we learn and that can always be an asset to researchers later down the 


road.  In the long term I hope that the results of this study will be able to help California reform 


its education system and increase the productivity of students.  If the productivity is increased 


maybe it could lead to an increase of students attending and completing higher education.   


 The biggest roadblock will be interpreting the results and finding a conclusive result.  I 


believe that this experiment would need to be ran more than one time.  With enough funding we 


could increase the time length of phase one through middle school to see how they are still 


progressing.  Also testing the kids after they graduate to see if their scores correlate with 


previous patterns of learning achievement could give insight on the learning process that is most 


effective on education.   


 I believe that addressing the problems faced in our education system is important because 


children are our future.  Also, if we start doing something now we can prevent more damage in 


the future.  Our education system definitely needs some strengthening and it begins with the 


brain.  Until we really have a grip on how we learn, we won’t be able to help our children 


progress to be the best they can be.     
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Introduction and Background 


The human mind it a beautiful thing. It is able to register different stimuli the body comes 


to contact with and convert it into images to identify the stimuli. It is able to look at 


objects and evaluate them by forming functional and coherent thoughts. It is also able to 


story information given to it, and recall these memories for later use. Yes the brain is a 


great machine that allows for humans to separate ones selves from animals. Now 


although this entire contraption seems magnanimous, the challenge of actually testing 


these theories is where the problem lies. The thought if being able to truly know, or 


experience, the exact feeling occurring in another persons brain is something that to this 


day is still impossible, but not exactly something that cannot be tested. In all honestly 


something of this magnitude would take extensive research or trial and errors, but in the 


end the final product would be so rewarding and valuable in its self. Developing an actual 


serious of experiments that could entirely put the human brain clearly in perspective to 


others would a grand discovery proving that functional aspects of neural systems are 


defined in terms of their bodily, behavioral, and environmental (both physical and social) 


contexts.  


 First and foremost a grand portion of the human brain that gives insight into the 


being, as a whole, is the emotions that people portray. The process of emotion is one that, 


although the brain can work and knows how to alter, isn’t always necessarily is 


something that can be measured. Throughout the years the most common way to explain 


what emotions are being shown on someone’s face is by reading the expressions on 


someone’s face, ultimately being given specific meaning by peoples opinions and words. 
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(Barrett, Lindquist, and Gendron, 2007) Yet although this can give much insight, the 


immense meanings of the emotion being portrayed at time, are limited by the words that 


the experimenter can give the emotion. Another problem encountered is that a single 


emotion can correctly have multiple outcomes, which can all be true, or at the same time 


all falsely wrong. “Consider the fact that 60%–75% of the time, people see facial 


portrayals of fear as ‘angry’ when the images are paired with contextual information 


typically associated with anger. You can imagine the consequences when, in war, a 


soldier enters a house and see a civilian as angry instead of fearful (or vice versa). These 


examples illustrate the importance of context in emotion perception” (Barrett, Lindquist, 


and Gendron, 2007) Clearly if a single way was established to better understand every 


different person’s brain, common mistakes, such as these, wouldn’t be made, and 


ultimately a single “correct” answer would exist.  


Another identity that gives specific meaning and perception to the brain is the 


thoughts each and everyone has. Thoughts are precise feelings, emotion, and senses that a 


person can have form towards anything, like a single object, or a population as a whole. 


“All of the mental functions that we label with a word, such as perception, memory, 


reasoning, and imagery, are accomplished by systems of processes in the brain” 


(Kosslyn, 2005) Evidently this entire task of clearly labeling each thought and sorting out 


in the brain, is something that is easier said than seen. It becomes obvious that storing a 


single memory isn’t something that can be easily explained without an exact rubric to 


follow.  Also “One of the advances of research on memory is the finding that different 


types of memories are often stored in different regions of the brain” (Kosslyn, 2005) the 


exact criteria to know where everything goes, and why, is another thing we do not 
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understand that the brain does. If an experiment was developed to see exactly what the 


brain needs to do and identify in order to categorize the thoughts, the wonder of what 


each person experiences in his or her own head would no longer exist, and a standardized 


way of measuring and knowing all this would be developed.  


 Lastly, a major characteristic of the brain that is challenging to actually see and 


experience in other people other than ones self is the working memory. “Although brain 


changes associated with the acquisition of cognitive abilities in early childhood involve 


increasing localized specialization, little is known about the brain changes associated 


with the refinement of existing cognitive abilities that reach maturity in adolescence.” 


(Scherf, Sweeney, and Luna, 2006) A basic understanding of how the brain develops and 


changes as a person grows has been obvious through the years, seeing as not only does 


the exterior of a person changes. Yet once it reaches its prime stage the idea of measuring 


and being able to see the stages it goes though while processing tasks. “Although the 


acquisition of skills in childhood appears to involve functional specialization within brain 


regions, little is known about the neural changes that support adolescents’ increasing 


cognitive efficiency. (Scherf, Sweeney, and Luna, 2006) An ultimate experiment would 


need to be developed in order to close this gap of missing knowledge. If it was developed 


and put underway the infamous amount of data that could be collected from it would 


greatly make a difference in this cognitive study giving more insight on the brain and 


how it all works.  


Proposed Project  


 What if all these questions could be answered? What if a method of actually 


performing and collecting this data was possible? Say hello to AJ. A machine that reads 
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the brain while the subject participates in an experiment that involves a series of: 


questions and answers, mathematical problems, word quizzes, memorization, everyday 


routine tasks, visual images, and physical activities, all being monitored by neuroimaging 


techniques, primarily positron emission tomography (PET) and functional magnetic 


imaging (fMRI). Now unlike traditional neuroimaging techniques, PETs, and fMRIs, the 


subject would have to agree to undergo this study with a twist. AJ is not only a traditional 


computer, for she also is an artificial intelligence life form put together by expert 


scientist. AJ monitors the subjects for a span of thirty days and nights, while the subjects 


live within a close proximity of her hard drive via a chip placed within the subjects. The 


challenge lies not only within the chip, but also in trying to keep the subjects doing their 


normal everyday activities while still undergoing the experiment. In the end we hope to 


be able to do three different cycles with different subjects every year. With all this 


information we hope to accumulate enough information to better understand the brain and 


all its components. All the information gathered would immensely help the cognitive 


science departments everywhere and offer so much insight for the future generations to 


come.  


Project Methods 


 After being approved, AJ would require a large facility to carry out the proposed 


experiments. AJ would require facility that contains labs, classrooms, a large physical 


education area, dormitories, and a dinning center. At the center of it all AJ would be set 


up within three rooms for her hard drive, and five control rooms where the experimenters 


working within the five rooms would closely monitor the three hard drive rooms. The 


entire facility would be kept under surveillance, not in case the subjects try to escape, but 
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rather for the research purpose. AJ would be dealing with all the state of the art 


technology, with a great lithium based back up battery in case the electricity was to 


malfunction.  


The core to AJ would be the microchip she uses, and would be based within in 


each human subject. The ultra slim microchip would be attached at the base of the 


cranium of each subject and is un-sensed by the subject. The process of actually 


implanting the chip within the subjects seems extensively tedious and complicated, but 


the process itself is virtually simple, and trouble free. All that is required is some local 


anesthesia for the insertion; the experience afterwards would be as if the chip in question 


was none existent. These chips would be wirelessly connected to AJ, and would be able 


to send all the data of the subject back to her. The chip would measure the brainwaves of 


each subject put to work on each task at different times. AJ would then record the data 


and store it for the experimenters to evaluate and work through. Using her artificial 


intelligence AJ would also be able to deduce certain aspects of the mind once enough 


data is collected, producing standard deviations and percentages of occurrence within 


brainwaves. The chip in its self would be the most important aspect of the experiment, 


and with it could come great data results after a few cycles of subjects. At the end of the 


experiment the chip would then be removed from the participants and the subject would 


be released to go on back to their everyday life before the thirty-day experiment.  


Lastly the subjects would play their roles in the experiment. The goal of the 


experiment would be to obtain all types of volunteers ranging from race, age, and sex, 


whom would not mind being watched under close proximity for a span of a month. Men 


and woman from all over would be asked for first undergo a preliminary evaluation to 
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ensure the safety of others. Once the subjects were acquired they would then be 


transported to the AJ facility and assigned rooms. After that they would only we asked to 


participate in a number of smaller experiments throughout the day that would be 


proctored. Afterwards the experiment would hope for the subjects to try to engage in 


everyday normal activates so they would feel like they were not being watched. When the 


subjects go off and do trivial things such as the act of brushing their teeth or watching a 


TV soap opera, their brains would normally go to work without the subject feeling he or 


she is having to perform at a certain level. Both the “experimental” and “non-


experimental” portions of the thirty-day stay would be closely monitored and researched 


by the experimenters and the conductors. With multiple cycles of the experiment being 


conducted enough data would be collected to exactly pinpoint what occurs in the brain 


during different tasks, thoughts, memories, excreta. 


Potential Results and Impact  


Once Project AJ ran its course an extent amount of research and data become 


available for researchers to process and ultimately provide great results. The entire 


subjects participated well in the experiment and for the most part the results were vast 


and enormous. At the beginning the subjects had some trouble becoming accustomed to 


living in the dormitories and having to repeat multiple experiments a few times a week, 


but with time they became more relaxed and had less of an experiment feel, causing the 


results to be better and more precise. With the subjects growing comfortable with their 


surroundings and better results being brought forth, the conductors were able to localize 


and realize what parts of the brain exactly corresponded with what. If a subject became 


saddened because they missed home, the exact location within the brain was found, 
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showing that being saddened for a personal reason and being sad for others, although 


they shared a region within the brain, didn’t exactly come from the same spot. Advances 


such as these gave way in the cognitive field showing cognitive scientist isolated 


locations of the brain to where about 80% of all actions of a human being can be 


categorized. With that in mind, the experiment also opened key areas within the field of 


psychology. Once psychologist were able to exactly see where the occurrences of 


emotions such as aggression or sadness occurred exactly, they were able to more clearly 


help patients whom were suffering from all kinds of mental problems such as, depression, 


or whom were bipolar. Also the extensive amount of information helps shed more light 


on work for brain surgeons. The risk of undergoing in a brain surgery is always high, but 


the chances of it going array or damaging another part of the brain has become less 


frequent thanks the discoveries and findings of AJ. Clearly having AJ and her findings 


was a great-added bonus to many of these health and biological fields directly dealing 


with the a cognitive link.  


As in any experiment some mishaps are bound to occur. While running 


experiment AJ we came across a few roadblocks that should not be overlooked and 


should be taken care of for next time the experiment is ran. One of our first problems we 


encountered was the range we were expecting in subjects. We were unable to incorporate 


many mentally disabled subjects due to the fact that we did not meet the requirements 


needed to facilitate them. In the future a section of the AJ test site should be blocked off 


to accommodate subjects of that caliber. Possibly holding more insight for patients such 


as them. Also no kids partook in the experiment due to age restrictions and the fact that 


the entire brain isn’t developed to it’s full capacity. Children should either be omitted 
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from the study altogether or found a way to test as well. Lastly, some data went missing 


while AJ experienced an information overload. To avoid this next time AJ’s ram and hard 


drive need to increase a bit in size to accommodate more information being submitted at 


all times.  


As whole AJ was a success and with more years to come she will be able to 


provide more information as more versions of her are made. Many trials need to be made 


in order to succeed in the end, but developing an actual serious of experiments that could 


entirely put the human brain clearly in perspective to others would a majestic finding 


involving functional aspects of neural systems and being able to defined in terms of their 


behavioral context. 
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Introduction and Background 


  


The subject of artificial intelligence is a term linking the cognitive science and 


computer science worlds together. We use technologies amazing abilities to form replicas 


of the human brain in order to create things that might be able to function like a human 


are able to do. Artificial neural networks were created in the 1960s and were an early 


version of the cognitive approach of perception. (Arbib p. 22) All which are now the 


apart of the foundation for Artificial Intelligence. With what we have learned about the 


human mind over the recent centuries, that cognitive functions are theorized as emergent 


properties of neural systems.  


 Our goals as cognitive scientists are to try and figure out how the brain works so we  


can reproduce it. By using computers and machines we have been able to experiment and  


design schemas and patterns of how the brain and mind work. Neural networks are  


scientists attempt to recreate how the brain models information and what biological  


systems such as parallel processing. Parallel processing uses sensory memory to control  


output data.   


  Neural networks through out the brain are responsible for the interconnected  


elements which process information, while adapting and learning from past behaviors. It  


is with these networks that we are able to learn through experiences that we have and  


behave accordingly. With the embodied approach we are able to use our cognitive  


abilities proceeding accordingly. Weighted connections and hidden unites create input 


nodes. Input nodes and output nodes attach to each other by weighted connections.  


Animals (including humans mostly learn from experience, not rule-based  
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instruction. Connectionist networks also learn from experience. Learning occurs by  


modifying connection weights between units. 


  Another approach that uses the connectionist approach is the Hebbian-like  


learning approach. This approach stores multiple patterns within the brain’s complex  


structure. It also completes patterns from missing or noisy inputs. It is considered another  


kind of content addressable memory. (Marcus, p. 422) Hebbian unsupervised learning  


concludes that “cells that fire together wire together”. He believes that if two units are  


correlated then their connection weight will automatically increase. Another approach  


that is used by a study at brown touches on behavior based robotics.  


 This research creates their robots that are situated in the sense of needing to respond 


now to the environment and that have embodied meaning that the agents have bodies that 


are constant, dynamic relationship with the world. They used optic control in order to 


control their “animal’s” actions. During our brain’s process of learning input and output 


pairings of units, one has to understand what something is to learn its actions and 


behaviors. This learning approach also adjusts weights to minimize error. We are able to 


use these connections in order to create a robot that can do what we tell its brain to learn 


how to do. For example, if we were able to create a robot that can navigate through all 


different terrains and be able to video tape something bad that is happening through out a 


city then we would be able to decrease the amount of police that we have for patrolling 


the streets. The robot would be able to detect warm blood levels of humans and high 


heart rate increase do to stressful situations, it would also be able to read mouths, and 


would be able to distinguish words like “help” and “police”.  


 There is a study done by scientists on the genetic neural network of a driven robot.  
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 With these structures it would be amazing to be able to create a robot that would be 


able to teach itself what to do. In a study done by Dario Floreano and Francesco 


Mondada, we can provide the robot with a set of simple behaviors further behavior-


modules can be added on the top of these primitives and connected to them via simple 


excitatory or inhibitory skills. (Floreano & Mondada, 1994) Using the robots cognitive 


abilities we would be able to teach it a set of skills, which it would react to through it’s 


neural activity. The best way, this study uses in order for robots to navigate is using 


optimal solutions for robots to adapt to. This gives their robot the ability to develop 


suitable control system, define their own goals, and possibly, perform self-monitoring.  


Proposed Project  


  


 The basic idea of this project is to use situated approaches in order to create a robot 


that can help protect people. It would be able to navigate around different terrains using 


the connectionist approach of cognitive behavior. The robot would be able to sense when 


something bad was happening and notify the authorities. They would know of its location 


because the robot would have a GPS tracking device installed in it. What is interesting 


about this is if we were actually able to make a robot be able to sense and behave like a 


human does cognitively then would have limitless possibilities of what we would be able 


to have robots do.  


 We could have them become civil servants, picking up litter around cities and 


parks, helping authorities, possibly monitoring traffic even. The subject of Artificial 


Intelligence is vast and if we can succeed in conquering the blocks that are in place now 


technologically then we would be doing society a favor. For robots to have the ability to 
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learn from their experiences gives them many options of behavioral results through their 


cognitive intelligence. Without understanding how the brain works scientists would have 


no been able to take the steps in creating neural networks and algorithms, which represent 


human brain activity. We would learn from this experiment that Artificial Intelligence 


could be used to benefit the world socially, economically, and medically. 


 


Project Methods  


  


  This experiment is going to start off by paying the best scientists in the cognitive 


intelligence and artificial intelligence worlds. They will then map out how our robot is 


going to function. The will use steel reinforced titanium for its skeleton and shape. The 


activity of one neuron from a certain stimuli can create change within the entire brain. 


With this fact we can deduct that our robot will act the same. It will react to everything 


that it comes into contact with by means acquisition. Our robot will see its stimuli, decide 


what it is and if it can learn from it first. Our robot will be able to decipher language 


through natural language descriptions of spatial situations, which can be viewed as 


mental and internal representations of actions.  


 Using the Three Laws of Robotics I will guarantee that our cognitive thinking robot 


will never use its powers to harm humans. He will serve as a means to protect them and 


only help them when necessary. Every time that our robot thinks cognitively it will be 


using its neural networks. The neural network receives a number of inputs from original 


data. Then each input weighs a different amount because each experience is different. 


After the neurons are places through a post-synthetic potential the activation function is 
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passed to produce the output neurons.    


 Our robot is going to have the cognitive abilities much like a human, capable of 


seeing and understanding what it sees. It will be able to tell in what emotions and actions 


signify panic and fear, so it can determine if someone needs his help or not. Our robot 


will have a design with the ability to navigate itself around making it mobile. It will have 


6-8 wheels making traveling easy on multiple terrains. Our robot will also be designed to 


understand traffic signals, making it an educated pedestrian. Also, this robot will have to 


be fast, and have a defense mechanism for people who would want to destroy it.  


 With this in mind the robot will use what it reads about a person to understand them 


and what it that person wants from the robot. Our robots cognitive abilities are going to 


be similar to that structured in the human brain. It will have the ability to store short-term 


memory and long-term memory using the biggest part of the brain, the cerebrum. The 


brain controls your voluntary muscles, which is very important in our robot. “While 


psychologists and biologists are concerned with understanding the mechanisms that 


enable humans and other organisms to navigate, the goals in robotics research are to 


provide robust and efficient means to achieve navigational skills in technical applications. 


(Werner et al, 1997) Therefore, if our robot can navigate around without the help of 


human support then our goal will be succeeded.  


 


Potential Results and Impact  


 


 The results of this project could go either way. Our robot might be able to use the 


connectionist approach in order to learn how to maneuver throughout the streets and 
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protect citizens. However, we cannot be sure that our replicas of the human brain will 


work the same because it is not a human brain it is artificial. It is also challenging to 


determine if it will be able to do this successfully. Creating the brain structure with of this 


robot using input and output neurons we are able to say that our robot uses cognitive 


functions which we are learning more about and more everyday. These cognitive 


functions are translated in neural networks. If our robot works properly cognitively, then 


it proves that these neural networks are valid and that they can be created in order to 


replace the human mind.  


 This robot if created would be like a RoboCop, but without the ability to harm 


people. It would be a peaceful member of the armed forces, only seeking to aid victims in 


need and keep equilibrium within cities. Problems with Artificial Intelligence and this 


experiment are complex. We are still unable to make a robot learn and function with 


cognitive abilities. Every human mind observes things and reacts to them differently. 


Which is why it is so challenging to determine how one brain is structured because all 


brains are different because of the different stimuli and experiences that they have gone 


through.  


 Robots are challenging to make function properly because the human mind is so  


complex.  “Most of available robots tend to break down in these conditions and are not  


capable of self-repair, as biological organisms often due, so in the eyes of evolution they  


will not last. (Floreano & Mondada, 1994) A positive outcome from having a robot like  


this would mean less money training and employing police, the robot will be doing its  


work for free. Also, the number of accidental police deaths might decrease because of the  


robot’s existence. With the robot we would be able to help innocent victims of crime and  
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gang violence city streets would be well looked after by a peaceful subject. Scientifically,  


creating a robot with these abilities would change how our world functions. Artificial  


intelligence is the next step in evolution, creating servants, which are  


expendable and that have no meaning of life.  
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VIII. APPENDICES 
 


 
APPENDIX 1:  CUMULATIVE ESSAY ASSIGNMENT PROMPT 
 
Core 1:  The World at Home Cumulative Essay Assignment 
 
Due Date:  Week of 5/11 
 
To guarantee it’s your own work, don’t forget to submit your work to turnitin.com. 
 
The Cumulative Writing Assignment is an integrative “capstone” essay in which you’ll address a 
common theme (or thread) in the course and trace it through examples from across term. The 
Cumulative Essay should be about 1800 words (roughly 6-8 pages), with at least 2/3 of a 
page devoted to each example/focus. It must examine SIX examples/foci from at least FOUR 
different modules, must be guided by a thesis paragraph that elaborates your theme/thread 
and gives an overview of your essay, and must conclude gracefully (with a well-elaborated 
parting comment).  
 
Specify a thread that you see running through the course. This could reflect a combination of a 
few lectures and readings, or a common idea that appears in each module. (A topic might be, for 
example, “the unintended consequences of innovation,” or the extent to which a series of 
lectures/readings relate to a specific place, time, item, artwork, etc.) Because of the distinct 
challenge of such an assignment—in a sense, your job is to connect human history from its 
origins to its uncertain future—you are encouraged to start looking for and developing threads as 
soon as possible. The following are some suggestions for how you might brainstorm a thread to 
explore in your essay: 
 


 Browse through your reflection papers:  Are there any interesting patterns of thought, 
connections between materials, and/or implicit themes between entries? 


 Check out the Core 1 syllabus and the “Topics Synopses” document on CROPS for brief 
descriptions of the modules and lectures (see Resources Folder). What recurring themes 
do you see? 


 Look over your weekly assignments. Which ideas or assignments interested you the 
most? Is there a way to expand a smaller project into a larger one? Do any of the projects 
fit together in some way? 


 Look over the “Recipes for Theses” in Tom’s “Zany Miscellany of Essay Wisdom” (#s 8-
11). Consider how you might build an essay “from the ground up,” or, alternatively, 
“from the top down.” (see overleaf) 


 
Note:  As long as it is germane to your theme, you may draw upon (and/or integrate material 
from) your previous writings in Core 1. 
 
Support your thesis/theme with specific discussions of documented examples. Avoid 
making blanket statements; use the body of the essay to elaborate particular foci in 
depth—using quotes, data, and concepts that are fluidly explained. 
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Core 1 Cumulative Essay Rubric (50 points possible)      
 ____ Meets Length Requirement 
Name:________________________ Section: ______  Date: ________  ____ On time: paper & turnitin 
____# Drafts  ____ Proper formatting/citing 
   


 
CRITERIA 


“A” (10–9) > outcomes 
“B” (8–9) = outcomes 
“C” (7–8) ≤ outcomes 
“D/F” (<7) < outcomes 


SYNTHESIS (making connections):  Writing includes thesis (controlling argument), specific 
claim(s), development of ideas, and appropriate evidence from all required sources (foci, 
modules); integrates and relates diverse, cross-disciplinary perspectives ranging from the 
sciences to the arts (10pts  = 20%) 
COMMENTS: 
 
 
 
 


 


ANALYSIS (critical thinking):  Writing includes logical reasoning; critique and interpretation 
of relevant sources; balance of evidence and explanation; demonstrates understanding of 
scientific, historical, and/or artistic course material (10pts  = 20%) 
COMMENTS: 
 
 
 
 


 


ORGANIZATION (fluency/form):  Writing shows logical, progressive coherence (ease of 
understanding), orderly cohesion (arrangement of parts; transitions), effective introduction and 
conclusion (10 pts = 20%) 
COMMENTS:  
 
 
 
 


 


PRESENTATION (style):  Writing conveys clear purpose; shows effective word choice; 
negotiates brevity and explanation (tightening or expanding as necessary to produce clarity), 
awareness of critical method and academic audience (10 pts = 20 %) 
COMMENTS:  
 
 
 
 


 


RHETORICAL CONVENTIONS (mechanics, documentation):  Text is free from errors in 
grammar, punctuation, spelling, and usage; smoothly integrates evidence and incorporates in-
text documentation; incorporates advice for revision; includes correctly formatted Works Cited 
page (10 pts = 20%) 
COMMENTS:  
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ESSAY F:  Boundless Knowledge 
 
 The names of which we classify people, animals, and all things often act as clear 


reflections of us, rather than providing a clear representation for them---such that our systems of 


classification, though extremely comprehensive, may excessively objectify things, unfortunately 


hindering instead of helping society. Within the many voyages of understanding the many 


knowledgeable concepts and ideas of the world people inevitably begin to categorize and 


correlate common foundations of conventional knowledge based on highly objective standards 


and viewpoints. One essential danger of classification is the ramifications that so often cause 


indispensable abstractions of knowledge to be found unimportant, bounded to ignorant barriers 


of the personal inclusive or exclusive limits of knowledge people individually construct. 


 Taxonomy, known as the science of classifications, represents a key illustration of how 


failing classification systems inadequately diversify information in ways that exclude other 


forms of essential information, causing the classification system to be incredibly inaccurate. 


Linnaean taxonomy is biological classification, which utilizes the taxonomic ranks of kingdom, 


phylum, class, order, family, genus, and species to categorize and classify life systems. Many 


issues arise within the action of classifying due to the extreme inaccuracy that can possibly 


transpire. Carl Linnaeus, Sweden botanist, physician, and zoologist of the 1700’s, scientifically 


classified different species according to their physical features. Linnaeus’s classification system 


and his formal system of naming species, technically known as binomial nomenclature, is in 


continuance revision because of it’s inaccuracy of biological classifications. Linnaeus writes in 


his Introduction to Systema Naturae that “ the science of nature supposes an exact knowledge of 


the nomenclature, and a systematic arrangement of all natural bodies” (p.2). To be accurate and 


thus valid, Linnaean classification must solidify classification in general—that is, it must 
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reflect/represent all other classification schemes.  


 Linnaeus’s knowledge was inherently limited because he did not have access to such 


scientific concepts as DNA (Deoxyribonucleic acid) sequencing, nor did he travel very far. So 


his classification system was actually quite subjective. An instance of subjective, cultural 


classification resulting in controversy and inaccuracy occurred within the San Juan Puerto Rico, 


within the easternmost Caribbean Island of Barbados. The world’s tiniest snake, claimed to be 


discovered by a U.S scientist who later named the snake after his wife, classifying it as, “ 


Leptotyphlops Carlae,” the world’s smallest snake. Soon after this “discovery” a forty three year 


old Barbadian claims to have seen the snake in his early childhood, and stated that this newly 


discovered snake was in fact a well known snake to locals, identified as the “Thread Snake.” 


Linnaeus states that we “form just conclusion from things as they present themselves to our 


senses” (3). Though, our senses alone cannot be definitive, resulting in confusion, and 


inaccuracy, similar to what occurred within the Barbadian Snake situation. As a result, the 


systems by which people categorize complex species are inaccurate due to the high variance of 


the organisms being classified and, moreover, the limitations of the classification system. This is 


particularly clear when Linnaeus attempts to classify Homo sapiens. Using and extremely biased 


and extremely subjective system of classifying Linnaeus writes concerning his observations of 


different racial features, which sound quite discriminatory and biased. He writes, “Holientots” 


(Black people), appear to be less fertile, while supposedly appearing negligent, governed by 


caprice and also appear to be quite “crafty” (Hothem). Just as the biological classification system 


of Linnaeus, which functions solely off physical characteristics and general, “obvious” 


commonalities, people of different cultural and sociological characteristics are commonly and 


inaccurately classified. 
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 Well known sociologist Kevin Browne, writes within his article Introducing Sociology, 


concerning the true meaning of the trade, “ sociology is the systematic (or planned and 


organized) study of human groups and social life in modern societies…sociological research has 


shown many widely held ‘common-sense’ ideas and explanations to be false (p.2).” With this, 


Browne defines the study of sociology to be more than the mere study of the social aspects of 


people; he exemplifies this type of educational focus to be closely examining the different 


conventional concepts of knowledge in relation to all different types of people, cultures, and 


diverse characteristics. As living members of society, people all share conventional foundations 


of knowledge towards various social institutions such as, family life, the education system, and 


religion. With possessing these common strains of knowledge, people constantly overuse the 


purpose of classification and categorization. After making different forms of knowledge 


concerning different types of people and concepts easier to understand and more relatable to 


people, classification shifts into a negative and powerful force, known as stereotyping. From, 


“Ideas such as, that there is no real poverty left in modern Britain; that the poor and unemployed 


are inadequate and lazy; that everyone has equal chances in life …” Classification construes into 


complete, inaccurate stereotyping of different types of people who share many commonalities 


along with dissimilarities. The invalidity of the “common-sense ideas” people characterize others 


according to, “constantly change over time in different societies (Browne).” Due to this 


continuous shifting of ideal and outlook, accurate, solid grounds of classification according to 


people, can never truly be accomplished. From a sociological viewpoint, one must look at 


sociological concepts using the “sociological imagination,” observing different forms of 


knowledge and people in unfamiliar ways, from different angles, outside of the conventional 


viewpoint. 
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 Media companies act as effective outlets of information concerning the world we live in, 


though too often this information is communicated at the expense of objectifying people, further 


distancing us from one another. The illusion given from another concerning a knowledgeable 


subject can ignorantly control a whole society’s personal opinion and viewpoint. Through 


different strains of media, mainly those that involve visual display, people are constantly misled 


and falsely educated concerning the world around them. For instance, one stereotypical, 


classification extremity, which empowers much controversy and discriminatory attitude within 


America, is “Terrorism.” People classify groups of individuals as villainous, terrifying, evildoers 


because of what they are shown on television screens through heavily biased communication 


strains of media. Academic novelist and critic Raymond Williams, effectively illustrates the 


social ramifications of society falsely feeling at distance from the global horrors and disasters 


taking place within their midst, “ deprived of its actualities, television stood its reporters in the 


streets outside closed doors, constructed models and panels in its studios, and showed film from 


Argentina.” Williams writes concerning the disturbing and heavily filtered images people view 


on the television screen. These images create illusions of extreme distance to viewers, causing all 


personal responsibility and true knowledge of the falsely depicted events to be nonexistent. So 


simply, the horrifying devastations of war caused by a nation of people can be “on a 


comparatively small scale” because of falsely classified righteousness and illusionary “distance.” 


Screens dramatize how separate people truly are from what occurs around the world. The 


dreadful global disasters and kidnappings of children on television are not actually taken account 


of until the missing child becomes the next-door neighbor’s son or one’s younger sibling. When 


one classifies a race or certain type of individual on the basis of heavily biased representations, 


an essential sense of reality is lost. Building a solid perception upon cracked foundations of 
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inaccurate and filtered perceptions further falsifies the knowledge being established. 


 Classification can possibly make complex concepts, ideas, and forms of knowledge easier 


to comprehend, though it also misconstrues such large concepts into inaccurate summations of 


conventionalized knowledge. During the filtering process of classification, many essential details 


and contributing factors are lost and unaccredited while people classify and seek to isolate 


personal ideas. Often with trying to achieve simplification of an idea or visual complexity, 


people disregard imperative truths. Classification further devalues and simplifies essential 


contributing factors concerning certain bodies of knowledge about people, cultures, and 


ideologies. Subcultures constantly face this disadvantage with being understood within society 


because their foundations that they exist upon themselves are rarely understood or 


acknowledged. Subculture exemplifies a group of people with a culture that differentiates from a 


larger culture, which then causes the subculture to be alienated, and conventionally classified 


into a certain “group of individuals” or category. 1950’s media theorist and sociologist Dick 


Hebdige, writes so congruently concerning the connection between the hybrid music and culture 


form of Punk in relation to Reggae music origins of the West Indies. Within Meaning of Style, 


Hebdige writes concerning the many inaccuracies people attribute to the punk sub-culture and 


music form, classifying the music form as strictly white and just another “post-war subculture.” 


From, “Indeed, even punk’s epiphanies were hybrid affairs, representing the awkward and 


unsteady confluence of the two radically dissimilar languages of reggae and rock,” the clear 


hybrid elements of punk cannot be ignored, neither back shelved as insignificant factors in the 


creation of the punk art form. The fusing of such dissimilar music forms causes ultimate 


classification to be unachievable due to the many different contributing origins that created he 


Punk music form. Concerning the open alienation punk received, Hebdige writes, “ In punk, 
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alienation assumed an almost tangible quality. It gave itself up to the camera in ‘blankness’, the 


removal of expression, the refusal to speak and be positioned (p.29).” In attempt to solely 


classify and stereotype this vivid, hybrid art form into only “punk,” society encounters great 


difficulty due to it’s openness and faceless identity. Punk exists to be more than “white” music, 


characterized as solely rock and roll based and influenced. Hebdige concludes the essentiality of 


the two art forms intertwined as, “punk and the black British subcultures with which reggae is 


associated and connected.” He writes, “The dialogue between the two forms cannot properly be 


decoded until the internal composition and significance of both reggae and the British working-


class youth cultures” are understood (p.29). Assertion of the necessary essentials of possessing 


every contributing element during the attempt to classify a hybrid form of music is clearly 


evident. Hebdige illustrates that proper inference to simplify such a complex structure as the 


“Punk” sub-culture, cannot be valid unless all origin, history, and contributing factors are 


included and evaluated. 


 The dangers of classification truly lie within the biases of the individuals classifying. 


According to one individual or groups of individuals, certain knowledge is deemed important, 


insignificant, false, true, “good,” and “bad.” Often times the knowledge that is socially 


unacceptable and shushed within many learning communities illustrates the truly essential 


knowledge people falsely isolate as inappropriate or useless. For instance, University of 


California Merced Natural Sciences Professor, David M. Ojcius writes within a lecture 


concerning the many infectious sexually transmitted diseases within the Northern California 


Central Valley. Ojcius effectively illustrates the many infectious diseases being spread within the 


youth communities of local residential and educational areas, and also points out the lack of 


education and knowledge being provided concerning such serious conditions. He writes, 
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“Infectious diseases are still with us,” following with, “ Human behavior is responsible for many 


old and emerging diseases.” From this, one immediately understands the important roles people 


play in the spreading of infectious disease. Classifying certain types of knowledge as harmful, 


unimportant, or unnecessary creates and implicit danger upon those who do not receive vital 


knowledge. Classifying certain types of knowledge into bounds of inclusive and exclusive 


exposure to specific individuals constrains helpful information and often destroys the advantages 


of possessing such knowledge. 


 The ability to wonder if such a concept and aspect such as knowledge can every be fully 


known and receive accurate classifications among its many complexities, exemplifies the beauty 


of knowledge without bounds of socially classified constraints that manage the different ways 


one must think and view knowledgeable concepts. Within Carl Sagan’s Can We Know the 


Universe? The innumerable abilities and inabilities of humanity are exemplified, concerning the 


possibility or impossibility of human kind ever truly knowing all complexities of knowledge 


about the universe. In relation to the dangers of classification, Sagan illustrates concerning the 


potential mental and social barriers of “conventional wisdom,” writing that knowledge “requires 


courage—at the very least the courage to question the conventional wisdom.” Like sociological 


analysis, Sagan writes one must think scientifically, examining the world critically “as if many 


alternative worlds might exist, as if other things might be here which are not.” Sagan writes so 


clearly concerning the importance of stepping outside the mental boundaries people within 


society create and enslave intellectual capacities to. The conventional knowledge masks itself as 


a helpful tool to understand the world and social concepts within it, while it deceivingly 


constrains people into mental biases, which clouds one’s vision and causes essential details to 


never be recognized or sighted. Classification implies that people have some absolute knowledge 
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concerning the universe and those functioning within it. Sagan writes, “ Understanding is a kind 


of ecstasy. But to what extent can we really know the universe around us?” People yearn to 


understand and possess the right to curiosity, to gain any extent of possible knowledge, though 


the true dilemma dismisses any faulty attempts to classify such unknown capacities of 


knowledge due to the fact that such complexities can never be solidly known. “So in this sense 


the universe is intractable, astonishingly immune to any human attempt at full knowledge. We 


cannot on this level understand a grain of salt, much less the universe (p.2).” As Sagan gracefully 


explains, I myself,“ like a universe that includes much that is unknown and, at the same time 


much that is knowable (p.3).” 
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ESSAY L 


 Evolution can be related to almost anything because the term evolution has multiple 


definitions. Whether discussing the gradual change of a species over time or relating the theory 


to simple ideas like the creation of the universe, infectious diseases, or the way people function 


in society, evolution can be looked at as a correlation connecting all of these ideas. It can explain 


how a species evolves over time, how ideas become developed, how a disease can be spread and 


how the progression of society’s ideas can be advanced. 


 There are many theories on how the universe was created and over time the theories have 


changed and become more advanced. The theory of evolution is introduced in the “Origins of the 


Universe” in the sense that the definition of evolution is “the process of working out or 


developing an idea” (Merriam Webster). In Steven Hawking’s article “Our Picture of the 


Universe” Hawking writes about the evidence that different philosophers have come across in 


order to develop their own ideas on the structure of the universe. “As long ago as 340 B.C. the 


Greek philosopher Aristotle, in his book On the Heavens, was able to put forward two good 


arguments for believing that the earth was a round sphere rather than flat” (Hawking, 725). 


Aristotle was one of the first people to develop the idea that the earth was spherical and not flat 


and that the earth was the center of the universe. “Aristotle thought that the earth was stationary 


and that the sun, the moon, the planets, and the stars moved in circular orbits about the earth” 


(Hawking, 725). 


 Theories are always subject to change for betterment, but they are not facts so throughout 


different centuries if new evidence is discovered than the theory is subject to change and is 


advanced, so in a sense it evolves. Over time Aristotle’s ideas were expanded upon and were 


further developed. “This idea was elaborated by Ptolemy in the second century A.D, into a 
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complete cosmological model. The earth stood at the center, surrounded by eight spheres…” 


(Hawking, 275). Aristotle’s idea was further developed by Ptolemy when Ptolemy built a 


cosmological structure explaining and illustrating how the earth was the center of the universe, 


Aristotle’s idea was evolving because over time it was becoming more developed and details 


were getting worked out. The idea was further evolved when Nicolas Copernicus entered the 


picture, “A simpler model, however, was proposed in 1514 by a Polish priest, Nicolas 


Copernicus….His idea was that the sun was stationary at the center and that the earth and planets 


moved in circular orbits around the sun” (Hawking, 726). Copernicus developed a different 


notion based on Aristotle’s original idea but his concept was different than Aristotle’s and was 


later proven to actually be true. The idea of the earth being the center of the universe developed 


based on the contributions of Aristotle and Ptolemy’s ideas and later evolved to the actual 


revolution of the universe around the sun based on Copernicus’s findings. 


 The concept of the universe can be thought of in different stages. In Edward Harrison’s 


article “Creation of the Universe,” Harrison describes the universe in a variety of steps similar to 


the human life cycle and explains how cultures have different myths on how the universe was 


created. The universe is born (cosmogenesis), it goes through infancy (cosmogony), senility 


(eschatology) and later dies (cosmothanatos). “Cosmogony (evolution of the early universe and 


the formation of structure) and eschatology (evolution of the dying universe and the dissolution 


of structure) are long-established subjects of scientific inquiry…” ( Harrison, 515). Throughout 


time the universe will evolve into these different stages and will eventually die. This exhibits 


evolution because the universe has gradually gone through different stages and has grown older. 


“In the myths of later ages, the living and nonliving things tended to be distinguished, and 


creation occurred as a sequential process, often as a twofold act, in which living and nonliving 
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worlds were created separately” (Harrison, 515). This exhibits evolution by the definition of 


evolution being “the process in which the whole universe is a progression of interrelated 


phenomena” (Merriam Webster). In time as the universe evolved living and nonliving things 


became distinctly separated, and because of this evolvement, humans and life forms have also 


evolved. 


 The gradual change in a species over time is the most fundamental definition of 


evolution. In the origins of species the theory of evolution doesn’t change but it explains the 


change that takes place from generation to generation in life forms. Over millions of years, 


organisms evolve and their evolution presents different species that exist with favorable traits in 


environment that they need to survive. This can be thought of in terms of natural selection and 


can explain “The Origins of Life.” In “Natural Selection and Variation,” chapter 4 in Charles 


Darwin’s book The Origins of Species, Darwin writes the correlation of natural selection and 


evolution. “Natural selection drives evolutionary change and generates adaptation” (Darwin, 75). 


Many organisms have become adapted to their environment through evolution and have to 


compete with different species in order to survive and those with the most favorable traits will 


reproduce and pass genes on to offspring. “In summary, organisms produce more offspring than 


given the limited amounts of resources-can ever survive, and organisms therefore compete for 


survival. Only the successful competitors will reproduce themselves” (Darwin, 74). Through 


natural selection organisms with favorable traits and high survival rates are able to reproduce and 


pass genes throughout generations. This happens due to evolution because the organisms over 


time are able to evolve into more complex organisms and have a higher chance of survival. 


Variation is the different attributes that a species has in a population that gives the species a 


range of diverse characteristics like different body sizes, shapes, or color. “The extent of 







  4


variation, particularly in fitness, matters for understanding evolution” (Darwin, 81). 


Understanding variation in a population helps to understand evolution because they are 


associated with one another. In biology everything is said to have evolved from one simple 


organism into more complex forms, and if this is so then variation has come about through 


evolution. When organisms evolve over time the organisms become more advanced and began to 


show variation in traits and characteristics, thus relating variation to evolution. 


 Apart from describing the creation of the universe and the origins of species, evolution 


can also be correlated with the “Origins of Societies and Culture.” In a social context, evolution 


can be defined as “the process of gradual and relatively peaceful social, political, and economic 


advance” (Merriam Webster). In society people act or behave a certain way depending on the 


environment around them. People’s attitudes and behaviors evolve based on the era that they are 


living in and change over periods of time. In Dick Hebdige’s article, “Subculture: The Meaning 


of Style,” Hebdidge discusses the role that the evolution of rock punk music played on the lives 


of London youth. Punk music was an evolvement of different types of music ranging from 


glitter-rock, London pub-rock and different bands like the Ramones, Heartbreakers, David 


Bowie and others. “Not surprisingly, the resulting mix was somewhat unstable: all these 


elements constantly threatened to separate and return to their original sources” (Hebdige, 25). 


Different genres of music all evolved into one type of music, punk, and from this mixture 


people’s attitudes started to change and they developed a subculture. 


 Another evolution of society is when people form social movements. Like the social 


definition of evolution states, people want to advance socially, so they protest to reach common 


goals in society. Throughout the years different protests have been established for unique reasons 


and these reasons have evolved throughout the decades. In Simon Weffer’s lecture, “Social 
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Movements,” Weffer discusses how social movements are formed, why they are formed and 


different reasons why they come about. “In the 18th century we see the rise of three new types of 


protest that change social movements; Boycott in America: Boston Tea Party, petitions in 


England, and the urban insurrection in France” (Weffer). Over these different decades the 


reasons for protesting have changed, and protesting has evolved in the sense that throughout time 


distinct needs were changed from generation to generation so common goals protested, changed 


as well. 


 The evolution of social movements can explain why people protest for different issues. In 


individual decades, problems are relevant pertaining to society at the time. In the 18th century 


individuals in America boycotted and formed the Boston Tea Party in which people petitioned 


taxes. However, throughout different decades and years, issues have changed according to 


people’s attitudes. For instance, in present day taxes aren’t protested as much, and some common 


issues include advocating pro-life and rights for homosexuals. 


 Evolution can also describe how some diseases and infections can spread and get worse. 


In the module “Individuals and Societies,” there is an article called “Can Chlamydia Be 


Stopped?” written by David Ojcius, in which he discusses the STD Chlamydia. “This illness 


caused by a strain of Chlamydia trachomatis (the species that also causes STD’s)- can lead to 


trachoma, a potentially blinding disease”(Ojcius, 1). The disease Chlamydia starts as a simple 


form and later adapts and evolves to something more fatal if not cured. This is why individuals 


have to evolve in a way so that they don’t catch the disease or any disease for that matter. 


Vaccination is the most common way to avoid most sicknesses and in a way can be considered 


an evolution because individuals are able to change their original body functions to a function 


more favorable to fight disease. “Vaccines prevent illness by priming the immune system to react 
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strongly to specific disease-causing agents, but in this case, the inflammatory component of such 


a response could do more harm than good”(Ojcius, 2). However, in the case of Chlamydia 


vaccines cannot be used so individuals turn to another solution, and are introduced to antibiotics. 


In Bruce Seeman’s article “Texas Flu Researchers Test ‘Herd Immunity’ Theory,” Seeman 


writes about the usefulness of vaccinations and how effective they can be against the spread of 


disease. Disease evolves by being spread from one individual to another individual in a society. 


“‘Once flu is introduced into a school, the virus will spread very readily, and the kids will take it 


home,’ Glezen said. ‘It is well established that this is the way flu is spread’” (Seeman, 


1). Because of spread from human to human the flu is able to survive and reproduce causing 


more and more people to get sick and causing different variations by evolution. “Different flu 


strains move through the population each year, so vaccinations would need to occur annually 


unless scientist can figure out a way to make vaccinations longer lasting” (Seeman, 2). Unlike 


Chlamydia, there is a vaccination for the flu, but because there are different variations of the flu 


it can evolve rapidly so scientist need to find a long lasting vaccine to protect against the 


infection. If the vaccine doesn’t last long enough then flu will evolve into another form and a 


new vaccine will have to be introduced each time that happens. 


 “Evolution is a gradual process in which something changes into something different and 


usually a more complex and better form” (Merriam Webster). Evolution is a concept that can be 


related to almost anything in the universe because after a while things eventually began to 


change. This change can be brought about through different theories, social events and diseases 


like discussed earlier in this paper. In this course evolution is a common thread that can be 


correlated to each of the modules because everything seems to evolve one way or another. 


Whether a theory is being advanced over time, an organism has evolved into a more complex 
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form, the goals and ideas of social movements have been subject to change over decades, or the 


way a disease is spread due to different strains brought about through evolutionary change, 


evolution is a common concept of each of these subject matters and seems as if it can be 


correlated to anything. 


 


Works Cited 


Darwin, Charles. “On the Origin of Species.” Natural Selection and Variation. London: John 


Murray, 1859. 


"evolution." Merriam-Webster Online Dictionary. 2009.Merriam-Webster Online. 7 May 2009 


http://www.merriam-webster.com/dictionary/evolution 


Harrison, Edward. “Creation of the Universe.” Cosmology: The Science of the Universe. New 


York: Cambridge UP, 2000. 515-33 


Hawking, Stephen. “Our Picture of the Universe.” A Brief History of Time. New York: Bantam, 


1998. 


Hebdige, Dick. “Holiday in the Sun” and “Boredom in Babylon.” Subculture: The Meaning of 


Style. 1979. London & New York: Routledge, Taylor & Francis, 20012. 23-29. 


Ojcius, David, T. Darville, and P. Bavoli. “Can Chlamydia be Stopped?” Scientific American 


292.5 ( May 2005): 72-79. 


Seeman, Bruce Taylor. “Researchesr Test ‘Herd Immunity’ Theory.” Newhouse News Service 26 


October 2004. 







  1


ESSAY I 


 Religion brought and brings irrational relief to the naive. When humans began to roam 


the earth they questioned their origins. These were also humans that didn’t understand the way 


the universe and earth worked. When early minds started to understand how things worked they 


didn’t understand where things originally came from and why they were there to begin with. It 


wasn’t until the renaissance that hard evidence was presented about how and why things worked 


or why they even happened in the first place. Some cultures base their entire structure on 


respecting the unknown. Some scientists acknowledge the values of religion but they don’t 


practice the religious conviction. 


 It is not difficult to imagine what early human beings though about. Many of the ideas 


they had are ideas that we still ponder about. The common questioning idea would be that of our 


origins. In today’s modern society there are two theories that try to explain our origins. There is 


the theory described by the bible and Sunday school teachers. There is also the Big Bang theory 


proposed by scientists. These two theories are considered plausible by the two different types of 


people, each one with flawed arguments. The theory of origins explained by the bible is based on 


stories told by a third party. The person that wrote the bible claims to have heard the word of god 


and of his only son Jesus. It tells the stories of holy men and apostles following the word of god. 


At the beginning of the bible, Genesis, it says that God created everything in 6 days and made 


the seventh day a day of resting. He created man under his own image. People had blind faith 


that this was true even though there was no hard evidence to prove the bible correct. A similar 


explanation of origins would be that of the Egyptians. According to the Heliopolitans, Atem, or 


Tem, and at a later period Ra, was the Creator; according to Memphite theology he was Ptah; 


according to the Hermopolitans he was Thoth; and according to the Thebans he was Ammon. 
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From our lecture about creationism about “What is life and where it is” Judaism used a similar 


origins story to that of the Christians. That same lecture puts both theories in a set of categories, 


spontaneous creation and biochemical creation. The spontaneous is the same as that of the bible 


or the folklore stories of origin. The biochemical creation category is for scientists that believe 


life came from chemical interactions and correct local settings to allow for complex chemical 


life. People have organized the way to think about our origins. 


 People son developed philosophy. Philosophy is about “rational examination about un-


testable claims” (God, science, and the Big Questions). Philosophy is a subcategory of 


knowledge. There is science, philosophy, and the purely subjective. According to Popper, 


science can be proven wring and therefore its theory of creation is more plausible than that of 


Gods. Some people might not believe that chemicals and natural laws created the whole universe 


and think that it was created by an intelligent maker. The design argument simply states the 


complexity of the universe is enough evidence to prove it true. The thing about religion and their 


teachings is that they are not all radical. 


 The religious community taught good morals. The one thing that the bible, in my opinion, 


that is worth noting is its moral stories. The bible, Qur’an, and other religious books have short 


stories that are meant to portray a strong message to the reader. It can convey strong will, to have 


patience, not to hate, and to not be judgmental. These are values that we are taught when we are 


young. We don’t need to from a religious background to know that it is wrong to accuse 


someone on false pretenses or to be hasty when something delicate is involved. These have 


become universal teachings. These are traits that we look for in people. We want scientists, 


politicians, clergymen, and doctors to have the same personal characteristics because then we 


could have soothing to relate to. It also gives off the sense that they are good people. From the 
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moral teachings of any religion, whether church or synagogue, they have taught that human lives 


should be preserved at all costs. The main reason for this is because they can be forgiven of their 


offenses or sins by the creator. The Christians and Catholics believe that being baptized will rid 


you of original sin and be pure in the eyes of god for as long as you live. 


 This is why there are people trying to cure diseases. This is the one area where scientists 


and the church agree on. That people should live healthy lives. They shouldn’t worry about 


diseases and that their children will die early from an incurable virus. Researchers are always 


looking for ways to prevent diseases like malaria, chicken pox, different cancers, and the flu. 


Another thing that they both share is that they work for the people. They both work under a code 


of ethics. The scientist’s code of ethics has been written by the public while the code of ethics for 


reverends, bishops, and priests are written in the bible. Although they have different ideals they 


are very similar in almost every aspect. 


 The oldest debate known to man is that of science and religion. It is argument that can’t 


be won by either side because there are too many holes in either party argument. Religion has 


had the higher ground for several centuries. People only believed prophets and everything they 


said was true. People were punished if they strayed too far from the word of their creator either 


by exile or death. Science has and will always be the enemy of religion. It is true that there are 


several denominations where they trying to incorporate the truth of science with the philosophy 


of religion. Galileo Galilei was a well documented example. He suggested that the earth was the 


one that orbited the sun and that the earth was not the center of the universe. The Roman 


Catholic Church had astronomers that proved that the earth was center of the universe. Maps 


were drawn that followed the Catholic Church’s teachings. Schools, ranging from grade to 


universities, taught what the Roman Catholic Church told them to. It wasn’t until Galileo found 
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evidence that other planetary systems did the same as well. The sun was the center of this galaxy. 


It was blasphemous to prove official astronomers were wrong. He was trialed and Galileo gave 


up the fight in order to keep living a peaceful life and making new discoveries although he did 


become blind from staring at the sun through a telescope. It is difficult to tell whether either side 


will fully accept the other side’s arguments for life. 


 Religion is going to be around for a very long time. It was created a long time ago to give 


people comfort. Everyone isn’t a scientist and therefore won’t be able to see things as a physicist 


would or a chemist and therefore they seek understanding from a higher being. Religion fills in 


the gaps that science hasn’t solved yet or hasn’t been discovered yet. What we do know is that 


the future will have advance medical technology that we probably wouldn’t be able to fathom 


today. When they see a person on the verge of death and doctors have done everything they can 


but he manages to live they will be in awe. They won’t know how to explain it even though they 


have done tests on the patient. They will “It’s a miracle that this person has survived their 


ordeal”. They don’t and probably won’t understand what happened in the patients bodied that 


allowed to them live. 


 Religion has proven a sturdy ideal through the centuries. Before the first coming of Jesus 


of Nazareth people praised other supernatural beings. Some cultures praised several gods that 


were rational like the rain god and sky god. There were some other unusual gods but they were 


created and prayed to every day because it explained something in the natural world that couldn’t 


be scientifically explained. Religion influenced cultures from around the world. They took the 


words of their creator to heart and made sure they followed them. The past could have been 


better than today’s society because they were under constant fear the god would ruin their lives 


and punish them if they didn’t follow the Ten Commandments as told by the Old Testament. 
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People today have no respect for anything and have this idea that religion doesn’t have to do 


anything in their lives. Everyone has followed some religious moral value and will continue to 


do so in the future. As for the future, religion will be there as well. People will go to their 


churches and pray and have faith in a being that has no trace of existence. Scientists also want 


comfort and peace in their lives and they know that they can find it in god. Religion is in every 


nook and cranny of earth. I personally the scientific theories because I agree with what Popper 


says. The scientific theories can be disproven while the spontaneous theories you can’t. I prefer 


the having faith in an idea that can be disproven than in a theory that is based on short stories. 
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Appendix 1 – Rubric for evaluating EnvE course assignment relevant to assessing EnvE PLO 2 


 
Criterion  Irrelevant 


1 
Some relevance 


2 
Relevant 


3 
Highly relevant 


4 PLO 2 component 


Critical thinking Assignment is 
straightforward 
problem solving 
(e.g., self-contained 
problems) 


Assignment is 
reasonably 
straightforward but 
requires some 
purposeful thinking 
or judgment to 
complete 


Assignment requires 
purposeful thinking 
(e.g., reasoned 
assumptions) and 
interpretation of given 
information to 
complete 


Assignment requires 
independent 
research and 
interpretation to 
gather information 
as well as purposeful 
thinking to complete 


Problem solving 
engineering 
principles & 
reasoning 


Problems are self-
contained, require 
only one or two 
basic steps or 
operations, and 
solution is 
independent of 
prior knowledge 


Problems are self-
contained but 
require multiple 
steps or operations, 
and some prior 
knowledge from the 
current course 


Problems are self-
contained, require 
multiple steps or 
operations, and in-
depth knowledge 
from the current 
course 


Problems are open-
ended, require 
critical selection of 
solution technique, 
and build upon prior 
knowledge from 
both current and 
previous courses 


Scientific method Assignment is self-
contained and 
based on well-
understood 
scientific principles 


Assignment is self-
contained and 
based primarily on 
sound principles, 
and/or scientific 
literature provided 
by the instructor 


Assignment requires 
hypothesis 
formulation and 
testing using given 
observations or 
literature research, 
but does not require 
data collection 


Assignment requires 
hypothesis 
formulation and 
testing using 
experimental design 
and data collection 


Teamwork to solve 
environmental 
resource problems 


Assignment is 
completed by 
individual 


Assignments is 
completed 
individually but with 
at least one formal 
peer or instructor 
interaction or 
“check in” 


Assignment is 
completed by a team 
and requires 
significant group 
organization, but no 
synthesis 


Assignment is 
completed by a 
team and requires 
significant group 
organization, and 
synthesis 


 



User

Text Box

Environmental Engineering
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Appendix 2 -  EnvE PLO-2 Faculty Course Assessment Reports 
 


Faculty Course Assessment Report 
EnvE 110 - Hydrology and Climate 


Instructor:  Dr. Robert Rice, Lecturer) 
Fall 2009 


 
Overview 
ENVE 110 is an introductory course introducing Junior and Senior environmental engineering 
majors to the basics of the hydrological cycle and the global climate system.  The fundamentals 
of surface water hydrology, groundwater hydrology, hydrometeorology, evaporation, 
precipitation, statistical and probabilistic methods, unit hydrograph, and flood routing. 


Four undergraduates enrolled in the course during the Fall of 2009.  Students were graded on a 
combination of class participation and in-class problem sets (20%), homework (30%), and 
exams (50%).   


PLO – 2. Critical Thinking:  ENVE graduates will be adept at applying critical thinking, problem 
solving, engineering principles and reasoning, the scientific method, and teamwork to solve 
environmental resource problems and to restore and sustain the global environment. 


 
Appendix 1: * 
Homework 5: 
Average: 85%  
Standard deviation: 5.77 
 
Appendix 2:* 
Exam 2-Question 5 (25 pts) 
Average: 19 
Standard Deviation: 4.8 
Exam average: 84 
Standard deviation: 9 
 


 
Faculty Course Assessment Report 


EnvE 130 – Meteorology and Air Pollution; 4 credits  
Fall 2009 


Instructor: Wolfgang F. Rogge 
Catalog Description:  Basic physics and thermodynamics of the atmosphere; fundamentals of 
atmospheric sciences important to environmental problems; chemistry and physics of 
atmospheric pollutants; visibility; air quality modeling; emissions; and air pollution control 
strategies. 


EnvE 130 is a technical elective for undergraduate students in Environmental Engineering. In 
order to complete this course, students were required to do homework, multiple choice tests, 
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exams, and a mini project with presentation. Grade distribution was as follows: Two multiple 
choice tests, each could earn up to 10% of the total points possible. The mid-term exam could 
earn up to 20% of the total, the final exam 30%, homework 20%, and mini-project together with 
presentation up to10%. 


PLO – 2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem 
solving, engineering principles and reasoning, the scientific method, and teamwork to solve 
environmental resource problems and to restore and sustain the global environment. 


Program Learning Objective 2 corresponds to five ABET based Course Learning Outcomes (CLO) 
of which three are directly assessed in the course by the instructor. These SLOs/ABET outcomes 
are: 


a. Understand and apply the basic mathematical and scientific concepts that underline the 
modern field of Environmental Engineering; 


b. Possess the ability to design and conduct experiments and to analyze and interpret data 


c. Possess critical thinking skills, problem solving ability, and familiarity with the 
computational procedures essential to the field. 


Grade Distribution: 


A B C D F W Total 
3 2 1 0 1 2 9 


Course Assessment: 


E (excellent) is scoring 90% or better of the total points possible, A (acceptable) is from 90-70%, 
M (minimal) is from 70-60%, and U (unsatisfactory) is anything below 60%. 
CLO Assessment Tool E A M U Avg % PLO Type 


a. Short Test 1, question 1, math 6 0 0 1 86 2 Ex 


 Short Test 2, question 7, chem. 2   5 36 2 Ex 


 Short Test 2, question 20, chem. 5   2 86 2 Ex 


 Midterm, Problem 2, ideal gas law 3 0 1 3 67 2 Ex 


b. Final, Problem 2, data interpretation 5 1  1 90 2 Ex 


c. Midterm, Problem  1, mass balance 1 0 2 4 64 2 Ex 


 Midterm, Problem  4, mass balance, diffusion 1 1 2 3 63 2 Ex 


 Midterm, Problem  5, light extinction 5 0 0 2 71 2 Ex 


 Final, Problem 3, complex chem. reaction 3 2 1 1 85 2 Ex 


 Final, Problem 4, critical thinking 3 0 0 4 57 2 Ex 


 Final, Problem 5, mass balance, chem reaction 5 0 0 2 79 2 Ex 
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Assessment of Program Learning Outcomes for the B.S. in Environmental Engineering 
 


Course: EnvE 160 Sustainable Energy 
Instructor: Elliott Campbell 


Semester: Fall 2009 
 
Overview 
 
The course EnvE 160 Sustainable Energy is a technical elective for the B.S. in Environmental 
Engineering (EnvE) and a recommended course for students in the Sustainable Energy track.  
Eleven undergraduates enrolled in the course during the Fall of 2009.  Student work included 
homework, exams, online research presentations and a research report.  Digital copies of all 
student work have been archived.  Student performance on these assignments provides lines of 
evidence showing that the Fall 2009 semester of EnvE 160 has contributed to meeting Program 
Learning Outcomes for the B.S. in EnvE as discussed below.  
 
PLO – 2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem 
solving, engineering principles and reasoning, the scientific method, and teamwork to solve 
environmental resource problems and to restore and sustain the global environment. 
 
Students applied critical thinking skills by creating and solving a quantitative problem that 
integrated their review of the literature on a sustainable energy topic with the fundamental 
problem solving skills they developed through homework and exams.   Examples of high, 
medium, and low scores were provided to the EnvE Faculty Assessment Officer.*  The grading 
on the quantitative problem was based on the problem set-up, presented solution, and format 
ting.  The high score (9/9) has a set-up that integrates the problem, research paper and course 
material (capacity factor, fixed/variable cost, etc.), a solution that details all required 
calculations and units, and the formatting in Excel is clear.  The medium score (7/9) has a set-
up that is a good integration of material, a well-documented solution, but has some errors in 
assumptions and calculations.  The low score (5/9) has a well-integrated problem but provides 
the problem set-up in the oral presentation and the solution steps are not well defined. 







Appendix 3 – Example Student Work 







Hydrology and Climate 


ENVE 110 


Fall 2009 


 


 


Overview 


 


ENVE 110 is an introductory course introducing Junior and Senior environmental engineering majors to 


the basics of the hydrological cycle and the global climate system.  The fundamentals of surface water 


hydrology, groundwater hydrology, hydrometeorology, evaporation, precipitation, statistical and 


probabilistic methods, unit hydrograph, and flood routing. 


 


Four undergraduates enrolled in the course during the Fall of 2009.  Students were graded on a 


combination of class participation and in-class problem sets (20%), homework (30%), and exams (50%).   


 


PLO – 2. Critical Thinking:  ENVE graduates will be adept at applying critical thinking, 


problem solving, engineering principles and reasoning, the scientific method, and teamwork to 


solve environmental resource problems and to restore and sustain the global environment. 
 


Appendix 1:  


 


Homework 5: 


 


Average: 85%  


Standard deviation: 5.77 


 


 


Appendix 2: 


 


Exam 2-Question 5 (25 pts). 


Average: 19 


Standard Deviation: 4.8 


 


Exam average: 84 


Standard deviation: 9 
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Faculty Course Assessment Report 


EnvE 130 – Meteorology and Air Pollution; 4 credits  


Fall 2009 


Instructor: Wolfgang F. Rogge 


Catalog Description: Basic physics and thermodynamics of the atmosphere; fundamentals of atmospheric 
sciences important to environmental problems; chemistry and physics of atmospheric pollutants; 
visibility; air quality modeling; emissions; and air pollution control strategies. 


EnvE 130 is a technical elective for undergraduate students in Environmental Engineering. In order to 
complete this course, students were required to do homework, multiple choice tests, exams, and a mini 
project with presentation. Grade distribution was as follows: Two multiple choice tests, each could earn 
up to 10% of the total points possible. The mid-term exam could earn up to 20% of the total, the final 
exam 30%, homework 20%, and mini-project together with presentation up to10%. 


PLO – 2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem solving, 
engineering principles and reasoning, the scientific method, and teamwork to solve environmental 
resource problems and to restore and sustain the global environment. 
 


Program Learning Objective 2 corresponds to five ABET based Course Learning Outcomes (CLO) of 
which three are directly assessed in the course by the instructor. These SLOs/ABET outcomes are: 


a. Understand and apply the basic mathematical and scientific concepts that underline the modern 
field of Environmental Engineering; 


b. Possess the ability to design and conduct experiments and to analyze and interpret data 
c. Possess critical thinking skills, problem solving ability, and familiarity with the computational 


procedures essential to the field. 


Grade Distribution: 


A B C D F W Total 
3 2 1 0 1 2 9 


 


Course Assessment: 


E (excellent) is scoring 90% or better of the total points possible, A (acceptable) is from 90-70%, M 
(minimal) is from 70-60%, and U (unsatisfactory) is anything below 60%. 


CLO Assessment Tool E A M U Avg % PLO Type 
a. Short Test 1, question 1, math 6 0 0 1 86 2 Ex 
 Short Test 2, question 7, chem 2   5 36 2 Ex 
 Short Test 2, question 20, chem 5   2 86 2 Ex 
 Midterm, Problem 2, ideal gas law 3 0 1 3 67 2 Ex 
b. Final, Problem 2, data interpretation 5 1  1 90 2 Ex 
c. Midterm, Problem  1, mass balance 1 0 2 4 64 2 Ex 







 Midterm, Problem  4, mass balance, diffusion 1 1 2 3 63 2 Ex 
 Midterm, Problem  5, light extinction 5 0 0 2 71 2 Ex 
 Final, Problem 3, complex chem. reaction 3 2 1 1 85 2 Ex 
 Final, Problem 4, critical thinking 3 0 0 4 57 2 Ex 
 Final, Problem 5, mass balance, chem reaction 5 0 0 2 79 2 Ex 
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Assessment of Program Learning Outcomes for the B.S. in Environmental Engineering 


 


Course: EnvE 160 Sustainable Energy 


Instructor: Elliott Campbell 


Semester: Fall 2009 


 


Overview 


 


The course EnvE 160 Sustainable Energy is a technical elective for the B.S. in Environmental Engineering 


(EnvE) and a recommended course for students in the Sustainable Energy track.  Eleven undergraduates 


enrolled in the course during the Fall of 2009.  Student work included homework, exams, online 


research presentations and a research report.  Digital copies of all student work have been archived.  


Student performance on these assignments provides lines of evidence showing that the Fall 2009 


semester of EnvE 160 has contributed to meeting Program Learning Outcomes for the B.S. in EnvE as 


discussed below.  


 


PLO – 1. Fundamental Knowledge:  EnvE graduates will have gained a strong foundation in basic 


mathematics, science, social science, humanities and arts, along with engineering principles, enabling 


active engagement as citizens in their communities. 


 


Students learned mathematics and engineering principles and applied these to work sustainable energy 


problems on homework assignments and exams.  For example, integral calculus and wind power 


engineering principles were applied to calculate the average power in the winds.  In Appendix I, two 


different student solutions of this type of problem are presented, one by hand and one using 


spreadsheet software.  The average score on this particular problem was 3 out of 4 points.  Students 


learned to apply thermodynamics and basic math to more conventional energy sources as shown in the 


student sample midterm in Appendix II (average 20/30).   


 


PLO – 2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem solving, 


engineering principles and reasoning, the scientific method, and teamwork to solve environmental 


resource problems and to restore and sustain the global environment. 


 


Students applied critical thinking skills by creating and solving a quantitative problem that integrated 


their review of the literature on a sustainable energy topic with the fundamental problem solving skills 


they developed through homework and exams (see end of Appendix III). 


 


PLO – 3. Design Skills: EnvE graduates will be prepared for advanced studies and research and/or 


employment advancement in a broad spectrum of industries and government agencies. 


 


Students learned advanced research skills by working with the ISI Web of Science search engine, 


summarizing the literature, and reflecting on existing research challenges (see example paper in 
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Appendix III).  Students were able to obtain and summarize relevant papers from specialized journals as 


well as high‐profile publications from multi‐disciplinary journals, National Academy reports, and 


government agencies. 


 


PLO – 4. EnvE graduates will communicate effectively in written, spoken, and visual formats with 


technical, professional, and broader communities. 


 


Students delivered practice presentations using an online meeting platform and after critical feedback 


delivered final presentations that were followed by a Q&A period.  A video recording example of a final 


student presentation on geothermal energy is posted here, 


https://admin.na4.acrobat.com/_a837488306/p98613719/ 


This sample student presentation has concise slides, excellent vocal delivery, detailed responses to 


questions, as well as a presentation of a quantitative problem that applies thermodynamic 


fundamentals and energy economic analysis. 


 


PLO – 5. EnvE graduates will practice engineering according to the highest professional standards, 


demonstrating respect for social, ethical, cultural, environmental, economic, and regulatory concerns. 


 


Student developed advanced technical and professional skills with an online meeting tool as well as a 


respect for the sustainability advantages of online meetings as an approach to offsetting travel needs 


and thus reducing the carbon footprint of professional communication.  A video recording example of 


students demonstrating exceptional competency with this online platform for communication is shown 


here, https://admin.na4.acrobat.com/_a837488306/p98613719/ 


 


PLO – 6. EnvE graduates will be instilled with a desire to pursue life‐long learning opportunities including 


continued education, professional licensure, challenging professional experiences and active 


participation in professional organizations. 


 


After the completion of the course, multiple students engaged with the instructor in scholarly work, 


exhibiting a strong interest in pursuing learning opportunities beyond the classroom.  An exceptional 


student joined my lab group as a research assistant showing continued interest in bioenergy research 


that was covered in class.  Three other students approached me to mentor them in a student 


sustainable energy project.  We developed a student‐led grant proposal to the U.S. EPA’s annual student 


sustainability design challenge (http://www.epa.gov/P3/).  The proposal was submitted and is included 


in Appendix IV. 
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Appendix 1: Homework 
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Appendix II: Exam 
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Appendix III: Student Research Report 
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Running Head: Waste‐to‐Energy 


 


The Sustainability of Waste‐to‐Energy Plants and its Future 


Ruth Xochihua 


UC Merced: ENVE 160‐Sustainable Energy 
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“Waste is Our Energy” 


The first time the importance of utilizing Municipal Solid Waste was recognized was in 


1991 by  the U.S. National Energy Strategy and  little progress has been made since  then  (5) 


Many  people would  agree  that  “waste  is  defined  as  anything  rejected  as worthless  or  in 


excess of what is required” (20).  But it is possible to turn unwanted waste into something we 


need and that is required for our everyday function. Waste to energy (WTE) is the term used 


to  describe  the  conversion  of  waste  by‐products  into  useful  steam  or  steam‐generated 


electricity  (15).  Most  WTE  processes  thermally  treat  or  use  combustion  to  produce  this 


electricity. This is a type of energy recovery or technique that exchanges energy from one sub 


system of an overall system with another.  It is this waste in concordance with other types of 


renewable types of fuel, which can lead cities all over the world onto a more sustainable road 


for the future. 


The Positive Effects of WTE plants 


Environmental Benefits 


Some of the pros associated with WTE are that chemical and biological pollutants are 


reduced, waste volume is cut by more than 90%, and renewable energy contained in waste is 


utilized  and  therefore  replacing  fossil  fuels  such  as oil,  gas  and  coal  (16). One of  the main 


benefits associated with the implementation of WTE plants is the reduction of landfill use and 


landfill emissions. Landfill’s are much more than a waste of space, an aesthetic eyesore, and a 


bad  stench. They  can  cause harm  to  the environment by polluting  clean nearby  sources of 


water and ground water and are one of  the main causes of greenhouse gas emissions.   For 


example, about 46 Nm3 of both methane and carbon dioxide per ton of municipal solid waste 


are emitted annually in the United States because of landfills (6). Compared with other types 


of carbon dioxide emitters such as automobiles and factories, landfill gas leakage is definitely 


on the high end of the spectrum.  Another threat that land filling poses is the amount of heavy 


metals such as mercury and  lead that are disposed  in these  landfills on an annual basis. One 


heavy metal, mercury, is elevated to dangerous concentrations that reach about 120 tons per 


year  which  is  about  one‐fourth  of  all  U.S.  consumption  and  comes  from  waste  such  as 


fluorescent  lamps  and  thermometers.  One  last  environmental  benefit  is  that  with  recent 


technology,  that  I will discuss  later  in  the  “Future of WTE plants”,  some plants are able  to 


create ethanol  from waste due to a Biofuels subsidiary  founded  in 2006  (4). This could help 
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minimize  deforestation  for monoculture  crops  needed  in  the  production  of  biofuels while 


creating another form of sustainable fuel at the same time. 


The Negative Effects associated with WTE plants 


Cost 


Although there are plenty of environmental benefits that seem to encourage our need 


to implement WTE plants, there are some setbacks that have influenced our lack of action in 


this field of energy production and waste management. Cost is one of the main issues that has 


prevented the spread of these plants, especially now, during economic hardships. WTE costs 


are divided into five components: capital cost, operation and maintenance cost, revenue from 


electricity generation and  revenue  from  ferrous  recovery(19). Some examples  that  illustrate 


the high costs  is  the size, percentage of excess air used, and  the volume of process gas are 


much larger than that of a coal‐fired power plant of the same combustion capacity. Also, the 


capital and maintenance costs of WTE facilities are nearly three times higher than that for a 


coal fired power plant generating the same amount of electricity (6). So it basically boils down 


to, money versus the overall health of our planet. 


How do WTE plants work? 


Process 


WTE facilities can be divided into two process types: mass burn and refuse‐derived fuel 


(RDF). (15) I will be discussing the technical process of the latter.  In simple terms, A WTE plant 


is like a coal plant, but instead of burning coal, garbage is used as the main fuel source. Four 


processes include: 1)Waste is burned and thus heat is released. 2) the heat is used in a boiler 


to convert water into steam. 3) The steam is used to move the blades of a turbine to generate 


electricity. 4)  The  generated electricity  is  sent,  along power  lines,  to  the  consumers.  (1)  In 


more  detail, municipal  solid waste  is  delivered  to  the  thermal  treatment  plant where  it  is 


weighed, registered and tipped  into the refuse pit for mixing. The second process  involves a 


crane system which lifts the waste from the refuse pit and transports it to the feed chute. (7) 


After the waste is fed into the chute, it is incinerated. It is here where air supply is controlled 


to  specific  zones of  the grate.  It  is around  this process as well  that gas emissions  from  the 


combustion of waste is treats. The flue gas is treated with a few or all of the following systems 


such  as  electrostatic  precipitators,  fabric  filters,  spray  absorbers,  scrubbers,  activated  coke 


processes and SCR or SNCR systems (7). What makes this type of energy production facility a 


“green” one is that the separation of pollutants from the flue gas in the scrubber is carried out 


by absorption with chemical  reactions  (18).   The  final  step  involves energy  recovery. Steam 


produced  in  an  evaporator  drives  a  thermodynamic  expansion machine  constructed  as  a 


turbine which  is  connected  via  a  shaft with  a  non‐wound  rotor  of  a  synchronous machine 







 


 9


which operates as a generator and by which a major portion of the thermal energy contained 


in the cooling water and the exhaust gases is converted into electrical energy (14). A few types 


of energy recovery  include electricity, district heating and even district cooling which  is then 


sent to homes, schools and businesses. 


The Future of WTE 


In  the United States WTE plants are not as prevalent due  to misconceptions,  lack of 


understanding  and  environmental  policies.    In many  parts  of  Europe  such  as  Sweden  and 


Denmark, however,  thermal  treatment  is  a  requirement. An  EU waste  framework directive 


stipulates recovery as the second priority after avoidance of waste. The EU  landfill Directive 


and  its  respective  national  implementations  have  generated  a  driving  force  away  from 


landfilling and  towards waste management solutions  involving  thermal  treatment processes 


(17). Although WTE is costly there is research being done to make the facilities more efficient. 


Recycling  is usually done before combustion because  if not a “high rate of corrosion” within 


the main components of  the plant will  take place due  to high amounts of chlorine content 


(13). This corrosion increases the cost needed for maintenance and thus the overall cost. New 


innovations  involving  the  production  of  biofuels  and  greenhouse  heating  is  from waste  to 


energy technology. For example,  in both paper and olive oil processing plants they are using 


the  pulp  and  sludge waste  to make  biofuel  through  combustion  (11 &  8).  Efficiencies  for 


longer term application such as the whole tree energy concept has also been studied to create 


biofuels.  (4) Technology  such as  St1’s  creates biofuels  from  this  type of waste  through  the 


dehydration  (combustion) and  then addition of an alcohol. Their plant  specifically produces 


ethanol from bakery waste which is then used for commercial use in motor fuel. (2) So much 


research is being done involving other forms of renewable and sustainable fuels which is very 


exciting. 


Conclusion 


Waste  is  a  source  of  fuel  that  is  more  reliable  than  fossil  fuels  and  is  definitely 


sustainable.  I  believe  that  implementing  WTE  technologies  along  with  other  types  of 


renewable and  sustainable energies will  lead us onto  a more environmentally  road  for  the 


future and thus make the world a better place for future generations. 
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Quantiative Problem 


A WTE plant has a theoretical efficiency of about 90% but an actual efficiency 


of about 33%. If the energy content of refuse is 7.25MJ/kg or 7250kj/kg and 


has about 66.6% carbon 


a) What is the heat rate of this plant using its theoretical and actual efficiency 


in kJ/kwh and BTU/kwh? 


ACTUAL EFFICIENCY 


Heat Rate: 
ଵ/௦


௪
 ൈ


ଷ௦



ൈ


ଵ


ఎ
   


ଷ/௪


.ଷଷ
  10,909 kJ/kwh 


Heat Rate: 
ଵ,ଽଽ/௪


ଵ.ହହ/௧௨
 10,340.4 Btu/kwh 


THEORETICAL EFFICIENCY 


Heat Rate: 
ଵ/௦


௪
 ൈ


ଷ௦



ൈ


ଵ


ఎ
   


ଷ/௪


.ଽ
  4000 kJ/kwh 


Heat Rate: 
ସ/௪


ଵ.ହହ/௧௨
 3791.4 Btu/kwh 


 


b) If Merced County produces a total of 1672 tons of garbage per day how 


much electricity would be produced for the city in a year using the previous 


information:  


Garbage per year: 1672(365) =  610,280 tons per year 


610,280 tons per year (7250kj/kg and) 


WTE KWh/ton = Heating Value(2000lb/ton) / Heat Rate 


10,340Btu/kwh(2000lb/ton) / (.33) (610,280 tons)  102.68KWh/ton 
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Abstract 
 


Funding Opportunity Number(s) and Research Area(s):  P3 Awards: A National Student Design 


Competition for Sustainability Focusing on People, Prosperity and the Planet. EPA‐G2010‐P3‐Q3, 


Materials and Chemicals; EPA‐G2010‐P3‐Q1, Energy (additional research area).  


Title: Anaerobic digestion of wastewater algae harvested using low‐tech electrochemical processes. 


Principle Investigator (primary advisor):  J. Elliott Campbell, ecampbell3@ucmerced.edu. 


Student Investigators:  Danny Lu (undergraduate), Brandi McKuin (undergraduate), Edward Tang 


(undergraduate), Patrick Wiley (student lead, graduate), Ruth Xochihua (undergraduate). 


Institution:  University of California, Merced Sponsored Projects Office, Merced, CA. 


Student Represented Departments and Institutions:  Environmental Engineering, University of 


California, Merced; Environmental Engineering Student Organization, UC Merced. 


Project Period (Phase 1):  August 15, 2010 to August 14, 2011 


Project Amount (EPA, Phase I):  $10,000  Total Project Amount (Phase I):  $10,000 


Project Summary:  Algal biomass grown wastewater pond systems can be used to produce methane gas 


through anaerobic digestion, creating a synergistic relationship between sanitation (People) and 


sustainable energy production (Planet).  However, this process is rarely implemented due to the lack of 


an affordable harvesting technology.  Current algae harvesting systems are highly mechanized and 


require expensive chemical coagulants.  Thus, an effective and inexpensive algae harvesting system 


(Prosperity) must be developed to improve the viability of algae digestion processes.  


  Our proposed solution is to develop an inexpensive algal harvesting process that generates 


necessary coagulating species in situ through the electrochemical oxidation of consumable aluminum 


electrodes. This process, referred to as electrocoagulation / electroflotation (EC/EF), requires only 


electricity as an input, and itself can be powered with renewable forms of energy, such as photovoltaic 


modules.  We propose to design (Period I), build (Period II) and evaluate (Period III) the performance of 


an EC/EF reactor for the removal efficiency and energy consumption relative to existing harvesting 


technologies. Algal slurry collected from the EC/EF unit will be placed in an anaerobic digester and gas 


chromatography will be used to assess sustainable energy output.  Results will be presented on campus 


(ENVE160, ENVE176, ES‐Seminar), at wastewater conferences, and submitted to ES&T. 


  Our proposed project will enable small communities to protect their water resources while 


simultaneously producing renewable energy in the form of methane gas.  Combining energy production 


and wastewater treatment will have positive implications for the development of sustainable 


communities.  It also creates unique opportunities for collaboration between UC Merced students and 


local wastewater treatment facilities that may benefit from this effort.   
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Contribution to Pollution Prevention and Control: Development of an efficient and inexpensive algal 


harvesting system such as EC/EF would enable wastewater treatment plant operators to reduce the TSS 


content of final effluents and decrease the solids discharged into receiving waters.  Recovery of algal 


biomass and other material from wastewater pond effluents can be used to produce energy through 


anaerobic digestion.  The methane gas collected from this process can be used for heating or can be 


combusted in a generator to produce electricity, reducing the demand for non‐renewable sources of 


energy. 


Supplemental Keywords: methanogens, Chlorella, Scenedemus, unicellular algae, sewage, high‐rate 


oxidation ponds, lagoons 
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Research Plan 
 


Anaerobic Digestion of Wastewater Algae Harvested using Low‐tech Electrochemical Processes 


1.  Project Description 


Proposed Project 
Wastewater oxidation ponds are simple to operate treatment systems that effectively reduce 


biochemical oxygen demand (BOD) and eliminate enteric bacteria and viruses (Kivaisi, 2001; Bahlaoui et 


al., 1996; Hosetti and Frost, 1995).  The low cost of installation and operation of wastewater oxidation 


ponds makes them ideal for small communities with limited financial and material resources (Hosetti 


and Frost, 1995).  Wastewater pond systems are inexpensive to operate because they require few 


electrical inputs for secondary biological treatment.  Algae produce dissolved oxygen naturally through 


photosynthesis, which becomes available to bacteria for the oxidation of wastes (Shilton et al., 2008; 


Oswald et al., 1978).  In contrast, high rate systems, such as activated sludge, generally require between 


0.4‐1.1 kWh of electricity to introduce 1 kg of dissolved oxygen (Shilton et al., 2008). 


 


Unicellular algae in the Chlorella and Scenedesmus genera commonly dominate wastewater pond 


ecosystems (Woertz et al., 2009; Oswald et al., 1978).  These algae have a high level of photosynthetic 


efficiency compared to terrestrial crops, and are capable of producing 10‐20 g/m2/day of biomass 


depending on the environmental conditions and design of the system (Lardon et al., 2009; Mandal and 


Mallick, 2009; Oswald, 1995). Algal biomass collected from wastewater treatment ponds can be used to 


produce methane gas through anaerobic digestion.  This is an attractive reuse application because 


anaerobic digesters are inexpensive to operate and can tolerate solids with high water content.  


However, anaerobic digestion of algal biomass is inhibited by the lack of an affordable harvesting 


technology.  The goals of this project are to design a low‐tech, effective and inexpensive electrochemical 


process for harvesting algae from wastewater, and to estimate energy yields when the algal biomass is 


anaerobically digested. 


 


Our project will have positive implications for pollution prevention because it will protect water quality 


and enable beneficial reuse of algal biomass for the production of renewable energy.  For example, 


excessive algae accumulation in wastewater pond effluent may prevent treatment facilities from 


meeting TSS standards outlined in the Federal Water Pollution Control Amendments (Naghavi and 


Malone, 1986).  Our proposed project will enable wastewater treatment plant operators to reduce the 


TSS content of final effluents and decrease the solids discharged into receiving waters.  The recovery of 


algal biomass and other material from wastewater pond effluents can be used to produce energy 


through anaerobic digestion.  The methane gas collected from this process can be used for heating or 


can be combusted in a generator to produce electricity, reducing the demand for non‐renewable 
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sources of energy.  While our proposed project focuses on harvesting wastewater algae, we believe that 


this method will also effectively remove contaminants from drinking water supplies, potentially 


increasing the efficiency of water treatment processes. 


Algae found in wastewater ponds are difficult to remove due to their small size (3‐30 m) and low 


specific gravity (Craggs et al., 1997; Oswald et al., 1978; Bare et al., 1975).  Additionally, algae have a 


high zeta potential due to negative surface charges, resulting in stable suspensions throughout the 


water column (Teixeira and Rosa, 2006; Molina Grima et al., 2003; Craggs et al., 1997; Bare et al., 1975).  


Thus, coagulating agents, such as metal salts or cationic polymers, must be added to neutralize surface 


charges, enabling the formation of large algal aggregates that facilitate solid‐liquid separation 


(Stechemesser and Dobiás, 2005; Tansel and Pascual, 2004). Previous research has identified flotation 


technology as the most efficient harvesting technology for algal biomass (Teixeira and Rosa, 2006; 


French et al., 2000; Green et al., 1996; Bunker et al., 1995).  Flotation processes generate small bubbles, 


which are released into a vessel containing the coagulated algal aggregates.  As the bubbles rise through 


the water column, they adhere to the algal aggregates, forcing them to the surface.  A thick algal mat 


accumulates at the surface, where it is removed as thick slurry.    


 


We propose to design and develop and electrochemical process known as electrocoagulation / 


electroflotation (EC/EF) for the removal of algal from wastewater.  EC/EF is a flotation technology that 


generates coagulating species for destabilizing algal suspensions in situ through the electrochemical 


oxidation of consumable metal electrodes (Rodriguez et al., 2007; Chen, 2004; Mollah et al., 2004; Jiang 


et al., 2002; Mollah et al., 2001).  Electrodes comprised of aluminum release charged ions into solution 


when direct current (DC) is applied to the system (Holt et al., 2005; Mollah et al., 2004).  The ions 


immediately hydrolyze to aluminum hydroxide, which is an excellent coagulating agent (Mollah et al., 


2004).  Hydrogen and oxygen bubbles are produced during this process at the anode and cathode, 


respectively, which float the sample to the surface of the flotation cell where it is removed by a 


skimming mechanism (Mollah et al., 2004).  The oxidation reaction at the anode is demonstrated by 


Reaction (1), while the reduction reaction at the cathode is described by Reaction (2) (Mollah et al. 


2004). 


 


Reaction (1)     M(s) M(aq)
n e


 


      2H2O(l ) 4H(aq)
 O2(g)  4e


 


Reaction (2)     M(aq)
n e M(s) 


      2H2O2e H2(g) 2OH
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Where: 


 


M  = Electrode material; 


s  = Solid phase; 


aq  = Aqueous phase; 


l  = Liquid phase; 


n+  = Oxidation state of the ions released; 


e‐  = Number of electrons transferred 


 


The only operating parameter is of EC/EF current density, which determines the volume of bubbles 


released into solution.  Burns et al. (1997) noted that the bubbles generated by EC/EF ranged in size 


from 17‐40 microns, which is adequate for efficient flotation.  Current density also dictates the 


concentration of coagulating species released by the electrodes during electrochemical oxidation.  The 


concentration is quantified using Faraday’s Law, which is explained in Equation (1). 


 


 


Equation (1)    n(M) 
It
zF


 


 


Where: 


 


z  = oxidation state of oxidized electrode material; 


I  = Current density, A cm‐2; 


t  = Time, seconds; 


M  = Electrode material; 


n  = moles of metal dissolved into solution; 


F  = Faraday’s constant, 96,485 C mol‐1. 
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EC/EF has few moving parts and only requires electricity as an input, eliminating costs associated with 


purchasing, transporting, storing and handling chemicals (Abuzaid et al., 2002; Mollah et al., 2001).  This 


process requires little maintenance, with the exception of periodically replacing the sacrificial 


electrodes, and can be powered with renewable sources of energy (Mollah et al., 2004; Rodriguez et al., 


2007).  This process has tremendous potential to reduce the operating and maintenance costs of 


flotation when compared to existing methods.  EC/EF represents an appropriate technology for less 


developed areas, as it requires materials that have wide availability. 


 


Our completed EC/EF unit will be used to harvest algae from the effluent of a local wastewater 


treatment pond.  The unit will be monitored to evaluate energy consumption, electrode erosion rates, 


loading rates, removal efficiency and total solids concentration of the harvested biomass.  The harvested 


algae will then be placed in a bench‐scale anaerobic digester.  The gas produced during the digestion 


process will be analyzed to estimate methane production and energy yield.  Our design and application 


of EC/EF is innovative because it has not been used to harvest algae from wastewater systems.  Our 


design is novel because coagulation and flotation will occur in separate vessels, which will increase 


electrode longevity.  Our research will also address the knowledge gaps pertaining to the following 


process control parameters: 


 


1. Determination of optimal current density for harvesting algae from wastewater treatment 
ponds; 


2. Identification of ideal electrode orientation and spacing; 
3. The role automation and programmable logic controllers (PLCs) can play in optimizing system 


performance; 
4. Feasibility of powering the EC/EF with photovoltaic modules. 


 


Our P3 team is comprised of students from the UC Merced Department of Engineering with expertise in 


wastewater treatment plant operations, energy systems, civil engineering, environmental engineering 


and energy policy.  We also have support from established wastewater engineers and faculty at UC 


Merced.  We believe that our team is sufficiently qualified to achieve the project goals with EPA P3 


funding during the project period.   


Challenge Definition 
Utilization of algal biomass from wastewater treatment ponds for energy production is inhibited by the 


lack of affordable harvesting processes.  Our solution is appropriate for most areas because it does not 


require the use of expensive chemical coagulants and can be operated using locally available resources.  


This will enable communities to improve water quality by removing algal biomass from wastewater 


pond effluent.  The collected material can then be anaerobically digested to produce a renewable fuel 
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that can offset wastewater treatment operating costs.  Localized energy production from an otherwise 


wasted resource can enable the development of sustainable communities. 


 


Common techniques presently employed to remove algae from wastewater include dissolved air 


flotation (DAF) and suspended air flotation (SAF).  These systems both require the addition of chemical 


coagulants that are expensive, and may not be readily available in some areas.  Both systems have more 


mechanized components than the proposed alternative, which may result in greater maintenance 


requirements.  This section describes the operating principles of DAF and SAF. 


   


DAF units consist of a compressor, saturator and a flotation cell.  Clean water, referred to as flotation 


water, is pressurized in the saturator using the compressor (Haarhoff and Steinbach, 1997).  The 


increased pressure in the saturator increases the solubility of air in the flotation water in accordance 


with Henry’s Law.  The flotation water is then released into the flotation cell containing the coagulated 


algal agglomerates at atmospheric pressure.  The sudden drop in pressure causes small bubbles to 


precipitate from the flotation water.  These bubbles adhere to the flocculated algal particles, forcing 


them to the surface of the flotation cell as bubble rise through the water column (Lundh et al., 2000; Al‐


Shamrani et al., 2002).  An algal mat accumulates at the surface of the flotation cell and is removed by a 


skimming mechanism (Chung et al., 2000).  Green et al. (1996) noted that DAF systems are capable of 


achieving algae removal efficiencies of 99%. 


 


The size of bubbles released in the flotation cell strongly impacts the flotation efficiency.  Several 


authors (Féris and Rubio, 1999; Al‐Shamrani et al., 2002; French, et al., 2000; Chung et al., 2000) have 


noted that bubble diameters between 10‐100 microns are needed to optimize flotation efficiency.  


Smaller bubbles are required for efficient separation because they have more surface area and a greater 


rising velocity than larger bubbles (Al‐Shamrani et al., 2002).  Bubble size is a function of pressure in the 


saturator, necessitating high operating pressures.  Al‐Shamrani et al. (2002) noted that a pressure of 55 


psig is needed in the saturator to produce bubbles of optimal diameter.  The operating pressures 


needed result in high electrical usage, which is responsible for nearly 50% of the operating cost.  The 


advantage of DAF units is that they have high removal efficiency for algae removal.  The disadvantages 


are the high operating costs associated with the need for high pressure in the saturator.   


 


SAF is a process similar to DAF in that it utilizes small bubbles that force algal agglomerates to the 


surface of a flotation cell.  The major distinction from DAF is that SAF generates microbubbles with 


surfactants instead of pressure, eliminating the need for a compressor.  Wiley et al. (2009) reported that 


SAF had higher solids and hydraulic loading rates when compared to DAF for the removal of algae from 


wastewater.  This is most likely attributed to the faster bubble rising velocity in the water column 
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induced by the reduced interfacial tension between the water and the bubbles caused by the surfactant.  


The SAF system also required a much lower ratio of flotation water to sample when compared to DAF 


(120:1 compared to 2:1, respectively).  The characteristics enable SAF units to process more sample per 


unit time, with significantly less energy consumption due to the elimination of the compression step.  


SAF units have fewer mechanical components compared to DAF, and will required less space due to the 


decreased volume of flotation water needed to process a given volume of sample.  A disadvantage of 


SAF is that it requires more chemical inputs than DAF. 


Relationship of Challenge to Sustainability 
Our proposal meets the objectives defined by the EPA by developing a technology that will support the 


continuing prosperity of people and the planet.  Our research plan will produce a technology enabling 


communities to improve the quality of wastewater effluent, while generating renewable energy from an 


otherwise wasted by‐product of sewage treatment.  Thus, successful implementation of our technology 


will protect water resources, allow localized production of renewable energy and reduce operating costs 


associated with wastewater treatment.   


With respect to “People” 
Our group intends to anaerobically digest algal biomass harvested from wastewater treatment plant 


effluent using our novel EC/EF design.  We will be working closely with operators at a local wastewater 


treatment plant to implement our technology.  Development and implementation of EC/EF will enable 


our local wastewater treatment facility to improve the quality of effluent discharged into receiving 


waters.  Our project provides societal benefit by increasing the efficiency of wastewater treatment 


processes.   


With respect to “Prosperity” 
Implementation of EC/EF technology for the removal of algae from wastewater pond effluent can 


provide economic advantages when compared to existing technologies.  For example, DAF and SAF both 


require the addition of chemical coagulants.  The costs associated with purchasing, storing, pumping and 


handling these materials can be significant.  In contrast, EC/EF generates coagulating species in situ from 


aluminum electrodes, eliminating all costs incurred by using chemical coagulants.  Additionally, DAF and 


SAF are highly mechanized, while EC/EF has few moving parts.  Thus, the only routine maintenance 


associated with EC/EF is the periodic replacement of the electrodes.  The use of EC/EF will reduce the 


organic matter contained in wastewater effluent, reducing the demand for disinfecting agents like 


chlorine gas or sodium hypochlorite.  Furthermore, anaerobic digestion of algal biomass will produce 


renewable energy that can be used to reduce energy costs associated with wastewater treatment. 


With respect to “Planet” 
Development of EC/EF technology proposed in our research plan would have positive impacts on 


environmental health by improving the quality of wastewater effluent discharged into receiving waters.  


Successful implementation of our EC/EF device would also eliminate pollution associated with the 


manufacture and transport of chemical coagulants.  Additionally, the reduced organic matter content of 


wastewater effluent processed with our technology will decrease the demand for chemical disinfecting 


agents.  And finally, our technology will enable the anaerobic digestion of harvested algal biomass for 
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the production of methane gas.  Use of this resource can displace energy needs otherwise satisfied with 


non‐renewable sources of energy. 


Results (outputs/outcomes), Evaluation and Demonstration 
Our expected deliverables for phase I of our project will be a functional EC/EF unit for harvesting algae 


from wastewater oxidation pond effluent.  We expect this unit to provide comparable performance to 


existing technologies less expensively.  We also expect that energy recovered from anaerobic digestion 


of collected algal biomass will reduce the demand for non‐renewable sources of energy needed for the 


wastewater treatment process.  The following quantitative measures will be evaluated to assess the 


success of our project: 


 


1. Energy consumed during the EC/EF process; 
2. Removal efficiency, solids loading rates, hydraulic loading rates and total solids concentration of 


algae harvested with EC/EF will be determined; 
3. Performance of the EC/EF unit will be compared to existing technologies to determine 


feasibility; 
4. The amount of gas produced during anaerobic digestion will be determined using gas 


chromatography.  This information will be used to determine expected energy production from 
digester gas. 


   


We expect that this technology will be easily transferrable because it uses inexpensive materials that are 


widely available.  Our proposed EC/EF unit will be easy to operate, as current density is the only 


operational parameter.  We expect the design and implementation of our proposed technology will 


improve the efficiency of wastewater treatment processes and improve sanitation.  Funding for our 


research parallels objectives detailed in the Clean Water Act (CWA), Section 104.   


Integration of P3 Concepts ad an Educational Tool 
Education is an important component of our research plan, benefiting members of our design team, the 


campus community and the wastewater industry.  Our design team will have the opportunity to gain 


experience designing and implementing a solution to real‐world engineering challenges, and to interact 


with wastewater professionals.  We plan to present our results on campus (ENVE160/260 Sustainable 


Energy, ENVE176 Wastewater Treatment, ES‐Seminar), at wastewater conferences and submit for 


publication in an environmental peer‐reviewed journal, such as Environmental Science & Technology.  


We also expect our technology to improve the sustainability of local wastewater treatment plants by 


enabling the beneficial reuse of algal biomass for the production of renewable energy. 


2.  Project Schedule 
Our proposed project schedule is a 1‐year time frame divided into 3 time segments.  The project is 


scheduled to begin on August 15, 2010 and concludes on or about August 14, 2011.  At the conclusion of 


Phase I, an EC/EF prototype will be designed and constructed for small‐scale application, evaluated with 


respect to the quantitative measures described above, described in a manuscript submitted for peer‐
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review, and presented on campus and at wastewater conferences.  Phase II funding will be pursued to 


refine the design and construction of an EC/EF for large‐scale application.  Phase I activities are outlined 


in Table 1.   


 


 


Table 1.  Phase I Schedule of Activities 


Month  Activity 


August, 2010  Receive funds from EPA 


August ‐ November, 2010 


Initial design phase; finalize anticipated partnerships; request 


feedback from faculty experts and engineers regarding the 


proposed design. 


December 2010‐ March, 2011 


Begin assembly of EC/EF cell; install electrical components; 


fabricate electrodes; initial unit testing; revise design if 


necessary. 


April ‐August, 2011 


Field test unit at wastewater treatment facility; evaluate 


performance; anaerobic digestion experiments; write phase II 


proposal; submit findings for publication in peer‐reviewed 


journal. 


 


While formal partnerships for Phase I are still being finalized, anticipated partnerships include the 


following: 


 


1. City of Delhi, CA and City of Stockton, CA Wastewater Treatment Facilities, Municipal Partners; 
2. Russell Adams, P.E., wastewater engineer, private industry; 
3. MuniEquip Inc, wastewater engineering and consulting, private industry; 
4. Arthur Engineering, electrical engineers, private industry. 


 


The project work to be completed will follow a design, build, test, and revise cycle to find the best 


possible option. 


 


1. Design Phase (August ‐ November, 2010) 
- Determine the most effective electrode configuration and cell design. 
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- Design electrical system, including components controlled by PLCs.  Ensure that electrical 
components are suitable for industrial settings. 


- Obtain feedback regarding the proposed design from UC Merced faculty experts and 
professional partners from the private engineering industry. 


 


2. Construction and Initial Testing (December 2010‐ March, 2011) 
- Order parts and equipment needed to construct the EC/EF unit. 
- Begin assembling the unit, fabricate electrodes and install control panel and electrical 


components. 
- Write PLC program for automated components of the system. 
- Initial unit testing.  Determine deficiencies and consult with partnering organizations if 


design revisions are needed. 
 


 


 


3. Field Test Unit at Wastewater Treatment Facility (April ‐August, 2011) 
- Setup EC/EF unit at wastewater treatment facility.  Make necessary electrical and plumbing 


connections to enable unit operation. 
- Operate unit, calculate solids and hydraulic loading rates, electrical consumption, solids 


capture efficiency, and total solids concentration of harvested algal biomass. 
- Anaerobically digest samples and analyze the digester gas with a gas chromatograph.  


Estimate gas production and the amount of energy supplied by digesting algal biomass. 
- Prepare results for publication in peer‐reviewed journal, present results to wastewater 


professionals and the UC Merced campus community. 
- Prepare phase II proposal. 
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Assessment of Program Learning Outcomes for the B.S. in Environmental Engineering 


 


Course: EnvE 160 Sustainable Energy 


Instructor: Elliott Campbell 


Semester: Fall 2009 


 


Overview 


 


The course EnvE 160 Sustainable Energy is a technical elective for the B.S. in Environmental Engineering 


(EnvE) and a recommended course for students in the Sustainable Energy track.  Eleven undergraduates 


enrolled in the course during the Fall of 2009.  Student work included homework, exams, online 


research presentations and a research report.  Digital copies of all student work have been archived.  


Student performance on these assignments provides lines of evidence showing that the Fall 2009 


semester of EnvE 160 has contributed to meeting Program Learning Outcomes for the B.S. in EnvE as 


discussed below.  


 


PLO – 2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem solving, 


engineering principles and reasoning, the scientific method, and teamwork to solve environmental 


resource problems and to restore and sustain the global environment. 


 


Students applied critical thinking skills by creating and solving a quantitative problem that integrated 


their review of the literature on a sustainable energy topic with the fundamental problem solving skills 


they developed through homework and exams.  An example of high, medium, and low scores are shown 


in Appendix I, Appendix II, Appendix III, and respectively.  The grading on the quantitative problem was 


based on the problem set-up, presented solution, and format ting.  The high score (9/9) has a set-up 


that integrates the problem, research paper and course material (capacity factor, fixed/variable cost, 


etc.), a solution that details all required calculations and units, and the formatting in Excel is clear.  The 


medium score (7/9) has a set-up that is a good integration of material, a well-documented solution, but 


has some errors in assumptions and calculations.  The low score (5/9) has a well-integrated problem but 


provides the problem set-up in the oral presentation and the solution steps are not well defined. 
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Appendix I: High Score 
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Sydney Montroy 


EnvE 160 


Geothermal Energy Review 


 Renewable energy is rapidly becoming a necessary point of interest with the current depletion 


rate of the world’s primary energy resources (1).  Of all types of renewable energy such as wind power, 


hydropower, solar power, etc, geothermal power has a significant advantage in that it is reliable and 


produces very few greenhouse gas emissions (2).  This review will begin by introducing the topic of 


geothermal energy and its applications, discuss its cost, efficiency and environmental impacts, present 


current related scientific literature, and propose remaining research challenges. 


The technical definition of geothermal energy is heat in the form of steam or water that is 


harnessed from beneath the Earth’s surface (1).  Geothermal energy is considered limitless on the 


human time scale due to the copious amount of energy stored in the Earth’s core and is available on any 


land surface, although certain areas have more easily accessible energy sources than others (2).  These 


areas are more easily accessible because of the presence of a high temperature geothermal reservoir, 


which is hot water or steam that is greater than 240°C in a permeable layer that is trapped beneath an 


impermeable layer of rock (3).  Geothermal energy is classified as having three applications: direct 


heating, geothermal heat pumps, and electricity production (2).  Direct heating is where hot water or 


steam from a geothermal reservoir is brought to the surface through a production well, used in a 


building, and then re-injected back into the ground (2).  It can be used for space heating or cooling, food 


preparation, industrial processes, agriculture, aquaculture, and greenhouses (1).  Geothermal heat 


pumps circulate water from a building to an underground pipe in a continuous loop and do not require a 


reservoir (2).  They can be used basically anywhere on land due to the Earth’s moderately constant 


temperature ten to three hundred feet below the surface (2).  These pumps can provide both heating 
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and cooling and use thirty to sixty percent less electricity than an average heating and cooling system 


(2).  Electricity is produced by using wells drilled into geothermal reservoirs to carry hot water to the 


surface where the heat energy is converted into electricity at a geothermal power plant (3).  Currently, 


there exist four different types of power plants: flash, dry steam, binary, and flash/binary combined 


cycle power plants (3). 


The cost of a geothermal power plant is an important factor to be considered when deciding on 


the implementation of a new sustainable energy plant.  A geothermal power plant has a high capital 


cost, making up approximately two-thirds of the total cost, and a low operations and maintenance cost 


(4).  The high capital investment is due to the cost of exploration, drilling, and plant construction (2).  In 


the long term, levelized costs of geothermal plants are actually less than that of other forms of 


renewable energy (4).  One disadvantage of geothermal power plants is that they have very low 


efficiencies of roughly five to ten percent (5).  These energy losses occur primarily in the vaporizer-


preheater, turbine-pump, heat exchanger, condenser, and brine reinjection stages (5, 6).  On the other 


hand, these power plants generally have capacity factors of over ninety percent (7).  Another significant 


factor to consider is the impacts these plants have on the environment.  The benefits that geothermal 


power plants have in comparison to other renewable resources is that they use less land per unit 


energy, expend little or no fresh water, do not contribute to acid rain, and have extremely low 


greenhouse gas emissions, which in turn help offset certain greenhouse gases (4).  Disadvantages of 


these power plants include seismic reactions caused by enhanced geothermal systems, the atmospheric 


release of hydrogen sulfide, mercury, arsenic, boron, and antimony, and the fact that ideal geothermal 


plant locations tend to be in wild, eco-sensitive areas (8-10). 


Currently, there are new methods being researched to improve heat transfer efficiencies and 


expand the area in which geothermal energy can be used (4).  One such method involves implementing 
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a secondary fluid with a low boiling point, such as ammonia, in a power plant using the binary Organic 


Rankine System (4).  This method increases the heat transfer efficiency and allows heat from low 


temperature reservoirs ranging from 100°C to 160°C to be converted into electricity (4).  Another such 


method being researched is the previously mentioned enhanced geothermal system (11).  They work by 


fracturing rock deep in the ground to create a reservoir, injecting fluid into the reservoir to be heated, 


drawing the heat up to the surface to be converted into electricity, and re-injecting the cool fluid back 


into the reservoir (12).  These systems allow the use of geothermal energy in places that lack a naturally 


occurring geothermal reservoir (11).  A potential improvement to this system is the use of carbon 


dioxide as the heat transmission fluid (13).  Carbon dioxide’s thermal and chemical properties allow fluid 


circulation with little or no pumping, an increase in heat transfer efficiency and heat extraction rate, 


applications in both heat and electricity generation, and aid in the sequestration of carbon (13).  


Another idea currently being researched is the use of abandoned oil wells to produce geothermal 


energy (14).  This system would greatly reduce the capital cost of geothermal energy by removing the 


cost of exploration and drilling (14).  It also would not be detrimental to the surrounding environment 


because of its location and the existing oil wells (14). 


Although numerous advances have been made in the world of geothermal energy, further 


research is necessary to improve the sustainability of this resource (11).  One such necessary 


improvement is to reduce power plant costs so that they are competitive with fossil fuels (14).  This can 


be achieved by decreasing operations and maintenance costs through improved emission control and 


material usage (14).  Plant revenue can also be increased by producing a useful by product (14).  Further 


research is essential to improve efficiency by reducing heat losses and developing cycles (14).  If this 


progress is made, it has the potential to reduce electricity costs by approximately eighteen to twenty-


five percent (14). 
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Quantitative problem: 


A 50MW enhanced geothermal system is built in the Central Valley as an additional renewable energy 


source. 


a) If the power plant operates 8322 hours per year, what would its capacity factor be? 


b) What would its annual electricity output be? 


c) If the plant has a capital cost of $3600/kW, a fixed charge rate of 0.18/yr, and an operations and 


maintenance cost of 0.2¢/kWh, what would be the price of the electricity? 


d) How many houses (500kWh per 30-day month) could be powered by this plant? 
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Appendix II: Medium Score   
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Danny Lu 


The Effects of Biofuels 


Biofuels have been gaining a lot of press lately in the United States due to its benefits on: fuel 


dependency, national security and being a form of renewable energy.  Due to the benefits of biofuels; 


the United States has called for 36 billion gallons of biofuels nationwide by 2022, in the national 


Renewable Fuels Standard in the U.S. Energy Independence and Security Act.¹  But at the same time the 


growth of “first generation” biofuels has contributed to an increase in sugar crops, oilseed crops and 


starch crops prices especially corn as well as environmental backlash.  There are worries that the N2O 


emissions will offset the gains from the reduction of CO2 emissions.  The farming of these crops will not 


only affect air quality but also water supply.  A report from the U.S National Academy of Sciences 


concludes that producing up to 15 billion gallons of corn ethanol annually will result in considerable 


harm to the nation’s water quality, mainly from the increase of nitrogen and phosphorous pollution.<   


First generation biofuels are the most widely available type of biofuels.  These biofuels are 


mostly made up from three different kinds of agricultural feedstock: sugar crop, starch crops and oilseed 


crops.¹  In the United States the most widely available first generation biofuel falls under starch crops, 


specifically corn.  Many studies have concluded that there are negative impacts on climate, land, soil, 


water and air when farming for biofuels.¹ ² ³  Corn ethanol is very water intensive, each gallon of fuel 


produced requires 3 to 4 gallons of water.⁴  Emissions of N2O and CO2 from farming comes from 


cultivation, fertilization, herbicide usage, transportation, and the refinery stage.¹ 


N2O is considered as a greenhouse gas that has a global warming potential of 310 times that of 


CO2.  The reason for N2O being harmful for the atmosphere is that one N2O produces 2 NO species.  NO 


has a negative impact in the atmosphere because it reacts with O3 in the stratosphere thus creating the 


ozone hole leading to global warming.⁵  To reduce N2O that is being emitted into the atmosphere, a few 
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simple steps can be taken.  Conservation tillage, when corn is ready for harvesting, the farmer can 


consider leaving in 30 percent or more of crop residue.  This will improve soil quality which reduces the 


amount of N2O and CO2 emitted from the soil, improve water quality and prevent soil erosion.⁶ 


  The refinery stage of producing biofuels also plays a big part in the emissions of greenhouse 


gases.  A refinery can either be power by natural gas or coal, if powered by coal this will offset any 


reduction that was achieved from replacing fossil fuels.  With this in mind refineries should use the 


cleanest source of energy available.  Even with refineries powered by natural gas this can account for 90 


percent of the lifecycle of greenhouse gases.⁷ 


   Ethanol might not be as environmentally friendly as people would like it to be.  Research has 


shown that the potential benefits of corn ethanol over fossil fuels to be only a 12 to 18 percent 


reduction in emissions compare to fossil fuels.  Each acre of corn corps produces an equivalent of 2.7 


tons of carbon dioxide. ⁷  One acre of corn ethanol can produce roughly 439 gallons of biofuel.  The 


outlook for biofuels does not seem too great when using corn as the main source. 


This is where “second generation” biofuels come into play.  Second generation biofuels which 


can also be called cellusic biofuels, which are biofuels that do not relay on food crops but on cellulose 


plants (i.e. perennial grasses), algae, fat, manure, and other organic matter.⁸ ⁹  The benefits of second 


generation biofuels over first generation biofuels is quite overwhelming. 


Switchgrass a perennial grass can produce up to 1200 gallons per acre of biofuel in an ideal 


farming situation and up to 500 gallons per acre of biofuel in rougher conditions annually compared 


with the 439 gallons per acre of biofuel from corn. ;:  The required energy input for Switchgrass is very 


minimal much less than that of corn ethanol.  In general second generation biofuels can generate from 4 


to 10 times more energy than first generation biofuels accounting for the energy invested production 
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and the gains in energy from each form of biofuel.  Second generation biofuels are estimated to reduce 


greenhouse gas emission by 86 to 94 percent when compare to fossil fuel emissions.¹¹ 


Second generation biofuels in every sense is more environmentally beneficial when compared 


to first generation biofuels so why is it not being mass produce at the moment?  Most of the data on 


second generation biofuels are estimates done in ideal situation, there are no real time data.  The 


technology is still relatively new,  there are very few operating refineries and none of them are 


commercially producing biofuels.  As technology advances people can expect to see more efficient forms 


of biofuels. 


It is important to diversify the way energy is produced to prevent and stop global warming.  


Biofuels is not to sole solution to reducing greenhouse gas emission; vehicles can become more efficient 


by having higher miles per a gallon.  Biofuels can be converted into heat or electricity, there are 


researches that suggest this method can offer an efficiency of up to 90 percent as compare to 35 


percent for the conversion to biofuels.¹²  With the efficiency of converting biomass to electricity being 


high, it is in peoples interest to use the electricity to power electric cars instead of turning the biomass 


to biofuels.  A study has shown a that a car running on biofuels can get 8000 miles per acre while a car 


running on electricity converted from biomass can travel 15000 miles per acre.¹³   


In order for there to be advancements in biofuels, policies must be adjusted to meet current 


technologies.  Current polices, for instance requires corn ethanol to achieve at least 20 percent 


reduction in lifecycle emissions compared to gasoline and 60 percent reduction for cellulosic biofuels.;⁵  


There should be a increase in the percent reduction for corn ethanol.  As of now there are not many 


incentives in growing cellulosic such as Switchgrass or Miscanthus, once there are more incentives 


farmers will move towards cellulosic plants.;⁴  Most important of all standards need to be set for 


biofuels.  It is pointless to grow corn and use it as a biofuel while achieving no reduction greenhouse gas 
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emissions to the atmosphere.  Biofuel policies need to be efficient, such as: banning the conversion of 


protected land for biofuel corps, the usage of sustainable agricultural practices, promoting the most 


effective type of feedstock.;⁶ 


Biofuels is not only the solution to the energy crisis the United States currently faces.  The 


United States has the lowest fuel efficiency standards and the most permissible standards for tail pope 


greenhouse gas emissions when compared to most developed countries.;⁷  The potential of ethanol to 


displace fossil fuel is unlikely; there is not enough of land or water to produce ethanol needed.  


Estimates place that biofuels including first and second generation can replace only a fourth to a third of 


transport-related consumption.;⁸  If all of the nation’s corn was harvested as ethanol it would only 


displace less than 15 percent of the nation’s oil usage.;⁹  Transportation is the biggest consumption of 


the nation’s fossil fuel, nearly two-thirds.<:  Biofuels are just part of the transition to a more sustainable 


future.   
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Quantitative Problem 
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Appendix III: Low Score 
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Adam Mazzotti 


ENVE 160 


Final Report 


California Biofuels 


 


 


Most studies show that a reduction in GHGs is achieved when ethanol and more prominently when 


replaced with sugarcane or cellulose replace gasoline. Biofuels can be produced from several different 


sources including dedicated crops, municipal solid waste and wastewater, industrial waste, algae, 


agricultural waste and forest thinnings. With limited resources and an ever-growing concern of pollution 


and green house gas emissions, alternative energy sources are researched in order to mitigate, hinder 


and ultimately supply the planet with cleaner and renewable energy. Biofuels is just one of several 


methods aimed at reducing GHG emissions, but because of its expenses, is one of the most viable.  


                                            
            Figure 1: Carbon Debt Repayment. (Fargione) 


 


California consists of many topographic features and climate regions and holds dense populations in 


urban sprawls, generally along the coast. It holds an agricultural community primarily located in the 


central valley of the state. As the states population increases and population expand further away from 


major cities, agricultural lands natural habitats may be cutback to make room for housing 


developments. Aside from loss of food crop, the transition from food to biofuel crops has been 


examined to have indirect land-use impacts. The result of removing vegetation in place of another 


releases carbon stores into the atmosphere. Time to repay this carbon debt varies depending on the 


type of vegetation removed and the type planted afterwards.  


 


Project Goals 
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Focusing on issues primarily in California, the goal of the project was to assess the effect of a growing 


population within the state on the production of biomass for biofuels.  


 


Project  


Biomass’ looked at originally encompassed all the possibilities that exist in the state. These included:  


1.) Agricultural residue biomass (orchard and vineyard crops, field and seed crops, vegetable crops, 


food processing residues, animal manures, dedicated biomass crop) 


2.) Forest residues and thinnings (forest thinnings and slash, shrubland biomass, mill residues)  


3.) Municipal wastes (biomass fraction of municipal solid waste (MSW), paper and cardboard, food 


wastes, green wastes including leaves, grass, prunings, stumps, other biogenic organics, biosolids from 


waste water treatment operations, landfill gas, sewage digester gas) 


4.) Dedicated biomass crop 


 


Much of the original data used for the power point and basis for the rest of the research for the project 


was drawn from the 2008 California Biomass Collaborative Report. As it turned out, much of the work 


put forth by the CBC had touched on a lot of the key issues that I had wanted to address in my project. 


Their detailed analysis included current populations of California’s counties as well as their projected 


mean growth rates, growth factors and populations from 2007 to 2020.  


  
Figure 2: CA Projected Population.  (CBC) 


Growth rates were factored into their projection models of available biomass across the four sources in 


BDT/yr.  


Eventually, focus shifted to the effect that a growing population would have on just forest thinnings and 


municipal waste, two of the naturally occurring sources of biomass within the state. The plan had then 


became to adjust projected growth rates, simulating high and low end population increases and relating 


it to the amount of biomass that could be produced from these two sources. This would be done by 


dealing with technical biomass resource potential data provided to determine the energy generation 
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potential from biomass (GWH/yr) in California from 2007 to 2020. Technical potential is the fraction of 


NPP that can be harvested sustainably. But without proper knowledge of the model, or sufficient time to 


develop my own, the planned project hit an insurmountable roadblock. A presentation was given on the 


original topic, focusing on California biofuel production potential, but a different qualitative problem 


was selected.  


Qualitative 


A large (40MW) solar photovoltaic power station is constructed in CA central valley as an alternative to 


hydrologic power systems already in place. The station will operate during peak summer months (May-


August) for a total of approximately 3,950 hours/year) and is 80% efficient. 


 a.) How much energy can it produce in this time span? 


b.) What is the price of electricity generated for the public if there is a maintenance cost of 


1.0cent/KWh, a capital cost of $4,000/KWh and a FC rate of 0.40/year? (an expensive station) 


c.) Total Electricity Produced 


  *See Excel SpreadsheetConclusions 


With growing concern of GHG emission worldwide and with California growing population it seems 


inevitable that some agricultural land will be cultivated for biofuel crops. This can be mitigated by a 


larger dependency on solid waste and waste-water conversion to fuel. This can help slow the growing 


need of reduction of cropland and also avoid a carbon debt that in some cases would take almost a 


century to repay. However the state should also look to other renewable energy sources aside from 


hydrological (which can generate political and social issues all its own) such as solar. Solar arrays can be 


built on land that isn’t already relied upon for food and would not place an added strain on the local 


food supplies and can be offset by wind generated electricity, which can help supply energy when the 


sun isn’t always shining. These renewable sources of energy will help decrease the need to import 


energy from other states and fuels from other countries.  
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Dynamic estimation of water and sediment 
load in man-made reservoirs using Stella 


Introduction 


Very nice model.  A relatively simple application, but it nicely shows the applicability of STELLA to 
systems of this type.   It would be nice to show how this  model can be used to calculate the maximum 
lifetime of this damn based on the set of assumptions that you made.             A 


 


A large number of dams have been built for the purpose to provide water for agriculture 
irrigation, generate hydroelectric power, minimize the risk of floods during rain seasons, retain 
water during dry seasons and so on. When human enjoy the benefits arising from dams, a lot of 
problems also caused by using dams. Dams affect many ecological aspects of a river, dams slow 
down the current of river and this disturbance might damage the pattern of ecology, for example, 
after a heavy rain, a lot of soil particles are moved and enter into rivers, it will deposit and 
accumulate at river floor cause the current slow down by dams, in mean while, a lot of chemical 
elements (i.e N,P,K) fertilized by human are also accumulated at reservoirs so that alga and other 
water plants blooms, this would cause fish and other animals death in the dams; and also, it was 
reported the water salinity also increased as the soil particles stay in the reservoirs.  


As an attempt to better solve the environmental impacts of dams,  knowing the amounts 
of sediment load and water quantitatively in reservoirs is required for people(Simons 1992). 
Because this can help people to decide the polices to drain out water or retain, this can 
dramatically change soil particles as well as sediment load in reservoirs. As a try to do this, in 
this study, a simple model was designed and developed to understand how the water and 
sediment load changes in reservoir with a dam. The idea is assuming that a dam is built at the 
exit in a watershed, the revised universal soil loss equation (RUSLE) model was conducted to 
estimate how much soil would be moved into reservoir, a water cycle model for the reservoir 
was described and used for the water input and output, as well as the soil particles movement 
was also simulated. 







Modeling 


RUSLE model 


Soil is naturally removed to new location where it is deposited by the action of water or 
wind, this process is called soil erosion. Soil erosion by water is caused by rain detaching and 
transporting soils, either directly by means of rainsplash or indirectly by rill and gully 
erosion(Fig.1). Rain splash erosion is the result of the influence of water striking the soil surface, 
rill erosion is caused by concentrated water running through little streamlets, and gullies develop 
because of a decrease in the erosional resistance of the land surface or an increase in the 
erosional forces acting on the land surface(Morgan 1988). 


   


Fig.1 Soil erosion in a watershed 


a b 


c d 







Erosion models are empirical, conceptual or physically based. The application of process-
based numerical models is often problematic because of the often low quality of available input 
data. Empirical models have generally a much simpler structure, require less input parameters 
and often show similar performance in terms of prediction accuracy than deterministic models 
when considering yearly averages. Reducing model complexity will generally lead to a 
minimization of the error propagation of erosion models. Comparisons between empirical and 
process-based models showed that the average error and model efficiency in soil loss prediction 
was similar.  


One of the most widely used empirical models is the Revised Universal Soil Loss 
Equation (RUSLE)(Renard et al. 1997), it has been verified the feasibility on assessing soil 
erosion. Therefore, RUSLE model was introduced in this study to estimate the potential soil loss, 
the RUSLE model is expressed as follow: 


PCSLKRA ⋅⋅⋅⋅⋅⋅= 224                                  （1） 


Where A is the soil loss in one year (t/km2.a), R is the precipitation erosionl factor, K is 
the soil erodibility factor, LS is the slope length and steepness factor, C is the management factor 
and P is the erosion-control factor. In order to calculate the soil loss, for the supposed watershed, 
R would change over time which was determined from monthly precipitation, erosivity factor, R 
was obtained by the equation (2), where iP is precipitation of month i, and the P is the annual 
precipitation.  
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Fig.2 water cycle at a man-made reservoir 







When the rain falls down into a watershed, the surface soil is moved with water flows, 
both water and soil will finally enter into rivers as a source for the reservoir which is blocked by 
a dam as show in Fig.2, as water is slowed down by dam, some soil particles sink into river floor 
as a form of sediment load, some soil particles moves away from the reservoir with the water 
flow out through the dam, after a long time, the river bed would be uplifted and reduce the 
reservoir’s capacity for water. Another input water is from the precipitation over the water 
surface which can be observed by weather stations; water released from water surface into air 
forms as vapor, this part is also a main loss for reservoir water, the evaporation can be obtained 
by a temperature based model (the Blaney-Criddle equation) which is repressed as equ.3(Xu and 
Singh 2002): 


)13.8*46.0( += aTKpET      (3) 


Where ET is the potential evaporation, Ta is the temperature in co , and Kp is determined 
by different moth in a year. 


Stella model 


As discussed above, we described the water movements flow into and out from reservoir, 
a sub-model for water movement was developed by Stella(Fig.3), the input water included the 
inflow from watershed which was originated from precipitation, a inflow rate was set to estimate 
how much water would enter into the reservoir from precipitation in watershed; another input 
water was the precipitation over the reservoirs, this water will totally enter into water reservoir. 
There are three main ways for water leaving from reservoir, the first is the water pours out from 
the dam or some side channels for hydroelectric power generation and crop irrigation, the second 
is that water infiltrates and flows away through ground water and the third is the water vapors 
into air. 
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Fig.3 water movements through a reservoir 


The Fig.4 shows the soil transportation through reservoir, the potential soil loss in the 
watershed is estimated by RUSLE model, after the soil particles enter into reservoir, a part of 
them sink into floor of the reservoir, another part would leave away through the dam, for the 
ground water, there may exist soil particles, however, I did not consider it due to the 
concentration is much smaller than that in the outflow water; there is no soil particles leave out 
with the evaporated water. 
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Fig.4 soil movements 
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Fig.5 Stella model for simulating movement of the water and soil particles 


Finally, the water movement and soil particles movement were combined together into a 
model shown in Fig.5, this model clearly shows the transportation for soil and water. In order to 
operate the model, the parameters for the model were set reasonably referred to common sense, 
published literatures, experienced data as well as a typical temperature and precipitation in a 
southern region in China. Two time scales were used for the model operation, the first is 12 
months in a year to display the water and soil movements, and the second is the model repeated 3 
times (three year) . For more detail of the parameters, see appendix part. 







 


Fig.6 This figure shows the input data including air temperature, precipitation and Kp which is a 
evaporation factor. 


 


Fig.7 This figure shows the soil particles input to the reservoir, sediment load and loss from 
reservoir. The soil particles enter into the reservoir depends on the precipitation on watershed.   


 







 


Fig.8 The water movements through reservoir, the amounts of water flowing out and infiltrating 
out are constant, the precipitation water into reservoir, evaporation water and inflow water 
depends on the temperature and precipitation.  


 


Fig.9 This figure shows the water and sediment load volume in the reservoir. 


 







 


Fig.10 This figure shows the changes of water and sediment volume over three years, the input 
data kept constant for the same month in different year.  


Conclusion 


This study focused on using a very simple water cycle and corresponding soil particles 
concentration to tracing the changes of water and load sediment in man-made reservoir, the 
model is very easy to understand and the parameters are easily to obtain. The results showed the 
water and sediment in reservoir changes seasonally, in rain seasons the water and soil 
accumulated rapid, in dry season, the water in reservoir decreased cause the input flow reduced 
dramatically however the output still was same as rain season; the sediment load increased fast 
as the precipitation increased, however, it changed very little during dry seasons.  
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 Appendix 


• Soil_in_pond(t) = Soil_in_pond(t - dt) + (soil_inflow_to_pond - soil_outflow_from_pond) 
* dt  


• INIT Soil_in_pond = 0  


•   INFLOWS:  


• soil_inflow_to_pond = 
1.735*10^(1.5*LOG10(Precipitation^2/SUM(Precipitation)))*K*C*P*L*S*Area_of_wat
ershed/1000000  


• OUTFLOWS:  


• soil_outflow_from_pond = soil_rate*outflow_from_pond  


• Water_in_resevoir(t) = Water_in_resevoir(t - dt) + (Inflow_to_pond + Precip_input - 
outflow_from_pond - Evapaoration - Ground_water) * dt  


• INIT Water_in_resevoir = 0  


•   INFLOWS:  







• Inflow_to_pond = Area_of_watershed*Precipitation*inflow_rate*0.001  


• Precip_input = Precipitation*Area_of__pond*0.001  


• OUTFLOWS:  


• outflow_from_pond = 100000000  


• Evapaoration = Kp*(0.46*Air_temp+8.13)*Area_of__pond*0.001  


• Ground_water = Area_of__pond*infiltratation_rate  


• Area_of__pond = 10000000  


• Area_of_watershed = 1000000000  


• C = 0.5  


• infiltratation_rate = 0.01  


• inflow_rate = 0.7  


• K = 0.02  


• L = 0.5  


• P = 0.7  


• S = 0.5  


• soil_rate = 0.00005  


• Volume_of_soil__and_water = Soil_in_pond*800+Water_in_resevoir  


• Air_temp = GRAPH(TIME)  


• (1.00, 14.0), (2.00, 15.2), (3.00, 17.3), (4.00, 22.8), (5.00, 26.9), (6.00, 27.6), (7.00, 28.9), 
(8.00, 28.1), (9.00, 28.2), (10.0, 25.5), (11.0, 22.2), (12.0, 15.5), (13.0, 14.0), (14.0, 15.2), 
(15.0, 17.3), (16.0, 22.8), (17.0, 26.9), (18.0, 27.6), (19.0, 28.9), (20.0, 28.1), (21.0, 28.2), 
(22.0, 25.5), (23.0, 22.2), (24.0, 15.5), (25.0, 14.0), (26.0, 15.2), (27.0, 17.3), (28.0, 22.8), 
(29.0, 26.9), (30.0, 27.6), (31.0, 28.9), (32.0, 28.1), (33.0, 28.2), (34.0, 25.5), (35.0, 22.2), 
(36.0, 15.5)  


• Kp = GRAPH(TIME)  


• (1.00, 0.45), (2.00, 0.45), (3.00, 0.45), (4.00, 0.85), (5.00, 0.85), (6.00, 0.85), (7.00, 0.85), 
(8.00, 0.85), (9.00, 0.85), (10.0, 0.45), (11.0, 0.45), (12.0, 0.45), (13.0, 0.45), (14.0, 0.45), 
(15.0, 0.45), (16.0, 0.85), (17.0, 0.85), (18.0, 0.85), (19.0, 0.85), (20.0, 0.85), (21.0, 0.85), 







(22.0, 0.45), (23.0, 0.45), (24.0, 0.45), (25.0, 0.45), (26.0, 0.45), (27.0, 0.45), (28.0, 0.85), 
(29.0, 0.85), (30.0, 0.85), (31.0, 0.85), (32.0, 0.85), (33.0, 0.85), (34.0, 0.45), (35.0, 0.45), 
(36.0, 0.45)  
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Nitrate in polar snowpack: 


for a better ice core interpretation 


Abstract 


From the beginning of ice core analysis until nowadays, nitrate has always been 


used as a simple annual marker when this chemical and almost all short-lived 


photochemically active species present a great potential in reconstituting the past 


atmosphere. The project presented in this proposal aims at filling some gaps in our 


knowledge of nitrate cycle that limit the actual use of nitrate in ice core interpretation. 


Based on an Antarctic field campaign during which atmosphere and snow at different 


depth will be sampled, the main objectives will be: 


- to complete our knowledge about atmospheric chemistry in the western Antarctic in 


interaction with snowpack, by quantifying the different sources and products of nitrate 


photolysis; 


- to improve our understanding on the air-snow transfer function of these active 


species by studying their (re)mobilization with snow depth; 


- to provide data hat will improve the present models of global climate, atmospheric 


chemistry and air-snow interaction; 


- to propose a new tool that can be used as a proxy of the past atmospheric oxidative 


capacity for WAIS-Divide ice core interpretation. 


Background: 


Polar ice represents certainly the most important archive for past atmospheric 


composition, recording past greenhouse gases, aerosols and photo-chemically active 


species that are proxies of the evolution of the climate system. Past temperatures, 


accumulation rate, sea-ice extent, atmospheric and oceanic circulation, natural and 


anthropogenic emissions are become common data extracted from ice cores. Glaciology 


has improved considerably since the last 50 years and some records as carbon dioxide, 


methane or nitrous oxide [8; 9; 18] are now well understood so that the respective gas 


concentrations, temperature profile, glacial periods and the global climatic system were 


determined for the past over 800 000 years. However, large uncertainties and gaps in our 


knowledge still exist in the interpretation of photochemically active species with regard 


to past climate, atmospheric composition and feedbacks between the two [6; 7]. Chemical 


and physical processes from the firn to the ice crystals are an essential knowledge to 


acquire for the scientific community to fully interpret the climatic archives recorded in 


the polar ice [11]. 


Antarctic tropospheric chemistry represents a major scientific field to understand 


for at least three essential reasons. Firstly, Antarctica is certainly the only last clean 


environment on Earth where natural atmospheric and snowpack’s processes can be 


studied without any anthropogenic artifacts. Secondly, specific conditions of sunlight and 


temperature make this continent an ideal laboratory for studying photochemical processes 


in the atmosphere. A good illustration is the role of the snowpack, which can be 


considered as a chemical reactor that influences the atmospheric boundary layer. Finally, 


since a lot of knowledge is still missing to interpret integrally ice cores for past climate 
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reconstitution, an effort has to be done in better understanding the air-snow transfer of 


greenhouse gases and short-lived photochemically active species. This third reason is the 


main point of this proposal. 


Use of these species as climate or atmospheric changes proxies has not been 


widespread yet due to the complexity of the processes and the present scientific 


knowledge. For example, nitrate, NO3
-
, has been analyzed in many ice cores [8; 9; 16;17] 


and interpreted as an annual indicator but uncertainties in how to relate it to past 


atmospheric chemistry remains [11; 22]. While it seems unlikely that a climate signal can 


be developed from the nitrate in ice at low accumulation sites [17], high accumulation 


sites like WAIS Divide present less post-depositional signal loss [3]. Nitrate from this ice 


core could be then used as a proxy of past atmosphere. Another point concerns the 


quantification of nitrate sources. Sedimentation of Polar Stratospheric Clouds, PSCs, 


tropical lightening and nitric acid, HNO3, produced by nitrate photolysis in the snowpack 


are now thought to be the major sources of nitrate in snow [13; 14; 15; 16; 20], but other 


potential sources as continental and oceanic emissions have to be taken into account too. 


With the ability to know and quantify these sources, account for temperature and 


accumulation changes, it should be possible to infer a tropospheric and stratospheric 


climate signal form nitrate record [15; 17]. 


Statement of need 


Since the last decade, high Troposphere and Stratosphere have been identified as 


major sources of nitrate in polar areas: Tropical lightening and annual sedimentation of 


the PSCs after each ozone depletion event are mostly the involved processes [14; 15; 20]. 


However, no real quantification has been yet estimated for these sources, which 


represents a real need to interpret nitrate as a proxy of tropospheric and stratospheric 


changes. Using the atmospheric nitrate’s oxygen isotopic composition (
17


O-NO3
-
) as 


described by McCabe et al (2007) should provide a better pattern of the tropospheric and 


stratospheric sources of nitrate. Furthermore, other sources like oceanic and continental 


contributions have also to be determined and quantified [5] for each site so that a precise 


signal can be extracted from the assimilated nitrate in the ice. 


In the same time, it is also essential to improve our knowledge on the nitrate 


photolysis. It is clear now that nitrate from the snowpack is recognized as the major 


producer of NOx and radical oxidants, mainly OH, in the polar troposphere [12; 13]. But 


nitrate photolysis and post-depositional processes are not well understood yet despite 


several physical and chemical studies on the air-snow chemistry [2; 4; 6; 19; 21]. Using 


nitrate as a past atmospheric proxy requires to define each parameter (pH, snow 


accumulation, temperature, specific wavelength, location within snow crystals/grains, 


specific surface area). In situ measurements are the first and necessary step before 


improving the existing models of global climate and air-snow interactions and 


atmospheric chemistry for polar region. 
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Project description 


Field 


At least one field season in Antarctica is required for this study in order to collect 


all the samples needed to define the local atmosphere. Because of its high snow 


accumulation [1] and the fact it’s a little summer campsite, WAIS-Divide is an optimal 


place to measure the nitrate cycle, using the possibility to set up a lab tent far enough 


from the camp to avoid any local contamination. 


Focusing on the air-snow interactions as described in Figure 1, snow and 


atmospheric samples will be done simultaneously. Given the importance of nitrate 


photolysis and the transfer function, nitrate concentration in snow will be measured at 


different depth. Surface snow will be sampled once or twice a day to correlate directly the 


nitrate concentration with the continuous atmospheric measurements. One or two 


snowpits, shallow (30 cm depth) and deep (1 to 2 m depth), will be also made to follow 


the transfer function of nitrate from neve to firn ice. All these samples will be also 


analyzed for formaldehyde (HCHO), hydrogen peroxide (H2O2) and methyl 


hydroperoxide (CH3OOH), which are intermediate species in oxidation reactions initiated 


by OH that is produced by nitrate photolysis. If a collaboration can be made with Joel 


Savarino from the Laboratoire de Glaciologie et Geophysique de l’Environnement 


(Universite Joseph Fourier, Grenoble, France) or with Mark Thiemens from the 


Department of Chemistry and Biochemistry (University of California San Diego, USA), 


all these sample will be doubled so half of them will be analyzed for 
17


O-NO3
-
 


measurements. 


The same measurements are planned to be done with a shallow ice core (about 100 m) 


that will be drilled during the field. These data will then complete the air-snow system 


giving information about the transfer of the reversibly deposited species (nitrate, 


formaldehyde, peroxides) into the ice. 


Atmospheric sampling will be made continuously during all the season without 


interruption. Diverse gases produced directly or indirectly by the nitrate photolysis will 


be studied. Formaldehyde and peroxides will be measured using the 2-channel detector 


deployed on previous past projects and described in Frey et al. (2005). A commercial 


ozone (O3) detector (2B Technologies, model 202) and a nitric oxide (NO) detector made 


by G. Huey’s team will be used to measure O3 and NO that can be used indirectly with 


HCHO, H2O2 and CH3OOH to determine NO2 and the other photolytic products via a 


photochemical model. 


Finally, meteorological conditions will be recorded for interpretation and 


modeling of our results. Data and observations of the mean weather station of the 


campsite will be used also as local data recorded by a standard weather station setup 


close to the lab. Combining these 2 sets of data should give us enough information to 


suppress any anthropogenic artifacts in our measures. 


Lab 


Half of the snow samples will be shipped out from the field to UC Merced where 


they will be analyzed. Nitrate, converted in nitrite via a reduction column, will be 


analyzed by spectrometry while the same snow sample will be used to measure the 
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conductivity but also formaldehyde and peroxides concentrations using the 2-channel 


detector. 


The other half will be ship to UC San Diego or Grenoble to measure the spatial and 


temporal variations of the nitrate’s oxygen composition. 


Outcomes 


The first main point of this proposal will be to determine precisely the sources of 


nitrate in WAIS-Divide using the isotopic 
17


O-NO3
-
 measurements [7]. Adding these 


results and the ones obtained with the atmospheric measures to a global climate model, 


one expects to extent the quantification of these sources to all the inner part of the 


western Antarctica. 


The different concentrations measured during this field would be integrated into a 


global climate model and an air-snow transfer model to improve the present knowledge 


on the nitrate photolysis, its transfer function into the ice, and its resulting consequence 


inside the atmospheric boundary layer. A particular point will be then to use these models 


to improve also the quantification of the nitrate sources: the production of nitric acid via 


NO3
-
 photolysis can be estimated and subtracted to the total amount of HNO3; the 


difference representing the nitric acid coming from the sedimentation of PSCs. 


In a general point of view, the overall aim of this project will result first in a better 


understanding of the atmospheric chemistry of west Antarctica with its bi-directionnal 


linkages with the snowpack, and how it responds to regional influences. Secondly, it will 


extend the knowledge of the effects of post-depositional air-snow exchange on firn and 


ice records of various species at this site, so it can serve as an important tool for the 


future interpretations of WAIS-Divide ice core. 


 


 


Nicely written and well conceived.  However, the goal was to use the Stella 


Model.  I realize that you could not get this one to work. It would have been better to use 


a small portion of this total problem so you could perform a useful calculation. 


 


Exercise grade = A- 
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Figure 1: STELLA Model representing the present knowledge of a simplified Nitrate 


cycle into polar atmosphere and snowpack.
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Project Title: Optimizing center pivot controller, to maximize water use efficiency. 


 
 
 
 
 


Abstract 
In a time of continued water shortage, the capacity to manage irrigation is a critical compoent of 
ground water protection.Sound water resources management, which emphasizes careful and 
efficient use of water, is essential in order to achieve these objectives (USDA, 1994; U.S.EPA, 
2002). Efficient water use in agricultural production is particularly important in arid or semi-arid 
climates, such as in California. The objective of the proposed research is to create an 
autonomous, closed-loop variable-rate irrigation system to support sustainable agriculture by 
maximizing water conservation while minimizing soil salinization and groundwater quality 
degradation without loss in yeild. 


The project offers a method of integrating input from a range of irrigation sciences involved in 
water management so as to maximize irrigation effectiveness and efficiency. There are an 
estimated 28 million center pivots operating in the United States and an improvement of 25 to 
35% in efficiency, which is quite feasible via the proposed approach, translates to a huge 
reduction in water use. In addition, the project will move beyond water conservation objectives 
to begin to address other environmental resource management issues, namely soil salinization 
and groundwater quality.  This is a rich area for research upon which the sustainability of 
agriculture in the San Joaquin and Imperial Valleys of California, and other regions of the arid 
and semi-arid world, depends.  


From a practical standpoint, the irrigation control technology developed in this research will be 
engineered into the software driving center pivot systems to enable user-friendly automation of 
the management schemes developed here.  These and future developments may stimulate 
economic developments in the form of new ventures or technology transfer to current irrigation 
technology support firms. 
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Project Title: Optimizing center pivot controller, to maximize water use efficiency. 
 
 


1. Background: 
 
In order to meet the needs of existing and future populations and ensure that habitats and 
ecosystems are protected, the nation's water must be sustainable and renewable. Sound water 
resource management, which emphasizes careful and efficient use of water is essential in order 
to achieve these objectives ((USDA, 1994 & U.S.EPA, 2002).The role of efficient water use for 
agricultural and turf-grass production forms a critical relationship, particularly in areas prone to 
periodic or prolonged drought. Therefore, the challenge to the irrigation industry is to provide 
SMART irrigation systems for the consumer. “SMART” as defined by Irrigation Association is 
an irrigation system that functions without human intervention over the life cycle of the crop. 
There are many SMART products available in the marketplace. These devices include soil 
moisture sensor based controllers and evapotranspiration (ET) based controllers among others. 
The primary motivation for the development of SMART system has been the need to improve 
water application efficiency and anticipated government regulation of water supplies.  Critical to 
the concept is the availability of controllable irrigation systems that apply water in a uniform 
manner. Center pivots, drip and micro-jet irrigation and solid set sprinkler systems all have 
demonstrated this capability. Also critical to the concept is the availability of online accessible 
climatic data. This need is admirably met by DWR’s (Department of Water Resources) CIMIS 
(California Irrigation Management Information System) program. The SMART controller will 
access on a daily basis, evapotransportation and rainfall data from stations strategically located to 
represent the field being controlled. In some situations, onsite package weather stations could be 
appropriate. This last development critical to the concept is the availability of computers and 
their ability to receive and transmit operating data in a wireless manner.  Automation through 
instrumentation is feasible is demonstrated by the availability of the homeowner SMART 
controller. 
     
The successful development of the agricultural SMART controller would also finally close the 
loop relative to getting scientific data thru to the farmer and ultimately beneficial to the crop. 
Agricultural scientists have a wealth of scientific data available to favorably impact water 
management decisions. Unfortunately there is a significant disconnect between the available data 
and its effect on the irrigation system operation.  
 
The agricultural scientist of the future will then be involved in the development of software that 
integrates the latest developments. The scientists involved will include climatologists, 
agronomists, soil specialists, instrumentation engineers and irrigation engineers. The farmer will 
make the cropping decisions, purchase the appropriate software and install it in his SMART 
controller. There are an estimated 28 million center pivots operating in the United States, a 
significant improvement of even 10% efficiency will lead to a significant reduction of water use. 
With this controller development background, water management should move closer to the 
objective of maximizing water use efficiency. 
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2. Statement of Need: 
 
The plant water requirements change with season, growth stage and physiological state of the 
crop (Allen et al. 1998). Additionally, external factors like soil type, soil hydraulic 
conductivity/infiltration rate and spatial variabilty of the soil also account for irrigation 
inefficiency. In order to significantly conserve water, irrigation requirements have to be matched 
with real plant water needs and the external environment. Center pivots apply constant rate of 
water and does not take into account these variables and hence are not very efficient. The 
objective of this study is to improve the irrigation efficiency and effectiveness of a center pivot.  
 
Soil moisture sensor based controllers and ET based controllers can help close this gap. However 
both these systems have their own biases and were mainly designed for homeowners, golf-
courses and the turf industry, and are not very suitable for direct plug and play into an 
agricultural setup. ET based controllers schedule irrigation based on historic and real time ET 
data from local weather stations without taking into account external variables like plant growth 
phase and agronomic practices. On the other hand, soil moisture sensor based controllers based 
to irrigate keep the soil moisture within an upper and lower threshold (normally between field 
capacity and welting point), wasting potential water during the dormant phases of the plant 
growth. A current CSU-ARI (California State University -Agriculture Research Initiative) grant 
is helping us develop a realtime feedback loop system for drip irrigated crops which takes into 
account the real plant water requirement, the external variables like soil type, runoff due to slope 
and the seasonal adjustement to ET requirements. This feedback system helps integrate these 
controllers to the agricultural environment and bridge the gap, but is mainly capable of 
controlling drip or micro-sprinkler based hardware and is not capable of controlling a center 
pivot. 


3. Project Description  


In-order to improve the efficiency of the center pivot, we will need to modify our existing 
feedback system to adapt it to the center pivot and test the outcome on a 27 acre field at Fresno 
State. The field will be suveyed with a VERIS soil EC monitoring system to capture the 
variabilty and the salinity in the soil. Additionally, hydraulic conductivity measurements will be 
taken on specific location in the field. Based on the variability and the hydraulic conductivity, 
wireless soil moisture sensors will be installed at various location and depths across the field. 
Center pivot application uniformity tends to detiorate with wind-speed, hence a wireless wind 
monitor will also me installed on site. 
 
Traditionally most center pivots operate by moving a few degrees in circular motion and then 
stops for a fixed amount of time at a point while the water is still on at a constant rate, and then 
moves a fixed distance again and stops until it completes the full run. This move and stop motion 
may cover the whole field in one day or in several days based on application rate. But the 
distance travelled and time for which it stops at a point and flow rate is always constant through 
out the whole pass. This leads to in-efficiency, as the water requirement is not constant and 
hence the application rate should not be constant and should be varied based on the above stated 
conditions of water requirement. 
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The SMART-AG controller will be developed by modifying our current drip/micro sprinkler 
feedback system. This will involve writing additional codes to drive a PLC (Programmable 
Logic Controller) that will control the flow rate and speed of the pivot to achieve variable rate 
application. The onsite soil wireless soil moisture sensors will help varify application rate and 
requirements, while the wireless wind monitor may stop the pivot if the wind speed is above a 
certain threshold. Before the start of any run the moisture sensor will help decide the amount of 
water required based on root zone moisture balance and the ET requirement of the day and will 
also help modify the speed of the pivot if the computer calculated flow rate does not help reach 
the required root zone water content. 
    
Scheduled for the 1st half of the season is an audit of the pivot operation as currently scheduled 
by the farm manager. During the second part of the season SMART controller will assume 
operational duties. The operation will be monitor using protocols currently in-place for the 
Irrigation Association home owner project. Evaluation parameters include system adequacy and 
efficiency. By incorporating the best agricultural science available into the development of the 
SMART agricultural controller, these evaluation parameters will result in characterizing the 
maximum yield potential and water application efficiency. A second season will be used to 
evaluate the controller’s performance after incorporating the 1st season’s experience. 
 
Additionally the portal developed as part of the existing feedback system will be modified to 
monitor and control the center pivot remotely. The portal will have capabilities to log application 
rate, current soil moisture and also have supervisory control to inhibit pivot from operating in 
case current agronomic practice demands so ( for example the farm equiptments need to go into 
the field). 
 


4. Expected Outcome: 
 
The project offers for the first time, a method of integrating the range of irrigation sciences 
involved in water management so as to maximize irrigation effectiveness and efficiency. The 
new irrigation paradigm results in a synergistic effect that focuses agricultural sciences on the 
single objective of most productive water management. To this point in time, the farmer has been 
left to make the judgments on his own. With a successful development, irrigation control will be 
engineered into the hardware. 
    Potential benefits from the successful development of a SMART Center Pivot controller 
include: 
 
1. A realization of the improvement in water application uniformity and efficiency currently 
engineered into modern enter pivots.  
2. Improvements in crop production offered by the incorporation of crop and soil science with 
irrigation engineering into a system that automatically controls the pivot. 
3. Fundamental reductions in the irrigation supply flows required while still meeting the farmers 
cropping requirements.  
 
The Internet will be monitored for location and dates for conferences, workshops, seminars and 
continuing education classes at which the findings and research progress can be reported.  
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Finally, scientific papers will be published in refereed journals, and the findings and research 
progress will be presented at one of the Annual ASA/CSSA/SSSA meetings and the IA show, 
which are normally held in October or November of each year. 
 


5. Budget: 
Funding is requested through this grant to procure hardware to retrofit and modify our current 
system ( drip/micro sprinkler controller system) to adapt it to Center Pivot. List of hardware and 
equiptments to be brought through this project includes: 


a) Xtend 900 MHz radio and transmitter   $600 
b) Campbell Logger CR1000     $1450 
c) Allen Bradley Micrologix PLC 1500 series  $4500 
d) Wind Monitor       $400 
e) Computer Server system    $3000 
f) Development of the web based portal   $5000 
g) Cost of maintaining the pivot    $5000 
h) Cellular/Wifi charges     $1000 


______________________________________________________ 


Total:       $21,000 


The 900MHz radio will help with the wireless communication to and fro from the center pivot as 
daily variable rate data is sent to the field PLC unit from the our remote server ( the remote 
server is part of our existing system that calculates the daily ET requirement).  
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Modeling Nickel Adsorption on Ferrihydrite in Serpentine Regions:  


Understanding Serpentine Soil Chemistry 
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B+  Erik, this is a nice job but it missed in a couple of areas.  This is actually a significant amount of 


literature on the sorption of Ni by ferrihydrite.  It would have been nice to compare your results to 


the Phreeq model.  The actual exercise called for you to use Stella.  It would have been possible to fit 


literature data to a polynomial equation that described the pH dependence of  Ni sorption and this 


could easily have been built into Stella.  Nevertheless, this was reasonable job. 


 


 


 


The ubiquity of nickel in the environment and its common presence in food and water mean 


that humans are constantly exposed to nickel. Although nickel is not acutely toxic at low levels, it is 


a carcinogen and has been linked to cellular oxidative stress [1]. Soils that develop on serpentinite, a 


metamorphic rock type derived from ultramafic igneous rocks (and the state rock of California), are 


well known for their elevated concentrations of nickel and chromium [2]. The degree of nickel 


accumulation in serpentinite soil horizons, thus its bioavailability to plants, is controlled by soil 


characteristics such as pH, amount of organic matter, clay and iron oxide content, and competitive 


adsorption with other dissolved species [3-7]. These biogeochemical factors are influenced strongly 


by climate, rainfall, vegetation, and weathering of primary ultramafic minerals. In locations where 


serpentinite and ultramafic soils have been used for agriculture, nickel transfer to plants has been 


documented [8], with potential transfer through the food chain to humans. We hypothesize that soil 
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pH has a major influence on the bioavailable nickel found in the root zones of most plants.   


Our areas of study were focused on two sites:  the Red Hills Management Area (RHMA), in 


Tuolumne County, California, and Bagby, near Coulterville, California. The RHMA and Bagby are 


unique areas to study because they represent exposed serpentinite terrains in a semi-arid climate with 


low rainfall, no urban or agricultural development, and limited grazing. Previous studies in the 


RHMA have examined plant species and nickel accumulation in arthropods ), but other than regional 


geologic studies, no work has looked specifically at metal mobilization in the RHMA.   To gain 


insight into the mechanisms of metal mobilization in serpentine regions, we utilized previous 


sequential extraction data to determine an approximate amount of ferrihydrite, a ubiquitous iron-


containing mineral.  Due to relatively high surface area, and relatively high reactivity of ferrihydrite, 


it often interacts with its surroundings through surface adsorption. By constructing an equilibrium 


adsorption model utilizing PHREEQC software, we were able to model nickel adsorption to 


ferrihydrite over a large pH range.  Utilizing the diffuse double-layer proposed by Stumm and his 


associates (Stumm et al., 1970), PHREEQC considers two individual layers of charge: a surface layer 


and a layer of counterions found in solution. PHREEQC is a program constructed by the United 


States Geological Survey (USGS), to model aqueous geochemical situations from a thermodynamic 


standpoint.  By utilizing various thermodynamic databases, PHREEQC quickly and efficiently 


calculates the various concentrations of the species present in the given system.  Using experimental 


data from previous studies we have conducted, we will attempt to model nickel adsorption and 


desorption on ferrihydrite to determine the mobile concentration of nickel across a range of pH.   


 The proposed project was founded on protecting human health. Serpentine regions are 


found in many areas across the globe, with large populations in the surrounding areas.  The 


unique chemical composition of serpentine soils is cause for concern in regions where 
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agriculture is present.  An example of the potential dangers caused by serpentine regions was 


found in the Spanish state of Galicia, in northwest Spain. Cattle grazed on the flora grown on the 


serpentine region, and high levels of Ni accumulated in the tissue of the cattle.  As the cattle 


were milked and slaughtered for meat, Ni began accumulating in the Galician population.  High 


levels of Ni were found in human mother’s milk, which can potentially be dangerous for the 


mother, and the feeding infant.  Due to the unique characteristics of serpentine soil, the 


mechanisms of metal adsorption/desorption, bioavailability, and plant metal accumulation will 


provide local land management with the knowledge to make better-informed decisions.  By 


intitially utilizing a model of the system of interest, many different experiments can be carried 


out on a computer.  The results of these models will give a proof of concept that can be utilized 


to design more efficient experiments. 


PHREEQC, an aqueous chemical equilibrium modeling program, was utilized to simulate 


an adsorption experiment.  The following parameters were entered into the program:  surface 


area of the ferrihydrite is 600 m2 /gram, the number of surface sites is 10 sites/nm2, and the 


weight of ferrihydrite in a soil sample.  Determination of each parameter will be explained within 


the results section of this paper.  The source of nickel in the PHREEQC model is Ni+2, which 


will simulate a product of the weathering of serpentine minerals.  Two different concentrations 


of nickel (II) were modeled, 1 μmol, and 10 μmol, in order to model the variation in adsorption 


due to concentration. By programming the data into PHREEQC and utilizing the Minteq 


thermodynamic database, the soil solution was then stepped through the range of pH.  The range 


of pH utilized was 4 to 13.    


Model Methods 


  







By utilizing data from a sequential extraction performed on a soil sample from the 


RHMA, an approximate amount of ferrihydrite was determined.  Table 1 shows each extraction 


step, and the amount of iron in parts per million (ppm).  Steps 1 through 3 will be summed to get 


an approximate concentration of labile iron.  Steps 1 through 3 will extract everything from 


exchangeable ions to poorly crystalline iron oxides, which will provide the approximation of 


labile iron.  Step one of the sequential extraction utilizes an MgCl2 extraction, which targets 


easily exchangeable ions.  Step 2 of the sequential extraction utilizes a diethylene triamine 


pentaacetic acid (DTPA) extraction, which targets strongly bound divalent cations.  Step 3 of the 


sequential extraction utilizes a ammonium oxalate extraction, which targets poorly crystalline 


aluminum oxides and iron oxides.   The weight of iron will be converted to moles of iron, 


utilizing the molar mass of iron, 55.85 g/mol.  The moles of iron present will be set equal to the 


moles of ferrihydrite present, due to the molecular formula of ferrihydrite, Fe(OH)3.  The number 


of moles of sites within a unit of soil was computed by utilizing the volume of soil taken in a 


sample (~250cm3) and multiplying by the density of quartz (2.65 g/cm3) to obtain the mass of 


soil.  The porosity of the soil was estimated to be approximately 0.30, due to the rocky nature of 


the soil.  As 70% of the soil sample was actually soil, the remaining 30% was water, and 


dissolved ions and compounds.  PHREEQC requires the “moles of sites” parameter to be in units 


of moles of sites per kilogram of solution.  The ppm value of iron was converted to moles, which 


was utilized as the moles of ferrihydrite, which was calculated to be 0.051 moles of ferrihydrite.  


The mass of ferrihydrite was then found to be 5.45g, by utilizing the molar mass of ferrihydrite 


(106.85 g/mol).  The mass of ferrihydrite was multiplied by the surface area of ferrihydrite (600 


m2/g).  The area of the ferrihydrite was then multiplied by the number of sites per nm2 (10 
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sites/nm2).  By dividing the number of sites by Avogadro’s number, 6.022 x 1023, the number of 


moles of sites is found.  As the moles of sites is per kilogram of soil, PHREEQC requires the 


parameter to be in moles of sites per kilogram of solution, so the ratio of soil to solution was 


found to be .464 kg soil per .075 kilograms of water.  To account for the sorption stoichiometrty 


found in the adsorption equation, the moles of sites per kg solution will be halved.   The 


following value was found for a 250 cm3 sample volume: 0.167 moles of sites per kilogram 


solution. 


  1 2 3 4       
  MgCl2 (+rinse) DTPA (+rinse) AmOx (+rinse) NaCit(+rinse) Total Fe (ppm) % 
Total Digest     78941.3   
421-006-1 149.96 78.18 2602.97 10349.38 13180.50 2831.111 0.2831 


Table 1:  Sequential extraction results for iron, in ppm.  Steps 1 through 3 were summed to find the approximate amount of ferrihydrite. 


The surface area (600 m2/g) and surface site density (10 sites/nm2) were taken from the literature 


[27,28, 29].  The chemical equation utilized for the adsorptive process is as follows: 


2Hfo_OH  + Ni+2 = (Hfo_ONi)2
+ + H+ 


 


Figure 1 illustrates the percent sorbed to ferrihydrite, in regards to two separate nickel 


concentrations.   







 


Figure 1:  Ni sorption on ferrihydrite.  By pH 8, 100%  of the Ni has adsorbed to the ferrihydrite. 


Figure 2 illustrates the effect of a competing cation, magnesium, commonly found in high 


concentrations in serpentine soils.   The model utilized to create Figure 2 was identical to the 


solution utilized for Figure 1, with the addition of an equivalent concentration of magnesium 


 
Figure 2: Ni adsorption on ferrihydrite with competition from magnesium of equal concentration. 


Discussion & Conclusion 







Most of the soils sampled at the RHMA and Bagby sites range in pH from 5.8-7.5.  The 


range of soil pH sampled falls within the range of “free” nickel, or desorbed nickel.  Nickel that 


is not adsorbed to the surface of ferrihydrite is available for biological uptake, specifically plant 


uptake.  The pH of the soil solution is the main driver of metal adsorption.  As the pH becomes 


basic, the ferrihydrite adsorbs the nickel very readily, and by pH 8, all of the nickel has adsorbed 


to the surface of the ferrihydrite.  As rain falls upon the soil, the pH of the soil will drop, 


therefore the model predicts that Ni will desorb from the surface of ferrihydrite and become 


potentially available.   


It should be noted that the model created has many limitations, as the complexity of a real 


system is quite difficult to conceptualize. As serpentine soil systems have not been extensively 


modeled, a simplistic approach was taken.  Possible future models could include an ionic 


composition of rainfall to give an extra dimension to surface complexation.  Also, temperature 


effects on surface complexation could be accounted for.  As serpentine systems have some 


unique plant life, such as hyperaccumulators that uptake large concentrations of metals, 


modeling the soil plant interactions could prove useful to land management decision-making.  


The modeling approach utilized in this paper is useful, as it allows the researcher the freedom to 


manipulate the model to their own specifications with little monetary and temporal cost.   
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Research Proposal: Modeling Global Carbon Cycle with STELLA 
 
The increase of CO2 in the atmosphere has been observed recently by scientists. 
This phenomenon calls for global concern and has been a research hot topic 
because of the greenhouse effect of CO2 which might account for the global 
warming (Falkowski, 2000) and climate change, which will significantly affect life 
on Earth. The objective of this study is to investigate the processes of carbon 
cycle in Earth system and the effects of fossil fuels emission on carbon cycle.  
 


Specifically, by modeling the global carbon cycle with STELLA, I try to 
answer these questions: 1) is will the increasing combustion of fossil fuels will 
result in the increase of CO2 in the atmosphere? 2) How does carbon moves 
among different reservoirs? 3) At what level do human activities affect the global 
carbon cycle? 4) What is the consequent result from human disruptions? 5) What 
actions can we take to reduce the CO2 in the atmosphere? The carbon cycle 
model simulates the movement of carbon from sources to sinks through chemical 
and physical transfers, which can provide important insight into the geochemical 
cycling of carbon in Earth system and provide useful information for decision 
makers. 
 
Keywords: global carbon cycle, fossil fuel emission, STELLA 
 
 
 
1. Introduction 
 
Since the late 1950s, scientists have regularly measured CO2 in the atmosphere 
from observatories in Hawaii and Antarctica. CO2 concentration rises and falls 
about the same amount each year due to seasonal changes in photosynthetic 
rates. However, the total amount of atmospheric CO2 is increasing steadily each 
year (figure 1). The future effect of increasing atmospheric CO2 worries many 
people because of its greenhouse effect which might account for the global 
warming (Falkowski, 2000). The recent increase of CO2 in the atmosphere may 
be due to human activities. The dramatic increasing of CO2 emission started in 
the early nineteenth century, with the Industrial Revolution (figure 2). Combustion 
of fossil fuels such as coal, oil and natural gas can release carbon into 
atmosphere mostly in the form of CO2.  
 


Is Will the increasing combustion of fossil fuels will result in the increase of 
CO2 in the atmosphere? How does carbon moves among different reservoirs? At 
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what level do human activities affect the global carbon cycle? What is the 
consequent result from human disruptions? What actions can we take to reduce 
the CO2 in the atmosphere? To answer these questions, models are needed to 
help us better understand the geochemical cycling of carbon in Earth system and 
provide useful information for decision makers. The carbon cycle model 
simulates the movement of carbon from sources to sinks through chemical and 
physical transfers, which is described in the following section.  


 


 
Figure 1. Atmospheric CO2 at Mauna Loa Observatory. Dr. Pieter Tans, NOAA/ESRL 


(www.esrl.noaa.gov/gmd/ccgg/trends) 
 


 



http://www.esrl.noaa.gov/gmd/ccgg/trends





Figure 2. Total carbon emission by fossil fuel combustion. Carbon Dioxide Information 
Analysis Center (http://cdiac.ornl.gov) 


 
 
2. Modeling of Global Carbon Cycle 
 
STELLA models were developed to simulate the cycling of carbon in Earth 
system (Bice, 2001). First, in order to understand the natural cycle of carbon in 
Earth system, a model without fossil fuel combustion and carbon emission was 
build built (figure 3). Second, a stock representing fossil fuel reservoir of carbon 
and a flow representing carbon emission from fossil fuel combustion were added 
to the previous carbon model (figure 5). These models will help us to understand 
the processes of carbon cycle and the effects of human disruptions at the global 
scale.    
 
2.1 Natural Global Carbon Cycle 
 
A natural global carbon cycle model is shown in figure 3. The equations are 
described in following: 
 
ATMOSPHERE(t) = ATMOSPHERE(t - dt) + (Terrestrial Respiration + Marine 
Respiration + Terrestrial Decomposition + Marine Decomposition + Emissions – 
Terrestrial Photosynthesis – Marine Photosynthesis) *dt  
INIT ATMOSPHERE = 690 (Gt) 
 
MARINE(t) = MARINE(t - dt) + (Marine Photosynthesis – Marine Respiration – 
Marine Death) *dt  
INIT MARINE = 7 (Gt) 
 
M_DEAD_ORGANIC(t) = M_DEAD_ORGANIC(t - dt) + (Marine Death – Marine 
Decomposition) *dt  
INIT M_DEAD_ORGANIC = 3000 (Gt) 
 
TERRESTRIAL(t) = TERRESTRIAL(t - dt) + (Terrestrial Photosynthesis – 
Terrestrial Respiration – Terrestrial Death) *dt  
INIT TERRESTRIAL = 450 (Gt) 
 
T_DEAD_ORGANIC(t) = T_DEAD_ORGANIC(t - dt) + (Terrestrial Death – 
Terrestrial Decomposition) *dt  
INIT T_DEAD_ORGANIC = 700 (Gt) 
 
T_Res = 23*(TERRESTRIAL/450)  
T_Photo = 48*(ATMOSPHERE/690)  
T_Decomp = 25*(T_DEAD_ORGANIC/700)  
T_Death = 25*(TERRESTRIAL/450)  
M_Res = 5*(MARINE/7)  
M_Photo = 35*(ATMOSPHERE/690)  



http://cdiac.ornl.gov/





M_Decomp = 30*(M_DEAD_ORGANIC/3000)  
M_Death = 30*(MARINE/7)  
 


By running the STELLA model we found that the carbon in marine dead 
organic decreased, while the carbons in atmosphere, terrestrial biosphere, 
marine biosphere and terrestrial dead organic increased. However, the carbons 
in these reservoirs keep remains constant when the model reached the 
equilibrium state. The data in initial time step represent the carbons constant in 
1970. Result was shown in figure 4.  


 


 
Figure 3. A natural global carbon cycle model 


 


 
Figure 4. Carbon content in different reservoirs (Gt) 







 
 
 


2.2 Human Disruptions to Carbon Cycle 
 
A global carbon cycle with human disruptions is shown in figure. The equations 
are similar to the previous model, but a few modifications should be made to 
account for the fossil fuels and emission, which are shown in following:  
 
ATMOSPHERE(t) = ATMOSPHERE(t - dt) + (Terrestrial Respiration + Marine 
Respiration + Terrestrial Decomposition + Marine Decomposition + Emissions – 
Terrestrial Photosynthesis – Marine Photosynthesis) *dt 
 
FOSSIL_FUELS(t) = FOSSIL_FUELS(t - dt) + (- Emissions) *dt  
INIT FOSSIL_FUELS = 10000  
Emissions=5.5 (GT/Yr) 
 


After the fossil fuel and emissions were added to the STELLA model, we 
found that the model wasn’t able to reach an equilibrium state. Carbons in marine 
dead organic, atmosphere, terrestrial biosphere, marine biosphere and terrestrial 
dead organic tended to increase over time. This illustrated that human activities 
can disrupt the carbon cycle and destroy the equilibrium state in Earth system. 
Result was shown in figure 6.  


 
A comparison of carbons in the atmosphere with and without human 


disruption was show in figure 7. We can see if there is no emission from burning 
fossil fuel, carbon in atmosphere will increase for the first 150 year, and then 
keep constant around 708 Gt in the coming years because an equilibrium state is 
reached.  However, the carbon keeps increasing if there are fossil fuel emissions 
at the rate of 5.5 Gt/yr. In 300 years, the carbon in atmosphere will reach about 
1000 Gt.  
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Figure 5. A global carbon cycle model with fossil fuel emissions 


 


 
Figure 6. Carbon content in different reservoirs (Gt) 
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Figure 7. Atmospheric Carbon (Gt): (a) natural carbon cycle model, (b) carbon cycle 


model with fossil fuel emission   
 


3. Sensitivity Analysis 
 
As we can see from the model, there are a lot of factors which can affect the 
output and equilibrium state of the model. In this study, only three of the factors 
are selected to for sensitivity analysis: fossil fuel emission, terrestrial 
photosynthesis and marine photosynthesis. This will help us to understand how 







these factors will affect the carbon accumulation in atmosphere. Generally, an 
increase of emission will result in an increase of atmospheric carbon, while the 
increase of terrestrial photosynthesis and marine photosynthesis will follow by 
consequent decrease of atmospheric carbon. The effects of factor on the 
atmospheric carbon in year 2270 were show in table 1. It seemed that marine 
photosynthesis is the most sensitive factor, followed by emission and terrestrial 
photosynthesis. 
 
Table 1. Percentage change in atmospheric carbon in 2270 and coefficient of sensitivity 


(CS) resulting from adjustment of factors 
Factors Atmospheric carbon CS 


Emission (+-10%) +-3.0% 0.29 
Terrestrial photosynthesis (+-10%) -+2.5% 0.25 


Marine photosynthesis (+-10%) -+5.6% 0.56 
 
 
 
4. Scenarios Analysis 
 
Researchers called for reduction of global CO2 emission to decrease the effects 
of greenhouse and consequent global warming. Forth scenarios analyses were 
conducted in this study, which can provide helpful information for decision 
makers in terms of reduction of CO2 emission.   
 
Scenario 1 
The Kyoto Protocol, signed in November 1998, calls for an overall reduction of 
emissions of greenhouse gases. In the United States, the goal is to have 
emission levels ten years from now be 7 percent less than they were in 1990. 
Assuming that the emission rate is 5.5 Gt/yr during 1970 to 2000, and decreased 
to 5.1 Gt/yr by 2010 (figure 8), the effect of a seven percent reduction in fossil 
fuel emissions on the atmospheric carbon was illustrated in figure 9. The 
atmospheric carbon keeps rising and reaches about 983.7 Gt in 2270.  
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Figure 8. Total carbon emission by fossil fuel combustion 


 
Figure 9. Atmospheric carbon content in each year (Gt) 


 
Scenario 2  
Assuming that the emission rate is 5.5 Gt/yr during 1970 to 2000, and a 5% 
annual reduction is reached for each coming year (figure 10), the effect of the 
reduction in fossil fuel emissions on carbon accumulation in different reservoirs 
was illustrated in figure 11. We can see that the model reaches equilibrium and 
the carbons in reservoirs are constant after the year 2195. The change of 
atmospheric carbon is shown separately in figure 12. The atmospheric carbon in 
2270 is about 748.26 Gt. 
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Figure 10. Total carbon emission by fossil fuel combustion 


 
 


 
Figure 11. Carbon content in different reservoirs (Gt) 


 







 
Figure 12. Atmospheric carbon content in each year (Gt) 


 
Scenario 3 
Assuming that the emission rate is 5.5 Gt/yr during 1970 to 2000, and a 10% 
annual reduction is reached for each coming year (figure 13), the effect of the 
reduction in fossil fuel emissions on carbon accumulation in different reservoirs 
was illustrated in figure 14. We can see that the model reaches equilibrium and 
the carbons in reservoirs are constant after the year 2195. The change of 
atmospheric carbon is shown separately in figure 15.  The atmospheric carbon in 
2270 is about 740.54 Gt. 
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Figure 13. Total carbon emission by fossil fuel combustion 


 
 







 
Figure 14. Carbon content in different reservoirs (Gt) 


 
Figure 15. Atmospheric carbon content in each year (Gt) 


 
Scenario 4 
1) Assume that the emission rate is 5.5 Gt/yr during 1970 to 2000, and a 10% 
annual reduction is reached for each coming year (figure 13), and 2) assume that 
terrestrial and marine photosynthesis rates are increased by 10%.  We can see 
that the model reaches equilibrium and the carbons in reservoirs are constant 
after the year 2195 (figure 16).  The atmospheric carbon in 2270 is about 682.29 
Gt. An important finding is a decrease of atmospheric carbon was observed after 
2010, and the carbon in 2270 is about 685 Gt, which is close to its initial level in 
1970.  
 







 
Figure 16. Carbon content in different reservoirs (Gt) 


 
5. Discussion & Summary 
 
Although the geochemical processes of carbon cycle in Earth system are highly 
complex, the STELLA models in this study provide better understanding of 
carbon cycle. Without disruptions, the natural cycle of carbon tends to reach an 
equilibrium state over a time period. However, this equilibrium state has been 
destroyed by human activities, particularly the increasing fossil fuel emission 
since the Industry Revolution. Consequent CO2 accumulations in atmosphere 
and global warming have been reported by researcher in recent years. 
Therefore, CO2 emission reductions are called for by researchers.  
 


According to the scenario analysis, the CO2 in atmosphere will keep 
increasing even though the fossil fuel emission is reduced to a lower lever, which 
can be seen from scenario 1. The system is not able to restore to new 
equilibrium state unless the disruption stops. If we want to stop the current 
increasing accumulation of CO2 in atmosphere, the emission should be reduced 
closely to zero. However, even the zero emission is reached, the carbon 
concentration in the new equilibrium state is not able to restore to its previous 
level, but keep a certain higher lever, which is illustrated in scenarios 2 and 3. By 
controlling the emission and adjusting the photosynthesis rate at the same, new 
equilibrium is reached and the carbon concentration in atmosphere is able to 
restore to its initial value, which is the case in scenario 4.  


 
The results of the carbon models indicate that if we want to control the 


increasing CO2 in atmosphere and prevent the global warming, efforts should be 
taken through international cooperation to reduce the CO2 emission as much as 
possible. Meanwhile, other offset mechanism, such as photosynthesis, should be 







provided to lower down the level of CO2 concentration in the atmosphere. 
However, the geochemical processes in Earth system are much more complex 
than we can expect. For example, some research on the carbon budget in 
atmosphere showed that there is an imbalance of carbon mass and part of 
carbon is missing (Gifford, 1994), which indicates that our current understanding 
of carbon cycle is incomplete. Therefore, further research in global carbon cycle 
is highly required.  
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PROPOSAL FOR SIERRA NEVADA MONTANE MEADOW ASSESSMENT 
 


Ryan Lucas 
Graduate Student Researcher 


University of California, Merced 
 


Hypothesis 
Parameters defining a Sierra Nevada montane meadow—including surface area, 


depth, vegetation distribution, groundwater recharge/discharge rates, and presence or lack 
of cattle grazing—significantly impact the role montane meadows play in Sierra Nevada 
watersheds.  Large, deep meadows with low degradation act as storage reservoirs for near 
surface water. 


 
Background 


Montane meadows in the Sierra Nevada Mountains lie in gently sloping terrain.  
They are generally comprised of decomposed granite, fine sediment, and organic matter.  
The water table tends to be relatively shallow and fluctuates on a diurnal cycle due to 
evapotranspiration (ET) and snow melt processes (Wood 1975)—snow melt processes 
dominate the fluctuations at the onset of spring flow through early summer, ET 
dominates the fluctuations from mid-summer until the stream stops flowing or first 
snowfall.  Groundwater is recharged by snowmelt. Although meadows are often assumed 
to act as groundwater recharge points (Wood 1975), we have shown that meadows also 
act as a groundwater upwelling point—recharging the stream. 


Sierra Nevada montane meadows vary greatly in surface area, depth of sediment, 
and distribution of vegetation.  Meadow landscapes are found in both glaciated and non-
glaciated terrain.  Meadows act as both groundwater recharge and discharge locations.  In 
the National Forests of the Sierra Nevada are frequently used as pasture for cattle.  
Although historically grazed by cattle and sheep, meadows in Sequoia, Kings Canyon, 
and Yosemite National Parks are currently protected and not used for livestock grazing.  
(Wood 1975).  Meadows exist in near natural states and in varying degrees of 
degradation; due to land use changes, many meadows are deeply incised by the respective 
stream channels. 


In a previous study in Long Meadow, Sequoia National Park, a water balance was 
calculated for a 24 hour period.  The water balance was calculated by measuring 
incoming and outgoing stream flows and evapotranspiration (ET).  Stream flow was 
measured by utilizing salt dilutions.  Stream stage was measure with logging pressure 
transducers.  Stage and flow data were correlated to establish a rating curve.  ET was 
measure using a large geodesic dome as described by Garcia et al 2008 and Arnone and 
Obrist 2003.   
 
Workplan 


The project will be conducted in two stages: 1) GIS data gathering and analysis 
and 2) field deployments, data collection and analysis. 


GIS data gathering will consist of acquiring DEM, vegetation, and lithology 
layers for montane forests in the Sierra Nevada.  Individual National Forests in the Sierra 
Nevada, comprised of Eldorado, Inyo, Lassen, Sequoia, Sierra, Stanislaus, and Tahoe, 
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Toiyabe National Forests, will be targeted for data.  Additional agencies that may be 
contacted to obtain data are Sequoia/Kings Canyon and Yosemite National Parks.   


GIS layers will be analyzed for meadow size, percent of watershed, depth of 
sediment, lithology, vegetation distribution, location, degree degradation, and any other 
parameters that may become prevalent in the analysis process.  Results from GIS analysis 
will lead to the selection of 2-10 Sierra Nevada meadows for stage 2 of the project.  
Preference will be shown for meadows located in instrumented watersheds in order to 
compare meadow hydrology to the overall watershed hydrology. 


Stage 2 will involve intensive field work in meadows selected by the GIS analysis 
process.  Field work will involve collecting measurements for obtaining water balances 
for the selected meadows.  Surface water flows will be measured by utilizing pressure 
transducers for stream stage, conducting salt dilutions for flow measurements, and using 
the flow and stage data to establish rating curves.  ET will be measured using large 
chamber measurements.  ET measurements will be validated by calculating potential 
evapotranspiration (PET) using the Penman-Monteith equation.  Environmental 
parameters for the Penmen-Monteith equation will be measured by a mobile 
meteorolgical station and taken from literature.  Water balances for the selected meadows 
will be calculated 3-6 times in each meadow to account for seasonal variation. 


Water balance data will be used to compare variation from meadow to meadow 
and for significance of meadow hydrology in the overall hydrologic processes of Sierra 
watersheds.  Analysis of meadows will focus on the storage capacity for near surface 
water in the varying meadow landscapes. 







 


Montane Meadow Assessment Budget 
Existing Equipment, Instruments, and Data 


Description Quantity     
Met Station Tri Pod 30   
Rock Salt 1   
Handheld EC Meter 1   
GIS Data 1   


Additional Equipment and Instruments 
Description Quantity Unti Price Total 


WXT520 Weather Transmitter 1 $2,500  $2,500 
Kip and Zonen NR-Lite 1 $1,404  $1,404 
Plexiglass Dome 1 $500  $500 
Vaisala HM70 Hygrometer 1 $1,850  $1,850 
Fan 2 $40  $80 
Battery 1 $50  $50 
CR 1000 Data Logger 1 $1,382  $1,382 
10 W solar panel 1 $221  $221 
Battery w/ charge controller 1 $235.20  $235 
  equip subtotal $8,223 


Personnel 
Description Rate Hrs./Yrs. Total 


Co-Principal Investigator (hrs) $150 200 $30,000 
Staff (yrs) $46,000 0.5 $23,000 
  Labor Subtotal $53,000 


Food, Lodging, Travel 
Description Rate  Quntity Total 


Food/Lodging (/day/person) $150 150 $22,500 
Travel (miles) $0.505 10000 $5,050 
  FLT Subtotal $27,550 
 Overhead 0.52 $14,326 


  Total Cost $103,099 
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Changes in the Carbon Budget of a Sierran Meadow with Conifer Encroachment: An 


Impetus for Restoration?  


Kaitlin Lubetkin 


Nice Job, A 


 


During the past 150 years, woody species have been encroaching into a variety of semi-arid 


grassland ecosystems (e.g., Humphrey and Mehrhoff 1958; Archer 1989; Brown and Archer 1989; 


Higgins and Richardson 1998; Van Auken 2000). A number of factors have been implicated, 


including fire suppression (e.g., Van Auken and Bush 1997; Takoaka and Swanson 2008), grazing 


(e.g., Brown and Archer 1989; Shlesinger et al. 1990; Miller and Halpern 1998), climate change 


(e.g., Archer et al 1995; Miller and Halpern 1998; Bauer et al 2002), increased CO2 levels (Archer 


et al 1995; Bond and Midgley 2000), and other local factors such as rodent activity (e.g., Tilman 


1983; Berlow et al 2002). Among other grasslands, mountain meadows are experiencing woody 


species encroachment. In meadows, encroachment could be caused by any of the anthropogenic 


factors listed above, or could be the result of a natural succession process following the traditional 


series from lake to meadow to forest (Benedict 1982).  


Regardless of the cause of encroachment, the loss of mountain meadows means the loss of 


important ecosystem services that they provide. A careful examination of ecosystem services that 


are lost with woody encroachment would enable managers to better plan and monitor the 


effectiveness of restoration projects. Many ongoing restoration projects are currently attempting to 


remove woody encroachers and restore meadows to their original vegetation (ex. removal of 


lodgepole pine from Tuolumne Meadows, Yosemite National Park). While some meadows like 


Tuolumne Meadows are restored for the sake of the meadow alone, it is important to have specific 


objectives that restoration will accomplish. It is this that a study of how ecosystem services change 


as a meadow is encroached will provide. 


One ecosystem service provided by mountain meadows is carbon sequestration, which is 


becoming increasingly important in the face of ever rising CO2 levels. As yet, I know of no studies 


that have conclusively shown how a meadow’s carbon budget varies as it is encroached by woody 


species. Therefore, I propose to examine the carbon budget within subalpine meadows in the Sierra 


Nevada at different stages of conifer encroachment. 


An initial estimation was obtained using the following conceptual model and various values 


obtained from the literature. 
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The model was simplified to consider only “young” (<50 yr) and “old” (>50 yr) trees, and 3 


distinct stages of encroachment (uninvaded, transition, fully invaded). Estimates of annual 


productivity of meadow species were obtained from Stolhgren et al (1989), who calculated average 


annual productivity for several high-sierra meadows. Their results differed depending on the 


hydrologic regime, providing reasonable estimates for carbon uptake of meadow herbs at different 


stages of encroachment. Carbon fluxes of “young” versus “old” conifers were obtained from Law et 


al (2001). Unfortunately, these were for ponderosa pine rather than lodgepole pine. Soil respiration 


and litter decomposition rates were obtained from Griffiths et al (2005), who studied soil properties 


at various stages of conifer encroachment into meadows in the Pacific Northwest. Conifer 


Figure 1. Simplified conceptual model for calculating the carbon budget in a meadow at different stages of 


conifer encroachment. This model was used for a preliminary examination of the carbon budget, using values 


from the literature. 
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abundance was estimated based on age patterns found by Haugo and Halpern (2007), and meadow 


species abundance was set to vary inversely with conifer abundance. 


Based on these values from the literature, encroachment stage had a strong influence on the 


overall flux of carbon through the system (Figure 2a). In the early, uninvaded, stage the meadow 


was a net source of carbon, while in the final, fully invaded, stage it was a substantial carbon sink. 


This occurred because of the extremely low photosynthesis rates of the herbaceous meadow 


vegetation (Figure 2b). While respiration rates increased as the meadow became more heavily 


invaded, photosynthesis rates increased more dramatically making the overall flux negative (Figure 


2b). 


A 


B 


Figure 2. Net carbon flux through the meadow at different encroachment stages (A), and variations in 


photosynthesis, respiration, and overall flux (B) as the meadow becomes more heavily encroached. This 


initial model makes it appear that meadows are a net carbon source, and become a sink when encroached by woody 


species. 
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Initially, this model makes it appear that far from being beneficial in terms of carbon 


sequestration, meadow restoration would actually result in turning the meadow from a sink into a 


source. This does not hold with other studies, which have shown that mountain meadows are a net 


carbon sink (Kato et al 2004). However, this initial model was based on literature values from 


different systems measured using different techniques. In order to get a more accurate picture, it is 


imperative that we measure all fluxes within a single system.  


A chronosequence approach would be difficult, because similar meadows are often 


encroached synchronously (Takaoka and Swanson 2008). Instead, I plan to study the carbon budget 


at various points along a transect from the uninvaded interior of the meadow through the transition 


zone and into the mature forest surrounding the meadow. An appropriate meadow will be chosen 


using historical aerial photos to identify a meadow undergoing encroachment. I will specifically 


focus on a meadow experiencing lodgepole pine (Pinus contorta var murrayana) encroachment 


since lodgepole pine is one of the most common encroachers throughout the Sierra Nevada (Helms 


and Ratliff 1987; Eric Berlow, personal communication).  


In order to assess the carbon budget, carbon sinks into and out of the herbaceous meadow 


species versus conifers will be measured. This will include a measurement of photosynthesis and 


respiration rates for both herbaceous species and conifers, as well as measurements of soil 


respiration. Additionally, litter production and decomposition will be measured. 


This study should allow us to get a better understanding of the ecosystem C flux in 


meadows experiencing lodgepole pine encroachement. Hopefully, it will show that pristine, 


uninvaded meadows are a stronger carbon sink than are invaded meadows. This would provide an 


important impetus for managers to carry out/fund meadow restoration projects that target 


encroached meadows. This sort of focused restoration project would have clear goals, and clearly 


ieasurable parameters to be used for gauging its success.  
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Ecosystem Feedback to Climate Change in Boreal Forest 
Yaqiong Lu 


Project Goal 
   The worldwide’s respond response to the climate change includes the increasing sea level, 
diminishing of snow covered areas are has been  validated by both in-suit observation and remote 
sensing data. One of the most complex responses to climate change lies in ecosystems. Changes in 
climate may have a profound impact on terrestrial ecosystems worldwide. Climate conditions, 
including rainfall, seasonal water balance, the length of growing seasons and winter temperatures, 
can strongly influence plant and animal species (Prentice et al. 1992; Woodward et al. 1995). On 
the other hand, change of terrestrial ecosystem, such as shift of vegetation species, could affect 
climate from both biophysical and biochemical aspects. The albedo change due to land use and 
cover shift is a main factor considered in biophysical feedback. The biogeochemical feedback 
mainly focused on the ability of carbon storage in biomass and soil organic matter as increasing 
temperature. 


This proposed research addresses the boreal ecosystem feedback to climate 
change from biophysical and biogeochemical aspects. The warming allowed an expanding 
of suitable climate zone for forest growth to the northern area, which was previously covered by 
snow or glacier. Replacing of snow by forest could resulted a positive warming feedback by 
absorbing more solar energy as significant albedo diminish (Levis et al. 1999,2000). On the other 
hand, global warming could affect the ability of terrestrial ecosystems to process C through 
photosynthesis and respiration and store it in biomass and soil organic matter. Such climate 
induced changes in terrestrial C storage may affect the amount of CO2 in the atmosphere and, as a 
result, create a feedback effect on the climate. 
   The three interrelated goals of the proposed work are the following: 


1) To investigate the net effect under considering the biophysical and 
biogeochemical process together. 


2) To estimate the magnitude of the boreal ecosystem feedbacks. 
3) To determine over for what time scale the boreal ecosystem feedback could 


affect global climate. 
    
Project Objectives 


There are numerous gaps in our understanding of climate-ecosystem feedbacks, 
including the rate at which ecosystems respond to climate change, the magnitude of 
ecosystem responses to climate, the accuracy of estimates of ecosystem influence on 
climate, the way in which these elements are represented in dynamic models of the 
climate system. 
 Before tackling this suite of issues for boreal ecosystem, I simulated the boreal 


forest feedback to climate change using Stella Model (Fig.1). The model results 
showed that the forest covers have significant impact on regional climate. However, 
the Stella model can not well study biogeochemical process.   


With this study, I will estimate the relative importance of climate-ecosystem 
feedbacks to future predictions of climate change in boreal ecosystem, with a 
particular emphasis on native ecosystems and proposed afforestation scenario. I will 
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identify ecosystem types, such as boreal temperate forest, boreal deciduous forest, 
tundra, snow, and critical variables that have the largest leverage on 
climate-ecosystem interactions. To do this in a 1-year timeframe, I will make use of 
data products and models from previous projects and draw on the experience of 
researchers in this region.  


The research objectives of the proposed work are: 
1) To compile extant predictions of future ecosystem distributions based 


on (1) global future climate scenarios and a dynamic vegetation model, and (2) 
proposed options for terrestrial carbon sequestration; 


2) synthesize existing data regarding boreal ecosystem properties that impact 
ecosystem climate forcing (e.g., albedo, rooting depth, canopy height, 
photosynthetic parameters); 


3) To customize an existing regional climate model (1) to more closely reflect the 
character and distribution of boreal ecosystems and their influence on climate, 
and (2) to use near real time satellite observations of ecosystem properties (e.g., 
LAI). 


 
 


 
Figure 1. Stella Model of boreal forest feedback to climate change 


 
 


Scientific and Technical Issue 
Currently the most sophisticated global climate models (GCMs) have a very 


limited representation of ecosystem feedbacks (Torn and Harte 2006). One inherent 







challenge to accurate representation of ecosystem feedbacks in GCMs is that dramatic 
variation in ecosystem properties and behavior exists at very small spatial scales 
relative to the horizontal resolution of the typical GCM. Regional climate models are 
better able to capture this fine scale variation. Another kind of model, called a 
dynamic vegetation model (DVM), has been used to predict potential shifts in 
vegetation distribution, ecosystem productivity, and fire frequency. In this study, a 
land surface model coupled with dynamic vegetation model (LPJ) was incorporated in 
WRF to represent both the biophysical and biogeochemical process. 


Weather Research and Forecasting (WRF) modeling system is a multi-agency 
effort intended to provide a next-generation mesoscale forecast model and data 
assimilation system. The WRF model is designed to be a flexible, state-of-the-art, 
portable code that is efficient in a massively parallel computing environment 
(Skamarock et al, 2005). WRF mainly process the atmosphere movement, the 
precipitation formation and the energy and water transfer between the land surface 
and atmosphere. Lund-Potsdam- Jena dynamic global vegetation model (LPJ-DGVM) 
represent vegetation as spatially independent patches of plant functional types (PFTs). 
Each PFT is represented by an individual plant with the average biomass, crown area, 
height, and stem diameter (woody plants only) of the PFT population, by the number 
of individuals in the population, and by the fractional cover in the grid cell. The 
WRF-LPJ model has three timescales. Surface fluxes of energy, moisture, momentum, 
and CO2 occur at a 20-minute time-step, updating the hydrologic cycle and soil 
temperature every time-step. Carbon is accumulated annually and used to update PFT 
mass, density, and coverage once a year in response to establishment, resource 
competition, growth, mortality, and fire. Leaf area index is updated daily to a 
maximum value set by the annual vegetation dynamics. The model simulates global 
biogeography and biome-average net primary production that are consistent with 
observations (Bonan et al. 2003).  


The planned climate model experiments are summarized in Table 1.I plan model 
simulations under current climate with prescribed CO2 (375ppm) and vegetation 
distribution, and with future climate with dynamic CO2 and vegetation distribution 
calculated by LPJ. The variables differences from the two runs will be computed, and 
then these differences will be compared to determine how future climate change is 
impacted by dynamic future vegetation change. A horizontal resolution of 15-20km, 
constant topography, sufficient time for ‘spin-up’ of soil moisture, and sea surface 
temperatures and atmospheric conditions from global climate model output (historical 
and one future scenario from Community Climate System Model (CCSM) separated 
by ~100 years). Each experimental run will be ~20 years in duration to statistically 
quantify the effects of the vegetation changes on climate. 


 
 


Climate case CO2 Vegetation parameters 
Current climate 375 ppm Lawrence,2007 
Future climate dynamic dynamic 


Table 1. Proposed regional climate model experiment 
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The purpose of this thesis is to analyze both the historiographical and philosophical 


conceptions of determinism, and to examine the ways in which a more philosophically based 


characterization of the concept might be beneficial to the study of history. The concept of 


historical determinism has become bad word of sorts, and is often linked to the deep meaning 


interpretations of history championed by the likes of Hegel and Marx—interpretations of history 


that have to an extent fallen out of favor among mainstream historians. As a result, there is very 


little relevant debate pertaining to the topic of historical determinism today. Conversely, there is 


a great deal of philosophical discourse dealing with determinism. The vast amount of literature 


both for and against the notion of determinism has provided philosophers with a complex and 


sophisticated understanding of the subject. This thesis will ague that the application of a 


philosophical approach to the idea of determinism in history would be helpful in understanding 


the causal relationships that maintain a central role in historical analysis. 


 For the time being, we can think of causal determinism simply as the idea that if one 


possessed perfect knowledge of the state of the universe and the laws that govern it, one could 


predict with absolute certainty all future states of the universe. This is a highly simplified version 


of the determinist thesis, and we will see later on that such a characterization fails to tell the 


whole story. However, at this point in our discussion this simple conception of the thesis will 


provide a starting point which is more or less compatible with popular philosophical and 


historiographical conceptions of the term. Furthermore, a deterministic perspective can be 


understood as one in which an individual accepts the above thesis and therefore lives under the 


assumption that all events take place in a continuous causal network. This too will be elaborated 


upon further as we go on, but for the moment this description will be sufficient for our 


immediate concerns. 







 In The Landscape of History, John Lewis Gaddis briefly addresses the illusive topic of 


historical determinism. Gaddis defines the term as “the conviction that things could only have 


happened the way that they did” (140); he goes on to warn about the pitfalls of adopting such a 


perspective by stating that “Our responsibility as historians is as much to show that there were 


paths not taken as it is to explain the ones that were” (141). I take no issue with the latter point, 


indeed it fits quite nicely into a causal deterministic analysis of history, but Gaddis' 


characterization of determinism is oversimplified to the point of resembling fatalism, a 


superficially similar, but ultimately very different concept wherein ends are predetermined or 


otherwise fated regardless of the actions—be they causally situated actions or not—of any 


individual. It is this sort of misrepresentation of the concept that has led to a flawed and 


uncharitable understanding of a very complex subject. Ironically, it is also Gaddis who, in an 


earlier chapter of the very same text, gives a superb analysis of complex causal relationships in 


terms of historiographical analysis. 


 Understanding the complexities of causality is the first and most important step toward an 


understanding of determinism. In philosophy, the concept of causality and that of determinism 


are very much linked—hence the term causal determinism—but in historiographical analysis 


there seems to be a strange disconnect between the two ideas. It is necessary for historians to 


posses an intimate understanding of the nature of causal relationships in order to understand past 


events and to put them in context. If we are to analyze the paths not taken as Gaddis has 


suggested, should we not also attempt to situate such analysis within the causal network? In 


simpler terms, if the historian is to analyze what could have happened, it is also just as necessary 


for the historian to consider what need be different to allow for such a change. To assume that an 


event could have happened differently without considering the necessary changes in the causal 







context would be a shortsighted move on the part of the historian. 


 The disconnect between causality and determinism in historical analysis may be due in 


part to an association between the concept of determinism and the more fatalistic interpretations 


of history. Causal determinism has very little in common with Hegelian or Marxist 


interpretations of history, but it is relatively easy to mistake one for the other. This is a result of 


the closely related nature of determinism and fatalism. Although these two terms are easily 


confused, they are fundamentally different concepts. The Hegelian and Marxist interpretations of 


history relate to fatalism in that they are  wholly predictive, prescriptive, and attempt to find 


meaning in history; deterministic analysis does quite the opposite. Determinism is predictive 


only under the condition of perfect knowledge, non-prescriptive, and can be considered 


meaningful only in its attempts to find causal relationships in the context of history. 


 There is a particular danger in associating the idea of causal determinism with the 


philosophy of Hegel as his philosophy was in many ways a reaction against the idea that 


historical events were in any way determined (White 82). Although Marx incorporated Hegel's 


idea of change, his conception of history was also rooted in physical and social reality 


(Heilbroner 144). Regardless of the degree to which Marx attempted to incorporate cause into his 


theories, his conception of history, like Hegel's, had a definite, entirely prescribed, and ultimately 


fatalistic end in man's “struggle for his own humanity” (White 286). Both Hegel and Marx have 


in common theories which are wholly predictive in the absence of perfect knowledge. This 


complete knowledge of future outcomes based on imperfect knowledge of causal relationships 


goes against the idea of causal determinism wherein events are predictable only in the event that 


one possesses perfect knowledge of the universe and its laws. 


 As we have seen, the most immediate hazard of a deterministic perspective is the 







unfortunate ease with which causal determinism can be confused with fatalism. Although the two 


concepts are superficially similar, they are fundamentally different. Causal determinism is 


determined in the context of the causal system, fatalism is predetermined in relation to fate, 


destiny, or some other inevitable force which leads all events to some ultimate end. Causal 


determinism only relates to the system of cause and effect, each event determining the next. 


Assuming perfect knowledge of all laws of the universe, one could predict the outcome of an 


event based on events prior. If there were any change in the prior chain of causes, or if there was 


a change in the laws governing the universe, there would be a change in the outcome of events. 


In a fatalistic system the outcome is inevitable regardless of changes in the preceding events. 


 The difference between the quasi-fatalistic interpretations of history found in Hegelian, 


Marxist, or the various other interpretationalist conceptions of history and the deterministic 


perspective is not in the identification and emphasis of causes, rather it is in the interpretation 


and end result. Firstly, the deterministic approach differs from the interpretationalist in that the 


laws being dealt with are physical and valueless whereas the laws of the Hegelian and Marxist 


interpretation are respectively rational and social in nature and deal are very much tied to value 


judgments, especially in the case of the latter. Secondly, the ends of determinism are forever 


obscured in the absence of perfect knowledge whereas the ends of interpretationalism are largely 


prescribed despite a lack of knowledge pertaining to the specifics of the small-scale causal 


relationships involved in bringing them about. Interpretationalist “theories hypothesize large-


scale social forces, of which the individual people are but unwitting instruments in the pursuit of 


ends that they do not even recognize” (Rosenberg 117). Though this characterization may 


superficially resemble determinism in form, they are vastly different in many regards. Unlike 


interpretationalism, determinism deals with the causal network both on the small-scale as well as 







the large-scale. There is no guiding force, no theme, and no end of history for the determinist, at 


least not in the interpretationalist sense. There nearest thing to a guiding force in determinism are 


physical laws, the nearest thing to an end of history is the end of  conscious experience. 


 Like any other science, history is intricately linked to the causal sequence of events. If 


one is to understand history they must also understand causality. It would be much more 


beneficial for the historian to understand determinism in the context of causality rather than in 


fatalistic terms. The understanding of complex causal relationships necessary for a chartable 


interpretation of determinism is already present in the methodology of history, the problem 


relates more to nomenclature than anything else. As long as historians understand determinism in 


fatalistic terms, they run the risk of overlooking the importance of analyzing causal relationships. 


Causality is central to human understanding, and without understanding of the present adequate 


understanding of the future can hardly be expected, without contributing to the understanding of 


the present or the future, history becomes little more than the retelling of past events for the sake 


of the narrative. If history is to continue proving its merit as a social science, it must consist of 


more than a collection of interesting stories. 


 More than merely cleaning up the language of history, a determinist perspective would 


help to introduce a greater degree of objectivity into the discipline. By analyzing history in terms 


of cause and effect rather than in the context of a series of equally possible alternatives, 


historians would be better able to describe their subject matter in objective terms. It is important 


to note that a deterministic perspective does not outright eliminate the concept of agency from 


the analysis, rather it interprets choice in different terms. An agent can be seen as making a 


choice in terms of determinism, but cannot be seen as having a choice in the choice made. For 


example, in a deterministic system I may choose to eat a turkey sandwich rather than a ham 







sandwich, but in the context of the causal system, ham was never really and option. Thus an 


agent may make a choice for various reasons which can be explained in causal terms, but any 


sense of having a choice is a phenomenon of conscious experience. Such an understanding of 


agency in limited terms can be considered a form of soft determinism. A deterministic 


interpretation of history that failed to account for agency in any respect would be an example of 


hard determinism. As agency is a central concept to historical analysis, a soft deterministic 


perspective would obviously be a more appropriate application to the discipline. 


 So if we are to assume that the concept of causal determinism is largely misrepresented in 


a historiographical context, what then is the proper conception? For the answer we need look no 


further than philosophy. In the simplest terms determinism is the theory that in the current state 


of the universe only one outcome is possible. The subtle difference between determinism and 


fatalism relates to where one puts the emphasis in this description. The determinist is concerned 


with the current state of the universe—if the state of things were different, the outcome would be 


different. The fatalist is concerned with the outcome which will remain constant regardless of 


any changes in the state of things. As the determinist is oblivious to the outcome in the absence 


of perfect knowledge, all one can do is observe past states and attempt to define causal 


relationships with which to predict future outcomes. For the determinist it is the causal process 


that is worthy of analysis much more than the predicted outcome. 


 Among the most well stated characterizations of causal determinism is that of Ernest 


Nagel who explains that: 


It is evident that if a deterministic  system is in a definite state at a given time, the 


occurrence of that state at that time is determined—in the sense that the necessary 


and sufficient condition for the occurrence of that state at that time is that the 







system was in a certain state at a certain previous time. Moreover, if a variable of 


the system has a certain value at a given time, that value can be said to be  


determined by the state of the system at any prior time—that is to say, the 


necessary and sufficient condition for that variable of the system having that value 


at that time is that the system was in some definite state at some prior time (191). 


Although Nagel gives a very technical account of determinism, it is immediately evident that he 


makes no mention of future states, instead opting to characterize the system in terms of present 


and past states. This is not a mistake on Nagel's part, rather his definition of determinism 


emphasizes the fact that, in the absence of perfect knowledge, one can only guess as to future 


states based on observation of present and past states. Thought Negel's account may not come 


across as immediately accessible, the concept is deceptively familiar. E. H. Carr quite clearly 


illustrates this familiarity in his analysis of the human personality, which he claims “is based on 


the assumption that events have causes, and that enough of these causes are ascertainable to build 


up in the human mind a pattern of past and present sufficiently coherent to serve as a guide to 


action” (122). It is indeed difficult to imagine a world in which one's actions had no predictable 


consequence or past experience held no significance in one's decision making process. If it is 


difficult to imagine a present wherein causation holds no bearing, can the past effectively be 


considered devoid of causal relationships? For the determinist, the answer is a resounding no. 


 I contend that the adoption of a deterministic perspective in line with a philosophical 


understanding of the concept would be advantageous to the analysis of history. Such a 


perspective would be beneficial to understanding the causal relationships between past events, 


and would demand a more rigorous analysis of what why events happened the way they did. 


Furthermore, any theories utilizing a counterfactual basis would be required to explain what 







would have needed to be different in order to allow for such an unfolding of events to occur. It is 


not enough to examine what other choices could have been made by a historical agent, one must 


also examine why such choices were not made in the context of the causal system. Most 


importantly, it is only fitting that if the concept of determinism is going to be referenced in the 


context of any discipline, it should be done so with a fair degree of understanding. 


 Although there are many benefits to applying a philosophical understanding of causal 


determinism to historiographical analysis, there are also many pitfalls wherein there is room for 


further misunderstanding. We have already addressed the issue of fatalism in some detail, but 


there is also the danger of nihilism or in finding meaning where there is none. As we have seen, 


it is very easy for the theory of determinism to be identified with concepts with which it is not 


wholly linked. Just as there is a danger in oversimplifying determinism in history, there is also a 


danger in extending the implications of such a perspective beyond what is beneficial to the 


discipline. Ultimately, the potential hazards are far outweighed by the benefits of adopting the 


determinist approach to historiography, but it is critical that the pitfalls are addressed in detail; 


there is no benefit in substituting one oversimplification for another. 


 Nihilism, or the rejection of the idea that there is any meaning or value in human 


existence, is also an idea that should not be associated with determinism. The belief all events 


exist in a causal network that is ultimately determined does not entail a rejection of the value of 


the human experience. In the event that determinism is a correct assessment of the nature of the 


universe, what has changed? The answer is, of course, nothing. Determinism is not an explicit 


rejection of agency, ethics, or subjectivity; it is only a perspective. It is merely the notion that 


things happened the way the did for a reason—not some grand predetermined, fateful, or 


preordained reason—but because all events can be situated in a dynamic system of causes and 







effects. Being aware of the causes of an event does not render said event valueless, but it does 


change how it is perceived. It is in this manner that cause and meaning are related, but the former 


is not a negation of the latter. 


 In discussing causation, historical understanding, and nihilism, it seems appropriate to 


briefly address the contributions of that most infamous of philosophers: Friedrich Nietzsche. 


Unlike Hegel or Marx, Nietzsche did not try to interpret history in fatalistic terms, nor did he 


attempt to characterize it in the context of causal determinism; his “purpose was to destroy belief 


in a historical past from which men might learn any single, substantial truth” (White 332). Of 


course, Nietzsche's views run counter to the idea that there is anything to be learned from history, 


be it entirely factual or merely interpretive. However, it is difficult to take seriously Nietzsche's 


nihilistic interpretation of history in that it suggests not only that nothing could be learned from 


the study of history, but also that nothing can be gained through the study of natural science nor 


from human experience in any respect. Not only does Nietzsche's philosophy go against the most 


basic tenets of causal determinism, it also attempts to undermine historical analysis, therefore we 


can safely conclude that neither Nietzsche nor nihilism in general is a particularly effective 


counter to the incorporation of causal determinism in historical analysis, unless one is 


simultaneously willing to deny the validity of historical analysis in any form. 


 Conversely, one must not overcompensate for nihilism by attempting to impose meaning 


were there is none. In a deterministic system there is not deep meaning in the Hegelian or 


Marxist sense; indeed, there is no intrinsic meaning in the causal chain at all. The only guiding 


powers in the causal system are the laws which regulate it. It is through an objective 


understanding of these laws that a subjective meaning can be derived. Of course, the more 


objectively grounded the subjective analysis, the more universally convincing the meaning is 







likely to be. Ultimately, meaning is based on prediction, prediction on analysis, and analysis on 


observation. Just as one should not abandon all meaning as a result of causal analysis, one cannot 


impose meaning on the causal system as meaning is ultimately subjective. The determinist 


historian must simultaneously resist nihilism on one end, and the imposition of deep meanings 


on the other. 


 Gaddis, in response to Carr, contends that  “History is either predetermined or it isn't; and 


if it isn't then surely some parts of it could have happened in some other way” (101). However, 


as Nagel has pointed out, “the assumption that a system is deterministic does not entail that the 


the states of the system are predictable” (191). In order to avoid the pitfall of fatalism, one must 


understand the subtle but significant distinction between a predetermined state and a causally 


determined one. The idea that events are predetermined assumes that a given event is ultimately 


inevitable as it has been preordained or otherwise fated. To claim that an event is causally 


determined is merely to say that it happened according to causal relationships which we are to 


some extent ignorant of. If, and only if, one possessed complete and perfect knowledge of the 


current state of the universe, all past states of the universe, and all of the laws that govern the 


universe would it even be conceivable that one could predict with certainty a future event. Even 


with such knowledge, there is still the inescapable distinction between fate, which deals with an 


inevitable future state, and cause, which deals with a past state as it relates to an effect. 


 As Gaddis has argued, the historian must examine what happened as well as what could 


have happened, but I have argued that in order to do this one must also consider what must have 


been different in the causal system in order for such an option to have been available. Our 


analysis of the path not taken can be broken down into three fundamental questions: What did 


happen? What could have happened? And what needed to have been different in order to allow 







for a counterfactual sequence of events? It is the role of the historian to answer each of these 


three questions, and I contend that these three questions can be answered best through a 


deterministic analysis of the causal network. As we analyze the role of causal determinism in 


each of these three questions, the importance of such a perspective will become increasingly 


evident. However, in all three cases an understanding of causality is key. 


 The question of what could have happened otherwise is central to the historian. Without a 


sense of what could or should have happened, the historian would be severely limited in their 


ability to draw comparisons between past events and current ones. It is this ability to relate the 


past to the present that is a primary justification for the study of history. It is in this manner that 


historians look to the past in order to understand the present and perhaps even better the future. 


Although such counterfactual thought experiments about what could have been the case are 


irrelevant from a fatalist perspective, the very assumption that if historical agents had acted in a 


counterfactual manner, events would have unfolded differently serves to reinforce the idea of 


causality. Determinism, unlike fatalism, does not contradict such causal relationships, rather it is 


the direct link between cause and effect on which causal determinism is based. Counterfactual 


analysis such as this is not only compatible with determinism, it supports the interpretation of 


causality in which it is grounded. 


 Gaddis provides a particularly effective defense of the use of counterfactual analysis in 


historical inquiry: “Because not all sources survive, because not everything gets recorded in the 


sources in the first place, because even if they were reliable no participant would have witnessed 


all of an event from all possible angles, we can never get the full story of what actually 


happened” (103). Although Gaddis has oversimplified causal determinism, his analysis of the 


nature of counterfactual analysis is entirely valid. I have argued that an adoption of a 







deterministic perspective would be beneficial to counterfactual analysis, as well as the analysis 


of history overall. Gaddis' work has to this point been presented in contrast to a deterministic 


approach to history, but on the subject on counterfactuals Gaddis himself seems to have 


unwittingly adopted a position fully in line with that of the proponents of determinism. 


 The value of counterfactuals in history is that “Counterfactual reasoning can help to 


establish chains of causation” (Gaddis 102), but is it possible to establish chains of causation 


without perfect knowledge? Of course, the answer is no, at least not in absolute terms. However, 


absolute knowledge of a deterministic system is never attained even in the small-scale controlled 


experimental environments of the natural sciences. Therefore, in history, as with our everyday 


experiences, we must fill in the blanks with our limited knowledge of causal relationships. 


Determinism is not, as is commonly believed, concerned with what will inevitably happen—this 


can never be known for sure—rather the determinist perspective focuses on why things are the 


way they are in the context of the way things were. This sort of analysis is meant to provide 


understanding in a manner similar to the way one can typically predict the manner in which a 


close friend will react to a situation more accurately than those of a complete stranger. 


 Few people can predict with much certainty precisely how they would act in a given 


situation, much less a complete stranger. The subjects which the historian deals with are 


strangers of time and space, culture and convention; furthermore, the subjects of historical 


inquiry are only partially revealed under the best of circumstances. Gaddis reminds us that 


“None of this means, though, that we lack a basis for determining causes in history: it only 


means that our basis is a provisional one” (103); here, Gaddis touches on an important aspect of 


the deterministic perspective. Determinism has a dual meaning of sorts: On the one hand 


consequences are determined by their antecedents; on the other, the agent of inquiry must 







determine the relevance of the causes in a very imperfect manner using very imperfect 


knowledge. We can contrast this later point with the idea that the relevance of events is in their 


being predetermined by the system itself. The causal system only that: a system. It is not self-


aware, it lacks an agenda, it is merely a series of causal relationships—the system has no plan, no 


ultimate goal, no overarching theme—it is only a pattern to be investigated by those that are self-


aware. Gaddis repeatedly makes the mistake of confusing determinism and predeterminism. His 


theory supports the former and denies the latter, but he has confused the language of the terms to 


the point of using them interchangeably. 


 Although a deterministic perspective might not seem immediately necessary to 


understanding what has happened, causality is central to the understanding of a past event. In 


order to understand any event, one must have some understanding of the relationship between 


cause and effect. They must have some conception of how things became the way they were in 


order to understand why they are not what they are not. If I open my refrigerator to find every 


egg broken, I must at the very least have some idea that something has made them thus. If we 


look at an event in the past, something must allow us to conclude that things have changed, that 


an event has occurred, and that the state of things beforehand is different than after. It is in this 


context that we observe, or at least infer causality. If eggs were broken something had to have 


caused the change, determinism situates these changes in a complex system of causes and 


effects. However, the determinist does not claim certain knowledge without precise 


understanding of the causal relationships. 


 It is not enough to merely assume that an event could have happened differently and 


analyze the effects of such a counterfactual state of affairs. The historian must delve deeper and 


address what would have needed to happen differently in order for the counterfactual event to 







occur. One should not start simply by assuming that a historical agent could have simply chosen 


to act in a different manner than they in fact did, but give a proper analysis of the events that 


prompted the agent to take such action, and provide a counterfactual explanation for why things 


might not have happened the way they ultimately did. Historians should not merely dream up 


counterfactual situations for the sake of having them, rather they should base such exercises in a 


strong understanding of the manner in which the event did play out. From the deterministic 


perspective, events in history happened the way they did because given their situation in the 


system of causes and effects, it is the only way they could. 


 In The Landscape of History, Gaddis claims that “three sets of distinctions that have to be 


made in connecting causes with consequences: one between the immediate, the intermediate, and 


the distant; a second between the exceptional and the general; and a third between the factual and 


the counterfactual” (95). We have already dealt with the relevance of counterfactual analysis in 


some detail, so our focus now is on the first two distinctions. These distinctions deal with the 


relevance of causes to the event being analyzed. The first of these deals with the relevance of the 


causes through time, while the second deals with the sufficiency of causes. Understanding the 


different types of causes is critical to a deterministic interpretation of historical analysis. Even 


the determinist will concede that some causes are less relevant to the analysis of a particular 


event than other more immediate causes. The importance of adopting a deterministic perspective 


is that, although one can overlook the less relevant causes in the context of their analysis, the fact 


that the relevant causes exist in a complex causal network cannot justifiably be overlooked. 


 While taking into account the relevance of causes is central to the role of the historian, 


understanding the conditions of the time and place in question is also crucial. Unfortunately, the 


historian must reconstruct such conditions using whatever limited information is available. 







Considering the difficulty involved in understanding the historical scene in any detail, it is 


understandably difficult to provide in-depth analysis of the antecedents. This is where the 


attempt to establish general laws becomes key, but as Nagel points out “even if we knew all the 


relevant laws pertaining to the traits of an event under study, we are rarely if ever in the position 


in historical investigations to specify more than a fraction of the initial conditions for the 


application of those laws. Because of our ignorance of many if not of most of these initial data, 


we can therefore state only some of the necessary conditions for historical occurrences” (198). 


Of course, only identifying some of the necessary conditions leaves the historian with very little 


to work with in attempting to recreate the causal network; this is why it the consideration of less 


immediate causes becomes important in establishing patterns upon which to base general laws. A 


deterministic perspective does not rule out the importance of distant or intermediate causes 


solely on the grounds that they are not immediately relevant to the analysis as such causes in 


addition to the established necessary conditions can provide a greater degree of understanding 


than the established necessary conditions alone. 


 Although the determinist would contend that any historical event exists within a network 


of causal events which can be thought of as a continuous system consisting of chains of causal 


relationships, the historian must decide at what point the chain must be broken in order to have 


some starting point for analysis. I have argued the importance of not ignoring the causal system 


in historical analysis, but it would seem that the endless nature of causal relationships would 


force historians to  trace the chain of causal relationships all the way back to the beginning of the 


universe. Nagel  has shown this infinite regression of causal analysis to be unnecessary as “an 


explanation can be completely satisfactory, even though in offering it we are assuming 


something which has not in turn been explained” (196). So it is safe for the historian, even the 







deterministically minded one, to determine for themselves at which point in the never ending 


chain of cause and effect that the causal relationships no longer  have a direct and meaningful 


relevance to their area of interest. However, the determinist historian must not fail to realize that 


such distant and seemingly less relevant events may indeed have previously unforeseen 


significance to their investigation. This is the subtle distinction between the determinist historian 


and the non-determinist historian. 


 In Guns, Germs, and Steel: The Fates of Human Societies, Jared Diamond put an 


emphasis “on the search for ultimate explanations, and on pushing back the chain of historical 


causation as far as possible” (9). Despite the reference to fate in the books title, Diamond 


manages to construct a conception of world history that puts causal relationships at the forefront 


of inquiry. Although Diamond, like Gaddis, explains causal relationships in the context of a 


chain of events, what he ultimately provides the reader with is a complex causal network wherein 


explanations are provided in far reaching, general, and causally sound terms. In essence, he 


provides a deterministic analysis of world history. Diamond's success is a result of his 


unwillingness to oversimplify the causes. Perhaps Diamond is more willing than many historians 


are to dive deep into the the causal network—far beyond the traditional bounds of historical 


analysis—to ground his observations in a naturalistic foundation, but it is not how far back in 


human history he is willing to go that is of importance to our discussion, it is how effectively he 


stays on the track of deterministic causal analysis. 


 The perspective which a satisfactory understanding of determinism provides is not a 


radically different from the current system. Diamond's work represents only the most extreme 


case of such a perspective. The deterministic perspective is not meant to convert the methods of 


historians to those of physicists, rather it is meant to remind them of the nature of the system in 







which the events they are studying take place. Whether historians concern themselves with a 


highly specific case or a broad general theory is a matter of preference, and both hold merit 


assuming that both areas of study are firmly grounded in causal analysis. Furthermore, the 


adoption of such a perspective is not meant to remove value judgments from the analysis, the 


deterministic perspective is merely intended to “develop a self-awareness and self criticism with 


respect to all kinds of particular value considerations” (Markovic 292). The deterministic 


perspective does not seek to remove the human aspect from the study of history, rather such a 


perspective attempts to balance the human element with the factual, interpretive value with 


causal objectivity. 


 Given the requisite knowledge, nothing is beyond deterministic analysis. Therefore, 


unless a controlled environment wherein a part of the causal system can be examined 


independently of influence of the unknown and potentially unknowable parts of the system, the 


interests of the determinist researcher are necessarily multidisciplinary in nature. Perhaps in the 


laboratory a deterministic approach can be applied to a controlled experiment, but historians, as 


well as most other social scientists, lack this luxury. Despite the lack of controlled observation 


“Historians are in the main habitually interested in accounting for the occurrence of only a 


somewhat limited class of traits; and they normally also seek to explain them in terms of a 


comparably restricted set of traits characterizing events” (Nagel 201). This does not go against 


the determinist perspective, in fact analysis of a select class of variable can be useful in 


determining causal relationships on a small scale. However, the determinist historian must, at the 


very least, be mindful of the notion that the small-scale analysis fits into a larger causal network 


with which the generalizations must also be compatible, but large-scale generalizations must not 


be forced on the small-scale system if they are incompatible. In this case the large-scale 







generalization must be updated to take into account the small-scale analysis. 


 Historical causation is a complex subject, and numerous works have dealt with the 


concept in great depth and detail. In the context of our interests it would be advantageous to 


address causality in the simplest terms possible for the sake of both accessibility and brevity. A 


particularly simple account of historical causality is given by Frederick J. Teggart in Theory and 


Process in History: 


'Cause' is conceived as an activity which operates to produce an 'effect'. To the 


Historian cause means the existence of will or activity on the part of some person 


or persons. Now historical investigation yields only isolated facts, and for the 


purposes of historiography these must be connected. The assumption is that the 


facts ascertained constitute a series of such an order that between any two of its 


members other series of inferred happenings may be interpolated (70). 


Although this account of historical causality is sufficiently brief as well as accessible, there are a 


couple of points which require discussion. Firstly, we must address the manner in which the idea 


of the will is conceptualized from the deterministic perspective. In referring to the will, the 


determinist is not referring to a power of conscious beings to exercise influence over or 


otherwise manipulate the causal environment in which they exist, rather it refers to the self-


aware manner in which conscious beings are an active part of the causal network. In essence, the 


will refers not to a power over the causal system, rather it is that conscious attribute that allows 


the being to be aware of the system in which they are a part. Secondly, as the determinist sees all 


factors as variables in a dynamic causal system, the determinist historian may very well be 


obliged to take into account those pieces of the causal puzzle that are not directly related to the 


activity of a historical agent. Although the focus of historical inquiry is on the human activity, 







non-human aspects of the broader deterministic system should not be overlooked simply because 


they do not pertain directly to traditional limits of historical analysis. Diamond's work 


exemplifies this multidisciplinary underpinning of deterministic historical analysis. 


 The role of generalization in history is central to our discussion of determinism, and is 


worth exploring in some detail. Historical generalization suggests that one has the capacity to 


observe and define general laws which can be used to explain historical events and, presumably, 


to predict with some degree of certainty future events. Carl G. Hempel gives a particularly useful 


description of the relationship between explanation, prediction, and determinism: “While in the 


case of an explanation, the final event is known to have happened, and its determining conditions 


have to be sought, the situation is reversed in the case of a prediction: here the initial conditions 


are given, and their 'effect'—which, in the typical case, has not yet taken place—is to be 


determined” (234). In the case of both explanation and prediction, as with determinism, there is 


always some aspect of the relationship that is known, and some aspect that is unknown. Contrary 


to the popular misinterpretation of determinism, events cannot be predicted with absolute 


certainty unless one possesses perfect knowledge. Furthermore, as historians lack perfect 


knowledge of past events for various reasons which we have already discussed in detail, past 


events cannot even be explained with absolute certainty in the absence of perfect knowledge. 


Deterministic historical investigation, as it is firmly grounded in causal analysis, would provide a 


fuller understanding of causal relationships which in turn would provide better explanation. 


Better explanation of past events would provide better generalizations with which to make more 


accurate, though imperfect, predictions. 


 The confusion between the idea that events are determined and the idea that events can be 


predicted is common not only in historiographical conceptions of determinism but also in 







popular philosophical characterizations of the term. Although the two terms are undoubtedly 


related, they are far from synonymous. Among the most detailed arguments against this common 


misconception of the two terms is Nagel who, in Determinism in History, not only gives a 


fantastic account of the relevance of determinism to historical analysis, but addresses many of 


the misconceptions about determinism as a theory in general. His analysis of unpredictability is 


as follows: 


In one sense, an event is unpredictable if, because of the state of our knowledge 


and our technology at a given time, the event cannot be foretold at all, or only 


with some degree of precision. In the second sense of the word, an event is 


theoretically unpredictable if the assumption that its occurrence can be calculated 


in advance, whether at all or with unlimited precision, is incompatible with some 


accepted theory of science. In neither of these senses, however, is 'unpredictable' 


synonymous with 'undetermined' (196). 


Taking into account our discussion of the necessity of perfect knowledge to prediction in 


determinism, it should be immediately clear why it is that predictability and determinism are not 


synonymous in Negel's first sense. The distinction of Nagel's second sense of the term may be 


somewhat more difficult to understand. The concept of theoretical unpredictability as it relates to 


determinism is tied to one of the more convincing arguments against the idea of causal 


determinism: the idea that causal determinism is in many ways refuted by quantum mechanics. 


 Quantum mechanics is much too technical a subject to be described in great detail here, 


but it is nonetheless a vital consideration when discussing possible arguments against 


determinism, or more specific to our immediate aims, in discussing distinctions between 


prediction and determinism. The most obvious response to the problems raised by quantum 







mechanics is that raised by Nagel himself, who argued that “even though quantum theory places 


an upper bound on the precision with which subatomic processes are predictable, it surely is not 


nonsense to hold, as Planck, Einstein, and De Broglie have in fact held whether correctly or 


mistakenly, that an alternative theory may eventually be constructed which will not impose such 


theoretical limits on precise predictions in that domain” (197). Doubtless that there are countless 


opponents of determinism who are entirely unconvinced by this appeal to an as of yet unproven 


overarching deterministic theory of quantum mechanics, I will present another response to the 


problem of reconciling quantum probability and determinism.  


 If one is willing to accept that the sense in which events can be predicted, even with 


perfect knowledge, is potentially probabilistic in nature, then events may be determined by their 


causes in probabilistic terms. Regardless of whether or not effects can be predicted in absolute or 


probabilistic terms, there are still causes. In this case the causal chain exists only in the context 


of past events, and future events could only be assigned an accurate probability of occurring even 


with perfect knowledge, but as human beings do not, and likely will never posses such 


knowledge, is this probabilistic determinism significantly different from absolute determinism 


from the perspective of human understanding? I believe the answer is no, but admittedly we have 


entered the realm of speculation, but the speculative nature of this position can be compensated 


for in some degree by grounding it pragmatically. In practice, the assumption that causal 


relationships cannot be determined with any degree of certainty would not be productive in the 


context of either a probabilistic or absolute deterministic system as such a perspective would fail 


to assign any value to the observation of causal relationships that may be useful in developing a 


better understanding of such a system. Even in a universe where such no such system existed, 


despite the fact that the perspective that there was no causal relationships probabilistic or 







otherwise would be correct, it would do nothing to improve understanding as events would be 


neither probabilistic nor absolutely causally linked in nature and any sense of understanding 


would merely be an illusion of the mind in an essentially random universe. In the event that our 


universe is determined only in probabilistic terms as those who appeal to the current 


understanding of quantum theory would suggest, a strictly deterministic approach would be 


forced to adapt any general laws until all probabilistic occurrences which took place prior to the 


present were accounted for. Of course, these deterministic theories would ultimately be wrong, 


but they would likely become more reflective of the probabilistic nature of the universe as time 


went on and the theories were continually updated. In the event that there does exist some 


overarching laws which determine even what we currently perceive to be probabilistic quantum 


mechanics, holding a probabilistic view of the universe would lengthen and complicate the 


process of zeroing in on such laws. Simply put, adopting a entirely non-deterministic view is not 


beneficial in any of the three worlds which I have described, a probabilistic deterministic 


perspective is highly beneficial in one whilst being mildly beneficial in another, and a strictly 


deterministic perspective is beneficial in two of the three possible worlds. From this perspective 


it seems clear that a deterministic model of either form is preferable to none at all and, assuming 


my account is convincing, the strictly deterministic perspective is at least mildly preferable to the 


probabilistic one. 


 In discussing the closely related concepts of explanation, generalization, and law, it is 


important to distinguish as clearly as possible between the implications of each. As these ideas so 


nearly resemble each other in form, it is much to easy to confuse one for another, especially in 


the context of deterministic analysis wherein any explanation can be—assuming perfect 


knowledge—explained in terms of general laws. Furthermore, the explanations provided by 







historians are typically not empirical in nature, therefore it becomes necessary to distinguish 


further between empirically based general laws and the non-empirical explanations provided by 


historical analysis, even assuming that such analysis is deterministic in nature. The subtle 


distinction between rational explanation and general law is perhaps mapped out best by William 


Dray: 


If y is a good reason for A to do x, then y would be a good reason for anyone 


sufficiently like A to do x under sufficiently similar circumstances. But this 


universality of reasons is unlike the generality of an empirically validated law in a 


way which makes it especially hazardous to say that by giving a rational 


explanation, an historian commits himself to the truth of a corresponding law. For 


if a negative instance is found for a general empirical law, the law itself must be 


modified or rejected, since it states that people do behave in a certain way under 


certain circumstances. But if a negative instance is found for the sort of general 


statement which might be extracted out of a rational explanation, the latter would 


not necessarily be falsified (132). 


Although the determinist believes that all events can ultimately be described in terms of general 


laws of an empirical nature, the best they can hope to provide in the absence of perfect 


knowledge or controlled conditions is general statements of a rational nature. The benefit of a 


deterministic perspective over a non-deterministic perspective is that the former assumes that 


empirical laws are possible, therefore rational explanations should be constantly challenged and 


updated in order to move closer to the empirical ideal. In the absence of such general empirical 


laws, it is necessary to base historical explanation on imperfect rational generalizations in order 


to understand the causal system in any capacity. Of course, a distinction must be made between 







the deterministic perspective wherein general explanations are a temporary stand-in for empirical 


laws, and that which assumes no such laws exist. 


 As we have already discussed at great length, at best determinism allows for accurate 


prediction only in the context of perfect knowledge. Furthermore, in the absence of perfect 


knowledge, a precise understanding of the past is equally impossible. However, in everyday life 


human beings make countless decisions—setting aside for the moment the question of to what 


degree these decisions are determined causally—pertaining to their futures, with presumably 


much less than perfect knowledge. It seems safe to assume that the average human being, lacking 


though they may be in perfect knowledge of all the laws of the universe, is effective enough at 


making predictions based on a limited knowledge of causal relationships. Nagel gives one of the 


most well stated descriptions of the role of folk-determinism in human understanding: 


It would be just silly to maintain that the whole of the human future is predictable 


by us, or that our present information suffices for retrodicting every element in the 


human past. But it would also be absurd to hold that we are completely 


incompetent to do any of these things with reasonable assurance of being correct. 


It is banal to note that our personal relations with other men, our political 


arrangements and social institutions, our transportation schedules, and our 


administration of justice, could not be what they are, unless fairly sate inferences 


were possible about the human past and future (197). 


The study of History, with its focus often on specific, though far from causally isolated events, is 


no less deeply rooted in a causal framework that can often times be overlooked. This is not 


necessarily due to ignorance on the part of the historian, rather it is as much a result of being all 


too familiar with the specifics of their research. There is as much a danger both in becoming too 







focused on too small a section of the causal system as there is in overlooking the specifics of the 


causal relationships, if not more of a danger. Although broad rational generalizations and general 


laws are far from being the same, generalizations often form a basis for new laws, but this can 


only be done if specific situations are taken into account. However, too much emphasis on a 


specific event, area, individual, or object fails to take the vast majority of the system as a whole 


into account. This also applies to counterfactual analysis which, as we have seen from earlier 


discussion, is critical to historical inquiry. 


  If events could not have played out differently as a result of their being 


determined by their causes, why conduct counterfactual analysis at all? The answer is relatively 


simple: Counterfactual analysis allows the historian to apply the events of a former time to those 


of today. Of course, the causal context for any two events are likely to be vastly different, but the 


historian cannot help but examine what might had happened if they knew then what we know 


now. The historian analyzes what could have happened differently then in order to know what 


should happen now. Our understanding of the world around us is grounded in our observations of 


causal relationships around us. When I see the ball bounce, I am prompted to believe that it will 


bounce again. If the ball does indeed bounce my expectations are fulfilled, if it does not my 


expectations are frustrated and I must update my understanding. 


 Historical observation, no matter how firmly grounded in causal analysis, would be 


nearly entirely without purpose unless it enhanced our understanding of other historical events or 


the current state of affairs. The benefit of a deterministic perspective is in its ability to isolate the 


causal interactions of events in order to piece together a better understanding of the analysis 


through observation of prior effects. In essence, we better understand the manner in which the 


ball bounces, because we have found the common threads through each observation. If similar 







historical events emerge from similar causes and result in similar effects, a pattern can be 


developed to explain such an occurrence. Ultimately, the historian's expectations will either be 


fulfilled or frustrated through further analysis of the causal system that is history; assuming the 


former the prediction will be further validated, in the case of the latter it must be updated. 


 A major benefit of a deterministic perspective in history is that it puts the focus on causal 


relationships, and a major benefit of a causal focus is that—assuming the analysis of causes is 


correct—it potentially increases the objectivity of the historian. Of course, the role of objectivity 


in history, and in social science in general, is heavily debated. A satisfactory definition of 


objectivity is given by Peter Novick who states that “the  value of an interpretation is judged by 


how well it accounts for the facts; if contradicted, it must be abandoned” (2). What is and is not 


to be considered a fact is understandably a point upon which there is much disagreement. In the 


absence of perfect knowledge there is no way to know precisely what is true and what is false, 


but if explanation is firmly rooted in causal analysis, and if one backs up said analysis with 


sound generalizations, such explanations would be more firmly rooted in fact than more 


interpretive and less deterministic methods. However, until general laws pertaining to historical 


analysis—if such laws can indeed be formalized—true objectivity will continue to be an illusive 


ideal in historiography. That being said, the determinist historian assumes that general laws are 


potentially identifiable, and therefore objectivity is an appropriate aim. 


 Through an objective understanding of causal relationships, a deterministic approach to 


history allows for a better understanding of events as they are situated in a causal system. Simply 


put, if one can understand the antecedent causes and the resulting effects surrounding an event, 


one can better understand the event itself. Presumably similar causes would result in similar 


events, therefore a deterministic perspective allows for a degree of predictive power. However, if 







one does not observe similar results under similar conditions, what action should be taken? In the 


event that a deterministic model is proved inaccurate, it must be updated—but this does not 


warrant an abandonment of the entire deterministic perspective. Perceived causality is merely the 


application of observation, in the event that the causal model was incorrect, the observation 


should be readdressed. Without a sense causal relationships, it would be impossible for the mind 


to predict, understand, or function. 


 Without causality the aforementioned system of fulfillment and frustration could not 


exist, without expectations based on observations there would be no basis for learning, without 


the ability to learn from the past there would be little reason to study history. Thus causality is 


key to observation, and observation necessary for historical analysis. Historical observation 


would be useless without being causally grounded. A determinist perspective would put the 


observation of causal processes at the forefront of historical analysis, but still allow for the 


application of past lessons to current issues. A causal determinist perspective gives meaning to 


historical observation. The more grounded an observation is in the causal framework of the 


event, the more accurate predictions based on such an observation can be expected to be. 


Prediction, as with any science, is key to the practical application of historical analysis. 


 History, as with any other field of inquiry, would be ultimately useless if it did not 


provide understanding in some sense. A deterministic perspective is not necessary in this context 


as not every historian has adopted such a stance, yet such history is not utterly useless; we can 


therefore conclude that not all historical understanding is necessarily derived from a 


deterministic approach to history. However, there are some ways in which the deterministic 


approach can provide better understanding. Looking back at our discussion of Carr and Nagel we 


can recall that an understanding of the causal relationships around us is central to human 







deliberation and action, a strikingly similar argument is presented by John Tosh in Why History 


Matters, but in this instance it is analogy, not causality which is the focus: “All human beings 


engage in almost continuous analogical reasoning as a means of finding their bearings in 


constantly changing circumstances. Most of the time we do not look for absolute repetition; we 


refer to our previous experience as much to establish what it is not, as to confirm what it is” (63). 


This account of analogy is so strikingly similar to the accounts of causality by Carr and Nagel 


because it is through analogy that causality is understood, and it is causality that defines 


determinism. Therefore, the concept of analogy is central to the deterministic position. It is 


through analogy that causal comparisons can be made, it is through these comparisons that 


generalizations can be made, and it is through the successes or failures of these generalizations 


that general laws can ultimately be hypothesized. 


 It was not the intention of this thesis to establish the truth of determinism, rather it was a 


twofold objective of clearing up historiographical misconceptions pertaining to determinism, and 


establishing the practicality of a deterministic perspective in the study of history. On both of 


these positions I feel the arguments I have provided are sufficient enough to open up the minds 


of historians to a position which they may have at one time misunderstood and prematurely 


dismissed. Those who are adamantly against deterministic principles will most assuredly not be 


phased by my argumentation, but those who have put little thought into the concept may be 


surprised to find that a deterministic stance might actually may be useful in historical analysis. 


Philosophers and historians alike potentially have something to gain through the analysis of the 


practical applications of a theory which is all too often dismissed. 


 Perhaps, this pragmatic characterization of determinism is more easily understood than 


the more esoteric theoretical conceptions. The perspective for which I have argued is one 







intended to emphasize those qualities of the historian which are already characteristic of the 


discipline, but do so in a manner that in conducive to interdisciplinary considerations. The 


acceptance of the deterministic principles which I have introduced would not greatly alter the 


proven methodologies which are currently favored by historians, but it hopefully misconceptions 


about what fits into said methodologies have been appropriately dealt with. Although much of 


the preceding pages have taken the form of a critique, it is not because historians are wrong in 


their analysis, rather historians are quite effective in their analysis of history, but at least on this 


one issue I contend that at least in some cases they were mistaken in their philosophy. 


 This determinist perspective which I have described at length is intended to highlight the 


positive manner in which historians are already aware of and dealing with casual analysis. Rather 


than providing an argument against common historical conceptions of causation, the determinist 


perspective is meant to provide a philosophical basis for analysis that is consistent with both 


philosophical and historical conceptions of causation. Furthermore, this argumentation has 


hopefully provided a clearer understanding of the manner in which determinists in both fields 


perceive causal relationships—a manner that is not starkly different from commonly held 


perceptions of causation among philosophers, historians, and those individuals not actively 


involved in the academic community. The subtle change in perspective that has been argued is 


one of increased attention to the causal network of which history is a major part. 


 The concept of objectivity was only lightly touched on during this paper, and this was 


intentional. The nature of determinism automatically assumes that objectivity will be attained as 


rational generalizations are updated and modified into general laws. Objectivity, as it relates to 


history is a much more complex subject. Whether or not can or should be a desirable ideal for the 


purpose of historical analysis, and it is one that the deterministic perspective cannot quite answer. 







Objectivity seems possible in the case of perfect knowledge, but even the determinist must 


consider whether such knowledge is even attainable. The perspective which I have argued for 


relates to how one views the causal connections in history, and it is not an unattainable one. 


However, complete objectivity in any field seems a much more difficult mentality to implement. 


It is because of this that the topic of objectivity was addressed only insofar as it related to the 


deterministic perspective. 


 Ultimately, what has been argued is a deterministic perspective which, if adopted, would 


call for a strict consideration of causation in order to produce rational generalizations—or in the 


best of cases general laws—which could increase the overall understanding of the past, present, 


and future links in the causal chain. Furthermore, such casually based generalizations may be 


used in order to establish analogies to past and present conditions to further promote 


understanding. Rather than characterizing human beings as unwitting objects caught in a flood of 


events outside their control, I have tried to characterize the human being as an active observer 


which, despite being a part of the causal system, is also the sole entity for which the otherwise 


unconscious interaction of physical bodies has any meaning. The deterministic approach changes 


nothing save the perspective one takes toward the nature of causation. 
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This paper will examine the intersection of the students of 


the Free Speech Movement and Civil Rights Movement.  Although 


occurring nearly a decade apart in time, they have many 


similarities, but also many differences.  People might naturally 


assume that the FSM is an extension or product of the CRM and it 


clearly is not.   


The Civil Rights Movement (CRM) began in 1955 and the Free 


Speech Movement (FSM) began in 1962 and climaxed in the fall 


semester of 1964 at the University of California at Berkeley. 


It is October 1964 in Berkeley, California. On Sproul 
Plaza, outside the administration building of the 
University of California, a sprawling crowd of 
students surrounds and immobilizes a car full of 
police to prevent them from taking a student activist 
off to jail.  Laughing gaily at their ability to 
immobilize the dreaded Berkeley police force, the 
students sing civil rights songs, a few pass out 
joints, and together they begin to form the collective 
identity that would eventuate in the Free Speech 
Movement. Without having the words to express it, they 
feel themselves to be in the presence of something 
new, at the center of a history they are making, and 
at the start of a new social movement. The sense of 
uncertainty and virtually unlimited possibility is 
pervasive. 1 


 Had I been a student at this time, I think I would have 


found it hard not to have been involved in the Free Speech 


Movement.  Although, it is hard to imagine which area of 


involvement I would have participated.  I could easily have seen 


                                                            
1 Meyer, S. David, Tarrow Sydney, A Movement Society: Contentious 
Politics For a New Century, page 1  
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myself being one of those students surrounding a cop car, 


passing out leaflets at Sather Gate, standing on top of a stage 


speaking on behalf of my fellow students or cramming myself 


inside Sproul Hall with hundreds of other students. I do know 


that the fight for the freedom of speech would have been enough 


to get me motivated, especially on a University of California 


campus and at a time when civil rights were being fought with 


such vigor. 


THE IMPORTANCE OF THE MOVEMENT   


The importance of this movement on an institution is small 


in scope compared to the United States as a whole.  However, if 


it was not for the students of the University of California at 


Berkeley paving the way for other universities, I myself a 


student at a UC campus may have not been able to express myself 


the way we as students do today.  I find the freedom of speech 


is an integral part of how students are not only able to express 


themselves, but also find the creativity in achieving their 


goals.  Having the ability to express your self is a huge part 


of a persons’ identity.  At any time being involved with 


something such as constitutional or political rights there is an 


uncertainty of where it all will end and if it will be viewed as 


successful now and in the future.  Students of the University of 


California at Berkeley much like protestors of other movements 
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were faced with these challenges as well.  However, because the 


students were persistent in their fight for constitutional 


rights within an institution they were able to create history in 


due part because it had not ever before been done.   


Former demonstrators and protestors of this era might 


conclude that it was the civil-rights movement that was 


responsible for getting the Free Speech Movement ignited.  There 


is evidence to suggest that is just not the case.   


Since the Civil-rights movements was responsible for 
the pressures applied to the university which led to 
the suppression of free speech and free political 
expression and their interests were the one most 
seriously threatened, the civil-rights activities took 
the lead in protesting the suppression, and many 
concluded that the FSM is an extension of the civil-
rights movement.2   


STUDENT ACTIVISTS 


Weinberg wrote that very few civil rights activists made up 


a small part of the ardent FSM supports3.  My research also 


supports that the students were diversified in their agendas and 


political views, but banded together for the Free Speech 


Movement.  The civil rights activists were more interested to in 


sitting at tables handing out leaflets, or publicly advocate any 


agenda.  At the heart of the dispute for the FSM was the ability 


                                                            
2 Jack Weinberg. “The Free Speech Movement and Civil Rights”. 
1965. 1 
3 Jack Weinberg. 2 
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for students to express themselves and their feelings of 


alienation with respect to university institutions.  


Two of the most basic themes that began to emerge in 
the very first speeches of the protest and that have 
remained central… and a demand that the voices of the 
students must be heard.4  


POLITICAL DIFFERENCES 


While some of the students wanted to have their voices 


heard, others were motivated by their own agendas. Some of the 


white middle class students who set up information tables on 


university property outside Sather Gate actually got their civil 


rights experience by working through non-violent civil 


disobedience programs the previous summer while working for the 


black civil rights organizations in South.   


From the diary, “Present at the Birth: A Free Speech 


Movement Journal,” Robert Hurwitt wrote on Sept 23, 1964: 


“Outside the kids were getting tired of the one lyric and some 


tried to vary (sic) it, substituting lyrics more traditionally 


associated with their own particular political group, but we 


monitors kept a lid on for the sake of unity. One CORE (Congress 


of Radical Equality) member began shouting freedom slogans and 


was surrounded by some of the monitors who argued with him, 


trying to calm him down, while I keep the line moving. We 


                                                            
4 Jack Weinberg, The Free Speech movement and Civil Rights, 1965, 
2 
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diverted the line and started back to Sproul Hall. The CORE guy 


was hot as hell and wanted to keep up his one man demonstration 


even after everybody else had left.”5 Hurwitt indicated in his 


journal that the “CORE guy” he encountered that night later said 


that he thought the movement was self-defeating and involved too 


many compromises and did not care if he was disruptive.  Many of 


the students were not civil rights activist and were there to 


only further their own agendas. “Some of the professed monitors 


kept the students in line that may have wanted to go rogue at 


the demonstrations.”5 Hurwitt’s diary suggests that the students 


were there for different reasons other than the Free Speech 


Movement.  


Many of the Free Speech protestors did not have the same 


political or social agendas as other students prior to this 


encounter with those who banded with them.  


Hurwitt wrote in a 1964 diary entry: “The Free Speech 


Movement was made up of representatives from each of the 


political groups that opposed the university rules, and a 


twelve-person steering committee elected by the executive 


                                                            
5 Robert Hurwitt. “Present at the Birth: A Free Speech Movement 
Journal”. 7 
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committee. … The vast majority of those who sat around the 


police car belonged to none of the organized political groups.”6 


Correlations of civil rights and free speech movement can 


be assumed by the fact that on November 20, 1964 the Board of 


Regents approved a new policy that identified certain campus 


areas in which student planning, implementation, fundraising and 


recruitment would be permitted “for lawful off-campus 


activities.”7 To the students, this qualification seemingly 


prohibited supporting black civil rights organizations involved 


in civil disobedience against Southern racial segregation laws. 


According to Weinberg, “students wanted to have some input 


on this lonely existence, wanted to be heard and considered. 


Much of the FSM is a response to the movement followed directly 


on some action by the administration which neglected to take the 


students, as human beings into account and which openly 


reflected an attitude that the student body was a thing to be 


dealt with, to be manipulated.”8 While Weinberg was not a student 


at the time, he was arrested for his participation and was going 


to be taken to jail had it not been for Mario Savio standing 


atop the police car.   


                                                            
6 IBID 
7 Constitutional Rights Foundation. The Berkeley Free Speech 
Movement: Civil Disobedience on Campus. Page 3 
8 Jo Freeman, The Berkeley Free Speech Movement, 2004, page 2 







7 
 


 


Ron Enfield, Jack Weinberg the man in the car, Berkeley 
Library, 1996


 


Steven Marcus, Mario Savio speaking from police car, Bancroft 
Library, October 1, 1964 


 


Some of the Berkeley students capitalized on the Civil 


Rights Movement that had already been in full swing. It is 


apparent to me that the Civil Rights Movement although different 


in many respects was an inspiration for some the students at 


Berkeley. Students sang civil rights songs that became a mental 


cue for other people observing and participating in the free 


speech movement. Noted folk-singer Joan Baez visited the campus 
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during the height of the protest and performed for the students. 


These songs had a definite impact because of the political times 


and forces that were driving the civil rights movement.  Even if 


the masses were unaware of the Free Speech Movement, they could 


relate to the Civil Rights Movement songs.    


People could identify with the struggles of the movements 


and in this case the Free Speech Movement had a direct relation 


to the Civil Rights Movement.  Although there were people who 


did not agree with the Free Speech Movement or the Civil Rights 


Movement, the impact within communities could be seen and heard.  


Berkeley was a fertile environment for the birthplace for the 


FSM.  The atmosphere of Berkeley, the students and the political 


and social timing could not have been any better for the FSM to 


be born and gain attention on a national stage.  


 Students of the FSM protesting the establishment were 


familiar with picketing and demonstrations through the Civil 


Rights Movement. Some of the white middle class students of 


Berkeley had been trained only the summer before and gained 


valuable experience with non violent civil disobedience while 


working for black civil rights organizations in the South. Mario 


Savio happened to be one of those students who participated in 


the South.  The Civil Rights Movement had already set a cast 


that would prove useful in moving forward some of the FSM 
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students.  I think that while the students may have had 


different motivations they banded together for a common cause.  


Students wanted their voices to be heard.   


MARIO SAVIO’S IMPACT WITHIN THE FSM 


Identities of students during the Free Speech Movement and 


the Civil Rights Movement were formed during this time. Due to 


the fact they were students and protesting they may have 


appeared to be similar.  They were fighting for the equality of 


human rights.  Mario Savio, a young and charismatic speaker 


would become the face and voice of the FSM.  He probably never 


imagined that he would be forever linked to the infamous 


Berkeley moment on top of the Police car at Sproul Hall. 


In one of Mario Savio’s speeches before the FSM sit-in he said: 


We have an autocracy which runs this university. It’s 
managed….I ask you to consider: if this is a firm, and 
if the Board of Regents are the …  then I’ll tell you 
something; the faculty are a bunch of employees, and 
we’re the raw material! But we’re a bunch of raw 
material(s) that don’t mean to have any process upon 
us, don’t mean to be made into any product, don’t mean 
to end up being bought by some clients of the 
University, be they the government, be they industry, 
be they organized labor, be they anyone! We’re human 
beings!9 


Average students and people became public heroes during 


these times of struggle and growth at the University of 


                                                            
9 Free Speech Movement Archives. Mario Savio’s Speech Before the 
FSM sit-in. 1 
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California at Berkeley.  They were not Hollywood actors. They 


were people who believed their voices could be heard and 


ultimately they thought they could make a difference.  And I 


believe they did. During the Free Speech Movement, Mario Savio, 


Jack Weinberg, Bettina Aptheker and Jackie Goldberg emerged as 


some of the more notable heroes of the FSM who were fighting for 


the first amendment rights. 


The young maverick’s words exemplify the student alienation 


that was being felt at the time of the FSM. Students wanted to 


have the administration understand their dissatisfaction and 


take charge of their own learning experience.  The system in 


which the students belonged to, needed to change.  They felt the 


University of California at Berkeley needed to recognize the 


needs of the student and change their policies on free speech.   


The students of the Free Speech Movement took it upon 


themselves to insure their own form of success in winning the 


dispute versus the University of California at Berkeley.  Not 


only were they students, but they were U.S. citizens too.  There 


is nothing in the constitution that says if you are a student, 


you do not have the same rights of a U.S. citizen.  It raised 


many questions about whether or not the university had the 


control to limit the freedom of speech of its students.   







11 
 


SIMILARITIES BETWEEN THE CIVIL RIGHTS MOVEMENT AND THE FREE 


SPEECH MOVEMENT 


The Civil Rights Movement was a great example for activists 


who modeled their techniques of protest after it.  Civil 


disobedience for later activists had been created through the 


Civil Rights Movement.  Many Northern California white students 


became involved in social activism and radicalized their 


approach through examples based on the Civil Rights Movement. 


Student movements were founded “out of the collapsing ‘old left’ 


emerged new organizations on the left side of the political 


spectrum.”10 “They were largely compromised of young 


intellectuals, based in elite state colleges, united in their 


commitment to racial equality, and energized by a range of other 


local issues.”11 Many of the young radicals were in search of a 


new form of political involvement and rejected the current 


system they found themselves in.   


In their search for an identity within the system they 


created a movement that got the attention of the media, the 


American public and the United States Government.  As Michael 


Rossman wrote, “[t]he trademark of old radicalism was a 


political ideology with historical roots and structural goals. 


                                                            
10 Van Gosse, Rethinking the New Left: An Interpretive History 
(New York: Palgrave MacMillan, 2005), 5 
11 Van Gosse, Rethinking the New Left, 12 
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The trademark of the new radicals [was] a primitive, moral 


ideology.”12 The students of these movements weren’t necessarily 


looking to re-invent the wheel. They were looking for change at 


a time when so much was changing.  This change included the 


freedom of speech and political expression on a level that was 


beneficiary to student institutions such as the University of 


California at Berkeley.   


PORT HURON STATEMENT 


One of the most influential and political documents of this 


time was the Port Huron Statement.  One of the first lines of 


the Port Huron Statement reads, “We are people of this 


generation, bred in at least modest comfort, housed now in 


universities, looking uncomfortably to the world we inherit.”13 


Hayden’s statement is calling for a change in American Democracy 


with the idea that participation among Americans could alleviate 


some of the adversity the American Government was dealing with. 


In return the political indifferences the “new left”14 was 


challenging could be met with some sort of understanding.  “It 


was “a new politics, somewhere between liberalism and 


radicalism, non-Marxist but open to social analysis, and focused 


on a total democratization of society- the economy, schools, and 
                                                            
12 Michael Rossman, Looking Back at the Free Speech Movement 
(1974) 
13 Tom Hayden, The Port Huron Statement, 1962 
14 Van Gosse, Rethinking the New Left 
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government institutions.”15 The contemporaneous efforts in the 


South by civil rights activists were much more influential in 


respect to the Free Speech Movement.   


In other words, the Free Speech Movement had a small amount 


of influence on the students compared to that of the Civil 


Rights Movement. It is important to remember that the Civil 


Rights Movement was being fought for the equality of all U.S. 


citizens, whereas the Free Speech Movement in Berkeley pertained 


strictly to the rights of the students.   


Student activists in Berkeley were further energized 
and mobilized by the events of 1964, which led to the 
birth of the Berkeley Free Speech Movement or FSM.  
These events were, as participant Michael Rossman 
notes, a turning point, rather than a beginning.  By 
1964, The movement itself had become a presence, 
forcing all the young to begin in some way to define 
themselves with respect to it16: “student political 
activism was the only major expression that clearly 
belonged to the young.   


 


THE FIRST AMENDMENT 


The first amendment of the Bill of Rights clearly states: 


Congress shall make no law respecting an establishment 
of religion, or prohibiting the free exercise thereof; 
or abridging the freedom of speech, or of the press; 
or the right of the people peaceably to assemble, and 


                                                            
15 Van Gosse, Rethinking the New Left, page 69 
16 Michael Rossman, The Turning Point 
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to petition the government for a redress of 
grievances.17 


 


The students of Berkeley became exempt from the first 


amendment when the University of California Berkeley decided to 


not allow its students the freedoms of speech and political 


activities.  The University further broke the laws of the first 


amendment when they prohibited the students from passing out 


political leaflets on campus. Leaflets were one of the most 


important ways of communication the demonstrators had used in 


advocating and delivering their message.  Each cause 


specifically the Free Speech Movement made leaflets one of their 


staples in creating effective ways to inform and educate the 


public.     


Students used quotes from our forefathers to drive home 


their freedoms being denied in the leaflets they were trying to 


distribute.  The freedom of press was also denied to the 


students.  The protests in which the students were involved were 


also denied by the university.  The students argued that they 


                                                            
17 Constitution of the United States, Bill of Rights, 
www.ratical.org/co-globalize/BillOfRights.html#1, 1791 
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“are going to be a democracy and 


everybody is protected by the first 


amendment.”18 The sit-ins were 


usually met with police either 


arresting students or attempting to 


break them up. Although the protests 


were peaceful and non violent, the 


right to assemble and fight for 


their cause was also denied. The 


Civil Rights Movement also was a 


victim of the first amendment. The 


protestors were able to protest but  


Alden Freeman, The Fight for  
Free Speech, University of  
California Regents, 2002 
 
when they assembled in large groups they were met with police 


force and arrested.  A good example of this with respect to the 


Civil Rights Movement is when Dr. Martin Luther King Jr. was 


arrested for his non violent protests calling for equality of 


all men.  Record number of students were arrested and fined at 


UC Berkeley for participating in the non-violent protest at 


Sproul Hall.  The protestors were petitioning the government for 


                                                            
18 Michael Lamport Commons and Hadley Anne Solomon, The 
Beginnings of the Free Speech Movement Within Slate,  1990, page 
10 
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the grievances in which their rights of freedom were being kept 


from them based on laws of old which needed to be updated.  


EARLY ORIGINS AND SOCIAL TEMPERATURES 


Many people would argue that the Free Speech Movement began 


as early as 1956.19 One of those people who would agree with that 


is Michael Lamport Commons.  Commons was a student at the 


University of California at Berkeley in 1956 but, he had become 


a graduate student at UCLA when the Free Speech Movement had 


climaxed in 1962.20 In 1956, the students of Berkeley were not 


much different than the students who were involved in the Free 


Speech Movement of 1962.21 They were just as unhappy with the 


policies of the United States government as the students of 


1962.   


In 1957, a group of students got together and formed a 


group called Slate.  Slate was not based on religion or house 


affiliation directly related to the school, but rather on a 


basic set of principles.  Slate had also leafleted and had 


demonstrations just as the students of 1962 had. “There were 


discussions concerning the role and policies of student 


                                                            
19 Michael Lamport Commons and Hadley Anne Solomon, 1 
20 IBID 
21 IBID 
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government, compulsory ROTC, the curfew for females, as well as 


a lot of excitement about the Cuban revolution.”22  


The topics may have been slightly different but the one 


thing that seemed to continue were the discussions of student 


rights and the rights the Berkeley administration had in dealing 


with its students.  The students of Slate “demanded that when 


the Sather Gate became part of the University that it remain a 


free-speech area. We said that state universities are public 


institutions. Therefore we are guaranteed the right to assemble 


and petition the government.”23 The students were met with 


opposition and arrested for talking to other students about 


political issues on campus.   


 


                                                            
22 IBID, 3 
23 Michael Lamport Commons and Hadley Anne Solomon, 4 
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Chris Kjobech, Free Speech Movement UC Berkeley, UC 


Berkeley Library, 1965 
 
To me it seems that because the United States Government 


was in such turmoil, police forces throughout the country were 


on edge and doing whatever was possible to either limit or rid 


these small groups from speaking out for their causes. Although 


the Free Speech Movement was an institutional based movement it 


did not abstain others, specifically government based positions 


from attempting to stop or disband their causes.  Every student 


should be able to express themselves and have the right to free 


speech. However, I do not agree with Commons when he wrote, 


“Students should be able to invite whoever they want to speak on 
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campus.”24 This can cause many problems such as riots, further 


divide the students of a campus and could bring more police 


force which was already prevalent at this time.   


Berkeley being as diverse as it is, would give any one 


person who wishes to take a political platform and fight for it, 


plenty of opposition.  This is because the Berkeley campus 


itself is full of students who engage themselves in political 


activities.  Commons seemed out of the loop when it comes to the 


Free Speech Movement’s climax in 1962.  “In fact, at the height 


of the Free Speech Movement, between 1962 and 1964, there was 


really very little disruption of classes.  There was never any 


violence. I mean not even minor violence, as far as I can 


remember.”25 The reason Commons does not remember any violence or 


classes that were disrupted is because he was not there.   


The police brutalized demonstrators and arrested hundreds 


of them.  Classes were being canceled by the students’ 


demonstrations and sit-ins.  Professors began canceling classes 


to speak with their students and even joined them in fighting 


for the freedom of speech.  The students of Berkeley were 


fighting for the freedom of speech alongside of the participants 


that did not necessarily attend classes. Many people joined the 


cause for the sake of protesting and wanting to be a part of 
                                                            
24 Michael Lamport Commons and Hadley Anne Solomon, 6 
25 Michael Lamport Commons and Hadley Anne Solomon, 7 
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something bigger than themselves’. It was inherent in their 


nature to want to stand up and be heard.  


ATTEMPTS TO PRESERVE SAFETY 


The University of California at Berkeley had attempted to 


keep the institution as secure as possible. Due to the fact that 


there were many demonstrators on campus who were not students it 


had caused the University to be extremely cautious.  Seemingly, 


it was a good idea in that it offered some sort of protection to 


its students.  However, students really did not relish the idea 


of the police on the campus. Ironically, it seemed that the 


police were protecting demonstrators who were not even 


University of California at Berkeley students.   


Student demonstrations and sit-ins were non violent. 


Violence and brutalities only came from the police officers who 


were attempting to break up the demonstrations.  “We tried to 


point out that there were no security issues, but they felt that 


it was necessary to have a large contingent of police there, 


which there always were, watching the discussions and 


intimidating the bystanders.”26  


 Despite the police being a constant on the Berkeley 


campus, and the media coverage they received throughout the 


                                                            
26 Michael Lamport Commons and Hadley Anne Solomon, 7 
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movement, demonstrations across the country were increasing in 


size and more frequently.  Increasing in the size of the 


movements and frequency in which they were springing up were not 


necessarily because of the Free Speech Movement but because of 


the American peoples dislike for how the United States 


Government was being run.  The build-up of the Indochina War in 


1960 is a good example of a demonstration that was in effect in 


Oakland, CA. The demonstrators who were protesting against the 


build-up of the Indochina war could have easily been part of the 


off-campus demonstrators who infiltrated the University of 


California at Berkeley’s campus.  


In 1960 the Civil Rights Movement was gaining such 


tremendous ground, it became more explosive and effective.  The 


Free Speech Movement in 1962 was using the momentum created by 


the Civil Rights Movement. The number of students who were 


participating and demonstrating had been increasing.  By the 


time the Free Speech Movement was in full swing in 1962, there 


were thousands of student demonstrators and the length in time 


the demonstrations lasted had also increased, some lasting for 


over three days straight.   


Another reason the Free Speech Movement was able to gain 


momentum was due to the fact that the faculty had opposed the 


position of the University and “had decidedly moved towards free 
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speech.”27  The University of California at Berkeley had lost the 


support of those they had hired to uphold the prestige of its 


campus.  Changes such as this one were small wars within the 


movement that made it successful.  At this time, “The freedom 


rides were successful, leading to a Civil Rights Act in 1964, 


which has lead to a tremendous amount of integration.  Our 


campus activism was extremely successful.  Probably more 


successful than any national administration had ever been.”28 


This is impressive in that the Free Speech Movement was able to 


implement its ideas and tactics successfully on a national level 


that received the recognition of the American news and peoples.   


The national recognition may not have been seen as positive 


or reported as so, but it was effective in creating change and 


awareness of the disgruntled American student.  “The Free Speech 


Movement was unique in movements in the United States, student 


movements especially.  Not only did we demand the right to 


speech, but we protected the rights of others.”29 This type of 


attitude expressed the rights for free speech and the rights of 


all American people, including the fight for civil rights.  


Although many people would not agree, it was a statement that 


many others could agree with.  Attitudes of the protestors and 


                                                            
27 Michael Lamport Commons and Hadley Anne Solomon, 8 
28 IBID 
29 Michael Lamport Commons and Hadley Anne Solomon, 9 
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demonstrators became infectious to the American public.  It 


continued to put the pressure on the American Government in a 


way that put their problems to the front of the line.   


“If universities do not support such inquiry then they are 


not really universities.  They are trade schools, finishing 


schools, or something else, but they are surely not 


universities.”30 The Free Speech Movement and Civil Rights 


Movement had been successful at continuing the fight for the 


rights of not only people of color but also the student.  


“Things were accomplished because hundreds of students threw 


themselves into the work spontaneously and somehow did it in 


clots of organization, with a furious amount of talk but also 


with overweening energy and will.”31  


COMMUNICATION THROUGH ELECTRONIC AND WRITTEN WORD 


Aside from the leaflets one of the other effective ways the 


students of the Free Speech Movement were to communicate with 


the people was by radio.  KPFA was a radio station off campus 


that relayed the happenings in the Free Speech Movement but 


other movements such as the Civil Rights Movement as well.  KPFA 


was not under the control of the federal government or the 


university.  Listeners of KPFA essentially controlled what was 


                                                            
30 IBID, 10 
31Hal Draper, Berkeley: The New Student Revolt, 1965, Chapter 17  
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on their station.  This was able to happen because KPFA did not 


depend on grants or subsidiaries to keep it on the air.  “KPFA 


is a listener-supported radio, one of the first, maybe the only, 


and is different from national public radio stations.”32 


 
 


Ron Enfield, Students of the Free Speech Movement Protest at 
Sproul Hall, Pat and Sandra’s Library Display, 1964-1965 


 
 


It is important to note that the news was being heard by 


people in the surrounding area. This means people in Texas would 


not be able to hear it when it was being broadcasted. It was 


controlled and confined to the people of the Bay Area.  This was 


extremely important because it educated the people, specifically 


                                                            
32 Michael Lamport Commons and Hadley Anne Solomon, 9 
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the students, who could or had been participating in the Free 


Speech Movement.  If someone had not been involved with the Free 


Speech Movement this was a great way to recruit new members.   


KPFA can be categorized as a radical radio station because 


of the fact that it was outright continuing the fight and 


support of the Free Speech Movement and its demonstrators. KPFA 


was also rebelling against the University of California at 


Berkeley and its policies on free speech.  


Besides the radio the students of California Berkeley were 


able to use the university press to accurately express their 


views and ongoing struggles at the campus.  Student writers were 


able to share their point of view through the school newspaper, 


the Daily Cal.  Not always were the reports by the Daily Cal on 


the side of the student demonstrators and protestors.  At times 


there were articles asking the students to stop the protests and 


directly took the side of the administration.  Many newspapers 


at this time were not reporting events as they occurred.  


However, the Daily Cal “had become very astute at reporting 


events as they actually occurred.”33 The Daily Cal had become an 


important tool for the Free Speech Movement in that anyone who 


was interested would be able to update themselves and keep 


others abreast of the accurate information given to them.  


                                                            
33 Michael Lamport Commons and Hadley Anne Solomon, 9 
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Students were able to effectively utilize the sources around 


them and make them work to their benefit.   


Despite having the sources to continue the fight for the 


freedom of speech, the students protested in the streets and 


surrounding communities.  By taking their voices to the streets 


and local communities it helped to put pressure on the community 


and its peoples to directly challenge those who were making the 


decisions.  The movement had become almost contagious as it 


spread across the campus and the City of Berkeley.  Not only 


were the students fighting for their cause but the people of 


Berkeley who had joined them were helping their fight as well.  


At this time the Free Speech Movement had attracted those who 


had been or were still involved in other movements such as the 


Civil Rights Movement.   


PRIMARY ACCOUNTS OF THE FREE SPEECH MOVEMENT 


Due to the large number of protests and protestors, was the 


reason why so many non students were involved in the Free Speech 


Movement.  In preparing for this paper I looked for primary 


sources of students who had actually been involved or at 


Berkeley at the time.  I was able to find journal and diary 


entries from students who were involved in the Free Speech 


Movement.   
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Something that bothered me during my research was that I 


found people writing about the Free Speech Movement who were 


either not there or not students at the time giving what seemed 


to be first hand accounts.  This made me feel that their body of 


work was less authentic than those who were actually there.  


Collectively, the stories that were retold by the students were 


quite similar despite some small differences.  Some of these 


small differences could be attributed to the students’ own bias.   


Many accounts were told years later after the events of the 


Free Speech Movement had occurred are probably more shaded by 


nostalgia than hard facts.  Indelible memories and moments were 


captured from the students who participated but more importantly 


were at the University of California at Berkeley during the Free 


Speech Movement.   


STUDENTS MADE THE FREE SPEECH MOVEMENT 


An integral part of the Free Speech Movement and its 


histories are the students.  The events that occurred at the 


University of California at Berkeley will be remembered because 


of the students who were willing to defend their constitutional 


rights.  Students of the University of California at Berkeley 


had widened the spectrum of what free speech really means and 


what the rights of student were.  There is no difference between 


student and citizen.   
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It is a perfect argument that oral histories should be 


taken soon after the event to prevent time and memory from 


lapsing regarding the events that transpired during the Free 


Speech Movement.  The University of California at Berkeley has 


an oral histories department that is dedicated to documenting 


the Free Speech Movements histories in an effort to accurately 


preserve this history.   


The Free Speech Movement has found its place in history 


because of the students of the University of California at 


Berkeley. The students of the Free Speech Movement paralleled 


those of the Civil Rights Movements.  However, both of these 


movements were on two different spectrums.  The Free Speech 


Movement was an institutional based movement while the Civil 


Rights Movement was a movement that would not only effect 


students but all Americans.  While these movements are similar 


in many ways, they are distinctively different. 
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An Examination of the Cold War Foreign Policies of Truman and Reagan 


 


When Democrat Harry S Truman succeeded Roosevelt at the conclusion of 


World War II he was committed to accommodating the Soviets and structuring a 


peaceful post-war global system. Before his Presidency ended the United States was 


involved in an armed conflict in Korea and the Cold War was firmly entrenched. 


Thirty years later Republican President Ronald Reagan was elected on a strong anti-


Soviet stance and a decade later he would oversee the end of the Cold War. This 


thesis assesses the foreign policy of these tow Presidents and compares and 


contrasts the shifts during their time in office. 


 


Introduction 


 


At the end of World War II, as Harry S Truman succeeded Franklin Delano 


Roosevelt as President, the United States was Allied with the Soviet Union, 


supported the Nationalist forces of Chiang Kai-shek and looked toward organizing 


an international system that precluded another global conflagration. However, 


within five years the Cold War had developed and the United States and the Soviet 


Union had become implacable foes, locked in the Cold War. 


Thirty years later as President Carter and Ronald Reagan campaigned for the 


Presidency the Cold War still raged. American diplomats were hostages in Iran and 
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the Soviet Union had recently invaded Afghanistan. Reagan campaigned on a 


strong anti-Soviet platform, even referring to the Soviet Union as the ‘evil empire.’ 


However, during the course of Reagan’s Presidency, the Cold War ended with the 


devolution of the Soviet Union. 


More importantly, in both instances a President elected with one foreign 


policy objective found himself becoming famous, in an historical sense, for 


achieving the exact opposite. Reagan was elected on a strong anti-Soviet platform 


and ended the Cold War. Truman assumed Roosevelt’s mantle committed to 


reorganizing the post-War world and left office in the midst of the first major post-


World War II conflict, the Korean War. 


The following discussion will compare and contrast the foreign policy 


objectives and actions of these two Presidents. In particular, the foreign policy 


perceptions they entered office with will be compared with those that they left 


office with. Also, an attempt will be made to discern what led to these shifts in 


foreign policy emphasis.  


 


President Truman, 1945-1952 and the Beginning of the Cold War 


 


At the conclusion of the Second World War the United States found itself the 


most powerful nation in the world. It had the industrial capacity to produce the 


weapons of war at a greater rate than any other state. Also, possession of the atomic 
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bomb gave it a technological superiority that was unmatched. Financially, it had 


become the world's greatest creditor during the recently concluded conflict. With 


complete justification, George Donelson Moss asserts that, "a unified, proud, and 


powerful nation emerged victoriously, from war.... The United States strode the 


world as an international colossus; its armed forces, linked to its nuclear monopoly, 


made it the most powerful nation-state in the history of the planet."1 However, 


neither overwhelming conventional military strength nor sole possession of nuclear 


weapons was sufficient to allow the United States to rise above diplomacy. 


In international relations American skills were more limited. It was largely 


inexperienced globally and diplomatically naive. Despite the structure of the United 


Nations Security Council, the United States was not merely one of a 'concert' of 


powers: It had become the 'big man on campus.' The United States charged to the 


centre of the international stage like a brash adolescent in 1945. 


With the unexpected death of President Roosevelt, Harry S Truman, the 


inexperienced Vice President from Missouri assumed power in the summer of 1945 


and would be eventually re-elected in 1948. Upon taking the oath, Truman had 


been Vice President for a mere 82 days and he himself admitted after taking office 


that he might be over his head with his new role;  "Boys, if you ever pray, pray for 


me now. I don't know if you fellas ever had a load of hay fall on you, but when they 


                         
    1   Moss, George Donelson.   America  in  the Twentieth Century 2nd ed. Prentice Hall Engelwood Cliffs, NJ; 
1993, p 249. 
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told me what happened yesterday, I felt like the moon, the stars, and all the planets 


had fallen on me."2 As Vice President, Truman had had very little meaningful 


communication with Roosevelt about world affairs or domestic and was completely 


uninformed about major initiatives relating to the successful prosecution of the war. 


He had little, if any, experience in world politics and domestic affairs, and had 


absolute none of the charm and charisma of is predecessor, Roosevelt. Truman had 


been thrust into the seat of power of the most powerful nation following World War 


II, and thus, as the American head of state, was asked to lay the foundation for post 


war Europe and America alike.  


With such an unknown and untested individual leading the most dominant 


and influential nation, the world now had their eyes on Truman to witness how he 


would set the stage. It would be the Potsdam Conference that would be one of 


Truman’s first opportunities to showcase his ability at global politics. The Potsdam 


Conference was a meeting of the victorious leaders of the Allies in Europe, 


attempting to confront the delicate balance of power of the opposing governmental 


structures, democracy and communism. Those present at the conference included 


Winston Churchill, Joseph Stalin, and Harry Truman. Though Truman was no 


doubt the most inexperienced of the three in dealing with foreign, he brought one 


power that neither Churchill nor Stalin had; the atomic bomb, the most powerful 


                         
2 Oshinsky, David M. ʺHarry Trumanʺ in The American Presidency. Boston, MA: Houghton Mifflin. 
pp. 365–380 
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and destructive armament to date, the atomic bomb was solely in the hands of the 


United States government. It was with this power that Truman sought to exploit the 


other two leaders, specifically Stalin. He wanted to use the threat as leverage as 


evidenced in a letter to his wife concerning the conference: “He [Stalin] doesn't 


know it but I have an ace in the hole and another one showing - so unless he has 


threes or two pair (and I know he has not) we are sitting all right.”3 This exhibit of 


diplomacy employed by Truman marks the first attempt at a policy of “Atomic 


Diplomacy,” the use of the threat of nuclear warfare to achieve diplomatic goals. 


The policy of atomic diplomacy would later influence other nuclear policies 


including nuclear proliferation, nuclear deterrence, and mutually assured 


destruction. In the subsequent years and events of the Cold War, numerous 


incidences involving this form of diplomacy would be evidenced, by the United 


States and later the Soviet Union, once the United States’ nuclear monopoly ended 


in 1949 with the Soviet Union’s development of the bomb.   


Succeeding World War II, there was a growing concern of the entanglement 


of Eastern Europe falling to communism. Stalin, upset with the United States 


decision to exclude the U.S.S.R from the Japanese occupation and with Truman for 


being deceptive about the development of the atom bomb, began looking to 


advancing the interests of communist Russia in a post war ravaged Europe. Stalin 


saw this as their time for communist Russia to finally take the fore front of 


                         
3 Letter, Harry S. Truman to Bess Wallace Truman, July 31, 1945 
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European politics and as well as global politics. “Everything must be done to 


advance relative strength of USSR as factor in international society. Conversely, no 


opportunity most be missed to reduce strength and influence, collectively as well as 


individually, of capitalist powers.”4 They sought to spread the Marxist-communist 


ideals throughout the world and it would be George Kennan in his two reports, 


“The Long Telegram” and “X Article” that would expose the U.S.S.R and would 


latter be the basis for a multitude of the foreign policies enacted by Truman and 


latter presidents during the Cold War. 


George Kennan had been the U.S. deputy head minister-counselor of 


Moscow at the time that he wrote those articles depicting the Russian initiative 


following World War II. His “Long Telegram” and latter his “The Sources of Soviet 


Conduct” article, more commonly known as the “X Article,” would become the 


basis of which many policies of Truman’s administration and the Cold War in 


general,  would be founded on. In the actual telegram, Kennan wrote of Josef Stalin 


and the circle of hardliners at the Kremlin; he warned they were planning to expand 


Soviet-style communism across the large sector of Eastern Europe where Red Army 


troops were still stationed.  He held that the Soviet Union should be challenged 


only when it encroached on certain areas of specific American interest, but he did 


not accept the view that this could be accomplished only by military alliances or by 


turning Europe into an armed camp. As he states in his “X Article,” “it will be 


                         
4Telegram, George Kennan to George Marshall ʺLong Telegramʺ, February 22, 1946.  
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clearly seen that the Soviet pressure against the free institutions of the western 


world is something that can be contained by the adroit and vigilant application of 


counter-force at a series of constantly shifting geographical and political points, 


corresponding to the shifts and maneuvers of Soviet policy…”5 This document, 


along with Kennan’s original “Long Telegram” would later find many of the same 


concepts duplicated and affixed to the later policies enacted by Truman and his 


administration, policies that would include the Marshall Plan and the Truman 


Doctrine.  


One of the most defining moments of Truman’s geopolitical stance would 


come with the European Recovery Program, also known as the Marshall Plan, and 


later the Truman Doctrine. Had in hand, these two plans set the stage for American 


foreign policy for the next 20 years to come. At the time, European countries were 


falling into an increasing economic trouble following the war. Much of Europe was 


devastated with millions killed and wounded. Fighting had occurred throughout 


much of the continent. Sustained aerial bombardment meant that most major cities 


had been badly damaged, with industrial production especially hard-hit. Many of 


the continent's greatest cities lay in ruins and had been severely damaged. The 


region's economic structure was ruined, and millions had been made homeless. It 


was apparent that without the foreign aid of the United States, many of the 


                         
5 George F. Kennanʹs ʹʹSources of Soviet Conduct,ʹʹ 1947. Harry S. Truman Library, Book Collection 
(Foreign Affairs, p. 53‐63) 
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economic systems, and the government themselves, would crumble, possibly to the 


communist ideals put forth of the U.S.S.R. As stated by State department officials:  


What will happen if we do not provide adequate funds and commodities for 


subsistence and reconstruction abroad? Human want, economic collapse, 


political crisis, collapse of democratic institutions, growth of extremism, and 


perhaps loss of independence would in many countries quickly follow. Our 


hopes for peace and prosperity would quickly vanish. We would live in 


unprecedented isolation. We would live in growing poverty. We would live 


in growing fear… It is entirely possible that this would lead to a widespread 


repudiation of the principles on which so many European civilizations has 


rested for so long – the principle of law, justice, of respect of individual 


dignity, and of restraint in the exercise of political power. 6 


 
Thus, to prevent the collapse of Europe economically and politically, we witnessed 


the introduction of two plans, the Marshall Plan and the Truman Doctrine. 


Together, the plans set the stage for the foreign policy for the U.S. for many of the 


subsequent events of the Cold War. The two documents together established that 


the United States would provide political, military and economic assistance to all 


democratic nations under threat from external or internal authoritarian forces. They 


effectively reoriented U.S. foreign policy, away from its usual stance of withdrawal 


from regional conflicts, to one of possible intervention in far away conflicts. As 


Truman states in his speech before congress, “I believe that it must be the policy of 


                         
6 ʺEuropean Recovery Program Basic Document No. 1ʺ, October 31, 1947  







 
 


 10


  


the United States to support free peoples who are resisting attempted subjugation 


by armed minorities or by outside pressures.”7 He stated that from that point 


forward he would actively seek to aid any foreign, capitalistic nation, from 


collapsing to the evils of any socialist government that would disadvantage the 


interests of the United States.  


 With the Truman Doctrine, the fundamental conception behind it was that 


once one European country fell to communism, there would be an exponential 


possibility that all other countries in the region would follow fall as well. The 


greatest fear of the American people and government was that of a red Europe, one 


that would hold no mutual economic interests, and markets inexplicably closed to 


American consumer goods. It would only take one nation to fall to the throngs of 


communism for the rest to come crashing down after; hence a “domino effect” of 


communist would arise. It is specifically, this scenario wishes to avoid. He depicts 


the consequences of a failure to act within Europe during this time as stated in his 


Truman Doctrine: “Collapse of free institutions and loss of independence would be 


disastrous not only for them but for the world… Should we fail to aid Greece and 


Turkey in this fateful hour, the effect will be far reaching to the West as well as to 


the East.”8 The doctrine was the first presentation by Truman of what would latter 


be known as the Domino Theory, that speculated that if one land in a region came 


                         
7 Truman, Harry S, “Truman Doctrine Address” (March 12, 1947) pg 1 
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under the influence of communism, then the surrounding countries would follow in 


a domino effect. The idea of a domino effect of communism, would find its place 


with the subsequent administrations of the Cold War to justify American 


intervention around the globe in Europe, Asia, and Latin America for years to 


come.  


 The Truman Doctrine was also the first significant implication toward the 


containment policy that the United States would latter except towards the U.S.S.R. 


and communism around the globe. Truman and United States sought to keep 


communism in check, keeping it contained in the current borders that in resided in 


and to counter any intrusion of it into the foreign soil of any free nation and 


country. “As long as the Soviet Government adheres to its present policy, the 


United States should maintain military forces powerful enough to restrain the 


Soviet Union and to confine Soviet influence to its present area”9 Though the notion 


of containment was first introduced by Kennan in his “Long Telegram”, he 


envisioned the United States containing the Soviet threat through political and 


economic means, not through the use of military. In his speech before congress, as 


well as the later National Security Council Report 68, Truman and his 


administration built upon Kennan’s policy of containment with the addition of 


using force to stop communism and the Soviet Union from ever advancing beyond 


                                                               
8 Ibid, pg 4 
9 ʺAmerican Relations With The Soviet Unionʺ by Clark Clifford, September 24, 1946.  
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its existing borders. As Truman outlined in his memoirs, "he saw the Russian 


pressures on Iran and Turkey as an immediate threat to the global balance of 


power."  Truman was under the impression that nothing but brute force would stop 


the Soviets. Because of this, he began to pursue a military policy, along with his 


economic or political policies, to contain the Soviets. 


 Ultimately what would define the foreign policy of the Truman Presidency 


as well as other subsequent administrations would be the implementation of 


National Security Council Report 68 or NSC 68. It was a then top-secret report 


completed and is among the most influential documents composed by Truman’s 


administration during the Cold War. The report argued that one of the most 


pressing threats confronting the United States was the hostile design of the Soviet 


Union. It concluded that the Soviet threat would be exponentially increased by the 


addition of more weapons, including nuclear weapons, to the Soviet arsenal. The 


report argued that the best course of action was to respond in kind with a massive 


build-up of the U.S. military and its weaponry. “Forces of this size and character are 


necessary not only for protection against disaster but also to support our foreign 


policy. In fact, it can be argued that larger forces in being and readily available are 


necessary to inhibit a would-be aggressor than to provide the nucleus of strength 


and the mobilization base on which the tremendous forces required for victory can 


be built… a substantial and rapid building up of strength in the free world is 
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necessary to support a firm policy intended to check and to roll back the Kremlin's 


drive for world domination.”10 This type of build up would soon characterize every 


U.S. presidential term until the end of the Cold War.  


 NSC-68 rejected a renewal of U.S. isolationism, fearing that this would lead 


to the Soviet domination of Europe, and leave the United States marooned on the 


Western Hemisphere, cut off from the allies and resources it needed to fend off 


further Soviet encroachments. The report also ruled out a preventive strike against 


the Soviet Union, because it reckoned that such an action would not destroy the 


Soviet military's offensive capacities, and would instead invite retaliatory strikes 


that would devastate Western Europe. Ultimately it concluded that the only 


plausible way to deter the Soviet Union was for President Harry Truman to support 


a massive build-up of both conventional and nuclear arms. More specifically, such a 


program should seek to protect the United States and its allies from Soviet land and 


air attacks, maintain lines of communications, and enhance the technical superiority 


of the United States through "an accelerated exploitation of  scientific potential." In 


order to fund the substantial increase in military spending this conclusion 


demanded, the report suggested that the Government increase taxes and reduce 


other expenditures. 


Truman’s first inaugural address in 1949 would set the stage for the United 


                         
10 ʺA Report to the National Security Council ‐ NSC 68ʺ, April 12, 1950. Presidentʹs Secretaryʹs File, 
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States foreign policy perceptions that Truman held then. Truman began by stating 


plainly, “the supreme need of our time is for men to learn to live together in peace 


and harmony.” Moreover, he asserted that his objective could only be achieved 


under American leadership, “in this time of doubt, they look to the United States as 


never before for good will, strength and wise leadership.” 11 Essentially, Truman 


was stating that the world was going to become a better place and it was to become 


such under the tutelage of the Untied States 


Indeed, Truman then went on to outline the principles that the United States 


would ensure that the world lived by in the future. His address would include four 


main courses of actions during his term for the United States.  He sought to aid and 


give unfaltering support of the United Nations and agencies similar to it as well as 


increase the effectiveness and power of it. Secondly, he wanted to continue the 


programs of economic stability. He felt it was of the upmost importance that 


Europe became self-supporting and that its markets and world increase should 


increase and open to the United States. Thirdly, Truman wanted to strengthen 


freedom-loving nations against the dangers of aggression. He sought to increase the 


defense of the democratic and capitalist countries around the globe and stated “that 


any armed attack affecting our national security would be met with overwhelming 


                                                               
Truman Papers. 
11 Harry S Truman “Inaugural Address” (Jan 20, 1949)  
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force, the armed attack might never occur.”12 And lastly, Truman wanted to 


implement a new program for the benefit of scientific advances and industrial 


improvement. Essentially, through the “four points” of his address, Truman wanted 


to see the growth of democracy and capitalism worldwide and see that the free 


nations of the world are prepared to aid and protect one another in times of crisis. 


His policy was the democratic development under American guidance but his 


program was one of consent and cooperation. Implicit in teaming these ideals is the 


belief that the nations of the globe all want what the United Sates wants and will 


willingly do as they are told. According to Truman coercion would never be 


necessary because all the peoples of the world shared his goals and perceptions and 


would willingly act in concert under the guidance of the Untied States 


Truman also spends a good deal of this speech addressing the issue of 


communism and its spread. He stated that communism was a philosophy of 


violence, while democracy, America’s objective, “proved that social justice could be 


achieved through peaceful change.” 13Though in his speech, Truman specifically 


avoided referencing the Soviet Union, he did refer vehemently to communism, the 


communist program and the ideals that the Soviet Union was attempting to spread 


globally. He depicted communism as the basis of evil and unjust stating that 


“Communism subjects the individual to arrest without lawful cause, punishment 


                         
12 Ibid 
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without trial, and forced labor as the chattel of the state. It decrees what information 


he shall receive, what art he shall produce, what leaders he shall follow, and what 


thoughts he shall think.”14 Though the policy of containment is never specifically 


mentioned in the address, it was implied and months later would be officially 


introduced in NSC – 68.Truman sough to have the United States spreading the 


ideals of freedom, equality, world trade and not the enslavement, suppression, and 


destruction of the Soviet Union; and it would be this policy that entwine the United 


States in the military engagements of the Korean War.  


In 1951 the Korean War became one of the first significant post-World War II 


conflicts, one of the first direct military confrontations in the emerging bi-polar 


global configuration.15 It provided an excellent illustration of the links between local 


conflicts and global considerations of the balance of power as was the first true test 


at the policy of containment that Truman had implemented. As such, the conflict 


provides insight into the bi-polar arrangement that came to characterize 


superpower dealings and the foreign policy as outlined in his inaugural address 


and in NSC-68. 


As the Cold War began to dominate U.S. foreign policy, America extended 


security commitments to two nations in Northeast Asia, the Republic of Korea and 


Japan. Truman and his administration created a series of agreements to build a 


                         
14 Ibid. 
15 Knox, Donald. The Korean War: Uncertain Victory Harcourt, Brace Jovanovich: 1988. pg 28 
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permanent American presence in the region and support these two nations. In Asia, 


as in Europe, Truman tried to contain the spread of communism. The U.S. denied 


the U.S.S.R any hand in the postwar reconstruction of Japan and occupied Japan 


until 1952, at which point the U.S. officially exited but left troops behind on 


American military bases. In China, the U.S. spent almost $3 billion in a failed effort 


to support Chinese nationalists against Mao Zedong’s communists.16 In 1949, the 


communists achieved victory and established the People’s Republic of China (PRC). 


The nationalists fled to Taiwan, where they established their own government to 


rival the PRC. Asia, much like Germany, became the site of division between 


contending camps, communist and noncommunist.  


The Cold War conflict in Asia erupted into outright war in June 1950, when 


troops from Soviet-supported North Korea invaded South Korea. Without asking 


for a declaration of war, Truman committed U.S. troops as part of a United Nations 


“police action,” when in actuality, the Korean War was carried out by 


predominantly American forces by late September, American troops had forced the 


North Koreans back past the thirty-eighth parallel, the dividing line between North 


and South Korea. Truman authorized an offensive drive across this divide and 


toward China, but the U.S was repelled by Chinese forces in November. Fighting 


stabilized around the previous border, and in the spring of 1951 Truman sought to 


scale back the war effort and negotiate peace, despite MacArthur’s proposals for 
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bombing attacks north of the Yalu River in China. After a month of publicly 


denouncing the administration’s policy of restraint, MacArthur was relieved from 


duty in April 1951. Limited fighting would continue until June 1953, when a peace 


restored the prewar border between North and South.  


Over U.S. forces had lost almost 55,000 lives in the American intervention of 


Korea, the most dramatic test to that date for containment. At that time, Truman 


and his advisers had concluded that North Korea had attacked South Korea, that 


Stalin had approved and planned the attack, and that the North Korean invasion 


was a Soviet test of American credibility and a possible preliminary to Soviet 


probes elsewhere—in Europe, perhaps in Germany. "Korea is the Greece of the Far 


East. If we are tough enough now, if we stand up to them like we did in Greece 


three years ago, they wonʹt take any next steps. But if we just stand by, theyʹll move 


into Iran and theyʹll take over the whole Middle East. Thereʹs no telling what theyʹll 


do, if we donʹt put up a fight now,”17 Truman declared days aftyer the invasion of 


Korea by Untied States forces. Korea had been the first test for Truman and his 


administration to contain the soviet and communist threat and they had  met it 


head on. It would be this policy, first enacted and introduced by Truman and his 


administration, which would set the precedent for all prior engagements against 


communism and its expansion.  
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When Truman entered the world stage, a farmer from Missouri who had 


largely been kept in the dark about foreign policy by Roosevelt, he was unprepared 


and potentially even unqualified for geopolitical events that would take place in the 


subsequent years. Despite his lack of experience, Truman and his administration 


would later be labelled as the “Father” of the Cold War and rightly so. Many of his 


foreign policy initiatives, specifically in regards to the notion of “containing” the 


Soviet threat, atomic diplomacy, and his quest to spread democracy, freedom, and 


world trade around the globe would be continued to be implemented into the 


policies of the subsequent.  


 


President Reagan (1980-1988) and the end of the Cold War 


 


In contrast to Truman, Reagan may have campaigned on one of the most 


hard-nosed platforms ever proposed by an American President. Ronald Reagan 


was elected president in 1980 and advocated a return to a hard-line policy in 


dealing with the U.S.S.R. after a decade of détente, or reduced tension, between the 


two superpowers. He hoped to cause the U.S.S.R.’s collapse from within by 


stepping up anti-Soviet rhetoric, forcing the U.S.S.R. to overextend itself by building 


up a nuclear arsenal to compete with the United States.  


The first and most prominent aspect of Reagan’s Cold War policy was a 


heightening of anti-Soviet rhetoric after a decade of more friendly relations. 
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Interestingly, he avoided commenting on the “evil empire” specifically in his first 


inaugural address. However, he acknowledged that America had “potential 


adversaries” who were “opponents of freedom.” He repeated Truman’s admonition 


that violence would be avoided. However, the manner in which he voiced it was 


extremely confrontational: “Our reluctance for conflict should not be misjudged as 


a failure of will…. We will maintain sufficient strength to prevail if need be, 


knowing that if we do so we have the best chance of never having to use it.”18 In 


1948 Truman had stated that force would not be necessary to realize America’s 


foreign policy: In 1981 Reagan merely stated that its use would be avoided, and if it 


were resorted to it would be as a result of a casus belli, the justification for acts of 


war, provided by America’s opponents. He sought a deterrence of aggression 


through the promise of retaliation much in line with the doctrine of Mutual 


Assured Destruction, in that the deployment of strong weapons is essential to 


threaten the enemy in order to prevent the use of the very same weapons. In this 


case, Reagan was affirming that any aggressive stance against the Untied States, 


would garner a military stance and possible action by the United States.  


Although Reagan did not refer to the Soviet Union, he repeatedly recalled 


past American glories. His speech ended with one of his trademark anecdotes about 


a soldier killed in 1918 and throughout he mentioned the Argonne, Omaha Beach, 


Pork Chop Hill and other American memories of marital glory. Reagan’s speech did 
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not directly target the Soviet Union but it was extremely martial in tone, and it was 


obvious that the Soviet Union was the implied enemy.  “As for the enemies of 


freedom, those who are potential adversaries, they will be reminded that peace is 


the highest aspiration of the American people. We will negotiate for it, sacrifice for 


it; we will not surrender for it—now or ever.”19   


Much like Truman, Reagan sought to strengthen the ties of neighbors and 


allies alike who shared the common freedom of democracy. He offers them support 


and a commitment to uphold their values as well as our own against any foreign 


nation that seeks to impose their sovereignty on them. In light of his opposition to 


the Soviet Union, it is not surprising that Reagan quickly acted to revitalize the 


American military.  


 One of the first initiatives of the Reagan administration was the 


dramatic increase of the defense budget. Under Reagan the United States defense 


budget increased at a phenomenal rate, increasing by 10 percent from 1982 to 1983 


alone.20 Reagan began a massive re-armament based on high-technology that 


obsoleted a generation of Soviet weaponry. Before Reagan took office, U.S. defense 


technology had fallen badly behind the Soviets during the Jimmy Carter 


administration. The defense upgrade include a 600 ship Navy, new Army divisions, 


tanks, planes, and missiles. Under the orders of Reagan, Caspar Weinberger cleared 
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out the Carter Defense Department, instilled morale within the ranks, and rebuilt 


the military as an instrument for the Soviets to fear. In Reagan’s address to the 


nation in his National Security speech in 1983, he states that  


“We haven't built a new long-range bomber for 21 years. Now we're building 


the B-1. We hadn't launched one new strategic submarine for 17 years. Now 


we're building one Trident submarine a year. We have also begun the long-


needed modernization of our conventional forces. The Army is getting its 


first new tank in 20 years. The Air Force is modernizing. We're rebuilding 


our Navy, which shrank from about a thousand ships in the late 1960's to 453 


during the 1970's.”21  


 


The method was unpredictable. Incursions into Russian airspace, sending B-


52s in attack formation over the North Pole, disrupting naval exercises. The 


weapons build-up forced the Soviets to increase military spending and it sought to 


cripple the Soviet economy by forcing the U.S.S.R. to overextend itself by building a 


nuclear arsenal to compete with the United States. Negotiations on the SALT II 


treaty for limiting nuclear arms, begun in 1972, were abandoned, and Reagan spent 


over $1 trillion on the military in his first three years in office.22 This stockpiling 


proceeded despite the fact that both powers had, by the mid-1980s, approximately 


25,000 nuclear warheads, enough to accomplish any foreseeable military goals 
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several times over.  


One of Reagan's most controversial proposals included in his defense budget 


was the Strategic Defense Initiative (SDI), a system intended to make the U.S. 


invulnerable to nuclear missile attacks by the Soviet Union. By stationing those 


defenses in outer space, the U.S. was able to circumvent the United Nation's Anti-


Ballistic (ABM) Treaty. In a speech in 1983, President Reagan announced his plans 


to create a shield against nuclear missile attacks. The news media quickly dubbed 


his new proposal for the SDI as "Star Wars," as well as characterizing it as a 


carelessly drawn-up science fiction idea. SDI was designed to vaporize missiles 


from space by way of a laser guidance system, before they reached U.S. soil. The 


system grew into a series of systems that also formed a layered ballistic missile 


defense. The SDI was capable of zeroing in on only 30 percent of the earth's surface, 


and wasn't able to get a fix on the Soviet's nuclear launch sites. The policy was 


expressly identified as “deterrence of aggression through the promise of 


retaliation.” Fundamentally, it was a revision of the Nixon policy of Mutually 


Assured Destruction (MAD). Any power that attacked the United States would find 


itself subject to massive retaliation from the protected American ballistic missiles 


that would survive the initial attack.23 But, by 1985, after billions of dollars but 


minimal results, Reagan's SDI was shut down but research would later continue 
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into the 21st century.  


As the defense budgets began ever increasing, Truman began publicly 


shifting the cross hairs directly on the Soviet Union. National Security became an 


ever increasing area of concern to Reagan. As stated in his Presidential Inaugural 


address, Reagan continued to preach that America will not bring the war to the 


Soviets unless otherwise threatened. “The United States does not start fights. We 


will never be an aggressor.”24 Until the Soviets and communism physically 


intervened in the American philosophy of preserving freedom and peace, the 


United States would remain in a strategic policy of deterrence with the Soviet 


Union. Reagan’s states that the old form of deterrence, out numbering the enemies 


nuclear weapons and capabilities, had become obsolete. The Russians had more 


than enough nuclear weapons to delimitate the entire world. In the form of atomic 


weapons, neither side had a distinct advantage over the other. Both sides, through 


the years, had amassed such an arsenal of nuclear weapons that they could 


physically destroy the world twice over. Reagan would look to break from the 


previous Cold War policies, many of which were still based on the policies of the 


Truman administration, to adapt ever changing geo-political scene between the 


U.S.S.R and the Untied States.  


As is evidenced in Reagan’s address to the National Association of 


Evangelicals, which later would become known as the “Evil Empire Speech,” 
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Reagan is a strong proponent to the nonproliferation of nuclear weapons.  Unlike 


the start of the Cold War where we saw the race to nuclear weapons, and the need 


to accumulate more than the opposing threat, Reagan sought to put a halt to the 


continuance of nuclear programs for warfare and asked for the disarmament of 


those weapons. Reagan asked to “resist the attempts of those who would have you 


withhold your support for our efforts, this administration's efforts, to keep America 


strong and free, while we negotiate real and verifiable reductions in the world's 


nuclear arsenals and one day, with God's help, their total elimination.”25 The 


U.S.S.R vehemently declined the request but sought instead a condition of a 


“nuclear freeze.” Reagan saw this as an attempt by the Russians to disadvantage the 


Untied States and their nuclear weapons programs and thus lobbied that a freeze 


would solve nothing of the current problem but would “be a very dangerous fraud, 


for that is merely the illusion of peace.”26 It is at this point that Reagan exhibits the 


iniquity of communist Russia in their refusal to seek a mutual peace and adherence 


to the advance of nuclear weapons. Reagan had deemed them as the “evil empire” 


and that it was the duty of United States to not only contain the evil of their rhetoric 


and ideologies but them push it back and eventually eliminate it.  
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Much like the Truman Doctrine would define the foreign policy of the 


Untied States at the beginning of the Cold War, it would be the Reagan Doctrine 


that dominated foreign relations at the conclusion.  In his 1985 State of the Union 


address, President Ronald Reagan called upon Congress and the American people 


to stand up to the Soviet Union, what he had previously called the "Evil Empire":  


"We must stand by all our democratic allies. And we must not break faith 


with those who are risking their lives on every continent, from Afghanistan 


to Nicaragua to defy Soviet-supported aggression and secure rights which 


have been ours from birth."27 


Breaking with the doctrine of "Containment," established during the Truman 


administration President Reagan's foreign policy was based on the design of a 


"Roll-Back" strategy from the 1950s in which the United States would actively push 


back the influence of the Soviet Union. Reagan's policy differed, however, in the 


sense that he relied primarily on the support of those fighting Soviet dominance.28 


This strategy was perhaps best summarized in NSC National Security Decision 


Directive 75. This 1983 directive stated that a central priority of the U.S. in its policy 


toward the Soviet Union would be "to contain and over time reverse Soviet 


expansionism," particularly in the developing world. As the directive noted:  
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The U.S. must rebuild the credibility of its commitment to resist Soviet 


encroachment on U.S. interests and those of its Allies and friends, and to 


support effectively those Third World states that are willing to resist Soviet 


pressures or oppose Soviet initiatives hostile to the United States, or are 


special targets of Soviet policy.29 


To that end, the Reagan administration focused much of its energy on supporting 


nations to curtail Soviet influence. Among the more prominent examples of the 


Reagan Doctrine's relevance was in Nicaragua; the United States had sponsored the 


contra movement in an effort to force the leftist Sandinista government from power. 


And in Afghanistan, the United States provided material support to Afghan rebels 


helping them end Soviet occupation of their country.  


Into the late 1980s, it became readily apparent that the Soviet state began 


deteriorating economically and industrially. Numerous reforms were implemented 


by Gorbachev and appeared that there was a mutual respect for the tow leaders. As 


result, throughout Reagan’s term there were numerous discussions between the 


two concerning the disarmament of the Untied States as well as the Russian nuclear 


weapons.  


It would be in the fall of 1986, that Reagan and Gorbachev would hold a 


summit meeting in Reykjavik, Iceland that signaled a breakthrough. At the meeting, 
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Gorbachev suggested that he would reconsider the idea of concluding an INF-only 


treaty and proposed that it be expanded to include shorter-range missiles as well. 


This meeting revived the idea that neither side would maintain either intermediate 


or short range missiles in Europe. At this point, the agreement suffered a familiar 


setback, as the Soviet Union returned to the theme that the United States should 


give up SDI before signing any arms control agreements but by December, 1987, 


Reagan and Gorbachev would eventually sign the INF Treaty in Washington, D.C. 


In regards to the treaty, Gorbachev would later state;  


The modern world has become much too small and fragile for wars and 


policy of force. It cannot be saved and preserved if the thinking and actions 


built up over the centuries on the acceptability and permissibility of wars 


and armed conflicts are not shed after all...[If the arms race continues] The 


situation in the world may assume such a character that it will no longer 


depend on the intelligence or will of political leaders. It may become captive 


to technology, to technocratic logic.30 


The final treaty eliminated an entire class of nuclear weapons, restricting the 


deployment of both intermediate and short-range land-based missiles worldwide. 


The treaty also called, for the first time, inspections of nuclear facilities and 


weapons. It was the first arms control agreement the two nations had completed 


since the SALT II agreement failed at ratification, and the first treaty that required 
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the destruction of existing weapons, instead of simply setting future limits on 


deployments. Unlike the beginning of the Cold War, Gorbachev and Reagan were 


capable of seeing eye to eye, contain a mutual respect for another, and solve the 


issues at hand.  


 Unlike in the previous presidencies, Reagan witnessed a fundamental change 


to leadership and reform of the Soviet Union with the coming of Soviet leader 


Mikhail Gorbachev to power. Gorbachev implemented a series of changes in his 


country's social, economic and foreign policies designed to bolster the domestic 


standard of living and usher in a new era of detente with the United States. 


Ultimately it would be these enactments, as well as the policies of the Reagan 


administration that would hasten not only the end of the Cold War, but also the 


breakdown of the Soviet Empire and, in time, the Soviet Union itself.  


Mikhail Gorbachev became head of the Communist Party of the Soviet 


Union in 1985, after the death of Leonid Brezhnev. From the start, Gorbachev was 


different from previous Soviet leaders. He had been educated at Moscow State 


University, grew up in a Christian family, and perhaps most importantly, reached 


adulthood after Stalin died, so he was not troubled by the haunting memory of 


purges or indoctrinated in strict Marxist-Leninist thought. Gorbachev's generation 


was far more familiar with the West than its predecessors, and the growing 


professional class, that was also well-educated, demanded reforms to improve the 
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standard of living and address the troubled economic situation in the Soviet 


Union.31 


The Soviet economy in the mid-1980s faced serious challenges. Years of 


centralized controls had led to stagnation, and the Soviet economy was already 


straining to compete with the military buildup in the United States led by President 


Ronald Reagan. In response, at the Twenty-Seventh Party Congress in 1986, 


Gorbachev made two proposals: the first for "perestroika," a complete restructuring 


of the economy, and the second for "glasnost," or openness.32 The former proposal 


would pave the way for privatization of farming and industry, the creation of profit 


incentives, and a market system for setting prices and governing internal trade. 


Glasnost would ease censorship controls and create new personal freedoms. 


Although the proposals were warmly received by Soviet citizens, the Party 


leadership remained suspicious of change. 


Ultimately, it would be the reforms enacted by Gorbachev, a declining 


economic and industrial base, the suppression of populace, and the denial of 


freedoms that would lead to demise of Soviet Union and bring an end to the Cold 


War. As the decade came to an end, much of the Eastern Bloc began to crumble. The 
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Hungarian government took down the barbed wire on its border with Austria and 


the West. The Soviet Union did nothing in response and the Iron Curtain was 


starting to unravel. On November 10, 1989, one year after the term of Reagan 


ended, one of the most famous symbols of the Cold War came down: the Berlin 


Wall. By the end of the year, leaders of every Eastern European nation except 


Bulgaria had been ousted by popular uprisings. 


By mid-1990, many of the Soviet republics had declared their independence. 


Turmoil in the Soviet Union continued, as there were several attempts at 


overthrowing Gorbachev. On December 8, 1991, the Soviet Union ceased to exist. 


Boris Yeltsin, president of the Russian Republic, formed the Commonwealth of 


Independent States (C.I.S.). After 45 years, the Cold War was over. 


The United States, in the years during the Reagan presidency, underwent a 


revolution in high technology that the Soviets could not match. The Soviet system 


was under pressure from Reagan's defense buildup and deployment of medium-


range missiles in Europe, the CIA-backed mujaheddin fighting Soviet forces in 


Afghanistan and Reagan's proposed missile defense system, the Strategic Defense 


Initiative. Reagan had challenged the fundamental beliefs of communism and had 


enacted a policy to not just contain but “roll back” the communist spread. He 


challenged Soviet regional power in several conflicts from Nicaragua to Angola and 
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lent support to the Polish dissident movement. It would be these final battles of the 


Cold War shaped Reagan's foreign policy. 


 


 


 


 


Conclusion 


 


 By the end of the Cold War, with the fall of the Berlin Wall and the end of a 


communist Soviet Union in sight, the United States foreign policy had taken a 


radical transformation from the days of the Truman Presidency to Reagan’s. The 


onset of the Cold War had the United States pitted against a power who sought to 


see the destruction of the Western ideals of freedoms, democracy, and capitalism. 


Its fundamental philosophy was to see that communism was spread abroad to 


ensure its own safety by securing its natural boarders, as well as create to create a 


society that rivaled the greatest in history. This philosophy was in direct opposition 


of the Untied States own policy to ensure that the god given freedoms and liberties 


of democracy was spread to all free peoples. It was in this storm that Truman 


would be directly placed in.  


 Despite Truman lack of experience in the form of geopolitics, he and his 
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administration nonetheless created a platform of foreign policy that would continue 


for 20 years and would ultimately influence Reagan’s own policies to conclude the 


Cold War. Policies such as containment, the domino theory, democratic expansion 


globally, the economic recovery plan, NSC 68, atomic diplomacy, among many 


others would have an immense influence on the events to occur during the Cold 


War years. Kennan’s and Truman’s philosophy of containment would be later 


adapted into the “Flexible Response” of Kennedy in regards to Asia and Latin 


America. Massive retaliation, mutually assured destruction, and nuclear deterrence 


would be founded on the principles that began with the only President to ever use a 


nuclear weapon. NSC 68 would begin a continual build of military and nuclear 


arms, increase economic spending, and dramatic increase to defense spending that 


would be apparent throughout the entire War. Each and every one of these would 


principles had some basis in their creation tied to the original administration of 


Truman’s, it would be Reagan who eventually take the policies of the past 


administration to facilitate is own policies to the end of the Cold War.  


 Though Truman is classified as the President that started the Cold War, 


Reagan is certainly viewed as the President who would end the Cold War. Less 


than a year after Reagan left office, the Berlin Wall fell, and 2 years after that the 


U.S.S.R and the Cold War came to an abrupt end in 1991. Though Reagan certainly 


does not warrant all the credit and attention for the fall of the U.S.S.R, much of it 


was due in large part to the Soviet’s own destruction, there is no doubt that his 
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policies added to their demise. The Soviet Union had already been dying but 


Reagan ensured that they were nailed to the coffin. Reagan departed from the 


strategy of détente and brought a hard line policy against the Soviets. His defense 


initiative and his resurrection of the arms race certainly were factors that can be 


attributed to their economic downfall. The Soviets had already been deteriorating 


economically and industrially and by forcing them to increase their own spending 


militarily, away from domestic issues to match that of the United States, certainly 


contributed to the revolutions of the many of the Soviet states in 1989. His role as 


the “Great Communicator” with Gorbachev and the Russians in the INF treaty and 


other summits facilitated a means to the end for them. He built upon the policy of 


containment of the Truman administration and took it a step further and 


incorporated it into his own “roll back” policy. The Soviet threat would not only be 


contained but confronted.  


As Reagan stated, “Each generation goes further than the generation 


preceding it because it stands on the shoulders of that generation” and it would be 


that same philosophy, a continuing development of the policies of Truman and 


other presidents, that would lift in the Untied States in triumph over the Soviet 


Union after 45 years of a Cold War.  
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 Deadwood River, so named for the vast quantities of dead trees that occupied the Hillside 


at the time of the valley’s discovery, was the site of the wealthiest mining town during the “last 


gold rush” in the lower continental United States. But the town of Deadwood, named for the 


river it sat upon, would become more than a Black Hills, placer gold miner’s boom town. For 


starters, the town was established during the time that the Black Hills were located not on US 


soil but on Sioux Indian reservation land. Moreover, under treaty law, no whites were permitted 


within the Hills under penalty of, if they were found by the US military, jailing, and if found by 


the Sioux, death. 


 In the books of history, this dilemma sparked Sioux aggression which reciprocated US 


aggression. Soon after, the Sioux would be defeated by the mighty military might of the United 


States and confined to reservations while gold prospectors moved into the Hills and history 


marched on. However, the mining towns of the Black Hills contributed more to the US than 


simple conduits for gold in the metal’s transition between its earlier home in quartz deposits and 


later home in the banks across the nation. Deadwood, and other Black Hills mining towns, would 


contribute to the nation’s later mythos of that period, reinforcing the romanticized ideas of a 


“wild” frontier where a single homesteader, armed only with a revolver faced down blood thirsty 


bands of Indians, warded off criminals and murders, and pulled from the earth a way of life 


through the sweat of his own brow. But the town of Deadwood also did more. 


 Deadwood, as the largest town in the Black Hills at the time, the wealthiest, and 


considered to be the capital of the Hills by most, exerted immense pressure upon Washington 


and other politically powerful bodies. This influence was used to obtain military protection from 


the Sioux during their illegal existence and rally support for a war against the legal owners of the 


land the protectors of the mountains were currently occupying. Deadwood also possessed the 
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largest population of the entire Hills and as a result contributed disproportional to environmental 


degradation inflicted upon the Black Hills. Finally, Deadwood was indeed a mining camp with 


banks full of money; this money was put not into the pocket lining of the elites but used for the 


benefit of the people allowing the inhabitants of the northern Black Hills to enjoy a high standard 


of living during their time. 


 


Paragon of a Mythos  


 One of the many legacies of Deadwood was that it influenced the Wild West mythos by 


embodying the ideals of individualism, resilience, and independence along with the ideas of what 


nature meant and the progress of civilization.  Obvious illustrations of this can be seen in the 


shared opinions by the prospectors and settlers on the Indians the daily life of a Black Hills 


miner. To quote from Estelline Bennett, a native of Deadwood during the gold rush years, “They 


had no concern at all about the terror that stalked behind trees and rocks and little hills. It was all 


a part of the scenery — even when it moved and pulled a gun."1 The Indians were not a hated 


group of people worthy of extinction on all levels of life, but instead a people which were 


sometimes a hindrance to one’s longevity in life and simply in the way of progress during the 


rest. 


 To the people of Deadwood the Indians were seen as a part of nature that needed to be 


tamed rather than a “breed” of humans who were lower on the eugenic scale necessitating their 


extermination; though their idea of “taming” may be confusing and very similar to extinction. By 


“taming”, the prospectors meant that the troubling ones, which preyed upon the prospectors and 


settlers, must be dealt with similarly, to how wolves must be dealt with by ranchers. No 


permanent ill will was extended upon the Sioux by the white inhabitants of the Hills in general 
                                                 
1 Estelline Bennett, Old Deadwood Days: pp 15 
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before, during or after the Great Sioux war. Indians who were “civilized” were respected for 


their knowledge of the land and wisdom. Of those Native Americans who adopted the life of the 


“civilized” white man, and who lived in or near the Hills, no occurrence of bigotry was recorded2. 


That is to say that there were no land ordnances preventing the Indians from owning land or 


laying stake to claims as there were in California during the 1849 gold rush. During the later 


years of Deadwoods life, after the “rush” had ended, Sitting Bull would regularly visit the town 


with a procession of other Sioux and perform a show consisting of Native Sioux dances.3 This is 


not to be confused with a picturesque setting for Native American and White relations. 


 Racism was abundant during this time and Deadwood was no exception. It does do is 


serve to illustrate how the people in the Hills, and thus Deadwood, differed from the people still 


living in the plains; i.e., that those in the Hills, who were only a arms reach away from a Sioux 


war party’s grasp and certain death, extended a special degree of respect upon the Indian people 


that the plains folk did not. Contrary to the belief of current times, the settlers and prospectors of 


1876 knew well what drove the Sioux on the warpath4 but made no attempts to rectify the 


situation. That is, those in the Hills were fully aware that the Sioux valued the Black Hills as 


sacred land and the presence of whites in the Hills was greatly insulting to them. The prospectors 


did not abandon the land, or use their political leverage to dissuade the US government away 


from war.  


 Instead, the people of Deadwood wrote letters home to relatives pleading for support 


against the Indian threats. Even before Deadwood, the people of the Hills leveraged neighboring 


towns and through them Washington, to declare war on the Sioux and after the town of 


                                                 
2 Watson Parker, Deadwood: the golden years: pp 48 
3 Watson Parker, Deadwood: the golden years: pp 53 
4 Watson Parker, Deadwood: the golden years; Robert F. Karolevitz, Challenge: the story of South Dakota; George 
W, Stokes, Deadwood gold; Helen Rezatto, Tales of the Black Hills; Edwin A. Curley, Edwin A. Curley, Edwin A. 
Curley’s Guide to the Black Hills 
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Deadwood existed, it became the launch point to a campaign of verbal dehumanization against 


those Sioux who would wish the prospectors off the land. Not to steel themselves against the war 


with the Sioux but to reaffirm their belief that they, as whites, were just in their raping of the 


land.5 In a travel guide published in 1877, Edwin A. Curly, transcribes the sentiments of those in 


the Hills, and some in the lower plains,  


  “There is no race on the earth that deserves extermination 


   and certainly not any in America, where there is room  


  enough and to spare for all classes and conditions of men  


  to work out a destiny of progressive usefulness.”6 


 While the man kept his travel guide clear of the colorful language that so many others in 


the Hills wrote proudly in their journals and letters, he none the less personifies the love hate 


relationship that was common in the Hills. As not even two pages before he expressed his 


contempt for those who whish the extermination of the Indian he writes about the Hills,  


   “The sovereignty of the Untied States resides ultimately with the  


  people and not in the Government; to that sovereignty pertains the  


  right of “eminent domain,” which the government has no right to  


  dispose of in any way except in so far as it shall pertain to a portion  


  of land absolutely ceded to an independent sovereignty, such as was  


  not contemplated in the making of [the Fort Laramie] treaty.”7 


 He later goes on to describe for his reader that the government can do whatever it wants, 


and make deals with whomever it pleases, but the people have the right to do what they want as 


well and that since the Sioux lands are still part of the US, whites have a legal right to use the 


                                                 
5 Interview with David Milch, HBO’s Deadwood, Season 1. In this interview David Milch speaks at length about the 
type of language used by the everyday inhabitant of deadwood and his beliefs pertaining to the higher than average 
amount of racial slurs directed towards Indians for the time period. 
6 Edwin A. Curley, Edwin A. Curley’s Guide to the Black Hills: pp 136 
7 Edwin A. Curley, Edwin A. Curley’s Guide to the Black Hills: pp 134 
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land as they see fit8. His comment about eminent domain is explained later as being evoked by 


the white people of the untied states over the Indians because the Indians were not civilized 


enough to use the land given to them in the Fort Laramie treaty. 


 The Fort Laramie treaty, which Curly does not think he needs to follow being a white 


man and a citizen of the United States, stipulated that the US government was responsible for 


keeping whites out of the ‘Hills9 and could they not, the Sioux were allowed to defend their land. 


While the Sioux war parties never entered the Hills or towns, they did so for good reason. The 


canyon walls prevented a full-scale assault by war parties as only a hand full of armed 


prospectors could defend an entire pass. However, the individual braves used the canyons as 


protection, lurking and waiting for individual whites or wagons. Prospectors who were alone on 


their claims or in passing from one town to another were known to be victims of Sioux attacks. 


Horses were stolen on a regular enough basis that it became possible to differentiate between 


horse thefts by whites and by the neighboring Sioux10. Of course, not all the supposed attacks 


were caused by the Sioux. 


 Road agents, who wanted to divert attention from them, would make their crimes look 


like the acts of Sioux. Sometimes the ruse would work other times it would not. One notable case 


was the murder of Preacher Smith, who was killed while passing between Deadwood and 


another Black Hills mining town.11 Either way, the presence of these acts has clouded the 


reliability of the claims against the Indians. Regardless of how many actual Indian murders or 


thefts occurred, there were enough problems with the neighboring Sioux that in the town of 


                                                 
8 Edwin A. Curley, Edwin A. Curley’s Guide to the Black Hills: pp 135 
9 Edwin A. Curley, Edwin A. Curley’s Guide to the Black Hills: pp 135 
10 Watson Parker, Deadwood: the golden years: pp 52 
11  Helen Rezatto, Tales of the Black Hills: pp 208 
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Deadwood issued a bounty of up to $15012 for the head of a Sioux Indian. However, there were 


also enough good will, or lack of blood thirsty animosity between the two, that only one person 


claimed the bounty. 


 With the attacks of the Sioux and road agents, and a high population with only one sheriff, 


people soon came to realize that their safety was left to them and no one else. Deadwood was 


one of the few towns were there were no laws preventing the wearing of weapons with its 


premises, there were no laws period. Ammunition was as important as food for a claim worker 


while on their remote claim. The possession of firearms was considered a necessity, especially 


during winter when mining became impossible, gold dust had to be stretched as far as possible, 


and food supplies increased in price. Hunting was not a pastime then but a way of life. A miner 


working a claim was also, by custom, required to maintain their presence at their claim or have it 


be forfeit to anyone passing by13. This resulted in miners be relatively solitary creatures, even 


more so than the act of mining required. The owner of claim was also responsible for protecting 


their land against the advances of both Native Americans and other prospectors. 


 With no laws in the Hills, a strict rule was unspokenly agreed upon by the prospectors. 


The Golden Rule, or most often called the “Six Barrel Law” was in effect across this Hills until 


population densities warranted substantial law enforcement. These rules effectively were: do not 


impede or hinder the right of another prospector to obtain his gold or you will be shot. Do not 


steal horses from a white man or you will be shot. Do not steal another white man’s gold from 


his claim or you will be shot. It was not uncommon for a miner to be seen squatting in the water 


with a pistol at this side, or warding off a passerby with a Winchester rifle. 


 
 
                                                 
12 Watson Parker, Deadwood: the golden years: pp 52 
13 Watson Parker, Deadwood: the golden years: pp 19 
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Last of the Frontier Towns 
 Continuing with Deadwood’s effect on the mythos of the American Wild West, the town 


of Deadwood came into existence at the end of that American era and with it, the “frontier 


towns” vanished along with the overall frontier. Because of the physical location that Deadwood 


was built upon, lawless Indian land, and the temporal location that Deadwood occupied, the town 


became a cowboy Mecca of sorts attracting highly publicized celebrities which became 


synonymous with the Wild West in modern eyes. At the time that Deadwood was founded the 


“open range” had begun to close. The cattle drives that are now famous for creating the rugged, 


individual, cowboy of current western films became less frequent with the introduction of trains 


that could span the continent.  


 About this time, the romanticized “free cowboy” came into popular culture through the 


medium of dime novels14. These cowboys were expert gunmen who swore constantly and drank 


twice as often where as the actual cattle drives forbid swearing and liquor. These dime novels 


became so popular that they would later serve as some of the foundations for the 20th century’s 


spaghetti westerns. But by 1876, the year Deadwood came into existence; the wild frontier was 


becoming less wild and more known. Deadwood, however, was situated in Indian Territory and 


truly lawless to whites. Moreover, the Sioux nation was relatively unchanged from 1868, when 


the Sioux nation was founded, and 1868 was the height of the frontier era.  


 During this time, everything between pacific and the Mississippi was relatively un-


touched by whites, or Mexicans, and widely considered “free”. Gaining the reputation as a town 


with easy money, and no laws, the few “cowboys” who reminisced upon the old days, before the 


range became fenced off, the many more people who read about the “free cowboys”, and the 


                                                 
14  Helen Rezatto, Tales of the Black Hills: pp 192-199 
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many, many more criminals and degenerates who could not make it in “civilized society” were 


naturally drawn to Deadwood.  


 Of the most notable of the icons of the Wild West who ventured into Deadwood was the 


notorious Wild Bill Hickok. Many have found it amusing that the man spent no more than a 


week in the town but has become synonymous with it. Wild Bill had been popularized by the 


novels using his likeness, his performances in Buffalo Bill’s circus, and his own personal 


reputation as a lawman. He was possibly one of the most popular gun fighters during his life, so 


much so that he wrote a manual to the general public on how to shoot pistols with better speed 


and accuracy.15 Like most folk heroism, his popularity only grew after his death.  


 Wild Bill arrived in the town of Deadwood in the summer of ‘76 in the same precession 


of wild west notability to enter Deadwood as Calamity Jane, “the queen of the wild west”16, Seth 


Bullock and Sol Star, the first of the town’s many whores brought in by Charley Utter, and an ox 


cart full of cats17. Wyatt Earp, the famous lawman of the Wild West and one of the few “real life 


cowboys”18 was already present in camp at the time, though he was not to spend much more time 


in the camp nor was he as famous as he would become after his legendary shootout in Arizona.  


Wild Bill’s reputation started while he was employed by the US Army as a sharp shooter 


during the civil war, a profession in which he excelled. He was quickly promoted and after the 


war continued his service in the army seeing action in the Indian wars of the late 1860s. After the 


army, he gained notoriety as a take no attitude US Marshal with a rumored body count of 100; 


though it was most likely 20. US Marshals at the time were generally discharged union soldiers 


who were tasked with keeping the peace in towns after the cattle drives ended. Cattle drives 


                                                 
15  Helen Rezatto, Tales of the Black Hills: pp 192-199 
16  Helen Rezatto, Tales of the Black Hills: pp 200 
17 Watson Parker, Deadwood: the golden years: pp 95; Helen Rezatto, Tales of the Black Hills: pp 192-199; More 
will be told on the subject of the cats later 
18 Helen Rezatto, Tales of the Black Hills: pp 200 
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brought with them not only the cattle but also the cowboys, who were mostly ex-confederate 


solders with money to burn on whiskey witch brought with it impaired judgment and an ease to 


violence.19 It was expected of marshals at that time to simply murder the most vocal ex-


confederate cowboys they found as an example to the rest, and Wild Bill was no different. 


 While in Deadwood he did little more than drink and play poker, horribly, it would 


appear, since he is rumored to have lost most of his games. Wild Bill had lost a great deal of 


money in poker before and originally came to Deadwood in an attempt to recuperate his losses 


via prospecting. During a game of poker in the Number 10 Saloon, which Bill was a frequent 


patron of, he was shot in the back of the head by the “cowardly nobody” 20 Jack McCall. In his 


hand at his death he held a poker hand of black aces and eights the now known as the “dead 


man’s hand”. Jack McCall was later arrested in Cheyenne where he was tired, found guilty of the 


murder of Wild Bill, and hanged till he was dead. 


 In the procession that entered the town on that summer afternoon in 1876, Calamity Jane 


was right at the side of Wild Bill. While she could be considered to be mildly famous during her 


life, her popularity exploded just before her death as her literary doppelganger started along side 


Wild Bill in dime novel westerns. The author of these novels chose her, as he had done Wild Bill 


because she matched the personality and history that the other felt best personified the Wild 


West.  Her likeness was rather spot on; just as in life, she dressed in men’s clothes and possessed 


a mouth that could make a sailor cringe.21 She led a full life of open range jobs before entering 


the town of Deadwood in ’76. She was a scout for Custer during the civil war, she was an ox 


driver, she was first entered the Black Hills in 1875 with the surveying party sent to verify 


Custer’s finds. She, along with Wild Bill, and Red Cloud, worked for Buffalo Bill in his western 


                                                 
19 Interview with David Milch HBO’s Deadwood; Helen Rezatto, Tales of the Black Hills: pp 192-199 
20 George W, Stokes, Deadwood gold: pp 81 
21 Interview with David Milch HBO’s Deadwood; Helen Rezatto, Tales of the Black Hills: pp 200 
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circus which contributed more then anything else to the modern notion of the Wild West. She 


spent many years in the town of Deadwood; many of those years were spent drunk and as a 


whore under the employ of Al Swearengen in the infamous Gem Theater. 


 The few times she did sober up and left her mark on the town as more than a cross 


dressing boozer. She worked the sick tent just outside Deadwood during the town’s small pox 


epidemic and was always kind to the children of the camp. During her time in the Hills, she 


made enough of an impression that the people of the Hills named one of the peaks in the 


mountains after her.22 As it stands today, she is buried in the town’s cemetery in a plot next to 


Wild Bill’s, being closer to him in death than she was in life. 


Now a brief mention of the notorious law man, Wyatt Earp: as mentioned earlier, Wyatt 


Earp was in the camp during its founding year of 1876. He came in during that winter and not 


much is known about him before he was unceremoniously kicked out of camp by Seth bullock, 


the town’s first sheriff. He was employed by the Wells Fargo company to “ride shotgun” on their 


heavily armored, gold carrying, stage coaches in and out of the Hills.23 That is to say, he was 


hired to hold a shotgun and shoot anyone who looked suspicious the moment they stepped into 


view. 


 In the year 1879, a fire swept through the town of Deadwood destroying everything and it 


is generally marked as when the town began to grow up and settle down. The fire had little to do 


with slowing down the Black Hills’ rush as much as the introduction of hard rock ore mines into 


the region did. However, as a result of the population decline caused by the fire and hard rock 


ore mines, the town possessed a low population density and was still highly isolated from the rest 


of America preserving a frontier feel. Those who grew up during the ages of the Wild West and 


                                                 
22 George W, Stokes, Deadwood gold: pp 83 
23 Helen Rezatto, Tales of the Black Hills: pp 200 
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were fortunate to find permanent employ as a homesteader in the Hills, enjoyed a semi frontier 


life until a decade later when the trains came. While the town was obviously more law abiding 


than during its founding years, with such a low population density following the collapse of the 


rush, the Hills were as much a part of the frontier as Alaska was. Even after becoming a legal 


part of the US in 1877, Deadwood remained restless and dangerous due to the isolation brought 


by the Black Hills.  


 Ox drawn wagons and carriages were still the primary transportation into the Hills and 


into the town of Deadwood. While some trails had been transformed, many carts and coaches 


still had to be painstakingly lowered into the narrower parts of the Hills. Moreover, the Sioux 


were only pacified in so much as the large war parties were concerned. Young Sioux warriors 


still left the reservation often to hunt the white population of the Hills. Not until 1889, when a 


narrow gauge rail line was completed into the town did Deadwood, and its citizens begin to view 


themselves as truly part of the rest of America and the Sioux were not pacified until after the 


battle of Wounded Knee a year later.  


 
Imitators are Dime a Dozen 
 Deadwood’s “birth” as a town, was unique amongst all mining towns in the US. This 


added to its popularity at the time and the attraction it had to the general public. While the events 


that surrounded the creation of deadwood are worthy of note on a historical side, they also 


contributed greatly to the general public’s desire to risk the journey and go to deadwood. Where 


previously the nature of Deadwood being a lawless town attracted those who were joined at the 


hip with the Wild West, the average citizen cared more about land to make an honest living from 


than panning for gold and making city wages. Many people read about Deadwood and the black 


hills and embarked on the journey of following their dream, some without the addition of gold. 
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 It should be mentioned that at this point the industrial gold mining machine was already 


existent in the US. Moreover, it was at that time highly efficient at not only extracting the gold 


ore from the ground, but also in buying up and controlling, the gold producing claims. The gold 


rushes in the Montana Territories and New Mexico Territories were short lived because of this 


and only the great distance that prospectors had to travel during the beginning of the California 


gold prevented this during the ’49 rush. The existence of hard rock ore mines meant that instead 


of living free in the river making their own fortune, gold prospectors worked in a company mine 


and lived in a company town under company rules and were paid in controlled wages with 


nothing left up to luck. 


  Because the Black Hills were in Sioux territory, and thus removed from the protection of 


US mining laws, large mining firms did not immediately move in. This gave time for placer 


miners to not only dodge the roaming bands of Sioux, who were attacking all whites in the area, 


and US Cavalry, who were tasked with keeping prospectors out,24 but to set up claims and towns 


free of outside interference. While most of these claims would be sold to the professional mining 


operations, and the nearby towns would become company towns, the only town in all of the 


Black Hills to remain “free” was that of Deadwood. But first, a bit of back-story on the state of 


the Black Hills. 


 In 1874, the climate of the US was much different from in 1868 when Red Cloud began a 


war with the US in the Powder Ridge country in Montana. To start with, President Grant was in 


power and his administration had a distinctively harsher tone with the Indian tribes than Johnson 


did, but more on that later. In the medium, the Grant administration felt it necessary to respond to 


the rumors of gold in the Black Hills quickly to help alleviate the 1870s banking crisis. The US 


                                                 
24 Robert F. Karolevitz, Challenge: the story of South Dakota: pp 115-124, Helen Rezatto, Tales of the Black Hills: 
pp 88-94  
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Army dispatched Colonel Custer to the Black Hills in the summer of 1874 with the explicit 


purpose of surveying the Black Hills. On the record it was to determine a location for a military 


fort25, off the record it was to find gold. 


 In 1868, Red Cloud and his organized Sioux warriors defeated the US army and 


Washington sued for peace. This peace treaty was known as the Fort Laramie treaty. The single 


most important part of the Fort Laramie treaty was the creation of the great Sioux reservation and 


through it the Sioux Nation. A single reservation which then encompassed large portions of 


Montana, Wyoming, and Half of what is now South Dakota; it also included the Powder River 


country as an unseeded territory for Sioux hunting. Within the land granted to the Sioux, their 


most scared land, the Black Hills, were given to the Sioux and placed under their direct control 


with strict rules pertaining to them, such as the provision that whites were not to enter it. 


 While whites were allowed in parts of the Sioux reservations, and in the general Sioux 


nation, no whites were allowed in the Black Hills without expressed permission from the 


Sioux.26 This single line of the treaty would be “the groundwork for endless trouble between the 


Indians and the United States Government”27 That line also created the unique experience that 


was to become the Black Hills Gold rush. Custer’s expedition was illegal, since the Sioux had 


not given permission to Custer nor did the US government seek permission in the first place; 


perhaps because they knew permission would not be given. There exists a clause in the treaty 


which allows for whites to enter the Black Hills unannounced, when those in question are in 


pursuit of boarder violators or whenever necessary to keep the border safe from violent Sioux. 


                                                 
25 Watson Parker, Deadwood: the golden years: pp 3 
26Robert F. Karolevitz, Challenge: the story of South Dakota: pp 115-124; Helen Rezatto, Tales of the Black Hills: 
pp 88-94; Robert M. Utley, Custer Battle Field: pp 15 
27 Robert M. Utley, Custer Battle Field: pp 15 
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An expedition consisting of mounted soldiers, wagons, geologists, experienced gold miners, 


engineers, a mounted brass band, and newspaper reporters does not fall under either definition.  


 One might question why Custer had brought reporters along with his expedition, or the 


president’s son and a military brass band which continuously at the head of their expedition, but 


Custer was no fool and he knew how important reporters could be if gold was discovered. The 


expedition was not founded upon a wild goose chase, and after a few short days, the expedition 


found gold in the Deadwood River in the summer of 1874. While Custer himself wrote sparingly 


at the end of a letter addressed to his wife that gold had been discovered in moderate quantities28, 


he wrote in great detail in his military report as the reporters in their rough drafts of future 


articles which would depict the Deadwood river valley as an El Dorado.   


 The discovery of gold was printed in all the major newspapers across the country soon 


after the metal’s discovery. They all spoke of rivers so covered in gold that all you needed was a 


knife to disturb the river bed before you found it29, they all spoke of the Deadwood River; so 


named for the trees in the valley which appeared dead when it was discovered. Soon people from 


all across the country, whether rich or poor, employed or, more commonalty at that time, 


unemployed, dropped what they were doing and left for the Deadwood River Valley in the Black 


Hills. However, in the military report that Custer also leaked to the press, he spoke grandly of 


virgin meadows and forests. He spoke in such grand terms about the natural beauty of the hills 


that, without the desire for gold, people began leaving in droves in order to claim some part of it 


for themselves. 


 As many mining tows before had been considered “lawless” due to the lack of lawmen in 


boomtowns and the mistrust between thousands of people, the mining camps of the Black Hills 


                                                 
28 Helen Rezatto, Tales of the Black Hills: pp 85-86 
29 Helen Rezatto, Tales of the Black Hills: pp 85-86 
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were actually without laws. More the point, in the eyes of the US government, even the humble, 


law abiding prospector became an immediate criminal once that person entered the Black Hills, 


subject to arrest and detainment.   


 


By the Fingers on One Foot 


 The settling of the Black Hills was troublesome enough for all parties involved. The US 


government would have rather purchased the land rather than going to war for it, but the influx 


of prospectors into the Hills inflamed the Sioux adding to the list of grievances against them. The 


US attempted to remove the prospectors, in fear of retribution from the Sioux and entering into 


another, possibly un-winnable war, however the narrow Limestone canyons of the Black Hills 


served to protect the prospectors and hinder the advance of the Cavalry. It also helped maintain 


the remoteness of the town of Deadwood during the post gold rush days. This, along with the 


lack of mining company control over the affairs of the town, allowed the town to remain 


“young” and wild when all other towns were “old” and civilized contributing to the idea that 


Deadwood was the last frontier town. 


 Now, if the prospectors were able to get past the roaming US Cavalry and Sioux war 


parties, they suddenly found themselves inside weathered limestone canyons in part of a 


limestone and granite outcropping in the middle of South Dakota’s elevated sandstone plains. 


Canyons so narrow that only one oxcart could pass at a time and which rose hundreds of feet into 


the air; pristine ambush points if the prospectors chose to defend themselves a large military 


force. The Sioux understood this and hesitated launching large scale assaults onto the mining 


towns of the Black Hills for just such reasons. Unfortunately, the canyons also made 


communication and re-supplying difficult, so not every mining town was privy to their own post 
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office, bank, general store, and excreta. The only town which had the combination of both 


accessibility and notoriety, and therefore a steady influx of new people bringing with them 


capital to sustain their banks, stores, clothing shops, hotels, and post offices, was Deadwood.  


 The result was that other towns began to do business on a regular basis with Deadwood. 


Just as miners came from other boom towns during the rush to Deadwood to buy food, 


ammunition, equipment, and spend their gold on whiskey and whores, in the years after the gold 


rush ended, miners still came into Deadwood to spend their money on whisky and restock their 


home supplies. The Homestake mine would use Deadwood banks rather than the town of Lead’s 


or their own stages coaches in favor of Deadwoods.30 While Deadwood could not employ nearly 


the same number of people that any of the mines could, it still possessed a lucrative non-mining 


employment sector.31 These factors would aid Deadwood in becoming the only non company 


town in the Hills during the 19th and 20th centuries. 


 Deadwood became famous as a rich location for placer mining, not hard rock load mining. 


As one old timer from Deadwood quaintly put it, “you can count the number of hard rock mines 


that are actually in Deadwood on the fingers of one foot.”32 Thus Deadwood, unlike it’s sister 


towns, stopped being a large gold producing area. It still remained a profitable commerce town 


and was the home for the major banks of the Hills, all independent of the mining companies and 


taxable by the town. 


 It would seem that US was correct in their hopes that the Black Hills would produce 


enough gold to bring the US out of it’s recession and stave off further recessions down the road. 


The huge quantities of gold brought out by the Homestead mine in general undoubtedly helped 


                                                 
30 George W, Stokes, Deadwood gold: pp 122 
31 Watson Parker, Deadwood: the golden years: Large amounts of lumber mills were established in the region for 
both the construction of mining equipment and also of buildings which survived late into the 19th century. George W, 
Stokes, Deadwood gold: pp 26 
32 Watson Parker, Deadwood: the golden years. Pp 58. 
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improve the economy over the years33. While the rest of the country was held under the sway of 


the market hand, Deadwood and the Hills were under the protection of a steady supply of gold. 


Large mining firms, mostly the Homestake mine, placed their newly smelted gold ingots in 


Deadwood banks allowing for lending to continue. The mines of course, made hefty sums off 


their “investments” but the effect it had in the Hills was a continued sense of independence and a 


stable standard of living brining with it many people from outside the Hills well after the glory 


days the ‘rush were over. 


 Something should be said now about what a company town is. A company town is a town 


in which the primary employment of a majority of its residents resides with a single company. 


The company then holds sway over the elections and laws in the town and in some form or 


another owns and operates the commerce. Deadwood was unlike the company towns in that it 


maintained its older elected government which stemmed from the illegal days, remained intact. 


While the other camps in the Hills operated under the golden rule or the “blue six barrel law” 


Deadwood employed a Mayor, Sheriff, fire marshal, and health commissioner. In only one 


instance it could be said that anyone was bought off or an election stolen making Deadwood a 


“free” town increasing its already heavy gravity amongst the citizenry of the United States. 


 The steady increase of new people on a regular basis, the mild danger associated with 


traveling between towns, the remoteness of those who lived on the outskirts of town maintained 


the feel of independence the town had during its founding years. Adding to this was the daily 


image of a stage coach arriving into down in the same muddied and worn fashion that they had 


arrived in during the gold rush years. Before the automobile, transportation was on horse carts, 


horses, or trains. Rarely did people arrive in a new town by stage coach or freight did arrive 


                                                 
33 A full detail of the effect that the gold brought out of the Black Hills did for the nation can be found in the second 
chapter of Deadwood: the golden years. 
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pulled by 8 oxen, or if they did, the coaches would be far nicer than the ones that still arrived in 


Deadwood.  


 This was the result of the same canyons and trails that prevented the military from 


evicting the prospectors during the summer of ’75. The exact same armored Wells Fargo coaches 


that transported gold out of the Hills during 1876 were still being used, on the same schedule in 


1889 before the railroad opened34. The road, as a result of stage coaches and horse traffic was 


still a muddy mess that caked horses in layers of mud so think that their color could not be 


distinguished.35 Not until the 20th century did, the conditions of the black hills roads become in 


any way capable of providing speedy and safe travel for people and freight leaving deadwood, 


still the hub of rail traffic, as the “Hub of the Hills” for a few more years. 


 


Hub of the Hills 


 Deadwood was the center of the Black Hills gold rush, and as such, commanded 


substantial power in the region. Deadwood was the center of the Black Hills for many reasons; 


primary among them was because the town sat at the termination of all direct routs into the Hills. 


Because of this, the town received a steady income of both money and people. It became the hub 


that all the gold out of the Homestake mine passed through; both shipments and pocket money 


from the miners. Anyone entering the Hills would have to pass through Deadwood first. But then 


again, why would they, the richest placer gold claims were along the Deadwood river36 not until 


the1880s did mining in deadwood die off. Later, with the trains, Deadwood would command the 


                                                 
34 Watson Parker, Deadwood: the golden years: 101 
35 Edward A. Curley, Edward A. Curley’s Guide to the Black Hills: pp 129 
36 G. M. Smith & C. M. Young, History and Government of South Dakota: pp 61; Robert F. Karolevitz, Challenge: 
the South Dakota story; pp 114 







 


19 


economy of the hills keeping its title until truck traffic replaced train traffic and Deadwood 


began to fade. 


 It was in the winter of 1875 that the US’s negotiations to buy the Hills, or the mining 


rights to the Hills, were both declined by the Sioux. The result was decision by the US to stop 


caring about removing the prospectors who lived illegally in the hills. And in the spring of 1876, 


after the influx of new, unabated, miners into the region the town of Deadwood was born.37 In 


the summer of that same year, the population of Deadwood was at 10,000,38 half the population 


of the hills and placer mining along on the Deadwood river had produced more than one million 


dollars of gold at 20$ and ounce.39 While later hard rock load mines would produce far more 


money for much longer (read: the Homestake mine was the richest gold mine in the world), at 


the time, Deadwood was the destination for most people heading into the Hills. 


 Furthermore, as a sign to the influence of Deadwood on the gold rush itself, and 


subsequently on the Black Hills, the Deadwood fire of 1879 is considered to be the end of the 


gold rush. It was not simply that Deadwood ended, or that the population was destroyed by the 


fire, but that placer mining had died off in favor of hard rock ore mining and the large sums of 


easily obtained money which founded the initial grown of the town were gone. Deadwood had 


nothing to do with this development but the fire that destroyed the city is the marker for the 


rush’s end and not the date when all of its neighboring towns became hard rock ore mines.  


 Deadwood’s commerce dependency sprang up from the roll it played as a trail noxious. 


At the time, three paths lead into the Hills before the railroad came in 1889, and the Dakota 


Territory was allowed, by treaty, to maintain them even on Indian reservations. Two of the three 


were chosen, and they happened to be the only two of the three that terminated in the town of 
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Deadwood. They were not simple mule trials either, both departed from heavy traffic areas in the 


region, one from the town of Yankton and other from fort mission.40 This location presented 


Deadwood with a grand opportunity, and Deadwood would later be known as the most profitable 


town in the Black Hills41 both during the early gold rush and afterwards. Deadwood was the 


home to more than [three hotels], the best cook in the Hills, who happened to be black and a 


woman, a mail/freight depot, and more brothels, whiskey, and whores than a Hindu god could 


shake a fist at. With this new position came power, and as Spider-man is fond of saying, it also 


came with responsibility.  


 Deadwood had become the leader of technology not only in the Hills but also in the mid-


western region of the US. Citizens of Deadwood enjoyed electricity in the early 1880s when 


electricity was not common in the west until after the great depression. Two power plants were 


created in the hills, one to power the Homestake mine, the other to provide power to the town of 


Deadwood.42 Deadwood was to have the best of what money could buy, and Deadwood had a lot 


of money. The spring of 1877, the telegraph was established in Deadwood and with the addition 


of the only mail service in the Hills, Deadwood added to its title the information hub of the Hills 


to its list of many titles. During that time, mail was uncertain and irregular, being carried in and 


out by good natured wagon operators and travelers. Not until Charley utter opened a freight 


business did mail begin coming on a semi regular basis into the Hills. The method for this was 


individual pick up by the recipient of the letter in person. Utter Freight operated out of 


Deadwood, not out of Lead or Whitewood, making Deadwood the hub of money, people and 


information. 
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 Not only did Deadwood have the telegraph installed in the spring of ’77 by a major 


telegraph company, but also Deadwood possessed one of the first civilian telegraphs outside of 


the east coast. On top of that, Deadwood became the second location in the United States to call 


itself home to the new invention by Alexander Graham Bell43. Deadwood owned and operated 


150 separate telephone lines in the Black Hills a year after the Whitehouse had its first telephone 


installed. This development connected those lucky enough in the hills to use one, with the rest of 


the world, well somewhat, since at the time, telephone lines went to Washington, San Francisco, 


and Deadwood. The telephone did however prove to be one of the few things that the Sioux 


decided they enjoyed about white civilization.44 


 Even the Hill’s once short time enemy, later long time friend, the US military, played a 


special visit to Deadwood in its time of need. The end of the Horse Meat March General Crook 


lead his hungry and trail-worn soldiers to the Black Hills, were supplies were waiting for them in 


the town of Deadwood.45 The horsemeat march, as it came to be known, was a military excursion 


in pursuit of Sioux War Chief, Crazy Horse.  


 The expedition ran out of supplies while hunting down renegade groups of Indians. Only 


after their rations were depleted did the military engaged in skirmishes with the Sioux and one 


pitched large scale Cavalry battle. Neither the Sioux nor the US was prepared for long battles at 


that time, and both sides were starving.46 The Sioux war parties which had been watching the 


army from just out of their reach set fire to the brush depriving General Crook horses of food and 


choking the men with smoke. The march then turned south, into the Black Hills. Along the way, 


                                                 
43  Robert F. Karolevitz, Challenge: the South Dakota story; pp 115-124 
44 A brief account is made in Watson Parker, Deadwood: the golden years: pp 92, about an elderly Sitting Bull 
expressing shock, joy and general excitement after hearing his friend’s voice through the phone and having a 
conversation with him. 
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the soldiers were forced to kill and eat their starving horses to prevent starving themselves.47 The 


march stopped off in only one town, Deadwood, before riding on to the final destination. 


 The march ended in Deadwood because it was the only place that could supply all the 


troops. The military had known that the town of Deadwood was prospers and there is some 


inclination that General Crook knew full well that his men would be re-supplied in the town of 


Deadwood rather than having to continue on to the nearest fort before being relieved. While 


there the military men became drawn to the “luxuries” of life they were deprived of as solders; 


luxuries such as women, alcohol, in their case food.  


 All this gave the people a Deadwood a bit of an ego which they expressed in secession 


demands. Comical yes, especial when considering how many hoops the people jumped through 


to make sure Washington did not think of the miners as secessionists while they were illegally 


occupying the Black Hills. However, the people of Deadwood, later echoed by the Hills in 


general, did not want to succeed from the United States but instead from all their neighboring 


territories; Montana, Wyoming, and Dakota. They wanted to be their own territory, known as the 


Territory of El Dorado, which of course did not succeed. The amount of Influence witch 


Deadwood was able to exert in Washington and other locations, during this bid and before the 


Great Sioux war, has been attested to the high, unemployed, lawyer population of the town. The 


same population that extended their influence to help rid themselves of the Sioux both during 


and after the Sioux war of 1876. 


 
Leading Causes  


 Deadwood, as the center of the Black Hills, and its gold rush, played a large role in the 


Great Sioux war that ended the Sioux nation and confined the Sioux people to reservations. That 
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is not to say that the entire town of Deadwood was fully to blame for the Great Sioux war, but 


instead that elements within it, played a major role in the war. Using its influence with the 


outside towns and forts, along with controlling the communications in and out of the Hills, 


Deadwood was capable of influencing Washington and the American public. While the people of 


the Hills had a live and let hate relationship with the Sioux, they were the exception not the rule. 


The US Government had spent the better part of 1875 trying to buy the Hills from the Sioux with 


nothing to show for it. Pressure was mounting from both the people of America and from 


members of congress to do something about the Black Hills and the Sioux. 


 The military at the time was President Grant’s old Civil War lieutenants, Sherman and 


Sheridan. Generals, Sherman and Sheridan were in control of the western portion of the army, 


and through the war department also Indian affairs, and “were poised to rule with their fists.”48 


The three decided that the Black Hills must fall under the control of the US and in lieu of a sale, 


war must be brought swiftly. Coincidently, Sherman had expected the problem to solve itself if 


given time. He reasoned that as the buffalo disappeared, the Indians would be left with no choice 


but go to the reservations. But time was not an option, and pressure intensified faster than the 


buffalo diminished.49 


 The first thing that Sherman and Sheridan looked at was the act of stopping the 


prospectors and giving themselves the before mentioned time. Yet, they concluded that the 


amount of people who were trying to enter the Black Hills greatly outnumber the army Cavalry 


tasked with stopping them and decided upon axing the entire plan. As mentioned before, this 


resulted in a flood of people into the Hills and the creation of the town of Deadwood. The Sioux, 


who before demanded that those who were in violation of the treaty should be imprisoned or 
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executed, obviously did not respond well to the news and began attacking any whites in the 


Hills; even soldiers who were legally allowed to patrol the boarders50.  


 The military took pro-action and began sending the exact same regiments who were sent 


out on patrol to stop the miners, into the Hills to root out Indians, protect the towns and camps, 


and stop other less-desirable actions and people. The gold was also guarded by the military, 


when needed, as were some of the paths leading into the Hills from the plains end only. Of 


course, the military could not be every ware and many caravans were raided by the Sioux, or 


road agents masquerading as the Sioux, but no reporter in the Hills or in the rest of America 


bothered to notice that when writing their editorials. Deadwood took advantage of such closer 


relations with the US government to obtain protection on a town wide scale51 and to remind the 


army that neither the town of Deadwood, nor any other considered themselves an independent 


nation and deserved US protection and annexation. Reasons for this abound but the most 


convincing of them relates to the claims52. If the US government viewed Deadwood and all 


towns in the Black Hills as secessionists, their claims would become invalidated once the 


inevitable occupation began.  


 To prevent this outcome, gestures of good faith were made. Small gestures similar of this 


had been made before, but never so popularized, or worse misrepresented. While the citizens of 


Deadwood had delegated positions of civic authority upon certain citizens, it had been done as a 


sign that the Hills were more than simple squatters in the hopes that the government would side 


in favor of them if tensions with the Sioux got heated53. The end result was achieved and the US 
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began a war in effort to protect the valuable gold shipments out of the Hills and gain access to 


the resources of the Hills.  


 Deadwood also reached out beyond the federal government into the hearts of the 


American people. As all three of the Black Hills newspapers were located in Deadwood, the 


amount of editorials proclaiming that the Hills were theirs by right soon stacked to the sky during 


this time. Evermore, the letters written home, and then published according to their will, asked 


for assistance from the American people to end the attacks on the prospectors by military force. 


Washington soon succumbed to mounting pressure both within the camp and from outside it. 


 While in the eyes of the prospectors in the Hills Washington had looked favorably upon 


them and began to act in their interests, it was not entirely the case. Washington had been 


looking at the Hills since before the gold rush. The Hills were not only rich in gold; they 


possessed huge forests of untapped lumber. Black Hills forests could provide lumber for the 


Missourian forts and settlements that begun to run short of their much needed lumber.54 While 


the need for lumber would not have made the US break their treaty, gold would have, and gold 


along with the additional lumber from the forests and untapped farmland would be enough. 


 Washington began to look for a justifiable reason to break the treaty with the Sioux 


because, unfortunately for the US government, the settlers and prospectors in the Black Hills 


were there illegally and the attacks the Sioux made upon them were legal and justified. With a 


year of negotiations and nothing to show for it, Washington began to “bribe” some of the Sioux 


chiefs into signing an abridged treaty. This failed for many reasons, chief among them was 


glaring fact that whites had already been in the Hills defiling their sacred ground for over a year. 


No chief was going to sign any document that allowed the defiling to continue.  
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 Even if Washington sweetened the deal with additional food rations, or if the Chief in 


question felt that the Hills were not important (which never happened), and a chief did sign it, 


“risked his life at the hands of”55 the younger braves who lived free of the agencies in the open 


plains with chiefs such as Sitting Bull and Crazy Horse. These traditional war chiefs lived the 


unseeded territory and hunting grounds provided by the 1868 treaty; hunting grounds such as the 


Powder Ridge Valley, the cause of the war in 1868 which resulted in the treaty of Fort Laramie. 


These chiefs resented the whites who lived in the Hills and defiled their sanctity. They resented 


more, if it was possible, their fellow Sioux that had abounded the older ways and settled down on 


reservations and agencies to receive food rations. 


  Most who settled down did not stay permanently. “In fact, many Sioux and Cheyenne 


shuttled back and forth between the powder ridge country and the reservation, enjoying the best 


of both worlds”56 but such famous leaders, such as Red Cloud, had moved their tribes to agencies 


for the security and rations of the agency in the winter”.57 These Indians who lived on the fringe 


were the most adamant about war with the US and soon became just what Washington needed to 


start the war. Washington thus declared that too many Indians were trespassing outside of 


reservation lands and into sovereign US territory and subsequently ordered all Indians to report 


to agency centers, during the winter, when there was no food, and when they knew full well 


almost none of the Indians would be able to make the trip without starving.58 The date came and 


went and so few Indians showed up at the centers the treaty was declared broken and the Great 


Sioux war resulted. The war ended in the fall of 1876, not even a half a year after the war had 


started, and “the Sioux were forced to sign away the Black Hills…giving legal validation to what 
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the miners had already made an uncompromised fact.”59 Deadwood, the other mining camps, and 


prospectors then entered the new year of 1877 as legal residence of the United States on the 


backs of crushed Sioux. 


 
The Neglected Third Path 
 While the town of Deadwood did not send troops to the battles nor did any of the battles 


take place in the Hills, they all took place on the same lands that Red Clouds war was fought on 


ten years before. The only time the war ever directly entered, in any form; into the Hills was 


when General Crook and his third Cavalry entered the Hills at the conclusion of the disastrous 


Horse Meat March. But something should be said here as to the war that Deadwood and the gold 


pulled from its rivers had caused. Deadwood’s existence and the actions of those who lived 


within Deadwood, was a contributing factor in the breaking of Indian resistance to the US in the 


North West region of the country.  


 The infamous battle of Little Big Horn, the greatest defeat in army history before the 


Second World War, occurred during the Great Sioux War of 1876-1877 which resulted squarely 


from the prospector’s existence in the Black Hills. Before the battle of Little Big Horn, the most 


crushing defeat the US army had sustained was from the Sioux only a decade before in Red 


Cloud’s war. In fact, most of the battles at the start of the Sioux war were similar to those fought 


in Red Cloud’s war. The army did not miss this connection either. Rather than make the same 


mistakes they had before resulting in terrible loss of life, money and time due to the inability of 


the US military to bring the Sioux to battle and destroying their war making capabilities, 


Washington was eager to try new tactics.  


 The tactic that initially showed the most promise was to confiscate weapons and firearms 


from peaceful Indians when they entered reservations or agencies to get food. This not only 
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disarmed potential Sioux warriors but it prevented the Sioux from hunting easily, forcing them to 


live off government rations. The other tactic was to arrest the marauding Sioux as they would 


come in to abuse the Indian agencies regardless of their innocence.60 Many Sioux and Cheyenne 


warriors switched back and forth between the hunting grounds of powder ridge country and the 


reservation, “enjoying the best of both worlds- the old free life of the chase in the summer and 


the security and rations of the agency in the winter.”61 The Army was unable to prove that those 


who were arrested had anything wrong but were arrested just the same. At the same time, the 


military began a campaign of diplomacy to end the war and acquire the Black Hills from the 


Sioux, initially with cash payments. However, eventually the negotiations focused on food 


rations.  


 During the past ten years the lands of the Sioux Nation had been degraded and the 


Indians were either starving or near starvation.62 The Sioux needed food and the US knew it. In 


the fall of 1876, just before winter, Congress passed an Indian appropriations bill that included a 


provision dying the rations previously guaranteed to the Sioux under the treaty of Fort Laramie 


and subsequent additions to it by Congress, until the Sioux chiefs signed away the Black Hills to 


the US.63 There were previous signs of weakening but, the young braves who “spent part of the 


year with Sitting Bull would have none of it. Any chief that signed risked his life at the hands of 


those men.”64 While the action was drastic, it worked and Sioux chiefs signed away the Black 


Hills in return for food rations during the winter. With the loss of support from their native tribes 


Most of the Sioux, Cheyenne, and Lakota peoples did not fight in the war, the surrenders from 
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many of the smaller Indian tribes involved in the war came by the end of 1877 with the larger 


tribes of some war chiefs taking longer to surrender, but they eventually did. 


 The war was officially declared over when a new peace treaty was signed by the select 


Sioux chiefs. The treaty would later be deemed illegal, but at the time the Sioux were defeated 


and dependent upon US rations and Washington was in control of the Black Hills. The lands 


granted to them under the 1868 treaty were taken away, the hunting lands were taken given to 


settlers and the Sioux were confined to reservations. This effectively made the Sioux entirely 


dependent upon the US government for rations as Edwin A. Curley put its,  


  “The Indians… cannot get food by the chase, for the  


  pressure of the white race has destroyed the game; he cannot 


  get food by agriculture… for the area fit for cultivation is far  


  too small, and he cannot get it by stock raising, the industry  


  for witch the country is best adapted, because he has no flocks  


  or heard to start with.”65 


 While the United States celebrated the victory of finally putting the Sioux under a 


watchful eye and moved on with the labors of mining and foresting the Black Hills, the Great 


Sioux War left large political divides in the tribes who did and did not fight in the war. These 


divides persisted for years to come and affected reservation politics into the next century. 


 In the aftermath of the Great Sioux War, a great number of disenfranchised former Sioux 


braves lived restlessly on reservations. More than a decade after their defeat, the Sioux who were 


raised on the stories of the hunt and the warpath eventually found an outlet for their discontent 


and desire to reclaim their lost land. The original Ghost Dance movement, inspired by Wovoka, 


sought a greater connection with the earth and harmony between both whites and Indians. For the 
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most part the teachings of this “Indian messiah” were the ideals of the Christian faith66 but 


during a meeting with Wovoka, Strong Bull became obsessed with the movement and 


manipulated the teachings. The new form of the Ghost Dance that Strong Bull endorsed preached 


that if the Sioux were to be “good” and practice the Ghost Dance, the Sioux ancestors would 


return, the white man would disappear and the Buffalo would return.67  


 The more militant chiefs found the teachings of the ghost dance to be, surprisingly, in 


defense of future violence against the US, which may have possibly been Strong Bull’s intent. 


These groups viewed the movement as a call to the traditional ways of life away from 


reservations and agencies and Washington of course, caught wind of this. The agency leaders 


and people of the Hills did not view the Ghost Dance as a peaceful assembly of religious Native 


Americans, but instead former war Chiefs that had fought two wars against the US, manipulating 


a religious movement to foster an upraise against the US. Washington was not entirely without 


fault on this assessment since the Ghost Dance was similar in the eyes of the laymen to the Sioux 


war dance.  


 This stigma that became associated with the Ghost Dance eventually lead to the 


Wounded Knee massacre and with it the destruction of the Sioux’s most influential chiefs who 


knew what it was like to be “free.” The ramifications of the Wounded Knee Massacre were wide 


spread in the continental North West. Since most of the former leaders, or influenced braves, of 


the Great Sioux war, were present for the Ghost Dance at Wounded Knee68 and were 


subsequently killed in the massacre, the possibility of a Sioux resurgence, or rebellion against the 


US died with them. Since Crazy horse had died in captivity following his surrender in 1877, the 


deaths of Sitting Bull and Dull Knife marked the end of the war Chiefs who commanded enough 
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support from the people to possibly instigate an uprising or unify the tribes in any form of 


cohesion.  


 With the end of the Sioux, the major Native American obstacle against US expansion 


westward was removed. Following the victories of both the Great Sioux war, and the unfortunate 


massacre at Wounded Knee, rebellious Native American tribes soon began to lay down arms and 


take to the reservations. Their deaths meant that chiefs which remained were the ones who “sold 


out” the Sioux and newer chiefs would be unable to gain the prestige the legendary Chiefs had 


gotten through war. Coupled with the inability of the Sioux to remove themselves from their 


dependency on government rations;69 the Sioux would never again accomplish an uprising 


against the US. Their reservation lands would be further contracted as time passed to what are 


now the present day boundaries. The Sioux nation, which once comprised more than half of 


South Dakota, the North Eastern corner of Wyoming, and the South Eastern corner of Montana, 


was ended by a desire for Deadwood gold on behalf of the Untied States citizenry and their 


government. 


 


Where the Buffalo Roamed 


 Deadwood’s influence on the American plains went beyond additions to the mythos and 


included large scale, permanent environmental changes upon the region. The obvious 


environmental effects of mining forever changed the landscape of the Hills but the individual 


miner and the settlers introduced new species into the Hills, deforested on a massive scale, and 


polluted the waters. The town of Deadwood is a perfect example of the urban-core/periphery 


relationship in regards to the size of its ecological shadow compared to its population density. On 


the positive side, Deadwood propelled Seth Bullock on to the national stage.  
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In the same wagon caravan that brought to the town of Deadwood famous figures such as 


Wild Bill Hickok and Calamity Jane, it also brought an ox cart full of cats and an important 


national figure, Seth Bullock. Seth was the town of Deadwood’s first Sheriff yet he originally 


came to the town as a hardware store owner with his long time friend, Sol Star. The two moved 


from the Montana territory, where Seth had been a Sheriff and a member of the territorial council, 


to Deadwood with the intent to make it rich in the timeless scheme of supplying miners at 


inflated prices.70 Both he and Sol Star rose to importance in the camp as they became Sheriff and 


Mayor respectively. Later in the camps history they would both become major investors in the 


town building banks and hotels 


As sheriff, Seth Bullock gained the reputation as a fair lawman and most remarkably 


never killed anyone in during his tenure of enforcing the laws in a lawless town. However, Seth 


Bullock was more than just a Sheriff. During his time in Montana, he was the youngest person to 


be elected to the Montana Council when he was elected at the age of 21. During his time on the 


council, he proposed the first bill ever to preserve Yellowstone as a national park71. Theodore 


Roosevelt, who would later champion such ideas during his presidency, met Seth Bullock while 


they were both lawmen in the Black Hills. 


They had been unknowingly pursuing the same suspect when the encounter occurred. 


Roosevelt later wrote that he had taken a strong liking to Seth that day; they would become close 


friends. So close that Bullock was hired as a bodyguard for Theodore Roosevelt during his 


campaign for president. After the national parks were created, Seth Bullock became the first 


Forest supervisor72 for the Black Hills ensuring that they retained their natural beauty. 
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 As for the cats, they were brought into the Hills by a crafty entrepreneur with the intent 


sell them as either pets, or pest control to the miners and saloon operators. He only had the 


opportunity to sell three cats before someone, intentionally or accidentally neither is known for 


sure, knocked over the cages letting the cats loose to ravage the Hills. To this day, there is still a 


large population of common feral cats all of which are descendants of those ordinal cats brought 


into the camp in 1876. While the common house cat has been known to be just as adaptive to the 


environment as American wolves and even considered a pest in some countries, in the black hills 


the feral cats took the place of over predator species that were diminished though human actions. 


 The late 1870’s has been marked as the end of the Great Buffalo era, for never again 


would the buffalo reach such numbers or span such distances. The reasons for the demise of the 


buffalo abound, and if recorded, may well match in length the number of bison that once roamed 


the plains. However, the human effects upon them cannot be ignored, nor can the effects that 


humans had upon the wildlife of the Black Hills. The first aspect that must be considered is the 


effect that the sheer number of people entering the Hills on such a regular basis had on the 


environment. 


 In the winter of 1875, there were so few people in the Black Hills that the military had no 


idea were to even look for them yet alone find them end remove them. Not even six months later, 


by the summer of 1876, the population of the Deadwood alone was at 10,000 and the Black Hills, 


at a conservative assessment of the historical census, was at 20,000 people.73 In six months time 


the population of the Hills grew at more than 111 people a day, traveling not on well paved roads 


or on foot but by ox driven wagons though two narrow passes only. The wheels of the ox carts 


and stage coaches cut deep into the earth destroying any plant matter that was previously there 


and further erosion and soil degradation caused during the next Midwest rain storm removed any 
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near possibility that those trails would function as anything other than mud. If the roads of 


Deadwood are anything to compare the much more trafficked Black Hills passes to, then ankle 


deep mud was something to look forward too. 


 The decimation of the native wildlife was not accomplished by the prospectors entering 


the Hills alone. Both the game and predator declines of the Black Hills were the result of land 


clearance for homestead farms and ranches, general deforestation, water pollution caused by 


placer mining, and miners hunting game during the winter.74 The effect that ranchers had upon 


the predator population is well documented to be common knowledge. In efforts to protect their 


flocks/herds, ranches hunted wolves which would prey upon their livestock. The same effect that 


Ranchers had upon the predators the homesteaders had upon the game populations. As habitat 


was turned into farming land, the local wildlife had to find new places of food and nourishment 


or die. The likelihood that the huntable game would find alternative meadows and dense growth 


forests became smaller as more people entered the hills with intentions other than prospecting. 


 In 1876 when Edward A. Curly visited Deadwood for his guide of the Black Hills and the 


northern Great Plains, he commented upon the status of farmland. He described, in one solitary 


line, that all the good locations for farming and ranching had been taken and these locations 


consisted of natural meadows and clearings.75 Meadows and clearings that proved so naturally 


nutritious to cattle and horses once fed large deer, bison, and other grazing Black Hills game. By 


the year 1889, just before the Deadwood fire, the total amount of cattle in the hills numbered 


close to 150,000 heads. This excludes sheep and horses which were also raised in the meadows 


and clearings of the black hills. These ranches and farms were not in existence to support the 


people of Chicago or Cheyenne, but Deadwood with its 10,000 person population.  
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 If auxiliary grazing grounds could be found in the forests, the game soon saw those 


disappearing at 300 trees a day and had to move again. The lumber mills of Deadwood produced 


wood slower than the demand. So slower in fact, that it was profitable to, with great effort and 


cost, move steam engines up into the hills during the summer of 187676 to power lumber mills. 


These steam driven lumber mills, were capable of producing 30 thousand plank feet of wooden 


planks a day.77 This figure does not include the rate of plank production before the arrival of 


steam powered lumber mills, which had been going on since January of ’76, nor does it factor in 


the number of trees deforested by the still present hand operated lumber mills or the general 


deforestation by the inhabitants of Deadwood. Where did all this wood go? Everything in the 


town of deadwood, and surrounding mining camps, was made from wood; this would later 


contribute greatly to the speed that the Deadwood fire moved. 


 Each cabin on a claim or house in the city was made from wood, same as saloons, hotels, 


and every building in town. While sides of cabins could be made from simple cut trees cut into 


logs, the roof would traditionally be made from planks of wood, as would the floor. Initially, it 


was not the buildings that needed the wood but the miners who required planks for the 


construction of their sluice boxes.78 Additionally, these sluice boxes would not survive more than 


a few months at most79. The boxes would become waterlogged, warped, or the miner would 


simply think that there was enough residual gold dust caught in the cracks and groves of the 


wood to warrant the tool’s destruction. The sluice box would be dried and burned, its ashes 


panned, and usually enough gold dust would be produced to cover the construction costs of a 


new box, preserving the demand for cut lumber. 
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 Excluding the demand for building materials the demand for wood was always constant, 


though not at 300 trees a day. Everything before the “modern age” was dependant upon wood. 


The steam engines that cut the planks ran on wood not electricity or water power, and while it is 


possible that the fuel consumption of the engines was supplemented by using the unusable parts 


of the lumber, the fuel could not be made up entirely of lumber scraps. Assuming the lumber 


mills could provide their own fuel based on scraps, the individual miner could not. Stoves and 


heaters were not powered by electricity or natural gas, but by burning wood.   


 20,000 people demanding wood each day for the heat required for cooking undoubtedly 


made its mark upon the Hills forests, since unlike the Sioux, whites did not use only dead wood 


for their fires. Thankfully, for the hills, most people left before the start of the winter months as 


they did not wish to endure a Black Hills winter. The effect that Deadwood alone would have 


had with its 10,000 burning unknown amounts of wood constantly to stave off the sub zero 


temperatures is frightening. 


 It may appear that Deadwood is getting much of the blame or something that occurred 


across the entire Black Hills region. However, since the start of Deadwood’s existence, the town 


possessed certain commercial enterprises that other towns and camps simply did not bother to 


create duplicates of. Services such as banks, commerce areas, large hotels, court houses, and this 


remained true with lumber mills until the introduction of the hard rock ore mines of the later 


period and their company controlled mills and stamps. Yet even then, deadwood was without a 


majority of the blame for Deadwood banks were still being used predominantly. Deadwood 


banks demanded wood all year round to produce coal for the smelting processes required to 


produce their large, “theft proof” gold bars. While gold does have a relatively low melting point, 


it still required large amounts of fuel to melt such quantities of gold. While the Black Hills did 
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have a few coal veins, they were never mined in enough effectively to meet the demands by the 


population. Returning to the Black Hills game, while winter did spare the forest, however 


slightly, it did not help the game in the slightest.  


  A winter in the Black Hills results in a deep snow cover over most of the hills and 


valleys. This snow cover and sub freezing temperatures prevented all but the most hardened 


miners from working their claims80, and even the hardened could only work for short periods of 


time at that. Food an warmth were the two primary concerns for a miner out on his solitary claim 


for he owned the land by working it and had no debts. If, during the warmer months, the miner 


had not procured enough gold dust to purchase supplies or “live like a white man”81 during the 


winter months, the miner was forced to rely upon hunting skills or starve. While the winter 


months did mark a decrease in the black hills population82, as most people decided to leave the 


winter months in search of less harsh winter locations, the exodus of such a magnitude of people 


worsened the already present migration problems upon the game. However, the miners and 


settlers, with the exception of hunting, never intended to kill the wildlife off. That was reserved 


for the telegraph and railroad companies. 


 The American Bison have a nasty habit about charging solitary trees and knocking them 


down. There is even mounting evidence that the older Native Americans of the plains, who were 


exterminated by the Sioux as they moved westward, burned down trees in an effort to improve 


the buffalo pastures. This is not an anecdotal tidbit since telegraph poles, which were only 


installed in the western part of the plains and the Black Hills following the defeat of the Sioux 


and in an effort to connect Deadwood with the rest of the Plains, looks rather a lot like a tree to a 


buffalo.  
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 After enough buffalo began knocking down telegraph posts, the telegraph companies 


finally decided to do something about it. The companies hired an “army of guards”83 and hunters 


to patrol the telegraph lines and “protect” the poles from the buffalo.84 The hunters were told, in 


effect, to kill any and all buffalo they found near the lines on sight, after all there was no point in 


killing the bison after it knocked the pole down and disrupted communication. The exact number 


of buffalo slain because of the telegraph “guards” is unknown but the numbers are easy to 


imagine after looking at the success that the railroad had. 


 The railroads did come later into the Hills and the western portions of the now annexed 


Sioux Nation but when they did, they hurt what was left of the buffalo much worse. The 


railroads of the time saw no reason to move into the Black Hills or much of western South 


Dakota, but with the influx of people brought by the gold rush soon proved to be profitable 


enough to warrant rail lines. The railroad companies too hired hunters to protect the rail lines 


from the buffalo85 and supply food to the workers. Buffalo Bill was one such hunter hired as to 


remove enough buffalo from the region that the owners of the rail lines no longer had reason to 


worry about their trains derailing on a bull Bison. But whites were not the only ones hired to kill 


the buffalo indiscriminately, Sioux who wanted the luxuries of the white’s world got in on the 


action. 


 Buffalo hides were a valuable commodity in the east and the meat was lean, making it 


good for drying and preserving. The lure of wealth proved too much for some Sioux as they took 


to the plains and hunted their buffalo beyond their need.86 Taking the hide of the buffalo, and as 


much meat as they could carry away from a dead beast and leaving the rest. Perhaps the Sioux 
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who were unable to resist the lure of wealth did not realize they were assisting their own cultural 


demise, or if they did, they did not care. Regardless, the end result was the depletion of the 


buffalo and wild game that the Native Americans, mainly the Sioux, depended upon. As a 


traveler of the time, Edwin A. Curley wrote, “The Indians… cannot get food by the chase, for the 


pressure of the white race has destroyed the game.”87 This played a pivotal role in their defeat in 


1876 by the US government and why the Sioux were unable to ever again rise against the US. 


 Finally, deadwood exemplified more than just a classical Wild West town; it was also a 


pristine example of an urban-core/periphery relationship. While most urban center cores produce 


something of value to the population, Deadwood, being a mining camp, produced nothing but 


gold. Most cities, which are urban cores, engage in the production of transforming a raw material 


provided by the hinterland/ periphery into a finished product. The periphery supplies the corn; 


the city turns it into flower, chips, bread and distributes it back to the periphery. Deadwood 


supplied the gold and nothing else.  


 The lumber that was produced at 300 trees a day did not go into manufacturing tables, 


chairs, chandeliers, wheels or anything other than planks for buildings or sluice boxes. 


Everything had to be shipped in through the same muddy trails that carried the other 111 people 


a day. Some items that were shipped in as part of the daily shipment of tonnage88 included, 


chairs, tables, candles, glasses, windows, bottles of various alcohols, ammunition, explosives, 


mining equipment, non wooden building materials, all forms of clothing, ink for the printing 


presses, and food. This meant that Deadwood, with a population of 10,000 in 1876 when most 


towns in the Black Hills had a population of about 201, had an incredibly large and 


disproportionate to its population ecological shadow.  
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Fin 


 History marches on, and at the head of North Western portion of that march, for a good 


15 years at least, sat the Black Hill’s down of Deadwood. Flamboyant and excessive, like the 


mounted brass band at the head of Custer’s expeditionary column into the Hills a year before its 


birth, Deadwood attracted all the attention afforded to a Midwestern mining town. The attention 


was not unwarranted, and Deadwood deserved to lead as the resting place for two of the nations 


Wild West era “heroes”, the first Forest Supervisor of the newly created Black Hills national 


forest, and one time bodyguard to President Theodore Roosevelt. The town also embodied, in 


both heart and in sole, the violent yet noble ideals of a romanticized era of US history. 


 Deadwood had, by simply existing, helped contribute to the US war against the Sioux 


which brought an end to their nation. The war’s effects did more than that, the Sioux were 


forever beaten from that point forward and major opposition to the American idea of Manifest 


Destiny was beaten with them. The Battle of wounded knee, considered by most to be the end of 


the “frontier” as it was the last major Indian battle, was a result of a volatile combination 


between the desire of the Sioux to reclaim their lost land and way of life, and the lingering terror 


that the Sioux inspired in the people of the Black Hills during their violent raids 14 years earlier. 


 Deadwood gave, through its educated population and wealth, electricity to the Northern 


Black Hills at a time when the average town a three hundred mile radios did not receive power 


until the new deal in 1938. Deadwood provided the telephone to the Hills a shocking one year 


after the first telephone was installed in the Whitehouse, and provided telephone service to more 


than 150 locations. The desire by railroad companies to gain access to the rich gold shipments 
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out of Deadwood would lead to the expansion of the Nebraskan railroad, providing access to 


hundreds of acres of land to the masses.  


 Deadwood would unfortunately, also contribute to the ecological degradation of the area 


and further destruction of the majestic American Bison. In efforts to connect Deadwood with the 


rest of the world, telegraph companies hired hunters to kill buffalo on sight in order to protect 


their lines. The vast number of people coming and going each year into Deadwood through 


narrow paths disrupted the wildlife patters of the Hills and the polluted waters caused by mining 


did what human migration could not. The initial demand for lumber by the citizens in Deadwood 


demanded the destruction of tree after tree endlessly for four years. And not to be excluded is the 


yet unknown total damage that the mining did to the surrounding environment during its time. 
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The Second World War was the only war in history where technological 


development during the war was instrumental to the combat efforts of the combatants. 


Prior to the Second World War, technological advances had generally been gradual 


refinements of existing weaponry, and had never had significant effects on the outcome 


of a war. The weaponry used in earlier wars had been invented, refined, and put into 


serial production before the wars started, and did not change over the course of the war. 


Even the First World War, which saw the advent of the tank to cross no-man’s land, and 


the airplane to fly above it, was fought and won with weapons that were in their second 


or third decade of services. The Second World War then was the first time that countries 


could not spend lengths of time developing, testing, and refining weapons for their armed 


forces, but rather were forced to develop and put new weapon systems into production 


quickly. 


 While almost every weapon system in the military benefitted from this increased 


pace of development and production, the areas were these benefits were most obvious 


were in combat aircraft and in rocketry. Aircraft at the start of the Second World War 


were still reminiscent of those of the First World War, to the point that all of the major 


combatants during the war had frontline biplanes, with most of them still used in ground 


attack or air combat roles. By the end of the war, however, these airplanes were all 


several generations behind the curve, with then modern aircraft reaching the limits 


performance. This would have been the end of it, except that the war also saw the rapid 


development and refinement of a technology that hadn’t existed at all until a few years 


before the war: the jet engine. The integration of the jet engine with the new field of high 
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speed aerodynamics that emerged to help design aircraft during the Second World War 


would set the stage for the dogfights over Korea, and for the entire Cold War air race. 


 The Second World War also spurred the development of the rocket, transforming 


it from a fringe science, more likely to be seen in a fantasy novel or movie than in real 


life, into a weapon of war that would, with nuclear weapons, define the Second World 


War. Not only would it serve as one of the most powerful weapons of the Second World 


War, but it was also set the stage for one of the most insane and terrifying military 


strategies of all time: Mutually Assured Destruction, the idea that peace can be achieved 


if both sides have the power to wipe out life on earth. 


 Both of these systems, the jet combat aircraft and the ballistic missile, where 


developed and brought to fruition in Germany. While other nations had similar or related 


programs ongoing in some instances, no other nation came close to being able to equal 


German technological advances in either high speed jet aircraft or in rocketry. To change 


this deficiency and to prepare for the Cold War that was looming on the horizon, the 


United States and the Soviet Union took everything they could that might conceivably 


help them equal and even surpass what the Germans had been able to do in high speed 


aviation and rocketry.  


 This set the stage for a unique definition of spoils of war. In addition to the 


economic reparations that Germany was forced to pay, their technical and industrial 


centers were raided as well for anything that could help either the Soviet Union or the 


United States in the coming Cold War. The machinery, information, and people that were 


removed from Germany were miniscule in the absolute sense, but would have a profound 
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impact on the future of aviation and rocketry in the early cold war years, and continue to 


have influences well into the modern world. 


   


Aviation and Rocket Technology during World War II in the United 


States and the Soviet Union 


 


Aviation and Rocket Technology in the United States 


 The end of the Second World War left the United States and the Soviet Union 


with highly skilled, but narrowly focused air force capabilities. In the United States, this 


focus was on maximizing the ability of its long range bomber fleets to do as much 


damage to the industrial ability of a country as possible1. To this end, the aircraft that 


were designed and built in the United States were masterpieces of efficiency. P-51 


Mustang, P-47 Thunderbolt, and P-38 Lighting fighter planes could escort American 


strategic bombers over the course of an entire eight hour mission, with the single goal of 


protecting the bombers long enough for them to deliver their deadly payload. 


 This imperative for range, coupled with the massive numbers of bombers that 


needed protecting, produced a simple equation that dictated all American aircraft 


development for the majority of the war: Build as many planes as possible, with as much 


range as possible2. Thus, while early in the war the United States acquired a Whittle jet 


engine3, this then new and untested jet technology was ignored in favor of refining the 


reciprocating engines that were already in production45. 


 However, by the end of the war this technology was reaching the point of 


diminishing returns. While technology and development had allowed the United States to 
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field planes capable of flying higher and faster than anything before them, this was 


unsustainable. The increasing power of aircraft engines had made it difficult to fit 


propellers large enough to be useful, to the point were aircraft design began to be  


dictated by the engine power, and thus the size of the propeller used, as in the case of the 


F4U Corsairs. There no longer were the quantum leaps that had characterized the early 


war period. Given the airframe sizes and roles for aircraft, aircraft development among 


the western allies was no longer characterized by such innovations as multiple stage 


super-chargers for high altitude performance or fuel injected engines for reliability during 


air combat maneuver. At the end of the war, the American air force had reached the point 


that can be referred to as “polishing rivets”, that is, they were trying to maximize the 


technology that they already had. There were still refinements to be done to the propeller 


driven airplanes that fit into US air doctrine, but the propeller had reached the final stage 


in its useful life as a propulsion device for the United States. However, all this work had 


been done to maximize high altitude performance and range. When American planes 


inevitably got dragged down to lower altitudes during tog fights, their performance 


advantage began to disappear relative to their opponents, and the negative effects of this 


highly focused approach to aircraft design became apparent. 


 Rocketry in the United States was in a very different situation. Rather than being 


a mainstream part of the military effort against Germany and Japan, the rocket had been 


exploited where it was easy, and then simply left in stasis. The rocket artillery used by the 


US Army did not change significantly during the war, when it was used at all, and while 


there was some development in aerial rockets, it was limited primarily to building larger 


payloads. The only new rockets that the United States military was interested in 
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developing and fielding that were new to the war effort were designed to assist in the 


liftoff of heavily laden bomber aircraft6. 


 This seems odd considering that one of the founding fathers of modern rocketry 


did all of his work in the United States. The problem was that while Goddard was making 


great strides in the field of liquid fueled rockets7, he was also an extremely paranoid man, 


and so refused to work with others who were developing rockets, such as von Karman 


and his team8. 


 This alone, however, normally would not have been enough to stifle innovation 


into the field of rocketry. However, there is little to no evidence that the armed forces 


were interested in rocketry beyond what they already had other than the assisted takeoff 


units that von Karman built9. A great deal of this lack of interest stems from the air 


doctrine that dictated aircraft development. Because the United States is geographically 


isolated, unlike Soviet Union and Germany, there was no perceived need to develop any 


kind of interceptor aircraft that could quickly climb to meet a bomber group, which is 


what drove much of the rocket development in Europe. The lack of any doctrinal need for 


a rocket interceptor coupled with Goddard’s psychosis preventing him from working with 


any other innovators10, thus conspired to prevent the United States from progressing very 


far at all beyond simply unguided artillery or air-to-ground rockets. 


 


Aviation and Rocket Technology in the Soviet Union 


 The Soviet air force had taken a vastly different approach to aircraft doctrine and 


design than the United States. Rather than focus on getting the most range that they could 


out of their planes, they instead focused on smaller, short range tactical fighter aircraft. 
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There were three major reasons for this. The first of these was simply geographic: The 


Soviet air force was always going to be able to have runways near wherever they were 


fighting, because of the proximity of the Soviet Union to other nations. This negated the 


need for any extreme range fighters like the United States was forced to develop. 


 The second reason that the Soviet military focused on smaller, more agile fighters 


during the war is that their primary mission was not to destroy the German industrial 


capacity, as the United States was, but rather to protect ground formations from German 


tactical bombers and ground attack aircraft. They also were charged with escorting their 


own ground attack aircraft and protecting them from German fighter patrols. 


 These two forces that drove aircraft design and development in the Soviet Union 


resulted in a peculiarity in the Soviet air force. While most militaries were flying aircraft 


made almost entirely out of metal, Soviet aircraft were still primarily made out of wood11, 


to the point that it was only towards the very end of the war, when the Soviet army 


clearly had the upper hand against German ground forces, that the Soviet air force began 


to include large amounts of steel and aluminum into their airplanes.  


 All these factors combined by the end of World War II in Soviet airplanes that 


were at the same rivet polishing phase as their American counter-parts, but focused on 


low level maneuverability above all else rather than maximum range. The Soviets were, 


in this regard, just as successfully single minded as the United States, to the point that 


German pilots were instructed not to engage Soviet fighters below five thousand meters. 


However, like the United States, the Soviets painted themselves into a corner. They had 


the best low level dogfighters in Europe, but at higher altitudes, or against faster 


opponents, they began to struggle. 
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 Rocketry in the Soviet Union, however, was far more ‘mainstream’ than in was in 


the United States. Unlike the United States, were only a limited number of people were 


involved in rockets, before the war there were regional rocketry clubs and organizations 


in the Soviet Union12. This laid the foundation for the most widespread rocket use during 


the Second World War. 


 There were two major focuses of rocket research and development in the Soviet 


Union during the Second World War. The first, and most well known of these uses was in 


rocket artillery. Unlike the United States, the Soviet military focused heavily on the 


development and deployment of rockets in front line artillery units. There are a variety of 


reasons for this, but some of the major reasons include the portability of rocket launchers 


compared to tube artillery (especially over dirt and gravel roads in poor conditions), and 


the ability to fire massive salvos in advance of attacks. Soviet artillery rockets were so 


effective that the basic design remained unchanged during the entire war, and by the end 


of the war made up the bulk of the Soviet artillery batteries. 


 The second focus of rocket development in the Soviet Union was in their 


applicability to aircraft use. However, the Soviets were not intending simply on using 


rockets in the ground attack role like the United States did, but rather they were 


developing rocket planes such as the BI-1 interceptor to attack German bomber 


formations. However, the larger use of rocket propelled aircraft in the Soviet Union was 


in hybrid propulsion setups, were a rocket would be integrated into the rear fuselage of a 


standard fighter plane, to provide a vastly superior climb rate and short bursts of speed, 


while still retaining most of the maneuverability that the fighter aircraft already had. 


Unlike the rocket assisted takeoff devices designed and built in the United States, 
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however, the Soviets used primarily liquid fuel for aircraft rockets, and they were 


integrated directly into the frame of the aircraft, rather than being jettisoned after use13. 


 The proliferate use and development of rockets in the Soviet Union stands in stark 


contrast to the activities of the United States for a single reason. The rocketry 


organizations and clubs in the Soviet Union allowed scientists and engineers to gather 


together and improve on each others ideas, rather than working alone, as in the United 


States. The later greats of Soviet rocketry such as Korolev were able to become great 


because of the connections that they forged in these rocketry clubs.  


 


Technology Removed From Germany 


 


Removal of Technology to the United States 


 The American effort to capture as much German technology as possible had it’s 


genesis during 1944, when V-2 rockets and Me-262 jet fighters began to be encountered, 


either during attacks on London or at high altitude by bomber flights. All of a sudden, the 


allied leadership realized that they were dealing with technology that they might 


understand the basics of, had reached a level of refinement and advancement that they 


were completely unable to equal. In response, groups of scientists, engineers, and 


technicians were formed with the sole job of finding out as much as they could about 


German technology during the allied army advances14. These groups were the immediate 


predecessors to later, larger, and more important efforts such as Operation LUSTY and 


Operation Paperclip. 
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 Operation LUSTY stood for Luftwaffe Secret Technology; which in a rarity in 


the armed forces perfectly describes the goal of the operation. The teams sent out by 


Operation LUSTY had a simple mission: find all the information possible about secret 


Luftwaffe projects, and get that information back to the United States15. As a result, the 


teams took control not just of documents, blue prints and spare aircraft parts, but also 


many complete, flying condition aircraft. The most important aircraft of the 41 that 


Operation LUSTY acquired and shipped to the United States were ten Messerschmitt Me-


262 jet fighters, four Arado Ar-234 jet powered bombers16. These fourteen planes 


represented the future of airpower, and along with the literally tons of documents and 


data collected by the teams of Operation LUSTY, were an invaluable head start in the 


development of high speed aircraft for the United States. The first American pilots of 


these aircraft, when they first took a solo flight in the new jets, upon landing had their air 


force insignia removed and modified by the simple expedient of ripping the propellers 


while being told that they “No longer needed the propellers”17. Indeed, these planes 


would help make it so that no combat pilot in the United States needed propellers in a 


few years. 


 Unfortunately, the above information is essentially all there is that has been 


formally published about Operation LUSTY. The rocket programs that led to the Saturn 


V, the moon landings, and ballistic missiles overshadowed what happened in relation to 


Operation LUSTY. While a great many academic works mention LUSTY in passing, it is 


generally as a post-script to the air war in Europe, with no context as to what the effects 


of the Operation were. Equally unfortunate, unlike the Soviet Union where the absence of 


any jet program prior to the end of the second world war makes tracing the influence of 
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German technology clear, the United States had a pre-existing jet production and research 


program, which had already built the P-59 and P-80 jet fighters by the end of the second 


world war (though none of them would see combat). This camouflaged much of the 


influence of the German technology, making it difficult to tell what in the years to come 


would be entirely domestic produced, and what would be influenced by German 


technology. 


 Figuring out what exactly the United States took out of the German aircraft 


industry is extremely hard to determine, and likely is better suited to a full length book 


than it is to this paper. However, the question of why the United States took all of this 


technology is much easier to answer. The overarching reason that the United States took 


as much jet and high speed flight technology as they could out of Germany was that 


General Arnold had become convinced during the course of the war that technology was 


the only way for the air force to remain effective in the future18. To this end he created 


the first teams that went into Germany to learn whatever they could from captured 


documents and people19. 


 However, while that was the overall reason for the exploitation of German 


technology, the more immediate reason, and what influenced the creation of Operation 


LUSTY the most was that the end of the Second World War had seen a sea change in air 


power. The advent of the jet and of high speed aerodynamics meant that every plane then 


flying was to some extent obsolete. The American aircraft that stood at the pinnacle of 


high speed, high altitude flight, and were the product of years of evolution and 


refinement, were unable to even catch jet aircraft that were still in their crude, 


problematic infancy as weapons of war. Jet aircraft, even though not available in very 
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large numbers, became such a problem that entire squadrons would be tasked to attack 


them as they took off or landed, the only time when they were vulnerable to propeller 


driven aircraft. 


 Jet propulsion then had become the next quantum leap forward in military 


aviation. Like the supercharger before it, jet engines would allow aircraft to fly faster, 


higher, and eventually further and any propeller driven aircraft could ever be able to. The 


United States leaders correctly perceived that after the Germans had successfully flown a 


jet fighter, and shown just how inadequate propeller drive aircraft were in comparison, 


that any combat aircraft that was NOT a jet would be next to useless, as there was no way 


for it to fight successfully.  


 This is where General Arnold comes back into the picture for why the US took 


German technology after the war. He was one of the first people to recognize the 


essential truth about jet aircraft and high speed flight before the end of the war20, and so 


he was able to set in motion Operation LUSTY, and much of what was to come later with 


developments in aeronautics, going so far as to have a road map created for the future of 


high speed flight in the United States military. Using this plan, the German technology 


was integrated into the jet programs already existing in the United States, and would help 


to produce the most advanced air combat force in the world. 


 What Operation LUSTY was to the aircraft technology of Germany, Operation 


Paperclip ended up being to rocket technology and technicians. Operation Paperclip from 


the outset was designed to be non-specific. The operation was designed to get German 


scientists, technicians and other people with technical information about any advanced 


science, to work in the United States. The people that came to the United States along 
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information about projects ranged from wind tunnel designers to people who were 


working on synthetic rubber production. 


 However, the largest component of Paperclip, and the aspect of it that it became 


famous for, was the massive collection of rocketry specialists that it brought to the United 


States21. Towards the end of the war, when the Germans began to bombard London and 


Antwerp with V-2 rockets, Allied command and civilian authorities, it became clear that 


one way or another, the United States had to get its hands on the skills and technology to 


build their own missiles. Because of this overwhelming drive to get missile technology 


into the United States, the majority of scientists and engineers brought over by Paperclip 


ended up being related in one way or another to the German rocket programs. The most 


important person that Paperclip got however was Wernher von Braun, the man 


responsible for the design and construction of the V-2 rocket, and one of the future prime 


movers in the future American space program. Along with him though, were various 


engine specialists, fuel specialists, and aerodynamicists who had all left Peenemunde 


with von Braun in the hopes that they would fall into American instead of Soviet hands. 


In short, Operation Paperclip managed to round up all of the specialists in Germany 


needed to completely restart the V-2 rocket program in the United States under the 


direction of the US Army. 


 While this alone would have been a coup in itself, the organizers of Operation 


Paperclip also managed to get several complete V-2 rockets, and parts for many more, for 


importation into the United States. Additionally, they managed to secure much of the 


tooling and technical drawings of sub assemblies as well. This windfall for the United 


States allowed them to bypass whatever minimal start up time there might have been in 
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converting German knowledge and experience into actual rockets, and start launching 


rockets and training rocket teams immediately. 


 Understanding why the United States focused so much on getting rocket 


engineers and scientists out of Germany is not unfortunately as straight forward as it is 


with their acquisition of jet technology. While the overall desire to have the best 


technology in a given field that drove the pursuit of jets also drove the search for rocket 


technology22, that fails to fully explain the reasons for Paperclip. 


 The larger reason for the pursuit of V-2 technology is likely that is was quite 


simply a revolutionary weapon. For the first time, a city could be attacked from beyond 


the visible horizon without a massive manpower requirement. While the V-2 was 


admittedly following in the footsteps of the Paris Gun (in both concept and overall affect 


on the war), it was also a clear departure in its lack of necessary logistical support. The 


Paris Gun needed such a large support structure, and so many people to operate it and its 


support, that it was completely impractical as a weapon (as evidenced by the fact that it 


could only be used to bombard Paris). However, the V-2 was a radical departure from 


this. While it is true that the fuel of the V-2 (Liquid oxygen and alcohol) were difficult to 


create and store for long periods of time, the actual manpower and industrial needs of the 


V-2 were much smaller than any other weapon that had a similar range (including 


aircraft). This was amply demonstrated to the leaders of the United States not only during 


the near-continuous bombardment of Antwerp and London, but also when they 


discovered the slave labor factories that had been producing the rockets. 


 In addition to being a new, long range, low man power weapon, there was also the 


implicit understanding that while both the rocket and the nuclear bomb were powerful 
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and terrifying in their own rights, by combining them a completely new and 


unprecedented weapon of war could be created. Since the dawn of the gunpowder era in 


Europe, cities generally were not completely wiped out in wars. They were sacked, 


plundered, blown up, or burned, but this was almost always easily reversible. The nuclear 


bomb changed that completely. After that, it was assumed that any war would involve 


nukes, and that more cities would share the fates of Hiroshima and Nagasaki, getting 


essentially wiped off the map. However, this was only possible with the rocket. Bombers 


could be shot down, and the only reason that the Enola Gay and Bock’s Car had so little 


trouble with fighters in their own attacks was that at that point in the war the United 


States had already swept the skies clear of enemy fighters. However, it was recognized 


that an enlarged V-2 was the answer to this quandary. At the time, no weapon could 


intercept the new rockets, not even jet fighters, and so they were the closest thing to 


invulnerable that there was. Thus, the V-2 and other rockets would provide the ideal way 


to bypass the defenses of a nation and attack it without the possibility of quick retaliation, 


though this ability would ironically be countered by the Soviet’s own rocket programs 


that came out of the V-2. 


 


Removal of Technology to the Soviet Union 


 The Soviet Union was not very far behind the United States when it came to 


exploiting the technology of the Germans. In both aircraft and rocket technology, the 


Soviet armaments industry benefitted greatly from the influx of German technology and 


experience. 
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 While the influx of rocket technology into the Soviet Union is well documented, 


the influx of aircraft technology and the changes that it spawned are far less well known. 


A great deal of this has to do with secrecy, though a major contributing factor is that 


unlike the space race with the United States, there was never any glamorous competition 


with the Soviet Union over aircraft design, and so western academics, scholars, and 


historians tend to ignore the aircraft technological shifts in the Soviet Union during the 


beginning of the Cold War. 


 However, even in the absence of serious academic research, there are still some 


significant advances in the Soviet Union that can be attributed to the German technology 


that they acquired. The first, and most obvious of these, is the turbo-jet engine. While the 


British, Americans, and Germans all had domestic turbojet projects, there is no evidence 


that the Soviets had any equivalent, instead focusing (as mentioned previously) on rocket 


propulsion to achieve high speed flight in aircraft23. However, there is no doubt that it 


was German technology that allowed the creation of the first Soviet jet fighters, the Yak-


15 and Mig-9 series. While they bear little to no external indications of German 


influence, the engine selection is where the German origin is obvious. The Soviet RD-10 


and RD-20 engines that powered these two early soviet fighters were direct copies of the 


German Jumo 004B and BMW 003A jet engines respectively, to the point that on some 


of the early prototype aircraft, when RD-10 or RD-20s were not available, captured 


BMW and Jumo jet engines were used without difficulty24. 


 An additional inference of German influence can be made from the speed at 


which Soviet jet fighter technology progressed. From the first flight of the very first 


Soviet jet fighters in April of 1946, to a modern, second generation jet fighter in the Mig-
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15 took less than two years. As context, the jump from the P-59 Airacomet to the F-86 


Saber (technologically equivalent to going from the Mig-9 to the Mig-15) took exactly 


five years, from 1942 to 1947. While the debate over the origin of the swept wing will 


likely never be solved, its rapid appearance in Soviet fighters indicates that it was initially 


taken from German sources. Additionally, the necessity for the swept wing (improved 


high speed flight characteristics) was never existent in the Soviet Union until the advent 


of the first jet fighters, due to the low level dogfight doctrine that Soviet aircraft were 


designed for. 


 The reasons for the Soviet importation of aircraft technology from Germany are 


shrouded in just as much mystery as what they actually took. However, the relations 


between the United States and the Soviet Union, and the design of the aircraft that 


resulted from this technology transfer provide some guide posts. 


 The tensions that were developing between the United States and the Soviet 


Union at the end of the Second World War, over the governance of liberated countries, 


over financial assistance, and generally between the two economic systems, ensured that 


the Soviet leadership would look for any advantage that they could get in a potential 


conflict with the United States. While it is doubtful that they were interested in initiating 


a Third World War in the near future (especially without nuclear weapons, and little 


information about the American nuclear program), they still would have wanted to 


prepare for a possible war, if for no other reason than to avoid the same catastrophic 


defeats that marked the beginning of the Second World War for them. 


 However, this was easier said than done. The Soviet ground forces and navy 


could not be changed in short order. In the army this was because of the sheer size of the 
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force, and the success that it enjoyed pushing to Berlin was still influential. In the case of 


the Navy, it was because of the lack of experience, and the massive inferiority in almost 


every sector when compared to nations such as Britain or the United States. This means 


that the Soviet air force was the only part of the armed forces that could not only be 


changed in short order, but also could benefit the most from the change. 


 The simple reason for this is that the Soviet air force was not designed to be able 


to fight the aircraft that the United States was producing. While from a purely numbers 


standpoint, the Lavochkin and Yakolev fighters could engage American B-29 bombers 


and P-51 fighters at relative parity, this doesn’t show the whole story. The P-51 and B-29 


were designed for high speed, high altitude flight, while the Soviet fighters were, as 


discussed earlier, designed for low level intercept of German fighters and bombers. As 


such, even with similar top speeds and maximum service ceilings, performance 


differences within those envelopes relegated Soviet and American aircraft to different 


roles and altitudes.  


 Several B-29 bombers that had landed in the Soviet Union due to mechanical 


problems or battle damage also gave the Soviet leadership a chance to examine their 


potential targets in the next war. The highly advanced design, engines, and systems of the 


B-29 made it clear that a major change would have to take place in the Soviet air force if 


they wanted to be able to effectively engage high flying strategic bombers. 


To this end, German technology and experience in aircraft production provided 


not only the quickest, but also the easiest way to re-equip the air force. The changes in all 


areas of the air force: from propeller to jet driven, low altitude dogfights to high altitude 
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bomber interception, and doctrinal changes for primary targets; coming together at the 


same time ensured a clean slate for the future. 


One of the clearest examples of this sea change in the Soviet air force can be seen 


in the weapons selection changes between the late propeller driven planes and the early 


jet planes. The Yakolev and Lavochkin fighters used at the end of the war, primarily 


designed for low level dogfights with German fighters and for engaging German tactical 


bombers, have a mixture of small cannons and machine guns. This mixture, while ideal 


for shooting at fast moving, small targets that have very little tolerance for damage, is 


inadequate for engaging the heavy bombers that America was producing. The early 


Soviet jets, therefore, departed greatly from this established anti-fighter armament 


scheme.  


The Mig-9, the first wholly original jet design in the Soviet Union, was equipped 


with a pair of medium sized 23mm cannon, along with either a massive 57mm cannon, or 


an only slightly less massive 37mm cannon25 that the fuselage was built around. These 


cannons, with low muzzle velocities and slow rates of fire, were ideal for engaging 


bombers, being powerful enough to destroy most in only a few hits, but correspondingly 


suffered greatly against fighters, which would have been moving too rapidly to be easily 


engaged with the slow moving explosive shells. The limits on ammo capacity imposed by 


the huge shells the cannon fired also made it less than ideal for engaging fighters. Later 


MiG fighters, such as the Mig-15 and its derivatives were equipped with the exact same 


anti-bomber armament. 


 The history of German influence on the Soviet rocket programs is far better 


known and studied than that of the aircraft programs. The primary reason for this is that 
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during the cold war, this was simply the most obvious (and easiest) way to tell who was 


“winning” the war. Whichever side had the most advanced ballistic missiles, or was the 


first to put a probe or man into space or onto another planet was perceived as being 


‘ahead’ in the race. As such, it is almost impossible to read about the Soviet space rocket 


or missile programs without some reference to the German V-2 program. 


 However, the story of German rocket technology in the Soviet Union is highly 


convoluted. The initiation of Soviet interest in the V-2 did not exist really until the British 


asked them for any information they got out of the missiles sites in Poland as the red 


army overran them on the road to Berlin26. It was only after this request that Stalin and 


the Soviet command structure began to look seriously at the V-2s. 


 At this point, still several months from the end of the war, the Soviets sent out 


several teams, similar to the later Operation LUSTY teams, to various missile launch and 


assembly centers in Poland. While some information was passed onto the British, the 


Soviets began to horde more and more of the technical data and materiel that they found 


at these sights. It was not until the detonation of the atomic bomb, and the concerted 


efforts by the United States to acquire German rocket technology that the Soviets began 


to make their own efforts to acquire this technology.  


 However, the United States by this point already had a head start. They had 


managed to snatch the majority of the scientists and engineers that were responsible for 


the design of the V-2 rocket27, and had cleaned out the launch and assembly centers that 


had been taken by American troops, but were in the future Soviet Zone of occupation2829. 


The Soviet response to this was to begin offering anyone that was connected with the 


rocket programs employment, living quarters, and the chance to continue their research 
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under the Soviets if they would come over to the Soviet side. Since this offer was 


extended to even the lowliest technician, the Soviets managed to get many of the ‘hands-


on’ people that were in charge of the missile projects, providing them with an almost idea 


group of people to combine with the already existing theoretical knowledge that existed 


on rockets in the Soviet Union. 


 While the Soviets did not get the same kind of jumpstart in rocketry as they did in 


airplane technology, the technicians, machinery, and rockets that they acquired allowed 


their designers and engineers to begin to put their ideas into actual production, and 


provided a starting point for many of their future designs.  


 However, they got more than enough technical expertise and machinery to jump 


start their large scale rocketry program30, which likely was their goal from the beginning. 


While the Soviet rocket sector was more than capable of making smaller liquid fuel 


rockets for use in aircraft, or solid rockets for use in artillery roles, they, like the rest of 


the world, were several generations of rockets behind the Germans when it came to 


developing a rocket the size of the V-231. Their need for an equalizing force after the 


detonation of the atomic bomb meant that rocketry was of paramount importance. At the 


time, the Soviets had no bomber aircraft capable of reaching the mainland United States, 


even on a one way mission, with an atomic bomb. The V-2 and its potential derivatives 


presented the opportunity to not need a bomber that far, if they could only refine the V-2 


beyond what Germany had been able to do. 


 In a way, the drive behind the soviet rocket program is identical to the drive 


behind their absorption of aircraft design technology. They saw the threat that the B-29 


bomber and nuclear weapons posed, and saw (correctly) that in the short term at the very 
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least, the easiest way for them to have an equivalent would be to develop long range 


rockets. While they also built copies of the B-29 (as the Tu-4), these never managed to 


equal the performance of their American templates, and could never have reached the 


mainland of the United States, even on a one way mission.  


 


Short Term Influences of German Technology 


 


Short Term Influences on American Programs 


 The influence of the German technology influx in American aerospace programs 


was felt immediately. Aircraft designs were reconsidered in light of both the empirical 


and theoretical data that was brought to the United States, as well as practical knowledge 


gained by studying the aircraft the Operation LUSTY brought to the United States. 


 The most immediately obvious of these influences was the rapid adoption of the 


swept wing as a feature on jet fighters. The F-86, the first post-war jet design, set the 


standard for swept wings in American aviation for the decades to come. While there was 


some research in the United States on the advantages of a swept wing before Operation 


LUSTY and the transfer of technology from Germany, the ability to study the swept wing 


Me-262 greatly advanced the speed of implementation for new wing designs32. Even 


though the wings on the Me-262 were originally swept to shift the center of gravity, 


Messerschmitt had unknowingly stumbled upon a method for dramatically increasing the 


top speed of an aircraft. Development teams in the United States were quick to capitalize 


on the experience and data from Germany, since the Me-262 had proved that accidental 


or not, a swept wing was instrumental for increasing the top speed of an airplane. 
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 A far less obvious influence from Germany was the modification and perfection 


of the axial flow turbojet engine. All of the prior jet projects in the United States had been 


primarily with centrifugal flow jet engines, which in a manner similar to the supercharges 


and turbo chargers that the air force was familiar with, compressed the intake air charge 


outwards before piping it to the combustion chambers and from there out to the tail pipe. 


While this engine design was technically simpler, having far less moving parts and 


compressor blades, in addition to using technology that was already well understood, the 


major problem with it for high speed flight in fighters was that it was very wide, and the 


only real way to make a centrifugal jet engine more powerful was to make it wider to 


allow for more air compression. Eventually, this would reach a point where the engine 


could no longer be mounted on fighter aircraft. Unlike the axial flows, the performance 


figures on the centrifugal flow engines did not even offer any real advantage over 


propeller driven planes, and being significantly shorter ranged as well33. 


The axial flow turbo jets that the Germans had refined and used on all of their 


prototype jets and jet fighters were of a far different design, which offered a simple 


solution around this problem. Instead of a single compressor at the very front of the 


engine, the Germans used a series of fan blades in a line to incrementally compress the 


air. This meant that not only were the initial axial flow engines only about half as wide as 


a centrifugal engine, but to increase the power of the engine, it simply got longer, which 


would not significantly add to the drag. 


The F-86 and other early jet fighters, in addition to using the swept wings and 


axial flow engines that were developed from German data, also benefitted greatly from 


the experience of the high speed aerodynamicists that came over to the United States34. 
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At the end of the war, the best aerodynamicists and wind tunnels were in operation in 


Germany, and these two were major targets of Paperclip35. This aeronautical design 


experience allowed not only for minor tweaks to airframes, but also significant redesigns 


(as in the case of converting the F-84 from straight wings to swept wings).  


All of these innovations in aircraft design allowed the United States to enter the 


cold war with a highly advanced air force, with only a few remnants (such as the B-29 


bomber) of the Second World War still in active service. This all jet air force would set 


the stage for the last major gun dogfights, and only major jet powered gun dogfights over 


the skies of Korea, against the Soviet MiG-15 fighters. 


Additionally, as a direct result of Operation Paperclip and LUSTY, the United 


States acquired a primitive long range rocket force, and the experience to start building 


their own V-2s in the guise of the Hermes A-1 and A-3 missiles. However, far more 


important than that was the immediate work that began on the future ballistic missiles for 


the United States by the scientists brought over by Paperclip. While some of them were 


assisting with the development of the A-1 and A-3 missiles, the majority of them working 


under von Braun were working on the first post war American missile: the PGM-11 


Redstone3637. It has been estimated that Paperclip and the scientists that were brought to 


the United States under its auspices accelerated the acquisition of ballistic missiles by as 


much as a decade38. 


 Further, in the short term, Paperclip essentially saved rocketry in the United States 


during the immediate post war period. The death of Goddard in the ending days of the 


Second World War39 left the United States without any experienced theoretical rocket 


designers. While there were several groups of technicians who could make and maintain 
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simple rockets (Such as von Karman’s group in the air force, and the team that worked 


for Goddard during his navy work in the war), they were not necessarily up to the task of 


designing and building anything approaching the size of the V-2. 


Finally, though the United States never made any concerted effort to acquire V-1 


cruise missiles (An American version, the JB-2 Doodle Bug, was built shortly after the 


first V-1 attacks), the V-1 served as the genesis for a series of cruise missiles during the 


early cold war, including the first submarine launched missiles, the ‘Loon’ and ‘Regulus’ 


missiles. 


 


Short Term Influence on Russian Programs 


 While in the United States, the short term effects of Operation Paperclip and 


LUSTY are difficult to follow in aircraft development, in the Soviet Union the effects 


were far more obvious. The first of these, as mentioned earlier, was the mere presence of 


jets in the Soviet Union40. Prior to acquiring BMW and Jumo jet engines, the closest that 


the Soviet Union had to a jet was the motorjet powered MiG I-250 aircraft. This design 


used essentially the compression section of a jet turbine, and connected it to the aircraft’s 


standard piston engine to power it. However, this plane could only fly for about 10 


minutes with both engines on, and so, with the arrival of the turbojet in the Soviet hands, 


was abandoned41. 


 The major short term affects that the influx of German technology had in the 


Soviet Union were on the air force. As discussed earlier, the Soviets were able, using 


captured German technology, to change their air force over from low level, propeller 
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driven, wooden construction dog fighters into a high speed, high altitude bomber killing 


force. 


 Additionally, the Soviets benefitted in all of the same ways that the United States 


did, though they were starting at a lower technology level. Unlike in the United States, 


where it took three successive jet fighter models to finally get to a swept wing, in the 


Soviet Union, the jump was completed by the second model of fighters, going from the 


MiG-9 to the MiG-15. This quick change development also ensured, unintentionally, that 


the Soviet jet forces were as advanced as possible, due to the lack of earlier, yet still 


effective generations of fighters to replace. 


 All this ensured that when Soviet supplied fighters went into combat over the 


skies above Korea, it was a nearly even match between the F-86 fighters on the American 


side, and the Soviet designed, produced, and often flown Mig-15s. The difference in 


Korea that accounted for the kill ratios being skewed in favor of the American pilots had 


nothing to do with the technology transfer out of Germany. Rather, it was simply superior 


training and a primitive form of aerial radar that allowed American pilots to emerge 


victorious. Indeed, had the Soviet Union not had the chance to fully integrate German 


technology into their air force with swept wings and the jet engine, it is entirely possible 


that the air war in Korea would be remembered in a similar light to the air war in 


Operation Desert Storm; that is to say, non-existent. 


 Not only did the Soviet development of their air force parallel the United States’ 


largely, but their progress after acquiring V-2 rockets was also similar. In the Soviet 


Union, all of the rocket engineers had been focusing on aircraft and artillery rockets42, 


with little care given to actual ballistic missile design or development, however, when the 
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Soviets acquired the V-2, they instantly (like the United States), received a leg up in their 


rocket program. However, unlike the United States, the Soviet Union had a very large 


and very active body of scientists and engineers who could capitalize on the technology 


that they received, where the United States had to make due with using almost entirely 


foreign scientists brought over by Paperclip. 


 The byproduct of this ability to use domestic scientists is quite unique. After the 


R-1 rocket was built (an exact copy of the V-2)43, the developmental efforts in the Soviet 


Union were split. The primary group for all future rocket and missile work, including 


ballistic missile, was a team of soviet scientists, including Korolev, who had gained 


practical knowledge on the construction of large rockets from the Germans, both in 


occupied territories and in the Soviet Union. The second, far less important, group was 


composed almost entirely of German engineers and technicians who had been deported 


from Germany to work in the Soviet Union on rocket designs44. This group would have 


very little overall effect on Soviet rocketry, with only the occasional development 


incorporated into the designs of the Soviet team, and would within a few years be 


returned to Germany. However, their immediate presence, and their assistance to the 


Soviet rocket programs cut almost a decade off the time line for the Soviets to be able to 


design and build their own ballistic missiles45 


 


Long Term Influences of German Technology 


 


Long Term Influence on the United States 
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 The long term influences of German technology on American research and 


development programs in aviation and rocketry are immense, and are what made 


American achievements and technology what they have become famous for. 


 The first major long term influence that German technology had on the United 


States’ aircraft programs was in variable geometry wings. These are wings designed to be 


adjustable for various sweep angles, optimizing either low speed maneuverability and 


lifting capacity, or high speed aerodynamics and efficiency. The first American plane to 


utilize this technology was the Bell X-5 experimental plane. However, this X-plane was 


based on a German project designated P.1101, undertaken by the Messerschmitt company 


late in the Second World War. The technical data drawn from the P.1101 led directly to 


the construction of the X-5, down to even looking almost exactly the same46. The only 


significant difference between the two planes was that the X-5 could adjust the wing 


sweep angle in flight, while the P.1101 could only do this while on the ground.  


 The information gathered from the X-5 and the P.1101 were later used in the 


design and construction of the B-1 and F-111 bombers, as well as the famous F-14 naval 


fighter. It is generally not a good idea to play the “what if” game in history, but if the 


P.1101 and it’s information had never come to the United States, it is likely that the X-5, 


F-14, B-1, and F-111 would never have existed, or if they had, would have been far less 


refined and capable than they are. 


 An even longer term influence that illustrates the confluence of German and 


American technical experience and vision is the design known as the flying wing. This is 


simultaneously one of the oldest, and yet most advanced designs in the world47. During 


the Second World War, there were three major design groups involved in flying wing 
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research. Two of these, the Horten brothers and Alexander Lippisch, were working in 


Germany on projects for the Luftwaffe. The third and only non-German working on the 


flying wing was Northrop, in the United States. All three groups managed to get flying 


wings (or similar tailless aircraft) flying, but it was only in Germany, with Horten and 


Lippisch that there was real support for the idea. Even then though, Lippisch’s design, the 


Me-163 rocket interceptor, was not quite a true flying wing, and saw only limited 


service48. The Horten flying wing prototype crashed after a jet engine failed in flight, and 


in the United States, Northrop’s flying wings were too little, too late.  


 However, this was not the end of the flying wing. The one remaining prototype of 


the Horten flying wing came into the United States under LUSTY or a successor 


program. This prototype, along with the continuing work of Lippisch in the United States 


and the legacy of Northrop’s flying wing bombers eventually came back together at the 


very end of the Cold War to produce the B-2 bomber, the first true flying wing bomber in 


operational service.  


 Beyond the flying wing though, the greatest effect that German engineers had on 


the development of aircraft in the United States was in the area of high speed 


aerodynamics. Unlike Germany, the United States had little in the way of either facilities 


or people trained in studying this field, and so they were prime candidates for Paperclip49. 


Their contributions would affect all aircraft production for the cold war, and likely has 


continued to influence the design of aircraft in the United States today. 


 However great the long term contributions to American aircraft design might be, 


however, the prime beneficiary in the United States were the rocket programs. The 


German scientists that came to the United States because of Paperclip generally stayed in 
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the United States, and many of them stayed with von Braun and his continuing efforts to 


further the American space and missile programs50. This eventually culminated in the 


massive Saturn V rocket to send astronauts to the moon and back. Not only did the V-2 


rocket provide an initial starting point for development of larger and larger rockets, but 


the German scientists were really the only people in the United States that fully 


understood rocketry, and were willing to work with others to expand that knowledge. It 


was later estimated that Paperclip and the scientists that were brought into the United 


States saved almost two billion dollars in development and research costs, and up to five 


years in development time51 (excluding the decade saved in ballistic missile research that 


is covered elsewhere). 


 


 


Long Term Influence on the Soviet Union 


 German influences on Soviet advances later in the Cold War were very different 


from the United States. Unlike those German technicians and scientists who went to 


America, those who had gone to the Soviet Union, either voluntarily or by force, 


generally returned to Germany only a few years after the end of the war52. While there is 


obviously no single reason for all of them to have done this, the primary reason was no 


doubt that, as mentioned earlier, they were doing relatively little to progress the sciences 


that they were trained in due to their isolation. Additionally, the separation of the German 


scientists from their Soviet counterparts meant that the soviets in a sense had two entirely 


separate development programs going on. When they felt that they had extracted all that 
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they could from the German scientists, they were finally released and allowed to return to 


Germany. 


 While the direct German influence on the long term development of the Soviet 


rocket and aircraft forces was thus minimized, the indirect influence was far greater. In 


the realm of aircraft development, those companies (including, primarily, MiG) who had 


gotten access to German technical materials and engines early after the war later became 


the premier combat aircraft designers and manufactures of the Soviet Union. Mikoyan 


has become one of the most well known Soviet (now Russian) aircraft design groups, in a 


very large part because of the MiG-9 and MiG-15, neither of which could have happened 


without the influx of German technology and the jump start that they gave the Soviet 


aircraft industry. 


 The long term German influence on the rocket industry in the Soviet Union was 


very similar to that of the aircraft industry. While there was very little in the way of direct 


influence, the indirect influence was enormous, possibly even greater than that of the 


influence on the aircraft industry. The Soviet rocket industry built their first ballistic 


missile as a barely improved version of the V-2 rockets that they had taken out of 


Germany, and later missiles were simply additional refinements upon the basic missile 


chassis, engines, and guidance systems. This is not very surprising though since the 


primary soviet missile designer of the Cold War, Sergey Korolev, was also one of the few 


people that had serious contact with the German scientists and technicians, as well as the 


rockets themselves after they came into the Soviet Union. 


 However, beyond looking at the design bureaus that got their start because of 


appropriated German technology, an analysis of long term German influence on Soviet 
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development suffers from the same problems that looking at the short term influences 


encounters: there is very little in the way of information on the subject, and what little 


information there is, is primarily concerned with the people who were involved on the 


Russian side and their personal lives in relation to the Cold War, rather than on German 


influences on their later designs.  


 


Concluding Remarks 


 That German technology influenced the technological status of both superpowers 


at the start of the Cold War is indisputable. It set up the future ballistic missile arms races 


by providing both blocs with the same jump start in technology. It also provided the 


Soviet Union and the United States with jump started jet development programs. The 


technological development in Germany, and the subsequent transfer of that technology to 


the Soviet Union and the United States essentially created a blank slate in aviation and 


rocketry for the cold war, with subsequent developments having more to do with 


doctrinal differences (as discussed earlier) than with available technology or traditions. 


However, this raises a question of its own: Why did Germany have such advanced 


technology? How was it that Germany, the losing power of the Second World War and 


one that spent the majority of its resources on its ground units manage to produce such 


technologically unrivaled items as the Me-262 and the V-2? Germany did not have any 


one who was intrinsically smarter than either the United States or the Soviet Union. They 


did not have huge amounts of resources that they could spend in the middle of a war to 


advance these programs. Nor did they (as evidenced by the multitude of projects) even 


have a single, overriding dedication to perfecting a single technology. So why did they 
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have the most advanced jet aircraft and long range rockets in the world at the end of the 


war? 


 There are two primary reasons for this superiority. 


 The first of these is simply that the Germans had a head start on all of these 


technologies. When America was still developing the P-51, and the Soviet Union was 


still fielding biplanes, Heinkel was already looking ahead and working on jet engines and 


high speed aerodynamics5354. They had the foresight (or pure luck) to diverge in purpose 


from the majority of the aircraft industry, which was still working on refining the 


propeller driven aircraft. The He-178, the first turbojet powered aircraft in the world, flew 


three years before any other jet plane. This massive lead in aircraft development, 


combined with increasing interest by other, larger aircraft companies ensured that work 


was continuing in Germany at a time when Stalin was busy throwing his top aircraft 


designers in jail55, and the United States was too busy trying to feed itself to worry about 


anything else. 


 In rocketry the Germans were in a similarly fortuitous situation, though in a large 


part it was actually a situation imposed upon them. The terms of Germany’s disarmament 


at the end of the First World War specified maximum power for tube artillery that 


Germany was allowed to possess. However, it said nothing at all about rocket artillery, 


and so there was huge support from within the army to develop rockets. In addition to 


this, there was no public or widespread reason for people to not work on rockets, unlike 


in the Soviet Union, where it could lead to imprisonment, or in the United States, were it 


simply didn’t pay. 
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 The second major reason for this superiority in both jet propulsion and rocketry 


was that these projects were, in terms of the strain they put on the German economy, the 


equivalent of the American Manhattan Project. Obviously, not as much money went into 


rocketry and jets as did the atomic bomb, but that is an issue of total size, rather than 


dedication to a cause. When the rocket and jet projects are put on the same level as the 


atomic bomb was in the United States, then their advances start to make a great deal of 


sense56. Just as in the United States, the complete devotion of a huge portion of the 


economy into producing just a few new weapons of war results in weapons that are not 


necessarily fully refined, yet are still so far in advance of their competitors that they 


become the new benchmark. Just as the Soviet bomb project can be considered the result 


of the successful American project, so the Soviet and American aircraft and rocket 


projects could be viewed as the result of successful implementation of these technologies 


by the Germans. Indeed, “German achievements are not the result of any superiority in 


their technical and scientific personnel, however, but rather due to the very substantial 


support enjoyed by their research institutions”57. This support never disappeared after the 


war. It simply moved to different countries. 


 The problem though, is tracing the movement of technology and personnel once it 


moved to either the United States or Russia. While with the rocket programs there tends 


to be a fair amount of literature on the various designs and the causes for the evolution of 


designs from the German V-2 rockets onwards, either to the current generation of 


missiles or to the point at which a country decided to start with a clean slate, there is no 


real equivalent when dealing with aircraft technology. 







 35


 While this is unfortunate, it is also entirely understandable. Unlike aircraft, during 


the Cold War the progression of rocket technology not only was easy to track, but also 


one of the central fixtures of the Cold War, with the space race, the missile gap, and all of 


the associated treaties that focused on strategic missiles. Aircraft, by comparison, were 


hiding in the shadows. Other than in open conflicts such as the Korean or Vietnam Wars 


were Soviet aircraft really measured up to their American counterparts. Even then, there 


was nothing flashy and easy to write about as with the ballistic missiles. Performance 


figures were shrouded in mystery, and so little information ever came out of the Soviet 


Union that could be studied. Because of the lack of information on Soviet aircraft, and 


the flashiness of ballistic missiles and space rockets in comparison, it is natural that the 


majority of authors writing about the technology of the Cold War focus on the rocketry. 


Unfortunately, this has left one of the great stories of the Cold War: the birth of the 


Soviet jet programs out of the ashes of the German programs; almost unknown in the 


west. 


 This, unfortunately, leaves the story of the German jet planes of the Second 


World War partially untold. As it stands now, generally the story of the German jets ends 


on May 8th, 1945, when Germany surrendered. While this paper attempts to extend the 


story of the German jets and jet technology later, into the Korean War, the reality is that 


the story of the German jets in the United States and the Soviet Union deserves for more 


space than this single paper can provide for it. 
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Rubric for learning outcome #1: “Interpret texts with due sensitivity to both textual and contextual cues.” Interpretation is not a 
mechanical act, of simply applying an interpretive algorithm—it’s an act of co-creation, with the critic marshalling appropriate 
strategies to interpret salient details, or rather, of balancing different details and strategies for interpreting, and assembling from this 
dynamic interplay a compelling argument.   Context, too, is dynamic, in that there are two simultaneous contexts: those of the author, 
and those of the practice of literary and cultural criticism that the critic inhabits.  Powerful interpretation responds to both, with 
balance between the two appropriate to the critic’s particular purpose.   


 
Level/stage  Knowledge/ 


indicators 
Standard of work/ 
indicators 


Autonomy/ 
indicators 


Coping with 
complexity/ 
indicators 


Perception of 
context/  
indicators 


1/novice Minimal or 
“textbook” without 
connecting it to 
practice/  work 
shows very literal 
understanding of the 
assignment, offering 
nothing beyond the 
task, or shows 
misunderstanding of 
some or all of the 
assignment. In 
particular, grasps 
hold of textual or 
contextual details in 
a mechanical 
fashion, or applies 
interpretive 
strategies without 
regard to 
appropriateness.   


Unlikely to be 
satisfactory unless 
closely supervised./ 
Replete with errors 
showing 
misunderstanding of 
interpretive 
strategies or 
misreading of 
textual cues, 
especially in 
misreading or weak 
reading of literary 
language. 


Needs close 
supervision or 
instruction./   
Examples of 
revision respond 
only to instructor’s 
literal advice, 
without any 
extension to larger 
issues.  Revisions 
may not show an 
understanding of 
instructor’s advice 


Little or no 
conception of 
dealing with 
complexity./  work 
shows a 
straightforward 
statement of ideas 
with little argument, 
and with no 
intimation of 
counter-arguments. 
Argument may lack 
cogency; certainly 
lacks subtlety and 
creativity.  . 


Tends to see actions 
in isolation./  work 
stays completely in 
the parameters of 
the assignment, 
showing no 
relevance to 
anything but the 
assignment itself. 
“Presentist” in 
interpreting generic 
and cultural norms.  
No sense of either 
the class as the basis 
for entering the 
conversation or of 
the larger cultural 
context of the 
literary and cultural 
conversation. 
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Text Box
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2/advanced 
beginner 


Working knowledge 
of key aspects of 
practice./ Work 
shows very literal 
understanding of the 
assignment, offering 
little or nothing 
beyond the task, but 
shows excellent 
understanding of the 
task itself. 


Straightforward 
tasks likely to be 
complete to an 
acceptable 
standard./ handles 
well the interpretive 
strategies clearly 
called for  in the 
assignment, but 
does not connect 
these with other 
possible 
approaches.  Shows 
a certain bluntness 
in handling literary 
language and other 
textual cues.  


Able to achieve 
some steps using 
own judgment, but 
only in narrow 
context of given 
“rules” or 
interpretive 
strategies. / 
Interpretations 
likely to repeat 
instructor’s, or class 
discussion, or of 
outside “expert.”  
Examples of  
revision respond 
just to instructor’s 
advice, but may 
extend that advice 
to multiple points in 
the work.  Revisions 
show an 
understanding of the 
instructor’s advice  


Appreciates 
complex situations 
but only able to 
achieve partial 
resolution. / 
Argument is cogent, 
but neither subtle 
nor creative.  Thesis 
may be derivative, 
but there may be 
contradictory 
statements that 
show complexity 
without being able 
to manage it.  
Alternative 
arguments may be 
presented poorly, 
perhaps as a “straw 
man,” perhaps 
without balance or 
proportion in regard 
to the thesis, even to 
the point of 
undercutting the 
thesis.   


Sees actions as a 
series of steps. / 
“Presentist” in 
interpreting generic 
and cultural norms.  
A sense of  the class 
as the basis for 
entering the 
conversation, but 
not of the larger 
cultural context of 
the literary and 
cultural 
conversation. Work 
may seem 
mechanical in 
moving from point 
to point.  
Transitions may be 
absent or forced.  
Sub-parts all 
support thesis, but 
without flow, 
without much, if 
any connection to 
the context of the 
class as a whole, 
without drawing 
fluidly on 
knowledge or skills 
developed in other 
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classes or earlier in 
the semester.  Work 
seems isolated 
within the demands 
of the assignment. 


3/Competent Good working 
knowledge of areas 
of practice /  
demonstrates a 
understanding of the 
standards of the 
discourse 
community, in part 
by using strategies 
beyond those 
immediately called 
for in the 
assignment but 
clearly pertinent and 
useful 


Fit for purpose, 
though may lack 
refinement. / 
Insightful, cogent, 
identification of 
pertinent details;  
yet presentation and 
support tend toward 
the formulaic in 
structure and 
approach 


Able to achieve 
most tasks using 
own judgment. /  
Interpretations will 
show some 
originality, even if 
only in 
contradiction or 
extension of ideas 
already presented 
by the instructor, in 
class, or by an 
outside “expert.” 
Revision shows 
resistance to re-
thinking an idea; 
instead shows 
strong ability to 
bolster an idea. 


Copes with complex 
situations through 
deliberate analysis 
and planning. / 
Argument is cogent 
and subtle, and may 
verge on creative.  
Does more than 
simply answer the 
assignment’s 
question; may even 
begin to question 
the assignment, but 
certainly shows an 
understanding of 
counterargument, 
nuanced positions, 
ambiguity in 
evidence, etc.  Feels 
argumentative in 
handling nuance 
and complexity—
tends to debate, to 
resolve ambiguity 
tendentiously. 
Assertiveness feels 


Sees actions at least 
partly in terms of 
longer-term goals. 
/Truly responsive to 
the conversation of 
the class, and 
beyond.  May 
respond not just to 
the assignment, but 
to the larger goals 
of the course or the 
major, and may 
even explicitly 
engage the larger 
cultural 
conversation. 
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defensive. 
4/Proficient Depth of 


understanding of 
discipline and area 
of practice. / Shows 
easy conversation 
with the norms of 
the discourse 
community.  
Interpretive 
strategies are apt, 
flexibly and 
skillfully applied.   


Fully acceptable 
standard achieved 
routinely. / 
Interpretation is 
insightful, cogent, 
and well-supported.  
Presentation is fluid, 
even elegant.  
Rhetorical forms are 
tools rather than 
constraints.  . 


Able to take full 
responsibility for 
own work.  
/Revisions show full 
integration of 
advice as part of 
conversation in a 
community of 
inquiry; they show 
re-vision as a 
substantial re-
thinking, rather than 
as a collection of 
local improvements  


Deals with complex 
situations 
holistically, 
decision-making 
more confident/ 
Cogent, subtle, and 
creative.  
Assignment is a 
jumping off point 
for a conversation in 
the field.  Counter 
arguments are 
nuanced, rich, and 
real, not 
tendentiously 
dismissed but rather 
honored as part of 
the conversation. 


Sees overall 
“picture” and how 
this individual 
action fits within it/ 
Comfortably 
responds at multiple 
levels to the literary 
and cultural 
conversation.   


5/Expert Authoritative 
knowledge of 
discipline and deep 
tacit understanding 
across area of 
practice. /  Not only 
shows easy 
conversation with 
the norms of the 
discourse 
community, but 
pushes on those 


Excellence achieved 
with relative ease. /  
Shows such mastery 
of interpretive 
practices and of the 
rhetorical forms 
used to present them 
that the writing 
seems 
“transparent,” that 
is, so perfectly 
attuned to the 


Able to take 
responsibility for 
going beyond 
existing standards 
and creating own 
interpretations./  
While the work 
fulfills the 
assignment, it is 
clear that the 
assignment served 
merely as a 


Holistic grasp of 
complex situations, 
moves between 
intuitive and 
analytical 
approaches with 
ease. / Transcends 
the argumentative 
traditions of the 
field, integrating the 
esthetic experience 
with the cognitive 


Sees overall 
“picture” and 
alternative 
approaches; vision 
of what may be 
possible; full 
integration of 
experience with 
norms of practice./  
Not only responsive 
to, but creatively 
extends the 
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norms, extending 
the boundaries or 
deepening the 
discussion within 
the boundaries.  
Interpretive 
strategies are apt, 
flexibly and 
skillfully inhabited, 
indeed transformed, 
from tools to 
extensions of the 
writer’s persona. 


work’s purpose, 
audience and 
argument as to seem 
at one with the work 
rather than as a 
medium of 
expression.   


springboard into 
exploration.  Thesis 
takes intellectual 
and aesthetic risks, 
pushing an 
interpretation 
beyond the obvious. 


seamlessly and 
without needed to 
indulge in 
grandstanding or 
proclamation. 


conversation. 
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Appendix ii: samples of student work 
 


Essay A 


Writing 190 


Gregg Camfield 


5/13/10 


 


Out of the Jungle and Into the Dilemma: The Legacy of Upton Sinclair and 


Michael Pollan’s New Trajectory in Muck Raking Food Journalism 


 


 “Now, as to this article,” said Cincinnati, slashing into the ostensible butter 


and holding forward a slab of it on his knife blade . . . . “You can’t tell it 


from butter; by George, an expert can’t! We supply most of the boats in the 


West; there’s hardly a pound of butter on one of them . . . . You are going to 


see the day pretty soon, when you can’t find an ounce of butter to bless 


yourself with . . . . And we can sell it so dirt-cheap that the whole country 


has got to take it . . . . Butter’s had its day—and from this out, butter goes to 


the wall. 


Mark Twain, Life on the Mississippi, pp. 267-268 


 


 Separating food fact from food fiction, it seems, has been a difficult task since 


Mark Twain’s day at least. Contemporary readers of Life on the Mississippi may be as 


impressed to realize that butter substitutes were available in the middle of the 19th century 


as they are by Twain’s prescience about their future prevalence. Not much has changed 


regarding the sale of ingenious new food products to the public since then, except 


perhaps the increased story-telling abilities of marketers. As Michael Pollan shows in The 
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Omnivore’s Dilemma: A Natural History of Four Meals, a trip to the modern supermarket 


can be a “literary experience,” where the line between fact and fiction is often 


deliberately blurred. (134) He also reveals the startling number of items in that same 


supermarket that are derived from a single plant source: corn. The fact that many readers 


will not have been familiar with this justifies Pollan’s endeavor to discover the breadth of 


the facts when it comes to food and its production, a subject, he observes, in which much 


is taken for granted and much less is what it seems. Corn begins Pollan’s extensive 


investigation into contemporary American food, a long and ranging narrative about the 


production and consumption of exactly what it is we eat when we sit down to a meal, or, 


just as often, when we eat it on the run. The question “What should I eat?” notes Pollan, 


has come to depend on the questions “What am I eating?” and “Where in the world did it 


come from?” He also notes the irony of his attempt to answer those questions. “Not very 


long ago an eater didn’t need a journalist to answer these questions.” But, Pollan implies, 


“eaters” weren’t always, first and foremost, consumers. (17) 


“Not very long ago” is a fairly vague reference to history. We can’t be sure 


exactly when it refers to but it must be some time before 1906 when Upton Sinclair wrote 


The Jungle, a time when eaters found they needed to know what they were eating when 


they thought what they were eating was “Durham’s Pure Leaf Lard!” and instead were 


informed they might be consuming Eastern European immigrants. (105) A book like The 


Omnivore’s Dilemma cannot escape comparison to The Jungle, that seminal text in the 


tradition of muckraking journalism. The questions Pollan attempts to answer place him 


squarely in the tradition of muckraking journalists like Sinclair who seek to discredit 


certain sectors of industry under capitalism and, by association, the capitalist system that 
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empowers them. As James L. Aucoin points out in his essay “Journalistic moral 


engagement: Narrative strategies in American muckraking,” “Muckraking as a 


journalistic genre… reports abuses of the capitalist system to stimulate ‘righteous 


indignation’ in the American middle class and urge an organized response that will 


demand reforms (Tichi, 2004: 14).” (560)  


But whereas Sinclair’s is a narrative of one Lithuanian family’s journey to 


America and then through its perilous meat packing industry, and by metonymy through 


the harrowing landscape of capitalism, Pollan’s is a narrative of food’s journey through 


various food chains – industrial, organic and hunter-gatherer. The different focus of either 


narrative reflects the different reform goals of their authors. Sinclair sought reform in the 


wages and conditions of workers, ultimately through the adoption of socialism, using a 


certain industry of food production as a compelling backdrop. (Bloodworth, 44) Pollan 


seeks reform of the industrial food system for the wellbeing of consumers and seeks to 


effect this by influencing readers’ choice of food. The two authors, writing a century 


apart from one another, represent points in history and points of view that are similar in 


some way but different in others. Their strategies in accomplishing their goals are also 


similar yet different in important ways. My aim is to discover Pollan’s place in the 


tradition of muckraking journalism using The Jungle as a point of reference and by 


foregrounding the assumptions and agendas present in The Omnivore’s Dilemma. 


 Michael Pollan’s book The Omnivore’s Dilemma is, like Upton Sinclair’s The 


Jungle, a critique of a capitalist system, but the two accounts differ in important ways. 


For one thing, where Sinclair puts forth a critique of the capitalist system in general 


(Bloodworth, 61), it cannot be said whether Pollan advocates the same or is merely 
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critical of its application in the production of food. For another, where Sinclair is 


primarily concerned with the plight of workers Pollan is concerned with the plight of 


consumers. Furthermore, whereas Sinclair’s proposed solution to the problems of 


capitalism, as presented through the character Jurgis’ conversion narrative, is socialism, 


Pollan advocates, through his presentation and quotation of the sustainable farmer Joel 


Salatin, and through his own experiences hunting and gathering food, a more libertarian, 


consumer driven reform.  


Critiquing Capitalism. 


 


As in so many other realms, nature’s logic has proven no match for the logic of 


capitalism.          


- The Omnivore’s Dilemma (184) 


 


Aucoin points out that “The muckraking tradition can best be understood as 


carefully constructed narratives designed to focus Americans’ attention on the negative 


social effects of industrialization, monopolization, and the capitalist economic system and 


to generate fundamental social and political change.” (560) One of the primary negative 


effects of the industrialization of food that Pollan seeks to draw attention to is the demand 


it places on efficiency and quantity at the expense of quality. “Before the commodity 


system farmers prided themselves on a panoply of qualities in their crop: big ears, plump 


kernels, straight rows, various colors; even the height of their corn plants became a point 


of pride. Now none of these distinctions mattered; “bushels per acre” became the only 


boast you heard.”  (60) One of the primary effects of the capitalist economic system that 
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Pollan critiques is the incentive it gives companies to foster confusion about food in the 


mind of the public. “The lack of a steadying culture of food leaves us especially 


vulnerable to the blandishments of the food scientist and the marketer, for whom the 


omnivore’s dilemma is not so much a dilemma as an opportunity.” (5) This confusion 


that arises from the odd marriage between advertising and something as seemingly 


straight forward and fundamental as food is the reason d’ etre for the book’s title. It is the 


same confusion that Pollan points toward when referring to “our present predicaments 


surrounding food.” (3) Our present predicaments being a tidy way of summing up the 


current epidemic rates of obesity, diabetes, heart disease and, what Pollan contends is the 


source of these ailments, Americans’ confusion about what to eat.  


 


Maura Spiegel, in her introduction to the Barnes & Noble Classics edition of The 


Jungle observes that: 


Although Sinclair portrays the crushing, machine-like force of a man-made hell, 


he turned for his title to an image of the natural world…to a place that, 


particularly in this period, evoked a sense of primal fear, a “heart of darkness.” 


The jungle represented a setting inhospitable to human life, where “civilized” man 


does not thrive, where life is an unrelenting and ultimately a dehumanizing battle. 


Both Sinclair and Pollan then, wish to illustrate with their chosen titles how far 


backwards the capitalist system is capable of dragging “civilized” man. The phrase 


“omnivore’s dilemma” was coined by a research psychologist named Paul Rozin at the 


University of Pennsylvania to describe the peculiar situation of omnivores, beings who 


can eat much of what nature has to offer, but who probably shouldn’t eat 
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indiscriminately, if they want to survive and be healthy. Humanity’s primitive forbearers 


had this problem all the time, according to Rozin; deciding what was and wasn’t 


poisonous for instance. Over the millennia, humans learned to obviate this difficulty by 


passing on knowledge and building cultural traditions around food. It is the loss of a 


“stable culture of food,” (2) insists Pollan, that leads to the prevalence of this dilemma in 


contemporary American society, where grandmother’s recipes have been replaced by 


food scientists’ expertise. “Such has been the genius of capitalism, to re-create something 


akin to a state of nature in the modern supermarket or fast-food outlet, throwing us back 


on a perplexing, nutritionally perilous landscape deeply shadowed again by the 


omnivore’s dilemma.” (303) 


But Pollan’s critique of capitalism extends beyond charging the system with 


willfully confounding the public’s appetite, extends beyond the subject of food even. He 


cites the Sociologist Daniel Bell, who’s book The Cultural Contradictions of Capitalism 


“called attention to the tendency of capitalism, in its single-minded pursuit of profit, to 


erode the various cultural underpinnings that steady a society but often impede the march 


of commercialization.” In order to steer this serious indictment of capitalism back to the 


subject at hand Pollan adds, “The family dinner, and more generally a cultural consensus 


on the subject of eating, appears to be the latest such casualty of capitalism.” (302) Yet 


another such casualty is, according to Pollan: “mercy toward the animals in our care.” 


(318) And another: The environment. (46-47) And lastly, the casualty with perhaps the 


farthest reaching implications: energy independence, since we rely on the Middle East for 


most of our oil. (47) 
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In addressing these issues, Pollan acts as an advocate in the muckraking sense. 


Aucoin Describes the muckrakers’ function thus: 


Consequently, these investigative reports are primarily located within the first of 


Aristotle’s three traditional forms of rhetoric, the forensic or judicial form, which 


presents a legalistic argument of advocacy. This differentiates them from 


mainstream modern American investigative journalism, which is primarily 


epideictic – pointing out problems without seriously weighing solutions – and 


settles them within the muckraking tradition of American journalism (Ettema and 


Glasser, 1989: 271). Rather than being ‘custodians of conscience’, as described by 


Ettema and Glasser (1998: 4–11), these mid-20th century muckrakers went beyond 


their fellow modern investigative reporters to become moral judges of society and 


the people and institutions within it. (11) 


 


 Sinclair also addresses the issues of animal welfare and the environment. He 


describes a water way near the packing plants that is so polluted that it sometimes catches 


on fire (100) and devotes a number of passages to the treatment of animals in the packing 


plants. (40) However, the animals primary place for Sinclair proves to be as metaphor for 


the plight of workers. “In The Jungle, Sinclair made the cri de coeur of the Chicago 


packinghouse worker the metaphoric “hog squeal of the universe”” (Tichi, 824) Sinclair 


is first and foremost an advocate for workers. Similarly, Pollan is first and foremost a 


consumer advocate.  


In the twenty-first century, Eric Schlosser, author of Fast Food Nation, has 


preceded Pollan as Sinclair’s muckraking descendant.  A failure to mention this text, an 
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exposé of fast food and its production, would leave any analysis of current muckraking 


food journalism lacking. All three books inarguably contain intertextual consistencies, 


even while they maintain important differences. Of the three, The Jungle and Fast Food 


Nation bear the most resemblance to each other due to their focus on workers and 


working conditions in the food industry. While all three books critique capitalism’s 


handling of food production, Sinclair’s and Schlosser’s criticisms comprise more direct 


attacks on the system and insist on reform – Sinclair in the final pages of The Jungle 


through Jurgis’ socialist conversion narrative, Schlosser through his own analysis: 


Over the past twenty-five years the United States has swung too far in one 


direction, weakening the regulations that safeguard workers, consumers, and the 


environment. An economic system promising freedom has too often become a 


means of denying it, as the narrow dictates of the market gain precedence over 


more important democratic values. (261) 


Like Sinclair, Schlosser also spends much of his efforts attempting to garner 


public sympathy for the workers involved in food production, addressing many of his 


grievances to capitalism’s cool disregard for its labor force. As Tichi observes in an essay 


comparing Schlosser’s book to The Jungle, “A major issue in Schlosser… concerns 


contemporary workplace conditions in the meat-packing industry.” (825) In Tichi’s 


analysis Fast Food Nation seeks to appeal to reader’s sympathies with workers: 


 


The individual workers in Fast Food Nation, Schlosser argues, typify groups 


“linked by common elements” that prove to be common not only to blue-collar 


workers but also to those in high-rise towers and office parks and even college 
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and university campuses—“the same struggle to receive proper medical care, the 


same fear of speaking out, the same underlying corporate indifference” (186). 


Those at the desk may come to see kindred spirits, or at least distant relations, 


across the fast-food counter and over the computer keyboard to the boning knife. 


(828) 


Sinclair sought to achieve a similar effect among middle-class readers as one of 


his biographers, William Bloodworth points out.  


Although he spoke for the lowest working classes, he spoke to a much wider 


audience in The Jungle…He wanted to show that not only did the Beef Trust 


exploit the lives of the workers, it also exploited the ignorance of the middle-class 


public. Food and it’s processing could therefore be used politically and 


rhetorically as a means of bridging class difference. (60) 


Sinclair himself mourns the fate of this attempt with his famous remark about The 


Jungle’s reception. “I aimed at the public’s heart, and by accident I hit it in the stomach.” 


(“What Life Means to Me,” 594) And as for Schlosser, Tichi show’s that authorial intent 


continues to be disregarded in the modern era:  


Only 3 of the 39 reviewers, however, name working conditions as significant in 


Schlosser’s project. “This is a book about America’s stomach,” according to the 


Baltimore Sun, and thus does reader response make Fast Food Nation another The 


Jungle in recalling Upton Sinclair’s wry remark that he had aimed for the public’s 


heart and hit the stomach instead. (Tichi, 825) 


 


Jason Pickavance, in his essay Gastronomic Realism, examines scholarly takes on 
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this failure of audiences to connect to Sinclair’s broader message due to what critics call 


a “culture of consumption”: 


 


“The overriding theme of this scholarship is that our consumer culture prevents 


us from being properly critical of dominant political and social structures. As Fox 


and Lears argue, “consumption became a cultural ideal, a hegemonic ‘way of 


seeing’ in twentieth-century America.” Critics of Sinclair’s middle class readers 


follow in this tradition. A concern with safe food prevented readers from 


interpreting the novel correctly and, consequently, obtaining a critical perspective 


on America. Instead, consumers settled for legislation that addressed their narrow 


set of concerns. Upton Sinclair’s The Jungle thus becomes a primary exhibit in 


the case against the culture of consumption. The novel’s failure to achieve real 


reform, critics suggest, is an index of the power of America’s emerging consumer 


culture to prevent a critique of American capitalism. Consumption was somehow 


an obstacle to the realism consumers demanded. Sinclair fashioned his dissent, 


however, not as an alternative to consumption but rather a perfection of it. (90) 


 


By Pickavance’s account Sinclair’s problem did not arise from addressing 


consumers’ interests by exposing the impurities in food - that was his only success. His 


problem then, was in failing to connect readers as consumers to the plight of workers. 


Pollan expands on Sinclair’s success when he forgoes the effort of asking readers to be 


empathetic and identify with workers, instead asking middle class consumers to identify 


only with themselves.  He rarely mentions workers. When he does mention workers he 


spends no more than a sentence on the subject and steers clear of proselytizing. Perhaps 
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his most damning statement in this regard comes parenthetically in the middle of his 


discussion of capitalism’s morally corrosive effect on the treatment of animals.  “(It is no 


accident that the nonunion workers in these factories receive little more consideration 


than the animals in their care.)” (318) This does not necessarily indicate a lack of concern 


on Pollan’s part for the welfare of the workers. It is possible that he took note of the fate 


that befell his predecessors’ attempts at publicizing working conditions and decided not 


to address the subject at length, or perhaps he trusted that they had said what needed to be 


said. More likely, in my opinion, is that he trusted consumers would be won over by the 


vision he lays forth of a food utopia in the final chapters of the book and that this food 


utopia will encompass the livelihood of workers.   


Consumers, not workers or their sympathizers, are the intended audience of 


Pollan’s efforts at reform. In a chapter six, entitled “Consumers,” Pollan makes his focus 


on consumers plain by delivering data pertinent to them. “Three of every five Americans 


are overweight; one of every five is obese.” Statistics like these lead into more startling 


ones like this: “The United Nations reported that in 2000 the number if people suffering 


from overnutrition – a billion – had officially surpassed the number suffering from 


malnutrition - 800 million.” (102) Pollan attributes the glaring contrast between the 


stuffed and the starved to an overabundance of food, specifically corn, and the cleverness 


of food scientists: “Since the human desire for sweetness surpasses even our desire for 


intoxication, the cleverest thing to do with a bushel of corn is to refine it into thirty-three 


pounds of high-fructose corn syrup.” (103) And, bringing the conversation back to the 


original dilemma: “It is the amped-up energy density of processed foods that gets 
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omnivore’s like us into trouble.” (107) When addressing the question “Is organic food 


better?” Pollan also answers it primarily in terms of consumer health. (176) 


More explicit evidence is found in an interview with the magazine Writing on the 


Edge where Pollan sums up who he intends to be his audience: 


I guess I have some idea in my head of a New York Times reader, someone who's 


well-educated and generally well-informed but hasn't thought really hard about 


the particular issue I'm working on. I'm very careful not to assume a lot of 


knowledge about the issue. I know I have a reader who's curious but hasn't 


probably focused on this in any kind of serious way. Often in the beginning of a 


piece, like when I wrote that piece on industrial organic, I evoke a consumer at 


the beginning, someone who has this basic sense that organic has got to be better 


and it's worth spending the money, and they like the whole imagery that comes 


with it, but, gee, is it really better? And where does it come from? In a way, that's 


my reader and I depict myself as that reader when I start out, to connect with that 


reader. 


If Pollan seems acutely aware of who his audience is, it might be because much of 


the material that ended up in the book had already been read by some of that 


demographic as it was published in the New York Times. Sinclair also knew his audience 


and was equally influenced by that knowledge in writing The Jungle since it was first 


published serially in the socialist publication Appeal to Reason. According to 


Bloodworth, “[The Jungle]…had a specific audience – the Socialists – who’s political 


attitudes were largely shared with the author.” (44) In addressing this audience, Sinclair 


chose to write fiction because, as Bloodworth observes, “The Jungle is a muckraking 
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novel directed at documenting conditions and striving for an emotional response on the 


part of its readers. “ (61) By delivering documented conditions through fiction, Sinclair 


was able to manipulate the pathos to dramatic effect, such as in this passage, where he 


makes light of the anguish of a poet, noting in characteristically hyperbolic fashion that:  


It is not likely that he had reference to the kind of anguish that comes with 


destitution, that is so endlessly bitter and cruel, and yet so sordid and petty, so 


ugly, so humiliating…How, for instance, could anyone expect to excite sympathy 


among lovers of good literature by telling how a family found their home alive 


with vermin, and of all the suffering and inconvenience and humiliation they were 


put to, and the hard earned money they spent, in efforts to get rid of them? (81) 


Pollan, however, wrote fact-studded and statistic-laden narrative non-fiction to 


deliver to consumers (educated middle-class ones) something akin to a consumer report, 


only more interesting and thus more compelling. This commitment to consumerism, and 


thus to an essential aspect of capitalism does not necessarily jettison Pollan from the 


ranks of traditional muckraking journalists. As Pickavance observes:  


One need only be reminded of Edward Bellamy’s novel Looking Backward to 


understand that popular, literary dissent from capitalism did not necessarily 


involve principled opposition to consumption. Bellamy’s utopia is the consumer’s 


utopia. It is a world where the consumer receives “whatever he desires whenever 


he desires it.”12 As Vachel Lindsay later quipped, “[i]t was a combination of 


glorified department-store and Coney Island, on a cooperative basis.” (89) 


The reason that Pollan addresses readers as consumers, as opposed to, say, readers 


as citizens is that he seeks to encourage consumer driven reform; reform from the bottom 
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(or at least the middle) up. In a chapter covering “artisanal economics” Pollan muses 


about the idea of such reform, quoting an essay by the agriculturalist Wendell Berry: “I’d 


read an essay…in which he argued that reversing the damage done to local economies 


and the land by the juggernaut of world trade would take nothing less than “a revolt of 


local small producers and local consumers against the global industrialism of the 


corporation.” (254) This goal is distinct as opposed to seeking reform from the 


government. Pollan makes his appraisal of government regulation clear throughout the 


book. He doesn’t seem to put much stock in the prospect of government regulation for 


curtailing the excesses of capitalism. Earlier in the same chapter he notes the irony 


present in the fact that a Virginian man named Bev couldn’t operate his small, local meat 


processing facility because “his artisanal enterprise was being forced to conform to a 


USDA regulatory system that is based on the industrial model – indeed, that was created 


in response to the industrial abuses Upton Sinclair chronicled in The Jungle.” Those 


regulations, according to Pollan, accommodate a system that is intrinsically immoral and 


fundamentally flawed when it comes to food. This failure of regulation, according to 


Aucoin, comes as no surprise to the muckraking journalist. “In muckraking 


investigations, the capitalistic and democratic systems operated the way capitalistic-


democratic systems operate – and that, in their view, was the broader social problem in 


America.” (562) For Pollan, such regulations also accommodate the flawed system at the 


expense of the solution to public problems ranging from health to animal and worker 


rights to the environment. That is, at the expense of artisanal food. (250) 


Thus Pollan contends that the problem with industrial food is not that it is under-


regulated but that it is industrial. Sinclair’s proposed solution was socialism, a system of 
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total governance that would presumably regulate the sins out of industry, at least in terms 


of worker’s rights. (quote from Sinclair) Pollan, however, having witnessed history’s 


judgment of the practice of socialism in its extreme form, communism, has this to say 


about it: 


Perhaps it is no accident that sentimental communism foundered precisely on the 


issue of food. The Soviets sacrificed millions of small farms and farmers to the 


dream of a collectivized agriculture that never managed to do what a food system 


has to do: feed the nation. By the time of its collapse, more than half the food 


consumed in the Soviet Union was being produced by small farmers and home 


gardeners operating without official sanction. (256) 


Thus, Pollan advocates a different path to gastronomic salvation. The revolution 


that Pollan and Berry envision centers on food but extends beyond to constitute “a 


gathering world wide rebellion against what [Berry] calls “the total economy.”” “Why 


should food, of all things, be the linchpin of that rebellion?” asks Pollan rhetorically. 


“Perhaps because food is a powerful metaphor for a great many of the values to which 


people feel globalization poses a threat, including the distinctiveness of local cultures and 


identities, the survival of local landscapes, and biodiversity.” (255) The revolution is 


about integrity, in other words, and, as the sustainable, “beyond organic” farmer Joel 


Salatin sees it, “you can’t regulate integrity.” (235) The solution presented by Pollan 


appears to be for consumers to opt out of the industrial food chain as much as possible. 


As he quotes Salatin, “We don’t need a law against McDonalds or a law against 


slaughterhouse abuse – we ask for too much salvation by legislation. All we need to do is 
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empower individuals with the right philosophy and the right information to opt out en 


masse.” (260)  


Much of the philosophy presented as the solution to the ills of the industrial food 


system comes from Salatin. If The Omnivore’s Dilemma were a novel like The Jungle, he 


would be the hero. Readers won’t be blamed for confusing Salatin’s words and 


philosophy for Pollan’s own. Indeed, they cannot be expected to do otherwise since 


Pollan presents no alternatives to the ideal of Salatin’s pastoral utopia. Quite the contrary, 


he gives Salatin the Jeffersonian seal of approval: 


The agrarian self-sufficiency that Thomas Jefferson celebrated used to be a matter 


of course and a product of necessity; nowadays that sort of independence 


constitutes a politics and economics and way of life both deliberate and hard-won 


- an achievement. Were Jefferson to return today he would no doubt be gratified 


to learn that there were still farmers down the road from Monticello as 


Jeffersonian as Joel Salatin. Until, that is, Jefferson got around a bit more and 


discovered there weren’t many others like him. (204) 


By invoking Thomas Jefferson Pollan is both praising Salatin and, more 


importantly, portraying his efforts as quintessentially American. In American political 


and cultural discourse it is necessary to consult the founding fathers on any subject of 


great importance when advocating to establish the legitimacy of any contested claims or 


new ideas. But Pollan does maintain some rhetorical distance from Salatin, designating 


him early on as a “self described “Christian-conservative-libertarian-environmentalist-


lunatic farmer.”” (125) And he does retain some of his journalistic objectivity stopping 


short of a whole-hearted endorsement of Joel Salatin when the latter questions the need 
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for a place like New York City. (245) But it is through Salatin that Pollan learns to 


distrust industrial organic agriculture (139) and eventually to partially discount it as “A 


much greener machine, but a machine nevertheless.” (159) And it is through Salatin that 


much of the anti-regulatory libertarian rhetoric that grows more prevalent throughout the 


book is delivered. Whether Salatin is Pollan’s mouthpiece, or Pollan is Salatin’s or 


whether they both just happen to agree is unclear but is probably not important. The point 


here is that they do agree, and that through Pollan’s presentation of Salatin he segues into 


something, in spirit at least, not unlike the last section of The Jungle in which Sinclair 


delivers through several characters a series of sermons advocating socialism. Only, in 


Pollan’s case, his character preaches the gospel of self-reliance.  


Sinclair, for his part, relies on “salvation by legislation,” despite his critical 


observations of the political process and its ties to big business. Bloodworth summarizes 


Sinclair’s account of Chicago politics, “The immigrants are also exposed to the corrupt 


nature of politics in a community where elections are never less than a fraud, and to the 


economic stranglehold exerted by the Beef Trust and its lackeys.” (52) But in the end, 


Sinclair seeks a political solution to the excesses of capitalism. Bloodworth again: 


“[Sinclair’s] vision of socialist triumph was something to be achieved by majority vote, 


not an end result of class struggle and revolution. The statement that “Chicago will be 


ours!” at the end of the novel refers only to voting gains in the 1904 elections.” (60)  


Pollan is also critical of government involvement with the economy and vice 


versa. He criticizes the favor that the USDA bestows upon large scale food processing 


facilities and points out the government run organization is staffed by those invested in 


the very industries it is supposed to regulate. In general, Pollan seeks to deflate the 
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capitalist myth of entirely free markets full of “”self made” American successes.” (41) In 


terms of corn, the plant that Pollan devotes many of the early pages of his book to 


tracking through the food system, he adds that “the closer you look the more you find the 


federal government lending a hand – a patent, a monopoly, a tax break – to [corn] at a 


critical juncture.” Pollan lays the vast surplus of corn that he attributes much of the food 


system’s and the public’s health problems to (101) at the feet of the federal government 


and its attendant military industrial complex. (41) But Pollan’s proposed solution lies at 


the opposite end of the political and philosophical spectrum from Sinclair’s. If he’s 


asking his readers to vote, he is asking them to do so with their dollars – a very modern 


philosophy. If Sinclair was addressing middle class audiences by aiming at their 


stomachs to reach their hearts with The Jungle, as Bloodworth suggests, then he was 


doing so in hopes of getting them to clamor for reform in the meat packing industry, not 


to seek alternatives as consumers. (59)  


But Pollan is doing just that. Here he describes the market-movement that he says 


is starting to take place and which he seeks to encourage: 


To talk to chefs, customers and farmers working together in this one corner of the 


country to rebuild a local food chain is to appreciate that it is a movement, and not 


merely a market. Or rather it is a novel hybrid, a market as movement, for at its 


heart is a new conception of what it means to be a consumer – an attempt to 


redeem that ugly word, with its dismal colorings of selfishness and subtraction. 


(254) 


To attempt to redeem the word “consumer” is to suggest that it was once free of 


its current connotations, which is unsubstantiated, but more importantly it is to try to raise 
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the value of that word to, in the context of what Pollan is saying, the level of value placed 


on the word civilian. This treatment of consumption as civic engagement is representative 


of a sea change in American politics and culture that has happened between the time 


when The Jungle was written and when The Omnivore’s Dilemma was. The phrase 


“voting with your dollar” is after all, a very recent phenomenon. To quote Pickavance 


again, “In the rhetoric of consumer rights consumers found a vocabulary for helping them 


understand how they, in their capacity as consumers, could effect change in society by 


demanding that products truly represent themselves.” (91) Yet this is how the free market 


is supposed to work according to proponents of it. It is surprising however to think of 


Pollan as a free-market idealist since that is often a conservative stance and many of 


Pollan’s attitudes are decidedly liberal (Remember that his audience is largely comprised 


of New York Times readers). More likely he is merely conforming to the principle 


inherent in the statement made by Gene Kahn, the once hippy idealist-turned industrial 


organic farmer, that “everything eventually morphs into the way the world is." (152) The 


market place is encroaching more and more upon the democratic arena, or at least the 


distinction is becoming increasingly blurred, as evidenced, again, by the phrase “voting 


with your dollar,” and the market-movement reflects that.  


The movement is predicated on consumers’ desire to have more control of their 


food supply. With more control, however, comes more responsibility and less 


convenience. Convenience, it should be noted, was probably the masthead under which 


many consumers once began to slowly concede control of the food supply in the first 


place. As Pollan describes our relationship to the industrial food chain, it is one in which 


we have shifted most of the responsibility for feeding ourselves to a steadily decreasing 
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number of industrial scale farmers as well as food scientists, food processors and 


marketers. This shift in responsibility has resulted in consumer convenience – the organic 


TV dinner that Pollan describes (96, 138) – but also in an ignorance on the consumer’s 


part. Pollan writes in the introduction to the book:  


To go from the chicken (Gallus gallus) to the Chicken McNugget is to leave this 


world in a journey of forgetting that could hardly be more costly, not only in 


terms of the animal’s pain but in our pleasure, too. But forgetting, or not knowing 


in the first place, is what the industrial food chain is all about, the principal reason 


it is so opaque, for if we could see what lies on the far side of the increasingly 


high walls of our industrial agriculture, we would surely change the way we eat. 


(10-11) 


 In Pollan’s view modern day consumers are as far out in the woods and at the 


whim of marketers as the Lithuanian immigrants in Packingtown, who didn’t know at 


first about the contaminants in the food they bought trusting that it was wholesome and 


natural. (140) But according to Pollan some Americans are beginning to take stock of 


what they have lost in the transaction and are starting to ask for a refund. This change that 


you can not only believe in but buy at the grocery store will, predicts Pollan, proceed as 


the incipient organic movement once did, with “exactly no help from the government.” 


(257) It will proceed at the behest of consumers who will be, albeit with their dollars, 


voting libertarian.   


 


The Oxford English Dictionary defines the political ideology of Libertarianism 


thus: “A person who believes the role of the government should be limited to upholding 
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individual rights, and who therefore opposes government regulation of economic or 


social affairs; an anti-statist. Also (with capital initial): a member of any of various 


political parties promoting these views.” It is unsurprising that OED traces this use of the 


word to origins in the United States, a country with a long history of valuing radical 


independence and self-reliance. (See Pollan’s appeal to Jeffersonian-vintage values 


above) This value stems from a uniquely American past when a surfeit of land made 


possible somewhat egalitarian property ownership practices and many were able to farm 


their own land. This quintessentially American agrarian ideal of owning your own land 


and living off of it has been present in America and its literature at least since St. John de 


Crèvecoeur wrote Letters from an American Farmer. Within the frame of this bucolic 


past, the less hassle there is from the government, the better. 


When someone from the city thinks of libertarianism they may be forgiven for 


thinking of it as a reactionary, antisocial and sometimes militant strain of political 


ideology from the heartland. After all, Timothy McVeigh was an adherent of a particular 


brand of libertarianism, so it is no surprise that for many the word has developed negative 


connotations. But Pollan advocates for a less vitriolic libertarianism, one he hopes will be 


practiced by New York Times readers. Pollan doesn’t explicitly express a desire, as 


Sinclair and Schlosser do, to bridge a gap between social classes. Instead, through 


preaching a doctrine of self-reliance, or the next best thing, reliance on neighbors, he 


hopes to bridge the gap between city and country. He uses Salatin’s surprising statement 


about the lack of a need for New York City as an opportunity to address the gap that 


currently exists between the two places and the bridge that might potentially span it. “For 


my own part, this taut little exchange made me appreciate what a deep gulf of culture and 







 35 


experience separates me from Joel – and yet at the same time, what a sturdy bridge caring 


about food can sometimes provide.” (245) In the words of Carlo Petrini, the founder of 


the Slow Food movement, a movement that Pollan endorses, “the consumer becomes…a 


“coproducer.”” (259)  


 Pollan isn’t unilaterally opposed to Government involvement in food production. 


Instead he seems to be in favor of the type of governance that, as the definition of 


Libertarianism states, is interested in “upholding individual rights.” In an open letter to 


the president-to-be, published in the New York Times just before the election in October 


2008, he details a laundry list of suggestions for the next head of the federal government 


regarding correction of the food system. The central issue that he raises in the letter is 


switching American agriculture over from fossil fuel driven model to a solar driven one, 


arguing that for instance, this would go a long way toward achieving energy 


independence. Still, many of his suggestions are for less regulation, where small 


producers and processors are concerned, not more. His suggestions for government 


intervention are mostly for stimulating certain areas of the economy, not regulating them, 


and this is posited as an option of getting on board with an inevitability, or alternately 


facilitating failure. Among his personal suggestions for the president-to-be are installing a 


garden on the south lawn of the white house and providing an example for the country by 


supporting locally and sustainably produced food. Another is for the coming president to 


lend rhetorical support to the sustainable and largely fossil fuel-free practice of hunting.  


Pollan would not call himself a libertarian, politically, I don’t think, although he 


did write a book about building his own house. His allegiances to the politics are perhaps 


more circumstantial than anything. Partly it’s that the old Thoreauvian pull has come 







 36 


around again. The back to the landers of the 1960’s, influenced in large part by authors 


like Thoreau, have became the Gene Kahns of today, working for big corporations, 


having “sold out,” and so the author of Walden has become relevant once again, for a 


new generation looking for alternatives to industrial systems of commerce. 


Libertarianism, in this tradition is about personal responsibility and self-reliance. The 


libertarian strain in politics reflects people’s desire to not be told what to do and to be 


allowed to do what they please – such as slaughtering their own meat and selling it 


themselves to their neighbors. I met a self-described libertarian on the plane once who 


described with pride how during the Christmas season in a black out of his local electrical 


grid, his was the only house on the street with power and Christmas lights due to his 


ownership of a generator. The same man kept gold around for similar reasons of 


maintaining independence, either not trusting the stability of state controlled currency or 


resenting its existence in the first place.  


Pollan, like any good libertarian leader, does not want to tell his readers what to 


do. He merely wants to teach them how to fish. In his interview with Writing on the Edge 


he asks, "Do you really want some journalist to tell you what you should have for dinner? 


I'm trying to give you the tools so you can think about it and come to your own 


conclusion." After all, a belief in libertarianism in its political form is meaningless if not 


supported by a practice of self-reliance on the part of its adherents.  


Or is he trying to teach readers how to hunt? Pollan, like Sinclair, describes his 


ideal economy in the last section of his book with a similarly reverential, almost religious 


zeal. In The Jungle, the protagonist Jurgis sees the light when introduced to Socialism by 


the speaker Nicholas Schliemann. (319) In The Omnivore’s Dilemma Pollan casts himself 
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as the naïve protagonist and is shown a different sort of light by a paragon of self 


sufficiency, Angelo Garro. With Garro’s help, Pollan embarks on an adventure of hunting 


and gathering in order to provide, if only for one meal, his own food independent of 


commercial mediation. If for Sinclair the ideal economy consists in everyone opting in to 


a collective form of governance, for Pollan it consists of opting all the way out of both 


economic systems and systems of governance. To participate in an alternative, artisanal 


economy like the one Joel Salatin is part of is one thing, but to opt out of economies 


altogether is quite another.  


But why would Pollan want to do that? Is it solely in pursuit of a libertarian ethic? 


Of course not. Pollan is concerned with a deeper set of ethics. The libertarian rhetoric 


itself is a vehicle for arriving at a destination, - not unlike an appeal to the founding 


fathers- a destination that would be described by Jason Pickavance as gastronomic 


realism. Pickavance points out that in The Jungle, the character that leads the protagonist 


Jurgis to socialist conversion, Nicholas Schliemann, studies his food scientifically and 


also chews it scientifically. In other words, he is a “Fletcherizer,” after the 19th century 


diet-reformer Horace Fletcher. In Pickavance’s analysis, which has as its aim associating 


realism in literature and realism in consumer knowledge and expectation when it comes 


to food, Schliemann’s act of scientific chewing is an assertion by Sinclair of consumer 


empowerment:  


Schliemann’s chewing can also be read another instance of what the novel has 


been about all along: finding the right kind of experience in which to ground 


reality. Chewing can thus be read as the novel’s closing and most intense 
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invocation of gastronomic realism. In conscious chewing we recover the referent 


through physical contact with the thing itself, food. (105) 


 Pollan is also interested in gastronomic realism. He also believes that consumer 


empowerment can be achieved if “we recover the referent through physical contact with 


the thing itself, food.” That is, if we see and experience how our food is produced. The 


best way to do this, by the lines of Pollan’s logic, is to kill the food ourselves: 


“What is.” I suppose that this as much as anything else, as much as a pig or a 


meal, is what I was really hunting for, and what I returned from my hunt with a 


slightly clearer sense of. “What is” is not an answer to anything, exactly; it 


doesn’t tell you what to do or even what to think. Yet respect for what is does 


point us in a direction. That direction just happens to be the direction from which 


we came – to that place and time, I mean, where humans looked at the animals 


they killed, regarded them with reverence, and never ate them except with 


gratitude. (362)  


One does not need to go hunting necessarily to achieve the kind of gastronomic 


realism that Pollan is talking about. A more practical or accessible version might be: 


Were the walls of our meat industry to become transparent, literally or even 


figuratively, we would not long continue to raise, kill, and eat animals the way we 


do. Tail docking and sow crates and beak clipping would disappear over night, 


and the days of slaughtering four hundred head of cattle an hour would promptly 


come to an end – for who could stand the sight? (333) 


Animal welfare, treatment of workers, environment and climate change, health, 


energy independence – Pollan addresses these problems within the food system through a 







 39 


single elegant prism: the consumer. Although he returns towards the end of his book to 


reflecting on the consumer-centric idea that “storied food” – or, food attended by realism 


– “can feed us both body and soul,” (408) ultimately Pollan’s appeals to consumerism 


and libertarian ethic are in service to something greater. He ends the book with a sort of 


grace: what we’re eating is never anything more or less than the body of the world.” 


(411) If all Pollan cared about was consumers’ freedom of choice he would not address 


all of these other issues. But by capitalizing on reader’s self interest and tying it to a 


larger set of issues he was able to blur the distinction between consumer and citizen. Thus 


he may succeed where Sinclair did not: in hitting the public’s heart through its stomach.  


 


 


Sources 


Primary Sources 


Sinclair, Upton. The Jungle. New York: Barnes & Noble. 2003.  


Pollan, Michael. The Omnivore’s Dilemma. New York: Penguin Books. 2006 


Secondary Sources 


1. Mark Twain, Life on the Mississippi, ed. John Seelye (Oxford: Oxford UP, 1990) 


267–268. 


2. Aucoin, James L. “Journalistic Moral Engagement: Narrative Strategies in 


American Muckraking.” 2007   


3. Bloodworth, William. Upton Sinclair. G.K. Hall & Co. 1977. 


4. Tichi, Cecelia. “Expose and Excess” 2003 







 40 


5. Schlosser, Eric. Afterword. Fast Food Nation: The Dark Side of the All-American 


Meal. Pbk. ed. New York: HarperCollins, 2002. 271–88. 


6. Sinclair, Upton. “What Life Means to Me.” Cosmopolitan. October, 1906. 


7. Pickavance, Jason. Gastronomic Realism: Upton Sinclair's The Jungle, the 


Fight for Pure Food and the Magic of Mastication 2003 


8. Demory, Pamela. "'It's all Storytelling': An Interview with Michael Pollan." 


Writing on the Edge 17.1 (2006): 77-95. MLA International Bibliography. Web.  


9. St. John de Crèvecoeur, J. Hector. Letters from an American farmer. New York: 


Penguin, 1986. Print.  


10. Pollan, Michael. “Farmer in Chief.” The New York Times Magazine. 


October 12, 2008. 


 


 







 41 


Essay G 


Lit 190 / Senior Thesis 


Spring 2010 


Down With Love: Ovid's The Art of Love 1.1-269 as a Disguised Cautionary Tale 


 On its surface, The Art of Love is a joyful text. Its narrator is an expert at 


picking up women, and will teach this knowledge to any reader of the poem. 


 But on a number of other levels, the exuberant narrator gives way to a 


more pessimistic subtext. Alone, the narrator seems to suggest that loving 


women is more than enough to be happy forever. This other reading - which we 


can call not the narrator's, but Ovid's perspective - persistently warns the reader 


about many dangers of love - as they come about through hitting on people, 


being hit on, or even when taking advice about love. 


 First, it is important to define love, as it is used by Ovid ( and according to 


this paper). In my opinion, the types of love treated by this text can be summed 


up in the expression "making love", in the antiquated sense. That is, this text 


concerns itself with picking up and flirting with people - or trying to be picked up, 


and being flirted with. It also deals with keeping amorous feelings going - that is, 


"making love" once a relationship is already underway. As the text puts it, it will 


treat "find[ing] the object of your pursuit", "wooing and winning", and "ensuring 


that the love you're won is enduring" (5). As might be expected, the text will 


sometimes deal with sexual innuendo; and sometimes, what it discusses can be 


applied to a very general meaning of "love", as in simple interpersonal 


relationships. 
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 The opening lines of The Art of Love text read: "If any Roman knows 


nothing about love-making, please / Read this poem and graduate in expertise" 


(3). Here, the narrator tries to reassure the reader that this poem will be a 


masterwork in love-instruction; but the passage can go much further in arousing 


the reader's suspicion. To begin, these lines come across as comically bold: can 


a beginner really become a love "expert", just by reading a poem? In their over-


confidence, these lines actually make the reader more suspicious of the 


narrator's efficacy. As a result, these lines suggest to the reader that successfully 


making love takes more than reading about it, if not being given advice about it; 


learning about this matter may take actual experience, in order to really gain 


insight and know-how. Consequently, these lines can come across as self-


deprecating: even if there is a wiser Ovid trying to give instruction beneath the 


facade of an overconfident "narrator", this is still merely a poem, and probably 


has some instructive limitations. 


 The narrator's credibility is further diminished when we see that they would 


like to preach to the ignorant: they specifically encourage the audience of those 


who know nothing about their subject. Soon after, the narrator gives a similar 


message: 


But you with headbands and ankle-length robes, staid matrons, 


Stay well clear - you are not my patrons. 


My theme is safe and licit love, stolen joys which women'll 


Condone; I'll mention nothing criminal. (5) 


 In both cases, the narrator seems to be shielding themselves from 
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criticism: from someone also familiar with their subject, who may disagree with 


their points; or from a "staid matron" who might see the narrator as having 


disreputable, troublemaking intentions. By contrast, a "good" narrator might 


suggest that anyone listen to their message, as they have nothing to hide (and 


then do a very good job of fooling everyone). Because the narrator is avoiding 


these potentially troublesome audiences, the reader is encouraged to see the 


narrator as being insecure about their talents (at best), or actually possessing 


disrepute, troublemaking intentions (at worst). By extension, the reader could 


apply this situation to someone who is hitting on them. If the hitter seems to be 


avoiding people who might be critical of them, it's possible they see themselves 


as having something to hide - something that if you were aware of, you might 


disapprove of - and thereby disapprove of them. 


 Finally, this passage suggests cultural relativity. The targeted audience 


isn't anyone, but specifically Romans. This can be seen as a caution that both 


Ovid and the narrator are only discussing the world they are familiar with: not just 


Rome, but Rome in their time, as they themselves saw it; with any of these 


variables changed, the circumstances might be different than as they are 


described in The Art of Love. In fact, since all of the possible readers of this text 


are not Ovid (save one), it seems like a guarantee that the reader's world is not 


the same one seen by the author - and that therefore, the text may be inaccurate 


in the reader's world. 


 The next passage of the text reads: "Ships and chariots with sails, oars, 


wheels, reins, / Speed through technique and control, and the same obtains / For 
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love" (3). Overtly, the narrator is making an analogy: oars, wheels, technique and 


control are what a ship or chariot needs to function properly, and the reader's 


love life needs this poem to function properly as well. But this analogy seems 


troublesome, when we see that the reward being promised is 'speed': speed is 


not necessarily a good thing, when it comes to love.  


 The overtones of this analogy are that in reading this text the reader will 


have faster sex, which some might say is a bad thing. Moving on from this 


particular example, the reader may wonder: do I really want to achieve love 


expertise, if it means that everything I do related to love, I'll do faster? By 


encouraging the reader to question if 'speed' is a desirable quality when it comes 


to love, the passage suggests a number of things. Even if you're no expert, you 


can still be happy during the process of learning to love, if you enjoy the 


experience. What's more, a "master" may know how to go through all of the 


motions to achieve "success", but they might not enjoy themselves. A master 


might even "speed through" an imperfect process of achieving what they desire, 


instead of watching and learning, and figuring out a process that works for them. 


In this respect, this passage interacts with the previous one, with regards to 


whether reading a poem can give someone "mastery" over love. The answer this 


passage offers, is that by learning how to love by reading about it, you can 


achieve only a certain kind of mastery: one that knows all the right moves, but 


not necessarily to pleasurable effect. 


 Continuing their introduction, the narrator claims divine influence: "I am 


appointed by Venus as the technician / Of her art". Again, the narrator is makes a 
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very, perhaps overly zealous claim which may arouse the readers' mistrust. 


What's more, this assertion has no backing: the narrator offers no story 


explaining or proving that they are Venus' chosen one.  


 If anything, the narrator makes this statement seem untrue in the very next 


line: "Love often fights against me". Later, the narrator explains how the poem 


was not inspired by Apollo: 


The hoot of an owl, the flight of a swallow, 


Have taught me nothing; awake or asleep, 


I never had a vision of the Muses tending sheep 


In pastoral valleys. (5) 


 The reason for the narrator's denying divine inspiration are explained in 


the next words: "This poem springs / From experience. Listen, your poet sings / 


Of what he knows, he tells no lies." (These lines also remind the reader that even 


if their love-advising narrator has sincere intentions, they might simply be wrong.) 


The narrator denies divine inspiration, to stress that their material comes from an 


implicitly more reliable source, their own experience. But in so doing, they 


contradict their previous claim that they are the directly-appointed prophet of 


Venus. 


 As with all of the narrator's flawed self-presentations, a parallel can be 


drawn to someone who is trying to present themselves favorably in a romantic 


situation: if they make a really impressive claim, it's possible they are lying: if 


their claim can't be verified, if evidence points to the contrary, or if they contradict 


themselves in other parts of their self-flattery. 
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 The statement "Love often fights against me, for he's wild" is answered 


with "Yet he's also controllable, for he's still a child." The narrator attempts to 


recover from their admission that they have some sort of trouble with love, by 


assuring that since Eros / Cupid / Love is a child, romantic situations can be 


brought under one's control. Here, it seems that Ovid is tentatively questioning a 


kind of thinking which reasons that if one of the gods has a certain attribute, then 


the thing which they preside over is like that as well. Ovid could have written a 


more ridiculous scenario here: for example, the narrator could have chosen a 


certain attribute about Eros (he flies), reasoned this to be true in an inapplicable 


situation (jumping off a cliff with a lover, expecting to fly), and reaped the 


disastrous consequences. 


 The extrapolation the narrator makes - love is a child and therefore 


controllable - is comparatively tame; saying that love is (like) a child is a general-


enough statement, that it could apply to most situations.  Perhaps it is simply not 


Ovid's style, to give quite so obvious a message. (Had the above example been 


used here, it would have made for a much shorter text.) Perhaps Ovid does not 


criticize this kind of reasoning as harshly as he could have, because of his 


position as a creative author. As a writer of texts whose meanings are 


multifaceted, it is conceivable that Ovid could value the kind of creative, open-


minded thinking which asks: how might this certain attribute of this divinity, relate 


to my current situation - showing me a different perspective, and new insight? At 


the same time, Ovid might hesitate to apply this thinking more assertively: to 


reason that because a certain god has wings, therefore all love can be accurately 
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thought of as having wings somehow. Ovid's advice here seems to be targeted 


as much to a person's thinking in general, as to how one may think about love: 


comparing your romantic situation to the qualities and myths of Eros may bring 


about a refreshing way of seeing the situation - but those parallels should 


perhaps not be believed too insistently. 


 At this point in the poem, we have our first mythological interlude. We are 


told of Achilles' early life: 


Chiron made Achilles expert with the lyre, 


His cool tuition quenched youth's primitive fire, 


So that the boy who later became 


A terror to friends and foes alike stood tame 


…………………………………………… 


And the hand that Hector would feel one day 


Was held out meekly to be rapped 


At his schoolmaster's bidding. (3-5) 


 This story fleshes out a parallel the narrator makes immediately: "Achilles 


was the apt / Pupil of Chiron, Love is mine". It is followed by two brief images: 


"the heavy plough will make / Even the bull's neck docile, and the friskiest colt 


will take / The bit in his teeth." 


 The story of Achilles, and the bull and colt images, are the narrator's 


attempt to lend credibility to their earlier assertion that they can control love, who 


is "still a child". But comically, these words again shows us an inept narrator who, 


despite their intentions, encourages a suspicious rather than favorable self-
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presentation. Despite all of the parallels made, the narrator has not actually given 


any evidence showing why what they are asserting is true. In effect, the narrator 


keeps on rephrasing that they can "tame" love, but they don't explain why. Thus, 


the reader is shown how a self-presenter might disguise a baseless assertion of 


themselves. 


 Still, the comparison between Achilles and love can be unpacked. In 


making that comparison, the narrator is trying to show that in much the same way 


that fearsome Achilles was domesticated by Chiron, so too can fearsome love be 


reined in. But this comparison becomes more complex when we consider 


Achilles' later actions. As the text says, Achilles "later became / A terror to friends 


and foes alike", and was "the hand that Hector would feel one day". These refer 


to certain actions of Achilles during the Trojan War (as recounted in The Iliad): 


Because he was slighted by Agamemnon (one of the Kings of Greece) over 


losing one of his slave girls, Achilles arranges with the gods to have the Greek 


forces - whom he had been fighting alongside - to get beaten by the Trojans to 


the brink of defeat (Homer 1.1-6, 452-459). Achilles goes on to slay a number of 


people despite their pleas for mercy (20.545-563), and famously desecrates 


Hector's corpse after killing him (22.494-505). 


 The Art of Love's narrator draws a parallel between Chiron taming 


Achilles, and the narrator taming Love. But when we are reminded of these 


things Achilles did later in his life, it seems that Chiron's soothing of Achilles' 


spirit was only temporary at best, and backfired at worst. If we allow the 


narrator's love life to be compared to Chiron and Achilles, we arrive at the 
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worrisome image that the narrator - who forebodingly, finds themselves in 


romantic situations that are wild and dangerous to begin with - can only "control" 


love temporarily, before the romantic situation gets bad again and worse. 


 Furthermore, a number of parallels can be drawn to romantic situations 


gone sour. Achilles' revenge on the Greeks reminds the reader that a person who 


feels considerably offended by an emotional situation - which romances can be - 


may lash out angrily, perhaps even violently. Achilles has influence with the 


gods; this fact suggests that slighting people who have power is particularly 


dangerous; as such, seducing the rich may be very nice if it works out, but could 


be disastrous if it really does not. 


 The simple fact that Achilles' tutoring by Chiron contradicts his later 


behavior suggests that if a person whose behavior changes, might very well 


change back someday; if a person once hot-tempered seems to become nicer 


once they've been won over, it's entirely possible they may become hot-


tempered again. This example supports Ovid's later assurance that when it 


comes to love, one must not only be concerned with "wooing and winning", but 


also "ensuring that the love you've won is enduring." 


 Achilles also serves as an example of someone with a particularly 


incitable temperament. Even if one person in a relationship thinks that something 


they've done isn't particularly offensive, another may strongly disagree - and 


arguing this point (as Agamemnon and Achilles do) will probably make them 


even angrier. 


 This last point resonates with the narrator's statement that even the 
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friskiest colts can be tamed, and with the passage following: 


Love shall be tamed under my hand, 


Though his arrows riddle me, though his flaming brand 


Is waved in my face. The worse the wounds, the fiercer the burn, 


The prompter I'll be to punish him in return. (5) 


 A problem with the narrator's various metaphors for taming Love, is that 


it's clear both he and the love he's warring with are very determined. In the end, 


the narrator may be the mare and not the harness: instead of the might not be 


the one who triumphs despite strong opposition, but the one who is defeated 


despite their own strong fighting to the contrary. This seems more likely when it's 


noted that love is the immortal deity, and not the narrator. From this exchange, 


the reader can reason that if they try to alter their own (or someone else's) 


romantic feelings, they may utterly fail despite their best efforts. Likewise, this 


passage suggests that any kind of a fight concerning love will figuratively riddle 


one with arrows, get burned, and be generally unpleasant. 


 It is only after all of the ominous forebodings about love suggested above - 


condensed into just under 35 lines of poetry - that Ovid finally introduces the 


means by which he'll overtly explain love, in the text to come: 


Your first job, then, love's volunteer recruit, 


Is to find the object of your pursuit; 


Next comes the work of wooing and winning; and, last, ensuring 


That the love you've won is enduring. 


These are the limits of the ground my wheeled 
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Chariot will rapidly cover, my chosen field. (5) 


 Because they have followed so much negative content, these lines have 


an almost portentous feel to them. They remind us: we have encountered a 


narrator, who is (in many different ways) the model of a lover who lies about 


themselves. The romantic advice in this text may not apply to your situation, if it 


is not simply inaccurate. Love can lead to battles which are long, unpleasant, and 


ultimately lost. And we're just getting started. Are you sure you want to continue 


in this text, and with your career in love? 


 In our case, at least - after a moment's pause - we cannot help but 


proceed. 


 The following section of The Art of Love treats "finding the object of your 


pursuit." Towards the beginning of this section, the reader is advised that they 


need not go to the lengths Perseus went for Andromeda, or Paris for Helen:  


You can achieve your ambition / More easily. 


…………………………………………… 


Look nearer home 


And you'll say, "The prettiest girls in the world are in Rome" - 


They're thicker than … birds in the trees,  


Stars in the sky, fish in the seas, 


For Venus is a strong presence / In the city her son founded. (7) 


 Though still cautionary, the advice suggested here is more upbeat than it 


has been so far. The text suggests that the reader need not obsess over one 


person. There are countless women in Rome alone: if things don't work out with 
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them, try another. But on a bittersweet note, this passage also reminds the 


reader just what kind of love is being discussed in this poem. Other texts may 


deal with the kind of love Perseus has for Andromeda, or Paris for Helen: mythic 


love that travels the known world and goes to great lengths for the target of 


affection. Grimly, the lines preceding this passage compare the art of finding a 


girl to a hunter's work: someone who finds and feeds off of a target, and then 


finds a new one. The Art of Love's romances are not eternal, but last only for as 


long as is convenient - at which point a new person is sought out. 


Also, in making sure to establish its setting is Rome, this passage reminds the 


reader that such a lifestyle may only be possible in a metropolis, with a 


seemingly infinite population. 


 After a list number of places in Rome where women gather, we're told that 


law-courts are another place to find love: "Venus' nets / Trap even lawyers … 


[Venus laughs] at the sight / Of the advocate turned client overnight" (9). A 


number of cautions are suggested in this passage. It is warned that someone 


may be seduced for their wealth or status (as lawyers may have had). The 


passage also warns that "even" lawyers, or educated people, may be seduced: a 


fine (legal) mind does not prevent falling for someone, perhaps to be taken 


advantage of. More generally, the passage suggests that a person wields status 


and power, might find those things circumvented when it comes to love; in the 


same way that a skillful lover may be at a loss to a lawyer in the forum, so too 


might a lawyer feel strangely inept when looking for love. Even for a (perhaps) 


skillful love-maker as the narrator, they could still suffer an unexpected inversion: 
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they (or anyone), in trying to pick people up, may might get picked up - played - 


themselves.  


 From the lawyers in Rome's forums, we move directly to the theater. Our 


narrator calls it "the place / Richest in spoils of the sexual chase", and praises of 


it, "Our smart women swarm to the games in such numbers my vision / And 


judgment blur - often I lose my powers of decision." Here, the implicit warning 


seems fairly obvious: at the theater, the narrator is surrounded by actors. The 


"smart women" all know how to give a believable performance, to the point that 


the narrator doesn't know who to begin with - everyone seems so desirable. To 


begin with, readers could simply gather from this passage that there are those - 


maybe even themselves - who could act a desirable part in order to attract 


people, and who are in fact just giving a believable performance, to win over 


people's sympathies. More generally, it could be gathered that if a potential 


lover's demeanor seems to good to be true, it's possible they're just putting on a 


good act - to take advantage of you at worst, or whom may simply act like 


different people once their "performance" is over, at best. 


 However, the narrator follows a different line of reasoning: the theater 


must be one of the best places to find desirable women, because it was the 


scene of Rome's mythical Rape of the Sabine Women, dating back to its early 


days (in Roman popular history) with Romulus. A brief retelling of the myth 


follows, and ends with the following passage: 


A girl who struggled and wouldn't co-operate 


Was hoisted up and hauled off by her new mate 
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[Who tells her,] "I'll be as kind to you as your father was kind 


To your mother." Romulus, you found the right reward 


For soldiers - for that I'll enlist myself, with a sword! 


Since then time-honored custom has made our Roman 


Theatres danger spots for pretty women." (11) 


 This passage shows how on many different levels, Roman society 


seemed to condone sexually taking advantage of women. The "new mate's" 


comment suggests that this is a family practice - that people's parents (or at 


least, their fathers) acted this same way, making it seem more acceptable to their 


children. Most obviously here, a situation plainly referred to as a "Rape" was 


culturally celebrated, considered to be part of its mythic history, and "time-


honored custom" - which at least would go a small way towards condoning the 


behavior in people's minds; and lastly, rape was expected, perhaps even looked 


forward to, by army recruits. 


 Thus, on three different levels, Ovid seems to be stressing that women 


need to be very careful if they are to play in the same game of "making love" as 


the narrator, as the women at the theater do: the reason being that the society in 


which they lived seemed to condone sexual exploitation - particularly of women - 


and in more than one way. 


 We then move from the venue of the theater, to the chariot races of the 


Circus. While previously the reader could only draw parallels between a 


disreputable narrator and a suspicious smooth-talking character, here they are 


given the first direct example of someone who is enjoying themselves with 
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women they don't know. The narrator says that at the chariot races, a person can 


sit next to a girl, share allegiance with her, touch her several different ways, and 


even see her ankles, all without seeming to be doing anything out of the ordinary. 


Here, it is also fairly clear (if it was not made obvious before) that the narrator 


has no problem with lying, or otherwise partaking in morally questionable 


behavior. After asking which racer the girl is backing, the narrator advises us to 


"Given a reply, / Add instantly, 'So am I!'" And one of several nice things the 


narrator suggests be done for a girl, is justified thus: "Any gallant excuse in the 


service of lust" (13). Relating to the narrator's faulty self-presentation earlier in 


the text, this passage again shows the reader that someone may have different 


true intentions than how they are trying to come across as. 


 The scene at the races concludes with the passage, 


A frivolous mind / Is won by small attentions. Many a man 


Has scored by arranging a cushion or plying a fan 


Or slipping a little stool / Under the dainty feet of a sweet fool. (13) 


 On the surface, the narrator here is simply encouraging who they see as 


their audience, men trying to pick up women. If any readers of the poem happen 


to have been Roman women of Ovid's time, then this passage could be seen as 


Ovid's attempt to incite, and encourage them to heed what they have read about 


in this section, and in the text thus far. Ovid suggests that someone who is won 


by these small attentions has "a frivolous mind" and is "a sweet fool"; in short, 


that they should know better - and if they don't, that they should become more 


aware (of people's disguised intentions) right there and then. 
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 From the races, we are briefly taken to the arena - and given a scene very 


much like the one we just saw. Like the advised person at the races, the man 


here touches "her" every now and then, and talking about whom she hopes will 


win. But this scene has a different outcome than winning the "sweet fool": 


the man who came to see blood himself gets a wound - / In the 


heart. 


…………………………………………...……………. 


...the steel's / Struck home, he groans - and the spectator 


Joins in the show, a dying gladiator. 


 Here, Ovid seems to suggest that the art of love is better compared to an 


arena fight than a chariot race. A prospective lover can suffer just the same fate 


they wished to inflict on someone else, inadvertently losing the game - and falling 


in love. Reminiscent of the court of law visited earlier, someone - not necessarily 


"a frivolous mind" - might suddenly realize they are on the wrong end of a 


romantic bargain - perhaps only when it is too late. 


 After a number of lines of what seem to be undisguised political 


commentary, we are given some very pointed advice about wine. Fairly direct, it 


is uncertain whether it is the narrator or Ovid's voice speaking here: "Wine 


rouses the heart, wine makes all men / Lovers, wine undiluted dilutes worry." 


Wine is said to make people speak the truth, and prompt girls to "bewitch men 


with desire". On this last point, it is advised: "On these occasions don't trust the 


lamps - they can lie: / Darkness and drink blur the judging eye" (19). 


 This passage could easily be taken for at face value; some comparisons 
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can also be made between this scene, and love in general. This scene may 


encourage the reader to see being in love - or having a lover - to be a lot like 


being drunk: while it feels great, one's otherwise good judgment may become 


distorted. On a literary level, it is interesting that Ovid sees wine as a virtuous 


thing, which not only makes people laugh but brings "truth (rare bird these days)" 


into their hearts, and presumably their mouths. However, as truth-bringing wine is 


said to also make people easier to seduce, a parallel seems to be being drawn 


between being honest, and being tempted. Ovid - or perhaps the narrator - 


seems to be suggest that honest people are the ones most easily tricked, and 


that the best way to avoid this is to be of the same kind, and be dishonest 


oneself. 


 This section ends with two images. First, the narrator seems to throw their 


hands up in the air: "But why count grains of sand? How can I list all the places / 


Where girls go and you can hunt pretty faces?" (19) This passage seems to undo 


the instances earlier in the text where the scene is located specifically in Rome. 


Rather than saying the situation might be relative, Ovid here suggests the 


contrary: the reader should perhaps not take what goes on in the text too 


specifically; what happens in the text, albeit in a slightly different form, could 


happen in countless places, as many as there are grains of sand. 


 Next, we are given a brief image of Diana, a goddess famous for their 


virginity who "Out of hatred of love's darts / Wounds and will go on wounding, 


human hearts" (21). Like the bitter war with flames and arrows at the end of the 


introduction, it is again suggested that there are some people who are simply 







 58 


unresponsive to romantic appeals, no matter how attractive they may look. 


 After these two last images, we are given a transition much like the one 


ending the introduction: 


Having carried you this far / In my Muse's bumpy, elegiac car 


And taught you hunters in which coverts to find 


And how to spread nets for the bird you have in mind, 


Now for the trickiest, subtlest part: how to get 


Your darling well entangled in the net. (21) 


 As with the introduction, we are reminded just how far we have been 


carried thus far; after reading specifically for the pitfalls of love, the reader may 


again feel well-advised: love thus far seems like a dangerous thing. "Having 


carried you this far / In my Muse's bumpy, elegiac car" can be seen as 


lighthearted sarcasm on the narrator's part: for them, love is anything but an 


unpleasant, somber experience. But after a cautionary reading, it only further 


reminds the reader of the warnings they've encountered. 


 As before, after the reader has been encouraged to recall all they have 


encountered and learned, Ovid invites the reader to read on - promising that 


things will only get worse, that the forthcoming section will be "the trickiest, 


subtlest part."  They are directly implored: "you, the common people, kindly lend / 


My enterprise your favor till the end." 


 Again, the reader is encouraged to really consider whether they want to 


proceed - in the text, and in pursuing love. Thousands of articles have been 


written on this text, and it has persisted to this day, despite being banished from 
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libraries by the Emperor (Augustus) of its country and time. It would seem that 


not only did many people choose to proceed: they saw value in the experience, 


and somehow made sure it found its way to someone else. 


 Despite all of its oft-hidden warnings about love  - both for seducing, and 


being seduced - it seems that most readers would find The Art of Love to be an 


amusing text. Reading it as a caution against love is not necessarily the proper 


way to read the text: it could be argued that this text could be read for its 


lighthearted, overzealous narrative on its surface, as it could be examined for the 


wise, foreboding Ovid whose advice only seems to appear after textual analysis. 


These readings need not be exclusive of each other. A reader might combine the 


two, and see an incessant conversation in the text between Ovid, chastising the 


narrator for being too careless, and the narrator, chastising Ovid for worrying too 


much. The reader could shift between either of these readings, as it seemed to 


suit them or the text at a given moment. When all else failed, the reader could 


consider the text - or their love life - however they wished, come what may. 
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Literature 190 


Noir and its Role in American History, Society, and Culture 


 It is widely believed that when the War Production Board capped Hollywood’s set 


construction budget at $5,000 per film during World War II, the federal government 


inadvertently helped to expand the film noir genre and give the genre one of its most 


defining aesthetic characteristics: the shadowed, dim lighting from which the genre got 


its name (Lipsitz 282).  This style of lighting and the heavy reliance on indoor sets that 


gave films the claustrophobic, enclosed feel became associated almost exclusively with 


the genre.  However, over the past 60 years or so the term “noir”, the French word for 


black, which was used by Nino Frank to describe the genre in 1946, has come to refer to 


more than just the aesthetic characteristics of the genre; it has come to encapsulate 


specific content and themes that pervade and seem to characterize the mode in a less 


obvious and concrete way than film production aesthetics do.   Because the term noir was 


given to the film medium, it is important to point out that the novels can be considered 


noir regardless of whether noir is considered to be based on cinematography or content.  


It has already been explained that noir films and novels are composed of the same 


content, but they are also composed of the same setting in terms of light and dark 


imagery.  Film noir is known for being shadowy, but it is evident that the cinematography 


style was influenced by the written descriptions in the novels on which the films were 


based.  Chandler was able to depict the darkness of the city with words as well as any 
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director of photography can with lighting.  In the Big Sleep, Chandler describes the room 


in which Geiger, a smut peddler, is lying dead:  “The black candles guttered in the draft 


from the open door.  Drops of black wax crawled down their sides.  The air in the room 


was poisonous and unreal (Chandler 103).”  Because of these universal elements that are 


found in noir, the mode transcends film and is found in many different creative mediums, 


from the novels of James M. Cain and Raymond Chandler to the songs of Elvis Costello. 


This paper will attempt to explain what makes a product of any medium “noir,” and how 


the noir mode is a direct product of the cultural, political, and economic climate and 


infrastructure of America. 


In 1946, shortly after the end of World War II, France saw the opening of a 


number of wartime films from America.  Among these films were The Maltese Falcon, 


Double Indemnity, Laura, and Murder My Sweet, which have all come to be considered 


canonical works of the film noir genre.  After seeing these four films, Nino Frank took 


note of the change that had taken place in American Cinema during the war in his 


foundational essay on film noir titled A New Kind of Police Drama: The Critical 


Adventure.  In this essay, Frank dubs the genre “film noir” not on any visual aesthetic 


similarities among the films; rather he designates the genre by noting its “verisimilitude” 


and “true to life” quality, internal development, and “the intervention of a narrator or 


commentator [that] permits a fragmentation of the narrative, to quickly gloss over the 


traditional plot elements and to accentuate the ‘true to life side (Frank 139).’”   


Most of the noir films that were produced and released during the 1940s and 


1950s were based on novels that were written during the Great Depression and the 


literary influence on the genre is one of the most important defining aspects of “film 
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noir.”  The innovators of this fiction included Dashiell Hammett, Raymond Chandler, and 


James M. Cain, who all had novels adapted into films and also worked on screenplays in 


Hollywood. These writers developed plots and examined aspects of society that became 


mainstays in noir content.  This content included criminal behavior, disillusionment, 


hopelessness, corruption, and greed of society’s citizens at a time when all of these 


characteristics were coming together in the modern American city.  James M. Cain 


skillfully depicted the unrelenting greed in society and the archetype of the femme fatale; 


Chandler, one of the most literary and complex noir writers, examined the debauchery 


and corruption of high society, and relied heavily on the seediness and the pervasiveness 


of criminality throughout the city of Los Angeles.  The era in which they were writing 


their novels greatly influenced this content.  In an essay titled Cultural Intersections: The 


American Hardboiled Fiction Novel and Early French Roman Noir, Claire Gorrara 


writes: 


Hammett represented a new generation of writers who had more than a 


passing acquaintance with the darker side of American society. The 


specific historical context in which Hammett wrote presented him with a 


vision of society on the verge of breakdown: Prohibition, the Depression, 


the Wall Street crash, the rise of a gangster culture, racial tension and 


violence, rural poverty, and corruption at all levels of policing and 


government. For those American novelists like Hammett returning from 


the battlefields of the First World War, the American Dream had failed to 


materialize, leaving a bitter aftertaste of what could have been (Gorrara 


591). 
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This idea of the failed American dream that is deeply rooted in Jeffersonian philosophy 


and the concept of manifest destiny is the driving force behind every noir story but unlike 


Cain and Chandler’s contemporaries that made up the Lost Generation, there does not 


seem to be any emphasis on impotence or the inability to do anything about it; instead the 


failure of the American dream seems to be something natural that is rooted in human 


nature and directly linked to the failures of capitalism during the Great Depression. This 


idea seems to be what drives protagonists and supporting characters to turn to a life of 


crime in order compensate for their poverty, greed, and desire to get ahead in society. 


 The literary genre of noir consists of two subgenres: the hardboiled detective 


novel, such as Raymond Chandler’s The Big Sleep and Hammett’s The Maltese Falcon, 


and the more general hardboiled novel, such as James M. Cain’s Double Indemnity and 


The Postman Always Rings Twice.  Each of these two subgenres share plot characteristics 


that include corruption, murder, greed, sex, and setting, which is usually an urban 


dystopia where crime runs the city.  When the hardboiled detective novel came into 


popularity during the 1930s, it was clear that it was unlike the traditional detective novel 


that had been formulaically perfected by Edgar Allen Poe and Arthur Conan Doyle in his 


Sherlock Holmes series.  Nino Frank observed that there is a stock formula for the classic 


detective story that consists of “an unsolved crime, some suspects, an in the end the 


discovery of the guilty party through the diligence of an experienced observer (Frank 


137).”  The hardboiled detective story changed all of that; it added an element of reality 


and grittiness that Conan Doyle’s work lacked.  The hardboiled detective story also 


deviated from the traditional detective story’s narrative structure.  Instead of a single 


crime, there is a web of crime that is too extensive and pervasive for any man to solve.  
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Hardboiled detectives such as Marlowe may solve whatever it is they are hired to solve, 


often times by the seediest of people, but their findings rarely ever bring any justice; they 


merely scratch the surface of that ingrained, pervasive web of crime that plagues the 


modern city.    


Kevin Starr credits Hammett with inventing the hardboiled detective story (Starr 


302) and Chandler credited Hammett with “taking murder out of the Venetian vase and 


dropping it into the alley (Gorrara 591)”.  In her essay Gorrara also writes:  


It was Hammett who wrote what Chandler called 'realistic mystery fiction', 


set in an urban metropolis which had nothing to do with the intellectual 


puzzle and refined location of the English country-house mystery, so 


much in vogue during the interwar period. Instead, Hammett's narratives 


presented an urban jungle where social, political, and economic interests 


conspired to defeat the small man, where organized crime was routinely 


found pulling the strings of elected city officials, and where each murder 


was the tip of the iceberg, destroying the fragile illusion that the rule of 


law sustained the social order. 


With this in mind, it is easy to see that the hardboiled genre has defining characteristics, 


but not every hardboiled novel had a detective type character in it, and this presence, or 


lack thereof, of a moralist similar to Chandler’s Philip Marlowe drastically alters the 


story and the possibility of a fixed hardboiled genre.  There are two types of hardboiled 


novels and the major difference between the two is found in the protagonist.  The 


hardboiled detective novel is always told through the lens of a tough-talking detective 


who is on the fringes of society, aware of all of the corruption and greed, but manages to 
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be the only person who remains uncorrupted by the capitalist drives of everyone around 


him.  A prime example of this genre character is Chandler’s classic protagonist, Philip 


Marlowe.  Marlowe is a friendless, alcoholic private detective who works for little money 


and maintains a strict devotion to his clients.  Although hardened and made cynical by his 


dystopic Los Angeles environment, Marlowe has been described by Matthew Bruccoli as 


being an urban knight errant, or “an English gentleman transplanted to one of the bizarre 


colonies, setting an example for the natives (Starr 306).”  He doesn’t fight back when he 


is manhandled; he refuses women even when he arrives home to find them naked in his 


bed, and rarely carries a gun.   


 Characters like Marlowe do not exist in what I have chosen to refer to as the 


crime novel.  This subgenre includes the novels of James M. Cain and focus on 


characters that are at the center of the crimes that are being committed.  They usually 


have no moral conscience and exhibit sociopathic behavior; there are no moral 


protagonists in these novels.  Double Indemnity revolves around a greedy housewife, 


Phyllis Nirdlinger, who craves a life of lavishly wealthy independence and an insurance 


salesman without a backbone, Walter Huff, who conspires with Phyllis to take out a 


fraudulent life insurance plan on Phyllis’ husband and murder him in a manner that 


would allow them to cash in on a double indemnity clause and live together free of 


financial burden.  These are characters that represent the scum of society; they will sink 


to the lowest depths to get what they want and who hardboiled detectives such as 


Marlowe detest.  Characters that embody the moral decay of society drive the plots and 


themes of these crime novels.  If a character of the Marlowe sort were to be inserted into 


a novel such as Double Indemnity, it would be a completely different story; a sense of 
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morality, regardless of how little, would be added to story thus eliminating the moral void 


that makes the story what it is. 


 It could be argued that this particular subgenre referred to here as the “hardboiled 


crime” story is the opposite of the traditional and even hardboiled detective stories in 


terms of character tropes, narrative structure and perspective, and conclusion.  Instead of 


focusing on how the crime is solved, this subgenre serves as an exploration of the 


motives and psychology of the criminals and focuses on how these people intend to get 


away with the crime.  There is no mystery about who committed the crime; many of these 


novels tell the reader right off the bat.  The first chapter of Double Indemnity is loaded 


with allusions to what is to come in the novel.  The narrator, Walter Huff, refers to the 


Nirdlinger’s Spanish house as the “House of Death that you’ve been reading about in all 


of the papers (Cain 149),” as if the reader is already well aware of the story.  This 


narrative structure is similar to that used in Dickens’ Great Expectations and W. 


Somerset Maugham’s Of Human Bondage; it is somewhat of a subverted form of the 


bildungsroman.  The narrators of these crime stories present the events from a hindsight 


perspective in an effort to share a life changing experience or late, second coming-of-age 


narrative.   


These novels often also differ in conclusion from traditional crime and detective 


novels: it is not uncommon for the criminals to get away with the crimes that they 


commit.  This is the case with Walter Huff and Phyllis Nirdlinger in Double Indemnity.  


After murdering Mr. Nirdlinger, Phyllis turns on Walter and attempts to murder him; 


however, he survives the shooting, the insurance fraud and murder is solved, but instead 


of being turned over to the police, Phyllis and Walter are given tickets to get away on a 
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ship that is headed toward Mexico.  They are back together and are able to live out their 


illicit romance despite all their wrongdoings.  There is no real justice, which highlights 


the lack of moral fiber and flawed law enforcement system in the urban city.  It is stories 


like these that make Chandler’s Marlowe so cynical.  Then there are endings such as the 


one of Cain’s The Postman Always Rings Twice in which people end up being punished 


for a crime different from the one they committed. The Postman Always Rings Twice tells 


the story of Frank Chambers, a drifter who finds work at a roadside diner/gas station, 


falls in love with Cora Papadakis, the proprietor’s wife, and together they murder her 


husband and collect his life insurance policy.  They face a heavy investigation, get 


charged with murder, but are found innocent.  However, the story ends with an actual car 


crash in which Cora dies and Frank ends up being charged with and convicted of her 


murder.  This is not true justice either, and it serves as a notion that people are able to get 


away with crimes that they do commit, but can be found guilty for crimes they did not 


commit which greatly contrasts with the plots of Earl Stanley Gardner’s best selling Perry 


Mason series in which justice always pervails.  This points out another flaw in the justice 


system here in America. 


In addition to examining the idea of flawed justice and corruption in America, 


noir seems to be a natural American genre because of its heavy reliance on capitalism in 


its plots.  Without capitalism noir wouldn’t work as a genre.  The driving force behind 


nearly every motive for the noir criminal is economic monetary greed, and capitalism is 


an economic system in which greed is fostered and overwhelmingly prevalent.  Richard 


Hofstadter wrote of American capitalism: 
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We demand leisure; we demand that we be spared economic suffering; we 


build up an important business, advertising, whose function it is to 


encourage people to spend rather than save; we devise institutional 


arrangements like installment buying that permit people to spend what 


they have not yet earned; and we take up an economic theory like that of 


Keynes which stresses the importance of spending.  We think of the 


economic order in terms of welfare and abundance rather than scarcity; we 


concern ourselves more with organization and efficiency than with 


character and punishments and rewards (Hofstadter 11). 


These values of American capitalism are what drive characters such as Phyllis Nirdlinger, 


Frank Chambers, and Cora Papadakis.  It is a subversion of William Graham Sumner’s 


idea that “economic activity was considered to be above all a field for the development 


and encouragement of personal character (Hofstadter 10).”  Sumner also believed that 


“economic life was construed as a set of arrangements that offers inducements to men of 


good character, while it punished those who were… ‘negligent, shiftless, inefficient, silly, 


and impudent’ (Hofstadter 11).”  Noir presents the opposite scenario of this theory of 


social Darwinism: many of the characters who would fall into the categories of being 


negligent, shiftless, inefficient and, impudent are offered inducements and often times go 


unpunished; they are people who have zero work ethic and seek to obtain immediate 


wealth.  However, it is almost as if noir subverts the “survival of the fittest theory” that 


was developed and presented by Herbert Spencer and his predecessors by depicting 


characters who, in the traditional sense of the theory, would have failed to rise to the top 


as those who succeed due to their lack of work ethic and are able to obtain what they 
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want through underhanded and often times violent ways or as those who go unpunished if 


they are unsuccessful.  This exposes a major flaw in the idealistic element of Spencer’s 


theory that is rooted in the ideals of hard work and smart economic maneuvering.   


  The noir genre serves as a critique of capitalism, and this is evident in the 


aforementioned novels and their plots.  Every character is looking out for his or her 


individual self fulfillment; there is no sense of collectivity or community in the noir 


world.  When there is, such as in Double Indemnity when Walter Huff goes along with 


the plan to murder Phyllis’ husband because he thinks that it is a joint effort to secure 


their future together as a loving couple, the weaker character gets the shaft from the 


vicious one who embodies the spirit of the individual and capitalism.  After the crime is 


committed, Phyllis shoots Walter in an attempt to murder him so that she will not have to 


split the insurance settlement with him.  This genre and its plots and characters serve as a 


microcosm for what occurs in America as a whole in terms of the importance that is 


placed on personal wealth.  It also reflects the notion of the deteriorated American dream 


that has given way to urban crime and moral decay. 


In regard to this idea of societal decay, it is necessary to examine the economic 


and social climate of the United States during which Cain and Chandler produced their 


novels.  The Great Depression was in full effect and the national economy had suffered a 


blow that was brought on by the accumulation of exorbitant debt and spending.  For 


many Americans at that time, the capitalist system had failed.  Unemployment was at an 


all time high, people in parts of the country had literally lost everything and were starving 


as depicted in John Steinbeck’s The Grapes of Wrath which came out the same year as 


The Big Sleep.  There is an overwhelming contrast between these two novels and this has 
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to do with the setting.  John Steinbeck’s depiction of the Depression is from the 


perspective of rural Midwestern farmers while Chandler and Cain depicted the 


Depression from the perspective of city dwellers.  It seems as though the Great 


Depression is usually imagined from the Steinbeck perspective and also seems to be the 


way that it is depicted in historical study.  Dorthea Lange’s “Migrant Mother” photograph 


has been considered the quintessential image of the Depression; however this image fails 


to encapsulate the urban aspect of the Depression.  In fact, there is no image that 


encapsulates the urban aspect of the Depression like Lange’s image encapsulates the rural 


aspect.  This is where the noir authors of the 1930s come into the picture.  Instead of 


depicting failing farmers and rural poverty, Chandler and Cain depicted the Depression in 


the urban streets.  The prominence of bootleggers and bank robbers such as Bonnie and 


Clyde and John Dillinger are a testament to the idea that capitalism had failed the people 


by justifying the practice of obtaining wealth through illegal means.  Los Angeles, the 


epicenter for noir, was one city in particular in which urban decay was magnified and 


because of the significance of Los Angeles as a setting in many of the noir novels written 


during the depression, the urban theorist Mike Davis labels the literary genre of noir as a 


viable history of 1930s Los Angeles (Davis 36).  In his book City of Quartz, Davis writes: 


As jobless accountants and ruined stockbrokers stood in the same 


breadlines as truckdrivers and steelworkers, much of the babbitry of the 


1920s was left with little to eat except for obsolete class pride.  [Lewis] 


Corey warned that the downwardly mobile middle stratum, ‘at war with 


itself’, was approaching a radical crossroads, and would turn either toward 


socialism or fascism.  This invocation of the dual immiseration and 
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radicalization of the middle classes applied more literally, and appositely, 


to Los Angeles during the early 1930s than anywhere else in the country.  


The very structure of the long Southern California boom – fueled by 


middle class savings and channeled into real-estate and oil speculations – 


ensured a vicious circle of crisis and bankruptcy for the mass of retried 


farmers, small business men and petty developers.  Indeed, the absence of 


heavy industry (together with the deportation of tens of thousands of 


unemployed manual workers back to Mexico) meant that the Depression 


in Los Angeles was foregrounded and amplified in the middle classes, 


producing a political fermentation that was at times bizarre (Davis 36-37). 


The so-called depression crazed middle classes were manifested in the noir writing of the 


time.  The ruined middle classes transformed Los Angeles into in urban nightmare and 


out of this we get characters such as Phyllis Nirdlinger, Walter Huff, and Cora Papadakis 


who will stop at nothing to retain a sense of financial security, regardless of the means 


through which they achieve it.  Mike Davis adds further significance to noir protagonists 


when he reads Chandler’s Marlowe as “the small business man locked in a struggle with 


gangsters, corrupt police, and the parasitic rich (Davis 38).”    


 Although it is not set in Los Angeles, there is no better example of this in the noir 


mode than John Huston’s 1950 film The Asphalt Jungle based on W.R. Burnett’s novel of 


the same title.  Whereas many works of noir don’t seem to have an overt message, The 


Asphalt Jungle possesses a certain didacticism that other films of the genre lack.  The 


film follows a team of five men who plan an elaborate jewel heist: One is a prominent 


lawyer who is broke but continues carry on a façade of wealth, another is a criminal 
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mastermind, and the remaining three are men who are poor and living in urban squalor.  


Gus Minissi, a diner owner, Louie Ciavelli who commits the crime to earn money to 


support his sick child and pregnant wife, and Dix Handley, whose only dream is to score 


enough money to buy back his family’s Kentucky farm that was lost during the Great 


Depression.  Dix sees the heist as his opportunity to get out of the Midwestern urban 


nightmare in which he is living and buy back his family’s country farm and the American 


dream.  Gus ends up in jail; Louie is shot by a stray bullet and leaves behind a dying child 


and a pregnant wife in squalor.  Dix gets tagged by a police bullet and sets off for the 


farm while he is slowly dying.  The film ends in dramatic fashion as Dix finally arrives at 


the farm and runs into the field, collapses, and dies, thus falling victim to the binds of 


capitalism and becomes the embodiment of the death of the American dream that is so 


prevalent in the noir genre. 


These themes seem to constitute the genre well, but there are still some gray areas 


in regard to what makes something noir.  One particular example of this is Nathanael 


West’s 1936 novel The Day of the Locust.  During the 1930s, when Nathanael West 


wrote and published his Hollywood novel The Day of the Locust, the Hollywood film 


industry underwent a significant transformation: silent films were replaced by “talkies,” 


new genres were developed, production studios flourished, glitz and glamour pervaded 


the public consciousness and the period became known as the Golden Age of Hollywood.  


This is the era in which West’s novel is set; however, the novel examines the seedy 


underbelly of the city and industry that were perceived by many to be the key to 


achieving fame, fortune, and happiness in a time when the United States was facing its 


worst economic depression in history.  During the Great Depression, many of the films 
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that were released were loaded with optimistic and uplifting themes that catered to an 


audience that was facing both financial and social hardships brought on by the devastated 


economic state of the country: Jefferson Smith went to Washington to fight corruption 


and uphold the foundation of true democracy, gangsters got back at the system that kept 


them down by bootlegging and robbing banks, and as Lawrence Levine wrote, Scarlet 


O’Hara “survives the war, the siege of Atlanta, the destruction of her society,…grows 


and matures, rebuilds her plantation, and…remains unbowed (Levine 218).”   


An unmistakable contrast exists between Hollywood movies of the era and the 


actual society and industry from which they are coming.  The Day of the Locust was 


published the same year that the Wizard of Oz was released, but there is nothing even 


remotely as optimistic as a girl trapped in depression and tornado-addled Kansas who is 


transported to a magical world only to return home again to find everything’s OK.  In 


West’s novel, on the contrary, we’re given the likes of Tod, Homer, and Faye who are 


trapped in an urban dystopia where there are two types of people: those who masquerade 


and those who have come to Los Angeles to die.  There are several characters in The Day 


of the Locust who went to Hollywood with the hope of indulging in the glitz and glamour 


of the film industry or escape from personal problems.  All of the characters in West’s 


novel lead lives that never get better.  Todd, who is an easterner and intellectual, has 


come to Los Angeles to work as a set designer and to paint his magnum opus The 


Burning of Los Angeles.  For much of the novel he maintains the status of an outsider 


who is able to observe intellectually from a distance.  However, he eventually gets caught 


up in the seediness of the city and stoops to the level of so many others in his lust for and 


desire to rape Faye.  Faye is also a victim of the capitalist culture: she embodies the 
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looks, attitudes, and dreams of an aspiring Hollywood starlet.  Her naivety and 


shallowness is manifested in her casual and unserious relationships with men and her 


movie-plot dreams that she shares with Homer.  Her father Harry represents the ultimate 


American casualty.  He moved the Los Angeles expecting to become famous, never got a 


break, and died a poor silver-polish salesman.  All of the characters in West’s novel 


embody the destruction of the dreams that have been perpetuated by the illusion of a 


mythical American Dream. 


 Perhaps the most vivid image of the illusion of Hollywood is found in Tod’s 


Discovery of the Dream Dump while he is searching the studio for Faye’s movie set.  The 


dream dump consists of the throwaway set pieces from movies, the physical artifacts 


from plots such as those that Faye comes up with.  This scene also enforces the notion of 


the inevitability of the abandonment and destruction of dreams because “the dump grew 


continually, for there wasn’t a dream afloat somewhere which wouldn’t sooner or later 


turn up on it, having first been made photographic by canvas, lath, and paint (West 132).”  


The dream dump represents the fleetingness of dreams and the ultimate death of them, 


even if they do come true only for a short while.  This reinforces the theme of the urban 


city being the place where dreams go to die, just like the people that Tod wants to paint.  


The last scene in the novel sums up and presents the full extent of the novel’s bleak 


depiction of the American Dream when a riot breaks out for no apparent reason and Los 


Angeles is burned to the ground, bringing Tod’s painting to life.  The fact that there 


appears to be no real reason or motive behind the riot makes it seem as though it is 


something natural, something that had been waiting to happen for quite some time; 


however there is a greater underlying cause that West writes about that is rooted in the 
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frustration over the menial and unhappy existences of those with failed dreams who 


plague the city.    


 It is clear that this novel has the characters and themes that coincide with the noir 


genre.  But is it noir?  There is no real crime that drives the story, but aside from that, 


there seems to be the strong environmental element that characterizes noir.  This 


environmental element that characterizes the noir mode is an offshoot of the naturalism 


literary movement that gained momentum during the late 19th century.  Naturalism was 


defined by Rend Wellek as “the objective representation of contemporary society (Pizer 


3).”  Many of the novels that were written during the naturalism and realism literary 


movements were rooted in the philosophy and theory of Herbert Spencer who was a 


leading scholar and proponent of Social Darwinism.  The theory of Social Darwinism is 


based on the idea the fittest will survive and directly feeds into American capitalist 


ideology.  Spencer’s opposing stance against a welfare state to allow a natural order to 


form among people who would excel and those who would not factors into much of the 


overriding themes of greed and determinism in the noir mode.  There is really no better 


example of an economic system than capitalism under which this “survival of the fittest” 


could be carried out.  As a result of this theory’s popularity, novelists such as Jack 


London, Theodore Dreiser, and Frank Norris incorporated this theory into their work, 


thus developing the naturalism/realism literary movements.  There are many similarities 


between naturalist and noir works and the influence of naturalism on noir is evident.  


Take for instance Frank Norris’ novel McTeague, in which a poor dentist undergoes a 


series of misfortunes and is forced further and further into poverty until he makes the 


decision to steal his wife’s savings and run away; or Theodore Dreiser’s Maggie: A Girl 
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of the Streets, in which a pretty girl with potential is driven into a life of prostitution and 


eventual death leaving her life unfulfilled.  These naturalist novels examine the inner 


workings of the modern, industrialized city.  They possess the same verisimilitude that 


Nino Frank wrote about and thus parallel and closely relate to the literary works of noir 


that were coming out of major cities in America during the Depression.    


   This instance of The Day of the Locust further calls into question the essence that 


makes a work of art “noir.”  The discrepancy between the lack of crime and the noir-like 


feel and themes of the novel poses the idea that noir is not made by content, but instead 


by characterization and tone.  Faye as a femme fatale, the overriding theme of failed 


dreams, urban decay, and the negative side of American capitalism fulfill the criteria for 


making the novel noir in content, but these aspects of the novel are not the aspects that 


make it a work of noir; West’s tone and dark, bleak prose are what make the novel noir.  


There are many examples of this tone and characterization in works of both film and 


literature that content-wise do not seem to fit the mold of what has been traditionally 


considered to be noir.  The mode has become so pervasive and malleable that it is found 


in all sorts of contemporary works of cinema, television, and art.  For example, much of 


the work that David Lynch has produced over the past 25 years can be considered noir, 


even though much of it bucks, transcends, and subverts the traditional idea of noir that 


Nino Frank described over 60 years ago. 


 In 1990, Lynch’s television show Twin Peaks aired with a pilot episode that 


revolved around the murder of Laura Palmer, a seemingly perfect American female 


archetype in a seemingly perfect American town.  Soon after her discovery, FBI Special 


Agent Dale Cooper is called in to investigate the murder after a second victim crosses 
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state lines.  There are many aspects of this series that on the surface would not make noir 


in terms of content: comedic elements, teleological themes, and its heavy reliance on 


surreal elements such as Dale Cooper’s reliance on dreams, teleology, and intuition to 


solve the case of Laura Palmer’s death.  There is an overwhelming sense of collectivity 


among people in the town to solve the murder that is the opposite of character 


relationships in works such as The Big Sleep and Double Indemnity and Dale Cooper 


embodies every good quality that is lacking from the characters in the work of Cain and 


Chandler.  Cooper is like Marlowe in many respects, however: He is single, waits for a 


woman for whom he has genuine affection for, and is dedicated to his job as an FBI agent 


much like Marlowe is to his profession as a private investigator.  There is even a scene in 


an episode of Twin Peaks that directly references and parallels a scene from the Big 


Sleep.  When Marlowe returns to his apartment one evening he finds Carmen Sternwood, 


the troublesome nymphet daughter of the man who has hired him, lying naked in wait for 


him in his bed.  The same happens to Cooper when he retires to his hotel room for the 


night only to find Audrey Horne, the troublesome nymphet daughter of Benjamin Horne, 


a prominent local business man and owner of the hotel, lying naked in bed waiting for 


Cooper.  The difference comes in the manner in which each detective handles the 


situation: Marlowe, the misanthrope, harshly scolds Carmen and throws her out of his 


apartment while Cooper comforts Audrey, explains to her that she is too young for him, 


and proceeds to get to the root of her problems by getting her a warm glass of milk and 


offering to listen to what’s on her mind.  This is a significant comparison and contrast 


between one of the preeminent works of noir and a short-lived yet important television 
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series.  This particular scene subverts the traditional idea of the noir detective as a 


hardened cynic. 


 Also within the past 25 years or so, the noir mode has developed greatly to 


include aspects and realms that were not explored in traditional works of noir.  Along 


with Twin Peaks, David Lynch pioneered a second generation of noir that moved settings 


out of cities and into the American suburban haven.  In 1986, Blue Velvet was released 


and became one of the first works of noir to examine the seedy underside of the 


traditional American neighborhood.  Lynch set up an incongruous combination of 


extreme brutality, violence, and self indulgence and the archetypical quaint Middle 


American town to create a work of noir and mystery that was subversive due to its move 


away from the urban nightmare and into the suburban dream.  The storyline unravels 


when a college student is walking through a field and finds a severed human ear.  This 


gross discovery leads him into a secret underworld in which crime and corruption run 


rampant.  Other recent noir films that have bucked tradition include Brick, which is 


centered around a suburban high school that includes dialogue that meshes the tough-


talking detective style of dialogue from films such as Howard Hawks’ adaptation of The 


Big Sleep and John Huston’s The Maltese Falcon with underground high school kingpins 


and drug dealers whose unwitting suburban parents are never aware of what’s going on.  


Another development and transition that has taken place within noir literature is situated 


within the realm of postmodernity.  Writers such as Thomas Pynchon have recently used 


the genre to examine underlying social issues in a hyper-intellectual manner.  James 


Ellroy created an entirely fictional story around Los Angeles’ greatest unsolved murder: 


The Black Dahlia.  He has also included storylines that venture out into the occult and 
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supernatural, similar to Lynch, that are held together by his encyclopedic knowledge of 


the genre’s traditional form, content, style, and dialogue.  Mike Davis says of Ellroy: 


“His Los Angeles Quartet, depending on one’s viewpoint is either the culmination of the 


genre, or its reductio ad absurdum (Davis 45).”  Nevertheless, Ellroy has established 


himself as a pioneer of the genre and his work serves as a testimony to the flexibility and 


complexity of the genre.  The noir mode also has pervaded music over the last two-and-a-


half decades.  One song in particular, Elvis Costello’s Watching the Detectives, stands out 


for its dark, prominent bass line, slow eerie rhythm, and mysterious lyrics about girls, 


guns, and investigation, such as You snatch a tune and you match your cigarette/She pulls 


your eyes with a face like a magnet/I don’t know how much more of this I can take/She’s 


filing her nails as they’re dragging the lake.  The song simply exudes noir, so much so 


that it was used in a Turner Classic Movies television spot to promote a film noir 


marathon.  Once again, this demonstrates how pervasive noir has become in American 


culture.  


 It is fascinating to trace the roots of a specific mode in an attempt to understand 


its significance and role in history and society.  The noir mode is the product of so many 


economic, political, and social influences and thus it is highly representative of America 


in terms of both history and culture.  Like most modes and genres, noir is very difficult to 


establish parameters for that allow a comprehensive definition of the genre or mode to be 


extracted, but this demonstrates its complexity and uniqueness.  From the argument of it 


being exclusive to film due to aesthetic qualities to the argument of it being universal due 


to content, style, tone, and characterization, the mode demonstrates a malleability that 


differentiates itself from the rigidity of other modes and genres of film, literature, and 
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even music.  It cannot be argued, however, that the origins and implications of the mode 


are not rooted in the social, economic, and political conditions of the Great Depression 


during which the foundational texts and films were produced.  The novels and films are 


direct products of the flaws of American consumerism, capitalism, and ever-changing 


class issues that have characterized America for centuries.  It is still evident today that the 


mode continues to be reshaped to correspond to the changes that are taking place in 


society and art.  This is reflected in the contemporary work of filmmakers such as David 


Lynch and novelists such as James Ellroy and Thomas Pynchon who are expanding the 


genre while still keeping in touch with the traditional aspects of the mode.  The themes of 


capitalism, greed, corruption, societal decay, and the pervasiveness of seediness and 


crime, characterize the genre in a manner that makes it historically important and 


culturally and artistically pervasive in the United States; for this reason it is not 


inappropriate to characterize the noir mode as uniquely American.          
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Appendix iii 
 
Notes on Senior Thesis Review.  (Jan’s comments in Black, Gregg’s in blue) 
 
Essays A-C  read together for norming.  Agreed to the following: 
Essay A,  3 / 4 
Essay B,  2 
Essay C,  2 
Essay D : 2, even a high 1.  Very literal in terms of summarizing, repeatedly, without 
analysis.  The good points introduced early don’t function as guideposts or points of 
development, so the only coherence comes via repeated phrasings of ideas. 
Essay G :  high 4.  clear explication, very detailed and wonderfully focused, coherent, 
energetic and engaged.  Don’t know enough about classical lit to know if he is 
paraphrasing another’s argument, so while the potential conflicting readings are taken 
into account, I don’t know if his counters are his.  Assuming they are, wonderful work. 
Essay F :  started 3, due to very writer based, non reader attentive or aware, thinking and 
writing.  By the end, close to 5, pushing relentlessly against thought constructs that would 
confine it.  I’m not sure what to do.  A 4, perhaps, although that doesn’t encompass the 
essay.  For me, the essay’s pulling together of the seemingly separate sections into one 
fell and resounding swoop was pretty amazing. [ Yes, but performance indicators would 
suggest a need to have the brilliance polished.  In some ways, because he’s pushing the 
envelope, the structure falls back into the “2” range—as would be expected for someone 
pushing the envelope.  But before such a piece could be published (i.e. reach either the 
level of 4 or 5, it would need to be revised yet again, and maybe even further.  This is 
where a chance to include the drafts would help us do this evaluation.  I think the “writer-
based” point you make is true of the entire essay, and so a “3” seems right to me. ] 
Essay K : 4. The essay knows what it is doing, and thinks about how to demonstrate its 
thesis in the most effective ways possible.  There is a lot of summary, although it’s 
generally drawn back to an argument.  [Your discussion says “3,” that is competent, but 
not really moving beyond that in a consistent way.] 
Essay H : high 3, low 4.  Very fluent in the “speak.” Unfortunately, that threatens to 
overcome any potentially original thoughts.  Most of the essay recapitulates what other 
writers have said.  Certainly, there could be more counter consideration, if only through 
more examples from Rechy’s novel.  [Agreed.  That’s why I’d say “high 3,”]  
Essay E  : 3. very clear understanding of ‘how things go’ in research papers.  In essence, 
this is a well augmented lecture from LIT 30 so it falls perfectly into “”extension of ideas 
already presented by the instructor” although it misses a number of questions within its 
subject matter.   he has done the research, documented it, and added to what he was 
introduced to.  There are no original thoughts and little attention to counter arguments.  [I 
completely agree] 
 Essay I  : low 4?  Certainly, much of the 4 rubric applies.  The essay shows 
understanding of “the norms of the discourse community” not simply in its presentations 
of ideas but its topic overall—literature has narrative as its substance, and the essay seeks 
to explore the narrative forms outside of the acceptable definitions of “literary.”  The 
issue is in its inability to fully explore, develop, question theories of reader response, 
relying solely on Iser, and the essay’s seeming choice not to fully confront the counter 
arguments to interactive literature as literature.  In other words, the entire topic is, by 
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default, a “jumping off point for a conversation in the field.”  It simply doesn’t fully 
outline or address that reality, instead simply moving to its presentation of materials in an 
instructional format—here is how this one works; here is how that one works. [ I agree, 
though I’m scoring it as a high 3 because the sloppiness suggests a kind of nonchalance 
toward his audience.  Still, it’s fascinating material.]] 
Essay J : 3/4.   really falls off the cliff on page 16 or so, whenever it ambles into 
naturalism and then begins summarizing recent noir, all without any of the remarkable 
analysis and confidence that have characterized the first 15 pages.  Up to that point, I 
would call the essay a clear 4.  Beyond that, the “textbook knowledge” that is not fully 
applied to develop the argument invades things.  [ So, then, the final performance is 3, 
right? ] 
 
 
Final thoughts about the rubric: 
Two things came up for me, mostly as the result of Jake’s (E) and Everett’s (F).  One is 
that there is no indicator of communication.  I know we want to stay with expertise, but 
in Everett’s essay, the inability to communicate his level of expertise was fascinating.  By 
his own admission, the essay was all over the place.  But the originality, his interweaving 
of his experiences with full scale theory, and his inability to present that in ways the 
average reader could grasp—all was problematic, even with this rubric, which is so 
expansive in its approach.  The second was Jake’s essay which was, by this rubric’s 
standard, competent.  The frustration arises when it’s clear that for Jake, these were NEW 
discoveries.  Ie; he didn’t know this before, and he does not know enough about the field 
to know what he has written is a fairly mundane summary of everything that has already 
been written.  I don’t know how to address that, in all honesty, but it did occur to me. 
 
I agree.  After all, Jake did not take LIT 30, and so this stuff was all new to him.  And his 
efforts to present his understanding are perfectly competent, but not publishable.  In other 
words, he has hit the undergraduate standard pretty well, but is a long way from hitting a 
professional standard.  I think “3” is great---for him in particular, it’s a marker of 
extraordinary growth in two years from a standard of “1”!   
As for Everett’s, again I think the rubric works.  It’s not just that his thinking is pushing 
the limits, it’s that the essay needs to cohere in that leap beyond the norms.  In other 
words, it has to show that connection to audience.  So in some ways, he’s at the “2” level; 
in others at “4” pushing “5,”  but an “expert” makes the new coherent in a seemingly 
effortless way.  Everett’s essay does not.  I think “3” is right here, too.  
After all, this rubric is supposed to judge the students’ skill levels by performance, and 
we talked about it, appropriately, I think, in terms of whether or not a piece could be 
published.  I don’t think any of these reaches that standard (i.e., either 4 or 5), yet many 
have the potential because they are pushing boundaries, sometimes in spots, sometimes in 
a big way.      
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Appendix iv:  LIT 190, Reflective essay assignment, Spring 2010 
 
 
Write an essay of five to seven pages in which you reflect broadly on your 
undergraduate education.  
 
Before you write this essay I’d like you to think first about your sense of what 
you think your major means to you. Undoubtedly, you’ve been asked about a 
million times, “What are you going to do with a major in 
literature?” Presuming that what you learned here will bear on your answer, 
what is the value of your education? What have you learned? What have you 
learned how to do? How do you imagine using both the knowledge and skills 
you have learned in your life, including both your professional (whether or not 
you contemplate further education) and your private life?  
  
Then, I’d like you to think about a few of the objectives that the LIT faculty 
have been developing for the major. While these were not officially 
public when you began your studies, they articulate what we think we’ve been 
doing all along: 
  
Literature and Culture learning outcomes: 


Literature and literary criticism are significant parts of an ages old, continuing 
conversation about what it means to be human and what value humanity has. Unlike 
scientific or social scientific approaches to this conversation, literary discourse 
emphasizes the particular in the dialogue between particular and universal. It always 
arises out of specific times, places, and cultural traditions, and it often gives powerful 
voice to cultural differences and individual differences against the backdrop of larger, 
homogenizing forces. Moreover, literature has traditionally fore-grounded questions of 
value over questions of definition, or rather, sees questions of value as central to the 
definition of humanity itself. 


The study of literature enables one to engage this conversation richly, both for 
personal development and for the ability it gives one to be a responsible agent in the 
many societies each person inhabits. Moreover, literary study gives one insight into how 
cultures operate in such a way as to facilitate ethical cross-cultural interactions. Literary 
study facilitates such agency by teaching readers how to inhabit and then critique literary 
artifacts, and then to apply the complex understanding—an understanding that engages 
intellectual, ethical and aesthetic faculties—that arises from the shift between inhabiting 
and critiquing. 


The successful student majoring in Literature and Cultures will be able to 
participate in this larger conversation. More specifically, the successful student will be 
able to: 


• Interpret texts with due sensitivity to both textual and contextual cues;  
• Appreciate the aesthetic qualities of texts and the cultures from which they’re 


drawn;  
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• Judge the ethical value(s) of texts and contexts;  
• Apply interpretive strategies developed in literary study to other contexts; 
• Articulate, cogently and with sensitivity to context, in both speech and writing, 


her/his interpretations and evaluations.   
(If you’re curious about how we plan to “assess” majors in the future, please see the 
assessment plan in the resources section of this web-site. I’d love any feedback you’d like 
to give.) 
  
Now, in five to seven pages, write an essay that describes the impact your 
major has had on you. Please cite any resources you use (in MLA or Chicago 
style) and append any papers you’ve written, any assignments that you want to 
comment on, etc. In other words, you’ll need to support your argument by 
drawing on your own performance in particular classes, and you'll need to 
document the particular items to which you refer. Appended items do not count 
in the page total. 
  
I hope you find the page limit daunting, that you think you need books to 
answer such a question, but I’m giving you just five pages for several 
reasons: One, to focus you on the most important points. Two, to help you 
prepare to answer such questions when you apply for jobs, for placement in 
graduate programs, etc. Three, to give you a sort of outline or compendium that 
will stick in your mind, helping you to structure your memories and thus make 
them more useable in many different contexts over time. Four, to make it 
possible for you to write, and me to grade, the essay in the short time we have 
available.  
 
This essay is due on April 21. 
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Appendix 1 – Rubric for evaluating ME course assignment relevant to assessing ME PLO l 


 
Criterion  Irrelevant 


1 
Some relevance 


2 
Relevant 


3 
Highly relevant 


4 PLO 2 component 


Critical thinking Assignment is 
straightforward 
problem solving 
(e.g., self-contained 
problems) 


Assignment is 
reasonably 
straightforward but 
requires some 
purposeful thinking 
or judgment to 
complete 


Assignment requires 
purposeful thinking 
(e.g., reasoned 
assumptions) and 
interpretation of given 
information to 
complete 


Assignment requires 
independent 
research and 
interpretation to 
gather information 
as well as purposeful 
thinking to complete 


Problem solving 
engineering 
principles & 
reasoning 


Problems are self-
contained, require 
only one or two 
basic steps or 
operations, and 
solution is 
independent of 
prior knowledge 


Problems are self-
contained but 
require multiple 
steps or operations, 
and some prior 
knowledge from the 
current course 


Problems are self-
contained, require 
multiple steps or 
operations, and in-
depth knowledge 
from the current 
course 


Problems are open-
ended, require 
critical selection of 
solution technique, 
and build upon prior 
knowledge from 
both current and 
previous courses 


Complex methods Assignment is self-
contained and 
based on well-
understood basic 
principles 


Assignment is self-
contained and 
based primarily on 
physical principles 
learned in 
introductory classes 


Assignment requires 
mastery of several 
conservations 
principles applied to 
specific fields of 
engineering 


Assignment requires 
use of modern 
computational or 
experimental tools 
in order to design or 
analyze complex 
systems 


Appropriate Depth Assignment is a 
little different than 
textbook problems 


Assignments 
involves some level 
of research or study 
to be completed 


Assignment cannot be 
completed without 
researching several 
sources and carefully 
evaluating different 
options 


Assignment requires 
mastery of material 
that is considered 
pre-requisite to the 
class and exercises 
engineering 
judgment to be 
completed 
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APPENDIX E 
 
Program Learning Outcome4 
Portfolio Rubric Draft 
9 December 2009 
 
Synopsis:  During October 2009, Merritt Writing Program faculty reviewed samples of online portfolios, 
designated by the instructor of record as high-middle-low.  Evaluation of sample portfolios was guided by 
a set of five criteria-based questions, including a likert scale to determine levels of quality followed by an 
open-ended question.  The open-ended question provided narrative to explain the rating of a criteria-based 
element, providing the basis for the following portfolio rubric draft.  The goal of this process is to further 
refine this portfolio rubric during spring 2010 by faculty review of another set of samples.  Once this 
rubric is refined, students will be provided with these program rubric guidelines for spring 2010 portfolio 
submission. 
 
 Low Middle High 
Organization Appears rushed; artifacts 


appear random or repetitive; 
cover letters have significant 
problems with coherence 
and logic; difficult to 
navigate 


Relevant supporting 
evidence; cover letters are 
logical and focused; some 
minor confusion with 
navigating materials 


Well-organized and 
specific supporting 
evidence; cover letters 
are coherent, logical, and 
organized; easy to 
navigate 


Professional 
Style 


Unprofessional style; 
conversational or casual 
approach; 


Reflective tone though 
not consistently academic 
or professional;  


Reflective in focus and 
academic in tone; 
engaging; clear and 
confident voice 


Overall 
engagement with 
supporting 
evidence 


Learning outcomes are not 
mentioned; little reference to 
evidence or what the 
evidence reveals;  


Clearly identifies and 
addresses artifacts though 
relevance at times may be 
confusing or general 


Analytical comments 
supported by specific 
examples; insightful 
evidence based on 
multiple drafts or 
reflective journal entries; 


Self-Assessment Focus is general; does not 
address accurately or include 
reference to ongoing 
progress and challenges; 
lacks awareness of notable 
writing issues 


Addresses greater 
purpose of the course; 
includes an open and 
honest reflection on 
progress and challenges; 
may be course reflective 
but lacking in self-
reflection 


Displays strong critical 
awareness and 
understanding of 
outcomes; thorough and 
precise engagement with 
describing progress and 
challenges; demonstrates 
strong awareness of how 
coursework affected 
change 


Grammar & 
Mechanics 


Many surface errors or major 
errors in grammar and usage; 
needs extensive editing;  


Occasional major errors 
in grammar or usage, 
enough to be distracting 
to a reader 


Virtually free of 
sentence-level errors; 
polished mechanics 


 


                                                 
4 Demonstrate thorough engagement with the iterative processes of reading, writing, and speaking 
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APPENDIX F 
 
WRI 116: Portfolio Rubric Results 
Written by: Paul Gibbons, Mary Smith, Mike Truong and Anne Zanzucchi 
 
Synopsis:  During November 2009, WRI 116: Writing in the Natural Sciences faculty evaluated sample 
portfolios (selected by the instructors of records as high-middle-low samples).  The following rubric draft 
is based on the narrative descriptions provided by faculty, rating anticipated portfolio criteria.  During 
spring 2010, WRI 116 instructors will continue to develop this rubric based on a new set of sample 
portfolios.  The aim is to implement this rubric for spring 2010 WRI 116 portfolios, by sharing the rubric 
with students during April to guide their projects. 
 
Ratings:  Most participating faculty agreed with the instructor of record about the quality of the project.  
One reviewer rated the High and the Middle sample inversely, so our level of agreement was 75%.   
 
 LOW MIDDLE HIGH 
Overall Presentation Evidence missing, 


inaccessible, and/or 
confusingly labeled.  
Personal identifying 
information (i.e. 
headshot, personal info, 
etc.) missing and/or 
inappropriate. 


Evidence somewhat 
complete and clearly 
labeled. Personal 
identifying information 
somewhat appropriate 
and/or complete. 


Evidence complete and 
labeled clearly. Personal 
identifying information 
appropriate, complete, 
and interesting.  


Professional Style Distracting language 
issues that detract from 
accepted professional 
norms. No awareness of 
audience. 


Language somewhat 
sophisticated and 
insightful with some 
awareness of audience. 


Thoughtful and 
professional prose with 
keen awareness of 
audience. 


Engagement with 
Evidence 


Cover notes don’t 
mention attached 
evidence in any 
meaningful way. 


Cover notes somewhat 
address attached 
evidence, but generally 
and/or indirectly.  


Cover notes address 
attached evidence in 
specific, insightful, and  
purposeful ways. 


Self-Assessment Reflections about 
personal achievement of 
learning outcomes are 
missing, poorly 
explained or supported, 
and/or too general. 


Reflections about 
personal achievement of 
learning outcomes are 
somewhat accurate and 
supported with specific 
contexts and evidence. 


Sophisticated reflection 
about personal 
achievement of learning 
outcomes, supported by 
specific contexts and 
evidence. 


Mechanics & 
Grammar 


Frequent syntax errors 
that impede meaning.  
Spelling with frequent 
errors that indicate a lack 
of care or significant 
struggle with language 
use. 


Simple and some 
complex phrasing, some 
inaccurate word choice, 
and notable punctuation 
errors.  Spelling has 
several errors, mainly 
contextual. 


Usage of sophisticated 
sentence structures, 
appropriate word choice, 
and accurate punctuation.  
Spelling is highly 
accurate, little to no 
errors. 


 
 







APPENDIX G 
 
Example Student Work from Writing 100 
 
Hello FIG E, 
 
This year the Merritt Writing Program is reviewing its first program learning outcome, a students’ 
ability to “demonstrate thorough engagement with the iterative processes of reading, writing, and 
speaking.”  Normally FIGs review portfolio samples at mid-semester, determining which among a 
set of portfolios are the high-middle-low samples. The main purpose of this activity is to 
demonstrate agreement about how we rate student work, with opportunities for further 
discussion. 
 
This year, we are engaging in a similar process, with the added layer of a brief survey to collect 
further information.  The aim of this survey is to collect faculty responses to basic portfolio criteria, 
with attention to the iterative aspects of writing.  The survey functions basically like a coversheet 
to describe how you reached your conclusion about the high-middle-low rating.  These questions 
also begin to outline what a shared portfolio rubric might attend to as far as standards and 
criteria.  Faculty feedback to the "please comment" category will provide a richer vocabulary for 
these aspects of a portfolio, from which we hope to draft a representative rubric for future portfolio 
review processes.  Program-wide results of this process will be shared with your FIG in 
November. 
 
Appended below are three links to portfolios.  Please review these portfolios and complete a 
survey for each one to summarize your conclusions.  Each faculty member has an individual 
folder on the MWP site, under the Project Tool -- Dropbox.  When you complete a survey 
for each portfolio, please upload these to your individual DropBox folder.  The deadline for survey 
submissions is Monday, October 26 (please be in touch if you need a little more time, of course). 
 
Following this reading process, these ratings would ideally be shared and discussed in your 
FIG.  Please do try to meet either online or in-person at the end of October or during November to 
discuss your responses to this student work.  As a general reminder, part-time faculty are more 
than welcome to participate in program-wide assessment projects like these, but are not expected 
to do so. 
 
If you have any questions about this project, please feel free to be in touch.  Mike Truong is 
available to respond to any technical questions.  Michael Winder coordinates the FIGs, should 
you have a question related to groups.  Thank you, 
 
Anne. 
 
------------- 
FIG E, Sample Portfolios -- WRI 100, Sec 3 Spring 09 
 
[Pineda] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.i
d=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[Holt] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id
=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[Garibay] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.i
d=d3aa009e-cd1e-4438-9432-c72b7aed11d3 



https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3





APPENDIX H 
 
Example Student Work from Writing 10 
 
 
Sample Portfolios: WRI 10 (Sec. 15) Spring 2009 
 
[Taha] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.
id=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[White] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id
=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[Shapiro] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.i
d=d3aa009e-cd1e-4438-9432-c72b7aed11d3 



https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3





o (CB) Based on the report’s analysis begin development of upper-division 


capstone courses.  


 


2013-2014 Academic Year: 


 


o (CB-OP) Develop exams and surveys to incorporate into the new upper division 


capstone courses.  


 


o (CB-OP) Identify strong and weak points of the program and develop a plan to 


adjust the curriculum and program elements to improve the degree to which 


program learning outcomes are achieved. Participants: Dean of School of 


Natural Sciences, faculty director, program coordinator, courses instructors. 


 


Assessment Methodologies – Direct and Indirect Assessments 
 
Since the coursework constitutes the base of the NSED program we have chosen to focus on 
course based (CB) evaluation in this inaugural portion of the five-year-assessment plan.  
Analysis of the collected information will then guide our next evaluation as well as help 
improve the courses which are the major component of the program.  Our study was designed to 
evaluate whether the PLOs are met using both direct and indirect methods.  
 
The indirect method included (i) development and administration of surveys which asked 
students to evaluate the impact the courses and the program have on their learning and skills 
acquisition, and (ii) informal interviews of NSED instructors and students.  The survey was 
administered in all NSED courses offered in the Fall 2009; these include the seminar/fieldwork 
lower division combo classes NSED 23/33-24/34 (Introduction to Teaching Science and Math 
in Elementary School),  NSED  63/73-64/74 (Introduction to Teaching Science and Math in 
High School).  The survey consisted of the six statements that the students were asked to 
evaluate by choosing one of the following six responses: “Strongly Disagree”, “Moderately 
Disagree”, “Undecided”, “Moderately Agree”, “Strongly Agree”.  The prompts that students 
were asked to respond to are presented along with the number of a PLO they address: 
 


1. This NSED course helped me improve on my own learning in my other classes (PLO 2). 
 
2. After completing this NSED course, I have a better understanding of what constitutes 


duties and responsibilities of a teacher (PLO 1a). 
 
3. After completing this NSED course, I have a better understanding of what skills and 


knowledge are necessary to become a good teacher (PLO 1b). 
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4. This NSED course helped me learn how to develop a lesson plan and deliver an effective 
lesson (PLO 2a). 


 
5. This NSED course helped me learn how to design different types of assessments to 


evaluate students learning (PLO 2b). 
 
6. This NSED course helped me learn how to distinguish between students with different 


learning abilities and needs and adapts my teaching methodology to address this 
diversity (PLO 2c). 


 
Additionally the upper division course NSED 120 used the following questions: 


1. (PLO 1d, 2c) Through the class meetings and assignments, this course provided me 
with an understanding of the various kinds of diversity among K12 students in 
schools in California and the U.S. 
 
2. (PLO 1e, 2c) This course provided me with useful information in meeting the needs 
of all students in K12 settings in the U.S. 
 
3. (PLO 1d, 2c) This provided me with a deep understanding of teaching for social 
justice. 


 
 
 
The direct assessment included question embedded into each of the courses that tested whether 
the PLOs have been achieved.  The questions along with the corresponding PLO numbers are 
given below for each of the courses assessed. 
 
NSED 23/33 – 24/34 
 
The following question is a True/False question. 
 


1. (PLO 1e, 2c) Teaching strategies used for English Language Learners may not be 
used for any other students. 
 


The following three questions are multiple choice questions. 
 


2. (PLO 2b) The purpose of formative assessments is  
a. To determine what students learned in the course 
b. To determine students’ prior knowledge 
c. To check for understanding periodically throughout a lesson or unit 
d. To help the teacher make adjustments in future lessons 
e. b, c, and d 
 


3. (PLO 2a) The first step in planning a lesson is 
a. Decide what you what the students to understand 
b. Decide how the students will demonstrate their understanding 







c. Decide what activities you want to do 
d. Assess the students’ prior knowledge 
e. None of the above 
 


4. (PLO 2b) The difference between “Wait Time” and “Wait Time 2” is  
a. “Wait Time” is for elementary students, “Wait Time 2” is for middle school and 


high school students 
b. “Wait Time” is the time a teacher waits after asking the first question of the 


lesson.  “Wait Time 2” is the time a teacher waits after asking any subsequent 
questions. 


c. “Wait Time” is the time a teacher waits after asking a question before allowing 
students to answer.  “Wait Time 2” is the time a teacher waits after a student 
answers a question before asking the student a follow-up question or asking for 
clarification. 


d. “Wait Time” is the time a teacher waits for students to begin listening before 
giving instructions.  “Wait Time 2” is the additional time a teacher waits for 
students to begin listening before giving instructions. 


e. There is no difference. 
 
The following question is a short response question. 
 


(PLO 2) A teacher wants to increase “student talk time” in his/her classroom.  What is 
“student talk time”?  Why is it important in helping students gain understanding?  What 
are two strategies that could be used to accomplish the teacher’s goal?  Explain how to 
use the strategies and how they can be used to increase “student talk time.” 


 
 
NSED 63/73-64/74 
 
The following three questions are multiple choice questions. 
 


1. (PLO 2c) In California’s diverse classroom environment, what teaching strategies listed 
below would be most effective when working with students with limited English 
proficiency? 


a. Cooperative Learning 
b. Identifying similarities and differences 
c. Reinforcing effort and providing recognition 
d. All of the above 
 


2. (PLO 1a, 2) As a teacher, it is important that you 
a. Maintain classroom discipline 
b. Provide feedback on assignments in a timely manner 
c. Create new and exciting ways to learn information 
d. All of the above 
 







3. (PLO 1,2) When planning a lesson for a particular math or science class, what do you 
use as a guide to what students should know at the end of your lesson? 


a. Textbook chapter 
b. Internet lesson plan 
c. California State standards 
d. Nothing, you teach what you want to teach 


 
The following question is a short response question. 


 
(PLO 2) You are hired to teach Algebra I at a local high school.  After the first few 
homework assignments, you notice that one of your students is really struggling to 
understand the material.  How would you handle the situation?  List two teaching strategies 
we talked about this semester for differentiating your instruction to help your struggling 
student and tell why you would use them. 


 


5. Surveys Assessment Results 
 
The following charts display results of the administered surveys (note that NSED 95  is an 
advanced version of the NSED 63/73 – 64/74 course for students have completed this course 
once and wanted to continue with their learning and fieldwork): 


 







Philosophy 5: Logic & Critical Reasoning (Spring 09) 
Final Exam 


I 


Student ID# --,-I Ul>=:O:...:S::c",,-~=--":>-=-____ _ 


Instructions: Answer all questions from all seven sections. 


Section I: (3 points) Which of the following symbolic sentences is a tautology (i.e., 
theorem)? You may use a truth table (or any other means) to help determine your 
answer. In the blank provided write "YES" ifit's a tautology, "NO" if it isn't. 


;C (P --+ Q) v (Q --+ R) \-.lo 


/- (P A Q --+ R) --+ (P --+ R) '-\Q.s, 


3. (P --+ Q) A (Q --+ P) --+ (P ..... Q) "\Q..~ 


Section II: (4 points) Which of the following are well-formed, official symbolic 
formulas? Reminder: official symbolic formulas are formed according to the rules for 
constructing symbolic formulas, and do not omit any parentheses that accompany binary 
connectives. In the blank provided write "YES" if it is, "NO" if it isn't. 


/. - ( -/\x - Fx v Gy) --.!N=o"---_ 


5. I\y (Hy --+ Vx Hx) '1Q.9. 


6. (Vx) - Fx No 


7. I\y (Hx --+ Gx) iQ,~ 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
0: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


9. Some dogs are not cats. 


10. Only dogs are cats. 


11. Some dogs are cats. 


12. No dogs are cats. 


A .. (Fx -7 bx) 


Vx C r~ " ~ b~ ) 


/\'" ((;("-7 r)() , 
v X ( f .. /I bx ) 


Section IV: (4 points) From the formula: 


FA ..... Ox 


which of the following formulas follow by existential generalization (EO)? In the space 
provided write "YES" if the formula follows by EO, "NO" if it doesn't. 


/VX(FX ..... OX) '(E-o 


14. Vy(Fy .... Ox) '(ES 


15. Vx (FA"'" Ox) '1fS 


16. Fx ..... VxOx NO 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
0: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. A'f.(fldb~ 


9. Some dogs are not cats. \/y( F< ~"'b~) 


10. Only dogs are cats. A¥.(Gd'f~ 


11. Some dogs are cats. \) \df:< , c:):Zl 


12. No dogs are cats. Mer,. ~ '" ~0 


Section IV: (4 points) From the formula: 


FA ..... Ox 


which of the following formulas follow by existential generalization (EO)? In the space 
provided write "YES" if the formula follows by EO, "NO" if it doesn't. 


13. Vx (Fx ..... Ox) _N'-'..\.lO __ 


14. Vy (Fy ..... Ox) ...1.1-"'.f-"..5 __ 


15. Vx (FA ..... Ox) .-e'i-".fc:..s __ 


16. Fx ..... Vx Ox ...!\\",l.d.J __ 


. 
• 
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Section V: (2 points) Which of the following, if any, is a correct application of 
quantifier negation (QN)? (Write "YES" if it is, "NO" if it isn't) 


17. - Vx (Fx -> Ox) 


.. Vx - (Fx -> Ox) j'J 0 


18. /\x - (Fx -> Ox) 
~, 


J",~ 


- Vx (Fx -> Ox) 
, -J 


.. 


Section VI: (4 points) Theorem 18 can be written as follows: - P -> (P -> Q) 


Which of the following is an instance of Theorem 18? (Write "YES" ifit is, "NO" ifnot) 
'V 


19. - - /\x Fx -> ( - /\x Fx -> Ox) 
-'-1// 


~ ) ". 


(I ,/..- " 20. - (P -> Q) -> «P -> Q) -> Q) .., 
'.i-


/i 
\-, I 


21. - Fx v Oy -> (Fx v Oy -> Hx) .0 
, , 


'I" ' 
! ! 


22. - P -> (P -> Vx ( - Fx" Q» . --' 


I to;:' 
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Section VII: Give a complete proof (derivation) of each of the following three theorems 
in the space provided. Number every line, and give complete annotations for all lines 
except assertion and assumption lines. 


23. (5 points) 


f . 


,. 
4. 


o 
" 


Ax (Fx ...... Gx) ...... (\Ix Fx ...... Vx Gx) 


~~ ;1'1 (ro( -'> G~) ~ (v( F, 


\ A>( Ch~ G .. ) 


Iq .. .J. V" L" -'? 
\ ..rr " r" 


) 
. 
f 


". Vt by I ! 
~-~-----" ----------~~I 


I 
I 
I 


4 F1 
I 


vI 


t. b I MP 
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24. (7 points) Ax (P v Fx) ---+ P v Ax Fx 


I S),,,,, A, (pv'r,)~ pvAxF~ 
J J\)( (t' :T.T----------- -.... \ 


3 . ~ P v /Ix F" 


, 7~p~p::p'n 
;1.11' ;1 ~ r; / I 


~ .. 


i 
__ '"-"---'"~"--~, t 


I p v F~ i I 1 \ 
:) III 


• 


t. I 
i 


3, CP 


1 
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25. (6 points) Ax Fx 1\ Vx Gx -+ Vx (Fx 1\ Gx) 


I ~ "r:y A V x G x -> V x C Fx II G x ) / SI),w /1, 


2 


3 


J, r 


.:J.S 


b. 5,f1 


, 
: 4 \.11 
\ 
\ 


6, --, Adj-, 


! 
FG \ '(" 
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VI. Appendices 
 
1. PLO #1 Rubric 


2. PLO #2 Rubric (draft) 


3. Student focus group protocol (2 pages) 


4. Focus group summary report (4 pages) 


5. Copies of the four final exams used for assessment, with solutions.  One of these includes an 


example of student work (Chris Ferri). (34 pages) 
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Draft: June 17, 2009 


Final Exam Rubric:  
Assessing Outcomes of the Physics Programmatic Learning Objectives (PLOs) 


 
Description: Using this rubric, we will categorize the final exams from upper division physics courses.  The results will provide 
information on the success of and potential for improvement for the first PLO: physical principles.  
 
Utilizing this rubric:  Take the conditions of the exam—timed-versus-take home, open-versus-closed book, formula sheet allowed or 
provided—into account when applying this rubric.  Each group analyzing a final exam should choose a problem or small subset of 
problems from the final exam to evaluate using this rubric.  Since it’s currently a small program, names will be obscured and codes 
will be given to reduce any potential bias. 
 


PLO Unacceptable Acceptable Excellent 
1.  Physical Principles.  
Students will be able to apply 
basic physical principles—
including classical mechanics, 
electricity & magnetism, 
quantum mechanics, and 
statistical mechanics—to 
explain, analyze, and predict a 
variety of natural phenomena. 


• Knowledge of basic 
physical principles is 
missing. 


• Knowledge of basic 
physical principles evident, 
but  
o Application is missing. 
o Significant errors exist 


in their application. 
o Example: student can 


write down Maxwell’s 
equations, but cannot 
calculate the magnetic 
field around a wire. 


• Knowledge and/or 
application of two or more 
physical principles are 
confused.   


• Knowledge of basic 
physical principles is 
evident. 


• Those principles are applied 
correctly,  
o although some errors 


exist. 
• Misconception in 


knowledge or application of 
more subtle feature of 
principle may exist. 


• Knowledge of basic 
physical principles is 
evident. 


• Those principles are applied 
correctly. 
o although minimal errors 


may be present. 
• Evidence that more subtle 


aspects of physical 
principles known and 
correctly applied. 


 
 







 


Draft: June 16, 2009 


Final Exam Rubric:  
Assessing Outcomes of the Physics Programmatic Learning Objectives (PLOs) 


 
Description: Using this rubric, we will categorize the final exams from upper division physics courses.  The results will provide 
information on the success of and potential for improvement for the first two PLOs: physical principles and mathematical expertise.  
 
Utilizing this rubric:  Take the conditions of the exam—timed-versus-take home, open-versus-closed book, formula sheet allowed or 
provided—into account when applying this rubric.  Each group analyzing a final exam should choose a problem or small subset of 
problems from the final exam to evaluate using this rubric.  Since it’s currently a small program, names will be obscured and codes 
will be given to reduce any potential bias. [[Just a suggestion, what do you think?]] 
 


PLO Significant Improvement 
Needed Acceptable Excellent 


2.  Mathematical Expertise. 
Students will be able to apply 
advanced mathematical 
techniques (e.g. calculus, linear 
algebra, probability, and 
statistics) in their explanations, 
analyses, and predictions of 
physical phenomena. 


• Did not apply advanced 
mathematics required to 
correctly solve problem. 


• Tries to apply the wrong 
advanced mathematical 
technique. 


• Tries to apply the correct 
mathematical technique(s), 
but significant errors exist. 


• Utilizes advanced 
mathematics correctly, 
although some errors exist. 


• May not have used the most 
efficient mathematical 
method, but solved the 
problem correctly. 


• Utilizes advanced 
mathematics correctly, 
minimal errors may be 
present. 


• Utilizes an efficient 
mathematical approach to 
solve the physics problem. 
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II. Introduction 
 
The Political Science Program Assessment Committee (the Committee) chose to assess the first 
Political Science Program Learning Outcome (PLO) listed in the Program Assessment Plan.  
This PLO is for political science students to “understand the processes, theories, and empirical 
regularities of political institutions and political behavior in the student’s chosen emphasis area: 
American politics, comparative politics, or international relations.” 
 
III. Assessment Methods   
 
Following the Program Assessment Plan, the Committee sought both indirect and direct forms of 
evidence regarding student attainment of PLO #1.   
 
A. Indirect Evidence (Focus Group) 
 
Per the Program Assessment Plan, the Committee organized a focus group of graduating political 
science majors to indirectly assess attainment of PLO #1.  The focus group was held on May 6, 
2009 and all 12 graduating students were invited to attend.  Unfortunately, only two students 
ultimately participated.  Both of these students had selected American politics as their area of 
emphasis, so the Committee’s questions focused on their perceptions of what they had learned 
about the processes, theories, and empirical regularities of political institutions and behavior in 
the U.S. 
 
Following the focus group format, the Committee asked both specific questions (e.g., “Please tell 
us about theories of political institutions you have learned”) and much more open-ended 
questions (e.g., “what have been the strengths and weaknesses of your training in political 
institutions and behavior?”).  As it became clear that the more open-ended questions were 
yielding more interesting and informative responses from the students, the Committee relied 
more heavily on this type of question. 
 
We found the participating students very candid about their experiences, education, and 
perceived attainment of PLO 1.  The major limitation with the execution of the focus group was 
the limited participation.  The Committee had anticipated that students might not volunteer to 
participate in this exercise and food was provided as a small incentive.  Nonetheless, only two 
students participated. 
 
B. Direct Evidence (Embedded Questions) 
 
Per the Program Assessment Plan, the Committee coordinated with Professor Nathan Monroe to 
embed questions that assess students' understanding of processes, theories, and empirical 
regularities of political institutions - namely the U.S. Congress - on his Congressional Politics 
(POLI 100) final exam in Spring 2009.  Because students in the course had participated in a 
several week long "legislative simulation" of the U.S. Senate, the questions were framed in the 
context of that exercise.  Students were given the choice to answer one of the following essay 
questions:   
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1) Imagine the following scenario. A reporter walks into our classroom just as S .12 comes 
up for debate on the floor.  She observes the following: Senator Thune begins “debating” 
the bill by reading a celebrity blog aloud from a laptop on the floor of the simulated 
Senate.  After five minutes, Senator Byrd stands up and makes a motion for something 
that sounds like “closure.”  After calling the roll, the “clerk” announces that the vote 
passes 24-16.  The clerk immediately calls the roll again, and then announces that S. 12 
passes 21 to 18 with one abstention.  The reporter wants to know what just happened.  
Put on your political scientist hat and explain the following:  Identifying the correct 
procedural jargon, what just happened?  In what way does this simulate what might 
actually happen in the real Senate under similar circumstances? Why did the first vote 
pass 24 to 16, and the second passed only 21 to 18 (and why is this significant)? 


 
2) One of the weaknesses of the simulation was that it did not reflect the pressures that 


members of Congress face from external actors.  In general, how would the strategies and 
decisions of members – individually and collectively – have changed if the simulation 
had included the president? The federal courts?  The bureaucracy? The media?  Interest 
groups?   


 
Notice that the three specific questions at the end of question 1 mirror the three types of 
knowledge we wished to asses: "identifying the correct procedural jargon" assesses their 
understanding of legislative "processes", asking "what might actually happen in the real Senate" 
assesses their understanding of the "empirical regularities" of Congress, and the vote comparison 
and "why is this significant" question assesses their understanding of a core theory of Senate 
behavior (i.e. that Senate parties manipulate procedure to bias legislative outcomes).   
 
Question 2 is also intended to elicit responses directed at each type of knowledge, though it is 
framed differently.  Here, students are expected to demonstrate an understanding of the ways in 
which these external actors interface with Congress ("processes"), use examples from real world 
politics ("empirical regularities"), and speculate about changes in "strategies and decisions of 
members," which calls for demonstration of "theories" about how political actors behave. 
 
IV. Results   
 
A. Indirect Evidence (Focus Group) 
  
The committee’s open-ended discussion with the two participating graduates was highly 
illuminating.  Both students clearly felt that they learned a great deal about the various 
institutional and behavioral theories of American politics.  They were readily able to identify and 
describe several theories they had learned in their classes.  The students also felt that they had a 
good feel for the empirical regularities of American politics, but perhaps to a lesser extent than 
the theoretical components.  Both students agreed that they would like to have a better 
understanding of some of the basic processes and factual information regarding American 
politics.  To this end, they suggested that the Political Science Faculty considering offering 
additional lower division courses on American politics. 
 


 3







In sum, these students reported mixed success in the achievement of PLO 1.  They perceive that 
they succeeded in learning the theories and, to a slightly lesser degree, the empirical regularities 
of American politics.  They felt they did not learn as much about the basic “facts” of American 
politics as they would have liked. 
 
B. Direct Evidence (Embedded Questions) 
 
The committee's overall assessment of student responses to the two essay questions is generally 
positive, though mixed.   
 
In general, the students exhibited a strong grasp of institutional processes, both basic and 
complex.  The following are representative responses, with respect to legislative process: 
  
 Question 1: "As the reporter walks into the classroom, what she is observing is a  
 filibuster in progress.  Senator Thune is reading the celebrity blog as a way to delay 
 further progress on S. 12. Five minutes later, Senator Byrd has had enough of the 
 celebrity blog.  The reporter observes a motion which she believes to be "closure." In 
 actuality, Senator Byrd invoked the cloture motion which will end Senator Thune's 
 filibuster with a 60% aye vote." 
  
 Question 2: "[Senators] have the power to shape the influence of the federal courts, 
 because [they] help decide who gets to be appointed.  This is important because the bills 
 the become law are interpreted by the federal courts." 
 
Responses to question 1, along the lines demonstrated above, showed a level of procedural 
understanding that is deep and complex, and implies an understanding of the broader, more basic 
context of core American political institutions.  Though less nuanced, the responses to question 2 
also showed a level of procedural knowledge that is adequate (or better) for a graduating senior 
in political science.   
 
With respect to understanding empirical regularities, competence varied more across questions.  
The following are representative responses: 
 
 Question 1: "The previous scenario illustrates a scene that will probably occur multiple 
 times from now through 2010: cloture being invoked to break a Republican filibuster." 
  
 Question 2: "Interest groups, representing conglomerated factions of the public, will 
 lobby legislators to persuade them to vote favorably for their cause." 
 
Question 1 commonly elicited responses similar in nature to the example above, showing a solid 
grasp of the past and (impressively) future legislative reality of the U.S. Senate.  Students tended 
to understand the relative frequency and proper real world context of dilatory activity in 
Congress.  On Question 2, students demonstrated more superficial knowledge (like the example 
above) of empirical regularities.  In part, this may be because of how the question was worded.  
It may also have been a selection effect (i.e. weaker students chose may have disproportionately 
chosen to answer question 2). 
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Students showed basic understanding of institutional theories of American politics, but by in 
large party their responses lacked the desirable depth and awareness that what they were 
explaining was a theoretical approach.  Here are examples of responses for each question:  
  
 Question 1:  "There will also be considerable pressure from the party itself to follow the 
 party line.  Once cloture passes, however, only a simple majority is needed, so several 
 senators are freed to vote with their constituents, while the party goal is still bet by the 
 bill itself." 
 
 Question 2: "Senators would have to be aware that their votes may be monitored by 
 interest groups rating their decisions, which can be used for or against them in upcoming 
 elections." 
 
While the example response to question 1 above (like many other similar responses to that 
question) actually implies a very sophisticated theoretical understanding of legislative politics, it 
does not suggest that the student understands that this is a theoretical take, as opposed to a 
concrete fact about the way political institutions work.  Similarly, the response to question 2 
suggests that the student sees interest group pressure as a political reality, rather than a 
theoretical explanation of the possible source or legislators' behavior.   
 
V. Conclusions and Recommendations 
 
A. Student Learning 
 
It is clear that the evidence indicates that the students have grasped much of the process, theories, 
and empirical regularities of American politics (the relevant area of emphasis given the 
composition of the focus group and the nature of the exam in which the questions were 
embedded).  What is less clear is whether the students understand the distinction between facts, 
theories, and systematic data.  To address this issue, the committee will propose to the political 
science faculty that they should whether 1) Theoretical Models of Politics should be offered 
relatively regularly (it has yet to be offered) or 2) Theoretical Models of Politics should become 
a required course for all political science majors.  This class should help students gain a better 
understanding of the nature and role of theory in political science. 
 
B. Assessment Methods 
 
The PLO being evaluated is general and quite difficult to measure in any objective sense.  The 
committee will suggest to the political science faculty that they consider revising this PLO in 
order to make it more assessable. 
 
The focus group was very useful, but in the future more effort and/or incentives will be needed to 
increase student involvement. 
 
The responses to the embedded questions were illuminating, but the use of questions in only one 
upper division class limits the committee’s ability to generalize about student attainment of the 
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VIII.  APPENDICES: 
 
APPENDIX A:  RUBRIC FOR ASSESSING SOCIOLOGY MINOR CAPSTONE PROJECTS (2009) 
CRITERIA Level of performance expected in order to achieve each ranking and points associated with each rank. 


 
 EXCELLENT (4) GOOD (3) SATISFACTORY (2) POOR (1) 
A.  Use of evidence Strong, peer-reviewed 


research based support for 
argument.  Demonstrates 
clear understanding of prior 
research. 
 


Primarily use peer-
reviewed research to 
support argument.  May 
demonstrate minor 
misunderstandings of prior 
research OR use some 
evidence that does not fit 
argument. 
 


Uses some peer-reviewed 
research, but primarily 
uses sources that are not 
peer-reviewed.   
Demonstrates minor 
misunderstandings of prior 
research AND uses some 
evidence that does not fit. 
 


Few sources support 
thesis.  Lack of peer-
reviewed research for 
evidence.  Sources 
insignificant or 
unsubstantiated.  
Demonstrates serious 
misunderstandings of prior 
research. 
 


B.  Use of research 
methods 


Use of research method is 
fully appropriate in terms of 
applicability, scope, data 
collection or analysis.  If 
paper is a literature review, 
discussion of methods in 
prior research is fully 
appropriate. 
 


Use (or discussion) of 
research method is mostly 
(but not fully) appropriate in 
terms of applicability, 
scope, data collection, or 
analysis. 


Use (or discussion) of 
research method is 
marginally appropriate in 
terms of applicability, 
scope, data collection, or 
analysis. 


Student does not 
adequately discuss use of 
method, or use of method 
is inappropriate in terms of 
applicability, scope, data 
collection or analysis. 
 


C.  Use of sociological 
concepts/theories 


Student displays 
intellectual creativity and 
independent thought in use 
of sociological concepts 
and theories.  Sufficient, 
accurate and appropriate 
use of reference to 
sociological concepts and 
theories. 
 


Sufficient, accurate and 
appropriate use of 
reference to sociological 
concepts and theories. 


Paper refers to sociological 
concepts and theories, but 
there are some gaps in the 
application such that they 
are not sufficiently, 
accurately, or appropriately 
discussed.   


Paper does not refer to 
relevant sociological 
concepts and theories or 
does not use them 
accurately or appropriately. 


D.  Writing style No problems with spelling, 
grammar, syntax, or usage. 
 
References are correctly 
and completely cited. 


Minor problems with 
spelling, grammar, syntax 
or usage.   
OR 
References are missing or 
have incomplete citations. 


Minor problems with 
spelling, grammar, syntax 
or usage.   
AND 
References are missing or 
have incomplete citations. 


Significant problems with 
spelling, grammar, syntax 
or usage.  
AND/OR 
No explicit references or 
use of inappropriate 
references. 
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APPENDIX B: STUDENT WORK  
 
Three examples of student work are attached in .pdf format.  Below, we provide the average 
rating on the rubric (across three raters) for the key dimensions of assessment for each of the 
samples of student work. 
 
Student (topic) Use of Evidence Research Methods 
A (Comic book superheroes) 4 3.333 
B (Drug policy) 2.667 2 
C (Mental health) 2 1 
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REALLY SUPER? 
 
 
 


 
 
 
 
 


Really Super?: Racism and Sexism Among Comic Book Superheroes 
 


STUDENT NAME REMOVED 
 


Dr. Simon Weffer 
 


SOC 190  
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The pattern and role of the superhero in comic books closely mimics that of heroes in the 


myths and legends of every culture on the continent. The hero, usually male, acquires, either 


through birth or trials, some sort of non-natural abilities that make him superior to everyone else 


(Campbell, 1949). He uses his powers to stop monsters and villains to win the admiration of the 


people thus inspiring them to become better people themselves. That is why so many stories in 


so many different parts of the world have similar plot line because the human mind needs to 


believe in something more (Campbell, 1949). Such myths are also used to teach basic lessons 


about morality or to give hope such as that good will always triumph over evil. At the same time 


such stories always give some kind of character flaw or weakness to the main hero that makes 


them human as well. For all of his strength Hercules has a temper and Odysseus’ pride gets him 


in trouble with the sea god Poseidon. Finally the heroic efforts of the hero always allows him to 


find love in the form of a beautiful woman being what renowned mythologist Joseph Campbell 


says is the greatest reward of all (Campbell, 1949).  


Comic books are set up the same way. A hero ends up acquiring abilities that make him 


stand out from the rest of world. He chooses to use these abilities to fight evil thus earning the 


admiration of everyone else. And like the heroes of legend they all have their fatal flaws. 


Superman has kryptonite. Both Tony Stark and Oliver Queen are alcoholics and womanizers. 


Finally the hero is always having problems with finding love, though this never stops him from 


looking for it. So comic books are modern day ways of telling stories that have existed 


throughout human history. As a result they fulfill the same needs that the heroes of ancient myths 


do. They fill the need to believe that the average human is capable of becoming something more. 


But of course that raises the question of what happens when a group of people do not have the 


necessary heroes to believe that they are capable of becoming something more? If there is no 
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example to inspire a group of people to become more then they will just stay the same allowing 


for another group to rise and seize control. This is what has happened in America. The country’s 


social values are set up so that white, heterosexual men are the ones who have dominance over 


the rest of the country. This is reflected in the heroes of comic books, especially in the two main 


houses of Marvel and DC, where the most powerful and strongest heroes are white, heterosexual 


men. The success of these men allow for other white, heterosexual males to see and believe that 


they are capable of doing great things while everyone else is let down by a lack of strong heroes 


to adhere to. But sometimes comic books will resist the mainstream values of society and present 


new heroes that challenge the norm. Comic books both reflect and challenge the white, 


heterosexual patriarchy that dominates society through the roles and actions of its characters. 


 Stereotypes about race have always existed within every form of media so it is no 


surprise that comic books should be any different. Characters of racial minority were first added 


to both Marvel and DC comics in the 1970s in response to Civil Rights movement of the 1960s 


(Kaveney, 2008; Wood, 1976). One of the first heroes to be added to the Marvel universe was 


that of Falcon who worked as a sidekick to Captain America (Marvel Encyclopedia, 2006). In 


the DC universe Lucius Fox and Gravedigger were among some of the first African American 


characters to be added (Teitelbaum, 2008). While these men were good, strong, talented 


characters they were all easily accepted mainly because despite all of their skills they still 


worked under a white man. This idea of needing a white man to watch over the black superhero 


appears in later comics too. After all Blade has Whistler to watch him and Cyborg, as one of the 


leaders of the Teen Titans, has the Justice League watching over him headed up by Superman 


and Batman (Marvel Encyclopedia, 2006; Teitelbaum, 2008). It implies not only the idea that 


African American heroes are not truly capable to work on their own, but, on a more sinister level, 
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that you cannot completely trust one either. Another common theme among African-American 


heroes is that of their origin. In both the Marvel and DC universe African American or African 


heroes tend to come from Harlem or some other DC equivalent urban setting or they come from 


Africa itself (Marvel Encyclopedia, 2006; Teitelbaum, 2008). By having African American 


primarily come from those two setting comic books are encouraging the idea that African 


Americans have either at one point been in trouble with the law, such as Falcon and Luke Cage, 


or that they are from supposedly more primitive, tribal areas, such as Storm, Black Panther, and 


Freedom Beast (Marvel Encyclopedia, 2006; Teitelbaum, 2008). This makes it hard for African 


American children to find someone to connect with because they are stuck with heroes who 


come from a very select background and might not be a good idea to trust.  


 Asian characters are also trapped in general, common stereotypes though theirs tend to be 


slightly more positive. The first common tend among Asian superheroes is that they all tend to 


either come from Japan or China thus encouraging the idea there is really only two main types of  


Asian cultures on the entire continent (Marvel Encyclopedia, 2006; Teitelbaum, 2008). Even 


though there are a few other characters from both Marvel and DC who are other ethnicities, such 


as Karma who is Vietnamese and Aruna who is Indian, overwhelming majority are Chinese and 


Japanese (Marvel Encyclopedia, 2006; Teitelbaum, 2008). It makes it hard for children who are 


not either Japanese or Chinese to find a hero to admire because virtually none exist. It is 


especially hard for Filipino children because there are no superheroes who are Filipino. It also 


encourages the idea of Asia being a panethnic continent causing outsiders to view the people 


from or descended from that area as are all being the same. Also, almost all Asian superheroes 


are martial art masters or master gymnastics (Marvel Encyclopedia, 2006; Teitelbaum, 2008). Of 


course in the world of fighting superheroes there are plenty of people who know martial arts that 
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are not Asian, such as Batman. But for many of the Asian superheroes their super power is that 


they are martial art masters such as Shang-Chi and Lady Shiva (Marvel Encyclopedia, 2006; 


Teitelbaum, 2008). It encourages the false belief that every Asian person grows up knowing 


martial arts and can fight like Jackie Chan or Jet Li. Even if they cannot fight they can still do 


various flips that should allow them to move around like a ninja. So Asian superheroes have their 


own stereotypes to deal with as well because they are not only all grouped together, but often 


assumed to have certain abilities as well. 


 American Indians are also highly stereotyped, in not only their culture and powers but in 


the assumption that there is no such thing as an non-perfect American Indian. Like Asian and 


African superheroes comic books lump every single American Indian Culture together as well. 


This is usually symbolized by the racist, “traditional” clothing that American Indian heroes wear 


(Teitelbaum, 2008). For example Thunderbird, Shaman, and Strongbow all wear headbands with 


feathers attached (Sanderson, 2006). This implies that all American Indian tribes have the same 


culture because they almost always wear the same type of clothes. Also many American Indian 


superheroes’ ability is that of either of shaman like quality or some other ability to affect dreams 


such as Shaman and Moonstar (Sanderson, 2006). When people think of the word shaman they 


associate it with religion. So by giving so many American Indian superheroes shaman like 


powers writers are imply that they all believe in the same thing. The only one who seems exempt 


from this stereotype is the X-Man Forge because does not appear like the “traditional” American 


Indian, but even he has shaman like abilities implying that he has the same religious beliefs as 


Shaman and Moonstar (Sanderson, 2006). Also throughout the entire Marvel and DC universe 


there does not seem to be any supervillians who are American Indian. At first this seems like a 


good thing except it just continues to label America Indians as the “noble savage”. This idolizes 
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American Indians as people who are eternally wise and incapable of doing wrong. This may not 


be seen as a bad thing except American Indians are people too and therefore able to make 


mistakes. So by idolizing them so much it makes it that much easier for them to fall and be seen 


as fake even though they were being held by ridiculously high standards in the first place. 


American Indians have their own racism to face in the comic book world. Not only is it assumed 


that despite coming from different tribes they all wear and believe in the same thing, but that 


they are incapable of doing wrong continuing the belief of the noble savage. 


 Latino and Latino Americans are discriminated against more in the make up of their 


demographic then any other group. Despite the fact that the majority of Latinos in the United 


States are Mexican or Mexican American a majority of Latino superheroes are not Mexican. In 


the Marvel universe they are almost all from Brazil with a few from Puerto Rico and one 


Mexican. While in the DC world it is spilt more between Mexican, Dominican, and Puerto Rican 


(Teitelbaum, 2008). This is bizarre because since Mexican Americans are the largest racial and 


ethnic minority in the country one would think that Marvel and DC would put out more Mexican 


superheroes to convince kids to buy their comics. Instead they portray other Latino ethnicities 


more as if to imply that Mexican and Mexican Americans are not good enough to be superheroes. 


 The one minority group that is ostracized and villainized in comic books more then any 


other is that of Arab and Arab Americans. There are only two positive Middle Eastern characters 


in both DC and Marvel worlds. The first is that of Sabra who is Israeli and the second is of the 


one time X-Man, Dust (cite). Besides these two women Arab and Arab Americans are not shown 


as heroes. Instead they are virtually always associated with evil. The Arab villain appear in one 


of three roles; that of the repulsive terrorist, the sinister sheikh, or the rapacious bandit (Shaheen, 


2004). All three are deadly and often shown as ugly, greedy men who are anti-American, anti-
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Christian and anti-Israel thus making it easy for the majority of American readers to develop 


negative feeling towards them (Shaheen, 2004). These feelings are only further amplified when 


the Joker, one of the most hated and recognizable villains in all of comic book history, becomes 


the Iranian Ambassador to the United Nations (Shaheen, 2004). Once there he delivers a speech 


about how much he and Iran are alike and that neither of them are going to take any abuse 


anymore. The Joker then proceeds to try and gas the entire United Nations (Shaheen, 2004). The 


Joker’s association with Iran in the minds of readers means associating Iran with the evil that 


Joker represents. Add in a bunch of filthy looking, backstabbing men who are covered in 


“traditional” Arab clothes and reader will almost always associate anything that is related to the 


Middle East as evil. Plus the only way that the evil Arab men are ever dealt with in comic is 


through shear force usually resulting in the death of the Arab. This influences the belief that the 


only way to deal with the evil Arab is with violence. Arab women are not shown better either. 


They typically fall into two categories; that of either the faceless and shapeless housewife or that 


of the beautiful belly dancer who is needs to be rescued from an evil sheikh’s harem (Shaheen, 


2004). While the faceless housewife is ignored and forgotten, the beautiful belly dancer is often 


shown as a helpless woman who ends up being the love interest of the hero thus endearing her to 


the reader. So in the end the only good Arab character is that of the belly dancer, but even then 


she is a helpless character who needs to be saved by the strong Western hero. Arabs are unfairly 


portrayed the worst out of all ethnic and racial groups. Not only are there virtually no Arab 


superheroes, but all of the characters, minus the belly dancer, are automatically aligned with evil 


and thus encourage the belief that anyone of Arab or Muslim decent should be feared and 


destroyed. 


 







                                                                                                                       REALLY SUPER? 8


 Every racial and ethnic minority is discriminated against in superhero comic books in 


someway. African Americans always have some white man with seniority looking over their 


shoulder. Asian Americans all appear to be martial artists. Both groups only seem to come from 


certain areas. American Indians are also all grouped together by the misleading belief that they 


wear the same thing and believe in the same religion. Plus they are never seen as anything but 


good making it harder from them to seem human. Latino superheroes are from all over the place, 


but only a minority of them are Mexican mimicking the public’s attitudes about people from 


Mexico. Arab and Arab Americans have it the worst out of everyone. They are virtually 


portrayed only as evil men who wish to destroy America and everything relating to it. The only 


good character is that of the helpless belly dancer who exists solely as a romantic love interest 


for the hero. These stereotypes affect the readers in two different ways. The first is that it makes 


it hard for young audiences to connect and be inspired by a hero if they are unable to relate to 


any of them. It is especially bad for Arab Americans because not only are there almost no 


superheroes, but they are shown as virtually nothing but the bad guys. This also affects how 


other people see different groups in the world. As sociologist Bonilla-Silva showed it is much 


easier for people who come from homogeneous neighborhoods to believe the stereotypes that the 


media portrays (Bonilla-Silva, 2006). This is do to the fact since everyone in their area looks and 


acts the same they have no real world experience to disprove to them that the stereotypes they 


see are false. As a result they engrain those beliefs into their head as true and whenever they do 


come up against someone who does not fit in with their beliefs they disregard that person as an 


anomaly rather then the norm. This applies to comic books because, despite being fantasy, they 


are a source of information about the world and thus affect people’s views and decisions. 
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It is interesting to that while romance plays a very heavy part in superhero stories that the 


sexuality of various characters is rarely ever discussed. For while there are a few characters that 


are out of the closet there seems to be just as many who are in it. Out of four official DC and 


Marvel character encyclopedias only four characters are openly homosexual (Marvel 


Encyclopedia, 2006; Teitelbaum, 2008). Northstar of the X-Men is the only gay man, while 


Batwoman/Kate Kane and her lover Question II/Renee Montoya, as well as the mutant Sunfire 


are the only three lesbians in the books. There only being a total of four openly homosexual 


characters out of thousands in the combined Marvel and DC universes show just how dominant 


the heterosexual norm is in America. It is especially interesting to note that two of them are X-


Men since their creator, Stan Lee, has specifically mentioned multiple times that one of the 


purposes of creating such a group was to show how fear over people who are different is 


irrational. Because of this one would think that he would create a few more openly homosexual 


characters instead of sticking with just two. The DC universe is interesting in its decision to 


create lesbians, but not gay men as superheroes. It tends to reflect patriarchy more than even 


Marvel’s lonely Northstar does. This is because while Northstar is alone he is still male and thus 


challenges societies ideas of what it mean to be male. Kate Kane, Renee Montoya, and Sunfire 


have a harder time because even though they are actually lesbians, and not bisexuals or women 


pretending to be lesbians, they can still theoretically pass under the idea with the heterosexual 


male fantasy of girl-on-girl action. Thus it is easier for them to be seen as just more masculine 


women rather then a complete challenge to the heterosexual norm. It does not help that all of 


women were introduced in the 2000s when society, at least appeared to, became more acceptable 


of lesbians (Teitelbaum, 2008). As a result they do not really have the same impact on society as 


Northstar did when he was introduced in the 1970s when it was not as posh to be gay (Marvel 
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Encyclopedia, 2006). Despite that homosexual characters are the smallest minority in the comic 


book world making it hard for homosexual readers to relate to them. 


Even though there are not many openly homosexual superheroes in comic books both 


Marvel and DC have characters with homosexual undertones. One such pairing was that of 


Professor Charles Xavier and Magento. Before they become enemies it is remarked that they 


spent more time with each other then their families causing some to imply that they were more 


then just friends (Kaveney, 2008). This relationship however is often just explained by being an 


extremely close relationship between two male friends. Though, in all honesty, once the thought 


of them as something more is implanted it can be hard to get out. The best and most popular 


example though is that of the Sapphic tendencies of Wonder Woman, especially when she was 


first created. Throughout the adventures of the Wonder Woman of the early 1940’s she is often 


seen either binding or being bound by women (Robbins, 2006). And whether she is at her 


homeland of the all women’s community of Paradise Island or out in the rest of the world she 


always has female admires (Robbins, 2006). Admittingly, minus the binding, these women never 


did anything more then hug., but it was strong enough to cause codes to be incorporated at the 


time to forbid nonheterosexuality (Robbins, 2006). Of course Wonder Woman had her token 


boyfriend in the form Steve Taylor, but she consistently refused to marry him at every turn 


potentially because she does not like him as much as she does other, female companions 


(Robbins, 2006). Assuming that Wonder Women and her female companions, along with Prof 


Xavier and Magneto, are all more then just friends then comic books are secretly sending the 


message that it is okay to be homosexual, as long as you stay in the closet. It is oppressive 


because no one should have to deny who they really are especially in a genre where in accepting 


those who are different is taught so often.  
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Comic books support the idea of heterosexual dominance by providing very few 


superheroes that are openly gay, instead preferring to keep them all hushed up in the closet. But 


the fact that they have any homosexual characters at all is evidence of Marvel’s and DC’s 


rebellion of the heterosexual norms that dominate society because they are willing to bring a 


suppressed minority into the mainstream. 


Unlike ethnic minority characters there has been even less changes for women. Women 


are not only stereotyped, but also have to subscribe to impossible standards of beauty and 


femininity leading them to almost always being portrayed as sex objects. Those that are not are 


almost always villains. These representations and limits are just as dangerous, if not more so then 


the racial stereotypes because the issues they present are often ignored.  


 Women can fall into one of two types of categories in the comic book world. That is of 


either the Poison Maiden or the Great Bitch. These terms were used by Susan Wood in the 1970s 


to describe how Marvel comics was changing its characters to follow the Civil Rights movement, 


but kept women in one of the two categories. The Poison Maiden is usually one of three people 


in the comic book world. She is either the male hero’s mortal girlfriend, the less aggressive 


superhero girlfriend or sister, or the random heroine that exists solely to be saved in every 


storyline (Wood, 1976). These women include Spiderman’s first girlfriend, Gwen Stacy, The 


Scarlet Witch, Lois Lane and countless other women in comic book history. These women 


always play the second rate hero or maiden in distress that sets up the story for the men to come 


in and save the day. This teaches both young female and male readers that women are not as 


strong or smart as men because if they are always needing a man to save them then they must not 


be able to survive without one. However the Poison Maiden also makes the hero’s life more 


complicated because she actively servers as his love interest thus becoming a liability to the hero 
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(Wood, 1976). Because the hero loves the maiden he will always rescue her whenever the villain 


kidnappers her to draw the hero into a trap. This method works especially well when the villain 


figures out the hero’s secret identity. Any good villain would have figured out from previous 


encounters that brute strength is not enough to destroy the hero. The villain has to attack the ones 


that the hero loves the most if he wants to kill him. Thus the maiden becomes a liability because 


the villain can use her to force the hero into a trap where, if he cannot destroy the hero, the 


villain can at least hurt the maiden and damage the hero symbolically. The best example is when 


the Green Goblin kidnapped Spiderman’s girlfriend Gwen Stacy and used her to lure the hero 


into a trap. While the villain did not succeed in destroying Spiderman he was able to kill Gwen 


thus causing great harm to the hero (Wood, 1976). Even female characters with powers are 


liabilities to superheroes because while they are powerful they are not strong enough to defeat 


the villain alone. The Scarlet Witch is actually a very strong magic user, but is still defeated in 


every battle and then used later on to lure out her husband and the rest of the Avengers into a trap 


(Wood, 1976). Of course not all women in the comic book world need saving. The Great Bitch is 


portrayed as the opposite of the Poison Maiden. The maiden is usually kind and loving, and 


weaker then the hero. The Great Bitch on the other hand is strong, clever, dishonest, greedy and 


about half the time wants the hero dead (Wood, 1976). Because of this it is hard for little girls 


and boys to admire her. The whole reason why they read certain comics is to see their favorite 


hero triumph. So if their hero is always fighting a certain type of woman then they are always 


going to associate that woman and her characteristics as being the opposite of what the hero 


stands for. As a result, even if certain Great Bitches, such as the Black Widow and Elektra, are 


helping out the hero the reader is not going to take their help too seriously because the reader 


knows they’ll just become enemies again in the next issue. Early on the Great Bitch had a more 
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devious purpose of being used to belittle the Women’s Movement. Wood points out that certain, 


more male hating characters, such as the more butch Valkyrie, are often implied to be a part of 


the Women’s Movement (Wood, 1976). This belittles the idea behind the Women’s Movement 


because it twists it from being about equality to being about destruction of men instead. Valkyrie 


in particular is used to this end when she is seen attacking the beloved Hulk shouting, “Up 


against the wall, male chauvinist pig,” (Wood, 1976, pg 15). The fact that she was under an evil 


spell by the evil Enchantress at the time makes the situation reflect even worst on feminism. It 


implies that Valkyrie would never attack the Hulk, and thus call him a chauvinist pig, without 


being under the influence of evil. This causes the readers to associate the Women’s Movement 


with evil and therefore discourage them from taking the issues that the movement was raising 


seriously. Finally whenever a woman gains a significant amount of power she is often shown as 


either becoming more ruthless or just becomes plain evil. Emma Frost rose to become one of the 


most power female CEOs in the X-Men universe, but is often portrayed as a ruthless bitch figure 


for doing so, mainly because she used her beauty and ability as a telepath to her advantage 


(Marvel Encyclopedia, 2006). Yet if she was a man one cannot help, but wonder if she would not 


be seen as so cruel. Lady Shiva is regarded to be the best martial artist out of everyone in the DC 


universe, yet she is often portrayed as switching sides (Teitelbaum, 2008). The best example of a 


woman is power being bad is that of Jean Grey. When Jean Grey first becomes the Phoenix she 


is seen as a powerful and majestic figure, but it is not long before the presence of such power 


corrupts her and she becomes the destructive Dark Phoenix (Marvel Encyclopedia, 2006). Jean 


Grey is the ideal example of the Great Bitch because as soon as she becomes a powerful figure 


that surpasses everyman she is sentenced to become evil as if women are not capable of being 


responsible of such power. Her example teaches both male and female readers that women are 
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not able to handle power and thus great power should solely remain the possession of men. 


Between these two categories, of the Poison Maiden or the Great Bitch, it is hard for young girls 


to find a strong positive role model. They are stuck between the two choices of either the good, 


but weak Maiden character or the strong, but morally ambiguous Bitch who is very likely to try 


to kill the male lead on the next page. Since the female reader will probably want to be on the 


side of good she’ll emulate the Poison Maiden and wait for the hero to come and save her and 


thus learn to always depend on men to save her rather then save herself.  


 Even when it is possible to find a strong female character who is not a Great Bitch there 


is always the problem of the personified image of feminine beauty that the women of the comic 


book world present because it just continues the male belief that all women have to be beautiful. 


Since the comics are drawn it means that those in charge can create their characters to look 


however they want to. This freedom allows the primarily male drawers to create all the women 


as they fantasize and believe they should look like. This is why in the comic book world almost 


all of the female characters look the same because they have long hair, big eyes, large breasts 


and small waist that the male drawers fantasize they should have (Wood, 1976). These similar 


images continue the idea that there is only one type of beauty. This idea is not so different from 


those portrayed in other types of media, except in the comic book world they can be exaggerated 


to extremes even more. For example various heroines, such as Wonder Woman, Super Girl, 


Black Cat, and Black Widow, have very lean and muscular bodies that they need in order to do 


their job (Marvel Encyclopedia, 2006; Teitelbaum, 2008). But they do not only just have lean 


bodies, but breasts that have to be C-cups at the very least, if not larger. This then reflects 


society’s desire for thin women with large breasts, a standard that is obtainable only by a select 


few. However the women not only have unlikely figures, but figures that are impossible to obtain 
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with their weight. A study was done where the Body Mass Index of twenty-five randomly 


selected Marvel female heroes was calculated. Out of those twenty-five women the average BMI 


was of 19.33, the lower half of “normal” BMI range, with 1/5 of the women have an underweight 


BMI of 17 (Healey & Johnson). This lower BMI only further perpetuates the idea that women 


have to be thin to be beautiful. It also makes it even more impossible for female readers to 


imitate such an ideal. Many of the women on the list, such as Black Cat who has a BMI of 17.25, 


Ms. Marvel who has a BMI of 17.33, and Elektra who has a “heavier” BMI of 19.24, are suppose 


to have advance strength and be martial art masters (Healey & Johnson). In order for them to 


obtain and maintain these abilities they would have to work out constantly to keep the necessary 


muscle mass. Instead they are either underweight or barely heavy enough to be in the normal 


range. Either way they certainly would not have enough muscle in order to properly carry out 


their jobs, especially if one adds in the weight of their giant sized breasts. The disproportionate 


figures of the comic book world tend to just reinforce the idea that there is only one type of 


beauty for young male readers to desire and young female readers to follow.  


Besides body type there is also the problem of clothes in comic books. Virtually all 


female comic book characters have on skintight revealing clothing. From Marvel’s Jean Grey 


and Elektra to DC’s Wonder Woman and Supergirl all female character, especially heroes, have 


outfits that show a little more skin then most people do in reality. The fact that female 


superheroes wear such ridiculous outfits is often joked about. Problem is that such jokes have a 


double effect on readers. Not only do they continue the idea that women have to dress and look a 


certain way, but they also make it hard to take such female heroes seriously. Very few women 


would go out and fight in Elektra’s bright red corset and thong or wear Emma Frost’s reverse bra 


with matching underwear and thigh-high boots (cite). But the most revealing costume of a 
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female superhero would defiantly go to the Teen Titan Starfire whose, barely there metal bathing 


suit does not leave much to the imagination (Teitelbaum, 2008). Only in a world where 


everything is completely drawn could a woman wear such little clothing and yet never reveal 


anything. Even Wonder Woman’s outfit is a little silly as one cannot help but wonder how her 


breasts do not fall out as she is battling evil and oppression. Despite the lack of tack and 


practicality of many female heroes costumes they are continuously drawn that way because the 


men who draw fulfill some sort of fantasy by doing so. 


Of course not every woman is stuck in this narrow physical ideal of beauty, but the 


problem is that the majority who do not are villains. It goes back to the idea of the Poison 


Maiden that all of the heroes be attractive. So in order to tell the good from the bad generally 


only villainesses are shown as being ugly such as Granny Goodness or the Queen of Fables 


(Teitelbaum, 2008). This continues the idea of the Great Bitch because if goodness is associated 


with beauty then making only the villains ugly helps the reader identify who to root for. 


However this also has the affect of reinforcing the idea that good girls should fit within the 


narrow standards of beauty that society deems acceptable. The only female heroes that do not fit 


within this image are that of Callisto, Question II and Jessica Jones (Marvel Encyclopedia, 2006; 


Teitelbaum, 2008). However there are reasons to why to each of these women are not shown the 


same as the rest of their female companions. Callisto is the leader of the Morlocks and therefore 


is suppose to look damaged in order to not fit in with the rest of their society. Question II is a 


lesbian and therefore under the rules of heterosexual patriarchy excused to be more butch 


looking then other female characters. The only true exception is Jessica Jones, but even then one 


woman does not cancel out all of the other hundreds of other females in the comic book 


community. So while there may be a few exceptions to the rule of the underweight, yet large 
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bosomed female hero usually only the villainesses are ugly reinforcing the idea that one can only 


be good if they are beautiful. 


It is not just the standard of beauty that separates female characters from that of male, but 


also the treatment of characters themselves. Female characters are more likely to suffer from 


what is known in the comic book world as women-in-refrigerator syndrome which is used to 


describe female characters who have been killed, mutilated or depowered (cite). Generally such 


women are Poison Maidens who die because they are incapable of fighting off the villain. 


However, what makes them different from men is that they do not die or lose their abilities in the 


same way that men do. As comic book writer Gail Simone pointed out female heroes do not die 


heroically like their male counterparts (cite). They are instead killed in a very gruesome manner 


or just found after the fact. While she did not die Barbara Gordon was shot by the Joker while 


answering the door of her home and thus has to live out the rest of her comic book career in a 


wheelchair (cite). The most sadistic death that raised an uproar among female fans was that of 


Stephanie Brown as a female Robin, who was bond, tortured and then killed by a power drill 


(cite). But it did not end there for unlike a previous Robin who had died, Jason Todd, Stephanie 


did not have a statue erected in her honor in the Batcave allowing her to be forgotten in the mind 


of the reader (cite). By experiencing such a gruesome and graphic end writers and drawers are 


passing on the lesson that girls should not attempt to become superheroes otherwise they will 


meet a violent fate. This would not necessarily be a bad thing in that realistically most 


superheroes’ lives would end violently. However only female characters tend to meet such a fate 


thus making it seem as if only men are meant for the world of superheroes. 
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The only woman who seems to be able to be both a beautiful and a truly strong character 


is that of Wonder Woman, but even she has had a turbulent history where she changed from 


feminist icon to boring housewife to icon again.  


In order to understand what made Wonder Woman so unique one needs to understand her 


creator. Wonder Woman was created by self-proclaiming feminist William Marston in the 


1940’s in response to bloody, male dominated violence that existed in comic books (Pereira, 


2006). Marston believed that women were morally superior to men and thus wanted to create a 


character that expressed his belief and Wonder Woman was born (Pereira, 2006). Even from her 


birth Wonder Woman did not need a man in her life since she was molded from clay by her 


mother and then granted life from the Olympic goddesses (Robbins, 2006). From there she was 


raised on Paradise Island that was only inhabited by women. The reason why Marston gave the 


character her lasso was because he felt that bondage was an appropriate way for Wonder Woman 


to defeat her enemies without shedding blood (Pereira, 2006). With this Wonder Women went 


out to America to teach other women to stand up for themselves without the help of men (Pereira, 


2006). Finally Marston made Wonder Woman unique in that even though she fought male 


oppression she still faced her strongest oppostition in women. These women were not truly evil, 


but instead were so taken with the male focused mentality that ruled them they committed crime, 


but in the end were saved by Wonder Woman and her bondage lasso of truth (Pereira, 2006). The 


Wonder Woman that Marston created truly was a symbol of feminism, especially in the 1940s 


and 1950s. Not only did she not bow down to any man, but she encouraged other women to do 


the same, thus helping little girls to become all that they believe they can be. The fact that she 


was both feminine and strong helped out because it allowed female readers to see her as the best 
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aspects of both the Poison Maiden and the Great Bitch. That of a strong, beautiful young woman 


who is able to stand on her own. 


Of course not everyone liked Wonder Woman and what she stood for as many found her 


ways too deviant for society. Because of her short shorts and brazier many people criticized her 


for being to scantily clad (Pereira, 2006). There was also protest to all of the bondage that kept 


on reappearing (Pereira, 2006). However the most protest came from Dr. Fredric Wetham who 


believed that Wonder Woman was dangerous especially to young women who might actually 


believe that it was socially acceptable to be both independent and strong (Pereira, 2006). Dr. 


Wetham’s comment shows how powerful not just Wonder Woman has on people, but that of 


comic books as well because if they had no power then Wonder Woman would not be seen as 


such a threat to the American patriarchy. As a result of such fear, codes were put into place that 


forbade ideas of female independence and strength (Pereira, 2006). Wonder Woman was 


eventually then turned into a shopping, beauty obsessed housewife after Marston died as a result 


allowing the male dominated genre to overtake the only challenge they had to their rule. This 


was further shown by Wonder Woman having to prove herself multiple times to convince the 


male dominated Justice League to let her join because if she was really as strong and 


independent as she was created to be then she would not feel the need to win their approval in 


the first place (Pereira, 2006). It was not until the 1970s that the character got a reboot through 


feminists like Gloria Steinem and with the success of the TV show. Even then there was no 


undertone of bondage so the revamped Wonder Woman was not fully restored to her former 


glory (Pereira, 2006). The affects of her becoming a fashion, obsessed frail thing still has it’s 


impact. When ever a picture of the Justice League it shown the character at the front is virtually 


never Wonder Woman, but Superman instead. And even if Superman is absent then Batman 
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takes his place followed by Wonder Woman. Wonder Woman is third tier to two other male 


heroes which continues the ideal that men are in charge before women. This does not mean that 


Wonder Woman is not a good role model for young women. She has still done the best of 


escaping the Poison Maiden/Great Bitch categories that dominate the comic book scene so much. 


But even Wonder Woman cannot escape the patriarchal grasp that dominates comic books 


because she is still portrayed as being behind men. 


Sexism against women is the only major obstacle left in the comic book world that 


affects so many characters. Women are generally either portrayed as being helpless yet 


dangerous to have around or ruthless bitches who can never be completely trusted. They are 


almost always shown as sex symbols through their unrealistic body type and clothing. Female 


superheroes are also doomed to a more violent end then their male counterparts whereupon after 


their death they will be forgotten. Even the famous Wonder Woman is incapable of completely 


escaping the hold of the patriarchy undertones that dominate the business. These all have affects 


on both the male and female readers because it influences them into believing that women are 


incapable of becoming strong, independent heroes thus allowing men to stay in power.  


 One of the great things about the comic book word is that it is always getting revamped 


with new storylines and characters all the time. So it is possible for old favorites to be changed to 


put in more diversity as well adding new faces. One of the ways that DC answers the desire for 


more diversity is to have old favorites pass down their abilities to new heroes. For example one 


of the first Green Lanterns was a white man named Hal Jordan, but eventually he gave some of 


his powers to an African American man named John Stewart who become one of the most 


powerful and popular Green Lanterns in DC history (Teitelbaum, 2008). The spirit like power of 


the Spectre needs a host so it also is often passed down. Its most recent host is that of African-
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American cop Crispin Allen (Teitelbaum, 2008). Titles and abilities can also be passed from man 


to women. For example, when the first Question discovered he was dying of cancer he trained 


Renee Montoya to take his place (Teitelbaum, 2008). All of these characters were able were able 


to be added to the superhero world and thus better demonstrating that anyone can become a hero. 


Marvel tends to mix it up differently though. Instead of just having certain characters hand down 


their powers they will reboot a series and thus change certain characters personality or even race. 


Originally a white man when introduced to the world Nick Fury became African American in the 


revamped Ultimate Nick Fury series (Marvel Encyclopedia, 2006). Traditional Poison Maidens, 


such as Jean Grey and Scarlet Witch, were given an attitude change as both were introduced as 


being strong, self-confident women from the start of the Ultimate X-Men series allowing them to 


be less dependent on their male counterparts (Kubert, 2001). The most noted female superhero 


that received a reboot is that Jessica Jones in the Alias storyline. Jessica, formally known as the 


minor superhero Jewel, is considered by many to be the most current, perfect example of 


feminism in comic books due to not only the complexity and realism of her character, but how 


she defeats her nemesis, the mind controlling Purple Man (Healey, 2006). Jessica Jones is a 


former superhero who threw down her cape to become a private detective and went into a self 


destructive streak of alcohol and sex (Kaveney, 2008). The reasons for her self-destructive streak 


become clear as the story progresses and ends up accumulating in her confrontation with the evil, 


mind controlling Power Man who played a major role in her fall from superhero status (Healey, 


2006). Jessica is in many ways the perfect example of a strong female hero because she manages 


to break all bounds. By being an alcohol and have sex with random men in bars she cannot be 


defined as a Poison Maiden, but because she always fights on the side of good she is able to not 


be called a Great Bitch either. She is also incredible brave and strong. This was best shown in the 
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story arc where she refuses to give up the secret identity of Captain America after accidentally 


discovering proof of it on a role of film. In the end of the story the Captain admits that very few 


people would have been able resist all of the pressure from the media, government and villains 


hounding her for the information (Kaveney, 2008). Being able to resist pressure from all sides is 


something that only a very strong person can do proving even more that Jessica is neither a 


Poison Maiden nor Great Bitch or she would have cracked. Even the outfit she wears breaks 


norms. Instead of wear the skin tight outfit that all the other female superheroes don she goes 


around in baggy jeans and an over sized jacket making her shapeless (Kaveney, 2008). In the end 


Jessica is able to defeat her opponent the Purple Man with help. But the help comes not from the 


traditional male source, but in the form of Jean Grey symbolizing the power of sisterhood among 


the Marvel characters (Healey, 2006). Jessica Jones is truly a symbol of a strong female in the 


comic books word because not only does she manage to stay out of the two categories that 


dominate female character, but she is also able to defeat her enemy without the assistance of men. 


Both DC and Marvel are trying to meet the demands for change by changing aspects of certain 


character. While DC prefers to just hand down the power Marvel believes in starting entirely 


anew by changing people’s race and behaviors to create more variety.  


Another way that Marvel tries to bring variety to the comic book world is by adding on 


completely new series aimed at younger readers. These new series tend to focus on very diverse 


and strong characters that are of different races, genders and sexualities. The first series is that of 


the Young Avengers. The basic storyline is one where a group of teens gather together to fight 


evil, but are watched, because of their age, by the watchful eye of the Avenges. They are lead by 


Eli Bradly/Patriot who is the grandson of one of the African American, World War II soldiers 


that they tested the super solider serum on before giving it to Captain America (Heinberg, 2008). 
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The characters are notable not only in that this is one of the first teams lead by a African 


American, but also in that two of its male characters, Hulking and Wiccan, are in a relationship 


with each other (Heinberg, 2008). The Runaways are a group of teens who discover that their 


parents are supervillians and thus decide to escape (Vaugh, 2006). In the beginning they are also 


similar to the Young Avengers in that they are lead by an African American boy named Alex 


Wilder and also have a lesbian couple in characters Karolina Dean and Xavin (Vaugh, 2006). As 


the story line progresses Alex dies and the team is lead by Nico Minoru who is Chinese-


American (Vaugh, 2006). These two series are unique in their characters. Traditionally teams in 


the comic book world are lead by white men, but here they are both lead by African American 


boys and in the case of Runaways later on a Chinese American girl (Heinberg, 2008; Vaugh, 


2006). These differences in leader roles allow for a wider variety readers to better believe in the 


idea that they are capable of becoming strong leaders. This is especially important since the 


series is aimed at younger audiences because they tend to be more impressionable then older 


ones. The fact that both groups have homosexual couples also encourages acceptance for people 


who are homosexual as well as providing ideal for children who are. The new series are positive 


ones they provide a greater variety of heroes to admire and influence a wider audience of the 


younger generation. 


Sometimes in order to truly find original superheroes that are not touched by all the bias 


that exists dominates the business one has to look outside the Marvel and DC houses. Milestone 


Media Inc. is a black owned and controlled comic house that sells comics that feature black 


heroes that are not only strong, but do not always resort to force to defeat their opponent (Brown, 


1999). As assistant professor Jeffrey Brown pointed out African American superheroes generally 


have to by hypermasculinized in order to escape being grouped in with the weak Other (Brown, 
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1999). African Americans were always displayed in the media as being part of the weak Other so 


the white men in power had an excuse to subject them. As a result many African American 


superheroes are shown as being overly big and buff in order to prove that they are tough. Such 


heroes include Luke Cage, Cyborg, and Bishop (Brown, 1999). It would be hard not to call any 


of these heroes tough because they are all so strong and burley. Interestingly enough though the 


heroes of Milestone Media Inc. are not physically imposing and burley. What makes the 


superheroes of Milestone Media Inc special is that they usually use their brains to defeat their 


opponents instead of brute strength (Brown, 1999). This has awarded them a wide fan base 


among a variety of people, but especially young boys who feel that it is easier to identify with 


the slightly geeky Virgil Hawkins/Static or the super-genius Hardware rather then with some 


over muscular hulk figure (Brown, 1999). These character prove an exceptionally strong role 


model for kids because not only do they not fit into the idea of the over muscular black superhero, 


but they change young readers to use their head to solve problems rather then their fists. The 


only problem with Milestone Media Inc. is that it has trouble staying financially afloat in a 


businesses dominated by Marvel and DC (Brown, 1999). Outside publishing houses like 


Milestone Media Inc are important because they often have the freedom to come up with original 


characters that are not trapped within the bounds of stereotypes, thus allowing them to come up 


with uniquely original story lines that can truly inspire readers to be different. 


 It may seem silly that a bunch of pictures with a few words would have such a great 


affect on society. But many, various people love comic book superheroes and what they 


represent. If people were not invested in it then superhero movies would not make millions of 


dollars at the box office. People would not dress up and then go to comic book conventions or 


spend of thousands of dollars on a first addition issue of Spiderman. Comic books mean a lot to 
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people because they allow them to connect to their primal desire for a hero to believe in. Joseph 


Campbell argues that the point of myths and their heroes is to allow us the hope to transform into 


something greater then we currently are (Alsford, 2006). Because of this people need heroes that 


they can relate to so they can believe that they are capable of becoming something more. 


Without heroes of different race, ethnicities, genders, and sexualities the majority of society is 


stuck believing that they are able to do and become great things, thus allowing the white, 


heterosexual patriarchy to continue to dominate their lives. Comic books reflect this through the 


stereotypes and sexualization of their characters. At the same time though they also try to 


challenge and surpass it by reinventing characters and introducing new ones that might inspire 


change.  


 The research on superheroes and comic books is not complete. More needs to be do to 


show that women and minorities not only read, but are affected by what they see so that readers 


are able to influence more equality in comic books so that future fanboys and fangirls will be 


inspired to believe that they can become something super.  
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VIII. Appendices 
 
-Appendix 1 
 
Minor in Spanish Program Learning Outcome: Writing 
 


COMPOSITION RUBRIC 
20–17 Excellent—Very Good has fully anticipated reader questions in selecting information; 


topic well-thought-out and carefully developed with effective 
supporting detail; interesting to read 


16–12 Good—Adequate has anticipated most reader questions in selecting information; 
topic may not be fully explored; development is adequate 
although some ideas may be incompletely supported or 
irrelevant; interesting ideas in places 


11–7 Fair—Poor has anticipated few reader needs in selecting information; topic 
explored only superficially and inadequately developed with 
many ideas unsupported or irrelevant 


CONTENT 


6-0 Needs a lot of work shows no awareness of reader needs; ideas superficial and/or 
uninteresting with little development; OR not enough to 
evaluate 


20–17 Excellent—Very Good has fully anticipated reader needs in organizing and presenting 
information; clear thesis; flow of ideas fluid and logical; a 
pleasure to read 


16–13 Good—Adequate has anticipated most reader needs in organizing and presenting 
information; main ideas stand out, but sequencing of ideas 
sometimes choppy or disconnected; reader may sometimes 
have difficulty following flow of ideas 


12–9 Fair—Poor has anticipated few reader needs in organizing and presenting 
information; ideas frequently confused and/or disconnected, 
with logical breakdowns apparent; reader frequently has 
difficulty “getting the point” of message as communicated 


ORGANIZATION 


8–0 Needs a lot of work shows no awareness of reader needs; logical organization 
absent; OR not enough to evaluate 


20–17 Excellent—Very Good wide range of structures with few or no significant errors (e.g., 
sentence structure) 


16-13 Good—Adequate adequate range of structures, but little variety; tends to overuse 
simple constructions; both significant and minor errors (e.g., 
agreement) present, but meaning seldom obscured 


12-9 Fair—Poor limited range of structures with control of grammar uncertain; 
errors frequent, especially when more complex constructions 
attempted; meaning often confused or obscured 


GRAMMAR 


8–0 Needs a lot of work frequent and persistent errors of basic grammar and sentence 
construction; meaning blocked as text dominated by errors; 
OR, not enough to evaluate 


20–17 Excellent—Very Good language choices appropriate for topic, purpose and reader; 
excellent use of idioms and precise, colorful vocabulary; little 
or no evidence of English interference 


VOCABULARY 


16–13 Good—Adequate language choices usually appropriate for topic, purpose and 
reader; vocabulary accurate but may be somewhat limited; 
some errors or interference may be present but meaning rarely 
obscured 



User

Text Box

Spanish Minor







12–9 Fair—Poor language choices sometimes inappropriate for topic, purpose 
and reader; vocabulary very limited, with overuse of imprecise 
or vague terms; English interference evident, particularly with 
respect to idioms; meaning often confused or obscured 


8–0 Needs a lot of work language choices often inappropriate for topic, purpose and 
reader; range of vocabulary extremely limited; English 
interference frequent; OR not enough to evaluate 


20-17 Excellent—Very Good very few or no faults with respect to spelling / accentuation, 
punctuation, or presentation (handwriting or typing) 


16-13 Good—Adequate occasional faults in spelling / accentuation, punctuation, or 
presentation (handwriting or typing) 


12-9 Fair—Poor frequent errors in spelling / accentuation or punctuation; messy 
presentation that is sometimes illegible 


CONVENTIONS 


8-0 Needs a lot of work persistent errors in spelling / accentuation and punctuation; 
handwriting often illegible; OR not enough to evaluate 


TOTAL /100 Comments:  


  


-Appendix 2 
 
Program Learning outcome 2008-2009: Writing 
 
Direct Evidence: Portfolio (DE) 
Indirect Evidence: Reflective Essay (IE) 
 
SPAN 110 
 
1. Student 1: SPAN 110 Spring 2009 
 
- Portfolio: Student included all the material requested by the instructor. 
 


- DE- Portfolio Compositions:  
 
 Content: Student has improved in each of the research assignments.  It is evident 
that she has been working in this aspect of her writing throughout the semester. She did 
an excellent job in incorporating the instructor’s comments in her corrected essays. By 
the last essay, she displayed an outstanding piece of work in regard to the content of her 
essay. 
 
 Organization, Grammar, Vocabulary and Spelling: It seems that student did not 
have serious problems organizing her essays and kept the quality of her work in this 
aspect throughout the semester. Likewise, she did not show any serious grammar or 
vocabulary problems in her writing and demonstrated a high level of Spanish. Her 
spelling problems are limited to accent marks. While they are still present by the end of 
the semester, they are limited to a fewer number of cases. 
 


- IE- Portfolio self reflection on the Spanish Minor: 
 





























































































































































































































































































































































































































































































































































		PLO Assessment Instrument Summary

		Anthropology Student Work & Rubric

		Applied Math Student Work & Rubric

		Biology Student Work & Rubric

		Chemistry Report Examples

		Cognitive Science Student Work & Rubric

		Core 1 Student Work & Rubric

		Environmental Engineering Student Work & Rubric

		Environmental Systems Student Work

		History Student Work & Rubric

		Literatures & Cultures  Student Work & Rubric

		Mechanical Engineering Rubric

		Merritt Writing Program Student Work & Rubric

		NSED Assessment Questions

		Philosophy Student Work

		Physics Student Work & Rubric

		Political Science Student Work

		Sociology Student Work & Rubric

		Spanish Student Work & Rubric










RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


Criterion  Initial  Emerging  Developed  Highly Developed 


Assessable 
Program Learning 
Outcome (PLO) 
 


PLO does not identify what 
students can do to demonstrate 
learning (vague, immeasurable 
verb statements like “students 
understand major theories”).  No 
rubric developed. 


PLO indicates how students can 
demonstrate learning.  Action verb 
may be general and the PLO may not 
be observable or measurable.  
Assessment criteria1 have not been 
identified or are incomplete.  Rubric 
in early stages of development. 


PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form of 
a rubric, criteria and standards1 may 
need further development to be more 
meaningful and consistently applied.  


PLO specifically describes how 
students can demonstrate learning.  
Rubric clearly articulates explicit 
criteria and standards1 for assessing 
the PLO, identifies the most important 
aspects of student learning, and 
includes descriptions of student 
performance at varying levels. 


Valid Evidence  
 


It is not clear that potentially valid 
evidence is collected for the PLO 
and/or individual faculty use 
personalized rather than 
programmatic criteria and 
standards1 to assess student work 
or performance. 


Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms.  Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


Faculty collect relevant & sufficient 
evidence for each outcome, including 
both indirect and direct evidence.  
Assessment instruments (ex. rubric) 
assess the level of student attainment. 
Evidence is aligned with the PLO 
and assessment criteria to enable 
meaningful results and conclusions. 


Assessment criteria have been pilot-
tested and refined over time, usually 
shared with students.  Direct and 
indirect evidence are designed to 
mutually inform conclusions. 
Feedback has led to refinements in the 
assessment process. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Reviewers of student work are not 
calibrated to apply assessment 
criteria in a uniform way; there are 
no checks for inter-rater reliability 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
or faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated to apply 
assessment criteria in a uniform way 
and faculty routinely check for inter-
rater reliability. 


Reviewers are calibrated, and faculty 
routinely find assessment data to have 
high inter-rater reliability. 


Results Summary 
 


Results (data table or other means) 
are not included in report.     


Results (data table or other means) 
are included but unclear or missing 
key data.     


Results clearly delineated for each 
line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results clearly delineate each line of 
evidence, indicating various levels of 
achievement.  Includes benchmarks. 


RE
SU


LT
S 
&
 C
O
N
CL
U
SI
O
N
S 


Conclusions & 
Recommendations 


Report identifies implications but 
no recommendations for 
improvement in student learning 
or assessment practices and no 
explanation of how these claims 
are derived.  No reasoning offered 
in support of claims.  


Report identifies some conclusions, 
implications, and recommendations 
for improvements regarding student 
learning or assessment, but the 
claims are vague or questionably 
related to results. Support for claims 
is occasionally insufficient.   
Questions of validity or reliability are 
not discussed. Results may be 
discussed by limited number of 
faculty, recommendations may be 
difficult to implement due to lack of 
convincing results and/or limited 
faculty involvement or support. 


Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results.  May offer vague 
support for some claims. Results 
have been discussed by many faculty 
and recommendations likely to be 
implemented due to faculty 
involvement and support and quality 
of assessment work.  


Report articulates a well-reasoned 
critique of conclusions, implications, 
and recommendations that could be 
drawn from the results for both 
student learning and assessment.  
Includes a well-reasoned discussion of 
validity and reliability of results. 
Faculty discuss results, plan needed 
changes, secure necessary resources, 
and implement changes.  Efforts to 
collaborate with others, such as 
librarians or student affairs 
professionals, to improve results.   


 


                                                 
1 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary). 
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RUBRIC FOR REPORT ON PLO ASSESSMENT  
Center for Research on Teaching Excellence 


This rubric has five major criteria: 
 


(1) Assessable Program Learning Outcomes:  Program learning outcome should be reasonable and appropriate for the degree level. If national 
disciplinary standards are available, the PLO may reflect those priorities.  To be assessable, it should involve specific, active verbs with 
supporting details describing how students will demonstrate their learning. For instance, avoid verbs of general cognition such as “know” or 
“understand” and instead use verbs like “demonstrate by” or “solve” that show how learning is applied. Through discussion of examples of 
student work and perhaps course-specific rubrics used by faculty, faculty groups have agreed on explicit criteria2 and elaborated a program-
level rubric.   For more information, see <http://crte.ucmerced.edu/program-learning-outcomes-resources>.  


 
(2) Valid Evidence:  To be valid, evidence must be discussed among faculty and aligned with both the expectation(s) described by the PLO and 


the criteria2 faculty use to evaluate student learning. Valid evidence is also linked to sample size or sampling approach, so as to be 
representative of a norm.  For more information, see the appended selection on sample sizing from Linda Suskie’s Assessing Student 
Learning: A Common Sense Guide (2004).   


 
(3) Reliable Results: Reliable results stem from agreement among faculty about the standards2 used to evaluate student work, usually as 


articulated in a faculty-developed, program-wide rubric. Agreement about how to apply these standards in the evaluation of student work (i.e. 
calibration) is rooted in discussion and practice.  Some questions to consider are: How do faculty promote calibration? How do faculty check 
for calibration? I.e. when faculty apply a rubric to student work, how consistently do they reach the same conclusions (i.e. exhibit inter-rater 
reliability)?  If results are inconsistent, how can inter-rater reliability be improved? 


 
(4) Summarizing Results:  When drafting a results chart (data table or other means), it is important to consider multiple audiences.  How would 


faculty within your department understand the results?  If viewed by outside stake-holders like students, faculty from other programs, 
administrators, parents, etc., would they reach similar conclusions?  Comparing the results to previous results in your program, expectations 
your program has set for student learning, or to results of similar programs within or outside of the UC (i.e. benchmarking) can provide 
context for interpreting the results.   


 
(5) Conclusions and Recommendations:  An effective conclusion closes the loop by analyzing results and implementing change. The narrative 


should address some probable conclusions based on the results.  For example, if students were not given a clear incentive to participate in a 
particular assessment, the results may not be completely reliable as students may not have been motivated to perform at their best. Specific 
actions and a timeline for implementation should also be provided since the goal is to gather data to improve both student learning and the 
ability to engage in effective assessment.  Changes might include improving the assessment process or curriculum, examining curriculum 
content in support of skill development, changing pedagogical practices, stimulating faculty discussion, simply re-examining program 
learning outcomes, or identifying ways student support services (tutoring, advising, the library) might contribute to increased student success.  


                                                 
2 Criteria are the specific skills or abilities to be measured.  Standards describe the levels of performance for a given criterion (ex. proficient to exemplary) and in doing so 
enable their measurement. 
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January 31, 2010 
 
 


Abstract 
 


For the Anthropology Program’s first assessment of student learning, faculty focused on 
Program Learning Outcome #1: Possess and apply fundamental anthropological knowledge, 
including terminology, concepts, intellectual traditions, and theoretical approaches.  Five 
criteria for the PLO were measured through one Fall 2009 research paper assignment in ANTH 
100 (History of Anthropological Thought and Practice), a core course required for both 
anthropology majors and minors.  Faculty developed a rubric for the purpose of assessing the 
assignment.  At the start of Spring 2010, faculty met to review the research papers of 
anthropology majors and minors.  After calibrating individual faculty assessment, all papers 
were reviewed and results discussed.  Faculty are generally satisfied with student learning, as 
presented by the assessment results and no major changes will be made to the Anthropology 
program at this time.  However, recommendations are offered that may improve both student 
learning and future assessment. The recommendations include using more than one assignment 
for assessment, revising the rubric to simplify overlapping criteria and to expand levels of 
assessed performance, and being more explicit with students about PLO outcomes and criteria.  
The recommendations have no resource implications beyond the current campus support 
services that serve the Anthropology faculty and students. 
 


 
I. Introduction 
 
The Anthropology Program at UC Merced emphasizes and integrates the three primary sub-fields of 
anthropology: archaeological anthropology, biological anthropology and socio-cultural anthropology.  
The Anthropology major was initiated in Fall 2008, and as of Fall 2009 18 students have declared the 
major and 14 students have declared the minor.  The learning goals for students in the major are:  
 


• Develop an issues-based approach to anthropological knowledge and practice that emphasizes 
common topics shared by multiple sub-fields;  


• Cultivate an understanding of human cultural and biological similarity and difference across time 
and space;  and 


• Develop skills to effectively collect, analyze, synthesize, and present anthropological data.   
 
Students majoring in anthropology develop a holistic view of the complexities of human societies past 
and present and around the world.  Students conduct anthropological research, critically analyze 
anthropological scholarship, and demonstrate the ability to communicate anthropological knowledge in 
different mediums to a range of audiences.  Finally, as students majoring in anthropology understand the 
social worlds of others, they demonstrate that they better understand their own world, including their 
place in an increasingly globalizing world. 
 
Six Program Learning Outcomes (PLOs) define success for students majoring in anthropology. By the 
time of graduation, students are expected to: 
 


 1







1. Possess and apply fundamental anthropological knowledge, including terminology, concepts, 
intellectual traditions, and theoretical approaches 


2. Identify and analyze common topics of research shared by the sub-fields of anthropology 
3. Understand ethics and responsibility in the practice of anthropology and in our roles as citizens 
4. Recognize and appreciate what it means to be human and how ethnographic, archaeological, and 


biological knowledge contribute to that understanding 
5. Understand both qualitative and quantitative research methods as they apply to anthropological 


inquiry 
6. Possess skills to communicate anthropological knowledge effectively through writing, oral 


presentation, and data presentation in various formats for diverse audiences 
 
For the assessment period covered by this report, anthropology faculty decided to focus on PLO #1, as 
this outcome addresses foundational knowledge in which students must be competent in order to achieve 
and demonstrate success with respect to many other PLOs.  In addition, anthropology faculty believed 
that a suitable course assignment existed from which to develop data to assess the success of 
anthropology majors and minors—as opposed to students simply taking anthropology courses to satisfy 
breadth requirements—with respect to PLO #1 during this early stage of development of the anthropology 
major.  For this first evaluation, faculty sought to address the full set of criteria for this PLO as outlined in 
the 2009 Assessment Plan, although in retrospect, this may have been somewhat ambitious (see below) 
 
II. Assessment Methods 
 
Anthropology faculty determined that one or more assessments for ANTH 100 (History of 
Anthropological Thought and Practice) would serve as the best vehicle for assessing PLO #1.  This 
course was chosen because it: 
 


• is required of all Anthropology majors and minors; 
• is taught every year and, so, can provide a consistent locus for assessment of PLO #1 in the 


coming years; 
• follows in curricular sequence on two or more lower division courses, at least one of which must 


be ANTH 1 (Introduction to Socio-cultural Anthropology) and, so, assesses more advanced 
knowledge in the discipline; and 


• includes direct assessments that both speak to multiple evaluation criteria for PLO #1 and provide 
qualitative data.  Since the Anthropology major is relatively new and small, faculty concluded 
that qualitative rather than quantitative analysis might be more informative at this stage. 


 
The 2009 Anthropology program Assessment Plan specified five evaluation criteria for PLO #1: 
 


• Identify and define key concepts applied in either historical or contemporary anthropological 
studies 


• Identify and distinguish the major theoretical approaches that have shaped the discipline of 
anthropology over time 


• Identify how and why anthropological perspectives and practices have changed over time 
• Understand how anthropological thought has influenced or been influenced by other disciplines in 


the social sciences, natural sciences, and humanities 
• Appraise anthropology as a dynamic and self-reflexive discipline 


 
Given the breadth of these criteria, the full faculty decided—in consultation with the faculty member 
responsible for teaching the course in Fall 2009—that these criteria could be best assessed through the 
final paper required for this course.  This assignment asks students to explore a topic of their choosing, 
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and provides guidance on the types of issues that should be considered and discussed by the student  
(Appendix A).  Significant latitude is granted with respect to topic, since the particular interests of 
students may range from socio-cultural to archaeological to biological anthropology.  
 
All Anthropology faculty met on September 8, 2009 to initially discuss and develop a rubric for assessing 
student achievement of learning with respect to all six of these criteria.  Prior to this meeting, the 2009 
Assessment Plan was made available to faculty via the Anthropology Program UCMCROPS website, the 
instructor shared the assignment instructions with all faculty, and preliminary issues and concerns were 
identified via email exchanges including all faculty.  Given this prior thought and preparation, a draft 
rubric was completed at a September 15, 2009 faculty meeting, and the final version of the rubric was 
completed based on comments solicited and received via email from all Anthropology faculty shortly 
thereafter (Appendix B).  Briefly, this rubric recognizes student achievement at three levels (adequate, 
proficient, and mastery), and stresses the importance of student ability to not simply recognize or define 
important concepts (adequate), but also express that understanding in one’s own words and make 
connections between them (proficient) and, if possible, compare, contrast, and provide original critique 
regarding such concepts (mastery).  The final rubric was posted to the WASC Documentation folder on 
the Anthropology Program UCMCROPS website. 
 
Although ANTH 100 may be taken by any student with the necessary prerequisites (and is sometimes 
open to students lacking one or more prerequisites through petition to the instructor), Anthropology 
faculty decided to limit evaluation of PLO #1 to just Anthropology majors and minors.  While this 
decision resulted in a small pool of student papers on which to base the evaluation (n=7), such focus was 
deemed necessary for placing the results in the context of the overall Anthropology curriculum.  That is, 
evaluation of success could only be meaningful if viewed within preparation of students up to this point 
and, too, expectations for how such knowledge and skills would be applied elsewhere within the 
Anthropology curriculum or in professional endeavors after graduation.  Based on data provided by 
Institutional Planning and Analysis (IPA) at UC Merced, we anticipated a sample of 10 papers (i.e., all 
anthropology majors and minors), or 71% of the students taking the course during Fall 2009.  
Unfortunately, only seven papers were ultimately available for evaluation (50% of total enrollment), 
given the failure of several students to complete the assignment on time due to personal or other reasons 
(i.e., students received an Incomplete in the course). 
 
In December 2009, the seven papers were posted to the WASC Assessment folder on the Anthropology 
Program UCMCROPS website to facilitate faculty access as the evaluation process proceeded.  One paper 
was selected at random in mid-January 2010 to be read by all faculty to serve as a calibration of scoring 
based on the evaluation rubric.  Per the 2009 Anthropology Assessment Plan, faculty met in person on 
January 24, 2010 for three hours to discuss individual evaluation of the calibration paper and to agree 
upon a uniform standard of evaluation for the remaining six papers.  This exercise proved useful not only 
for scoring calibration, but also for analyzing the utility of rubric itself.  For example, much discussion 
focused on both the adequacy of the three categories of student success and the scope and possible 
redundancy of certain criteria.  Thus, such discussions contributed significantly to recommendations for 
future assessments (see below).  After this discussion, each faculty member was assigned two papers at 
random for evaluation, and results were compiled and circulated to the faculty on January 26, 2010.  A 
draft of the full assessment report including results and recommendations was prepared thereafter, 
circulated to all faculty for comments, and revised and completed on January 31, 2010.  Faculty have 
been notified that the final report is available in the WASC Documentation folder on the Anthropology 
Program UCMCROPS website. 
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Table 1. Summary of faculty evaluation of student papers. 
 


A = adequate; P = proficient; M = Mastery; n/a = not applicable (i.e., given the flexibility in paper topic selection by students, 
some papers did not address all five evaluation criteria). 


Student ID Criterion 
1 2 3 4 5 6 7 


1. Address key concepts applied in either historical 
or contemporary anthropological studies 


P P P A P P A 


2. Discuss the major theoretical approaches that 
have shaped the discipline of anthropology over 
time 


A P A A A P A 


3. Address how and why anthropological 
perspectives and practices have changed over time 


P P A n/a n/a A A 


4. Address how anthropological thought has 
influenced or been influenced by other disciplines 
in the social sciences, natural sciences, and 
humanities 


A A P A n/a n/a A 


5. Appraise anthropology as a dynamic and self-
reflexive discipline 


A p A n/a n/a A A 


 
III. Results 
 
Since this is the first evaluation of PLO #1 (or any other PLO for the Anthropology program, for that 
matter) and the sample size upon which results are based is small, the findings discussed here serve 
simply as initial observations upon which future evaluations must build.  At this point, the Anthropology 
Program is not in a position to either adequately assess the PLO—especially with respect to student 
improvement—nor compare UC Merced students to those majoring in anthropology at peer institutions.  
Data from the evaluation are presented in Table 1, and lead to the following conclusions: 
 


• Student achievement varied from adequate to proficient, with no student achieving mastery, as 
defined by the rubric 


• For Criterion #1 (i.e., key concepts), the majority of the students demonstrated proficiency, 
although the two students who failed to achieve proficiency did so for very different reason. 


o In one case, the student (ID 7) expressed almost all concepts not in his/her own words, 
but in the words of the authors on whose texts he/she relied. 


o In the second case, the student (ID 4) selected a topic for which he/she lacked the proper 
lower-division preparation.   This suggests that  a change in prerequisites for ANTH 100 
might be in order (see below) 


• For Criterion #2 (i.e., theoretical approaches), only two students achieved proficiency, and both 
of these are students who have taken all three lower division courses at UC Merced (i.e., the 
remaining five students are either community college transfer students who took all or most of 
their lower division courses elsewhere and/or are students who have yet to take all three lower 
division courses). 


o This suggests that we may want require all three lower division courses as prerequisites 
for ANTH 100 


o Significantly, there is no evident correlation between year in the program and proficiency 
(i.e., one student [ID 2] is a sophomore and another [ID 6] is a senior) 


• For Criterion #3, (i.e., changes in discipline over time), two students demonstrated proficiency, 
while others failed to address this issue or performed adequately 


o Of those students who were adequate, this largely resulted from the mode of presentation 
(i.e., failure to chronologically trace developments), rather than failure to recognize 
change 
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o Once again, the reliance of one student (ID 7) on the words of others resulted in lower 
scoring in that case. 


• For Criterion #4 (i.e., influence of other disciplines), students often addressed topics that did not 
lend themselves to demonstration of proficiency (i.e., such influence was not significant to the 
issue addressed) 


o Once again, the reliance of one student (ID 7) on the words of other authors resulted in 
lower scoring in that case. 


• For Criterion #5 (i.e., disciplinary self-reflection), students once again often addressed topics that  
did not lend themselves to demonstration of proficiency 


o Once again, the reliance of one student (ID 7) on the words of other authors resulted in 
lower scoring in that case. 


 
While such results are somewhat disappointing, more careful consideration of the sample, faculty 
expectations, and methods assessing success suggests that actual student achievement may be greater than 
indicated.  That is, faculty knowledge of individual student preparation (made possible by our personal 
knowledge of courses completed by students in the sample, some of which is indicated above) and the 
self-assessment by faculty undertaken as part of the discussion at the January 24, 2010 retreat may prove 
more informative and suggests the following: 
 


• Some criteria are redundant or require further clarity.  For example, Criteria #2, #3 and #5 all 
address change over time, and #5 might be subsumed within either #2 or #3, depending upon 
interpretation.  While this is not necessarily a problem with respect to PLO #1, in general (i.e., the 
criteria are relevant), the use of all five criteria for a single assessment hampered the evaluation 
process. 


• The use of only three categories (adequate, proficient, mastery) proved problematic, since 
“adequate” spanned quite a range of achievement, demonstration of “proficient” was difficult 
since it lumped different knowledge and skills (i.e., a student might be proficient in one respect, 
but not the other and, so, was scored as “adequate”), and “mastery” might have set expectations 
too high in light of the assignment. 


• Additional guidance to the students on the assignment, or slight modification of the assignment, 
might lead to greater fulfillment of expectations with respect to several of the evaluation criteria. 


• It was clear that many students suffered because they failed to present their knowledge and ideas 
in a well-reasoned way.  That is, although writing skill was not assessed, that lack of well-
developed writing skill often detracted significantly from recognizing the achievement of students 
with respect to evaluation criteria. 


 
In summary, it is satisfying that, after only one year of the major, all students are demonstrating at least 
adequate achievement, and some are proficient in important foundational areas.  Not surprisingly, those 
students who are best prepared for the class (i.e., minimally, have taken all three lower division courses at 
UC Merced) demonstrated greatest success.  While there is room for improvement in achieving student 
success, it is also clear that faculty need to make some changes to the evaluation rubric to have the means 
to more effectively recognize and measure such success. 
 
IV. Conclusions & Recommendations 
 
Given the small sample size and lack of comparative data within UC Merced or beyond, faculty intend to 
await the collection of additional data in coming years before undertaking major changes to Anthropology 
Program.   Still, some initial recommendations to improve student learning and future assessment follow:  
 
With respect to improving student learning: 
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• The instructor has proposed adding another assessment (e.g., an "insider's guide" to theoretical 


approaches based on journal reviews) to next year’s iteration of ANTH 100 that will focus some 
attention on Criterion #2 and perhaps other criteria. 


• The assignment instructions in next year’s iteration of the course will be more explicit about the 
program learning outcomes and criteria for evaluating the learning outcomes. 


• To strengthen student’s writing composition (in particular organization and argumentation), 
beginning next year, the instructor will encourage students to work with writing tutors at the 
Student Advising and Learning Center (SALC) and/or instructors in the UC Merced Writing 
Program as they prepare essay assignments.. 


• Students seem to have relatively little problem with content, discussing concepts and methods, 
and understanding major theoretical approaches. However, there can be immediate attention to 
how to cite references properly and how to build their own ideas and comments around citations 
including encouraging students to communicate their unique critique or point of view. As noted 
above, immediate attention to writing composition and argumentation via writing support on 
campus will help, while the instructor is also considering requiring a draft paper. 


o The Anthropology faculty may also maintain a file of student papers that demonstrate 
mastery and share those examples with future students. 


• Faculty will consider changing the prerequisites for ANTH 100 from “ANTH 1 and (ANTH 3 or 
ANTH 5)” to “ANTH 1, ANTH 3, and ANTH 5” as soon as Spring 2010.  This should provide 
students with the necessary disciplinary breadth at the introductory level so that they can truly 
engage with the concepts in upper division classes and demonstrate their achievement of 
outcomes in those courses. 


• In addition to (or instead of) the anticipated use of student portfolios for outcomes assessment (as 
discussed in the 2009 Assessment Plan), faculty will consider the addition of a capstone course 
and/or honors thesis to the program in the future (as resources allow), that will permit 
anthropology majors (or the most successful majors) the opportunity to fully demonstrate their 
mastery of the full breadth of the subject. 


 
With respect to assessment methods: 
 


• The rubric for this assignment will be modified during Spring 2010 to avoid problems with 
criteria redundancy and clarity, unrealistic expectations with respect to the number of criteria one 
assignment might address, and the lumping of distinct skills or knowledge within too few 
categories of achievement.  Some suggestions were already offered and accepted during the 
January retreat. 


• One additional assessment from ANTH 100 might be added to evaluation of PLO # (e.g., 
“insider’s guide,” as per above), so that one assignment need not carry the full burden of 
assessment and evaluation. 


• Faculty will work toward a simpler assessment process (i.e., fewer criteria for each assignment, 
leaving some criteria to other courses, etc.) to facilitate the production of more meaningful data.  
This may mean revisiting and revising the 2009 Assessment Plan. 


• Faculty propose meeting with the staff from the Center for Research and Teaching Excellence 
during Spring 2010 to discuss our process and findings and seek advice on strategies to improve 
both. 


 
Despite some of the issues raised via this assessment, we are extremely pleased with several outcomes.  
First, the faculty worked together to develop the rubric, and this calibration demonstrated the unity of the 
faculty on important program goals.  Second, the faculty retreat to discuss the ways that existing criteria 
might be altered to more accurately reflect the learning outcomes most appropriate for our program goals 
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and problems proved to be extremely informative and effective.   Third, as part of the Fall 2009 
assessment planning process, faculty also developed a set of major-specific indirect assessment questions 
in consultation with IPA to be added to the graduating senior survey, which will serve as another 
important source of information on our success in fulfilling PLO #1 and other outcomes. 
 
V. Implications of Proposed Changes 
 
As noted above, the current evaluation provides only preliminary data on only one PLO, while the success 
of the process has led the faculty to conclude that no major shift in approach to assessment of learning 
outcomes is required.  To date, the Center for Research on Teaching Excellence (CRTE) and IPA have 
been available and helpful in providing both guidance and data, and we hope that such support will 
continue as we move forward.  Minimally, our plan requires the following: 
 


• Timely replies to requests for accurate data on majors and minors 
• Availability of consultants to review assessment plans and assessment data, provide suggestions 


for improvement in a timely manner, and work with faculty on potential future needs such as 
electronic portfolios 


• Continued support for student learning—especially writing tutoring—through the co-curricular 
venues such as the SALC. 


 
These needs reflect short-term plans based on the relatively small size of the Anthropology program.  As 
the program grows, it may be that we will require additional types of support, including administrative 
assistance with collecting and analyzing quantitative data. 
 
VI. Self Evaluation 
 
Following the “Rubric for the Report on PLO Assessment” provided by the UC Merced WASC Steering 
Committee, Table 2 present our evaluation of our program’s level of development.  
 
 


Table 2. Program Self-evaluation. 
 
 Criterion Achievement Explanation 


Assessable Program Learning Outcome (PLO) Developed PLO describes how students can 
demonstrate learning, identifying 
observable and measurable results.  
Criteria are articulated in the form 
of a rubric, criteria and standards 
may need further development to be 
more meaningful and consistently 
applied. 


Valid Evidence Emerging Faculty have reached general 
agreement on the types of evidence 
to be collected for the PLO but may 
not include both direct and indirect 
forms. Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


A
SS


ES
SM


EN
T 


M
EH


O
D


S 


Reliable Results Emerging Reviewers are calibrated to apply 
assessment criteria in a uniform 
way or faculty routinely check for 
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interrater reliability. 
Results Summary Developed Results clearly delineated for each 


line of evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


R
ES


U
LT


S 
&


 C
O


N
C


LU
SI


O
N


S 


Conclusions & Recommendations Developed Report clearly articulates 
conclusions, implications and 
recommendations for improvement 
regarding both student learning and 
assessment and which could be 
drawn from results. Includes some 
consideration of the reliability and 
validity of results. May offer vague 
support for some claims. Results 
have been discussed by many 
faculty and recommendations likely 
to be implemented due to faculty 
involvement and support and 
quality of assessment work. 
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Appendix A 
Assignment Instructions 
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Anthropology 100 Research Paper 
 Each student should complete a paper of 15 to 20 pages (double spaced, 12 point 
type).   
 
In the paper, each student should do ONE of the following: 
  


• Analyze the work of one anthropologist 
o This could be an anthropologist discussed in class materials or one we have not 


mentioned in class.  You could also analyze how the work of a particular 
anthropologist fits into a specific school of thought: for example you could look 
at the work of Eric Wolf on Mexican peasants and its influence on Marxist 
approaches to anthropology 


OR 
• Analyze one anthropological school of thought 


o One discussed in class, or one not covered 
o This could be a theoretical school like cultural materialism, psychological 


anthropology, structural functionalism, or it could be the anthropology of a 
particular part of the world.  You could also describe and evaluate the 
anthropological output of theorists from a particular country: Japanese 
archaeologists, or Brazilian cultural anthropologists.  


o You could describe the development of new subfields: medical anthropology, 
legal anthropology, applied anthropology, etc.  


OR 
• Analyze the development of a central concept in anthropology 


o for example, you could examine the historical development of anthropological 
approaches to gender, to kinship, to race, etc. 


o You could take one major journal such as American Anthropologist, Man, 
L’Homme, Current Anthropology, etc, and produce a historical biography of the 
development, publications, and influence of the journal. 


o  


OR 
o You could look at the development of ethical ideas in the practice of 


anthropological research and publication. 
o You could trace the development of anthropological methods in any of the 


subfields 
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o You could discuss attempts at creating cross-subfield connections within 
anthropology: how has cultural anthropological theory affected archaeological 
approaches? How has medical anthropology tried to integrate biological and 
cultural approaches? 


OR 
• Discuss a debate in contemporary anthropological theory 


o This could include a consideration of a broad topic such as the utility of 
Marxist theory for contemporary anthropology or a narrower topic like the 
controversy over Derick Freeman’s attack on the work of Margaret Mead 


 
Students should go beyond the readings and discussions of the class in their paper. 
 
In discussing your theorist, school, concept, or debate, consider: 
 


• What are the main ideas and burning issues of this subject? 
• How does your topic fit in to broad trends in the history of anthropology? 
• Who are the theorists most influential in the training of the individual or the 


development of the school, concept, or debate? 
o What was the training of these theorists: which previous schools of thought or 


ideas shaped this theorist, school, concept or debate? 
o How widely influential was this theorist, school, debate, or concept inside the 


field of anthropology and in the broader world of policy or academe? 
o How has anthropology been changed by the theorist, school, concept, or debate 


you discuss? 
• What methods were used by this theorist, school, or in the development of the 


concept or debate? 
• What are some ethical issues raised by your topic? 
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Ten Steps to a Coherent Paper* 
 
If you answer no to any of these questions, revise until you can say yes. 
 


1. To be sure you have framed your argument clearly, draw a line right after your 
introduction and a line before your conclusion. 


• Does the body of your argument begin with a new paragraph? 
• Does the conclusion begin with a new paragraph? 


2. To be sure your readers care about your claim, underline the sentences in your 
introduction that state the problem or question. 


• Have you told your readers why it should matter to them? 
• If not, will they think it matters for the same reason as you do? 


3. To be sure your readers grasp your claim, box the sentence that states the main 
point of your argument. 


• Does it make an arguable claim that responds directly to the problem  or 
question? 


• Is it at or near the end of the introduction or in the conclusion? 
• If your main point is in both your introduction and conclusion, is the one in 


the conclusion more specific, more informative? 
4. To be sure your readers think your argument is coherent, circle the key words in 


the last two sentences of the introduction and in the most important sentence in 
your conclusion. 


• Then circle these same words throughout the paper. 
• Then bracket words that refer to roughly the same concepts as the circled 


words or to concepts clearly related to them. 
• Are there two or more circled or bracketed words per paragraph? 


5. To be sure your readers know your key concepts, circle key words in the title. 
• Are those words the same as those you circled in the introduction and 


conclusion? 
• Are they words that you thought up, not words from the assignment? 


6. To be sure your readers grasp the structure of your argument, draw a line between 
each major section of your paper. 


• In each section, box the sentence that states the main point. 
• Does it make an arguable sub-claim? 
• Does it support the main point/claim? 
• Do most of these main points appear at the beginnings of their respective 


sections? 
7. To be sure your readers understand the organizing principle of your argument, look 


at the beginning words of each section. 
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• Do many sections begin with words that signal why the sections and 
paragraphs come in the order they do, words such as first, second, on the 
other hand, however, therefore, in conclusion, and so on? 


8. To be sure your readers judge your claim to be sound, underline every sentence in a 
paragraph that reports evidence supporting the point/claim of the paragraph. 


• Have you underlined at least half of the paragraph? 
9. To be sure your readers can move from paragraph to paragraph easily, underline the 


first half of the first sentence in each paragraph. 
• Do the words you have underlined refer back to something already 


mentioned earlier in the essay? 
10.  To be sure your readers think your prose style is clear and direct, underline the 


first six words in each sentence. 
• If you listed those subjects, would they seem to your readers to constitute 


a relatively limited set of concepts? 
• Do those words refer to information that would be familiar to readers, or at 


least not surprise them? 
 
*Adapted from: Williams, Joseph M. and Colom, Gregory G.  2003. The Craft of Argument Concise 
Edition. New York: Longman. 
 


Due Dates: 
 
Abstract:       Sept. 17    
Provisional Outline and Bibliography:  Oct. 29    
Paper:       December 8   
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Appendix B 
Assessment Rubric







ANTH 100 Final Paper Assessment Rubric for Program Learning Outcome #1 
 


 Adequate Proficient Mastery 
 
Address key concepts applied in 
either historical or contemporary 
anthropological studies 
 


Student identifies and defines important 
terms and concepts relevant to the 
thesis/topic of his/her paper, relying on 
language presented in readings or lectures 
rather than translating into one’s own 
words 


In addition, student explains these terms and 
concepts in his/her own words and uses 
concepts and terms in the paper in such a way 
as to demonstrate clear comprehension of 
their meaning 


In addition, student evaluates the relevance 
of key concepts to the thesis/topic of the 
paper through comparison with other 
concepts or through analysis and critique of 
concepts in their own right 


 
Discuss the major theoretical 
approaches that have shaped the 
discipline of anthropology over 
time 
 


Student identifies and defines theoretical 
approach(es) relevant to the thesis/topic 
of his/her paper, relying on language 
presented in readings or lectures rather 
than translating into one’s own words 


In addition, student explains these approaches 
in his/her own words and refers to theoretical 
approaches in the paper in such a way as to 
demonstrate clear comprehension of them 


In addition, student compares and contrasts 
one or more theoretical approaches, and 
critiques such approaches as an element of 
such analysis 


 
Address how and why 
anthropological perspectives and 
practices have changed over time 
 


Student identifies, and defines major 
trends in anthropological thought through 
time relevant to the thesis/topic of his/her 
paper, relying on language presented in 
readings or lectures rather than translating 
into one’s own words 


In addition, student explains how and why 
such change occurred in his/her own words 
and demonstrates clear comprehension by 
correctly situating their topic within this 
history of thought 


In addition, student evaluates how and why 
the topic/thesis of the paper connects to a 
moment or period in the  history of 
anthropology, including comparing and 
contrasting this moment/period with others 


 
Address how anthropological 
thought has influenced or been 
influenced by other disciplines in 
the social sciences, natural 
sciences, and humanities 
 


Student identifies and defines which and 
how other disciplines relate to the 
thesis/topic of his/her paper, relying on 
language presented in readings of lectures 
rather than translating into one’s own 
words 
 


In addition, student explains how and why 
other disciplines are relevant in his/her own 
words 


In addition, student evaluates disciplinary 
connections by providing original critique 
or speculating on the importance of such 
connections to the topic/thesis 


 
Appraise anthropology as a 
dynamic and self-reflexive 
discipline 
 


Student identifies and defines who 
within, and/or how, anthropology has 
reflected upon or critiqued the discipline 
relevant to the topic/thesis of the paper, 
relying on language presented in readings 
or lectures rather than translating into 
one’s own words 


In addition, student explains in his/her own 
words why such self-reflection or critique 
occurred in the discipline’s history 


In addition, student provides original 
critique and/or synthesizes the perspectives 
of others to assess the value of such 
disciplinary self-reflection 
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When analyzing Biological Anthropology there is an essential distinction between the uses and 


abuses of the discipline. Throughout my paper I will analyze the use and abuse of biological 


anthropology, specifically concerning the issues of medical apartheid, justification of discrimination as 


well as the various advancements in contemporary theories of human evolution based on current 


discoveries.   


 Medical apartheid is something that went without chastisement for decades, because of the lack 


of the acknowledgement that all races are equal and should be treated equally as well. According to Elliot 


Washington’s book titled Medical Apartheid, she has provided an extensive history of discrimination in 


science and the abuse of African American people who were not provided with any information 


concerning the potential risks of any studies they participated in. An example of a contemporary medical 


apartheid is the Tuskegee Syphilis Experiment, which took place in the 1930’s. The Tuskegee study was 


especially horrific, “scientists had long claimed that the venereal disease manifested differently in blacks 


than in whites, and the United States PHS (Public Health Service) scientists decided to document this by 


finding a pool of infected black men, withholding treatment from them, and then charting the progression 


of symptoms and disorders” (Washington, 156).  The PHS kept essential information from the men who 


were being studied, for example the scientists didn’t tell them they were a part of a study instead they told 


them that they were being given free medical care. The ultimate goal for this study was to examine the 


after effects of syphilis on the human body and if it was actually less potent to African American men 


than it was to White men.   


Another issue Washington mentions in Medical Apartheid is that African Americans were victims 


in research as caged subjects while in prison.  Such experiments were conducted at Holmesburg Prison 


during the 1960’s and 1970’s (Washington, 245).  The medical experiments include, but are not limited to 


radiation and sulfuric acids burns on various parts of the body including the scrotum ($3 a session), sweat 


glands studies by cutting the armpits, whipped their backs to prepared for poison ivy exposure and 


cadaveric tissue and forced to inhale viral vapors.  “Williams [a prisoner] had offered himself up for as 


many as twelve experiments at once, bringing in from thirty to fifty dollars for each multisession research 


 1







 2


study.  Yet, he said, ‘we were never told what was going on.  We never had witnesses of a receipt for 


[copy of] anything we signed,’” (Washington, 245). These are only a few examples from Washington’s 


book, but her research covers the extensive history of the abuse of African Americans who were left in 


the hands of doctors and scientists with cruel intentions.   


Another example of a form of medical apartheid was the widespread feelings of Anti-Semitism 


that ran rampant during the 1940’s.  A very successful American entrepreneur and founder of the Ford 


automobile company, Henry Ford was an indirect leader in contributing to the propaganda concerning 


Jewish people.  “ Ford declared the World War I had been started by “German-Jewish bankers” in order 


to enrich themselves.  He also claimed that “one of the great factors that brought on the Civil War and 


made full settlement of the issues impossible was the Jew.”(Brace, 197).  Ford had an assistant; W. J. 


Cameron, write a section of the Dearborn Independent [a newspaper] for him, which included all of his 


anti-Semitic thoughts and opinions.  This was something that he kept hidden from the public since he was 


a well-known businessman, hence the use of another persons name in the newspaper.  “Ford disliked the 


British and admired Hitler and the Germans.  As World War II, approached, he refused to make aircraft 


engines for Britain while providing Germany with five-ton trucks.  He opposed American entry into the 


war and continued to sell engines and vehicles to the Nazis until 1941,” (Brace, 201).  This was evident 


when reading his sections in the newspaper since he constantly blamed Jewish people for world problems 


and issues within the economy.  “Although Henry Ford could hardly have known that his own parochial 


bigotry would contribute to the events that led to the murder of over 6 million Europeans, one of the most 


thorough treatments of the fraudulent document concluded that “the Protocols were a warrant for 


genocide,” (Brace, 203). The document, The Protocols, that Ford mentions is a document that claims 


come with many titles one of them being the Protocols of the Elders of Zion, this alleged text proposes a 


plan to achieve global domination by the Jewish people.  This came to Ford as a threat and as an excuse to 


continue forth with supporting Hitler’s agenda. Like the men who suffered in the Tuskegee Syphilis 


experiment, there was mass experimentation on the concentration camps, which went without consent or 


without any shape or form of explanation as why they were torturing so many innocent people. 
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While many people were being experimented on and tortured in the name of science, other 


scientists were continuing to prove that it was okay to do so, since there were obvious differences 


between races.  According to the book “The Mismeasure of Man” written by Stephen Jay Gould there 


were methods of measurement of the head, specifically jaw and brain size.  This was one of the many 


different ways White men would be able to continue to claim that the White race is more superior than 


that of any other ethnic background.  “No rational man, cognizant of the facts, believes that the average 


Negro is the equal, still less the superior, of the average white man.  An, if this be true, it is simply 


incredible that, when all his disabilities are removed, and out prognathous relative has a fair field and no 


favor, as well as no oppressor, he will be able to compete successfully with his bigger-brained and 


smaller-jawed rival, in a contest which is to be carried on by thought and not by bites.”  -T.H. Huxley 


(Gould, 73). Gould took this quote to prove that many early scientists studying the concept of race were 


stuck in the outdated stigma that there was a hierarchy among the different types of people. 


The chapter titled “Measuring Heads” mainly focuses on issues with the use of Biology to explain 


why the white race is superior. Gould also states a very important fact when comparing evolutionary 


theories.  With the help of new discoveries, monogenists established the idea that there was a hierarchy of 


races, while polygenists established the belief that each race evolved separately, hence “the evolution of 


major inherited differences in talent and intelligence” (Gould, 55).  Another study termed craniometry is 


included in Gould’s book, “The leaders of craniometry were not conscious political ideologues. They 


regarded themselves as servants of their numbers, apostles of objectivity. And they confirmed all the 


common prejudices of comfortable white males- that blacks, women and poor people occupy their 


subordinate roles by the harsh dictated of nature” (Gould, 74).  


Another craniometrist name Paul Broca decided to include the comparison of women brain size to 


men’s brain size.   “We are therefore permitted to suppose that the relatively small size of the female 


brain depends on part upon her physical inferiority and upon her intellectual inferiority” (Gould, 104).  


Another appalling statement by Broca “A desire to give them the same education, and, as a consequence, 


to propose the same goals for the, is a dangerous chimera… The day when, women leave the home and 
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take part in our battles; on this day a social revolution will begin, and everything that maintains the sacred 


ties of the family will disappear,” (Gould, 105). It is quite apparent that there were many scientists that 


searched for different means to prove that white men were superior and that it was acceptable to 


discriminate against all minorities.  


When a Virginia physician named Robert Bean decided to publish a journal on craniometry in 


1906, he states the following in his conclusion: “We all know that blacks have a keener sense of smell 


than whites; hence we might have expected larger sense of smell than whites; we might have expected 


larger genus in blacks if intelligence did not differ substantially between races.  Yet black genus are 


smaller despite their olfactory predominance; hence, blacks must really suffer from a paucity of 


intelligence” (Gould, 77).  After a few journals were published in well-known editorials of American 


Medicine, Bean’s mentor at John Hopkins decided to review and repeat Bean’s studies due to suspicion of 


rate of experimental error, “for a sample of 106 brains, using Beans method of measurement, he found no 


difference between white and blacks in the relative sizes of genu [anterior end of the human brain] and 


splenium [posterior end of the human brain]” (Gould, 93).  Many careless mistakes were made due to the 


expected proof of their hypothesis, but ultimately flaws and experimental errors were discovered when 


skeptics investigated their studies. 


Attempts to prove that discrimination and racism was scientifically prove correct continued 


through many scientist, but have been investigated by Jonathan Marks, Stephen Jay Gould, Rachel 


Caspari, and C. Loring Brace. In addition to the past and recent studies in Anthropological neuroscience 


and comparative research with human and primate brains, Jonathan Marks provides insight into the 


immense changes in Anthropology in his journal titled: Anthropological Taxonomy as Subject and 


Object: the consequences of descent from Darwin and Durkheim.  There has been progress in building a 


better understanding of the relationship between humans and primates. This form of Anthropology was 


formerly known as ‘molecular anthropology’ (Marks, 7).  When Marks refers to a journal written by 


Emile Zuckerkandl concerning the differences in the structure of hemoglobin in humans versus gorillas 


Zuckerkandl states, “…it appears that gorilla is just an abnormal human, or man an abnormal gorilla, an 


 4







 5


the two species form actually one continuous population.”  Marks refers to hominoids and finds that there 


are more species of primates than originally defined.  Also Malone briefly mentions that the relationship 


between the human species and primates has been rejected simply because most people do not like the 


idea of being related to primates.  “Nevertheless, this process of ‘naturalizing different’ is at the heart of 


subspecific taxonomy of Homo sapiens. It is again a cultural act, assigning people to qualitative 


categories on the basis of diverse criteria,” (Marks, 12).   


Finally, Marks states something that all Anthropologists are continuing to work towards after 


establishing more concrete Anthropological research standards, by articulating on collaborating with 


experts in both disciplinary fields; Biology and Anthropology, because it simply helps in establishing 


better arguments within studies that include culture and science.  


In Gould’s, The Mismeasure of Man he finds that there are many scientists has been misinforming 


the scientific community as well as the public. An excerpt “The ape in some of us” which concerns 


criminal anthropology is taken from Cesare Lombroso’s theory on criminals born as a “savage.” He 


identified the criminality abnormal behavior among inferior people.  “They display apish stigmata as 


normal parts of their anatomy: “their nose…is not only flattened, but trilobed, resembling that of 


monkeys,” (Gould, 125).  This mentality would further the mistreatment of African Americans since 


many scientists tried to prove that they were more “apeish,” relatives of primates; therefore it was 


acceptable to discriminate against African Americans.  


Gould elaborates on this issues by stating that it is important to realize that if a person has long 


arms then they are inferior because chimps have longer are does not necessarily mean that they are 


genetically similar. Genetic variation is something that needed to be studied on a a more technical level.  


“Lombroso’s anatomical stigmata were, for the most part, neither pathologies not discontinuous 


variations, but extreme values on normal cure that approach average measures for the same trait in great 


apes” (Gould, 127). Another issue concerning racism is a term called “Mongolian idiocy,” or 


“mongolism” for the chromosomal disorder properly known as “Down Syndrome”: this was identified on 


paper entitled: Observations on an ethnic classification of idiots” (Gould, 134).  This is one of many 
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unwise examples of the justification of discrimination against minorities. This was a part of the great 


effort to provide information for the public to follow in the example of white male scientist’s 


methodologies of prejudice and racism.  It is ridiculous to see that many scientists tried in so many 


different ways to prove that white males are superior to black males.  


Marks states that all Anthropologists are continuing to work towards after establishing more 


concrete Anthropological research standards, by articulating on collaborating with experts in both 


disciplinary fields; Biology and Anthropology, because it simply helps in establishing better arguments 


within studies that include culture and science.  


Furthermore, a book written by C. Loring Brace, “Race” is a Four-Letter Word” goes into great 


detail as to how race was a socially invented concept.  Although race and variation among humans has 


always been a topic of curiosity since the beginning of civilization; Brace provides an extensive list of 


concepts outlining the history of race concept.  Some of the most insightful information is included in the 


excerpt concerning the Renaissance, where it states that there was a change in the way people classify 


differences, “ human variation began to be described in terms of categories instead of gradients” (Brace, 


21).  While this was true in the Old world, the race concept was thought of differently in the New World, 


where the Roman Catholic Church has most of the authority.  “Even within the Church itself there was a 


split between those who regarded all the Native Americans as the descendents of Adam and Eve and 


those who regarded them as belonging to Aristotle’s category of people who were born to be slaves,” 


(Brace, 21).  The disappointing truth of the how people justified horrible treatment of others is something 


that new age Anthropology aims to prevent in the future.  


Approximately two decades after the Renaissance a man named Carolus Linnaeus devised a 


method of naming all species of animals using Latin because it did not have any dialects.  This type of 


terminology was not limited to animals but Linnaeus included humans as well.  “In the famous tenth 


edition of his Systema Naturae, Linnaeus placed Homo sapiens in the order Primates, where it has 


remained ever since.  He did this strictly on the grounds of shared anatomical characteristics, a procedure 


that has been followed by natural scientists ever since.  Linnaeus’s perception of the nature of geography 
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was made up of four varieties of human beings that he recognized were Homo sapiens europaeus, H. 


sapiens asiaticus, H. sapiens americanus, and H. sapiens after, representing Europe, Asia, America, and 


Africa respectively” (Brace, 27).  Linnaeus also incorporated the use of the four humans since during his 


lifetime there was a huge emphasis on Greek philosophy etc. There were many faults in the beginning 


stages of Anthropological thought and practice, but modern Anthropologists have endeavored to learn 


from the vanguard anthropologists’ mistakes and avert from repeating them. 


Fortunately there has been much development in Anthropology specifically in the Biological field 


of Anthropology. It can be said that Anthropology is very updated on the concepts of race and evolution.   


According to Rachel Caspari’s journal: Four Types to Populations: A Century of Race, Physical 


Anthropology, and the American Anthropological Association concerns the progress of Anthropology 


over the years and the development of the American Anthropological Association (AAA). Caspari 


analyzes the issues that come with scientific and social manipulation on Biological Anthropology, mainly 


concerning race concepts. The AAA; although founded in 1902, changed drastically in the 1960’s 


resulting in such concepts that changed the paradigm at the time. Essentialism, cladistic thinking and 


Biological determinism are three main aspects affecting race ideals.   


Biological determinism is one out of the three concepts that has been questioned and rejected due 


to progressions in Anthropological theory.  Essentialism has been taken into consideration when 


analyzing variations in phenotypes, for example genetic variations in skin color. Cladistic thinking may 


eventually be discarded because evolutionary essentialism insinuates that different races derived from 


multiple ancestors, termed polygenism.  This may become problematic because people might use it to 


justify discrimination or racism.  Therefore, establishing “interracial competition” (Caspari, 67) and 


biological inferiority.  “The link between Biological determinism and racial determinism depends on 


races being natural categories, and physical anthropologists no longer support the notion that races are 


subspecies,” (Caspari, 74).  Franz Boas was a vanguard in progressing Anthropological thought because 


he changed the archetype of Biological determinism.  He did so by separating cultural anthropology and 
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Biological Anthropology so that it could be seen in through different perspectives. Therefore eliminating 


outdated hierarchical ideas among cultural groups.   


Boas is seen as the father of what Anthropology is today, mainly because he got off his 


“armchair” and became a participant observer among various cultural groups.  Thus, building better and 


closer relationships based on primary interaction and not just explorer and missionary journals. The 


concept of race has been a social invention that may be difficult for certain people to look passed, but 


ultimately it is necessary to focus on how to avoid ethnocentrism.  Because without it, there would not be 


a need to prove that certain “races” or cultural groups are more superior or inferior to others.  


Franz Boas on “the instability of human types,” evidently explains that diets play a part in 


establishing variation among human beings.  “The characteristic of food-stuffs by different tribes, such as 


the exclusive meat diet of some tribes- most pronounced among the Eskimo- and the exclusive vegetable 


diet of others- well developed, for instance, in Southern Asia.  Both of there have, in all probability, a far-


reaching effect upon the bodily form of these races” (Boas, 83).  Boas has tried to look at human types 


and variation with a different perspective.  He looks more closely at the environment that people are 


exposed to as well as their daily tasks and duties within a group.   


Instead of looking for reasons to blame the problems of society on those with different skin color, 


Boas took a profound look at logical reasons for variation among human beings.  “The distinguishing 


traits of human races are in many cases analogous to those by which domesticated animals are 


characterized. Melanism that is a strong increase of pigment, and leucism, that is marked loss of pigment, 


belongs here.  The black bear, the black panther and the mole have black coat color, but on the whole 


black hair are found in various species” (Boas, 86).  Boas is referring to phenotype variation based on a 


genetic outlook, while the effects of different environments may influence skin. Color pigmentation 


within an organism.  “It is obvious that in all cases we are comparing groups of the same descent, but 


living in distinct geographic, economic, social and other environmental conditions.  If we find differences 


among them, they can only be due, directly or indirectly to environment.  Thus the fundamental problem 


presents itself, in how far are human types stable, in how far variable under the influences of 
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environment” (Boas, 89). Boas does not cease to impress the Anthropological community since he 


provides a good standpoint on human variations by comparing it to animals alike in the same 


environments that people may reside in.   


Nicholas Malone wrote “The State of Biological Anthropology in 2008: Is Our Discipline Strong 


and Our Cause Just?” which analyzes the status of Anthropology and the direction it may be going into 


in the future. This subject is mainly made up of evolutionary history of the human species. Some of the 


disciplines described by Malone include: Forensic Anthropology, Evolutionary Medical Anthropology, 


Anthropological Neuroscience, Primatology, and Paleoanthropology.  Evolutionary medical 


Anthropology and Anthropological Neuroscience are two the significant “sub subdisciplines” that Malone 


has investigated.  Furthermore, Anthropology has helped contribute to current academia.  “The 


overarching goals of our inquiries are slightly less than modest: understanding where our species came 


from, how we got from there to here, why we behave the way we do, and what is (are) our nature(s),” 


(Malone, 151).   Taking theories and discoveries from early Anthropological studies have helped shape 


Anthropology for what it is today.  Since Modern Anthropologists strive to keep their legitimacy in 


today’s society, it has worked in partnership with other fields of study to have better perspectives on 


current issues.   For example, when Political Scientists and Sociologists work with Anthropologists to 


understand non-western cultural groups that may have complex social systems of kinship.   


Due to the great advances in Anthropology many mistakes have been recognized such as the 


issues concerning racism ultimately leading to inequality. Ethnocentrism was a huge contributor to 


anthropologically based discrimination. Bio-cultural anthropology is no longer obsolete, but there are 


more progressive ideas that help eliminate the stigma of “arm chair anthropologists.”  Malone restates 


something that all Anthropologists should reflect on, just as schools or organizations reflect on their 


mission statements.   This “mission statement” takes account of the importance of working with the 


nonprofessional community and to combine university level thought with “street” or common person 


thought, as well as combining general ideas with specific ones.   
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When Malone briefly introduces some sub subdisciplines of Anthropology, he mentions 


evolutionary medical anthropology and anthropological neuroscience.  These two subjects were described 


vividly when Malone mentioned that evolutionary medical anthropology would help create a more useful 


health care system. The use of ethnography and epidemiology helped to build a stronger connection 


between evolutionary and sociocultural progression. When taking anthropological neuroscience into 


consideration, Malone includes perceptive information concerning neuroscience and how it is related to 


social behavior since the brain is responsible for the control of human behavior. There is also the 


insinuation that the boundary between dorsal and ventral brain structures may have been shifted in human 


evolution when comparing the function of human and primate brains.  


“Statements that human hybrids show undesirable traits, both physically and mentally, 


physical disharmonies and mental degeneracies, are not supported by the facts. There is, 


therefore, no biological justification for prohibiting intermarriage between persons of different 


ethnic groups… intelligence tests do not enable us to differentiate safely between what is due to 


innate capacity and what is the result of environmental influences, training and education… there 


is no proof that the groups of mankind differ in their innate mental characteristics, whether in 


respect to intelligence or temperament… for all practical social purposes “race” is not so much a 


biological phenomenon as a social myth” -Montagu (Brace, 238).  


Some may find that the sub-discipline of Medical Anthropology as a subject to combines Biology 


and Cultural Anthropology in a bracing way, since outdated Bio-Anthropological concepts have been 


reject.  An example of such partnerships is that now, Public Health Specialists and Ethnographers can 


focus on social issues that prevent cultural groups from understanding Western medicine or the politics of 


a country they may have recently moved into.  It brings the latest research discoveries into collaboration 


with ancient remedies, creating a new culture of medicine.    


It can be overwhelming to see how wide the field of Anthropology really is; from the textbook 


titled A History of Anthropology written by Paul Erickson and Liam Murphy, there are general 


descriptions of the Biology of behavior, new Physical Anthropology Ethology and Behavioral Genetics 
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and finally Sociobiology.  All of these disciplines of Anthropology have led to the effort to continue to 


progress the field of study to help others recognize that is more applicable to other fields than expected.   
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Abstract 


 


The applied mathematics faculty performed an initial assessment of the Applied 


Mathematical Sciences program. In particular, we studied two program learning 


outcomes: (1) solve mathematical problems analytically and (2) solve mathematical 


problems using computational methods using direct (embedded questions) and indirect 


(student focus group discussion) evidence. Through this initial assessment, the applied 


mathematics faculty discovered that they need to work together in the near future to 


develop a more coherent set of standards for assessing student progress with respect to 


these program learning outcomes. Consequently, the applied mathematics faculty has 


made concrete proposals for next steps for future assessments. Moreover, the applied 


mathematics faculty gives some insight on the resource implications of doing these 


future assessments. 
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1 Introduction 


 


The Applied Mathematical Sciences program at UC Merced provides students with knowledge of the 


foundations of mathematics and the skills needed to apply mathematics to real-world phenomena in the 


social sciences, natural sciences and engineering.  The over-arching goal of the Applied Mathematical 


Sciences program is to 


 


Build a community of life-long learners that use the analytical and computational tools 


of mathematics to solve real-world problems. 


 


More specifically, the program learning outcomes of the Applied Mathematical Sciences program are as 


follows. 


 


Upon graduating, we expect students completing the Applied Mathematical Sciences 


major to have become effective problem-solvers, meaning that student will be able to 


 


1. Solve mathematical problems using analytical methods. 


2. Solve mathematical problems using computational methods. 


3. Recognize the relationships between different areas of mathematics and the 


connections between mathematics and other disciplines. 


4. Give clear and organized written and verbal explanations of mathematical ideas to a 


variety of audiences.  


5. Model real-world problems mathematically and analyze those models using their 


mastery of the core concepts. 


 


The original plan was to assess initially only the first program learning outcome. However, after a 


meeting with Arnold D. Kim, Michael Roona and Anne Zanzucchi on Wednesday, August 26 (see Section 


7.1 for a summary of that meeting and Section 7.2 for a summary of a follow up meeting) to discuss this 


plan, the applied mathematics faculty decided to do an initial assessment of the first two program 


learning outcomes listed above. In particular, the faculty decided to focus this initial assessment effort 


on two critical “transition” courses: Math 121 and Math 131. Math 121 is the first upper division course 


for the major in which students study intermediate and advanced analytical methods for solving 


ordinary and partial differential equations. Math 131 is the first upper division course for the major in 


which students learn numerical analysis. 


 


The applied mathematics faculty has made this change of plan because these two courses are critical for 


the program’s consideration. By performing this assessment, the faculty hopes to see how well their 


students entering into the major are prepared for upper division courses. In addition, the faculty hopes 


to obtain an indication of what can reasonably be expected for subsequent upper division courses.  


Thus, the faculty will become more informed as they take on the task of assessing our lower division 


courses. In addition, the faculty hopes to obtain an indication of what can be expected reasonably for 


the subsequent upper division courses. In doing so, the faculty hopes to obtain a better understanding 


of Applied Mathematical Sciences students that will translate directly to developing new courses, 


namely a capstone modeling course. In other words, the applied mathematics faculty is using this initial 


assessment to initiate a cascade downward to assess lower division service courses and a cascade 


upward to assess the major. 
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2 Assessment methods 


 


The procedure for assessing achievement of the first and second program learning outcomes utilized 


both a direct (embedded questions) and an indirect (focus group discussions) method. 


 


2.1. Embedded Homework and Final Exam Questions 


 


The following questions were embedded in the Math 121 and Math 131 courses. For Math 121, the 


faculty is assessing PLO 1 and for Math 131, the faculty is assessing PLO 2. Each of the solutions for the 


embedded questions was assessed using the rubric agreed upon by the applied mathematics faculty 


(see Sections 7.4 and 7.5 for the initial rubrics used in this assessment exercise). Each faculty member 


performed this initial assessment individually.  After this initial assessment exercise, the applied 


mathematics faculty met as a group to discuss the collective results. In addition, the applied 


mathematics faculty discussed the re-evaluation and revision of their original rubric based on this initial 


assessment experience. 


 


The applied mathematics faculty chose two problems to embed in the Math 121 course to provide an 


assessment of PLO 1. The Math 121 embedded homework question is given by the following. 


 


 


The Math 121 embedded final exam question is given by the following. 


 


The applied mathematics faculty chose two problems to embed in the Math 131 course to provide an 


assessment of PLO 2. The Math 131 embedded homework question is given by the following. 







4 


 


 


 


The Math 131 embedded final exam question is given by the following. 


 


 


2.2. Student Focus Group Questions and Activities 


 


With the assistance of Anne Zanzucchi and Adriana Signorini from the Center for Research and Teaching 


Excellence, the applied mathematics faculty conducted a focus group discussion with several students 


that took both Math 121 and Math 131 in Fall Semester 2008. The purpose of this student focus group 


was to hold a conversational and informal discussion about the major with the purpose of identifying 


the following items. 


 


o Key aspects of your learning experience,  


o What has been of most value to you and why,  


o What has been challenging for you and why, and 


o Strategies for improving the program.   


 


Below is a description of the Focus Group Questions and Activities. The applied mathematics faculty 


credits Anne Zanzucchi for developing this plan and Adriana Signorini for coordinating the actual group 


meeting. 


 


Goal:  The focus of this session is to determine key responses to students’ learning experiences in the 


major program.  The interview concludes with a problem-solving opportunity to ensure constructive and 


applicable feedback. 


 


Topics of Interest:  Program Learning Outcomes 


  


 


Brainstorming (15 minutes) 


 


[In previous problems, students were asked first to implement the second order
and fouth order Runge-Kutta schemes] Use the two programs you wrote to solve


dx


dt
= −x, x(0) = 5.


1. Calculate x(1) and x(8) using h = 0.001, 0.01, 0.1, 1, 2 and 4.


2. Find the rate of convergence (big “oh”) of the absolute error of your
solution as h→ 0.
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(1) Take about 2-3 minutes to list or write a brief paragraph about your primary experiences as an 


Applied Mathematics student.  What are the immediate images, concepts, or phrases that come 


to mind? 


(2) Exchange your writing with a partner, take about 5 minutes to read and discuss responses.  It is 


not necessary to agree on a unified perspective, though to identify what appear to be a few 


positive and a few negative responses worth sharing with the group 


(3) Pairs report to the group about main ideas; focus group leader will list on board 


 


Program Learning Outcomes 


 


(4) Share paper copy of PLOs 1 & 2, how are we doing? 


(5) Given these PLOs, how applicable has MATH 131 / 121 been to the next step in your Applied 


Mathematics major? 


  


Elaboration (15 minutes) 


 


(6) At what point (or which project) did you really feel as though you were fully engaged with 


Applied Mathematics? 


(7) Have there been teaching practices that have been particularly effective at supporting your 


learning?  How so? 


 


Conclusion (5 minutes): Summary of general student consensus.  What are the key points that the 


faculty should know? 


 


3 Results 


 


3.1 Assessment Results for Embedded Questions 


 


Using the rubrics given in Sections 7.4 and 7.5, the applied mathematics faculty assessed the student 


work in the embedded homework and exam problems. For each student solution, each faculty member 


gave a rating of poor, fair or good. Next, the faculty assigned numerical values of -1, 0 and +1 to ratings 


for poor, fair and good, respectively. Using those numerical values, the faculty organized the results as 


an Assessment Matrix. The rows of this matrix correspond to a particular student and the columns of 


this matrix correspond to a particular applied mathematics faculty member. There is one Assessment 


Matrix for each of the embedded homework and exam problems. The applied mathematics faculty used 


this numerical coding of the results because it allows for more detailed statistical analysis. 


 


Tables 1 – 4 give the Assessment Matrices for each of the embedded homework and exam problems for 


PLO’s 1 and 2. 


 


If one reads across any row of these Assessment Matrices given above, one finds that there is no 


unanimous agreement about student performance. A more detailed statistical analysis (not shown here) 


confirms that the applied mathematics faculty had a diversity of opinions regarding student 


performance.  
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Table 1. Assessment Matrix for the embedded homework problem used to assess PLO 1. 


 


 Bhat Blanchette Ilan Kim Lei Marcia Sprague Tokman 


A 0 0 0 -1 1 0 0 -1 


B 1 1 0 0 0 0 0 1 


C -1 1 1 0 0 0 0 1 


D -1 1 1 0 0 0 0 1 


E 1 1 0 1 1 0 0 1 


F 1 1 -1 0 1 0 0 -1 


G 0 0 -1 0 0 1 0 0 


 


 


Table 2. Assessment Matrix for the embedded exam problem used to assess PLO 1. 


 


 Bhat Blanchette Ilan Kim Lei Marcia Sprague Tokman 


A 0 0 1 -1 0 0 0 0 


B 0 0 -1 0 -1 -1 -1 0 


C -1 -1 -1 -1 -1 -1 0 -1 


D -1 -1 -1 -1 -1 -1 -1 -1 


E 0 -1 1 -1 -1 0 -1 0 


F 0 0 1 -1 0 0 0 0 


G 0 0 1 -1 0 0 0 0 


H 0 0 -1 -1 0 -1 0 0 


I 0 -1 0 -1 -1 0 -1 -1 


 


Table 3. Assessment Matrix for the embedded homework problem used to assess PLO 2. 


 


 Bhat Blanchette Ilan Kim Lei Marcia Sprague Tokman 


A -1 0 0 0 1 1 0 -1 


B 0 1 1 0 0 1 1 0 


C -1 1 1 0 0 0 1 1 


D 1 0 0 1 1 0 1 0 


E -1 0 -1 -1 -1 -1 0 -1 


F -1 0 -1 -1 -1 -1 -1 -1 


G 0 1 0 0 0 1 0 -1 


 


Table 4. Assessment Matrix for the embedded exam problem used to assess PLO 2. 


 


 Bhat Blanchette Ilan Kim Lei Marcia Sprague Tokman 


A 0 0 -1 0 0 -1 -1 -1 


B 0 0 -1 -1 -1 -1 -1 -1 


C 0 1 1 0 1 0 0 0 


D 1 0 0 0 0 0 0 0 


E 0 0 0 0 0 -1 0 1 


F 0 -1 0 0 0 -1 -1 0 


G -1 0 -1 -1 0 1 -1 -1 


H 1 1 1 0 1 1 1 1 
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In the group discussion of these results, the applied mathematics faculty discovered why there were 


such widely varying assessment results. The diversity of results lies in each faculty member’s application 


of the rubrics to the student solutions. Some attempted to apply the rubrics with a strict interpretation 


to the student work. Others made adjustments as they evaluated student work. Those that made 


adjustments to their interpretation of the rubric did so because they felt that the rubrics were calling for 


items that extended too far for students at this level of their education. In particular, the items that 


mention “making adjustments to strategy” were too difficult to assess from this work. Overall, the 


applied mathematics faculty felt that the rubrics do not apply too well to the broad variety of problems 


that they have studied and hope to study in the future. Moreover, the faculty agreed that using only 


three tiers for assessment (i.e. good, fair and poor) is too coarse. 


 


3.3 Results from Student Focus Group Discussion 


 


Adriana Signorini coordinated the Student Focus Group Discussion held on Tuesday, January 19, 2010. 


Her written summary of this meeting appears in Section 7.6. The applied mathematics faculty would like 


to take this opportunity to thank her sincerely for this work. 


 


The applied mathematics faculty was pleased overall with the results of the Student Focus Group 


Discussion. The faculty interpreted the student statements about their learning experiences to be largely 


positive. Moreover, the faculty gained a lot of valuable insight from the student remarks that they plan 


to use to improve the curriculum. 


 


In particular, the faculty was pleased to hear that students wanted more early programming experience. 


The faculty agrees that students should develop sophisticated programming skills and that their early 


computer programming learning experiences are critical for their success in this regard. In fact, the 


applied mathematics faculty have been considering already developing a lower division course to help 


students develop their programming skills and gain sophistication in their ability to implement, test and 


validate algorithms. Moreover, we are trying to incorporate these skills more explicitly throughout the 


curriculum. For example, Professor Bhat used Matlab/Octave programming language in his Math 32 


course in Fall Semester of 2009 to give students extra exposure to mathematical programming. 


Professor Lei is continuing the use of computer programming in Math 32 this current semester, but 


using the R statistical programming language. Now that the faculty is aware of students wanting this 


kind of a course, the faculty has planned to make its development a priority in the near future. 


 


The applied mathematics faculty was surprised to learn that some students wanted a writing class that 


aligned more closely to the writing done in mathematics. The applied mathematics faculty have 


discussed at length in several meetings topics related to PLO 5. In particular, the applied mathematics 


faculty wishes to address a need to help students understand expectations in communicating 


mathematics correctly. For example, if a problem asks a student to “show” a particular mathematical 


statement (as in part 2 of the embedded exam problem for PLO 1), the student must use their 


knowledge of the problem to have that mathematical statement emerge naturally from a sequence of 


logically correct arguments. These mathematical communication skills take time to develop, especially 


as a student’s mathematical knowledge and skills are developing. The applied mathematics faculty does 


not feel that an entire mathematical writing course is the best near-term solution. However, the applied 


mathematics faculty initiated a discussion on how to have students continually develop their 


mathematics communications skills as they progress through the curriculum. By the time the faculty 







8 


 


assesses PLO 5, the applied mathematics faculty hopes to have some specific items in place throughout 


the entire curriculum that are meant to help students develop these communication skills. 


 


4 Conclusions and recommendations 


 


4.1 Student Learning 


 


Overall, the applied mathematics faculty was pleased with the student work in the embedded questions 


and the feedback that students gave in the student focus group discussion. There was unanimous 


consensus that both the direct and indirect methods gave valuable insight into the progress of this 


program. To that end, the applied mathematics faculty plan to continue using these methods as they 


continue to assess the Applied Mathematical Sciences PLO’s.  


 


One significant issue is the lack of evidence available at present to evaluate and assess the program. 


While the evidence collected thus far is valuable for these initial assessments, the data are not 


sufficiently rich that the applied mathematics faculty can determine useful statistical information. In 


other words, the applied mathematics faculty feels that the best mode of analysis is looking carefully at 


individual cases. The applied mathematics faculty seeks to extract as much useful information from the 


data, but at the same time, they are careful to not draw too many conclusions from this data. Indeed, 


the applied mathematics faculty agrees that it is better to investigate something in depth rather to make 


a superficial study of a larger area. At this time, the faculty does not see this situation as a disadvantage. 


Rather, the faculty feels that this detailed approach contributes directly to the sentiments from students 


that they appreciate that “faculty were always available to help.” 


 


From what the applied mathematics faculty has learned from this assessment, the faculty has agreed to 


pursue the following steps to help improve student learning with respect to the PLO’s. 


 


1. Consider developing a lower-division programming class to provide students a meaningful early 


experience in developing their programming skills which will enable them to succeed better at 


achieving PLO 2. 


 


2. Develop a continuous “thread” throughout the curriculum to help develop student’s skills in 


communicating mathematics, correctly and effectively. 


 


3. Work together more often to build a coherent consensus on assessment and evaluation student 


learning. 


 


Prior to undertaking these particular assessments, the applied mathematics faculty has made several 


revisions to the curriculum. All of these revisions have come from learning about student success in our 


classes, albeit less formally than is described in this report. Some of these curriculum changes are under 


review currently. A description of these changes appears below. 


 


4.1.A Restructuring Pre-calculus 


 


In Fall 2005, the campus' inaugural semester, roughly 140 students placed into Calculus I or II, versus 


approximately 400 who placed into pre-calculus.  The pre-calculus course, Math 5, initially followed the 


model of most large universities: students met in a large lecture (200 students/class) several times a 


week, and also met in small discussion sections (25 students each) with a TA.  The faculty adopted the 
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Treisman workshop-style discussion sections, so students spent a majority of their time working on 


problems in section, rather than watching the TA solve problems. They chose as a text the #1-seller for 


this course that several other UC campuses use. 


 


Early in the semester, however, the faculty began to detect real difficulties: student performance on the 


first midterm exam was dismal overall; the esprit de corps of the class was poor within just a few weeks; 


and students and teachers alike seemed frustrated by the course, but were unable to figure out how to 


make dramatic improvements. Among other challenges, everyone in the course felt that there was a 


lack of coherence: the text leapt from one topic to another, initially moving, for example, from absolute 


values one day to solving equations the next, to rectangular coordinates the next, and so on. Students 


felt like they weren't making progress in building deep understanding of any particular topic, and felt 


instead like they were simply revisiting material they had seen in earlier math classes, only at a much 


faster pace. As one colleague stated: “How can they be motivated when the reward they perceive for 


surviving this class is more of the same in future semesters?”  (In fact that's not true, since the calculus 


courses are much better in many ways, but these students had no way of knowing that.) 


 


While the faculty predicted a high failure rate for students’ final grades, they were unprepared for the 


ultimate statistic: over 50% of the students did not pass the class.  (This number does not account for 


students who dropped the course sometime during the semester.) Worse, the faculty all had concerns 


about students who passed with a low-C: while they may have “passed,” the faculty did not feel that 


they were well prepared for future courses. This was deemed by all as a simply unacceptable outcome. 


 


During the middle of the semester, the faculty began to search for a different model of teaching this 


class, looking for best practices at other large universities. The faculty identified an outstanding one at 


the University of Michigan, which has a long track record of helping large numbers of students excel 


through their introductory courses. After corresponding and visiting with the University of Michigan 


faculty in charge of the program, the applied mathematics faculty decided to implement Michigan's 


model for the Spring semester.  This adoption represents a huge shift for this large course in which they 


faculty has responded to the students’ needs in a very short time. 


 


Some characteristic key features of the new course include: 


 


• Elimination of large lecture: Students now meet solely in small classes of 25-30 students. 


Homework, tests, and final grades are handled by central course coordinators, but each 


instructor is in charge of his or her students' learning. Among other benefits, the applied 


mathematics faculty aim to form “learning communities” within these small classes. 


• Active learning: Students learn best when they themselves are actively engaged in the material, 


making sense of things for themselves rather than watching someone else do math. Lecturing is 


minimized in this course; instead, students are expected to read the text ahead of time, and the 


instructor then gives mini-lectures interspersed with students working on challenging problems 


in groups for the bulk of the time. 


• Use of a different text: The course text is now Functions Modeling Change: A Preparation for 


Calculus. This text has a clear theme -- functions -- which immediately gives the course 


coherence.  Furthermore, it is written with the expectation that students have seen all of the 


basic skills necessary in earlier classes; the focus here instead is on using those skills to treat 


mathematically interesting scenarios.  There is a great deal of real-world data in the problems, 


and consistently functions are examined symbolically, numerically, graphically, and verbally (the 


so-called “Rule of Four.”) 
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Overall, the applied mathematics faculty has found this new pre-calculus course to be more effective in 


enabling students to learn the skills they need to succeed in calculus. The small class sizes allow for more 


personalized attention to student needs. Moreover, this manageable size allow for effective active 


learning modules in class. Although student successes attributed to these items alone are difficult to 


measure directly, the applied mathematics faculty believes firmly in this restructured pre-calculus 


course. 


 


4.1.B Developing Communication Skills 


 


In the Spring of 2009, the applied math faculty inaugurated a one credit course (Math 91: Topics in 


Applied Mathematics) with the aim of developing the communication skills of the students. This course 


is aimed at sophomore students interested in applied mathematics. Through a variety of applied 


mathematics topics, it emphasizes the clear expression of mathematics. Students will work to improve 


their written expression in their homework assignments, which are graded as much for content as for 


form. The oral expression of mathematics is emphasized through a short student presentation on a 


subject of the student’s choosing. After a positive response from the students, this class is being offered 


in Spring 2010. 


 


4.1.C Calculus Textbook Adoption 


 


The applied mathematics faculty decided early on to adopt a single textbook that would serve all of the 


calculus courses: Math 21, 22, 23 and 30. The original text was by Hughes-Hallet et al. For several 


reasons, the applied mathematics faculty and the students in these classes voiced concerns over this 


particular text. To respond to these concerns, the applied mathematics faculty met to evaluate several 


other textbooks after the Spring Semester of the 2006-2007 academic year. After several discussions, 


the applied mathematics faculty decided to use the text by Stewart. The applied mathematics faculty 


felt that this text aligns better with the goals and objectives of the calculus courses. The applied 


mathematics faculty has found that both students and faculty enjoy the use of this text. It has been the 


text for Math 21, 22, 23 and 30 ever since. 


 


4.1.D New Calculcus Course Sequence (under review) 


 


Dr. Lei, Yue, who serves currently as the applied mathematics faculty member who oversees the calculus 


courses, expressed an observation about our calculus students. By analyzing available student data, the 


applied mathematics faculty were able to confirm a consistent and significant divide between two major 


groups of students: 


 


1. Students needing at most two semesters of single-variable calculus; 


2. Students requiring vector calculus, linear algebra and differential equations. 


 


These two groups of students have very different motivations and objectives for taking calculus due 


largely to their specific academic goals. 


 


The applied mathematics faculty has found that reaching both groups of students effectively and helping 


them to achieve their educational goals in the existing Math 21 and 22 courses is becoming more and 


more challenging. For example, to focus on the needs of the first group of students to develop and 


practice their problem-solving skills needed to understand the fundamental concepts in calculus 
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requires time away from some of the technical details that are needed by students in the second group. 


On the other hand, preparing students in Math 21 and 22 for the material in Math 23 and 24 only serves 


the proportion of students who will go on to take those courses. 


 


To address this problem, the applied mathematics faculty has proposed a new, two semester calculus 


sequence comprised of the courses Math 11: Calculus I and Math 12: Calculus II. These courses are 


under review currently. These two courses are designed to meet the needs of the first group of students 


listed above. Provided that this change is implemented, the faculty will remove the existing course, 


Math 30: Calculus II for Biological Sciences which will be replaced with Math 12. Consequently, Math 21 


and Math 22 will be tailored to meet the needs of the second group of students listed above. The faculty 


is tentatively going to change the name of Math 21/22 to Calculus I/II for Physical Sciences and 


Engineering, respectively, since these courses serve those particular majors. Thus, the applied 


mathematics faculty proposes that those majors requiring at most two semesters of calculus take Math 


11 and 12 and those majors requiring more than two semesters of calculus take Math 21 and 22. 


 


4.1.E Reorganizing the Core Curriculum (under review) 


 


After the first cohort of Applied Mathematical Sciences majors went through the core curriculum of 


applied mathematics courses, the applied mathematics faculty determined that this core required some 


reorganizing. In particular, with respect to PLO 1, the applied mathematics faculty found that students 


were having difficulty making the transition to working with the rigor required for upper level 


mathematics courses focusing on analytical methods. Students were not meeting the applied 


mathematics faculty’s expectations. Through individual discussions with students, the applied 


mathematics faculty determined that students felt that the difficulty in the content changed too 


abruptly from the lower division courses to the upper division courses. 


 


The applied mathematics faculty met in the summer of 2008 to discuss this matter. From this discussion, 


the applied mathematics faculty decided to reorganize their upper division core courses that focus on 


analytical solutions methods. In particular, the applied mathematics faculty reorganized the content 


across the entire core so that students could develop their analytical problem-solving skills more 


gradually and in a more natural progression. 


 


In particular, the applied mathematics faculty paid more attention to the transition that students make 


from the lower division Math 24 course to the current Math 121 course. The new course sequence, 


which is under review currently, eliminates Math 121 and replaces it with a new course, Math 125 and 


eliminates Math 142 and replaces it with a new course, Math 126. The sequence of Math 24, Math 125 


and Math 126 gives students a three-course sequence in which students build and develop skills for 


solving ordinary and partial differential equations. By having this three course sequence, students can 


build smoothly and continually their analytical problem-solving skills rather than having three disjoint 


courses. Included with these changes are pre-requisite changes to ensure this smooth and continuous 


progression through these three courses that has an appropriate inclusion of material learned from 


those pre-requisite courses. 


 


4.1.F Capstone Modeling Course (under development) 


 


To address PLO 3 at the mastery level, the applied mathematics faculty will develop a capstone course in 


mathematical modeling. This course will serve several functions.  One such function is to provide a 


unique experience for the Applied Mathematical Sciences majors that include a series of activities 
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designed to enhance their knowledge and appreciation of applied mathematics while preparing them 


for entry into a graduate program or placement in government, industry and business.  Other functions 


of this capstone modeling course include avenues to assess the program through projects, 


presentations, and research. 


 


The applied mathematics faculty plans to develop a prototype for this course by Summer 2010. This 


development will include a sample of the current Applied Mathematical Sciences majors. These students 


will survey different modeling problems and help choose which problems may be relevant and 


interesting to future students.  By Fall Semester 2012, the applied mathematics faculty plans to deliver 


this capstone course. 


 


4.2 Assessment Methods 


 


Overall, the applied mathematics faculty is pleased that their initial proposal for program learning 


outcomes seems still to be appropriate and correct. Probably the largest concern that the applied 


mathematics faculty had in this initial assessment was the lack of “coherency” in our assessment of the 


embedded questions. This lack of coherence indicates that the faculty does not yet share a common 


understanding of what a particular level of performance looks like. Most likely, this occurrence was due 


to a lack of discussion about the initial rubric the faculty has developed. To that end, the applied 


mathematics faculty has decided to proceed differently in the future in at least the following two ways. 


 


1. The applied mathematics faculty will do assessments of embedded questions in the future as a 


group so that they can have an open dialogue about our criteria and standards for evaluating 


student work. 


 


2. The applied mathematics faculty will adopt a different evaluation methodology based on the 


holistic grading approach that many of us use for grading student work (see Section 7.8 for a 


description of Holistic Grading). 


 


3. The applied mathematics faculty will seek more staff support for these assessments. In 


particular, the assessment reported on here could have been improved vastly by organizing the 


evidence collected better. By organizing this evidence collection and analysis effort better, the 


applied mathematics faculty believes that they can take full advantage of the entire group of 


faculty and suggest changes in real-time leading to a more meaningful discussion. 


 


In these ways, the faculty feels that they are making changes to our approach to assessment that will 


lead to a proper calibration in which individual faculty draw conclusions reliably about the quality of 


student work. 


 


5 Implications of proposed changes 


 


To conduct future assessments and carry out the plans above, the Applied Mathematical Sciences 


program will require several resources. Many of these resource needs are under consideration or under 


development within the School of Natural Sciences, the Center for Research on Teaching Excellence and 


Institutional Planning and Analysis. 


 


A critical component of all future assessments is evidence collecting. For the past several years, the 


applied mathematics faculty benefitted from the work of Ms. Cheryl Hedges, who acted as Math 
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Coordinator. Ms. Hedges collected student data from all of the lower division mathematics courses and 


produced a summary of analysis of that data. The applied mathematics faculty used that data each 


semester to conduct meetings and make plans for the following semester. This data and analysis was 


critical for the applied mathematics faculty to consider changes to the curriculum as well as in designing 


more formal assessments to investigate concerns more deeply. Unfortunately, Ms. Hedges moved on 


from that position and it remains unfilled due to the current fiscal situation. However, School of Natural 


Sciences’ Dean Pallavicini saw the need for this kind of data collection and analysis for all of the 


programs within the School of Natural Sciences. Consequently, she has been allocating staff support to 


help the programs within the school, including Applied Mathematical Sciences, continue their routine 


data collection and analysis. An important area where this data collection and analysis will be crucial is 


for the lower division service mathematics courses, especially with the ever-growing students needing 


Math 5: Pre-calculus and even more fundamental mathematics skill building. The implications of 


assessments made by the Applied Mathematical Sciences program on these lower division courses are 


far-reaching in that they affect several other programs on campus. As a result, these assessments will 


have to be done in cooperation and coordination with those other programs. The applied mathematics 


faculty hopes that their colleagues in other programs will help in this coordination. 


 


The Center for Research on Teaching Excellence has provided a great deal of support already to the 


Applied Mathematical Sciences program assessment. They have helped to organize this initial 


assessment including organizing and coordinating the student focus group meeting. The applied 


mathematics faculty values greatly the work that this center does for this program. As the applied 


mathematics faculty prepares to conduct future assessments, they will look even more to this center for 


help and support. 


 


There have been some initial discussions between the applied mathematics faculty and staff from 


Institutional Planning and Analysis. The applied mathematics faculty is hoping to collaborate with 


Institutional Planning and Analysis to create a dynamic database of student data – a larger scale version 


of the data collection, analysis and summarizing that Ms. Hedges did earlier. This larger scale effort is 


crucial for addressing the lower division mathematics courses that affect the entire campus. 


 


The major challenge in addressing the future assessments lies in coordinating all of this data collection 


and analysis coming from different offices. Ultimately, this work is the responsibility of the applied 


mathematics faculty. To that end, the applied mathematics faculty has reorganized themselves to 


address these and other matters. Although the applied mathematics faculty values this assessment 


work, it does come at the very real and substantial cost of time away from other scholarly duties. The 


balance of faculty effort needed to do this work while maintaining productivity in scholarship continues 


to be a challenge that remains insufficiently addressed by this university. 


 


6 Self evaluation 


 


Using the “Rubric for the Report on PLO Assessment,” the applied mathematics faculty self-evaluate this 


program according to the results of this initial assessment. 


 


6.1 Assessable Program Learning Outcomes 


 


The faculty agree strongly that the current program learning outcomes represent a good first attempt at 


encapsulating a practical realizable set of outcomes for their expectations of students in the program. 


The language used to articulate these outcomes emphasizes correctly that the applied mathematics 
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faculty are dedicated to enabling students to become effective problem-solvers versed well in both 


analytical and computational methods (PLO’s 1 and 2). The faculty agree that solving an applied 


mathematics problem requires a broad view that includes a strong knowledge-base of the application 


area to which the solution serves (PLO’s 3 and 5). And finally, the faculty is committed to teaching 


students effective communication skills that are essential for presenting findings and results to the 


broadest possible audience so that their work can have the most impact possible (PLO 4). 


 


The initial assessment presented here has provided the applied mathematics faculty a beneficial test of 


their program learning outcomes. Overall, the applied mathematics faculty agrees still that the program 


learning outcomes are reasonable and appropriate. However, the applied mathematics faculty has 


learned a great deal about their specific expectations of students through this assessment exercise. In 


particular, the applied mathematics faculty has revised their explicit criteria in the course rubrics. This 


revision will undoubtedly lead to new approaches in teaching that enable students better to fulfill the 


program learning outcomes. 


 


6.2 Valid Evidence 


 


Collecting and evaluating embedded questions is clearly the most sensible choice for evidence. This 


evidence provides the applied mathematics faculty a direct line to students’ abilities and skills. At the 


same time, the student focus group provided valuable insight into students’ perceptions of the program 


learning outcomes that the applied mathematics faculty did not always anticipate. The combination of 


these direct and indirect methods for collecting evidence proved to be essential for a comprehensive 


initial assessment.  


 


The major challenge in acquiring valid evidence for assessment is probably the sample size. The Applied 


Mathematical Sciences program is not a big program. Moreover, this program is still in its infancy. Thus, 


the faculty must work with small sample sizes that may not be appropriate for extrapolating to a broad 


view of this program. On the other hand, the applied mathematics faculty enjoys this current situation in 


which they have the ability to work with students on an individual basis. Again, the applied mathematics 


faculty feels strongly that this situation has led to the student statement in the focus group discussion 


that “faculty were always available to help.” It will become clearer as the faculty conduct future 


assessments that their view of the evidence will take on a broader view because the program will grow. 


 


6.3 Reliable Results 


 


Since this report discusses our very first formal assessment of the Applied Mathematical Sciences 


program, the applied mathematics faculty is still developing a collective understanding of the standards 


in evaluating the program. Just by reflecting on the revision of the rubric used to evaluate the 


embedded questions, the applied mathematics faculty has reached a new understanding that this 


calibration process will be dynamic and on-going. Certainly, this initial assessment provided the means 


to begin this discussion. 


 


6.4 Summarizing Results 


 


An important issue that the applied mathematics faculty will take on in the near future is 


communicating their assessment results on their lower division service courses to the other programs to 


whom those courses serve. The faculty hopes to develop a collaborative effort in which faculty and 


students from other programs participate in this very large assessment effort. Moreover, the faculty 
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hopes that in conducting this assessment, they can achieve even more alignment with the goals of other 


programs on campus, thereby strengthening the overall mission of this university. 


 


6.5 Conclusions and Recommendations 


 


The applied mathematics faculty is fortunate to have a student body who participated actively in this 


initial assessment. Because of this participation, the applied mathematics faculty was able to derive a 


great deal of information from this initial assessment. Indeed, student participation is essential for 


meaningful assessment. For future assessments, the applied mathematics faculty will develop concrete 


incentives for student participation. The applied mathematics faculty is dedicated to conducting 


transparent assessments to which students, faculty and staff have access. To that end, the applied 


mathematics faculty will develop more inclusive methods for conducting assessments that encourage 


more participation and yield a deeper sense of ownership among the stakeholders of this program. A 


critical component of this endeavor will be opening up communication channels and extending 


dialogues with students, staff and faculty. The applied mathematics will be developing methods for 


achieving these goals in the near future. 


 


7 Appendices 


 


7.1 Summary of Meeting on August 26, 2009 between Arnold Kim, Mike Roona and Anne Zanzucchi 


 


Overview 


 


The beginning of our meeting focused on a draft of the rubric for PLO #1, developed during Spring 2009.  


The original plan included assessing embedded questions in Math 22: Calculus II, Math 24: Introduction 


to Linear Algebra and Differential Equations, and Math 131: Numerical Analysis to create and refine 


assessment rubrics.  These three courses were selected for review as on the Curriculum Map they 


represent the full range of abilities (introduction, develop, mastery). 


 


Part of our discussion explored some potential challenges with a rubric covering so many levels of skill 


and coursework.  Arnold emphasized the importance of faculty buy-in with assessing student work and 


developing this rubric, so the assessment task and results should have a high-level of applicability.  With 


that in mind, it was suggested that the scope of assessment could be narrowed and thereby gain depth 


and faculty engagement.   


 


Since Math 131 is a course that has been discussed frequently by faculty and serves as an important 


gateway and also is a course that will play a key role in the assessment of PLO #2 and PLO #3, initially 


focusing on this course seemed ideal.  In addition, the suggestion was made that it might be easier to 


move the assessment process forward by focusing on MATH 131’s role in the development of 


computational methods (PLO #2), rather than analytical methods (PLO #1).   


 


Student coursework would need to be discussed by faculty during Fall 2009 to prepare the January 2010 


annual report, so we discussed some strategies for evaluating advanced homework sets to develop a 


shared rubric and strategize curriculum changes (as needed). 


 


Institutional Planning & Analysis Support 
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Surveys:  Five surveys were provided, three locally developed (New Undergraduate Survey, Graduating 


Seniors Survey, and Alumni Survey), one UC-wide survey (UCUES) and one national survey (NSSE).  The 


UCUES and NSSE surveys have been administered at UCM in alternate years (in the spring semester).  


The UCUES and NSSE surveys allow for comparisons, by program, with other institutions (UC campuses 


or other colleges/universities nationally). 


 


Timeline 


 


29 Sept. – 1 Oct. 2009: Capacity & Preparatory Review Site Visit 


15 Jan. 2010: Summary of PLO 1 Assessment (to WASC Steering Committee) 


15 Mar. 2010: Summary of Program Assessment (to WASC Steering Committee) 


14 Dec. 2010: Educational Effectiveness Report  


8-10 Mar. 2011: Educational Effectiveness Review Site Visit 


June 2011: Initial Accreditation expected 


 


7.2 Summary of Meeting on November 12, 2009 between Arnold Kim and Anne Zanzucchi 


 


Our meeting focused on potential overlaps between the assessment aspects of program review and FAO 


annual reporting on student learning outcomes.  We discussed an assessment plan for December that 


will lead to direct and indirect evidence of learning, related to PLOs 1 & 2: 


 


Upon graduating, we expect students completing the Applied Mathematical Sciences major to have 


become effect problem-solvers, meaning that student will be able to 


 


1. Solve mathematical problems using analytical methods. 


2. Solve mathematical problems using computational methods. 


 


The aim of this assessment plan is to refine a currently rough draft of a rubric that outlines criteria and 


standards for analytical and computational methods.  Embedded questions have been collected for both 


of these PLOs and could be rated according to this rubric, ultimately with the intention of developing the 


rubric further.  The revised rubric, then, will function as a guideline for describing expectations to 


students and providing a common vocabulary among faculty to describe student progress. 


 


Prior to a December faculty meeting, MATH faculty will receive a set of 6 embedded question responses 


which they will evaluate on their own time.  A Word.doc evaluation form will be sent to Math’s staff 


support, who will save files in folders labeled Exemplary, Satisfactory, Poor to tabulate scoring trends.  


This form will include a narrative commentary box, asking: 


 


(1) What overall features from the rubric helped you rate the quality of this student response? 


(2) Are there features not described in the rubric that would be useful to include?  Please describe 


 


A CRTE staff member can work with Math’s staff support member to analyze this narrative data.  In the 


December faculty meeting, participants will work in pairs for calibration and dialogue purposes.  The 


rubric will be refined and shared, based on the prior work of rating samples.  Pairs of faculty will then 


rate student work again using the refined rubric and provide similar feedback on its development.  Of 


interest will be to see if the scoring patterns are relatively similar once faculty work together on 


conclusions and apply a more detailed rubric. 
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For indirect evidence, faculty could be asked to describe their expectations of what students are able to 


do with this PLO before rating samples.  Then, they could reflect on whether there are any differences in 


their expectations after reading samples. 


 


Students in MATH 131 / 121 could complete a survey asking for their responses to the PLO.  A focus 


group could be conducted in March 2010 to see the extent to which their predictions about how the 


courses would apply to their major were accurate.  A sample focus group session script is attached. 


 


7.3 Agenda of Applied Mathematics Faculty Meeting on December 7, 2009 


 


1. Announcements [5 min] 


2. Reports 


a. Hiring (Arnold) [10 min] 


b. Graduate Program (Mike) [10 min] 


c. Undergraduate Program (Francois) [10 min] 


d. Lower-division service (Lei, Yue and Arnold) [10 min] 


3. Assessment for WASC [15 min] 


4. University Program Review [20 min] 


5. New Business [5 min] 


6. Adjourn 


 


No meeting minutes are available to include in this report. 


 


7.4 Initial Rubric for Assessing PLO 1 for Math 121 Embedded Homework and Final Exam Problems 


 


 


Poor 


• Little evidence of drawing on relevant previous knowledge is present, showing little 


relevant engagement in the task 


• Some correct reasoning or justification for reasoning is present with trial and error, or non-


systematic trying of several cases 


• There is an incomplete explanation, it may not be presented clearly 


• The solution is not complete indicating that parts of the problem are not understood 


Fair 


• Evidence of drawing on some relevant previous knowledge is present, showing some 


relevant engagement in the task 


• Planning or monitoring of strategy is evident, which leads to a solution of the problem 


• There is a clear explanation and appropriate use of accurate mathematical representation 


with few errors 


• The solution shows the student has a broad understanding of the problem and major 


concepts. Arguments are constructed systematically 


Good 


• Adjustments in strategy, if necessary, are made along the way and/or alternative strategies 


are considered 


• As systematic approach and/or justification of correct reasoning is present. This may lead to 


1) clarification of the task, 2) exploration of mathematical phenomena and 3) noting 


patterns and structures 


• Appropriate and accurate mathematical representations are constructed and refined to 


solve problems or communicate the solution 
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7.5 Initial Rubric for Assessing PLO 2 for Math 131 Embedded Homework and Final Exam Problems 


 


 


Poor 


• Little evidence of drawing on relevant previous knowledge is present, showing little 


relevant engagement in the task 


• Some correct reasoning or justification for reasoning is present with trial and error, or non-


systematic trying of several cases 


• Unsuccessful or incomplete transfer analytical knowledge to algorithm development, 


implementation and testing 


• There is an incomplete explanation, it may not be presented clearly 


• The solution is not complete indicating that parts of the problem are not understood 


Fair 


• Evidence of drawing on some relevant previous knowledge is present, showing some 


relevant engagement in the task 


• Planning or monitoring of strategy is evident, which leads to a solution of the problem 


• Successful and complete transfer analytical knowledge to algorithm development, 


implementation and testing 


• There is a clear explanation and appropriate use of accurate mathematical representation 


with few errors 


• The solution shows the student has a broad understanding of the problem and major 


concepts. Arguments are constructed systematically 


Good 


• Adjustments in strategy, if necessary, are made along the way and/or alternative strategies 


are considered 


• Attention paid to gaining efficiency in algorithm implementation through testing and 


validation 


• As systematic approach and/or justification of correct reasoning is present. This may lead to 


1) clarification of the task, 2) exploration of mathematical phenomena and 3) noting 


patterns and structures 


• Appropriate and accurate mathematical representations are constructed and refined to 


solve problems or communicate the solution 


 


7.6 Summary Report of Student Focus Group Discussion held on January 19, 2010 


 


Number of Participants: 6 students 


 


Goal: The focus of this session is to determine key responses to students’ learning experiences in the 


major program. The interview concludes with a problem-solving opportunity to ensure constructive and 


applicable feedback. 


 


Brainstorming  


 


Take about 2-3 minutes to list or write a brief paragraph about your primary experiences as an Applied 


Mathematics student.  What are the immediate images, concepts, or phrases that come to mind? 


 


Illustrations and Applications: 


 


The students agreed that there should be more illustrations and interactive applications of the concepts 


they were studying in the math class. They suggested having an assignment/ a class focused solely on 


connecting the math to real life situations, such as a long term project.  One student stated, “it is hard to 
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remember any of the material if it is not immediately applied to something, because it has no meaning if 


remembered by itself”.  


 


Material: 


 


There were mixed feelings about the programs. One student felt that the Mat Lab program was not 


introduced to them properly or completely, and this hindered their ability to operate in the class, and 


they should not have wasted time in Java for their prerequisites. On the other hand, another student 


had ease with the program, and thought Java was better to learn than Mat Lab because of its flexibility. 


The other three students were indifferent on the subject and had no comments on the matter. It was 


also suggested to have more integration of programs such as “Latex” which would help better prepare 


them for graduate school as well as writing papers for the Mathematics community in the future.  


 


Writing Class: 


 


Another suggestion was to have a writing 116 class more geared towards writing in Math as opposed to 


writing in biology. Two of the students felt that they were unable to write in the correct format because 


the writing class was primarily for Biology students. They felt that they were not receiving a fair writing 


education in the Math major. 


 


Students’ experience & Assignments:  


 


Students felt Math 131 and 121 professors are engaging since they are eccentric and entertaining, but 


that students were often given large amounts of notes and homework and short time for completion. 


The students request to be given more time to complete Math 121 assignments which take much longer 


to complete than the time originally assigned. 


 


Program Learning Outcomes 


 


Given these PLOs, how applicable has Math 131/121 been to the next step in your Applied Mathematics 


Major? 


− Solve mathematical problems using analytical methods. 


− Solve mathematical problems using computational methods. 


 


The general consensus was that the program is definitely moving in the right direction, but the students 


do not feel completely confident in being able to do either of the analytical or computational methods 


yet. The group expressed that the program focuses much more strongly on analytical rather than 


computational methods.  


 


One student felt that the Math 131 & 121 classes were a good start in upper division courses, and they 


were able to establish the expectations of the program. The Math 121 class was very helpful in 


progressing the analytical PLO, and Math 131 helped a little bit in the analytical PLO but was mainly 


iterative.  


 


Students’ engagement & Curriculum 


  


At what point did you really feel as though you were fully engaged with Applied Mathematics? The 


group felt that Math 141 was their turning point as an Applied Mathematics student, and suggested that 
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it should be taught earlier because it enabled them to know how to solve any math problem. However, 


one student suggested that “Transforms” from Math 121 was the real engaging point alongside with the 


Math 131 homework which made the students feel they really understood the material. 


 


Teaching Practices 


 


Have there been teaching practices that have been particularly effective at supporting your learning? 


 


Participant agreed that professor Harish Bhat, who didn’t adopt a book in Math 121 and posted 


extensive but very instructive and easy to follow notes on CROPS, taught the class with such great 


understanding that the students praised his methods excitedly. Similarly, Math 131 professor made an 


attempt to show applied, “hands on” learning which also aided the students’ learning. The students 


agreed that these methods were extremely effective and helped their learning. 


 


Conclusion 


 


Key points that the faculty should know: 


 


The students would like to ask faculty to be a little more patient with them because they felt that the 


professors did not seem to understand how difficult the subject was to them, and also they appreciated 


the fact that faculty were always available to help, and it should stay that way. 


 


7.7 Agenda of Applied Mathematics Faculty Meeting on January 23, 2010 


 


1. Announcements  


2. Discussion  


a. Gather individual feedback on the assessment 


b. Determine initial results on student performance 


c. Gather feedback on Student Focus Group summary (see attachment) 


3. Presentation of Assessment Data 


d. Discuss the cumulative results 


e. Reflect on initial results in light of the data 


4. Revisit the rubrics 


f. Determine revisions needed to ensure more consistent assessment in the future 


g. Propose future studies for assessment 


5. Discussion 


h. Next steps for future assessments 


i. Implications of these results in our program review 


6. New Business 


7. Adjourn 


 


No meeting minutes are available to include in this report. 
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7.8 Holistic Grading 


 


Holistic grading is a method for assessing student work. Dr. Bruce Birkett, a consultant for the School of 


Natural Sciences during the 2005-6 and 2006-7 academic years introduced holistic grading to the applied 


mathematics faculty. Below is a reprint (with their kind permission) of a document that Dr. Birkett and 


his colleague, E. Alby wrote to explain it. 


 


What is holistic grading? 


 


Don’t worry: the touchy-feely sounding name actually refers to a well-established grading technique 


designed to assign more meaningful scores.  Instead of “reductionistically” grading the students’ answer 


line by line, you read the solution as a whole and evaluate the students’ overall level of understanding of 


the concepts and problem-solving techniques.  Although this method sounds vague, it yields very 


reliable results, when done properly.  (In education jargon, “reliable” means that different graders 


would agree upon the score, making the score more meaningful.)  Indeed, ETS uses exactly this method 


to grade AP exams for this reason.   


 


What’s wrong with traditional grading? 


 


In traditional grading, you break up a problem into pieces, and assign a point value to each piece.  


Students lose points for each piece that they get wrong.  For instance, in a block-on-a-ramp problem, 


students might lose 2 points for getting the normal force wrong, 3 points for resolving the gravity vector 


incorrectly, and so on.  A majority of the time, this system yields a fair score.  But you also get some very 


perverse results.  For instance, graders have given students only 5 or 6 points out of 10 even when their 


presentations showed a clear understanding of the material, because many small errors chipped away at 


their scores.  At the same time, other students have gotten 8 or 9 out of 10 points because they blindly 


got all the pieces of the problem right, even though they clearly had no clue about how those pieces fit 


together, except by rote.   


 


Holistic grading avoids these perverse outcomes, because it focuses on the student’s overall answer, not 


on the pieces of the answer.  Most of the time, holistic grading and traditional grading give similar 


results.  But holistic grading yields better results in the kinds of cases just discussed.  And it’s faster than 


traditional grading, because you get less bogged down in details. 


 


How does holistic grading work? 


 


In holistic grading, you typically give the students’ answer a score between 0 to 5, where... 


 


5 = excellent understanding.  “He’s got it!”  The student clearly understands how to solve the problem.  


Careless errors can appear on a “5” paper, provided the errors don’t indicate a conceptual 


misunderstanding or lead to an entirely unphysical result.  Typically, you can tell a “5” within ten 


seconds of looking at it—and even faster, after you’ve seen lots of them. 


 


4 = good understanding.  “She has the basic idea, but messed up on one thing...”  The student 


understands the main concepts and problem-solving techniques completely or almost completely, 


but still has some minor yet nontrivial gaps in her reasoning.  If you were tutoring this student, 


you wouldn’t need to go back to basics.  You’d just need to address the one or two “sticking 
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points.” 


 


3 = fair understanding.  “He’s partly getting it, but missing some important stuff.”  The student isn’t 


completely lost, but doesn’t really get it, either.  If you were tutoring this student, you’d have to 


go back to some of the basics, but you wouldn’t need to dwell on them.  A “3” answer often looks 


like the student was going along fine for a while, but then branched off in some weird direction, or 


just didn’t know how to handle a crucial step.  Part of the answer may look like it was done more 


by rote than by really understanding.   


 


2 = poor understanding.  “Everything’s done by rote; she doesn’t understand what she’s doing.”  A “2” 


answer isn’t completely off base.  But it reflects reasoning done almost entirely by rote memory or 


by “pattern matching” to an earlier problem.  Or maybe the student goes off in some direction 


that’s not entirely crazy, but doesn’t work. 


 


1 = no understanding. “He didn’t get it at all.”  The student may have jotted down some appropriate 


formulas and diagrams, but didn’t know what to do with them.  Or he did something completely 


off base. 


 


0 = wrote hardly anything.  “She left it blank.”  Even blatantly wrong or incomplete answers get a 1.  A 0 


is reserved for blank or almost-blank pages. 


 


With help from the professor or from another TA, you should find some student answers that fit 


squarely into each category.  Use these answers as “calibration.”  This is really important; holistic 


grading is reliable only when you have good benchmarks for each of the 5 gradations. 


 


To grade efficiently using this system, the key thing is to escape the mindset of assigning “points off” to 


particular mistakes.  Of course, answers containing the same mistake often end up with the same score.  


But even so, you should look at how that mistake fits into the overall reasoning. 


  


Important:  If the problem is worth, say, 30 points, you’ll probably find yourself wanting to use more 


than 5 gradations.  Instead of giving all answers a score of 0, 6, 12, 18, 24, or 30, you might decide that 


someone deserves a “high 3/low 4,” i.e., a score of 21.  If you do this occasionally—no more than 10% of 


the time—then it’s fine.  But by doing it too frequently, you essentially end up with 10 gradations 


instead of 5, which reduces the reliability of holistic grading.  To maintain reliability, please interpolate 


between the 5 gradations only when you feel you must. 


 


Borderline cases 


 


Sometimes you’ll have a really hard time deciding a score.  Most of the time, you should trust yourself 


and go with your gut feeling.  But in the few cases where you just can’t decide, go ahead and ask 


another TA or professor to act as your tiebreaker.  And you can be someone else’s tiebreaker. 







7.9 Student Work: PLO 1 Embedded Homework Questions 































































8.0 Student Work: PLO 1 Embedded Exam Questions 
 















































8.1 Student Work: PLO 2 Embedded Homework Questions 
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8.2 Student Work: PLO 2 Embedded Exam Questions 
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Biological Sciences 
Assessment Report 


Program Learning Outcome 1 
January, 2010 


 
 
 
 
I. Abstract 
 The Life Science Curriculum committee has coordinated the faculty assessment 
of Biology Program Learning Outcome 1.  The main method for assessment was 
examination of student responses to exam questions.  While three courses were 
solicited and provided student responses, it was determined that only one course had a 
suitable question and an assessable set of responses.  A rubric was developed and all 
legible exams were assessed by a “study section” of four faculty.  It was found that 
68%-72% of student responses were judged to be at least at “medium proficiency” for 
the two key elements of the rubric (Comprehensiveness and Scientific Accuracy).  This 
is below the goal of at least 80% of students at “medium” proficiency, and so possible 
corrective actions are suggested in the present document.  In addition, this first-ever 
assessment revealed several areas for future improvement in the assessment process 
itself.  For instance, it is clear that better coordination with faculty is needed in obtaining 
assessable questions that will garner consistent, assessable student responses.  Also, 
data other than student responses on exams would be valuable in future assessments.  
Several suggestions are made for future assessment, including using work from lab 
write-ups and using student survey data.  This assessment will be disseminated to the 
Life Science faculty and an open meeting will be held to discuss ways to better align 
curriculum with our Outcomes.  It is hoped that the present assessment will illuminate 
areas for possible improvement and facilitate the curriculum development process. 
 
II. Introduction 
 Among the five Biology Program Learning Outcomes (PLO; see Appendix 1), the 
faculty chose to assess Program Learning Outcome 1, which is “Graduates from the 
Biological Sciences programs will have demonstrated an understanding of the tenets of 
modern biology and an understanding of how cellular functions are integrated from the 
molecular level to the cellular level, through to the level of organism, populations, and 
functioning ecosystems.”  This Outcome is our most general and our most broad 
Outcome, so the faculty agreed that it would represent a good place to start our annual 
assessment efforts.  The intent of this PLO (PLO1) was that students should be able to 
see “the big picture” of Biology, to understand that a molecule is important because it 
can affect an organelle, which in turn can affect cell function, which in turn can affect an 
organ or an organism.  Finally, entire organisms form populations and ecosystems, 
which influence each other and are influenced by events at a cellular and molecular 
level.  Our intent was not to parse the statement and assess each phrase, but rather to 
determine if our students were indeed seeing beyond the level of a particular class 
(molecular, cellular) into the “big picture” of Biology.    
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 We had three goals in this assessment effort.  First was our desire to determine 
whether our students were achieving PLO1, which meant that our students should be at 
least at medium proficiency at understanding the “big picture” relationships of the 
course in which they were working.  For example, we wanted to determine if students in 
a biochemistry class could also see how individual molecules were relevant to higher 
structures such as organelles and cells.  For students in cell biology, we would like them 
to understand how cells relate to organs and possibly organisms.   
 


Our second goal was to determine what changes in the curriculum might help our 
students achieve more success on PLO1, based on the evidence we accumulate.   For 
example, if we find systematic deficiencies among many students in a particular area, 
what strategy could best be used to improve in that area?  Which course(s) or teaching 
techniques could potentially be changed?  How could we foster faculty discussion to 
bring about this change? 
 


Our third goal in this process was to determine changes that are needed in the 
process itself.  Is this PLO still an Outcome we agree with?  Do we need to change the 
wording? Do we need to change how we assess this PLO or how assessment in 
general is carried out?  
 
 Therefore, the Life Sciences Curriculum Committee solicited  exam questions 
from several faculty members who teach upper division courses.  We analyzed the 
student responses, as will be described.  
 
III.  Assessment Methods 
 
 The Life Sciences Curriculum Committee (which is charged with carrying out 
Assessment) considered several ways to determine whether students were proficient in 
PLO1.  Student interviews were ruled out as being too cumbersome and difficult to 
score, which would in turn make data analysis difficult.  Student surveys were also 
deemed not workable for such a broad question in the time frame provided, although a 
possibility for the future.  Similarly, an “exit exam” for graduating seniors was strongly 
considered, but there was not agreement among the faculty about who would spend the 
time to write the questions, and there was doubt that students could be convinced to 
take the exam.  It was agreed that this also was a possibility for the future, possibly 
using an already-existing exam like the GRE, with inducements for students to take the 
exam.    
  
 The Committee agreed that for PLO1, the best assessment method was to 
embed questions in exams of several of our upper division courses, then determine 
from student responses whether they were proficient in PLO1.  We asked the lecturers 
for three courses to include an exam question (made up by them) that required students 
to articulate several “levels” of Life Sciences.  For example, the Biochemistry II 
professor asked how hydrolysis of ATP was used to carry out work in a cell.  The 
students needed to understand that chemical energy was used to cause structural 
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change that was in turn used to power cell machinery.  The Cell Biology lecturer asked 
why cells developed internal membranes, and what was the advantage of doing so.  
The students needed to understand how encapsulating certain chemical functions led to 
advantages in cellular function and survival.  The Physiology professor asked students 
to explain a particular signaling pathway and its effect on the kidney.  In this case, the 
students needed to understand the chemical nature of signaling, the effect on individual 
cell function, and how this relates to the function of an organ. 
 
 In general, we were satisfied that our selection of three courses did cover a 
broad range of material and would be sufficient to determine if students understood the 
“big picture” that we were trying to assess with PLO1.  We did not include a course that 
involved ecosystems, which is something that should be improved the next time this 
PLO is assessed.  
 
 When we received the student responses for each of the three exam questions, 
we realized that we were somewhat naïve in our request to the lecturers, in that we 
gave them a very open-ended request and were not particularly involved in the design 
of their question.  Therefore, the student responses were fairly difficult to assess in a 
consistent manner.  The Biochemistry question was worded to allow a very short 
answer, which made it difficult to use a wide-ranging point system to score, as was our 
intent.  The Physiology question was worded so that some students just drew diagrams, 
while others answered with prose, again making consistent assessment difficult.  The 
Cell Biology question had the combination of a long answer (allowing a point score for 
several areas of content) as well as being from a large class (allowing a fairly large 
sample size) so that was the main course/question used to assess PLO1 this year.  
 
 Over the course of several meetings, we developed a rubric for the Cell Biology 
exam question that was used for assessment, based on the student responses, the 
“correct answer” and the goals of PLO1.  This is included in Appendix 2.  Our rubric had 
5 categories, with the most important being “Comprehensiveness of Response” and 
“Scientific Accuracy/Vocabulary”.  For each category, a definition was determined for 
“High proficiency”, “Medium proficiency” and “Low proficiency”.   
 
 In order to actually assess the student responses, 4 Biology faculty members 
(about 20% of the Biology faculty) gathered in a study-section-like meeting.  First we 
participated in a norming exercise that allowed the group to agree on a common 
standard for “high”, “medium” and “low”.  Then the faculty read and scored the student 
responses, giving a separate score for each category in the rubric.  Two faculty 
members were assigned to each student response, and the scoring was done by each 
faculty member alone, without collaboration.  As will be shown below, in some 
categories the two faculty members tended to agree with each other regarding the 
quality of the response, while in others they did not agree.  Despite this, the assessment 
exercise was very valuable in clearly pointing to some areas that need to be improved, 
such as Scientific Accuracy.   
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 The results of the assessment were analyzed.  As a final step in the assessment 
process, the present report will be disseminated to the faculty.  An open meeting of the 
Life Sciences Curriculum committee will be called in order to make recommendations 
on how we can better achieve success with PLO1 and also how we can efficiently and 
accurately assess PLO2 next year. 
 
IV.  Results 
 


As described above, the main tool in assessing PLO1 was an embedded 
question in a Cell Biology course.  Each student response was evaluated by two 
professors; there were 50 student responses evaluated, from a class of 65 (chosen 
simply based on legibility).  Embedded questions were placed in exams from other 
courses, but these were not deemed suitable for assessment, either due to small class 
size and short answer (Biochemistry), or lack of consistency in the type of student 
responses (Physiology).   


 
During the process of evaluating the student responses, the faculty agreed that 


the two most important categories in the rubric were “Comprehensiveness of Response” 
and “Scientific Accuracy/Vocabulary”.  Therefore, there is an emphasis on these 
categories in the analysis. 


 
The main question to be answered in this assessment is “How many students are 


proficient in PLO 1 as judged by responses on this embedded question?”  As noted 
above, each faculty assessor judged each response as “high”, “medium” or “low” in 
each of five categories in the rubric.  If we define adequate proficiency as obtaining a 
“medium” or higher by at least one faculty member in the faculty assessment, then 36 
out of 50 students were assessed at this level in Comprehensiveness of response, while 
34 students were judged to be at this level in Scientific Accuracy/Vocabulary (Table 1).  
The numbers were slightly better than this for Professional Communication and 
Synthesis/Integration.  The category of Composition was particularly hard to analyze, 
because the two reviewers for each student response disagreed with each other over 
50% of the time.  Clearly, if this is deemed to be an important part of student evaluation 
in the future, more effort needs to be made to normalize in this category. 


 


Table 1:  Summary of faculty scoring in each rubric category 
  


 Comprehensive
ness of 


response 


Composition Professional 
Communication 


Synthesis/ 
Integration 


Scientific 
Accuracy/ 


Vocabulary 
High 22% 14% 52% 16% 18% 


Medium 50% 62% 44% 72% 50% 
Low 28% 24% 4% 12% 32% 


 
Each student response was scored by two faculty members, and the highest score is reported here. The 
goal for each category is at least 80% of students obtaining “Medium” or “High”.  The two most important 
categories were judged to be “Comprehensiveness” and “Scientific Accuracy”. 
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Our results therefore show that for Comprehensiveness of response 72% of 
students were judged to be at least adequate (“medium” or higher), while 68% were at 
this level in Scientific Accuracy.  We believe that a realistic goal in these categories is 
that at least 80% of graduating students achieve this level of competence.  The Cell 
Biology course used here enrolls 75% seniors and 25% juniors.  So while we have 
shown that both of the two areas should be improved, we need to keep in mind that 
some participants are still at least a year from graduating and may improve in the future.  


 
One interesting issue is how often the faculty agreed with each other on the 


quality of the response.  As mentioned, the highest level of disagreement was in 
Composition, but there was also significant disagreement in most categories.  For 
example, in the two important categories of Comprehensiveness and Scientific 
Accuracy, disagreement ranged from 44-56% (where disagreement is defined as the 
two reviewers placing a response in different levels, such as “medium” or “low”).  
However, in almost all cases, the disagreement between faculty was only one level 
away, and there were only 8 instances in all categories in which scores were two levels 
away (one faculty scored a “low” while the other scored a “high”).  Since there were 5 
categories and 50 responses, this means that only 8/250=3.2% of the time was there a 
serious disagreement in faculty assessment. 


 
Another interesting comparison is between the faculty assessment and the 


number of points awarded to the student by the grader at the time of the exam.  Since 
these exams were given in May of 2009 but assessed by faculty using a rubric in Fall, 
2009, there was no contact between the graders of the course and the faculty 
assessors.  In general, there was a very good correlation between faculty giving a “high” 
rating, and the student obtaining nearly full points from the grader.  Similarly, there was 
also very good agreement between the faculty assessment of ”low” and the grader 
giving students a very low number of points on the exam.  As could be expected, it was 
more difficult to discern agreement when considering students obtaining about half 
credit from the graders, where mostly the faculty agreed and scored the exam 
“medium”, but sometimes assessed the student higher or lower.  We conclude from this 
that our graders are being adequately prepared by the lecturer in how to grade the 
exam questions, but that perhaps everyone could benefit at the time of the exam by a 
clear rubric that would better define how each question would be judged. 
 
V.  Conclusions and Recommendations 
 
A. Student Learning 
 
 Given the above results there are several recommendations the Life Sciences 
Curriculum Committee would like to make.  First, our goal is that at least 80% of 
students are at least at Medium proficiency in the most important categories of the 
rubric (Comprehensiveness and Scientific Accuracy).  In this assessment, our students 
were lower than this (68-72% achieved medium or higher).  Therefore, we suggest that 
the faculty should place more emphasis on helping students learn how to develop 
comprehensive, accurate responses to scientific problems.  This could include: 
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• Have a Student Learning Outcome on the syllabus (and as part of the class) to directly 
address this issue. 
• Develop a rubric to share with the students so that they understand what will be 
expected of them when they are asked questions of similar scope to the presently 
assessed question. 
• Spend more time in lecture analyzing problems and allowing students to interact with 
the professor.  The professor could then critique responses and suggest ways to 
improve. 
• The specific PLO1 is a goal that the students understand the various levels of biology 
(molecule, organ, organism, population etc.) and discern the inter-relatedness of these 
levels.  Therefore, we would suggest that all faculty participate in a discussion of how 
each of their courses could promote this type of knowledge.     
 
 All of these suggestions will be brought up at the faculty-wide meeting where this 
assessment report will be presented. 
 
B.  Assessment Methods 
 
 From a positive standpoint, our assessment of PLO1 allowed us to clearly 
determine a few areas that we would like to improve for the Biology major, particularly 
Scientific Accuracy.   
 


However, there are several things that we would like to improve about our 
assessment process.  First, for any PLO that we will assess using embedded exam 
questions, it is important that we work closely with the instructor of the course to obtain 
a question that has several properties to allow a more robust assessment:   
1.  Clear expectations for specific type of response, such as a diagram or a long-
answer. 
2.  Clarity in specific content of response, e.g. “Provide three examples of XXX” or 
“Provide an analysis that includes the effect on XXX, XXX and XXX”. 
3.  Collaborate to obtain a draft of a rubric ahead of time, and make sure that question is 
tailored to rubric. 
4. If the exam question is short-answer or a calculation, determine ahead of time how it 
will be assessed in light of the PLO. 


 
 A further issue for consideration regarding embedded questions is that many 
aspects of learning do not involve the need to write a full-page answer to a test 
question.   Although these long answers are easier to assess since they have a great 
deal of content, how do we extend assessment to short answers or calculations or 
problem solving?   
 
 One of the larger issues we identified about our process is that we would like to 
be less reliant on embedded questions.  The Life Sciences Curriculum Committee has 
had many discussions regarding how we can find out what the students have learned 
without resorting to embedded questions.  Our plan is to include questions in the 
campus-wide survey to determine what the students believe they have learned, which 
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can be used along with other data.  But student opinion on what they have learned may 
be different than what they have actually learned. 
 
 Another way to avoid solely relying on embedded questions while maintaining 
accuracy about what students know is to rely on other types of student performance.  
For instance, we have two PLOs that involve student proficiency in a lab setting (PLO3: 
Use instrumentation and analyze data; PLO5: good lab and field practices).  Therefore, 
in these cases we can utilize lab write-ups in the assessment.   
 


In PLO2 (for next year) we require that students be able to develop and critique 
hypotheses.  This also can be assessed by examining lab write-ups, particularly if we 
ask the lab instructors to require explicit hypotheses in the lab reports.  As part of our 
whole-faculty discussion of the present assessment, we plan to start a robust discussion 
of next year’s assessment. This will include explicit requests of all faculty who teach a 
course with a lab component to emphasize hypotheses and to have several of them 
provide the committee with assessable material on this subject from their students. 


 
 Regarding our three major goals for this assessment process as defined in the 
Introduction, we believe we have had encouraging success, although the process has 
indeed shown that our curriculum could be improved.  For our first goal  (Are our 
students proficient in PLO1?), we have determined specific areas in which our students 
could benefit from more training in the curriculum so that they can better master PLO1.  
For our second goal (What changes in curriculum might be useful?), we suggest 
changes that could help this occur, although we defer more definitive action until the 
whole faculty can participate in a broad discussion of the matter.  For the third goal 
(Have we learned about the process, do we still agree with PLO1?), we still agree that 
PLO1 should be a continued Outcome, although clearly assessment of such a broad 
Outcome is not straightforward.  Assessments of other Outcomes in future years may 
benefit both from being more focused and also from the experience obtained in the 
process of preparing the present assessment.  
 


In conclusion, the Life Sciences Curriculum Committee has completed the 
assessment of Program Learning Outcome 1, whose goal was to determine if students 
understand the “big picture” of Biology and how the various levels of Biology (molecule, 
cell, organ, population) relate to each other.  Our assessment was more narrow than we 
had originally planned due to lack of assessable student data for each area.  The 
assessment of available data showed areas for improvement in the curriculum, and also 
for improvement in the assessment process.  Our results will be disseminated to the Life 
Science faculty with a robust discussion for possible changes to the curriculum to 
improve student performance in this Outcome.  
 
VI. Implications of Proposed Changes (Planning/Budget) 
 
 The proposed changes involve adjusting the curriculum and the expectations for 
the students so that they can be more proficient in aspects of PLO1.  At this time, there 
does not appear to be a need for budgetary resources to carry this out.  However, at the 
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all-faculty meeting to discuss our suggestions, it is possible that some concrete plans 
will emerge that do require monetary resources.  If so, we will work with the Dean, who 
has signaled a willingness to assist in curriculum improvement.  The outcome of this will 
be included in our next assessment report.   
 
 Currently the Biology program is run without a single full time, permanent 
lecturer.  The current lecturers (who are essential for teaching some of the large lower 
division courses) are hired on a temporary basis, with no security of employment.  
Because of this, they are generally not involved in issues of curriculum development or 
assessment.  This leads to uncertainty in delivery of courses and in teaching quality, 
and is particularly difficult for major with more than 700 students and only 20 or fewer 
faculty.   Therefore, in discussions of budget and curriculum, we urge the administration 
to hire a full time, permanent lecturer and to not penalize the faculty by deleting a faculty 
hire to do so (as is now our only option).  
 
VII.  Self Evaluation using given Rubric 
 
1.  Assessable PLO:  In this area, we are probably in the “Emerging” category, 
although leaning toward Developed.  Although our PLO1 may be considered a bit 
“vague”, it does explicitly demand that students demonstrate certain categories of 
knowledge.  In theory, this could be reasonably assessed by various means, including 
student responses on exam questions.  However, the criteria for this PLO were not 
articulated in the form of a rubric (as mentioned for a “developed” PLO), and it is likely 
that a student would have difficulty carrying out concrete steps to ensure compliance 
with this PLO, even if the student had been given the PLO ahead of time.   
 
2.  Valid evidence:  We believe we are in the “Emerging” category in this area.  We had 
a great deal of discussion regarding how to collect valid data, but only obtained direct 
evidence (not indirect) as the rubric indicates.  The evidence was not entirely aligned 
with the PLO due to lack of knowledge and planning regarding how to work with faculty 
to obtain optimal, assessable exam questions to evaluate. 
 
3.  Reliable Results:  In this category, we are between Emerging and Developed.  The 
faculty did attempt to carefully calibrate assessment criteria and apply them in a uniform 
manner.   We also did check for inter-rater reliability.  This all would suggest that we are 
“Developed”.  However, we are hesitant to claim a “Developed” status when in fact 
despite our best efforts, there some disagreement between the faculty raters of the 
student responses, and overall we feel that improvement should be achieved in future 
years in terms of reliability of results. 
 
4.  Results Summary:  In this category, we are again between Emerging and 
Developed. We have provided a table of key results (Table 1) and explain these results.  
However, in the future we would like to have more types of results with clear tabulation 
of each and explanation of how they relate to each other.  So although we believe our 
Table and Results are adequate, there is clearly room for improvement. 
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5.  Conclusions and Recommendations:  In this area we hope we are Developed, 
because we do have specific suggestions on how the Outcome could be better 
achieved in the future.  However, the most important way to determine if we have 
success in this area is whether we are able to convince the faculty to consider our 
suggestions and act on them.  It is possible that our suggestions are not the best ones, 
but if we can successfully spur a faculty debate and get faculty action, that is the most 
desirable outcome. 
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Appendix 1:  University of California Merced Biology PLO’s: 
 
Graduates from the Biological Sciences programs will have demonstrated: 
 
1. An understanding of the tenets of modern biology and an understanding of how 
cellular functions are integrated from the molecular level to the cellular level, through to 
the level of organism, populations, and functioning ecosystems.   
 
2. An ability to develop and critique hypotheses and to design experiments, models, 
and/or calculations to address these hypotheses. 


 
3. The ability to use appropriate instrumentation and computational tools to collect, 
analyze and interpret data. 


 
4. The ability to read, evaluate, interpret, and apply numerical and general scientific 
information. 
 
5. A familiarity with, and application of safety in good laboratory and field practices. 
 
 
 







Appendix 2: Assessment Rubric 







Reviewer Initials: ____________________     Code: ________________ 


  High Proficiency  Medium Proficiency    Low Proficiency 


 
 


Comprehensiveness 
of Response 


 
 


Addresses all aspects of the question 
completely and in depth using scientific 
descriptions and terminology. Level of 
detail well matched to question and scope 
of response.   


May fail to address a few elements of the 
question, but includes appropriately 
detailed descriptions. Or, addresses all 
elements of the question but detail is 
somewhat limited.  


Addresses few to no elements of the 
question; does not answer what was 
asked.   


 
 


Composition 
 
 


Narrative is organized with appropriate 
paragraphing and topic sentences and is 
focused and concise. Assertions are 
supported by relevant and specific 
examples as appropriate. Connections 
between assertions and supporting 
examples are direct and explicit.  


Mostly focused with use of topic 
sentences and paragraphing as 
appropriate. Most assertions are 
supported with relevant examples as 
appropriate. Occasionally, a supporting 
example may seem inappropriate or its 
connection to an assertion unclear.  


Narrative lacks focus and appropriate 
paragraphing. Lists rather than composes. 
Fails to support assertions with examples 
as needed or examples do not seem 
connected to assertions. 


Professional 
Communication or 
Sense of Audience 


Sufficiently legible so that text easily read 
and interpreted. Able to focus on quality 
of narrative rather than deciphering 
words. Minimal spelling errors. 


Legible but sloppy so as to mildly distract 
reader from attending to content of 
narrative. Some text difficult to decipher. 
Some spelling errors. 


Response illegible. Carelessly crafted.  


 
Synthesis/Integration 


 


Narrative explicitly connects all elements 
of the response to each other and to the 
question being addressed.  No extraneous 
information. 


Narrative slightly disjointed in that 
relationships of response elements to 
each other and/or to the question are 
occasionally unclear. Appears to include 
some extraneous information. 


Collection of assertions or facts that are 
not related to each other or to the 
question being addressed.   


 
 


Scientific 
Accuracy/Vocabulary 


 


Assertions constitute biologically accurate 
responses to the question. Consistently 
uses appropriate and precise scientific 
vocabulary and language to describe 
biological processes, structures and 
concepts. Narrative illustrates command 
of biological concepts and the facts 
supporting those concepts. Is biologically 
logical.  


Almost all assertions constitute 
biologically accurate responses to 
question. Mostly uses appropriate 
biological terms and language to describe 
concepts and processes to show accurate 
knowledge of concepts and supporting 
facts.  Rarely describes biological 
phenomena using general, vague or 
metaphorical statements or everyday 
language.  Occasional incorrect use of 
vocabulary.  


Assertions are off‐topic, biologically 
incorrect or irrelevant to question. 
Describes biological processes or concepts 
using vague, imprecise language or 
everyday English, revealing little scientific 
knowledge. May rely on metaphorical 
rather than scientific descriptions of 
phenomena.  Does not use scientific 
vocabulary or uses it inaccurately.  







Reviewer Initials: ____________________     Code: ________________ 


  Explanations/Comments 


 
 
Comprehensiveness 
of Response 
 
 


 


 
 
Composition 
 
 


 


Professional 
Communication or 
Sense of Audience 


 


 
Synthesis/Integration 
 


 


 
 
Scientific 
Accuracy/Vocabulary 
 


 


 







Appendix 3: Examples of Student Work - High, Medium and Low 
Proficiency 
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Appendix 4: Biological Sciences Faculty Meeting Minutes – Discussion of 
PLO Assessment Results







 
School of Natural Sciences Life Sciences Curriculum Committee 


BIOLOGY FACULTY MEETING 
April 6, 2010, 12 pm Science & Engineering 370K 


 


Prepared by Alice Moua, Page 1 


 


Meeting Participants 
David Ardell 
Henry Forman 
Carolin Frank 
Andy Liwang 
Patti Liwang 
David Ojcius 
Rudy Ortiz 
 


Agenda Items 
 
Discuss the life sciences assessment report for program learning outcomes 1: 
 
Graduates from the Biological Sciences programs will have demonstrated an understanding of the 
tenets of modern biology and an understanding of how cellular functions are integrated from the 
molecular level to the cellular level, through to the level of organism, populations, and functioning 
ecosystems. 
 
Hear proposals for improving the learning outcomes in the future.  We are required by the WASC 
Steering Committee to hold this meeting before April 14. 
 
 


Final Recommendations 
 
Given the need for improvement of our students in areas such as Scientific Accuracy, instruction on 
this should start with our very first Biology courses. Therefore, BIO1 and BIO2 should be integrated 
properly into a 1 year introductory course as has been planned for some time, but not yet 
implemented. There are three major requests for the BIO1/2 committee in this regard: 
 


1. All 5 program learning outcomes should be covered over the two semesters, at least to a 
basic degree, and these should be shared with students in the syllabi. 


2. The faculty reaffirms the quantitative emphasis of the BIO major and would like that to 
continue to be part of BIO1/2. 


3. The faculty requests that the BIO1/2 committee make sure that students have enough 
Chemistry background before teaching subjects such as “Metabolism”.  Alternatively, it is fine 
to adjust BIO1 & 2 content so that it does not assume knowledge of organic chemistry.  
Previously, BIO2 was “biochemistry light”, but now it should be part of an integrated first-year 
biology curriculum and may not need to cover all aspects of biochemistry (such as chemical 
aspects of metabolism) that it previously covered.   


 
In addition, there was discussion by some present that if Biology courses were going to require 
significant chemistry and/or math, it may be acceptable to ask students to take CHEM2 and/or 
MATH11 as prerequisites or co-requisites with BIO1/2.  This was not universally agreed upon, since 
there are concerns about students finishing the major on time.   
 







Assessment of Student Learning in the Chemical Sciences Major, 2008-2009 
 


Anne Myers Kelley (program lead), David F. Kelley, Matthew Meyer, Tao Ye, Meng-Lin Tsao, and Erik 
Menke 


 
Report prepared January 2010 


 
 
I.  Abstract 
 
At the end of the 2008-2009 academic year, the Chemical Sciences faculty initiated assessment of our first 
Program Learning Outcome for the major (fundamental knowledge and skills) based on the work of our 
upper-division majors during Spring semester.   Assessment was based on performance on selected final 
exam questions in two upper-division lecture courses, reports from one upper-division laboratory course, and 
reports from supervised research.  Evaluation of this exercise led to the conclusion that laboratory reports are 
of little use for assessing fundamental knowledge, although they are expected to be very useful for assessing 
communication skills.  In addition, separately scoring embedded exam questions provides little added 
information beyond that already present in course grades.  We conclude that a much better way to assess 
fundamental knowledge of chemistry is to make use of the exams developed by the American Chemical 
Society specifically for this purpose, as long as funds can be made available to purchase these exams.  We plan 
to institute a required one-unit senior seminar course during which the exam will be administered.  This new 
course will also address our Program Learning Outcomes in communication and ethics which are not 
currently being handled satisfactorily. 
 
 
II.  Introduction 
 
During the first part of the 2008-2009 academic year, the Chemical Sciences faculty developed a set of 
Program Learning Outcomes for the major.  These were based in part on the “student skills” specified as 
goals for chemistry undergraduate programs by the American Chemical Society’s Committee on Professional 
Training.  We refined and reorganized that list and made some other modifications to reflect the character of 
Merced’s program.  The Program Learning Outcomes for the Chemical Sciences major are: 
 


 1.  Fundamental knowledge and skills.  Students are able to describe the major concepts and 
theoretical principles in chemistry. They can identify the central ideas underlying the principal 
subfields of chemistry-- analytical, inorganic, organic, and physical chemistry--as well as the broader 
interdisciplinary subfields of biological, environmental and materials chemistry.  Students are able to 
operate modern chemical instrumentation, perform chemical syntheses and carry out other essential 
chemical experiments with strict adherence to sound laboratory techniques as well as good safety and 
hygiene practices.  They know how to use modern web-based methods to effectively search the 
scientific literature. 
 
 2.  Scientific methodology.  Students have developed the ability to integrate the aforementioned 
fundamental knowledge and skills into scientific inquiries.  They can formulate well-defined and 
quantitative questions, develop testable hypotheses, design and execute experiments, analyze and 
interpret the results and reach appropriate conclusions.  They are also able to critically analyze the 
work of other scientists and assess its correctness, importance, and relevance. 
 
 3.  Communication and teamwork skills.  Students are able to write organized and concise reports and 
present technical information using electronic media, posters and oral presentations.  They have 
developed the communication and teamwork skills that allow them to work effectively both as 
leaders and as team members in a group. 
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  4.  Citizenship, ethics, role of chemistry in society.  Students have an appreciation for the role of 
chemistry in the global society as well as the central role chemistry plays in other scientific disciplines 
such as biology, medicine, environmental science, and engineering sciences.  They conduct 
themselves ethically and responsibly in science-related professions. 


 
PLO #1 (fundamental knowledge and skills) was chosen as the first one we would try to assess.  This PLO 
was considered the one most central to chemistry and the focus of most of the courses that make up the 
Chemical Sciences major.  It was also viewed as the most concrete and the most straightforward to assess. 
 
The fundamental question behind assessment of this PLO was fairly simple: are our students learning the 
chemistry that a B.S. chemist would reasonably be expected to know?  If so, our students should be leaving our 
program with adequate knowledge of chemistry to succeed in a chemistry graduate program or to work as a 
chemist in an industrial or government laboratory. 
 
 
III.  Assessment Methods 
 
Our initial assessment of PLO #1 utilized three types of evidence: specific questions embedded in final 
exams in upper-division lecture courses, laboratory reports from upper-division laboratory courses, and 
student research reports from CHEM 195 (undergraduate research) courses. 
 
The Spring 2009 lecture courses used for assessment were CHEM 100 (Organic Synthesis and Mechanism), 
taught by Meng-Lin Tsao, and CHEM 113 (Chemical Thermodynamics and Kinetics), taught by Tao Ye.  
Both of these courses are required for all chemistry majors and are recommended to be taken in the junior 
year.  CHEM 100 is also taken by a large number of non-chemistry majors, mainly pre-health biology majors 
who need two semesters of organic chemistry.  In each course, two questions on the final exam were selected 
by the instructor as assessment questions.  Responses to the questions were evaluated by the instructor and a 
second faculty member (Matt Meyer for CHEM 100, David Kelley for CHEM 113).  A score of excellent, 
good, fair, or poor was assigned to each answer to each question.  In each course the exams from all of the 
declared Chemical Sciences majors were used.  In CHEM 100, other additional exams were selected at 
random to bring the total number of assessed exams to ten.  CHEM 113 had only seven students enrolled, all 
of them majors, and all seven exams were used. 
 
One upper-division laboratory course was offered in Spring 2009: CHEM 114L, Instrumental Analysis and 
Physical Chemistry Laboratory, taught by Anne Kelley.  One laboratory report from each of five students, all 
of them Chemical Sciences majors, was used for assessment.  Each report was evaluated by the course 
instructor and another faculty member (Erik Menke) and was scored as excellent, good, fair, or poor based on 
the student’s apparent grasp of fundamental chemical knowledge and skills (not writing ability). 
 
Five Chemical Sciences majors carried out supervised research for CHEM 195 course credit during Spring 
2009.  All five of those reports were evaluated, each by two faculty members other than the student’s research 
advisor.  Different students were evaluated by different pairs of faculty whose fields of research were 
reasonably close to that of the student.  As with CHEM 114L, the research reports were scored as excellent, 
good, fair, or poor based on the student’s demonstration of fundamental chemical knowledge and skills. 
 
As this was our first attempt at assessing student learning, we felt it was best to allow each evaluator to score 
the items separately to avoid being biased by the other scorer's views.  The two faculty scoring each item were 
given the options of excellent, good, fair, or poor and worked independently to produce their scores.  All 
scores were provided to Anne Kelley for recording and tabulation.  The results were then discussed at a 
meeting of all Chemical Sciences faculty. 
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IV.  Results 
 
For each of the four courses assessed (CHEM 100, 113, 114L, and 195) the average score was about halfway 
between fair and good.  In CHEM 100, 113, and 195 the range of scores was broad, with the scores almost 
evenly distributed among the four possibilities.  There was much less variability in the scores from the CHEM 
114L reports.  The data are summarized in the bar graphs below. 
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Although the two scorers for each item did not discuss their criteria before proceeding, there was reasonable 
consistency between the two faculty scoring each item.  Using a 0 to 3 point scale, the average scores from 
the two faculty were 1.55 and 1.65, respectively, in CHEM 100, and 1.50 and 1.42, respectively, in CHEM 
113.  On the laboratory reports there was more variability between the two scores.  In general the faculty 
found that it was very difficult to evaluate fundamental knowledge based on laboratory or research reports.  It 
was also difficult to avoid evaluating writing ability even when that was not the target of the assessment. 
 
The general sense of the faculty is that in mainstream lecture courses whose primary purpose is to teach 
“fundamental knowledge and skills”, student learning is much better assessed through course grades, or 
possibly through performance on the full final exam, than by any subjective analysis of small subsets of their 
course work.  We would also like to know how well our students are doing relative to their peers at other 
institutions, but we do not see how this can be achieved through any purely internal analysis of student 
performance.   
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V.  Conclusions and Recommendations 
 
We conclude that the additional efforts we have made to assess student learning of PLO #1, fundamental 
knowledge and skills, provide very little new information beyond that contained in the students' final grades 
in our upper-division lecture courses.  We need externally calibrated metrics to determine how our students 
are doing relative to those at other institutions and relative to the expected standards for our discipline.  In 
addition, although we did not address the other three Chemical Sciences PLOs in this round, it is clear that 
more needs to be done not only to assess these learning outcomes but also to insure that they are being 
taught in the program.  We therefore make the following recommendations: 
 
1.  PLO #1, "fundamental knowledge and skills", should be assessed through a combination of externally 
calibrated, standardized testing (for concepts and "theoretical" skills) and performance in upper-division 
laboratory courses (for laboratory skills).  The American Chemical Society offers a bank of exams developed 
for this purpose.  We propose to have all of our seniors take the ACS "Diagnostic of Undergraduate 
Chemistry Knowledge" exam.  This is a two-hour, 60-question exam that poses a number of realistic 
"scenarios" in forensics, environmental chemistry, medicine, agriculture, materials science, etc. and asks several 
chemical questions related to each one.  The exam requires that students integrate knowledge across more 
than one subfield of chemistry to address each scenario.  Results from this exam can be benchmarked against 
results from other institutions that use this exam to give us a good idea of where our students stand.  We will 
also ask senior Chemical Sciences majors to self-report scores on widely used entrance exams such as the 
MCAT and the GRE as a second source of external calibration.  Finally, faculty teaching the upper-division 
laboratory courses, currently CHEM 101L (Advanced Synthetic Laboratory) and CHEM 114L (Instrumental 
Analysis and Physical Chemistry Laboratory) will be asked to specifically evaluate each student on the 
laboratory-based aspects of PLO#1 ("Students are able to operate modern chemical instrumentation, 
perform chemical syntheses and carry out other essential chemical experiments with strict adherence to sound 
laboratory techniques as well as good safety and hygiene practices.  They know how to use modern web-
based methods to effectively search the scientific literature.").  We feel that the faculty member who has been 
teaching the course all semester is in the best position to make these assessments. 
 
2.  A new course will be developed and made a requirement for all senior Chemical Sciences majors.  This 
one-unit lecture/seminar/discussion course, graded P/F, will tentatively be entitled "Scientific Ethics and 
Communication in Chemistry".  Its primary purpose, as the title indicates, will be to further solidify the 
somewhat incidental training in scientific ethics that our students currently receive in their regular coursework 
through discussion of a variety of case studies.  The National Academy of Sciences book "On Being A 
Scientist" will be used as the text, supplemented by materials available on web sites such as the Responsible 
Conduct of Research Education Committee (http://rcrec.org/resources.htm).  Students will also be 
instructed in the art of giving oral presentations of scientific work and will each present a short seminar that 
will be critiqued.  A final exam for this course will consist of questions on ethics and professionalism as well 
as the ACS diagnostic exam described above.  This will insure that our students receive some structured 
education in ethics (PLO #4) and training in scientific communication (PLO #3) and allow us to test both, 
and will also provide a venue to administer the desired standardized exam testing PLO #1. 
 
3.  PLO#2, scientific methodology, is still best evaluated through students' performance in supervised 
research.  We plan to assess this learning outcome through evaluation of each CHEM 195 research report by 
both the research advisor (who knows the most about the student's work, but may not be entirely unbiased) 
and a second faculty member. 
 
4.  CHEM 114L laboratory reports and CHEM 195 research reports will also be used to evaluate the written 
communication component of PLO #3.  Two faculty from the group will be tasked with scoring CHEM 195 
reports from ten Chemical Sciences majors, selected at random (or from all of them, if there are fewer than 
ten) and one CHEM 114L report from each of ten majors (or all of them, if fewer than ten). 
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VI.  Implications of Proposed Changes (Planning/Budget) 
 
The ACS standardized exams cost about $3 per exam in small quantities, plus shipping.  For the relatively 
small number of Chemical Sciences majors involved this will amount to less than $100 per year, but funds will 
have to be made available. 
 
The addition of a new course to the Chemical Sciences major requirements will have to be approved by the 
School of Natural Sciences and Undergraduate Council.  It is unlikely that this minor program modification 
will encounter any difficulties.  However, since this new requirement cannot be imposed on students who 
entered the program before it was required, it will be several years before we can count on having all of our 
students take this course.  In the interim, we will attempt to have all of our seniors take the ACS exam as part 
of their required CHEM 195 courses.  It is likely that a high degree of compliance in the testing required for 
assessment can be achieved in this way.  Structured education in ethics and communication may be delayed 
for several years until the new course requirement takes effect for all students in the major. 
 
The new course will involve real teaching effort.  It is not, like many other one-unit courses, a seminar whose 
instructor merely has to recruit speakers and take attendance.  It will be difficult to convince faculty to teach 
this course unless some workload credit is given.  The current School of Natural Sciences workload guidelines 
give 0.5 course credits for a "lecture" course with one contact hour per week.  Workload credit for this new 
course may need to be negotiated between the chemistry group and the dean's office.  
 
 
VII.  Self Evaluation 
 
We have evaluated our program as guided by the "Rubric for the Report on PLO Assessment".  This 
evaluation refers only to the PLO that was assessed (#1) and the assessment methods as they existed prior to 
preparing this report. 
 


Criterion Level of 
Development 


Explanation and comments 


Assessable PLO Emerging PLO indicates how students can demonstrate 
learning but assessment criteria are incomplete. 


Valid Evidence Emerging Faculty have agreed on both direct and indirect 
forms of evidence but the evidence does not 
produce meaningful results. 


Reliable Results Emerging Reviewers are not calibrated but inter-rater 
reliability is checked. 


Results Summary Developed Results are clearly delineated for each line of 
evidence. 


Conclusions & 
Recommendations 


Emerging Report makes conclusions and recommendations, 
but reliability and validity of recommended 
changes remains to be determined. 


 
 
VIII.  Appendices 
 
Samples of student work: two CHEM 195 research reports, one rated "Excellent" and one rated "Poor" on 
"fundamental knowledge and skills" by both faculty evaluators.  The names of the students have been 
removed from the reports for privacy reasons. 
 







CHEM 195 report rated Excellent by both evaluators 


Controlling the Number of DNA Strands Attached to a Nanoparticle through Gel 
Electrophoresis 


 
Research on gold nanoparticles is widespread throughout the scientific 


community.  With their well-defined surface chemistries and their ability to 
accommodate different functional groups and various oligonucleotides, these gold 
nanoparticles have been valuable commodities in a variety of fields like biochemistry, 
genetic therapy, and nanomedicine1.  These gold nanoparticles can be easily attached 
with alkanethiols of variable length because of the high affinity of the sulfur group onto 
the gold surface.  My goal for this semester was to be able to experimentally find the 
ideal DNA to nanoparticle ratio in order to maximize the product of having one ssDNA 
strand attached to a single nanoparticle. 
 I have worked on conjugating gold nanoparticles (AuNPs) with single stranded 
DNA (ssDNA) as a prerequisite to building bottom up fabricated nanostructures2.  The 
specific base pairing feature of DNA allows one to easily manipulate and therefore easily 
predict the connectivity that it is going to form.  I phosphinated Ted Pella gold 
nanoparticles to ensure their stability as high salt concentrations and high temperatures 
which are both required to hybridize DNA strands.   


In order to make sure the Ted Pella nanoparticles agreed with its specifications, 
we imaged them through Atomic Force Microscopy (AFM).  AFM is a powerful imaging 
tool that uses a very sharp tip to scan a region topographically.  This allows a three 
dimensional image of a certain sample.  Fig. 1a shows the AFM image of the 5 nm Ted 
Pella nanoparticles.  The raised dots are the nanoparticles against the gold surface.  Fig. 
1b shows the individual heights corresponding to the numbered dots.  The average height 
of the nanoparticles is ~5nm which, indeed, agreed with Ted Pella’s specifications.   


 


a b  
 Fig. 1 a) AFM image of Ted Pella nanopartices b) Profile heights of 


nanoparticles  
 


I have confirmed the conjugation of AuNP-DNA through running gel 
electrophoresis.  Mixing DNA and AuNPs and leaving them overnight is sufficient to 
guarantee stable conjugation.  When performing electrophoresis on DNA-NP conjugates, 
the bands produced correspond to the number of ssDNA strands that are attached to a 
single nanoparticle.  In Fig. 2, the farthest band that migrated corresponds to the 
nanoparticle by itself; the second farthest corresponds to nanoparticles with one ssDNA 







CHEM 195 report rated Excellent by both evaluators 


attached; the third farthest band corresponds to nanoparticles with two ssDNA strands 
attached, and so on.  In Fig. 2, the fourth lane only has two bands which indicates that it 
has about 50% yield of the 1:1 DNA-Nanoparticle conjugation.  Based on the results, 1:1 
DNA-Nanoparticle concentrations would yield 1:1 DNA-Nanoparticle conjugation.  


 


 
 
 


Fig.2 Gel Electrophoresis of conjugated DNA-NP with different concentrations of DNA.  
Bands were highlighted for better visibility. 


 
By doing these experiments, I have concluded that the number of DNA strands 


attached to a single nanoparticle can be easily controlled through gel electrophoresis.  
Future work will be to hybridize DNA-thiolated NPs with complementary unconjugated 
DNA (Fig. 3a) then hybridize two complementary DNA-thiolated NPs (Fig. 3b).  
Consequently, I plan to attach two different DNA strands, one serving as an anchor to the 
gold surface, while the other one links to other complementary DNA-thiolated NPs (Fig. 
3c).  This should lead to building three dimensional nanostructures that would have a 
number of potential applications in the areas of optical imaging and electronic properties. 


 
 


a  


b  


c  
 Fig. 3 a) DNA-thiolated nanoparticle hybridized with a complementary DNA strand b) DNA –


thiolated nanoparticle hybridized with a complementary DNA-thiolated nanoparticle c) 
Hybridized DNA-thiolated nanoparticles (red and green) with a support strand attached to gold 
surface (blue) 
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CHEM 195 report rated Poor by both evaluators 


High‐Resolution Multi‐Dimensional NMR Spectroscopy of Proteins in 
Human Cells 


 


  In this Nature, Kohsuke Inomata and his group reported high‐resolution in‐cell NMR spectros‐


copy of proteins.  The high‐resolution spectroscopy enable the study of the structures, functions and 


folding stabilities of specific proteins using human cells in an intracellular environment.  They delivered 


the proteins into the cytosol by the pyrenebutyrate‐mediated action of cell‐penetrating peptide linked 


covalently to the proteins.  The heteronuclear 2D NMR spectra of these proteins inside the human cells 


allow researcher to study the broad application involving the interaction and protein processing.  The 


developed method can be use in the application of drug delivery, where the in‐cell NMR spectra of 


FKBP12 shows the formation of specific complexes between the protein and extracellular administered 


immunosuppressant.  In additional study, they found that in‐cell NMR spectra of ubiquitin show a much 


higher hydrogen exchange rates in the intracellular environment possibly due to multiple interactions 


with endogenous proteins.   


  The method they used in‐cell NMR is by using 15N‐labelled proteins and delivered to cells by cell‐


penetrating peptides (CPPs).  The CPP fused to the carboxyl terminus of a human ubiquitin derivative 


containing alanine substitution at Leu8, Il244 and Val 70.  The uniform 15N labeled fusion protein is then 


incubated with human HeLa cells in the presence of pyrenebutyrate, which mediates the direct translo‐


cation of CPP‐linked proteins into the cytosol.  The 2D 1H‐15N spectra gave well‐resolved cross‐peaks, 


showing a pattern typical of a stably folded and homogeneously dispersed protein.  When this com‐


pared to the reference in vitro, they found an intense signal at a position corresponding to the c‐


terminal Gly 76 of mature ubiquitin, suggesting a cleaved between Gly 76 and Asp 77 by a protease.  


Additional electrophoresis analytic confirmed the cleavage.  They stained the cell with 0.2% (w/v) trypan 


blue and found that more than 90% of cell s were resistant to trypan blue uptake indicating high level of 
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cell viability resulting from a low toxicity of pyrenebutyrate/CPPTat treatment.  They found that Ub‐3A‐


CPPTat undergoes intracellular cleavage because the mutated Ub‐3A‐G75A/G76A‐CPPTat resistant to clea‐


vage in cells and confirmed by an aggregation of protein from in‐cell NMR.  For specific protein, they 


linked the CPPs to cargo proteins by means of disulphide bonds.  The breakage of disulphide bond can 


be seen through the use of in‐cell NMR and compared to the reference from in vitro spectrum.  They 


also performed the same experiment on monkey's cell to confirmed the universality of this method. 


  In‐cell NMR has the potential in the field of protein conformational changes, dynamic and func‐


tionality of proteins in the intracellular environment.  The comparison of the intensity of main‐chain am‐


ide signals at particular sequence give insight to cleavage and cell‐protein transduction.  In‐cell NMR 


spectroscopy can also applied in the field of protein interactions with small compound, such as drug de‐


livery.  It gives information on the efficiency of the drug delivery and protein interaction which can be 


apply in drug screening.  This method can be used to detect the stability of the protein folding by meas‐


uring the rate of hydrogen exchange between folded and unfolded states of proteins.  Overall, in‐cell 


NMR open new method in the study of protein interaction in intracellular environment that can be apply 


in living animals.   


Source:  Kohsuke I., Ayako O., Hidehito T., Shin I., Takeshi T., Ikuhiko N., Toshihide T., Shiroh F., Yutaka I., 


Hidekaze H., Masahiro S., High‐resolution multi‐dimensional NMR spectroscopy of proteins in human 


cells  Nature, Vol 458, 5, 106‐109 (2009)  







I. Abstract  
 
The cognitive science undergraduate program as UC Merced has five program 
learning outcomes (PLOs).  Faculty members servicing the program chose “proposal 
of a cognitive science research project” as the first program PLO to assess, where 
one PLO will be assessed per year for the first five years of assessment.  A mock 
research proposal was the culminating project for COGS 101, “Mind, Brain, and 
Computation”, which was taught in the Spring semester of 2009.  N proposals were 
sampled and independently evaluated by two faculty members according to the 
corresponding rubric for this PLO.  Results showed that, in general, students were at 
the second‐highest of four levels of assessment, i.e. “students exhibited some degree 
of ability”.  In terms of different aspects of ability, students were slightly better at 
the design component compared with literature review and writing components of 
the rubric.  Sampling of projects was necessary to minimize resource requirements, 
which were entirely in terms of faculty time.  Results also suggest that future efforts 
t improving the course should slightly emphasize writing and literature review a
skills. 
  
II. Introduction  
 
The overarching goal of the cognitive science program at UC Merced is to provide 
students with knowledge and experience in cognitive science theories and methods 
hat will help them either 1) pursue graduate education in cognitive science or a 


logies. 
t
related discipline, or 2) pursue a career in human‐related research or techno
 
Both post‐graduate pursuits are served by education in research proposals.  
Research proposals draw upon the spectrum of skills needed in cognitive science 
related academic and industry positions.  This is why the COGS 101 course has a 
mock research proposal as its final project, and this is why a cognitive science PLO 
related to a research proposal was chosen as the first one to review.  The choice was 
lso pragmatic because COGS 101 had recently been taught and assessment a
materials were readily available. 
 
When the cognitive science faculty first revisited the originally formulated PLOs, we 
realized that the PLO related to research proposals was written in the context of 
laboratory course.  The original PLO was:  


 
2) Design, interpret, and evaluate simple behavioral and neuroscientific 
experiments.  Evidence will be collected in the form of a written lab project 
completed for COGS 105. 


 
We still believe that evidence drawn from COGS 105 will be important for assessing 
our PLOs.  However, we decided to change PLO 2 in order to clarify the learning 
utcomes of interest, and align it with the COGS 101 research proposal project.  Our 
efined PLO 2 is that students have the following abilities:   
o
r
 







A) Ability to interpret / evaluate / synthesize
) Ability to design a cognitive science resear


 information in research papers  
ch project B


C) Ability to write clearly and scientifically    
 


In assessing PLO 2, we were particularly interested in determining whether mid‐
level cognitive science majors (i.e. second semester sophomores and juniors) are 
beginning to synthesize these skills by the end of COGS 101.  We also wanted 
eedback on how to improve the curricula to get students to the point of 


y their junior or senior year.  
f
synthesizing these skills b
 
III. Assessment Methods  
 
The three components of PLO 2 are represented in the mock research proposal for 
COGS 105.  Specifically, component A is aligned with the Introduction section, 
component B is aligned with the Methods section, and component C is aligned with 
he Results and Discussion sections (although component C also spans the entire t
proposal).   
 
Based on these alignments, cognitive science faculty collaborated in the Fall of 2009 
o formulate a rubric to assess PLO 2.  There were four levels of ability with 
orresp
t
c
 


onding scores of 1‐4:  


1. Student shows full mastery of the ability. 
. 
ree. 


2. Student exhibits some degree of the ability
3. Student exhibits the ability to a limited deg
4. Student does not demonstrate this ability. 


ach level of ability d to e ree PL nts 
 
E
 
 


 was applie


1: Student 
shows full 
mastery of the 
ability. 


ach of the th


2:  Student 
exhibits some 
degree of the 
ability. 


O compone


3:  Student 
exhibits the 
ability to a 
limited 
degree. 


as follows: 


4: Student does not 
demonstrate this ability. 







a: Ability to 
design an 
experiment 


Clear 
alternative 
hypotheses 
and 
predictions; 
apt methods 
for testing 
predictions; 
comprehensive 
mitigation of 
confounds and 
other potential 
design flaws 


Some 
alternative 
hypotheses and 
predictions; 
some methods 
for testing 
predictions; 
some 
mitigation of 
confounds and 
other potential 
design flaws. 


An 
experiment 
is described 
but no 
alternative 
hypotheses 
are 
described, 
no method 
of testing is 
given, and 
no 
mitigation of 


s is confound
presented. 


A brief narrative 
description of a possible 
study is given, but little 
more. 


b: Ability to 
interpret / 
evaluate / 
synthesize 
information in 
research papers 


Cites several 
studies from 
reputable 
sources and 
accurately 
describes 
results.    


Some studies 
are cited and 
results are 
accurately 
described.   
Some 
irrelevant 
results; errors 
in description; 


lity poor qua
sources. 


Very few 
studies cited 
from poor 
sources.   
Errors in 
description. 


Few studies are cited and 
those that are not 
associated with a citation 
or are from a poor 
quality source.   
Irrelevant studies.  
Errors in description or 
very quickly paraphrased 
(or plagiarized) results. 


c: Ability to 
write clearly 
and 
scientifically  


Clear, direct 
prose, similar 
in quality to 
what one find 
in a published 
study.  


Minimal 
grammar and 
spelling errors 
but problems 
in overall 
presentation 
and 
organization. 


Some 
grammar 
and spelling 
errors; 
problem in 
organization. 


Numerous grammar and 
spelling errors. 


 
 
Assessment materials were 51 mock research proposals that were submitted as 
final writing assignments for COGS 101 in Spring of 2009. The assignment (see 
ppendix 2) was to write a mock research proposal for either a cognitive science A
experiment or computational model. 
 
Two raters (Spivey and Matlock) who did not teach COGS 101 volunteered to rate 
the assignments.  A random sample of half of the students were selected and rated 
independently by both raters (see Appendix 1 for individual ratings).  To assist with 
rating, relevant sections of student papers were extracted and concatenated.  







Faculty reviewed the rubric beforehand to help ensure that raters were in general 
bout the PLO components and levels of mastery. agreement a


 
IV. Results  
 
Ratings of the two independent were checked for consistency using an inter‐rater 
reliability statistic from Ebel (1951, Psychometrika).  This statistic approximates an 
intraclass correlation, where a correlation of 1 indicates perfect consistency and a 
orrelation of 0 indicates no consistency. The results of the reliability analysis were 
s follo
c
a
 


ws (see Appendix 3 for further details): 


or scoring the papers on the student's Ability to Design and Experiment, we F
produced a good inter‐rater reliability of 0.72 
 
or scoring the papers on the student's Ability to Interpret Research Papers, F
we produced a good inter‐rater reliability of 0.76. 
 
For scoring the papers on the student's Ability to Design and Experiment, we 


nter‐rater reliability of 0.90. produced an excellent i


ean ratings were as follows: 
 
M
 


  Mea ore n sc
a) Ability to design 
an experiment 


2.3 


b) Ability to 
interpret / 
evaluate / 
synthesize 
information in 
research papers 


2.16 


c) Ability to write 
clearly and 
scientifically 


2.18 


 
 
Since this is the first PLO we are assessing, these results will serve as a baseline for 
uture assessment activities.  No data were available to compare these results with 


able programs at other universities. 
f
student assessments in other compar
 
V. Conclusions & Recommendations  
 
With respect to student learning, the results suggest that students are performing 
fairly well. However, the curriculum may be improved if students are required to 
take COGS 105 before COGS 101, because 105 provides some of the foundations for 







research methods that are applied in COGS 101.  The cognitive science faculty will 
consider in Fall of 2010 whether such a course sequence change would be 
beneficial, and if so, implement the change for Spring 2011.  Cognitive science 
faculty are also working faculty in charge of the General Education curriculum at UC 
erced to consider whether writing sections tailored for cognitive science and/or M


psychology courses would be feasible.  
 
With respect to assessment methods, the PLO was edited at the outset to be more 
assessable and to more clearly distinguish its components and align them with a 
research proposal.  Inter‐rater reliability showed that faculty raters were well‐
alibrated with respect to the rubric.  Random sampling of research assignments c
made the work of assessment relatively feasible.   
 
With respect to resources, no additional resources are necessary to assess the PLO.  
However, additional resources would be necessary to offer writing sections tailored 
to cognitive science and/or psychology undergraduates.  These sections would be 
serviced by graduate teaching assistants supervised by faculty.  Thus the graduate 
rograms will need to grow with sufficient resources for TA stipends and fee p
remissions.   
 
Section VII: Self‐Evaluation 


 
 
Assessable PLO: Developed
 
Valid Evidence: Emerging 
  
The PLO has an associated rubric that is explicitly linked with a research proposal 
that has components aligned with the rubric.  The PLO is not yet highly developed, 
and its evidence base is still emerging, because there is no indirect evidence 
ssociated with it.  However, indirect evidence may not be necessary to fully assess 


dered as assessment activities develop). 
a
this PLO (to be further consi
  
Reliable Results: Developed 
  
Two faculty members independently rated research proposals according to the 
bric, after conferring to formulate the rubric and calibrate their interpretation of 


alculated and found to be relatively high. 
ru
it.  Inter‐rater reliability was c
  
Results Summary: Developed 
  
Ratings were tabulated and reported for individual students as well as group 
verages.  This first time assessing the PLO will act as a benchmark for future a
assessment. 


onclusions and Recommendations: Emerging 
  
C
  







Results suggested some areas of instructional improvement, and sampling of 
research proposals was addressed, but validity of results was not discussed.  
owever, validity would appear to be a minor issue because learning outcomes are 


ly reflected in components of the research proposal. 
H
clearly and direct
 
VIII. Appendices  


ppendix 1: Raw Data 
 
A
 
 
 


 
 


SPIVEY: 
Ability to 
Design an 
Experiment 


SPIVEY: 
Ability to 
interpret / 
evaluate / 
synthese 
information 
 research 
pers 


in
pa


SPIVEY: 
Ability 
to 
produce 
a well‐
written 
search 
per 


re
pa


TEENIE: 
Ability to 
Design an 
Experiment


TEENIE: 
Ability to 
interpret / 
evaluate / 
synthese 
information 
 research 
pers 


in
pa


TEENIE: 
Ability 
to 
produce 
a well‐
written 
search 
per 


re
pa


A  2  2  2  2  2  2 
B  2  1  1  2  2  2 
C  1  2  2  1  1  1 
D  2  2  2  2  2  2 
E  2  2  2  2  2  2 
F  2  1  1  1  1  1 
G  2  3  2  3  2  2 
H  1  2  1  1  1  1 
I  3  3  3  3  2  2 
J  3  3  3  3  2  3 
K  2  3  3  3  3  3 
L  2  2  2  3  2  2 
M  2  2  3  3  2  3 
N  2  2  2  2  2  2 
O  2  1  1  1  2  1 
P  3  3  3  3  3  3 
Q  3  3  2  3  3  3 
R  3  2  2  2  2  2 
S  4  2  3  3  2  3 
T  2  3  3  2  2  2 
U  2  2  2  3  3  3 
V  2  2  2  1  1  1 
W  3  2  2  2  2  2 
X  3  2  2  2  2  2 
Y  3  4  4  4  4  4 







 
Appendix 2: Assignment 
 
Our final writing assignment is to write a mock research proposal.  The overall idea 
is to come up with an experiment or computer simulation or robot design that 
would be interesting and informative to cognitive science.  To guide you to a topic 
area, here are some choices for you to make, in order. 
First, the COGS 101 overview from the syllabus posed three questions that framed 
the content of the course, reprinted below.  Choose one of these questions as your 
topic area. 
What are the cognitive functions that work together to create the human 
mind?  We learned about functions of vision, language, and emotion, for instance, 
but also more general principles such as coordination of functional components, and 
adaptive optimization of functions.  You can propose an experiment that 
demonstrates one of t . hese functions or principles, and tests some aspect of it
What are the bodily and neural mechanisms critical to understanding 
cognitive functions?  We learned about the foundational role of the body in 
cognition, and about various brain areas and how they work together to guide 
behavior.  You can propose to build a robot that implements some kind of embodied 
cognitive, language, or perceptual function.  Or, you can propose a brain experiment 
to test a hypothesized function of some brain area or mechanism. 
What are the computations that comprise these functions and mechanisms?  
We learned about symbolic and neural network models of cognitive function.  You 


 can propose a computer simulation that implements and tests some hypothesized
mechanism of cognition, perception, language, etc. 
Next, look over the following list of hypotheses and theoretical principles that we 
learned about (also from the syllabus).  Connect your proposed experiment or robot 
or computer simulation with one or more of these hypotheses.  Your proposal can 
test or   by one 
or mor


demonstrate one or more of these hypotheses, or it can be motivated


‐ 
e of these hypotheses. 
Cognitive functions are flexible and adaptive at all levels of analysis 


‐ Cognitive functions have symbolic qualities that arise from subsymbolic 


‐ s 
processes 
Cognitive functions are theorized as emergent properties of neural system


‐ Functional aspects of neural systems are defined in terms of their bodily, 
behavioral, and environmental (both physical and social) contexts  


‐ Neural activity is constant and provides a dynamic background from which 
cognitive functions are shaped 


‐ gh many Learning in neural systems occurs over multiple time scales, throu
different mechanisms of plasticity 


‐ Computations in the brain are hierarchical, from task‐general and 
sensorimotor‐specific to task‐specific and sensorimotor‐general  


‐ Computations in the brain are not like computer programs, yet computer 
programs can be used to simulate neural computations 







‐ Computations in the brain reflect a balance of segregation versus integration 
ems of information, and independence versus interdependence of subsyst


You prr  oposal should have the following sections, labeled and in this order: 
1. Introduction and Background. (about 2‐3 pages)  Tell the reader about 


your topic, and emphasize what is interesting and challenging about work in 
this area.  Do some research to find three studies that illustrate what is 
known about your   the topic.  You should also use these studies to explain to
reader what is NOT YET known about your topic. 


2. Proposed Project. (1 page or less)  Explain the basic idea behind your 
project, without details.  Express what is interesting / cool / challenging 
about the project, and what we would learn from it.   


3. Project Methods. (about 2 pages)  Give as much detail as you can about how 
you would carry out the project.  Pretend that you have as much money and 
technology as you need, sky’s the limit!  Some details will necessarily be left 
out, but you want to give the re e, ader the impression that, with enough tim
money, and help, the project could be done well.   


4. Potential Results and Impact. (about 1‐2 pages)  Describe the possible 
results of the project, both good outcomes (such as it works, you learn 
something, your hypothesis is confirmed, etc.) and bad outcomes (possible 
roadblocks, results that would be less interesting and informative, etc.).  For 
the good outcomes, explain how they would impact cognitive science and/or 
whoever’s lives would be positively affected.  Note that just discovering a 
new fact or phenomenon about the brain or mind would have impact on 
other cognitive scientists, so that counts.  For the bad outcomes, briefly 
explain what you might do to address them (for example, try a slightly 
different method or approach, try your method on different people, or a 
different brain area, etc.) 


You are welcome to write on the topic you presented in class, if you like, or you can 
write on something new to you.  However, you may NOT write on a topic that is 
irectly related to either of the first two writing assignments.  Formatting etc. is the 
ame as for the first two writing assignments. 
d
s
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Bryan Gordy


5/15/09


COGS 101


Final Paper


The Split Brain


1. Introduction and Background.


Through various studies over the years, much has been learned about the cognitive


processes of the human brain. This paper will focus on what is known as the “split brain”, the


splitting of the two hemispheres of the brain by severing the corpus callosum, usually done to


help epileptic patients. Splitting the two hemispheres by severing the corpus callosum


cripples communication between and, if completely severed,  can block any communication


between the two hemispheres.  


According to www  .  nobelprize  .  org  , researchers in the 19th century suspected that the two


hemispheres of the brain operated for different functions due to studies they had of individuals


with brain injuries. One thing in particular that they suspected was that the left hemisphere was


designated for language functions. This was shown through patients who had had injuries to the


left side of their brains losing the ability to talk. Suspicions were ended in the 1960s when Roger


Sperry and his colleagues revealed that there were in fact specialized areas of the brain used for


language functions: the left hemisphere showed to be more specialized towards analytical and


verbal tasks, while the right hemisphere deals with space perception tasks, music, and even


contributes emotional context to language. These studies looked at how the left visual field is


connected to the right hemisphere while the right visual field is connected to the left hemisphere.


Since each side is specialized, they were able to show that someone seeing a word would be able
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to read it, but would not be able to attribute any meaning to it. They tested this by studying


individuals who had their corpus callosum cut, and then presenting information to one side. This


would isolate the side that they wanted to focus on. Further studies showed that a person could


even be touching an object that they recognize with their left hand, and recognize it with their


right brain, but if at the same time a word were placed in their left visual field and they had


damage, they would not be able to recognize the word.


{artsci.wustl.edu/~msommers/syllabus/bio.ppt} Another study confirmed this as well when a


compound word, hatband, was presented to the individuals, but split apart so that only the left


visual field could read hat, and the right visual field could read band. Due to the brain's wiring,


the patient would respond to what they said they saw with “band”, yet if they are asked to pick


out the object they saw they will pick out a hat. 


These studies clearly showed how the brain is split in terms of what each hemisphere can


do, but these studies strictly examined the cross-wiring of the visual system. Although research


has allowed even medical purposes of severing the brain to be altered so that only parts of the


corpus callosum need to be cut, splitting the brain this way will only affect certain functions of


the brain. An area not mentioned in these studies of the “split brain” are how the audio nerves are


attached to the two hemispheres of the brain, and whether or not there can be a split brain in


terms of severing these connections.


2. Proposed Project.


Following the premise that “cognitive functions are flexible and adaptive at all levels of


analysis”, I propose that an experiment could be set up to split the brain by splitting the audio


nerves that run between the ears and the corresponding hemispheres. Unlike the visual system,







which  connects the left side of the brain to the right visual field and the right side of the brain


with the left visual field, the ears are connected to their corresponding hemisphere: the left ear


connects with the left hemisphere, and the right ear connects with the right hemisphere.


Although there are specialized areas for processing what is heard, these connections are still


appropriately connected this way. Thus, what would happen if the brain could be split in such a


way that what is received in one ear would only be interpreted by one side while the other side


could process something completely different. This would test the flexibilty of the brain and the


cognitive functions of the human mind to see how it would adapt to such a situation. Challenges


would involve the ethics of severing the patient's brain and/or audio nerves, potentially crippling


them in some way. Also, not much research has been proposed in such a way to study this, so


there is not much information to back up any claims.


3. Project Methods.


Further studying of the brain's cognitive abilities and it's flexibility in adapting to damage


is necessary, including in an area such as this where understanding the audio functions of the


brain could be used for medical purposes. This study, if funded, would be carried out by finding


volunteer patients with a “split brain” and isolating the audio nerves and processes of the brain.


Due to advances in technology, the study could track which areas of the brain are being activated


with a stimulus of sound, examining the effects of differing which ear has the input. Also, further


studies would need to be placed to research what would happen if both ears are receiving


separate audio inputs with a severed corpus callosum. Much like studies already done on the split


brain, further understanding of the audio system and how the nerves are wired to the human


brain would be necessary to see which areas of the brain would need to be stimulated. For







instance, if the split brain will “not see” something that the patient obviously sees but does not


process, a set up would need to be put in place that would determine if the patient would not


distinguish sound, or if only certain sounds could be interpreted based on the side of the brain


being affected by the sound. Thus, the study would look for specialization within the audio


functions of the human brain. 


4. Potential Results and Impact.


Potential results from a study of the split brain, specifically with hearing and the


audio system, could show that the brain is specialized in what is heard and then


understood. Results may prove my hypothesis, that the brain is flexible enough in its


processes to undergo severe separation and still function in such a way that the individual


can maintain processes such as hearing in their completeness.  


Other potential results may show that the human brain requires both hemispheres


to process hearing and allow an individual to understand what they heard. If this is so,


then those placed within the experiment would need to be taken care of to see if hearing


could be restored once a nerve has been severed. This would definitely pose as a


roadblock on studying humans, and thus animal testing will be necessary as well to


understand basic properties of brains. Results from this study would benefit cognitive


science as a whole because it would allow for more understanding of the split brain and


the ability of the brain to adapt to damage. This method could be enhanced by expanding


the research out on to more people, increasing the test group size and allowing research to


be done on the audio system on a healthy brain. Individuals without a split brain could be


put to the same tests as those who do have it, with computers monitoring the activity as







well. This would create more information regarding which areas of the brain are


stimulated by sound, and furthermore how opposing sounds affect what the brain


interprets. Also, if there were a way of not completely severing a nerve but simply


blocking it, this experiment could be used without the worries of damaging the human


brain, bringing ethics back into the project. Ultimately, further studies of the brain are


needed in understanding its functions and flexibility, and more specifically in


understanding how it works with split brain patients.
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Robot Linguistics  


Introduction and Background 


 The topic that I am writing about is bodily and neutral mechanisms that is critical to 


understanding cognitive functions.   I am planning on building a robot that studies the cognitive 


language and cognition integration to demonstrate how the language acquired by robotic agents 


can be directly grounded in action representation.   


 In the article, “Grounded Situation Models for Robots: Where words and percepts meet,” 


the long-term objective is to develop robots that engage in natural language-mediated 


cooperative tasks with humans.   The primary obstacle towards effective human-robot 


communication in natural language lies in the traditional separation of language from sensing 


and acting.   The main thesis is that special amodal knowledge structures representing situations 


are needed as bridges.  Presented the design and implementation of such a structure, namely a 


grounded situation model, which serves as a bridge for an interactive conversational robot and it 


resides in a centrally located module in the implemented modular architecture.  The overall 


design of the grounded situation model was driven by two desiderata, and the design was later 


refined through a set of behavioral goals that were explicated.  All the behavior goals have been 


achieved.  The robot is currently able to pass the first two parts of the Token test, standard test 


used to assess early situated language skills.  The robot is able to answer questions about the 


present and past, act on objects, and locations, and integrate verbal with sensory information 


about the world.   The suggested grounded situation model design, provided an important step 


towards providing robots with physically and socially grounded language skills and finally 


towards truly cooperative conversational robots (Mavridis & Deb, ). 
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 Interacting and communication with another person is a complicated set of processes in 


real life.  Humans learn and master the linguistic and social skills necessary to perform this 


accomplishment with seemingly little effort.  The focus is on two main research areas that 


facilitate cooperation and collaboration in a team of robots.  The fist area focuses on context 


predicates, linguistically motivated constructs that contain semantic and goal information.  Using 


context predicates, the teams of robots share information about the goal status and act 


accordingly to them.  The second research area is our expansion of the spatial reasoning 


component so that robots reason about their physical environment and share information about 


the environment, objects, and locations.  The purpose is to enhance team formation and dynamic 


autonomy, so that robots interact with each other and human intervention occurs only as needed 


(Skubic & M, ).  


 Engagement is the process by which two or participants establish, maintain and end their 


perceived connection during interactions they jointly undertake.   It is supported by the use of 


conversation, ability to collaborate on a task and gestural behavior that conveys connection 


between the participants.   Collaborative conversations cover a vast range of activities.  


Conversational gestures generally concern away from the observational partner, pointing 


behavior, bodily addressing the conversational participants and other objects in the environment. 


The nature of engagement in human-robot interaction, and outlined our methods for investigating 


rules for engagement for the robot. The report analysis of the human-human look tracking 


showed that the humans do not always track the changes in looks by their conversational 


interlocutors.  It was concluded that such tracking failures indicated both the default behavior for 


a robot and when it can fail to track without its human conversational partner inferring that it 


wishes to disengage from the interaction.   In order to create a robot that can converse, 
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collaborate, and engage with human interactor, a number of different communicative capabilities 


must be included in the robot’s collection.   Majority of the capabilities are linguistic, but some 


make use of physical gestures as well (Sidner & C,2003).   


Proposed Project 


 Neural networks have been proposed as an ideal cognitive modeling methodology to deal 


with the symbol grounding problem.  The connectionist models have been incorporated based on 


the agent and the robots.  Two cognitive robotic models will be presented to demonstrate the 


mechanism of action grounding of language and the symbol grounding transfer in agents that 


acquire a lexicon via imitation and linguistic instructions.  The models are based on the 


combination of cognitive robotics with neural modeling methods, such as connectionist models 


and field theory modeling.   


Project Method 


 This robotic model consists of two simulated agents, teacher and learner, embedded 


within a virtual simulated environment.  Each of the robots consists of two three-segment arms 


attached to a torso; this robot has 6 Degrees of Freedom.  This is further connected   to a base 


with four wheels.  The robots will be able to interact with the environment and manipulate 


objects that are placed in front of them through the two arms.  In this simulation three objects 


will be used: a cube, a horizontal plane and a vertical bar.   The agents input retina will be able to 


receive different views of each object.  The agent will have to learn six basic actions: lower right 


shoulder, lower left shoulder, close right upper arm, close left upper arm, close right elbow, and 


close left elbow.  Another thing that they will also learn is the name of such basic actions: 


“LOWER_RIGHT_SHOULDER,” “LOWER_LEFT_SHOULDER,” “CLOSE_RIGHT_UPPER 


ARM,” “CLOSE_LEFT_UPPER ARM,” “CLOSE_RIGHT_ELBOW,” AND 
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“CLOSE_LEFT_ELBOW.”  Each of the action will be associated with some of the above 


objects that are put in front of the agent (Cangelos et al, 2004).  The close left and close right 


shoulder actions are associated with different views of the cube.   


 The system is implemented using open dynamic engine, an open source, high 


performance library for simulating rigid body dynamics.  The open dynamic engine is useful for 


simulating vehicles, objects in virtual reality environments and virtual creatures, and it is being 


increasingly used for simulation studies on autonomous cognitive. 


 The first agent, the teacher, is pre-programmed to perform and demonstrate a variety of 


basic actions, each associated with a linguistic signal.  These are demonstrated to the second 


robot, the learner, which attempts to reproduce the actions by coping them.   First, the agent 


acquires basic actions by observing the teacher.   Then, it learns the basic action names, direct 


grounding.   Next, it autonomously uses the linguistic symbols that were grounded in the 


previous learning stage to acquire new higher-order actions, symbol grounding transfer.  


 In the neural network controller and training procedure, the imitator robot is given the 


multilayer perception neural network with input units for vision proprioceptive and linguistic 


input and output units for motor control and linguistic output.  For the robot motor control, the 


motor output units encode the force that is being applied on each joint.  Each action consists of 


sequence of ten steps of motor activation.    In order to attain the grounding transfer, we use a 


three stage training process: basic action learning, entry level naming, and higher-order learning.  


 In the basic action learning stage, the agent learns to execute all six basic actions in 


association with the view of the different objects.   There are no linguistic elements used at this 


stage.   By using imitation algorithm it adjusts the weights contributing to the activation of the 


motor units using supervised learning.  
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 The second learning state which is the entry level naming is concerned with associating 


the previously acquired behaviors to linguistics signals.   There are three features of the 


sequential activation cycles.  The first cycle is the objects view information which is given in the 


input to the network.    The agent learns how to activate the output linguistic nodes 


corresponding to the basic action names.   The linguistic production cycle implements, the 


process of basic symbol grounding, by which the symbols the agents are learning, are directly 


grounded on its own perceptual and sensorimotor experience.   In the second cycle, linguistic 


comprehension, the learn learner agents are taught to correctly respond to a linguistics signal 


consisting of the name of the action, without having the ability to perceive the object associated 


to the action.   In order to accomplish this, the retinal units in the network were set to 0, while 


activate the input units corresponding to the action name.   The final cycle, imitation, both motor 


and linguistic inputs were activated in input, and the network learns to reproduce the action in 


output and activate the corresponding action name unit.  This last cycle is necessary to permit the 


linking of the production and the comprehension tasks in the hidden units’ activation pattern 


(Cangelos et al, 2004).  .  


 The final training stage, higher-level learning, allows the learner agents to autonomously 


acquire higher-order actions without the need of a demonstration from the teacher.   This is 


achieved only through a linguistic instruction strategy.  The Higher-Order stage permits the 


implementation of a purely autonomous way to acquire new actions through the linguistic 


combination of previously-learned basic action names.   The role of the teacher in this stage is 


only that of providing a linguistic instruction, without the need to give a perceptual 


demonstration of the new action.    
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Results and Impact 


 The simulation was replicated with five agents.  Each of the agents had a different set of 


random weights initialized in the range of negative one to positive one.  The three step learning 


stages are basic action, entry-level and higher level learning.  It lasted from 1000, 3000, and 


1500 epochs.  These were the approximate minimum number of epochs necessary to reach a 


good learning performance.  The parameters of the back propagation algorithm were set as 


follows: basic action stage, momentum 06 and learning rate 0.2; entry-level, momentum 0.6, and 


learning rate 0.3; higher level learning, momentum 08 and learning rate 0.2.  The weights were 


updated at the end of every action (Cangelos et al, 2004).  . 


 The overall results indicated that all agents were able to learn successfully the six basic 


actions and the three higher-order behaviors.  During the end of the stage, the imitator was able 


to execute all actions flawlessly when presented with an object, with a final error of 0.004.  The 


overall range error on the final epoch of the entry-level stage was 0.03.  Finally, in the grounding 


transfer test, the agent was requested to perform a new composite action by giving input of only 


the new action name or the new name together with the basic action names, with an error of 


0.018 (Cangelos et al, 2004).  These results confirm our hypothesis that previously grounded 


symbols are transferred to the new behaviors.  


 Adaptive agent models and the evolutionary and epigenetic robots can significantly 


contribute to be a better understanding of the strict interdependence between language and 


perceptual, motor and cognitive capabilities.  Models of language emergence have important 


scientific and technological implications for research in language and communication.  In 


robotics and artificial intelligence, they provide new approaches and algorithms for the 
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development of autonomous interactive systems.  In cognitive science, these models permit a 


deeper understanding of the psychological and cognitive bases of language and its grounding in 


perceptual and sensor motor abilities (Cangelos et al, 2004).  Finally in linguistics and other 


disciplines interested in language origins, agent and robotics models allow the simulation of 


evolutionary emergence of language the test of language origin hypothesis.  


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 


 







    Linguistics     9 
 


 


 


Reference 


Cangelos, A, Riga, T, Giolito, B, & Marocco, D (2004). Language Emergence and Grounding in   


               Sensorimotor Agents and Robots. 


Mavridis, Roy, D Grounded Situation Models for Robots: Where words and percepts meet. 


Skubic, M, & Abramson, M Communicating With Teams Of Cooperative Robots.  


Sidner, C, & Lee, C (2003). Engagement Rules for Human-Robot Collaborative Interaction  


 







Ann-Alecia Brewer 


Cogs 101 


Research Proposal 


5-15-09 


 


Learning: Rules vs. Fluidity 


 


     “Every day you learn something new.”  While a common adage, few people stop think about 


what it really means to learn something new, and at best every day.  The learning process can be 


complicated and difficult to handle at times, but considering how small children learn new 


information so young, we take for granted the true complexity of the learning process.  Another 


aspect to address about a human’s ability to learn is how exactly we do learn.  Some people will 


argue that learning is nothing more than a serious of rule-based computations with a specific 


task.  Others will argue that the brain is capable of flexible communications within itself 


allowing it to adapt and change after learning new information.  The experiment I am proposing 


aims to show that “cognitive functions are flexible and adaptive at all level of analysis,” and that 


“computations in the brain are not like computer programs, yet computer programs can be used 


to stimulate neural computations.” 


 Following a previous study with two other researchers in 1986, Connie Juel performed a 


research study focusing on the literacy development of children from first grade to fourth grade 


in 1988.  Juel focused on testing if children remain poor readers and writers year after year, and 


found that probability of a child remaining a poor reader until fourth grade was .88 (1988).  It 


was also found that reading done in school as well as outside of school influenced a student’s 


performance level.  This is key insight into how the brain may work for reading and writing, but 
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it is interesting to see if how you teach the child these concepts would approve their skills as 


well.  If you only taught them using rules would they be better readers?  


 Nancy Katz, Erica Baker, and John Macnamara were interested in how children learn 


common and proper names.  In 1974, they conducted research on eighty infants to see what 


“processes whereby small children learn common and proper nouns and learn how English 


distinguishes between them” (Katz, Baker, Macnamara).  This is an interesting study because it 


will show whether the processes used by the infants are more rule-based or whether they are 


more fluid.  The study concluded that people the children differentiate individuals and then learn 


their names, but with common objects, like a ball or table, they did not separate individuals and 


learn names only for the class (Katz, Baker, Macnamara, 1974).  According to this study it seems 


that there are set rules for how to classify objects in order to identify. 


 The last study I would like to focus on is closer to home to my own experiment than the 


previous two.    Roschelle, et al. (2000) conducted a study titled, “Changing How and What 


Children Learn in School with Computer-Based Technologies,” that focused on helping students 


become better prepared for the real world with the help of computer programs.  “Research 


indicates that computer technology can help…develop the higher-order skills of critical thinking, 


analysis, and scientific inquiry” and the research found that multiple factors including being 


engaged in the program contribute to the success of computer based programs (Roschelle, et al. 


2000).  However, the computer cannot do it alone; this system would need to be coupled with 


better teaching skills and student assessments.  


 From these three studies we can draw a few conclusions about how humans learn.  First, 


some learning is rule-based.  There is a formula to follow that will lead to a solution.  From the 


first study, it was shown that poor readers have the tendency to remain poor readers. Thus I come 







to the conclusion that you can’t teach all rule based because if someone doesn’t understand the 


“rules” how can they ever progress?  Lastly, computer technologies have been shown to improve 


learning.  While computers are not necessarily free thinkers, can this success be contributed to 


rule-based computations?  What we don’t know is which is a more effective way to learn; 


fluidity vs. rule-based.  Also it has yet to be determined which process has more lasting effects. 


 I am proposing an experiment that will test two aspects of learning.  The first will 


concern whether children learn and perform better with rule-based teaching tactics or with less 


traditional teaching methods like Montessori. The second aspect concerns learning with 


computers.  If rule-based learning is really the key to learning, then we should be able to 


program computers using the same rules and the machine should exhibit the same results.  It 


would be spectacular to find evidence that showed increased learning in students so that the 


education system could better be reformed than it is now.  Particularly in California, the public 


juvenile education system is getting more and more run into the ground with budget cuts, layoffs, 


and increased class enrollment.  It is my hopes that this project will help to turn around some of 


the problems we face with straight forward solutions.   


 The challenge here will be to take the results from the study and apply them to a more 


general audience.  There really can’t be any uniform solution that can be applied due to 


differences in socioeconomic groups and other related aspects.  Not only would it be hard to 


come up with a solution for the country, but even just within California there are so many 


regional differences that need to be taken into account.  If anything, from this project we can 


learn basic strategies to help assist our youth in achieving the best education possible.   


My experiment will need to begin at the beginning of the school year.  Phase one will be 


comprised of three different classrooms comprised of fourth grades students with twenty five 







students in each class.  Class A will be a traditional ran classroom, also known as the control 


group.  The instruction in this class will be unanimous with the way that most teachers instruct 


due to the No Child Left Behind Act.  The instruction will be focused on the end of the year test, 


and most lessons will be spent teaching strategies to pass the test and hardly and science, art, or 


history.  Class B will be the rule-based instruction group.  Instruction in this group will be all 


about equation leading to results. Everything has a formula and a certain way of arriving at the 


solution; A+B=C.  Class C will be the Montessori run classroom, the group with more fluidity in 


the instruction process.  Montessori is an educational program focused more on hands-on 


learning and students having more freedom to come up with their own solutions to problems.  


Students have more freedom in the classroom and work at their own pace, in their own order.  


Montessori offers more than one explanation of performing a task and will be a sufficient 


teaching style to represent a less traditional classroom. 


 The basic layout for each classroom will be the same.  Each classroom will consist of two 


whiteboards, four computers, and a class posting wall.  How the teachers incorporate the layout 


into their teaching strategies will be left to their discretion.  The week before instruction starts 


every student in the fourth grade at this particular elementary school will be tested.  It is vital to 


ensure that each classroom contains around the same assortment of educational levels, and 


children from an assortment of backgrounds.  There will be a scholarship incentive for students 


to stay with the experiment through the whole year in order for test results not to be biased.  The 


amount still has yet to be decided.  The students will periodically be tested every month using 


standardized tests reflecting what the fourth grade standards outline to be taught.  Also monthly 


each of the teachers along with the researchers will sit down to discuss the progress witnessed 


within each student and within the classroom as a whole.  At the end of the year we the 







researchers will assess the improvement made by each class and decide which teaching strategy 


is most effective based on the averaging of the standardized test results. 


 Phase two will begin the following year.  This part of the experiment will be sufficiently 


different from the first phase. This part of the experiment will be laboratory based and consist of 


experimenting with learning techniques on a computer based program.  Fundamentally this 


experiment will attempt to prove that if learning truly is rule based, a computer fed the same 


instructions should be able to perform at the same level as a child of equivalent intelligence.  


This experiment requires five children of age four and five computer programs that are 


programmed to function at a four year old’s thinking capacity.   


 This will only be a six month phase.  Every two weeks the children as well as the 


computers will be assessed for progressed on individual levels and against each other to see how 


they measure up.  For the duration of this study the children will have to live in the laboratory to 


ensure that they are not getting outside learning assistance.  It seems like this may stunt their 


intellectual growth but no evidence has thus been presented to the advisory team restricting us to 


follow with this project.  All in all a psychiatrist will be in the lab to monitor the well-beings of 


the five children.  If the program actually does function in the computer programs they could 


possibly used for the military to make smart machines that help to train soldiers many, many 


years from now.   


 I believe the results of this two-phase study will give us better information about how 


children learn, and how we can use this information to reevaluate teaching strategies inside of the 


classroom.  Learning is not completely rule-based which will be proved by the fact that the 


computers in phase two were unable to perform at the same level as the four year olds.  


However, part of learning is based off of rules and so there is no completely straight cut line in 







how we learn.  This experiment would open up a new window for Cognitive Science because it 


is totally based on how we learn and that can always be an asset to researchers later down the 


road.  In the long term I hope that the results of this study will be able to help California reform 


its education system and increase the productivity of students.  If the productivity is increased 


maybe it could lead to an increase of students attending and completing higher education.   


 The biggest roadblock will be interpreting the results and finding a conclusive result.  I 


believe that this experiment would need to be ran more than one time.  With enough funding we 


could increase the time length of phase one through middle school to see how they are still 


progressing.  Also testing the kids after they graduate to see if their scores correlate with 


previous patterns of learning achievement could give insight on the learning process that is most 


effective on education.   


 I believe that addressing the problems faced in our education system is important because 


children are our future.  Also, if we start doing something now we can prevent more damage in 


the future.  Our education system definitely needs some strengthening and it begins with the 


brain.  Until we really have a grip on how we learn, we won’t be able to help our children 


progress to be the best they can be.     
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Introduction and Background 


The human mind it a beautiful thing. It is able to register different stimuli the body comes 


to contact with and convert it into images to identify the stimuli. It is able to look at 


objects and evaluate them by forming functional and coherent thoughts. It is also able to 


story information given to it, and recall these memories for later use. Yes the brain is a 


great machine that allows for humans to separate ones selves from animals. Now 


although this entire contraption seems magnanimous, the challenge of actually testing 


these theories is where the problem lies. The thought if being able to truly know, or 


experience, the exact feeling occurring in another persons brain is something that to this 


day is still impossible, but not exactly something that cannot be tested. In all honestly 


something of this magnitude would take extensive research or trial and errors, but in the 


end the final product would be so rewarding and valuable in its self. Developing an actual 


serious of experiments that could entirely put the human brain clearly in perspective to 


others would a grand discovery proving that functional aspects of neural systems are 


defined in terms of their bodily, behavioral, and environmental (both physical and social) 


contexts.  


 First and foremost a grand portion of the human brain that gives insight into the 


being, as a whole, is the emotions that people portray. The process of emotion is one that, 


although the brain can work and knows how to alter, isn’t always necessarily is 


something that can be measured. Throughout the years the most common way to explain 


what emotions are being shown on someone’s face is by reading the expressions on 


someone’s face, ultimately being given specific meaning by peoples opinions and words. 
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(Barrett, Lindquist, and Gendron, 2007) Yet although this can give much insight, the 


immense meanings of the emotion being portrayed at time, are limited by the words that 


the experimenter can give the emotion. Another problem encountered is that a single 


emotion can correctly have multiple outcomes, which can all be true, or at the same time 


all falsely wrong. “Consider the fact that 60%–75% of the time, people see facial 


portrayals of fear as ‘angry’ when the images are paired with contextual information 


typically associated with anger. You can imagine the consequences when, in war, a 


soldier enters a house and see a civilian as angry instead of fearful (or vice versa). These 


examples illustrate the importance of context in emotion perception” (Barrett, Lindquist, 


and Gendron, 2007) Clearly if a single way was established to better understand every 


different person’s brain, common mistakes, such as these, wouldn’t be made, and 


ultimately a single “correct” answer would exist.  


Another identity that gives specific meaning and perception to the brain is the 


thoughts each and everyone has. Thoughts are precise feelings, emotion, and senses that a 


person can have form towards anything, like a single object, or a population as a whole. 


“All of the mental functions that we label with a word, such as perception, memory, 


reasoning, and imagery, are accomplished by systems of processes in the brain” 


(Kosslyn, 2005) Evidently this entire task of clearly labeling each thought and sorting out 


in the brain, is something that is easier said than seen. It becomes obvious that storing a 


single memory isn’t something that can be easily explained without an exact rubric to 


follow.  Also “One of the advances of research on memory is the finding that different 


types of memories are often stored in different regions of the brain” (Kosslyn, 2005) the 


exact criteria to know where everything goes, and why, is another thing we do not 
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understand that the brain does. If an experiment was developed to see exactly what the 


brain needs to do and identify in order to categorize the thoughts, the wonder of what 


each person experiences in his or her own head would no longer exist, and a standardized 


way of measuring and knowing all this would be developed.  


 Lastly, a major characteristic of the brain that is challenging to actually see and 


experience in other people other than ones self is the working memory. “Although brain 


changes associated with the acquisition of cognitive abilities in early childhood involve 


increasing localized specialization, little is known about the brain changes associated 


with the refinement of existing cognitive abilities that reach maturity in adolescence.” 


(Scherf, Sweeney, and Luna, 2006) A basic understanding of how the brain develops and 


changes as a person grows has been obvious through the years, seeing as not only does 


the exterior of a person changes. Yet once it reaches its prime stage the idea of measuring 


and being able to see the stages it goes though while processing tasks. “Although the 


acquisition of skills in childhood appears to involve functional specialization within brain 


regions, little is known about the neural changes that support adolescents’ increasing 


cognitive efficiency. (Scherf, Sweeney, and Luna, 2006) An ultimate experiment would 


need to be developed in order to close this gap of missing knowledge. If it was developed 


and put underway the infamous amount of data that could be collected from it would 


greatly make a difference in this cognitive study giving more insight on the brain and 


how it all works.  


Proposed Project  


 What if all these questions could be answered? What if a method of actually 


performing and collecting this data was possible? Say hello to AJ. A machine that reads 
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the brain while the subject participates in an experiment that involves a series of: 


questions and answers, mathematical problems, word quizzes, memorization, everyday 


routine tasks, visual images, and physical activities, all being monitored by neuroimaging 


techniques, primarily positron emission tomography (PET) and functional magnetic 


imaging (fMRI). Now unlike traditional neuroimaging techniques, PETs, and fMRIs, the 


subject would have to agree to undergo this study with a twist. AJ is not only a traditional 


computer, for she also is an artificial intelligence life form put together by expert 


scientist. AJ monitors the subjects for a span of thirty days and nights, while the subjects 


live within a close proximity of her hard drive via a chip placed within the subjects. The 


challenge lies not only within the chip, but also in trying to keep the subjects doing their 


normal everyday activities while still undergoing the experiment. In the end we hope to 


be able to do three different cycles with different subjects every year. With all this 


information we hope to accumulate enough information to better understand the brain and 


all its components. All the information gathered would immensely help the cognitive 


science departments everywhere and offer so much insight for the future generations to 


come.  


Project Methods 


 After being approved, AJ would require a large facility to carry out the proposed 


experiments. AJ would require facility that contains labs, classrooms, a large physical 


education area, dormitories, and a dinning center. At the center of it all AJ would be set 


up within three rooms for her hard drive, and five control rooms where the experimenters 


working within the five rooms would closely monitor the three hard drive rooms. The 


entire facility would be kept under surveillance, not in case the subjects try to escape, but 
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rather for the research purpose. AJ would be dealing with all the state of the art 


technology, with a great lithium based back up battery in case the electricity was to 


malfunction.  


The core to AJ would be the microchip she uses, and would be based within in 


each human subject. The ultra slim microchip would be attached at the base of the 


cranium of each subject and is un-sensed by the subject. The process of actually 


implanting the chip within the subjects seems extensively tedious and complicated, but 


the process itself is virtually simple, and trouble free. All that is required is some local 


anesthesia for the insertion; the experience afterwards would be as if the chip in question 


was none existent. These chips would be wirelessly connected to AJ, and would be able 


to send all the data of the subject back to her. The chip would measure the brainwaves of 


each subject put to work on each task at different times. AJ would then record the data 


and store it for the experimenters to evaluate and work through. Using her artificial 


intelligence AJ would also be able to deduce certain aspects of the mind once enough 


data is collected, producing standard deviations and percentages of occurrence within 


brainwaves. The chip in its self would be the most important aspect of the experiment, 


and with it could come great data results after a few cycles of subjects. At the end of the 


experiment the chip would then be removed from the participants and the subject would 


be released to go on back to their everyday life before the thirty-day experiment.  


Lastly the subjects would play their roles in the experiment. The goal of the 


experiment would be to obtain all types of volunteers ranging from race, age, and sex, 


whom would not mind being watched under close proximity for a span of a month. Men 


and woman from all over would be asked for first undergo a preliminary evaluation to 
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ensure the safety of others. Once the subjects were acquired they would then be 


transported to the AJ facility and assigned rooms. After that they would only we asked to 


participate in a number of smaller experiments throughout the day that would be 


proctored. Afterwards the experiment would hope for the subjects to try to engage in 


everyday normal activates so they would feel like they were not being watched. When the 


subjects go off and do trivial things such as the act of brushing their teeth or watching a 


TV soap opera, their brains would normally go to work without the subject feeling he or 


she is having to perform at a certain level. Both the “experimental” and “non-


experimental” portions of the thirty-day stay would be closely monitored and researched 


by the experimenters and the conductors. With multiple cycles of the experiment being 


conducted enough data would be collected to exactly pinpoint what occurs in the brain 


during different tasks, thoughts, memories, excreta. 


Potential Results and Impact  


Once Project AJ ran its course an extent amount of research and data become 


available for researchers to process and ultimately provide great results. The entire 


subjects participated well in the experiment and for the most part the results were vast 


and enormous. At the beginning the subjects had some trouble becoming accustomed to 


living in the dormitories and having to repeat multiple experiments a few times a week, 


but with time they became more relaxed and had less of an experiment feel, causing the 


results to be better and more precise. With the subjects growing comfortable with their 


surroundings and better results being brought forth, the conductors were able to localize 


and realize what parts of the brain exactly corresponded with what. If a subject became 


saddened because they missed home, the exact location within the brain was found, 
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showing that being saddened for a personal reason and being sad for others, although 


they shared a region within the brain, didn’t exactly come from the same spot. Advances 


such as these gave way in the cognitive field showing cognitive scientist isolated 


locations of the brain to where about 80% of all actions of a human being can be 


categorized. With that in mind, the experiment also opened key areas within the field of 


psychology. Once psychologist were able to exactly see where the occurrences of 


emotions such as aggression or sadness occurred exactly, they were able to more clearly 


help patients whom were suffering from all kinds of mental problems such as, depression, 


or whom were bipolar. Also the extensive amount of information helps shed more light 


on work for brain surgeons. The risk of undergoing in a brain surgery is always high, but 


the chances of it going array or damaging another part of the brain has become less 


frequent thanks the discoveries and findings of AJ. Clearly having AJ and her findings 


was a great-added bonus to many of these health and biological fields directly dealing 


with the a cognitive link.  


As in any experiment some mishaps are bound to occur. While running 


experiment AJ we came across a few roadblocks that should not be overlooked and 


should be taken care of for next time the experiment is ran. One of our first problems we 


encountered was the range we were expecting in subjects. We were unable to incorporate 


many mentally disabled subjects due to the fact that we did not meet the requirements 


needed to facilitate them. In the future a section of the AJ test site should be blocked off 


to accommodate subjects of that caliber. Possibly holding more insight for patients such 


as them. Also no kids partook in the experiment due to age restrictions and the fact that 


the entire brain isn’t developed to it’s full capacity. Children should either be omitted 
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from the study altogether or found a way to test as well. Lastly, some data went missing 


while AJ experienced an information overload. To avoid this next time AJ’s ram and hard 


drive need to increase a bit in size to accommodate more information being submitted at 


all times.  


As whole AJ was a success and with more years to come she will be able to 


provide more information as more versions of her are made. Many trials need to be made 


in order to succeed in the end, but developing an actual serious of experiments that could 


entirely put the human brain clearly in perspective to others would a majestic finding 


involving functional aspects of neural systems and being able to defined in terms of their 


behavioral context. 
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Introduction and Background 


  


The subject of artificial intelligence is a term linking the cognitive science and 


computer science worlds together. We use technologies amazing abilities to form replicas 


of the human brain in order to create things that might be able to function like a human 


are able to do. Artificial neural networks were created in the 1960s and were an early 


version of the cognitive approach of perception. (Arbib p. 22) All which are now the 


apart of the foundation for Artificial Intelligence. With what we have learned about the 


human mind over the recent centuries, that cognitive functions are theorized as emergent 


properties of neural systems.  


 Our goals as cognitive scientists are to try and figure out how the brain works so we  


can reproduce it. By using computers and machines we have been able to experiment and  


design schemas and patterns of how the brain and mind work. Neural networks are  


scientists attempt to recreate how the brain models information and what biological  


systems such as parallel processing. Parallel processing uses sensory memory to control  


output data.   


  Neural networks through out the brain are responsible for the interconnected  


elements which process information, while adapting and learning from past behaviors. It  


is with these networks that we are able to learn through experiences that we have and  


behave accordingly. With the embodied approach we are able to use our cognitive  


abilities proceeding accordingly. Weighted connections and hidden unites create input 


nodes. Input nodes and output nodes attach to each other by weighted connections.  


Animals (including humans mostly learn from experience, not rule-based  
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instruction. Connectionist networks also learn from experience. Learning occurs by  


modifying connection weights between units. 


  Another approach that uses the connectionist approach is the Hebbian-like  


learning approach. This approach stores multiple patterns within the brain’s complex  


structure. It also completes patterns from missing or noisy inputs. It is considered another  


kind of content addressable memory. (Marcus, p. 422) Hebbian unsupervised learning  


concludes that “cells that fire together wire together”. He believes that if two units are  


correlated then their connection weight will automatically increase. Another approach  


that is used by a study at brown touches on behavior based robotics.  


 This research creates their robots that are situated in the sense of needing to respond 


now to the environment and that have embodied meaning that the agents have bodies that 


are constant, dynamic relationship with the world. They used optic control in order to 


control their “animal’s” actions. During our brain’s process of learning input and output 


pairings of units, one has to understand what something is to learn its actions and 


behaviors. This learning approach also adjusts weights to minimize error. We are able to 


use these connections in order to create a robot that can do what we tell its brain to learn 


how to do. For example, if we were able to create a robot that can navigate through all 


different terrains and be able to video tape something bad that is happening through out a 


city then we would be able to decrease the amount of police that we have for patrolling 


the streets. The robot would be able to detect warm blood levels of humans and high 


heart rate increase do to stressful situations, it would also be able to read mouths, and 


would be able to distinguish words like “help” and “police”.  


 There is a study done by scientists on the genetic neural network of a driven robot.  
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 With these structures it would be amazing to be able to create a robot that would be 


able to teach itself what to do. In a study done by Dario Floreano and Francesco 


Mondada, we can provide the robot with a set of simple behaviors further behavior-


modules can be added on the top of these primitives and connected to them via simple 


excitatory or inhibitory skills. (Floreano & Mondada, 1994) Using the robots cognitive 


abilities we would be able to teach it a set of skills, which it would react to through it’s 


neural activity. The best way, this study uses in order for robots to navigate is using 


optimal solutions for robots to adapt to. This gives their robot the ability to develop 


suitable control system, define their own goals, and possibly, perform self-monitoring.  


Proposed Project  


  


 The basic idea of this project is to use situated approaches in order to create a robot 


that can help protect people. It would be able to navigate around different terrains using 


the connectionist approach of cognitive behavior. The robot would be able to sense when 


something bad was happening and notify the authorities. They would know of its location 


because the robot would have a GPS tracking device installed in it. What is interesting 


about this is if we were actually able to make a robot be able to sense and behave like a 


human does cognitively then would have limitless possibilities of what we would be able 


to have robots do.  


 We could have them become civil servants, picking up litter around cities and 


parks, helping authorities, possibly monitoring traffic even. The subject of Artificial 


Intelligence is vast and if we can succeed in conquering the blocks that are in place now 


technologically then we would be doing society a favor. For robots to have the ability to 
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learn from their experiences gives them many options of behavioral results through their 


cognitive intelligence. Without understanding how the brain works scientists would have 


no been able to take the steps in creating neural networks and algorithms, which represent 


human brain activity. We would learn from this experiment that Artificial Intelligence 


could be used to benefit the world socially, economically, and medically. 


 


Project Methods  


  


  This experiment is going to start off by paying the best scientists in the cognitive 


intelligence and artificial intelligence worlds. They will then map out how our robot is 


going to function. The will use steel reinforced titanium for its skeleton and shape. The 


activity of one neuron from a certain stimuli can create change within the entire brain. 


With this fact we can deduct that our robot will act the same. It will react to everything 


that it comes into contact with by means acquisition. Our robot will see its stimuli, decide 


what it is and if it can learn from it first. Our robot will be able to decipher language 


through natural language descriptions of spatial situations, which can be viewed as 


mental and internal representations of actions.  


 Using the Three Laws of Robotics I will guarantee that our cognitive thinking robot 


will never use its powers to harm humans. He will serve as a means to protect them and 


only help them when necessary. Every time that our robot thinks cognitively it will be 


using its neural networks. The neural network receives a number of inputs from original 


data. Then each input weighs a different amount because each experience is different. 


After the neurons are places through a post-synthetic potential the activation function is 
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passed to produce the output neurons.    


 Our robot is going to have the cognitive abilities much like a human, capable of 


seeing and understanding what it sees. It will be able to tell in what emotions and actions 


signify panic and fear, so it can determine if someone needs his help or not. Our robot 


will have a design with the ability to navigate itself around making it mobile. It will have 


6-8 wheels making traveling easy on multiple terrains. Our robot will also be designed to 


understand traffic signals, making it an educated pedestrian. Also, this robot will have to 


be fast, and have a defense mechanism for people who would want to destroy it.  


 With this in mind the robot will use what it reads about a person to understand them 


and what it that person wants from the robot. Our robots cognitive abilities are going to 


be similar to that structured in the human brain. It will have the ability to store short-term 


memory and long-term memory using the biggest part of the brain, the cerebrum. The 


brain controls your voluntary muscles, which is very important in our robot. “While 


psychologists and biologists are concerned with understanding the mechanisms that 


enable humans and other organisms to navigate, the goals in robotics research are to 


provide robust and efficient means to achieve navigational skills in technical applications. 


(Werner et al, 1997) Therefore, if our robot can navigate around without the help of 


human support then our goal will be succeeded.  


 


Potential Results and Impact  


 


 The results of this project could go either way. Our robot might be able to use the 


connectionist approach in order to learn how to maneuver throughout the streets and 
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protect citizens. However, we cannot be sure that our replicas of the human brain will 


work the same because it is not a human brain it is artificial. It is also challenging to 


determine if it will be able to do this successfully. Creating the brain structure with of this 


robot using input and output neurons we are able to say that our robot uses cognitive 


functions which we are learning more about and more everyday. These cognitive 


functions are translated in neural networks. If our robot works properly cognitively, then 


it proves that these neural networks are valid and that they can be created in order to 


replace the human mind.  


 This robot if created would be like a RoboCop, but without the ability to harm 


people. It would be a peaceful member of the armed forces, only seeking to aid victims in 


need and keep equilibrium within cities. Problems with Artificial Intelligence and this 


experiment are complex. We are still unable to make a robot learn and function with 


cognitive abilities. Every human mind observes things and reacts to them differently. 


Which is why it is so challenging to determine how one brain is structured because all 


brains are different because of the different stimuli and experiences that they have gone 


through.  


 Robots are challenging to make function properly because the human mind is so  


complex.  “Most of available robots tend to break down in these conditions and are not  


capable of self-repair, as biological organisms often due, so in the eyes of evolution they  


will not last. (Floreano & Mondada, 1994) A positive outcome from having a robot like  


this would mean less money training and employing police, the robot will be doing its  


work for free. Also, the number of accidental police deaths might decrease because of the  


robot’s existence. With the robot we would be able to help innocent victims of crime and  
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gang violence city streets would be well looked after by a peaceful subject. Scientifically,  


creating a robot with these abilities would change how our world functions. Artificial  


intelligence is the next step in evolution, creating servants, which are  


expendable and that have no meaning of life.  
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I. Abstract 
This report summarizes the first self-assessment of from Program Learning Outcomes (PLO) of 
the B.S. Computer Science and Engineering (CSEE) program at UC Merced. Specifically PLO-a 
“An ability to apply knowledge of computing and mathematics appropriate to this discipline” 
from the CSE Assessment Plan is addressed.  This PLO was selected because this was the first 
assessment and it allowed for sufficient evidence collection exclusively within the major.  PLO-a 
poses the question as to whether CSE graduates are able to apply the fundamental computing and 
mathematics to solve CSE technical problems.  To support this assessment, the Faculty 
Assessment Officer (FAO) collected the following from the CSE faculty: (1) representative   
assignments and exam questions from CSE core and elective courses (CSE 100, 170, 171, 176, 
180, and 185), (2) examples of high-, medium-, and low-scoring work products associated with 
these assignments, and (3) the corresponding summary statistics for each assignment.  The FAO 
developed a rubric to quantify the relevance of assignments to the various aspects of PLO-a.  The 
lines of evidence were, for the most part, found to be relevant to PLO-a assessment. The FAO 
next examined sample high-, medium- and low-scoring student work products and overall class 
averages to assess PLO-a.  Using a success criterion of 70% or better for these assignments, 
these results provide some evidence in support of PLO-a.   


With respect to the PLO assessment report and underlying process, the results here for the B.S. 
CSE program describe a preliminary assessment plan. Recommendations regarding the levels of 
effort to expend and the plans to develop a better CSE program are provided. 
 


II. Introduction 
The mission of the Computer Science and Engineering program at U.C. Merced is to provide a 
modern, comprehensive, and interdisciplinary educational experience to its students, with the 
objective of preparing them for both graduate study ad successful careers in the current and 
dynamically changing professional environment. 


The CSE program assessment plan includes continual course and program level assessment 
vehicles culminating in a periodic self-evaluation. The plan identifies eleven program learning 
outcomes (PLOs) that are consistent with UC Merced’s Guiding Principle.  Of these eleven 
learning outcomes, the following PLO was selected by the School of Engineering Executive 
Committee for this initial assessment: 


PLO-a:  An ability to apply knowledge of computing and mathematics appropriate to the discipline  
The Committee selected PLO-a because it encompasses several fundamental evaluation criteria 
and a general indicator of the success of the CSE program. It is the intent of the core courses to 
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build on this foundation to develop and exercise students’ ability to apply basic knowledge of 
computing and mathematics in the context of computer science and engineering.  


 


III. Assessment Methods 
The FAO requested and received lines of evidence from three of the five required CSE core and 
elective courses:  CSE 100 Algorithm Design and  Analysis (Assistant Professor Miguel 
Carreira-Perpinan), CSE 170 Computer Graphics (Assistant Professor Marcelo Kallmann), CSE 
171 Programming 3D Graphics and Interactive Games (Assistant Professor Marcelo Kallmann), 
and CSE 176 Machine Learning (Assistant Professor David Noelle), CSE 180 Introduction to 
Robotics (Assistant Professor Stefano Carpin), and CSE 185 Introduction to Computer Vision 
(Assistant Professor Shawn Newsam).  Lines of evidence included sample student work from 
problem-solving assignments, more intensive projects and examinations, and were selected by 
the course instructors.  High-, medium-, and low-achievement samples were provided in most 
cases, along with the overall average for the class.  At this point, no other lines of evidence, such 
as student surveys or assignments and work products from benchmark institutions, have been 
instituted in these classes. 


The method for assessing the lines of evidence was as follows: 


(1) Examine the lines of evidence provided with respect to assessing PLO-a 
(2) Examine the instructor grading consistency (calibration) 
(3) Evaluate PLO-a using the appropriate lines of evidence 


The FAO requested and received instructor-selected work assignments and exams, as well as 
high-, medium-, and low-scoring student work products for all of the lines of evidence.  
Materials received were first assessed by the FAO in terms of their organization and 
completeness.  It was assumed that the scores were consistent with the remainder of the class.  
The FAO studied assignments and the student responses and generally concurred with the 
instructor’s scoring.  The FAO did not rigorously calibrate the instructor’s scoring across the 
entire enrollment of the courses, instead limiting the analysis to the samples of work provided. 


The results of this assessment were shared with the five instructors mentioned above and with 
the remainder of the CSE faculty.  Comments and recommendations are currently being solicited 
and, upon sufficient vetting, will be piloted or incorporated in the next PLO assessment. 


The FAO developed a rubric (see Table 1) to pilot-test with respect to evaluating the relevance of 
the three bodies of evidence received from the respective instructors of CSE 100, 170, 171, 176, 
180, and 185.  Upon receiving the lines of evidence, the FAO reviewed the questions or 
assignments posed to the students and the scope and details of the high-scoring responses, and 
scored the body of evidence in each of the four categories.  When it was determined that none of 
the lines of evidence included teamwork activities, the FAO excluded that when addressing the 
relevance point.  An average of 3.0 or more on the remaining three criteria was deemed 
sufficient.  The details can be found in Appendix 1. 


Table 1 – Rubic to examine PLO-a for CSE 100, 170, 171, 176, 180, and 185 courses. 
We use the following fundamental knowledge in mathematics and computing to evaluate 
whether students has acquired an ability to apply knowledge of computing and mathematics 
appropriate to the discipline. For example, we assess whether students have acquired the 
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necessary knowledge in discrete mathematics, programming skills, data structure, and algorithm 
after these courses.  
 
 Linear 


Algebra 
Probability Discrete 


Mathematics
Programming 
Skills 


Data 
Structure 


Algorithm 


CSE100   X  X X X 
CSE170 X    X  X  X  
CSE171 X    X  X  X  
CSE176 X  X      
CSE180 X    X  X   
CSE185 X  X   X    
 


Given the relevance of the bodies of evidence, the FAO examined the course grading summary 
statistics and course assessment reports prepared by the instructors with respect to the level of 
achievement of PLO-a by these courses.  The FAO then summarized the successes and shortfalls 
of the assessment methods employed in order to subsequently improve the process.  Finally, and 
in the context of the improved assessment methods, the PLO analyzed the sustainability of the 
overall PLO assessment plan for the CSE program. 
 


IV. Results 


CSE PLO-a Assessment.   
Numerous lines of evidence were received from the three instructors in the form of scanned 
copies of exams, homework assignments, and project reports (excerpts from the evidence are 
provided in Appendix 1).  All evidence was direct (without student surveys or exit interviews).  
Once received, the material acquired from the three instructors was found to be useful, but 
ranged from fair to very good in terms of completeness and organization.  For all three cases, it 
was necessary to request additional information from the instructors to enable the FAO to 
complete the assessment.  For the junior faculty member and lecturer, it was apparent that the 
types and amounts of evidence needed were unclear.   


The results of PLO-a for the three lines of evidence are provided in Appendix 1.  Overall, the 
CSE faculty members agree the CSE curriculum achieves most of what is described in PLO-a. 
Specifically, the students have demonstrated they are able to apply knowledge of computing to 
the principle. However, the lines of evidence suggest that students lack certain mathematical 
skills.  From our assessments, the faculty members also identity several areas that our curriculum 
can be further improved to fulfill the expected outcome described in PLO-a. 


 


V. Conclusions and Recommendations 
Our assessments reveal a moderately weak understanding of basic propositional logic concepts.  
While students were under time pressure when answering this question, and more than a fifth of 
the class responded perfectly, there is much room for improvement, here.  These results are 
particularly disappointing given the extensive review of propositional logic provided within the 
context of the AI course. Moderately weak performance in the face of such a recent review 
suggests that students entered this class with virtually no understanding of how to evaluate 
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expressions in propositional logic. The CSE curriculum would benefit from a strong introduction 
to Boolean logic, perhaps in the context of a general course in discrete mathematics, since this 
measure suggests that students are not receiving a good foundation in this critical aspect of a 
CSE education. 
 
The CSE curriculum depends on required mathematics courses to provide students with a strong 
foundation in probability theory.  The poor performance of students on this programming 
assignment suggests that these math courses are largely failing to provide students with adequate 
skills in this domain.  While students may be successfully acquiring the most basic of concepts 
from probability theory (e.g., as suggested by the performance of CSE 175 students), they exhibit 
difficulty when those concepts are to be applied in more advanced ways. 
 
The CSE faculty members agree that we will develop courses to the following courses to address 
the students’ needs: 


 Discrete Mathematics  
  Students are expected to learn the basic concept such as number theory, set 
theory, proof, logic, combinatorics, graph, trees, and relations. These fundamental 
mathematical skills are important for students to learn advanced topics in CSE 
courses.  
 Linear Algebra 
 The current CSE curriculum does not have a required course and thus 
students only have limited grasping on this topic. The CSE faculty members feel that 
it is critical to have one course focusing on this topic. This is critical for students to 
have more solid mathematical background for all the CSE disciplines.  
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Appendix 1 – Assessment details of CSE 100, 170, 171, 176, 180, and 185 
courses 
 
The FAO requested and received lines of evidence from three of the five required CSE core and 
elective courses:  CSE 100 Algorithm Design and  Analysis (Assistant Professor Miguel 
Carreira-Perpinan), CSE 170 Computer Graphics (Assistant Professor Marcelo Kallmann), CSE 
171 Programming 3D Graphics and Interactive Games (Assistant Professor Marcelo Kallmann), 
and CSE 176 Machine Learning (Assistant Professor David Noelle), CSE 180 Introduction to 
Robotics (Assistant Professor Stefano Carpin), and CSE 185 Introduction to Computer Vision 
(Assistant Professor Shawn Newsam) 


 


CSE 100 Algorithm Design and Analysis (Assistant Professor Miguel Carreira-
Perpinan) 


The lectures emphasize, and the homeworks and lab assignments reinforce, (1) the use of 
computational and mathematical techniques, and intuition, to come up with a correct, efficient 
algorithm for a given problem ("design"); (2) the use of mathematical techniques to prove the 
correctness of an algorithm and to determine it computational cost in space and time ("analysis"); 
(3) the use of programming techniques (modular programming, data structures, objects, 
recursion, etc.) to program the algorithms in an elegant, correct and efficient way. 
 
Learning observations: 


 Students were able to finish most homework/midterm problems, but there were one or 
two where few of them got it right. 


 Students are bored with proofs. 
 
Assessment of PLO-a:  
Of this PLO, CSE100 covers mainly the topics of discrete math, programming skills, data 
structures, and algorithms. CSE100 tests the students through homeworks, lab assignments and 
exams (midterm and final). Below, I have selected concrete examples from these to evaluate the 
students' understanding of these 4 topics. 
 
The Fall 2009 edition of the course contained 21 students. This is the first time that I teach this 
course, so I have no comparison point with previous editions to determine whether students are 
improving. 
 
Discrete mathematics 
Midterm problem 2 on recurrent equations (14 points): 6 students of 21 achieved all 14 points, 
and the median score was 10/14.  Students scoring low in this problem correlate well with those 
who got a low (F to C) final grade in the course. Final problem 2 was also on recurrent equations 
(4 points) and shows very similar results, only with slightly higher grades (eg now 8 students of 
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21 achieved all 4 points), which suggest students improved after the midterm. Performance in 
this topic was overall satisfactory. 
 
Final problems 1.6 and 1.7 (each 3 points) asked students to prove some mathematical properties 
about graphs. In problem 1.6, 9 students got all 3 points, 9 other students got 0, and the 
remaining 3 were intermediate; while in problem 1.7, only 1 student got all 3 points, 16 got 0, 
and the remaining 4 were intermediate. For problem 1.7, one student wrote that he thought they 
didn't have it study this particular proof. Irrespectively of that, this suggests that a sizable 
proportion of CSE students do struggle with mathematical proofs. 


 
 
Programming Skills 
Lab assignment 7 consisted of implemented a dynamic programming algorithm for the matrix 
chain multiplication problem, and was graded over 2 points (+ 2 bonus points). It involved 
iterative and recursive programming, and arrays as data structure. The median grade was 2 and 5 
students got all required and bonus points. The grades over all lab assignments are similar, with a 
median of 82 out of 100 points. This indicates that our CSE students have a good grasp at this 
level of programming small programs with various basic data structures and programming 
constructs. It is interesting to note that the student who got the highest grade in the course, an 
Applied Maths student, got only average grades in the programming lab. Although this is just 
one case, it suggests that Applied Maths students have a more limited command of 
programming. 


 
Data Structure and Algorithm 
The "programming skills" point already evaluated the students' practical understanding of data 
structures (arrays, lists, trees, etc.) and algorithms (sorting, dynamic programming, etc.) and 
found it satisfactory. I evaluate the theoretical understanding with two problems: 
 
Midterm problem 6, which asks the students to design an algorithm for a certain problem and to 
analyze its running time. Students performed very well here with a median of 15 over 17 points. 
This was a relatively easy problem though. 
 
Final problem 6, about depth-first search and strongly connected components, with medium 
difficulty. The median was 12 (over 18 points). 


 
Overall it seems that students achieved a good theoretical understanding of data structures and 
algorithms. 
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CSE 170 Computer Graphics (Assistant Professor Marcelo Kallmann) 
 
CSE 170 was last delivered in Spring 2009. The course applies the use of computational and 
mathematical techniques for analyzing, implementing and experimenting the main algorithms 
and techniques in computer graphics. 
 
The following evidence was collected for analyzing its contributions to PLO-a: 
 
Data Structure 
CSE 170 covers important data structures which are very important for some specific operations 
in computer graphics. One example is the Binary Space Partition Tree (BSP-tree). This structure 
was introduced in Lecture and its comprehension was evaluated in a question of the midterm 
exam. The question was simple, but required the students to fully understand how BSP-trees are 
used to represent 3D scenes for the purpose of visible surface determination queries. The 
question was worth 12 points in the exam and the average of the class in the question was 6 
points with median of 4 points. The number of students was 21.  
 
Conclusions and Recommendations 
This result is quite low and therefore this topic has to be better exposed, maybe presented in 
more than one lecture with exercises, and perhaps it could become the topic of one programming 
assignment. 
 
Programming Skills 
Besides 3 projects implemented during the semester, CSE 170 also had a total of 7 small 
programming assignments in C++, each with the period of one week to be completed. The 
assignments were of increasing difficulty along the semester, and had as main purpose to provide 
practical experience of each of the covered topics, so that by the end of the course the students 
could implement a more complex programming project chosen from a list of possible topics. The 
total average of the class in all the 7 programming assignments was of 73.7% and the average 
obtained in the final project was of 84%.  
 
Conclusions and Recommendations 
The performance obtained in the programming assignments and the final project is good and the 
current format based on several programming assignments is showing to be beneficial and 
therefore should be again adopted. 
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CSE 171  Programming 3D Graphics and Interactive Games (Assistant 
Professor Marcelo Kallmann) 
 
CSE 171 was last delivered in Fall 2009. The course applies the use of computational and 
mathematical techniques for analyzing, implementing and experimenting the main algorithms 
and techniques in the computer animation aspects of 3D computer games. 
 
The following evidence was collected for analyzing its contributions to PLO-a: 
 
Linear Algebra 
The first part of the course covers the use of basic Linear Algebra techniques for representing 
kinematic structures and solving direct and inverse kinematics problems. One particular question 
of the midterm exam covered the problem of transforming between global coordinates and local 
coordinates in respect to given proximal joints in an articulated arm, using homogeneous 
matrices. The average obtained in the question was of 65%. Although most of the students had 
an understanding of the operations to be performed, most of them had small mistakes due 
difficulties with the notation and conventions used. 
 
Conclusions and Recommendations 
The basic understanding of the concepts was good due the practical work performed in labs and 
projects, however, mathematical exercises are encouraged to strengthen the understanding of the 
theoretical aspects of the problem. 
 
Algorithm 
CSE 171 spends several lectures about the problem of path planning in its several variations. A 
central algorithm related to path planning is the computation of the shortest path in a weighted 
graph. Several practical examples were demonstrated in lecture using different representations 
(grids, roadmaps, triangulations) and in particular the Djkstra and A* algorithms were explained 
in lecture. The final exam had a question (divided in 6 items) about these algorithms. The 
question was worth 24 points and the students had, in average, 77% of the points. The 
performance obtained in this topic was good mainly due the several practical demonstrations of 
the algorithms. 
 
Conclusions and Recommendations 
The practical coverage of the topic is good and, in order to improve the performance in this 
topic, theoretical exercises should also be given to the class. 
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CSE 176 Machine Learning (Assistant Professor David Noelle) 


A primary Program Learning Outcome (PLO) of the UCM Computer Science and Engineering 
(CSE) program involves ensuring that each student comes to possess "[a]n ability to apply 
knowledge of computing and mathematics appropriate to the discipline."  In order to assess how 
well this PLO is being attained across our student population, the CSE faculty have identified a 
set of core knowledge topics that involve computing and mathematical skills that are 
"appropriate to the discipline" of CSE, and they have identified points in the curriculum 
at which such core knowledge is tested.  These knowledge domains are: linear algebra, 
probability, discrete mathematics, programming skills, data structures, and algorithms. 
 
Linear Algebra 
Student knowledge of linear algebra is tested at a "developed" or "intermediate" level through 
required exercises in our elective course on "Machine Learning" (CSE 176).  Specifically, the 
first programming assignment in this class routinely requires students to implement a complex 
linear algebra algorithm for analyzing collections of mathematical vectors.  Submitted programs 
are evaluated separately for algorithm correctness, efficiency and style, and other aspects of 
implementation.  Thus, the assessment of algorithm correctness provides a measure of student 
understanding of the complex linear algebra algorithm being implemented. 
 
When CSE 176 was offered in the Spring of 2009, this first programming assignment involved 
conducting a Principal Components Analysis (PCA) of a collection of data vectors and 
projecting the set of vectors into the discovered PCA space.  Implementing PCA required 
students to understand how to use the technique of Singular Value Decomposition (SVD) to 
discover the eigenvectors, and corresponding eigenvalues, of a matrix.  Of the undergraduate 
students who submitted a minimally functional computer program, less than half (about 43%) of 
them successfully implemented the PCA algorithm. 
 
While this low rate of mastery might be attributed to poor computer programming skills, or other 
supporting factors, success by the same students on later programming assignments suggests that 
this poor performance reflects difficulties in linear algebra skills.  While the specifics of PCA are 
introduced to students in CSE 176, the PCA algorithm is provided to students in sufficient detail 
that it should be clearly accessible to those with a strong basic foundation in linear algebra.  The 
CSE curriculum depends on required mathematics courses to provide students with this 
foundation.  The relatively poor performance of students on this programming assignment 
suggests that these math courses are largely failing to provide students with an adequate 
foundation in linear algebra that is retained for use in later CSE courses. 
 
Probability 
Student knowledge of probability theory is tested at a "basic" to slightly "developed" level in our 
elective course offering an "Introduction to Artificial Intelligence" (CSE 175).  Probability 
theory forms the core of many contemporary artificial intelligence (AI) techniques for reasoning 
under uncertainty, including AI methods for machine learning.  Students are provided with an 
introduction to these techniques in CSE 175, and written in-class examinations routinely include 
questions that test student mastery of the use of probability theory to make "optimal" decisions. 
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When CSE 175 was offered in the Fall of 2008, the final examination contained a question 
asking students to apply Bayesian Decision Theory to identify the "optimal" choice between two 
actions in a situation involving uncertainty.  Thus, this question acted as a good measure of each 
student's ability to apply foundational concepts of probability to the solution of a practical choice 
problem.  Over the students who completed the final examination, the average class performance 
on this question was about 58% of the total points available.  A full third of the class performed 
perfectly on this question, receiving 100% of the available points. 
 
This level of performance is not particularly strong, but neither is it particularly weak.  Indeed, it 
is rare to see a full third of a class achieving perfect performance on an examination question that 
involves this level of mathematical calculation.  While the details of Bayesian Decision Theory 
are introduced in CSE 175, this domain builds on a more fundamental understanding of 
probability.  The CSE curriculum aims at providing this foundation by requiring the completion 
of introductory mathematics courses.  The moderately strong performance exhibited by students 
on this examination question suggests that most students are acquiring some basic knowledge of 
probability theory, either through their early mathematics courses or through the reviews 
provided as part of CSE 175.  Still, there is room for improvement, and it is likely that the best 
opportunity for improvement lies in the introductory mathematics courses, where these concepts 
are first introduced. 
 
A more advanced level of student knowledge of probability theory is tested in our elective course 
on "Machine Learning" (CSE 176).  The use of probability and statistics is pervasive in machine 
learning, making the field largely unintelligible without a firm grasp of the underlying 
mathematical concepts.  Probability calculations form the core of many machine learning 
algorithms, and students are expected to implement these algorithms as part of their required 
programming assignments.  It is common for this course to require the implementation of 
specific probabilistic methods, such as naive Bayes classification or an information theoretic 
approach, and these required programming assignments are evaluated separately for correctness, 
providing a measure of student understanding of the probabilistic techniques being used. 
 
When CSE 176 was offered in the Spring of 2009, one programming assignment required 
students to use an information theoretic method for learning decision trees from data.  Successful 
completion of this assignment required a sufficient understanding of probability theory to 
correctly calculate various entropy measures.  Of the undergraduate students who submitted a 
minimally functional computer program, only about 25% of them successfully calculated the 
entropy measures of interest. 
 
While this low rate of mastery might be attributed to poor computer programming skills, or other 
supporting factors, success by the same students on other programming assignments suggests 
that this poor performance reflects difficulties in the more advanced application of probability 
concepts.  While the information theoretic methods to be implemented were introduced in CSE 
176, the understanding of these methods depended upon an ability to comprehend intermediate-
level calculations involving probabilities.  Relatively few of the students in this class exhibited 
this intermediate-level of mastery.   
 
Discrete Mathematics 
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One of the central topics in the domain of discrete mathematics is symbolic logic, with 
propositional (or Boolean) logic forming the formal mathematical foundation of modern digital 
computer circuits. Logic is also a core topic in artificial intelligence (AI), making the elective 
"Introduction to Artificial Intelligence" (CSE 175) course an appropriate forum for testing 
student knowledge of this key aspect of discrete math.  Propositional logic is discussed for over a 
week in this course, and more general topics in symbolic logic, particularly inference using first 
order logic, occupies several additional weeks. Written examinations in this course regularly 
include a question focusing on the manipulation of expressions in propositional logic, testing the 
ability of each student to apply logical equivalences and to identify tautological and 
contradictory logical sentences. 
 
When CSE 175 was offered in the Fall of 2008, the timed written final examination included a 
question requiring students to examine a set of (sometimes complex) propositional logic 
sentences in order to identify tautologies and unsatisfiable sentences.  Over the students who 
completed the final examination, the average score on this question was about 56% of the total 
available points.  Approximately 21% of the students received the maximum number of points 
on this question. 
 
 
Algorithm 
Many artificial intelligence (AI) techniques have the underlying formal structure of a 
combinatoric search algorithm.  Thus, search algorithms are among the first methods taught in 
the "Introduction to Artificial Intelligence" (CSE 175) course elective.  While widely used in the 
field of AI, many of the search techniques that are initially taught in this class are important 
general techniques in computer science, often introduced to students in core courses on 
algorithms and data structures.  Thus, tests of student understanding of search algorithms in the 
context of CSE 175 may be used to assess student progress toward the mastery of an important 
general class of algorithms in computer science.  Student understanding of basic search 
algorithms is typically tested in CSE 175 through both programming exercises and written 
examination questions, providing multiple opportunities for assessment. 
 
When CSE 175 was offered in the Fall of 2008, an initial programming assignment required 
students to implement both breadth-first and depth-first search algorithms.  Student assignment 
submissions were evaluated separately for correctness, as well as programming efficiency and 
style, allowing the use of the correctness score as a measure of student mastery of these 
foundational algorithms.  Of the students who submitted a minimally functional program, 52% of 
them implemented the required search algorithms with at most minor errors. 
 
While this measure is not a "pure" measure of algorithm knowledge, being influenced by other 
factors, such as programming skill, it does provide some information concerning student mastery 
of this important class of algorithms.  This moderate result shows that about half of our students 
understand this class of algorithms well enough to produce implementations.  The fact that 
almost half of our students fail at this task, even given a review of these algorithms in the context 
of the AI course, is a cause for concern, however.  This result suggests a need to modify the CSE 
curriculum to either improve the initial acquisition of algorithm knowledge or foster its retention 
for use in later classes. 
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CSE 180 Introduction to Robotics (Assistant Professor Stefano Carpin) 


Linear algebra 


Linear algebra and matrix manipulation are extensively used throughout the course as tools to 
describe robot positions in space. Almost every homework and intermediate  
assessment includes questions involving linear algebra. In the midterm students were  
asked a question (question 1) involving matrix manipulation; 73% of the students answered it  
correctly, and the remaining 27% provided a wrong answer. In the final students were  
asked a question (question 1) related to  properties for  rotation matrices; 46% of the students  
provided an fully correct answer, 23% of the students answered correctly part of the question,  
and the remaining 31% provided a wrong answer.  The ratio of about 30% of students  
having problems with linear algebra related concepts was steadily observed during the  
semester. It appears students learn these concepts in their lower division math classes, but  
they then see few applications before this specific class.  
 


Programming Skills and Data Structure 
Students in CSE180 spend weekly sessions in the Lab solving programming tasks. These  
are either solved using special purpose languages like Matlab, or general purpose languages  
like C++. As a significant example of lab work, during Fall 2009 students were asked to  
develop from scratch a robot motion planner. This multi-week programming assignment  
involved handling multiple files, using third party libraries, and implementing various  
algorithms seen in class. The project also involved using a variety of foundational data  
structures, like arrays, graphs and lists. Based on the results, 5 students (33%) evidenced below 
average programming performance (score below 100). 4 students (26%) displayed above average 
programming skills (scores above 140). The remaining 6 (41%)  displayed average programming 
skills (scores between 100 and 140). Students poorly performing in this project outlined 
programming weaknesses that can be ascribed to very limited experience with non trivial 
programming projects, and in particular with handling multiple files or linking against external 
libraries. The outcomes of this programming assignment are consistent with the overall 
performances observed throughout the semester.  
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CSE 185 Introduction to Computer Vision (Assistant Professor Shawn Newsam) 


 
Of this PLO, CSE185 covers mainly the topics of linear algebra, probability theory and 
programming skills. CSE185 tests the students through homeworks, lab assignments and exams 
(midterm and final). Below, I have selected lab assignments 3 and 4 as examples to evaluate the 
students’ understanding of these 3 topics. Attached as evidence are students submissions 
representing high, medium and low scores for these two labs (6 submissions in total). 
 
The Fall 2009 version of this course contained 38 students. 
 
Linear Algebra 
Lab assignment 4 on edge detection required students to implement linear spatial filtering. While 
computer vision inherently requires familiarity with basic linear algebra since images are 
commonly represented as matrices, this lab required students to work out the details of 
convolving a large matrix representing an image with a smaller image representing a spatial 
filter. The students generally seemed able to understand and implement this aspect of the lab 
showing they have an understanding of basic linear algebra. The average score on the lab was 8.7 
out of 10 and 5 of 38 students received a perfect score. By comparison, the average in Fall 2008 
was 8.25 (8 students) so there was improvement. 
 
Probability Theory 
Lab assignment 3 on histogram equalization required students to demonstrate basic familiarity 
with probability theory to compute histograms of pixel intensities, plot the histograms and use 
the histograms to perform a pixel-wise transformation on an image. Again, the students generally 
seemed able to understand and implement this aspect of the lab showing they have an 
understanding of basic probability theory. The average score on the lab was 9.2 out of 10 and 22 
of 38 students received a perfect score. By comparison, the average in Fall 2008 was 8.25 (8 
students) so there was improvement. 
 
Programming Skills 
Both labs 3 and 4 required students to write Matlab programs implementing the algorithms 
underlying the image analysis (histogram equalization and edge detection). About one half of the 
students had no trouble with these programs. The other half exhibited a mixture of the following 
problems: 1) not providing headers for functions and/or comments in the code; 2) failure to use 
correct function call syntax, e.g. parameters; 3) writing verbose code which could be made more 
compact through proper use of conditionals and loops, etc.; and 4) not utilizing built-in Matlab 
functions for simple computations such as maximum, etc. Since CSE 185 is an upper-division 
technical elective, this demonstrates that some students are not sufficiently developing basic 
programming skills in their freshman and sophomore CSE courses. Some of the problems 
mentioned above though are sometimes simply a result of failing to follow directions. 
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REPORT:  Core 1 General Education Assessment, 2009 
Tom Hothem, FAO for Core 1 


 
I. ABSTRACT 
 
This report will summarize assessment efforts for Core 1 (UCM’s lower-division General 
Education course) during 2009, focusing in particular on two Program Learning Outcomes 
(PLOs) that are both central to the mission of the Writing Program (whose faculty staff Core 1 
discussion sections, and are instructors of record for the course) and fundamental to the concept 
of Core 1. The course’s chief concern is to get students to make connections among academic 
disciplines. As its syllabus states, “the course capitalizes on an interdisciplinary approach … to 
demonstrate, through examples, that complex questions are best understood not from a single, 
decoupled perspective, but by insights gained from different—even seemingly disparate—
approaches.” Such exploration and synthesis of different perspectives is also fundamental to the 
work of academic writing, as the Writing Program teaches it. Hence it seemed natural for us to 
begin our assessment efforts by investigating the Core 1 Cumulative Essay, a comprehensive 
course capstone in which students apply their understanding of academic argument (and its 
attendant rhetorical strategies) to surveying the course as they have experienced it, tying together 
often disparate subjects and concepts to demonstrate ways in which a range of academic 
disciplines contribute to common scholarly concerns.  
 
This report documents participating instructors’ approaches to teaching the Cumulative Essay 
and our collaboration in developing a shared rubric for grading the assignment. We then tested 
the rubric on a selection of sample student Cumulative Essays. Although we found that our 
students were not doing as well on the Cumulative Essay as we had hoped, we were pleased to 
have taken some initial steps toward calibrating our grading—a calibration that was initially 
somewhat difficult to attain, but was eventually confirmed by a separate group of participants 
who graded the same essays similarly. From this exercise we learned that we need to begin 
teaching the Cumulative Essay much earlier in term—and more comprehensively and 
regularly—than we had been doing previously, to properly sustain students’ satisfactory 
completion of the assignment by better enlisting their overall perspective of the course and 
encouraging their capacity to make broad connections among its subjects. We also decided to 
share our new Cumulative Essay grading rubric sooner in the semester, so that we could keep 
students aware of the task more consistently throughout term. We will continue to revise our 
rubric and overall approach to the Cumulative Essay by developing further methods of teaching 
it, and by holding general Cumulative Essay workshops during term. 
 
 
II. INTRODUCTION 
 
On 14 August 2009, seven members of the Writing Program’s General Education faculty 
(including Ann Bliss, Angela Winek, Kim Merenda, Meredith Oda, Liz Olson, Susan Varnot, 
and Tom Hothem, all lecturers in the Merritt Writing Program) met to carry out the following 
plan for AY 2009–2010, by investigating two Core 1 Program Learning Outcomes and 
developing a grading rubric based on them. On 3 December 2009, eight new Core 1 instructors 
(all MWP faculty) re-tested the rubric developed on 14 August, and corroborated the initial 
group’s results. 
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As is noted in the FAO Report for General Education, the Writing Program is integral to the 
Core 1 curriculum because its faculty teach writing intensive discussion sections that feature 
more intimate learning communities so as to help students process and advance ideas introduced 
in lectures. As such, Writing Program faculty are the instructors of record for all work in the 
course and dedicate much of their Core 1 instruction to teaching writing that spans and connects 
the disciplines. Whereas future assessment efforts should include a broader range of faculty 
involved in Core 1, this initial effort concentrates on pooling collective pedagogical approaches 
and resources with respect to two key aspects of the course that are central to Writing Program 
faculty’s role as “intellectual guides”—i.e., fellow scholars facilitating interdisciplinary student 
learning via intensive practice in composition and cultivation of rhetorical engagement. The hope 
is that we can immediately apply our findings to classroom practice, and that we can constitute 
something of a core group for coordinating future assessment efforts. 
 
The portion of the plan we investigated is described in the “WASC FAO Report: Writing 
Program, with General Education” thus: 
 
A.Y. 2009–2010 
 


Core 1 PLO:  Critique diverse perspectives from scientific, historical, artistic, and personal 
standpoints  
 
Core 1 PLO:  Craft written arguments that draw connections between the arts and sciences 
 
[Corresponding GE outcomes:  Communication:  To convey information to, communicate 
with, and interact effectively with multiple audiences, using advanced skills in written and 
other forms of communication; Self and Society:  To understand and value diverse 
perspectives in both the global and community contexts of modern society in order to work 
knowledgeably and effectively in an ethnically and culturally rich setting] 


 
(A. PLO Overview and Assessment Process): During the Summer/Fall of 2009, the Core 1 


curriculum committee will meet to review High-Middle-Low samples of Spring 2009 
Cumulative Essays, the capstone assignment for the course which asks students to 
explore their experience of the course by identifying and elaborating connections among 
six course foci (see Appendix Item C). Since this sample of student work is cumulative in 
nature, faculty will focus on the ways in which students are able to apply and integrate 
scientific concepts. From discussing the differences within a range of samples, we will 
refine criteria for assessing information literacy, presentation, and analysis, in particular 
the extent to which students are able to identify, incorporate, and evaluate uses of 
evidence to corroborate scientific, historical, artistic, and personal critiques of course 
material. 


(B. Evidence and Results): The resulting data from this multi-perspectival exercise should 
also reveal the extent to which students can draw connections between the arts and 
sciences. This review will help us develop a shared rubric for assessing such student 
work. Cumulative Essays in fall 2009 will include a standard self-assessment form paired 
with the assignment, which will be included in another review of samples. This will help 
us refine our current grading rubric, which we include in all syllabi (see Appendix Item 
F). With greater consensus on standards and criteria, faculty will be better able to 
communicate to students the benchmarks for success. Through workshop activities at the 
beginning of a semester students will be encouraged to apply this rubric to sample 
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projects, gaining familiarity with evaluation standards. Learning outcome results will be 
paired or triangulated with course evaluation feedback, which include specific questions 
about students’ perceived skill levels in quantitative reasoning and scientific literacy. 


 
We chose to begin our five-year assessment efforts with PLOs that focus on diverse scholarly 
perspectives, written argument and making connections not only because they are central to the 
interdisciplinary ethos of the course but because in many ways they represent two “poles” of the 
course with which Writing Program faculty are most concerned. The Writing Program’s work is 
intensively rhetorical, dealing explicitly with argument; it is also highly interdisciplinary, insofar 
as the program offers a range of disciplinarily-diverse curricula and recognizes that the field of 
writing spans disciplines. At the same time, such spanning of disciplines can pose problems, 
particularly when—as is regularly the case in Core 1—faculty teach material that is outside of 
their academic preparation. The instructional crux of Core 1 is faculty’s capacity to work in 
disciplines beyond their training, and as such Core 1 instructors work together to understand just 
what that means as well as to share expertise toward mastering such a range of subjects. Since 
the Core 1 Cumulative Essay represents the acme of argument in the course and the most 
integrative of assignments, it made sense to examine faculty’s assessment of the interdisciplinary 
connections students make by focusing on that with which the program generally concerns itself 
(and, arguably, does best):  teaching argument. Moreover, as the capstone for the course, the 
Cumulative Essay is a prime indicator of all the course represents—even though, as instructors 
have consistently noted, students are not as successful in completing the Cumulative Essay as 
instructors would like. In other words, there is significant room for student improvement on the 
assignment (which is integral to the mission of general education), and instructors would like to 
determine means of focusing student preparation for it (and perhaps of focusing the assignment 
better, to encourage student success). 
 
Our hope in assessing the Cumulative Essay for students’ aptitude in drawing on diverse 
scholarly perspectives, refining written argument, and developing the ability to make 
interdisciplinary connections was (1) to better determine student “best practices” for writing the 
essay (to identify students’ strategies for making sense of the course in terms of their mastery 
and application of argumentative strategies they develop in writing courses and in Core 1), (2) to 
develop means of better preparing students for writing the Cumulative Essay, and (3) to create a 
more reliable shared rubric for grading the Cumulative Essay. We also found that, in assessing 
the Cumulative Essay, we discovered what topics, readings and lectures resonated best with 
students, based on their inclusions thereof (such that in the Cumulative Essays we have some 
implicit yet reliable evaluation of what course foci were of particular interest, and therefore use). 
In addition, we found the students’ efforts to connect scientific with humanistic (or artistic) 
subject matter instructive for our own (as many of us come from humanities backgrounds and are 
also effectively “science learners”). 
 
To complete this assessment, College One has agreed to pay participating WP faculty an 
additional day’s salary for eight hours of retreat time (about $170 per participant, for a total of 
$1020). (A UCM lecturer’s hourly wage for teaching is $21.24, based on a lecturer salary of 
$43,336 divided by 2040 annual working hours.) 
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III. ASSESSMENT METHODS 
 
Pre-Meeting Preparation (July 2009):  Beforehand, 60 sample essays from Spring 2009 (from 
each of his/her sections, each instructor submitted one essay representing high achievement, one 
representing average achievement, and one representing low achievement) and “rangefinder” 
essays (five representative pieces, one high, two average, and two low, selected from the 
aforementioned 60) were compiled, masked, coded, archived, and distributed electronically. 
(Students’ permissions to use these essays for assessment purposes were obtained during spring 
semester.) Session participants were instructed to familiarize themselves with the rangefinders 
(for collective discussion) and to ensure that the remaining sample essays—for “live reading,” 
grading, and rubric/assignment assessment—were viewable on their laptops (which they brought 
to the session). Participants also reviewed the Cumulative Essay Assignment (see Appendix 1) 
and their own means of assessing student work in Core 1. 
 
Morning Session (14 August, 9:30–12:30):  The morning session consisted of reviewing the 
five-year assessment plan, to provide context for the day’s procedure and goals. We discussed 
the purpose of the Core 1 Cumulative Essay—a thesis-driven course capstone essay in which 
students reflect on the course by linking six of its foci together (see Appendix 1)—and examined 
various rubrics we had developed for grading it and other writing-related coursework (including 
an overview of the Core 1 grading process that is included in every syllabus; see Appendix 2). In 
comparing and contrasting these rubrics, we developed a single rubric in which Cumulative 
Essays are assessed equally (and with a sense of inter-relatedness) on each of the following 
categories: 
 
• SYNTHESIS (making connections):  Writing includes thesis (controlling argument), specific 
claim(s), development of ideas, and appropriate evidence from all required sources (foci, 
modules); integrates and relates diverse, cross-disciplinary perspectives ranging from the 
sciences to the arts (10pts  = 20%) 
 


Comment:  The Cumulative Essay is designed to span course foci across disciplines, so as to 
synthesize student learning and foster interdisciplinary connections (particularly between the 
arts, humanities, and sciences). One aim of the essay should be to examine the arts and the 
sciences in and of themselves and in relief of one another, so as to open up critical inquiry 
into either/both. To achieve this goal, the essay needs to have an incisive yet resilient thesis, 
one that fosters focus on individual foci by capitalizing on cross-disciplinary perspective. For 
instance, students might examine conceptions of scientific research by analyzing their 
representation in plays such as Berthold Brecht’s Life of Galileo and Michael Frayn’s 
Copenhagen. Alternatively, such ideas as the scientific method might provide means of 
understanding the process of discovery in artistic creativity (a process that is not unlike the 
scientific method, as Jared Stanley describes it in his lecture “A Portrait of the Artist as 
Researcher”). Any essay that espouses a vague or general thesis (such as “everything is about 
conflict”) cannot reflexively critique finer points of subjects and allow for purposeful 
connections among them. As such, a broad thesis cannot provide a strong foundation for the 
Cumulative Essay. 


 
• ANALYSIS (critical thinking):  Writing includes logical reasoning; critique and 
interpretation of relevant sources; balance of evidence and explanation; demonstrates 
understanding of scientific, historical, and/or artistic course material (10pts  = 20%) 
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Comment:  The group agreed that finding purposeful connections among course foci 
requires careful, patient analysis thereof. Hence we value sound logic, balanced awareness, 
critical incisiveness, clear explanation, and appropriate use of evidence to specify points in 
interdisciplinary contexts. All foci—whether they are scientific, historical, and/or artistic in 
nature—deserve close inspection to determine meaning. Without active critical thinking and 
the work of exposition, the Cumulative Essay lacks focus and forgoes its capacity to draw 
meaningful connections. Such analysis usually includes close reading of course texts, but can 
also entail similar scrutiny of lectures, data, or illustrations. 


 
• ORGANIZATION (fluency/form):  Writing shows logical, progressive coherence 
(ease of understanding), orderly cohesion (arrangement of parts; transitions), effective 
introduction and conclusion (10 pts = 20%) 
 


Comment:  Any significant critical undertaking must subscribe to a recognizable logic, so as 
to introduce, frame, and investigate claims. Indeed, structure is key to making connections 
and allowing for deeper engagement, because it scaffolds argument—such that the writer 
walks the reader through his/her reasoning. Without such structure, connections can easily 
become blurred or lost, and claims can lose their incisiveness. Indeed, to critique diverse 
perspectives one must be able to represent them accurately and distinctly. Proceeding in a 
disorganized fashion threatens the focus one might achieve in writing such an essay. 


 
• PRESENTATION (style):  Writing conveys clear purpose; shows effective word 
choice; negotiates brevity and explanation (tightening or expanding as necessary to 
produce clarity), awareness of critical method and academic audience (10 pts = 20 %) 
 


Comment:  A big part of any essay—and particularly the Cumulative Essay—is a clear 
sense of awareness on the part of the writer. S/he must demonstrate his/her critique and how 
it can proceed or could be read. Without an effective negotiation of meaning with readers, 
connections get lost and focus becomes blurred. Hence we agreed that, to effectively forge 
connections among course foci, the Cumulative Essay must feature an awareness of purpose 
and sense of significance (lest it merely become survey for survey’s sake). In this way, a 
writer might cultivate a sense of style, a feel for his/her audience, in the critical enterprise. 


 
• RHETORICAL CONVENTIONS (mechanics, documentation):  Text is free from 
errors in grammar, punctuation, spelling, and usage; smoothly integrates evidence and 
incorporates in-text documentation; incorporates advice for revision; includes correctly 
formatted Works Cited page. (10 pts = 20%) 
 


Comment:  No writing—no matter how connective or focused—achieves its purpose (or 
even acknowledges one) if it is poorly executed at the sentence or paragraph level, or if it 
does not clarify or standardize formatting and citational practice. This portion of the rubric 
addresses what might be called “mechanical” concerns common in student writing. It also 
addresses the need for proper documentation and citation—a crucial aspect of academic 
pursuit, especially when it spans disciplines and knowledges the way that the Cumulative 
Essay ideally does. Hence this category allows us to focus on student writing skills as well as 
their ability to produce academic inquiry that subscribes to common scholarly reporting 
paradigms. 
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Core 1 Cumulative Essay Rubric (50 points possible)      
 ____ Meets Length Requirement 
Name:________________________ Section: ______  Date: ________  ____ On time: paper & turnitin 
____# Drafts  ____ Proper formatting/citing 
   


 
CRITERIA 


“A” (10–9) > outcomes 
“B” (8–9) = outcomes 
“C” (7–8) ≤ outcomes 
“D/F” (<7) < outcomes 


SYNTHESIS (making connections):  Writing includes thesis (controlling argument), specific 
claim(s), development of ideas, and appropriate evidence from all required sources (foci, 
modules); integrates and relates diverse, cross-disciplinary perspectives ranging from the 
sciences to the arts (10pts  = 20%) 
COMMENTS: 
 
 
 
 


 


ANALYSIS (critical thinking):  Writing includes logical reasoning; critique and interpretation 
of relevant sources; balance of evidence and explanation; demonstrates understanding of 
scientific, historical, and/or artistic course material (10pts  = 20%) 
COMMENTS: 
 
 
 
 


 


ORGANIZATION (fluency/form):  Writing shows logical, progressive coherence (ease of 
understanding), orderly cohesion (arrangement of parts; transitions), effective introduction and 
conclusion (10 pts = 20%) 
COMMENTS:  
 
 
 
 


 


PRESENTATION (style):  Writing conveys clear purpose; shows effective word choice; 
negotiates brevity and explanation (tightening or expanding as necessary to produce clarity), 
awareness of critical method and academic audience (10 pts = 20 %) 
COMMENTS:  
 
 
 
 


 


RHETORICAL CONVENTIONS (mechanics, documentation):  Text is free from errors in 
grammar, punctuation, spelling, and usage; smoothly integrates evidence and incorporates in-
text documentation; incorporates advice for revision; includes correctly formatted Works Cited 
page (10 pts = 20%) 
COMMENTS:  
 
 
 
 


 
 


GENERAL  COMMENTS:   
 
 
 
 
 
 


TOTAL: 
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Afternoon Session (14 August, 1:30–4:30):  We tested the rubric on the selection of 
“rangefinder” essays that had been distributed electronically beforehand. We read and discussed 
three rangefinder essays—one an example of low achievement, one an example of middle 
achievement, and one an example of high achievement, as determined by Spring 2009 instructors 
who chose and archived such essays from their sections. Whereas we found it easy to identify the 
high, middle and low examples—where the high achieving example pursued an incisive thesis 
that guided good synthesis of diverse course foci, the middle achieving example generally tied 
course foci together but employed a relatively loose thesis to assemble the analysis, and the low 
achieving example lacked focus because it could not formulate a thesis and could not synthesize 
course foci—in using our new rubric we experienced some disagreement on how such examples 
might be assessed numerically. Many of us are unused to grading on a numerical scale, as we 
have traditionally graded written work according to letter grades. As such we adjusted the rubric 
to address scales of achievement on each criterion—where an “A” paper exceeded the outcomes 
we were investigating, and thus merited a 9/10 or 10/10; a “B” or “C” paper met outcomes, and 
thus merited an 7/10 or 8/10; and a “D” or “F” paper approached outcomes, and merited 
anything from a 6/10 downward. These scales helped us create consensus—by dividing the 
larger numerical scale into more manageable sub-scales—although as results show we need to 
practice applying our rubric and its scales further to refine our use of it.  
 
With our rubric thus shaped and applied, we set to work on “live reading” of sample essays and 
numerical assessment of them. Each reader was given four essays to read and assess as “first 
reads” and four more to assess as “second reads,” such that we assessed twenty-eight essays in 
total. Once the reader was finished with his/her “first reads,” s/he chose four essays from other 
readers for “second reads.” The idea was to get two opinions for each sample essay, and to 
hopefully find some agreement (i.e., accuracy) among each pair of readers. Hence each of the 
twenty-eight essays was read and assessed twice, and the results tabulated in Appendix 2. 
  
Once finished with the live reading, we reflected on the day’s work, noted the challenge of 
aligning numerical scoring (given the rather broad 50-point window, where each two points 
constitutes one-third of a letter grade), and planned ways of integrating our Cumulative Essay 
rubric into faculty meetings this fall, so as to practice it further and get all faculty accustomed to 
using it in grading all Cumulative Essays in December. 
 
 
3 December 2009:  During one of the Core 1 staff meetings in which we discussed approaches 
to teaching and grading the Cumulative Essay, six new instructors (Amy Fenstermaker, Heather 
Devrick, John Haner, Nahrin Mirzazadeh, and Derek Merrill), two returning ones (Tom Hothem 
and Angela Winek), and Core 1 Committee Chair Wil van Breugel re-tested the rubric on sample 
Cumulative Essays that were also assessed in the initial session. Not only did we find the rubric 
helpful, but there was general calibration between the original assessors (who had at least two 
semesters’ worth of experience teaching the course) and the new instructors—who in turn found 
the rubric particularly useful for their understanding of the assignment (the concept of which was 
new to them, insofar as it was their first time teaching the course). 
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IV. RESULTS 
 
A. ASSESSMENT METHODS 
 
1. The following chart documents each of the totaled scores given by Ann Bliss (AB), 
Angela Winek (AW), Kim Merenda (KM), Liz Olson (LO), Meredith Oda (MO), Susan 
Varnot (SV), and Tom Hothem (TH) in the initial assessment session to twenty-eight 
sample student Cumulative Essays beginning with sample essay E (essays A, B, C, and D 
were among the range-finders we used for preliminary discussion and pre-calibration).  
 
Reader > AB AW KM LO MO SV TH 
Essay E   28 (F)   38.5 (C+)  
Essay F 43.5 (B+)     43 (B)  
Essay G  30 (D–)  37.5 (C)    
Essay H 30 (D–)     30.75 (D–)  
Essay I     25 (F) 32 (D)  
Essay J    44.5 (B+) 42 (B)   
Essay K      25 (F) 18 (F) 
Essay L   32 (D)    40 (B–) 
Essay M 27.5 (F)   31.5 (D)    
Essay N  31 (D–)   38 (C)   
Essay O      36.5 (C) 42 (B) 
Essay P   28 (F)  29 (F)   
Essay Q  34 (D+)  39 (C+)    
Essay R 41.5 (B)      36 (C–) 
Essay S  38 (C) 48 (A)     
Essay T 41.5 (B)      44 (B+) 
Essay U  32 (D)     41 (B) 
Essay V    34.5 (D+)  33 (D)  
Essay W   29 (F)  34 (D+)   
Essay X  31 (D–)  38.5 (C+)    
Essay Y     31 (D–)  33 (D) 
Essay Z   34 (D+) 37.5 (C)    
Essay AA 46 (A–)    29 (F)   
Essay BB 36 (C–) 32 (D)      
Essay CC  40 (B–)    42.5 (B)  
Essay DD 46.5 (A)    43 (B)   
Essay EE   25 (F) 34.5 (D+)    
Essay FF   28 (F)    38 (C) 
 
 
READER CALIBRATION 
 
• Total # of Times Reader Graded Higher/Lower than Other Reader for Same Essay: 
 
AB = 5H/3L AW = 0H/8L KM = 1H/7L  LO = 8H/0L  
MO = 3H/5L SV = 5H/3L  TH = 6H/2L 
 
• Mean Reader Disagreement:  5.6 (about one full letter grade) 
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• % Grade Agreement 
 
Within 2 points (about 1/3 of a letter grade):  5/28 = 18%  
 
Within 5 points (about 1 letter grade):  14/28 = 50% 
 
 
2. The following chart compares the above scores on sample Cumulative Essays with each of 
the totaled scores resultant from re-testing the rubric with entirely different readers 
(instructors who were new to the course) on the same essays. The first two reader columns 
represent scores from the initial readers; the second two reader columns represent scores from 
the secondary readers. Both pairs of readers are averaged in additional columns. 
 
 


Reader > Initial 1 Initial 2 Initial Average  Secondary 1 Secondary 2 Sec. Average 
Essay E 28 (F) 38.5 (C+) 33 (D)  32 (D) 34 (D+) 33 (D) 
Essay F 43.5 (B+) 43 (B) 43 (B)  44 (B+) 46 (A–) 45 (A–) 
Essay G 30 (D–) 37.5 (C) 34 (D)  46 (A–) 39 (C+) 42.5 (B) 
Essay H 30 (D–) 30.75 (D–) 30.4 (D–)  28 (F) 19 (F) 23.5 (F) 
Essay I 25 (F) 32 (D) 28.5 (F)  33 (D) 30 (D–) 31.5 (D) 
Essay J 44.5 (B+) 42 (B) 43.25 (B)  39 (C+) 40 (B–) 39.5 (C+) 
Essay K 25 (F) 18 (F) 21.5 (F)  29 (F) 31 (D–) 30 (D–) 
Essay L 32 (D) 40 (B–) 36 (C–)  39 (C+) 37 (C) 38 (C) 


 
Not only was there general accuracy/agreement among the new readers, with the exception of 
Essays G, H and K (although H and K were both non-passing papers, at or near “F,” and thus 
still relatively consistent) there was also general consensus between initial and secondary 
readers. 
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B. STUDENT PERFORMANCE (Based on Initial Read, Tabulated in A1) 
 
• Grade Distribution in Initial Sample of Grades Given by Readers:   
 
A = 2  B = 8  C = 6  D = 7 
A– = 1  B– = 2  C– = 2  D– = 6 
B+ = 3  C+ = 3  D+ = 5  F = 11 
 
• Mean Grade:  D+  • Mode Grade:  D 
 
• % Passing (C– or better):  49% 
 
• Scoring per Category (includes initial reading and secondary reading): 
 


 
CRITERIA 


“A” (10–9) > outcomes 
“B” (8–9) = outcomes 
“C” (7–8) ≤ outcomes 
“D/F” (<7) < outcomes 


SYNTHESIS (making connections):  Writing includes thesis (controlling argument), specific 
claim(s), development of ideas, and appropriate evidence from all required sources (foci, 
modules); integrates and relates diverse, cross-disciplinary perspectives ranging from the 
sciences to the arts (10pts  = 20%) 
 


 
Mean = 7.09 
Mode = 7 and 8 


ANALYSIS (critical thinking):  Writing includes logical reasoning; critique and interpretation 
of relevant sources; balance of evidence and explanation; demonstrates understanding of 
scientific, historical, and/or artistic course material (10pts  = 20%) 


 
Mean = 7.04 
Mode = 7 and 9 


ORGANIZATION (fluency/form):  Writing shows logical, progressive coherence (ease of 
understanding), orderly cohesion (arrangement of parts; transitions), effective introduction and 
conclusion (10 pts = 20%) 


 
Mean = 6.83 
Mode = 7 or 8 


PRESENTATION (style):  Writing conveys clear purpose; shows effective word choice; 
negotiates brevity and explanation (tightening or expanding as necessary to produce clarity), 
awareness of critical method and academic audience (10 pts = 20 %) 


 
Mean = 7.14 
Mode = 7 


RHETORICAL CONVENTIONS (mechanics, documentation):  Text is free from errors in 
grammar, punctuation, spelling, and usage; smoothly integrates evidence and incorporates in-
text documentation; incorporates advice for revision; includes correctly formatted Works Cited 
page (10 pts = 20%) 
 


 
Mean = 6.98 
Mode = 9 
 


  
Whereas most scores generally regressed to C– level, the difference between the mean and 
mode scores in the Synthesis and Rhetorical Conventions categories points up some reader 
disagreement about the rubric and/or the student work. Nevertheless, for these data to be 
indicative we would need a larger sample and to apply an inter-rater reliability statistical 
assessment.  
 
• The difference between mean and mode in the Synthesis category may suggest that the 
concept of synthesis was less defined among readers than other concepts were, and that 
readers perhaps unintentionally erred on the side of caution. 
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• The pronounced difference between mean and mode in the Rhetorical Conventions category 
may suggest disagreement among readers about what constitutes proper grammar, 
punctuation, spelling, etc., and/or formatting. 
 


 


V. CONCLUSIONS & RECOMMENDATIONS 


 
It would be remiss not to note that, despite our best efforts, there is some significant noise in the 
resultant data, as some readers disagreed on how to assess a given sample essay, and there is 
occasional distortion in how the rubric adds up (despite readers being relatively confident in 
awarding numerical values on individual scales). We suspect that this effect is likely due to (1) 
the variety of student responses (given how many ways there are to approach the assignment, and 
thus how many ways there are to assess it), (2) the newness of the rubric, (3) the range of faculty 
perspectives involved in grading (although we do practice grade norming in Core 1 instructor 
meetings), and (4) the unwieldiness of having so many points at the grader’s disposal. It can be 
difficult to make all instances of such a lengthy, often digressive, piece of writing subscribe to 
common rhetorical characteristics. Also, whereas two instructors may agree that a given essay 
warrants a “B,” the numerical scale may reveal two different values for the “B,” or it may 
contribute to further grade divergence because of the additional variables and numerical values 
by which it operates. (Such numerical discrepancy is further intensified by some readers having 
occasionally awarded fractions of points, rather than whole numbers.) Of course, it is useful to 
allow general “point windows” for instructors to deploy as they see fit, although in assessing 
Cumulative Essays as a group we may wish to move to a more confined scale such as the AWPE 
holistic scale for essay grading (see Appendix 3), which is based on six categories of quality, 
numbered 1 through 6. Thus, to reduce noise and cultivate confidence in our rubric (and our 
approach to teaching the Cumulative Essay), it will benefit us greatly to regularly pursue such 
assessment efforts in subsequent staff meetings, to exercise the rubric and cultivate familiarity 
with it. This was proven quite nicely in the secondary reading session we held in December, 
where new instructors generally agreed with each other and with previous readers on how to 
assess each sample essay. 
 
That said, despite the relative artificiality of the circumstances (i.e., meeting as a group to grade 
essays blindly, when we would ordinarily do so both in isolation and with better knowledge of 
the authors—the students in our respective classes), we were generally pleased with the promise 
of agreement among readers (and realization thereof in the secondary reading session), a 
developing degree of accuracy that is suggestive of a shared sense of mission in teaching and 
assessing the Core 1 Cumulative Essay. For instance, as per the outcomes we were investigating, 
it is clear from this assessment exercise that those of us who teach Core 1 encourage students to 
entertain diverse perspectives that aren’t confined to one or two academic disciplines. As 
mentioned previously, this hasn’t always been the case, insofar as many Core 1 instructors—who 
often come from humanities backgrounds, especially literature—haven’t always been 
comfortable teaching such otherwise “alien” subject matter as scientific material. Our developing 
approaches to teaching the Cumulative Essay indicate a growing comfort level with processing 
scientific subjects as well as “humanistic” ones, such that we’re getting better at conceptualizing 
and critiquing them in terms of one another—and in imparting that inquisitive interdisciplinary 
spirit to our students. It is also clear—as evidenced by the rubric we developed and the ways in 
which it was applied—that we share a commitment to working with students on crafting 
connective written arguments. In that regard, our teaching of argument may be our best means of 
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integrating course material from across the disciplines, both for ourselves and for our students. 
That commitment has been a hallmark of the course, and will continue to serve as a backbone for 
our efforts in teaching it. 
 
Instructors who participated in the project report a similar sense of shared commitment derived 
from the assessment exercise. Liz Olson points out that the exercise helped us identify common 
themes and issues. She suggests that “having us engage the process of collectively writing the 
rubric was effective in helping us develop our ownership of the course, and also in creating a 
more rigorous system for evaluating the work of students across different sections. Because 
CoreOne is a general education course taught by such a diverse set of professors, having us 
spend time and energy to coordinate teaching and assessment is essential.” Meredith Oda 
observes that, whereas “the sovereignty of each section versus an umbrella curriculum” in Core 1 
“makes it difficult to grade essays from different classes with the same rubric,” the exercise 
represented the first time she had “a comprehensive sense of what the assignment was asking for 
and how students should respond,” such that her subsequent understanding of the assignment 
“follows much more closely to that of some of the other lecturers.” As a result, she explains, we 
might teach and assess the Cumulative Essay more rigorously:  “I am now encouraged to ask 
more of my students in their work for this essay; in the past, I was unsure of how much I could 
push them to do.” Liz and Meredith both point out that we would have benefited from more time 
in the session—perhaps two days instead of one. Depending on resources, we would like to 
consider such a retreat in the future. They also imply something equally crucial, if not 
paramount—that the course is only as good as the sum of its parts (the rich contributions of its 
participating faculty), and as such should evolve according to intersections among participants’ 
interests and expertise. In this respect, our sense of the Cumulative Essay will also evolve, and 
we will continue to find ways to communicate that evolution to student writers. 
 
One of the serendipitous findings of the assessment session was a sense of what curricular 
components work well in a given semester. Students’ relative mastery and/or employment of 
some readings or lectures (as opposed to others) could be seen as implicitly endorsing such 
curricular components. For instance, students often referred to the course unit on classification, 
noting such things as how arbitrary and/or artificial Linnaean taxonomy can be, particularly in 
light of modern genetic research. They then used such conceptual material to point out similar 
arbitrariness/artificiality in the ways in which races or ethnicities and even academic disciplines 
are distinguished. To extend the concept even more broadly—and thus to practice the kinds of 
connection that Core 1 encourages and the Cumulative Essay expects—categorizing a problem 
such as global warming as solely a weather issue, for instance, can preclude other approaches to 
defining the problem—such as noting human or technological influence. Although most course 
material was adaptable in such ways, other course material wasn’t as well represented, or wasn’t 
used as effectively. Such material—which, for instance, in the semester from which we pulled 
sample essays, included a unit on warfare and surveillance—could thus be better integrated into 
the course, and/or rethought in terms of inclusion. 
 
As for how to better maximize student performance on the assignment, we agreed that, if the 
Cumulative Essay is to remain the capstone for the course, instructors need to focus on it 
throughout term and not leave students to pursue it exclusively at term’s end. We need to 
practice thesis-building—and therefore the building of connections—throughout term, perhaps 
by focusing on the “bigger picture” of the course more often, doing more connective in-class 
exercises, and by assigning more cumulative work earlier in the course. Fundamentally, we need 
to have students practice the crafting of theses, so as to allow for more specific incision into a 
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variety of subjects (whereas otherwise students are prone to employ broad theses that detract 
from focus). We will also consider building more connective suggestions into the essay prompt, 
and to track earlier coursework into/toward the Cumulative Essay. Crucial to such efforts is the 
mid-semester Cumulative Essay Preview session that Writing Faculty recently developed and are 
continually improving. Initially, the session was something of a collective brainstorming session, 
wherein we simply led a discussion of connections students might make across the course. Now 
we use the time to provide enhanced overviews of the course, to cover effective use of materials, 
to illustrate means of developing good theses, and to have student participants collaborate on 
outlines for hypothetical Cumulative Essays. One obvious implication of our investigation is that 
we will share the Cumulative Essay rubric much earlier in term, and apply it to other essays 
written for class (so as to cultivate students’ awareness of and conversance with it). 
 
With respect to students’ relative success on the various categories (i.e., Synthesis, Analysis, 
Organization, Presentation, and Rhetorical Conventions), the results reflect slightly better 
achievement on Synthesis, Analysis and Presentation, and slightly lower achievement on 
Organization and Rhetorical Conventions. This may be because the essays are rich in ideas but 
not cohesive or polished enough. Again, teaching the Cumulative Essay piecemeal, and with 
regard to other, similar assignments, throughout term, may help in encouraging more developed 
essays later in term. In short, we need to match the execution of the essay with the ideational 
energy that fuels it, so as to maximize both. 
 
 
VI. IMPLICATIONS OF PROPOSED CHANGES 
 
We will distribute and use the new rubric in Core 1 classes this year, and better distribute/pace 
the teaching of the Cumulative Essay so that it isn’t confined to later in term. Given how much 
more we have to learn from our “live reading” session and from pairing such an effort with 
student self-evaluations, we will likely need to double our current assessment efforts time-wise. 
This will mean seeking additional funding for the purpose; $2,000 should cover two days’ worth 
of work with six participating faculty. 
 
 
VII. SELF-EVALUATION 
 
 Rating Explanation 
Assessable PLO Developed Although the PLOs are measurable, we can do more to focus 


the rubric and so improve instructor consensus and hence 
classroom instruction.   


Valid Evidence Developed Varied, cumulative, holistic evidence from student 
performance and student/instructor feedback. 


Reliable Results Emerging Calibration needs improvement. 
Results Summary  Developed Charts to indicate results, although data could be further 


aligned with assessment criteria/calibration. 
Conclusions & 
Recommendations 


Developed Results have been reviewed carefully and faculty engaged 
with stages of assessment process. Nevertheless, 
implications continue to become apparent, and will be noted 
as necessary in subsequent reports. 
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VIII. APPENDICES 
 


 
APPENDIX 1:  CUMULATIVE ESSAY ASSIGNMENT PROMPT 
 
Core 1:  The World at Home Cumulative Essay Assignment 
 
Due Date:  Week of 5/11 
 
To guarantee it’s your own work, don’t forget to submit your work to turnitin.com. 
 
The Cumulative Writing Assignment is an integrative “capstone” essay in which you’ll address a 
common theme (or thread) in the course and trace it through examples from across term. The 
Cumulative Essay should be about 1800 words (roughly 6-8 pages), with at least 2/3 of a 
page devoted to each example/focus. It must examine SIX examples/foci from at least FOUR 
different modules, must be guided by a thesis paragraph that elaborates your theme/thread 
and gives an overview of your essay, and must conclude gracefully (with a well-elaborated 
parting comment).  
 
Specify a thread that you see running through the course. This could reflect a combination of a 
few lectures and readings, or a common idea that appears in each module. (A topic might be, for 
example, “the unintended consequences of innovation,” or the extent to which a series of 
lectures/readings relate to a specific place, time, item, artwork, etc.) Because of the distinct 
challenge of such an assignment—in a sense, your job is to connect human history from its 
origins to its uncertain future—you are encouraged to start looking for and developing threads as 
soon as possible. The following are some suggestions for how you might brainstorm a thread to 
explore in your essay: 
 


 Browse through your reflection papers:  Are there any interesting patterns of thought, 
connections between materials, and/or implicit themes between entries? 


 Check out the Core 1 syllabus and the “Topics Synopses” document on CROPS for brief 
descriptions of the modules and lectures (see Resources Folder). What recurring themes 
do you see? 


 Look over your weekly assignments. Which ideas or assignments interested you the 
most? Is there a way to expand a smaller project into a larger one? Do any of the projects 
fit together in some way? 


 Look over the “Recipes for Theses” in Tom’s “Zany Miscellany of Essay Wisdom” (#s 8-
11). Consider how you might build an essay “from the ground up,” or, alternatively, 
“from the top down.” (see overleaf) 


 
Note:  As long as it is germane to your theme, you may draw upon (and/or integrate material 
from) your previous writings in Core 1. 
 
Support your thesis/theme with specific discussions of documented examples. Avoid 
making blanket statements; use the body of the essay to elaborate particular foci in 
depth—using quotes, data, and concepts that are fluidly explained. 
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APPENDIX 2:  EVALUATION OF CORE 1 ASSIGNMENTS (from Core 1 Syllabus) 
 
Those of us who teach Core 1 are often asked about how we grade assignments. Having 
established point systems and criteria to govern our evaluations of these assignments, we present 
our rationale to you here in hopes of demystifying what some might consider a “mysterious” 
process.    
 
With respect to quantitative assignments, a correct answer must be supplied in order for the 
assignment to receive full credit. However, we believe that process is a fundamental component 
of both quantitative and qualitative reasoning, and that explanation is essence of both. Therefore, 
any quantitative exercise that clearly (and creatively) describes its process and the significance 
thereof, uses the tools provided by the assignment, and shows evidence of sincere engagement 
can still receive a high grade, even if an incorrect answer is provided at the end.  
 
Qualitative assignments (essays) are slightly different in nature. Essays rarely have a “correct 
answer,” after all. Nevertheless, we will only give top marks to essays that: 


– present information accurately and make logically sound arguments; 
– develop ideas fully and in an organized fashion;  
– display complexity of thought and appreciation of various perspectives; 
– approach issues and problems from creative angles; 
– are noteworthy for their overarching focus and coherence; and 
– engage course readings and/or lectures in sufficient depth. 


Essays do not have to receive perfect scores in all of these areas to receive full points, but 
coming up short in one criterion or another will likely affect your grade. 
 
We hope that this clarifies what we look for when evaluating these assignments. If you have any 
questions while working on either a qualitative or a quantitative assignment, contact your 
instructor promptly so as to stay on the right track.    
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APPENDIX 3:  AWPE SCORING GUIDE (2007) 


In holistic reading, raters assign each essay to a scoring category according to its dominant 
characteristics. The categories below describe the characteristics typical of papers at six different 
levels of competence. All the descriptions take into account that the papers they categorize 
represent an hour of reading and writing, not a more extended period of drafting and revision. 


A 6 paper commands attention because of its insightful development and mature style. It 
presents a cogent response to the text, elaborating that response with well-chosen examples and 
persuasive reasoning. The 6 paper shows that its writer can usually choose words aptly, use 
sophisticated sentences effectively, and observe the conventions of written English.  


A 5 paper is clearly competent. It presents a thoughtful response to the text, elaborating that 
response with appropriate examples and sensible reasoning. A 5 paper typically has a less fluent 
and complex style than a 6, but does show that its writer can usually choose words accurately, 
vary sentences effectively, and observe the conventions of written English.  


A 4 paper is satisfactory, sometimes marginally so. It presents an adequate response to the text, 
elaborating that response with sufficient examples and acceptable reasoning. Just as these 
examples and this reasoning will ordinarily be less developed than those in 5 papers, so will the 4 
paper's style be less effective. Nevertheless, a 4 paper shows that its writer can usually choose 
words of sufficient precision, control sentences of reasonable variety, and observe the 
conventions of written English.  


A 3 paper is unsatisfactory in one or more of the following ways. It may respond to the text 
illogically; it may lack coherent structure or elaboration with examples; it may reflect an 
incomplete understanding of the text or the topic. Its prose is usually characterized by at least 
one of the following: frequently imprecise word choice; little sentence variety; occasional major 
errors in grammar and usage, or frequent minor errors.  


A 2 paper shows serious weaknesses, ordinarily of several kinds. It frequently presents a 
simplistic, inappropriate, or incoherent response to the text, one that may suggest some 
significant misunderstanding of the text or the topic. Its prose is usually characterized by at least 
one of the following: simplistic or inaccurate word choice; monotonous or fragmented sentence 
structure; many repeated errors in grammar and usage.  


A 1 paper suggests severe difficulties in reading and writing conventional English. It may 
disregard the topic's demands, or it may lack any appropriate pattern of structure or development. 
It may be inappropriately brief. It often has a pervasive pattern of errors in word choice, sentence 
structure, grammar, and usage.  


 







APPENDIX 4:  EXAMPLE STUDENT WORK 
 







  1


ESSAY F:  Boundless Knowledge 
 
 The names of which we classify people, animals, and all things often act as clear 


reflections of us, rather than providing a clear representation for them---such that our systems of 


classification, though extremely comprehensive, may excessively objectify things, unfortunately 


hindering instead of helping society. Within the many voyages of understanding the many 


knowledgeable concepts and ideas of the world people inevitably begin to categorize and 


correlate common foundations of conventional knowledge based on highly objective standards 


and viewpoints. One essential danger of classification is the ramifications that so often cause 


indispensable abstractions of knowledge to be found unimportant, bounded to ignorant barriers 


of the personal inclusive or exclusive limits of knowledge people individually construct. 


 Taxonomy, known as the science of classifications, represents a key illustration of how 


failing classification systems inadequately diversify information in ways that exclude other 


forms of essential information, causing the classification system to be incredibly inaccurate. 


Linnaean taxonomy is biological classification, which utilizes the taxonomic ranks of kingdom, 


phylum, class, order, family, genus, and species to categorize and classify life systems. Many 


issues arise within the action of classifying due to the extreme inaccuracy that can possibly 


transpire. Carl Linnaeus, Sweden botanist, physician, and zoologist of the 1700’s, scientifically 


classified different species according to their physical features. Linnaeus’s classification system 


and his formal system of naming species, technically known as binomial nomenclature, is in 


continuance revision because of it’s inaccuracy of biological classifications. Linnaeus writes in 


his Introduction to Systema Naturae that “ the science of nature supposes an exact knowledge of 


the nomenclature, and a systematic arrangement of all natural bodies” (p.2). To be accurate and 


thus valid, Linnaean classification must solidify classification in general—that is, it must 
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reflect/represent all other classification schemes.  


 Linnaeus’s knowledge was inherently limited because he did not have access to such 


scientific concepts as DNA (Deoxyribonucleic acid) sequencing, nor did he travel very far. So 


his classification system was actually quite subjective. An instance of subjective, cultural 


classification resulting in controversy and inaccuracy occurred within the San Juan Puerto Rico, 


within the easternmost Caribbean Island of Barbados. The world’s tiniest snake, claimed to be 


discovered by a U.S scientist who later named the snake after his wife, classifying it as, “ 


Leptotyphlops Carlae,” the world’s smallest snake. Soon after this “discovery” a forty three year 


old Barbadian claims to have seen the snake in his early childhood, and stated that this newly 


discovered snake was in fact a well known snake to locals, identified as the “Thread Snake.” 


Linnaeus states that we “form just conclusion from things as they present themselves to our 


senses” (3). Though, our senses alone cannot be definitive, resulting in confusion, and 


inaccuracy, similar to what occurred within the Barbadian Snake situation. As a result, the 


systems by which people categorize complex species are inaccurate due to the high variance of 


the organisms being classified and, moreover, the limitations of the classification system. This is 


particularly clear when Linnaeus attempts to classify Homo sapiens. Using and extremely biased 


and extremely subjective system of classifying Linnaeus writes concerning his observations of 


different racial features, which sound quite discriminatory and biased. He writes, “Holientots” 


(Black people), appear to be less fertile, while supposedly appearing negligent, governed by 


caprice and also appear to be quite “crafty” (Hothem). Just as the biological classification system 


of Linnaeus, which functions solely off physical characteristics and general, “obvious” 


commonalities, people of different cultural and sociological characteristics are commonly and 


inaccurately classified. 
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 Well known sociologist Kevin Browne, writes within his article Introducing Sociology, 


concerning the true meaning of the trade, “ sociology is the systematic (or planned and 


organized) study of human groups and social life in modern societies…sociological research has 


shown many widely held ‘common-sense’ ideas and explanations to be false (p.2).” With this, 


Browne defines the study of sociology to be more than the mere study of the social aspects of 


people; he exemplifies this type of educational focus to be closely examining the different 


conventional concepts of knowledge in relation to all different types of people, cultures, and 


diverse characteristics. As living members of society, people all share conventional foundations 


of knowledge towards various social institutions such as, family life, the education system, and 


religion. With possessing these common strains of knowledge, people constantly overuse the 


purpose of classification and categorization. After making different forms of knowledge 


concerning different types of people and concepts easier to understand and more relatable to 


people, classification shifts into a negative and powerful force, known as stereotyping. From, 


“Ideas such as, that there is no real poverty left in modern Britain; that the poor and unemployed 


are inadequate and lazy; that everyone has equal chances in life …” Classification construes into 


complete, inaccurate stereotyping of different types of people who share many commonalities 


along with dissimilarities. The invalidity of the “common-sense ideas” people characterize others 


according to, “constantly change over time in different societies (Browne).” Due to this 


continuous shifting of ideal and outlook, accurate, solid grounds of classification according to 


people, can never truly be accomplished. From a sociological viewpoint, one must look at 


sociological concepts using the “sociological imagination,” observing different forms of 


knowledge and people in unfamiliar ways, from different angles, outside of the conventional 


viewpoint. 
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 Media companies act as effective outlets of information concerning the world we live in, 


though too often this information is communicated at the expense of objectifying people, further 


distancing us from one another. The illusion given from another concerning a knowledgeable 


subject can ignorantly control a whole society’s personal opinion and viewpoint. Through 


different strains of media, mainly those that involve visual display, people are constantly misled 


and falsely educated concerning the world around them. For instance, one stereotypical, 


classification extremity, which empowers much controversy and discriminatory attitude within 


America, is “Terrorism.” People classify groups of individuals as villainous, terrifying, evildoers 


because of what they are shown on television screens through heavily biased communication 


strains of media. Academic novelist and critic Raymond Williams, effectively illustrates the 


social ramifications of society falsely feeling at distance from the global horrors and disasters 


taking place within their midst, “ deprived of its actualities, television stood its reporters in the 


streets outside closed doors, constructed models and panels in its studios, and showed film from 


Argentina.” Williams writes concerning the disturbing and heavily filtered images people view 


on the television screen. These images create illusions of extreme distance to viewers, causing all 


personal responsibility and true knowledge of the falsely depicted events to be nonexistent. So 


simply, the horrifying devastations of war caused by a nation of people can be “on a 


comparatively small scale” because of falsely classified righteousness and illusionary “distance.” 


Screens dramatize how separate people truly are from what occurs around the world. The 


dreadful global disasters and kidnappings of children on television are not actually taken account 


of until the missing child becomes the next-door neighbor’s son or one’s younger sibling. When 


one classifies a race or certain type of individual on the basis of heavily biased representations, 


an essential sense of reality is lost. Building a solid perception upon cracked foundations of 
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inaccurate and filtered perceptions further falsifies the knowledge being established. 


 Classification can possibly make complex concepts, ideas, and forms of knowledge easier 


to comprehend, though it also misconstrues such large concepts into inaccurate summations of 


conventionalized knowledge. During the filtering process of classification, many essential details 


and contributing factors are lost and unaccredited while people classify and seek to isolate 


personal ideas. Often with trying to achieve simplification of an idea or visual complexity, 


people disregard imperative truths. Classification further devalues and simplifies essential 


contributing factors concerning certain bodies of knowledge about people, cultures, and 


ideologies. Subcultures constantly face this disadvantage with being understood within society 


because their foundations that they exist upon themselves are rarely understood or 


acknowledged. Subculture exemplifies a group of people with a culture that differentiates from a 


larger culture, which then causes the subculture to be alienated, and conventionally classified 


into a certain “group of individuals” or category. 1950’s media theorist and sociologist Dick 


Hebdige, writes so congruently concerning the connection between the hybrid music and culture 


form of Punk in relation to Reggae music origins of the West Indies. Within Meaning of Style, 


Hebdige writes concerning the many inaccuracies people attribute to the punk sub-culture and 


music form, classifying the music form as strictly white and just another “post-war subculture.” 


From, “Indeed, even punk’s epiphanies were hybrid affairs, representing the awkward and 


unsteady confluence of the two radically dissimilar languages of reggae and rock,” the clear 


hybrid elements of punk cannot be ignored, neither back shelved as insignificant factors in the 


creation of the punk art form. The fusing of such dissimilar music forms causes ultimate 


classification to be unachievable due to the many different contributing origins that created he 


Punk music form. Concerning the open alienation punk received, Hebdige writes, “ In punk, 
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alienation assumed an almost tangible quality. It gave itself up to the camera in ‘blankness’, the 


removal of expression, the refusal to speak and be positioned (p.29).” In attempt to solely 


classify and stereotype this vivid, hybrid art form into only “punk,” society encounters great 


difficulty due to it’s openness and faceless identity. Punk exists to be more than “white” music, 


characterized as solely rock and roll based and influenced. Hebdige concludes the essentiality of 


the two art forms intertwined as, “punk and the black British subcultures with which reggae is 


associated and connected.” He writes, “The dialogue between the two forms cannot properly be 


decoded until the internal composition and significance of both reggae and the British working-


class youth cultures” are understood (p.29). Assertion of the necessary essentials of possessing 


every contributing element during the attempt to classify a hybrid form of music is clearly 


evident. Hebdige illustrates that proper inference to simplify such a complex structure as the 


“Punk” sub-culture, cannot be valid unless all origin, history, and contributing factors are 


included and evaluated. 


 The dangers of classification truly lie within the biases of the individuals classifying. 


According to one individual or groups of individuals, certain knowledge is deemed important, 


insignificant, false, true, “good,” and “bad.” Often times the knowledge that is socially 


unacceptable and shushed within many learning communities illustrates the truly essential 


knowledge people falsely isolate as inappropriate or useless. For instance, University of 


California Merced Natural Sciences Professor, David M. Ojcius writes within a lecture 


concerning the many infectious sexually transmitted diseases within the Northern California 


Central Valley. Ojcius effectively illustrates the many infectious diseases being spread within the 


youth communities of local residential and educational areas, and also points out the lack of 


education and knowledge being provided concerning such serious conditions. He writes, 
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“Infectious diseases are still with us,” following with, “ Human behavior is responsible for many 


old and emerging diseases.” From this, one immediately understands the important roles people 


play in the spreading of infectious disease. Classifying certain types of knowledge as harmful, 


unimportant, or unnecessary creates and implicit danger upon those who do not receive vital 


knowledge. Classifying certain types of knowledge into bounds of inclusive and exclusive 


exposure to specific individuals constrains helpful information and often destroys the advantages 


of possessing such knowledge. 


 The ability to wonder if such a concept and aspect such as knowledge can every be fully 


known and receive accurate classifications among its many complexities, exemplifies the beauty 


of knowledge without bounds of socially classified constraints that manage the different ways 


one must think and view knowledgeable concepts. Within Carl Sagan’s Can We Know the 


Universe? The innumerable abilities and inabilities of humanity are exemplified, concerning the 


possibility or impossibility of human kind ever truly knowing all complexities of knowledge 


about the universe. In relation to the dangers of classification, Sagan illustrates concerning the 


potential mental and social barriers of “conventional wisdom,” writing that knowledge “requires 


courage—at the very least the courage to question the conventional wisdom.” Like sociological 


analysis, Sagan writes one must think scientifically, examining the world critically “as if many 


alternative worlds might exist, as if other things might be here which are not.” Sagan writes so 


clearly concerning the importance of stepping outside the mental boundaries people within 


society create and enslave intellectual capacities to. The conventional knowledge masks itself as 


a helpful tool to understand the world and social concepts within it, while it deceivingly 


constrains people into mental biases, which clouds one’s vision and causes essential details to 


never be recognized or sighted. Classification implies that people have some absolute knowledge 
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concerning the universe and those functioning within it. Sagan writes, “ Understanding is a kind 


of ecstasy. But to what extent can we really know the universe around us?” People yearn to 


understand and possess the right to curiosity, to gain any extent of possible knowledge, though 


the true dilemma dismisses any faulty attempts to classify such unknown capacities of 


knowledge due to the fact that such complexities can never be solidly known. “So in this sense 


the universe is intractable, astonishingly immune to any human attempt at full knowledge. We 


cannot on this level understand a grain of salt, much less the universe (p.2).” As Sagan gracefully 


explains, I myself,“ like a universe that includes much that is unknown and, at the same time 


much that is knowable (p.3).” 
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ESSAY L 


 Evolution can be related to almost anything because the term evolution has multiple 


definitions. Whether discussing the gradual change of a species over time or relating the theory 


to simple ideas like the creation of the universe, infectious diseases, or the way people function 


in society, evolution can be looked at as a correlation connecting all of these ideas. It can explain 


how a species evolves over time, how ideas become developed, how a disease can be spread and 


how the progression of society’s ideas can be advanced. 


 There are many theories on how the universe was created and over time the theories have 


changed and become more advanced. The theory of evolution is introduced in the “Origins of the 


Universe” in the sense that the definition of evolution is “the process of working out or 


developing an idea” (Merriam Webster). In Steven Hawking’s article “Our Picture of the 


Universe” Hawking writes about the evidence that different philosophers have come across in 


order to develop their own ideas on the structure of the universe. “As long ago as 340 B.C. the 


Greek philosopher Aristotle, in his book On the Heavens, was able to put forward two good 


arguments for believing that the earth was a round sphere rather than flat” (Hawking, 725). 


Aristotle was one of the first people to develop the idea that the earth was spherical and not flat 


and that the earth was the center of the universe. “Aristotle thought that the earth was stationary 


and that the sun, the moon, the planets, and the stars moved in circular orbits about the earth” 


(Hawking, 725). 


 Theories are always subject to change for betterment, but they are not facts so throughout 


different centuries if new evidence is discovered than the theory is subject to change and is 


advanced, so in a sense it evolves. Over time Aristotle’s ideas were expanded upon and were 


further developed. “This idea was elaborated by Ptolemy in the second century A.D, into a 
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complete cosmological model. The earth stood at the center, surrounded by eight spheres…” 


(Hawking, 275). Aristotle’s idea was further developed by Ptolemy when Ptolemy built a 


cosmological structure explaining and illustrating how the earth was the center of the universe, 


Aristotle’s idea was evolving because over time it was becoming more developed and details 


were getting worked out. The idea was further evolved when Nicolas Copernicus entered the 


picture, “A simpler model, however, was proposed in 1514 by a Polish priest, Nicolas 


Copernicus….His idea was that the sun was stationary at the center and that the earth and planets 


moved in circular orbits around the sun” (Hawking, 726). Copernicus developed a different 


notion based on Aristotle’s original idea but his concept was different than Aristotle’s and was 


later proven to actually be true. The idea of the earth being the center of the universe developed 


based on the contributions of Aristotle and Ptolemy’s ideas and later evolved to the actual 


revolution of the universe around the sun based on Copernicus’s findings. 


 The concept of the universe can be thought of in different stages. In Edward Harrison’s 


article “Creation of the Universe,” Harrison describes the universe in a variety of steps similar to 


the human life cycle and explains how cultures have different myths on how the universe was 


created. The universe is born (cosmogenesis), it goes through infancy (cosmogony), senility 


(eschatology) and later dies (cosmothanatos). “Cosmogony (evolution of the early universe and 


the formation of structure) and eschatology (evolution of the dying universe and the dissolution 


of structure) are long-established subjects of scientific inquiry…” ( Harrison, 515). Throughout 


time the universe will evolve into these different stages and will eventually die. This exhibits 


evolution because the universe has gradually gone through different stages and has grown older. 


“In the myths of later ages, the living and nonliving things tended to be distinguished, and 


creation occurred as a sequential process, often as a twofold act, in which living and nonliving 
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worlds were created separately” (Harrison, 515). This exhibits evolution by the definition of 


evolution being “the process in which the whole universe is a progression of interrelated 


phenomena” (Merriam Webster). In time as the universe evolved living and nonliving things 


became distinctly separated, and because of this evolvement, humans and life forms have also 


evolved. 


 The gradual change in a species over time is the most fundamental definition of 


evolution. In the origins of species the theory of evolution doesn’t change but it explains the 


change that takes place from generation to generation in life forms. Over millions of years, 


organisms evolve and their evolution presents different species that exist with favorable traits in 


environment that they need to survive. This can be thought of in terms of natural selection and 


can explain “The Origins of Life.” In “Natural Selection and Variation,” chapter 4 in Charles 


Darwin’s book The Origins of Species, Darwin writes the correlation of natural selection and 


evolution. “Natural selection drives evolutionary change and generates adaptation” (Darwin, 75). 


Many organisms have become adapted to their environment through evolution and have to 


compete with different species in order to survive and those with the most favorable traits will 


reproduce and pass genes on to offspring. “In summary, organisms produce more offspring than 


given the limited amounts of resources-can ever survive, and organisms therefore compete for 


survival. Only the successful competitors will reproduce themselves” (Darwin, 74). Through 


natural selection organisms with favorable traits and high survival rates are able to reproduce and 


pass genes throughout generations. This happens due to evolution because the organisms over 


time are able to evolve into more complex organisms and have a higher chance of survival. 


Variation is the different attributes that a species has in a population that gives the species a 


range of diverse characteristics like different body sizes, shapes, or color. “The extent of 
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variation, particularly in fitness, matters for understanding evolution” (Darwin, 81). 


Understanding variation in a population helps to understand evolution because they are 


associated with one another. In biology everything is said to have evolved from one simple 


organism into more complex forms, and if this is so then variation has come about through 


evolution. When organisms evolve over time the organisms become more advanced and began to 


show variation in traits and characteristics, thus relating variation to evolution. 


 Apart from describing the creation of the universe and the origins of species, evolution 


can also be correlated with the “Origins of Societies and Culture.” In a social context, evolution 


can be defined as “the process of gradual and relatively peaceful social, political, and economic 


advance” (Merriam Webster). In society people act or behave a certain way depending on the 


environment around them. People’s attitudes and behaviors evolve based on the era that they are 


living in and change over periods of time. In Dick Hebdige’s article, “Subculture: The Meaning 


of Style,” Hebdidge discusses the role that the evolution of rock punk music played on the lives 


of London youth. Punk music was an evolvement of different types of music ranging from 


glitter-rock, London pub-rock and different bands like the Ramones, Heartbreakers, David 


Bowie and others. “Not surprisingly, the resulting mix was somewhat unstable: all these 


elements constantly threatened to separate and return to their original sources” (Hebdige, 25). 


Different genres of music all evolved into one type of music, punk, and from this mixture 


people’s attitudes started to change and they developed a subculture. 


 Another evolution of society is when people form social movements. Like the social 


definition of evolution states, people want to advance socially, so they protest to reach common 


goals in society. Throughout the years different protests have been established for unique reasons 


and these reasons have evolved throughout the decades. In Simon Weffer’s lecture, “Social 
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Movements,” Weffer discusses how social movements are formed, why they are formed and 


different reasons why they come about. “In the 18th century we see the rise of three new types of 


protest that change social movements; Boycott in America: Boston Tea Party, petitions in 


England, and the urban insurrection in France” (Weffer). Over these different decades the 


reasons for protesting have changed, and protesting has evolved in the sense that throughout time 


distinct needs were changed from generation to generation so common goals protested, changed 


as well. 


 The evolution of social movements can explain why people protest for different issues. In 


individual decades, problems are relevant pertaining to society at the time. In the 18th century 


individuals in America boycotted and formed the Boston Tea Party in which people petitioned 


taxes. However, throughout different decades and years, issues have changed according to 


people’s attitudes. For instance, in present day taxes aren’t protested as much, and some common 


issues include advocating pro-life and rights for homosexuals. 


 Evolution can also describe how some diseases and infections can spread and get worse. 


In the module “Individuals and Societies,” there is an article called “Can Chlamydia Be 


Stopped?” written by David Ojcius, in which he discusses the STD Chlamydia. “This illness 


caused by a strain of Chlamydia trachomatis (the species that also causes STD’s)- can lead to 


trachoma, a potentially blinding disease”(Ojcius, 1). The disease Chlamydia starts as a simple 


form and later adapts and evolves to something more fatal if not cured. This is why individuals 


have to evolve in a way so that they don’t catch the disease or any disease for that matter. 


Vaccination is the most common way to avoid most sicknesses and in a way can be considered 


an evolution because individuals are able to change their original body functions to a function 


more favorable to fight disease. “Vaccines prevent illness by priming the immune system to react 







  6


strongly to specific disease-causing agents, but in this case, the inflammatory component of such 


a response could do more harm than good”(Ojcius, 2). However, in the case of Chlamydia 


vaccines cannot be used so individuals turn to another solution, and are introduced to antibiotics. 


In Bruce Seeman’s article “Texas Flu Researchers Test ‘Herd Immunity’ Theory,” Seeman 


writes about the usefulness of vaccinations and how effective they can be against the spread of 


disease. Disease evolves by being spread from one individual to another individual in a society. 


“‘Once flu is introduced into a school, the virus will spread very readily, and the kids will take it 


home,’ Glezen said. ‘It is well established that this is the way flu is spread’” (Seeman, 


1). Because of spread from human to human the flu is able to survive and reproduce causing 


more and more people to get sick and causing different variations by evolution. “Different flu 


strains move through the population each year, so vaccinations would need to occur annually 


unless scientist can figure out a way to make vaccinations longer lasting” (Seeman, 2). Unlike 


Chlamydia, there is a vaccination for the flu, but because there are different variations of the flu 


it can evolve rapidly so scientist need to find a long lasting vaccine to protect against the 


infection. If the vaccine doesn’t last long enough then flu will evolve into another form and a 


new vaccine will have to be introduced each time that happens. 


 “Evolution is a gradual process in which something changes into something different and 


usually a more complex and better form” (Merriam Webster). Evolution is a concept that can be 


related to almost anything in the universe because after a while things eventually began to 


change. This change can be brought about through different theories, social events and diseases 


like discussed earlier in this paper. In this course evolution is a common thread that can be 


correlated to each of the modules because everything seems to evolve one way or another. 


Whether a theory is being advanced over time, an organism has evolved into a more complex 
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form, the goals and ideas of social movements have been subject to change over decades, or the 


way a disease is spread due to different strains brought about through evolutionary change, 


evolution is a common concept of each of these subject matters and seems as if it can be 


correlated to anything. 
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ESSAY I 


 Religion brought and brings irrational relief to the naive. When humans began to roam 


the earth they questioned their origins. These were also humans that didn’t understand the way 


the universe and earth worked. When early minds started to understand how things worked they 


didn’t understand where things originally came from and why they were there to begin with. It 


wasn’t until the renaissance that hard evidence was presented about how and why things worked 


or why they even happened in the first place. Some cultures base their entire structure on 


respecting the unknown. Some scientists acknowledge the values of religion but they don’t 


practice the religious conviction. 


 It is not difficult to imagine what early human beings though about. Many of the ideas 


they had are ideas that we still ponder about. The common questioning idea would be that of our 


origins. In today’s modern society there are two theories that try to explain our origins. There is 


the theory described by the bible and Sunday school teachers. There is also the Big Bang theory 


proposed by scientists. These two theories are considered plausible by the two different types of 


people, each one with flawed arguments. The theory of origins explained by the bible is based on 


stories told by a third party. The person that wrote the bible claims to have heard the word of god 


and of his only son Jesus. It tells the stories of holy men and apostles following the word of god. 


At the beginning of the bible, Genesis, it says that God created everything in 6 days and made 


the seventh day a day of resting. He created man under his own image. People had blind faith 


that this was true even though there was no hard evidence to prove the bible correct. A similar 


explanation of origins would be that of the Egyptians. According to the Heliopolitans, Atem, or 


Tem, and at a later period Ra, was the Creator; according to Memphite theology he was Ptah; 


according to the Hermopolitans he was Thoth; and according to the Thebans he was Ammon. 
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From our lecture about creationism about “What is life and where it is” Judaism used a similar 


origins story to that of the Christians. That same lecture puts both theories in a set of categories, 


spontaneous creation and biochemical creation. The spontaneous is the same as that of the bible 


or the folklore stories of origin. The biochemical creation category is for scientists that believe 


life came from chemical interactions and correct local settings to allow for complex chemical 


life. People have organized the way to think about our origins. 


 People son developed philosophy. Philosophy is about “rational examination about un-


testable claims” (God, science, and the Big Questions). Philosophy is a subcategory of 


knowledge. There is science, philosophy, and the purely subjective. According to Popper, 


science can be proven wring and therefore its theory of creation is more plausible than that of 


Gods. Some people might not believe that chemicals and natural laws created the whole universe 


and think that it was created by an intelligent maker. The design argument simply states the 


complexity of the universe is enough evidence to prove it true. The thing about religion and their 


teachings is that they are not all radical. 


 The religious community taught good morals. The one thing that the bible, in my opinion, 


that is worth noting is its moral stories. The bible, Qur’an, and other religious books have short 


stories that are meant to portray a strong message to the reader. It can convey strong will, to have 


patience, not to hate, and to not be judgmental. These are values that we are taught when we are 


young. We don’t need to from a religious background to know that it is wrong to accuse 


someone on false pretenses or to be hasty when something delicate is involved. These have 


become universal teachings. These are traits that we look for in people. We want scientists, 


politicians, clergymen, and doctors to have the same personal characteristics because then we 


could have soothing to relate to. It also gives off the sense that they are good people. From the 
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moral teachings of any religion, whether church or synagogue, they have taught that human lives 


should be preserved at all costs. The main reason for this is because they can be forgiven of their 


offenses or sins by the creator. The Christians and Catholics believe that being baptized will rid 


you of original sin and be pure in the eyes of god for as long as you live. 


 This is why there are people trying to cure diseases. This is the one area where scientists 


and the church agree on. That people should live healthy lives. They shouldn’t worry about 


diseases and that their children will die early from an incurable virus. Researchers are always 


looking for ways to prevent diseases like malaria, chicken pox, different cancers, and the flu. 


Another thing that they both share is that they work for the people. They both work under a code 


of ethics. The scientist’s code of ethics has been written by the public while the code of ethics for 


reverends, bishops, and priests are written in the bible. Although they have different ideals they 


are very similar in almost every aspect. 


 The oldest debate known to man is that of science and religion. It is argument that can’t 


be won by either side because there are too many holes in either party argument. Religion has 


had the higher ground for several centuries. People only believed prophets and everything they 


said was true. People were punished if they strayed too far from the word of their creator either 


by exile or death. Science has and will always be the enemy of religion. It is true that there are 


several denominations where they trying to incorporate the truth of science with the philosophy 


of religion. Galileo Galilei was a well documented example. He suggested that the earth was the 


one that orbited the sun and that the earth was not the center of the universe. The Roman 


Catholic Church had astronomers that proved that the earth was center of the universe. Maps 


were drawn that followed the Catholic Church’s teachings. Schools, ranging from grade to 


universities, taught what the Roman Catholic Church told them to. It wasn’t until Galileo found 
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evidence that other planetary systems did the same as well. The sun was the center of this galaxy. 


It was blasphemous to prove official astronomers were wrong. He was trialed and Galileo gave 


up the fight in order to keep living a peaceful life and making new discoveries although he did 


become blind from staring at the sun through a telescope. It is difficult to tell whether either side 


will fully accept the other side’s arguments for life. 


 Religion is going to be around for a very long time. It was created a long time ago to give 


people comfort. Everyone isn’t a scientist and therefore won’t be able to see things as a physicist 


would or a chemist and therefore they seek understanding from a higher being. Religion fills in 


the gaps that science hasn’t solved yet or hasn’t been discovered yet. What we do know is that 


the future will have advance medical technology that we probably wouldn’t be able to fathom 


today. When they see a person on the verge of death and doctors have done everything they can 


but he manages to live they will be in awe. They won’t know how to explain it even though they 


have done tests on the patient. They will “It’s a miracle that this person has survived their 


ordeal”. They don’t and probably won’t understand what happened in the patients bodied that 


allowed to them live. 


 Religion has proven a sturdy ideal through the centuries. Before the first coming of Jesus 


of Nazareth people praised other supernatural beings. Some cultures praised several gods that 


were rational like the rain god and sky god. There were some other unusual gods but they were 


created and prayed to every day because it explained something in the natural world that couldn’t 


be scientifically explained. Religion influenced cultures from around the world. They took the 


words of their creator to heart and made sure they followed them. The past could have been 


better than today’s society because they were under constant fear the god would ruin their lives 


and punish them if they didn’t follow the Ten Commandments as told by the Old Testament. 
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People today have no respect for anything and have this idea that religion doesn’t have to do 


anything in their lives. Everyone has followed some religious moral value and will continue to 


do so in the future. As for the future, religion will be there as well. People will go to their 


churches and pray and have faith in a being that has no trace of existence. Scientists also want 


comfort and peace in their lives and they know that they can find it in god. Religion is in every 


nook and cranny of earth. I personally the scientific theories because I agree with what Popper 


says. The scientific theories can be disproven while the spontaneous theories you can’t. I prefer 


the having faith in an idea that can be disproven than in a theory that is based on short stories. 
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EARTH SYSTEMS SCIENCE, B.S. 


PROGRAM ASSESSMENT REPORT, JANUARY, 2010 


 


Introduction 


 The current Earth Systems Science (ESS) undergraduate degree program was originally 


developed as one of the first majors in the School of Natural Sciences at UCM by founding 


faculty during 2003-2004 AY.  An ESS degree (B.S.) is designed to provide students with a 


quantitative understanding of the physical, chemical and biological principles that control the 


processes, reactions and evolution of the Earth as a support system for life.  Emphasis is given to 


the interactions between biological systems and physical Earth processes.  Core courses within 


the major provide students with a foundation in the fundamentals of chemistry, biology, 


hydrology, ecology and Earth sciences, while emphasis areas allow students the flexibility to 


pursue disciplinary areas in more depth.  This major emphasizes a highly interdisciplinary 


approach to Earth Systems Science, incorporating field studies, laboratory experiments and 


computations.  Coursework in the social sciences exposes students to the political, economic and 


societal implications of human interactions with the environment.  Students are required to 


participate in research, internship, or service learning as part of their undergraduate studies, and 


are encouraged to take advantage of UCM partnerships with Yosemite and Sequoia/Kings 


Canyon National Parks, the U.S. Forest Service, and other agencies that provide undergraduate 


opportunities for internships, summer jobs, and research experiences. 


 


Program Learning Outcomes (PLOs) and Evaluation 


 During AY 2008-2009, ESS faculty developed the following learning outcomes for 


students in the major: 


 


1. Foundational knowledge of physics, chemistry, biology, and mathematics related to Earth 


systems that supports a working knowledge of basic research methodologies, data 


analysis, and interpretation for a variety of Earth-related data. 


2. Knowledge of major concepts, theoretical principles, experimental findings, and areas of 


study related to Earth systems science, and comprehension of the interactions between 


natural Earth systems and human economic, political, and social systems. 


3. An ability to employ critical thinking, quantitative and numerical analyses, and 


hypothesis-driven methods of scientific inquiry in the formulation of research questions, 


experimental design, application and use of laboratory and field instrumentation, and 


analysis and interpretation of data related to Earth systems. 


4. Effective written and oral communication skills, especially the ability to transmit 


complex technical information. 


5. An ability to work effectively individually and in teams in classroom, laboratory, and 


field settings. 
 


Student Population  


 To date, the number of students in the ESS major has been small, which makes statistical 


assessments of students difficult.  A profile of the student population as of January 2010 


provided by the School of Natural Sciences and augmented with faculty information is given 


below.  
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Number of Current ESS majors (as of 1/19/2010) 


 


 FR SO JR SR Total 


ESS 10 2 6 5 23 


 


 


Number of Students who have graduated with ESS 


 


Year Graduated Comments 


Spring 2009 1 completed degree 


Fall 2009 4 pending approval 


Spring 2010 3 anticipated 


 


Gender 


 


 Graduated with ESS Current ESS Students 


Women 2 (40%) 13 (56.5%) 


Men 3 (60%) 10 (43.5%) 


Total 5 23 


 


Race/Ethnicity 


 


 


 


  


 


 


 


Evaluation 


Because we have only graduated one student, we are unable to formally evaluate any of 


our program learning outcomes. Below we provide data indicating that our students are taking 


required courses, and fulfilling major requirements for independent research or internships. 


Finally, as we look forward to growing and evolving our major to take advantage of new faculty 


expertise and a larger student body, we present data on the academic interests of our current 


majors, including what courses on campus currently address those interests. 


 


ESS Requirements and Student Progress 


Requirements for graduation in the major include two semesters each of calculus, 


introductory chemistry, and introductory physics, and one semester of statistics.  Chemistry 


and/or calculus are required prerequisites for several upper division courses in the major.  


Therefore, graduates and upper division students are completing courses associated with PLO #1 


(foundational knowledge).  The table below summarizes courses taken most frequently by past 


and current ESS students: 


 
List of courses taken by 9 or more past and current ESS students (as of Jan 2010, there are 12 JR, 


SR or graduated ESS students) 


 Graduated with ESS Current ESS Student 


African American / Black  1 (4.3%) 


American Indian / Alaskan Native   


Asian / Pacific Islander 1 (20%) 3 (13.1%) 


Hispanic  4 (17.4%) 


White 4 (80%) 15 (65.2%) 


Race/Ethnicity Unknown   


Total 5 23 
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Subject Course Title # of Students 


CHEM 2 General Chemistry 22 


CORE 1 The World at Home I 22 


WRI 10 Reading and Composition 21 


MATH 5 Pre-Calculus 17 


MATH 22 Calculus II 16 


MATH 21 Calculus I 14 


CHEM 10 General Chemistry II 13 


ESS 190 Undergraduate Seminar 13 


WRI 1 Academic Writing 13 


CHEM 1 Preparatory Chemistry 11 


ESS 100 Environmental Chemistry 11 


WRI 116 Science Writing in Natural Sci 11 


MATH 15 Intro. Sci. Data Analysis 10 


BIO/ESS 148 Fundamentals of Ecology 9 


ESS 110 Hydrology and Climate 9 


PHYS 8 Introductory Physics I 9 


PHYS 9 Introductory Physics II 9 


 


The numbers of students in the major are too small to assess whether failure to pass preparatory 


math and science courses are causing students to drop out of the major.  The students who have 


graduated or are nearing graduation have completed foundation courses (PLO #1) as well as 


upper division core courses in the major (ESS 100: Environmental Chemistry; ESS 110: 


Hydrology and Climate; BIO/ESS 148: Fundamentals of Ecology) in support of PLO #2.  


 We plan to use exit interviews with graduating students to help assess overall experience 


in the major, ability to achieve each PLO, and assessment of specific learning activities 


associated with PLOs in the required core and elective courses.  Because only one student 


graduated in Spring 2009, we plan to conduct these interviews in Spring 2010 to capture students 


graduating in both Fall 2009 and Spring 2010.   


 Although the total ESS student numbers are currently small, a large proportion of 


students are participating in research, internship, and student employment activities relevant to 


the major's PLOs (mainly #3, 4, and 5).  Available information is summarized below. 


 
 Participation in related extracurricular activities by past and current ESS students (between Fall 


2005 and Fall 2009) 


 


Activity # of Students  


Upper Div Undergrad Research (ESS 195) 4 


Service Learning – Engineering Projects (ENGR 197) 4 


Yosemite Leadership Program/Wilderness Education Center 6 


Yosemite Summer REU Program (offered 2008 and 2009) 3 


Worked during AY or summer on faculty research project 7 


 


An example of a product from a student's undergraduate research project completed under ESS 


195 (Fall 2009) is included.  This project, which evaluated UC Merced's water use for the 


Chancellor's Advisory Committee on Sustainability, was done by one of the best students in our 


program thus far (the individual also participated in the summer REU program in 2008).  
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Although not all ESS student research projects rise to this level, it is evident that motivated 


students who take advantage of extracurricular activities are gaining valuable experience and 


skills consistent with our PLO's. 


 


Future Evolution of ESS 


From its inception, it was recognized that ESS would be modified and evolve as new 


faculty were hired.  Over the last several years, faculty have been added in all three schools that 


have a broader range of expertise in environmentally related areas than covered by the original 


founding faculty.  One of the current challenges to delivery of the existing major is that several 


of the required and elective courses are taught by faculty who hold appointments in schools other 


than Natural Sciences.  Our current school-based structure does not provide an organizational or 


resource mechanism for the delivery of cross-school undergraduate majors.  However, there is a 


strong pedagogical basis, given the interdisciplinary nature of the ESS program, to include 


faculty beyond Natural Sciences as core participants in the major, and to formalize their 


contribution to the formulation and delivery of the major. 


Faculty supporting the ESS major and other interested faculty from all three existing 


schools are undertaking a review of environmental degree programs at UCM in 2009-2010 to 


assess the current pedagogical scope, to formulate programmatic changes that take advantage of 


the expertise of faculty across the university (including the addition of one or more minors), and 


to better define and reinforce program learning objectives (PLOs).  


To guide the evolution of ESS and other degree programs in a manner that will meet both 


pedagogical goals as well as attract wider student interest, we conducted a survey of current 


students who had taken at least one lower division course in an environmental area (broadly 


defined) in Fall 2009 to assess student interests in a broad set of topics, disciplines and 


experiential opportunities. We were able to specifically examine the interests of ESS students 


and to identify where our majors’ interests diverge from the larger group of students with 


interests in environmental areas of study. Results of the survey are presented below. 


 


Survey results 


Thirteen students identified as ESS majors in Fall 2009 completed the survey. Of 


declared ESS majors, all are “somewhat” or “very” interested in a career focused on the 


environment, and seven of thirteen intend to go to graduate school immediately after graduation 


(nine of thirteen are very interested in graduate study). Given a list of thirteen environmental 


topic areas, ESS students who responded to the survey are most interested in water resource 


management and climate change (12 respondents were “very interested”), and also have strong 


interests in ecology and conservation, energy, pollution, sustainability, and globalization (8 or 


more respondents were “very interested”). Given a list of twenty-one subject areas, ESS 


respondents are most interested in studying environmental science and geology and hydrology 


(12 respondents were “very interested”). Beyond these core subject areas, student interests 


diverge, with many expressing interest in a broad cross section of the sciences, but generally less 


interest in social sciences, management, and humanities (below). Of particular note is the fact 


that we do not currently offer any courses in resource management, marine sciences, land use 


planning, or public and environmental health, though current majors are strongly interested in 


these subjects.   


  
Degree of interest by ESS majors in a range of subject areas measured in number of students 


responding (out of a total of 13).   
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Subject area very 


interested 


somewhat 


interested 


not 


interested 


Environmental science 12 1  


Geology and hydrology 12 1  


Resource management 9 3 1 


Marine sciences 7 6  


Ecology 6 7  


Conservation biology 6 4 3 


Land use planning 5 7 1 


Public and environmental health 5 7 1 


Arts and culture 5 5 3 


Environmental policy 4 8 1 


Environmental law 4 6 3 


Geography and spatial analysis 4 6 3 


Engineering and technology 4 5 4 


Mathematics/statistics 3 7 3 


Chemistry 3 6 4 


History 2 8 3 


Accounting/budgeting 2 3 8 


Other 2 2 2 


Organizational behavior 1 7 5 


Politics/advocacy 1 6 6 


Public finance 1 3 9 


Economics  7 6 


 


The distribution of interest areas is consistent with student responses to a question asking 


their level of interest in an environmental major focused in broad areas. Nine of thirteen were 


very interested in a physical sciences focused major, and four of thirteen were very interested in 


a life sciences or technology focused major, while only two or three respondents expressed 


strong interest in a management, humanities and arts, or social sciences focused major.  


Since the ESS major was originally very strong in the physical sciences (hydrology, 


climate, environmental chemistry) and only recently added consistent course offerings in 


ecology, conservation biology, and environmental policy, the table reflects the fact that we’ve 


been able to attract and retain students with interests in these areas. Comparison with the larger 


group of survey respondents is some indication of what a “potential” pool of majors has interest 


in. For example, in responding to the same question about subject areas of interest, UCM 


students with environmental interests (99 valid responses) expressed considerably more interest 


in arts and culture (50% very interested), perhaps reflecting SSHA students who might be 


interested in an environmental minor, but whose core interests reside in SSHA disciplines, or 


reflecting a segment of students with more interdisciplinary environmental interests (i.e., cutting 


across NS and SSHA disciplines). Other subjects attracting strong interest in the larger pool 


include environmental science (51%), public and environmental health (46%), marine science 


(42%), geology and hydrology (39%), resource management (37%), ecology (30%), and 


conservation biology (30% “very interested”). As noted above, we currently don’t have courses 


in public and environmental health, marine science, or resource management, although there is 


strong student interest, even beyond our current majors. We do plan to offer a lower division 


course in marine science in future years (to be co-taught by Beman and Dawson).  
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Conclusions   


The current Earth Systems Science major has graduated one student, with seven 


additional students expecting to graduate in the 2009-2010 academic year. We plan to conduct 


exit interviews with the 2009-2010 cohort to evaluate the program PLOs that were defined for 


the existing ESS major, as well as to learn what these students plan to do with their degree.  


In the context of our multi-school faculty working group on environmental majors and 


minors, we expect to further analyze results from the Fall 2009 survey of student interests to 


identify opportunities for growing dimensions of the ESS major that are currently not responding 


to student interests (e.g., resource management, marine science, public and environmental health) 


and that serve both the program pedagogy, and the career prospects of our graduates. As a result, 


the PLOs and assessment plan for ESS will be updated as faculty implement program changes.  


The goals for the next five years are to evolve the ESS major such that:  


• Coursework and undergraduate experiences required for the major have the appropriate 


breath and depth for the interdisciplinary subjects associated with Earth systems; 


• Students exhibit knowledge and skills by graduation that demonstrate a mastery of the core 


pedagogy; 


• The ESS major is formally supported by a sufficient number of core faculty with expertise 


in relevant areas to deliver required and elective courses; 


• The program is distinguished from other majors (such as Environmental Engineering or 


Biology) even through these programs may share (i.e., cross-list) courses.  


• The major and any new minor(s) are known among students as great options for pursuing 


their interests in an environmental degree and/or career. 


  To achieve our goals, the ESS program requires the continued support of the School of 


Natural Sciences, but expanded support from the School of Engineering, School of Social 


Sciences, Humanities and the Arts, and the incipient School of Management. Alternately, we 


need support from a cross-school unit that is empowered to provide resources and teaching credit 


to faculty delivering this interdisciplinary program. As one of few such undergraduate programs 


on campus, but one that is strongly linked to the sustainability and interdisciplinary visions for 


the campus, providing this support will only help the campus achieve its mission. 
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Introduction 


 UC Merced, the tenth and most recent addition to the University of California system, has 


been given a unique opportunity.  From inception, concepts of sustainable design have 


permeated through every unit of campus development resulting in UC Merced emerging as a 


model for sustainability.  All buildings have been designed to meet the criteria for LEED 


(Leadership in Energy and Environmental Design) certification. Future add-ons have been 


designed to minimize resource impact as outlined in the LRDP (Long Range Development Plan) 


for the campus. Building off of its grounding in sustainability, UC Merced is now expanding 


sustainability efforts to areas such as water. Success in these efforts will undoubtedly ensure a 


future for the university as a leader in sustainability, both in the UC system as well as among 


educational institutions worldwide.   


 It is not one single entity but a collaboration of several groups that function as the 


backbone of sustainability for UC Merced. The first involves the LEED certification process, by 


which every building on campus gets certified. Another is the LRDP, which dictates the future 


development of the campus. The third is the CASC (Chancellor’s Advisory Committee for 


Sustainability), which is currently the driving force for integrating sustainable policies into 


various departments on campus. These separate groups together both foster and facilitate 


sustainable development at UC Merced.   







 LEED certification is just one way in which UC Merced has made a commitment to 


sustainability. All buildings at UC Merced have been certified under LEED building standards. 


These standards dictate the level of sustainability that must be incorporated into a specific 


design.   According to the Energy Policy Act of 1992, all LEED certified buildings must adhere 


to a theoretical baseline level of water efficiency. Currently, all buildings on campus are 


operating above this baseline. LEED is based on a point system, where points which are needed 


for certification are awarded based on how much the actual building design exceeds the baseline 


(design – baseline = points). From this designed level of water efficiency, a theoretical use per 


person can be calculated for every building. LEED certified buildings are said to use on average 


about 40% less water. Thus, LEED exemplifies how UC Merced is committed to sustainability 


through its current design.      


 The LRDP is another way in which UC Merced has committed itself to sustainability. 


The plan currently includes the highly ambitious objective of achieving water neutrality by 2020. 


Water neutrality is an emerging concept that deals with reducing water use to the point that no 


new water resources are needed to keep the University functioning. The objective itself is by no 


means standard procedure; therefore, it calls on exploring various technological applications as a 


means of accomplishing the task. With an LRDP that promotes the use of cutting-edge 


sustainable technology, it is easy to see how future plans for UC Merced are rooted in 


sustainable development.  


 Another way in which the campus has been able to focus efforts on sustainability is 


through the formation of the CACS. The committee’s goals include providing a clear and concise 


expression of what sustainability means to the UC Merced community, to facilitate information 


sharing, and to serve as an updateable tool to measure progress over time. The committee is 







made up of staff, faculty, and students who are appointed through specific campus departments. 


Stakeholders are appointed to safeguard areas of interest. Each stakeholder is in charge of setting 


goals and measuring progress for their particular area of interest. Noting the need to set goals to 


further areas of interest, the committee is currently working on drafting a Sustainability Strategic 


Plan. In this plan, the committee has adopted a working definition of the term sustainability as 


extending across the mission of the university to include economic, social, and environmental 


attributes. This definition provides a basis from which stakeholders shape goals for their area of 


interest. Thus, the CASC aims to protect areas of interest related to sustainability through the 


appointment of stakeholders and the achievement of set goals.      


  Jim Genes is the current CACS stakeholder for water. His goals, or overall objectives, 


focus on defining water at UC Merced in terms of social, environmental and economic 


sustainability, training UC Merced water sustainability leaders, and optimizing the UC Merced 


and University Community water footprint. The committee works toward these overall 


objectives by setting and accomplishing quarterly milestones. The first milestone for water is to 


measure the inventory and cost of campus water use. This report aims to work towards 


completing this milestone through the collection and analysis of current water data for UC 


Merced. 







 







Methods  


  Water data is collected from water meters. The data can be gathered either by manually 


taking readings from the meters or through electronic transfer from the meters to a data base 


maintained and operated by Central Plant. Meters that are read manually display total water use 


since the building became operational (in gallons). At UC Merced, the selection of water meters 


that collect appreciable data sets are as follows: total outflow from campus, 3 buildings in Valley 


Terraces housing units which include Kern, Tulare, and San Joaquin , a lump sum for 2 two 


buildings that make up the Sierra Terraces housing units, Campus Wellness and Recreation, and 


the Dining Commons. Large buildings such as the Classroom and Office building and Science 


and Engineering building have meters that were put in at the time of construction; however, 


appreciable data from these meters has yet to be collected.    


 Other data contained in this report has been gathered both from conversions with UC 


Merced staff members and through the use of supplementary literature. For example, data for the 


number of residents living in each dormitory was provided by Leslie Santos, the director of 


Housing and Residential Life. Also, literature pertaining to water sustainability plans at other 


academic institutions was found via the internet. This data was used as a guideline for the 


structure of this report. 


 


 


 


 







Results 


 UC Merced is located in the city of Merced, nestled the San Joaquin Valley. The city and 


surrounding valley are known throughout the world for having extremely fertile soil, despite 


receiving less than average rainfall. The region has a Mediterranean climate, characterized by 


seasonal rainfall having hot dry summers and cold wet winters. The average rainfall for Merced 


as measured at the Municipal Airport is 12 inches (1 foot) per year. If the campus were to 


capture all the precipitation that fell during an average rainfall year, the amount of water 


collected would provide 34 million gallons of water. During the 2008 fiscal year, the estimated 


water use was measured to be about 70 million gallons (Table 1). Thus, the rainfall that falls on 


UC Merced’s 104 developed acres every year is enough to supply about 50% of current water 


needs. This measurement is often calculated as a rough water footprint. However, UC Merced 


does not capture and store any rainfall, and therefore it obtains 100% of its water supply from 


one of the 12 active wells operated by the City of Merced, the source of which is single stream 


groundwater.   


 Chart 1 below shows the total water use at UC Merced for the 2006, 2007, and 2008 


fiscal years with total water use in gallons equaling the number on the vertical axis multiplied by 


1000 gallons. For example, the total water use for 2008 was just less than 70 million gallons 


(Table 1). Beginning at the well source, water inputs can be broken down into the following 


categories: irrigation, industrial, and building use. Irrigation is the sum of all water used for 


landscaping. Industrial use is the measure of water used for heating and cooling, which comes 


from a water tower located at Central Plant. Building water encompasses all other water use not 


accounted for by irrigation use or industrial use. One estimate of the current breakdown of water 


inputs indicate that 50% of water is used for irrigation, 15% is used for industrial purposes, and 







35% is used for building water. This estimate of water used for irrigation is comparable to the 


43% calculated in an irrigation infrastructure and rate study, which used values from the 2008 


academic year (Table 2). If the 50% estimated were to be considered an accurate representation 


of the total water used for irrigation it can be subtracted from the total use to estimate industrial 


and building water use as seen in Chart 2. Finally, it is a notable point that the estimated 50% of 


water used for irrigation is equivalent to the total rainfall on the acreage for a typical water year.   


 As far as outputs are concerned, evaporation is a factor in both irrigation and industrial 


use from the water towers. Building water is discharged into the sewer. Most of the water used 


for irrigation is infiltrated into the soil and can be considered groundwater recharge. Offsite 


runoff may occur for a small percentage of irrigation water. These outputs are captured in the 


diagram shown below (Chart 3). Once a measurement of total building use is determined, 


industrial water use can be determined through mass balance. And later, water outputs can be 


broken down into four areas: evaporation, sewer, groundwater-recharge, and offsite runoff. 


Filling in these gaps will enable a more comprehensive look at water use from the resource 


perspective.   


 Resident Daily water use and chilled water use were measured for two -3 month periods 


in 2009, the first being February through April and the other being September through 


November. Data was selected based on consistency in use over the 3 month period. The resident 


halls metered were easily chosen as they are the only resident halls with water meters installed. 


The two data sets are meant to function independently, considering the fact that different sets of 


residents were living in the buildings during the 2 periods measured.   


 







 Tables 3 through 6 and Chart 4 can be used to summarize resident water use during the 


two periods of measurement. The lowest and highest uses of daily water were in Kern Hall 


during spring 2009 with 62.5 gpd (gallons per day) and Tulare Hall in spring 2009 with 19.7 gpd. 


The overall average use from both periods of measurement was 35.3 gpd. The lowest use, at 


about 20 gpd, may serve as a good benchmark for conservative use of water in any resident hall, 


as building size does not seem to play a significant role in use (in other words, building size is 


independent the amount of water used). A separate salt-brine water tank located only in the 


Sierra Terraces diverts some amount of water to function as a water softener. No appreciable 


differences between the Valley and Sierra Terraces were observed due to the presence of the 


water tank.        


 Tables 7 through 10 and Chart 5 can be used to summarize resident chilled water use 


during the two periods, which chilled water being assumed to be used for air conditioning. The 


lowest and highest uses of daily water were in the Sierra Terraces during spring 2009 with 0.73 


ton-hour and in Tulare Hall in Spring 2009 with 0.15 ton-hour. The overall average use from 


both periods of measurement was 0.43 ton-hour. The difference in use among the building may 


be affected by both outside temperature during the periods of measurement as well as building 


size. 


 Tables 11 through 18 and Chart 6 and 7 provide a summary for use of water and chilled 


water in the dining commons during the same two periods of measurement. Results indicate that 


use was much higher in the spring than in the fall, for both water and chilled water. The 


difference in water use between the spring and fall was 227 gpd. The difference in chilled water 


use between the spring and fall was 557 gpd. An expansion of the current data set may provide 


insight into the reasons for the difference in use.     







 Table 19 and Chart 8 summarize data Jim Genes collected from four different UC 


campus’s. They function as a beginning to looking at how UC Merced’s use of water may 


compare to other UC campuses. UC Santa Barbara (UCSB) may function as the most 


comparable campus thus far considering they share absence of a medical school and agriculture 


program, both of which demand a lot of water. According to the data, UC Merced is currently 


using more water per student then UC Santa Barbara was in 2007. Thus, UC Merced may have a 


bit of work to do to catch up to the current water sustainability practices of UC Santa Barbara.  


  







Summary of Tables and Graphs 


Table 1. Total Water Consumption for UC Merced 


Year 
Total 


Consumption/Year 
Average 


Consumption/Month 
Total Consumption/Year Without 


Irrigation 
  (0.001 gallons) (0.001 gallons) (0.001 gallons) 
2006 46,256 4,683 23,128 
2007 53,297 5,010 26,649 
2008 69,808 6,397 34,904 


Notes:  


1. Year corresponds to Jul of stated year – June of following year 
2. Consumption (gallons) = value x1,000  


  
 Chart 1. Total Water Use 


 
 
Table 2. Total Landscaping Consumption for UC Merced 


Year 
Total 


Consumption/Year 
Total Landscape 


Consumption/Year 
Landscaping as a Percentage of 


Total Use 


  (0.001 gallons) (0.001 gallons) (%) 


2008 69,808 30,000 43 
Notes: 


1. Estimate of gallons of water used for landscaping in 2008 was taken from Irrigation 
Infrastructure and Rate Study 
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Chart 2. Total Industrial & Building Water Use


 


 


  Chart 3. Diagram of Total Water Inputs and Outputs 
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Table 3. Monthly Meter Readings for Selected Dormitories for July – November 


BUILDING 
Building 


Size 
Billing 
Month Jul-09 Aug-09 Sep-09 Oct-09 Nov-09 


  (square feet) 
Read 
Date 8/10/09 9/9/09 10/20/09 11/4/09 12/4/09 


KERN HALL 14,939 
Reading 


(gal) 47,037 86,093 171,872 201,290 249,175 


    
Usage 
(gal) 31,139 39,056 85,779 29,418 47,885 


TULARE 
HALL 15,122 


Reading 
(gal) 1,968,999 2,022,027 2,147,811 2,198,684 2,283,971 


    
Usage 
(gal) 340 53,028 125,784 50,873 85,287 


SAN 
JOAQUIN 


HALL 7,567 
Reading 


(gal) 1,097,014 1,127,266 1,188,922 1,206,586 1,236,360 


    
Usage 
(gal) 1,608 30,252 61,656 17,664 29,774 


SIERRA  42,793 
Reading 


(gal) 15,215,070 15,941,326 17,795,747 18,480,499 19,745,229 


TERRACES   
Usage 
(gal) 101,102 726,256 1,854,421 684,752 1,264,730 


 


Table 4. Monthly Meter Readings for Selected Dormatories for December – April 


BUILDING 
Building 


Size 
Billing 
Month Dec-08 Jan-09 Feb-09 Mar-09 Apr-09 


  
(square 


feet) Read Date 1/15/08 2/17/09 3/10/09 4/6/09 5/11/09 


KERN HALL 14,939 
Reading 


(gal) 1,778,704 1,940,226 2,042,615 2,144,935 2,307,961 
    Usage (gal) 196,542 161,522 102,389 102,320 163,026 


TULARE HALL 15,122 
Reading 


(gal) 1,735,177 1,801,395 1,846,436 1,881,566 1,902,400 
    Usage (gal) 90,150 66,218 45,041 35,130 20,834 


SAN JOAQUIN 
HALL 7,567 


Reading 
(gal) 906,950 956,354 993,792 1,023,204 1,084,177 


    Usage (gal) 61,203 49,404 37,438 29,412 60,973 


SIERRA  42,793 
Reading 


(gal) 
10,510,53


2 
11,669,81


4 
12,531,76


0 
13,350,81


5 
14,835,60


1 
TERRACES   Usage (gal) 1,682,291 1,159,282 861,946 819,055 1,484,786 


 


 
 
 
 
 
 







Table 5. Resident Water Use During Fall 2009  


BUILDING 
Total Water Use 


8/10- 12/4  
Total Water Use  


9/1-11/30 
Number of 


People  
Average Monthly 


Use/Person 
Average Daily 


Use/Person 
  (gallons) (gallons)   (gallons) (gallons) 


KERN HALL 202,138 158,574 76 695 23 
            


TULARE 
HALL 314,972 228,441 76 1,002 33 


            
SAN 


JOAQUIN 
HALL 139,346 101,064 37 910 30 


            
SIERRA  4,530,159 3,285,610 586 934 31 


TERRACES           
 


Table 6. Resident Water Use During Spring 2009  


BUILDING 
Total Water Use 
1/15- 5/11 


Total Water 
Use 2/1-4/30 


Number of 
People 


Average Monthly 
Use/Person 


Average Daily 
Use/Person 


  (gallons) (gallons) 
 


(gallons) (gallons) 
KERN HALL 529,257 406,068 70 1,934 65 


  
     TULARE 


HALL 167,223 128,300 73 586 20 
  


     SAN 
JOAQUIN 


HALL 177,227 135,976 37 1,225 41 
  


     SIERRA  4,325,069 3,318,372 474 1,167 39 
TERRACES   


     
    Chart 4. Residential Daily Water Use per Person 
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Table 7. Monthly Chilled Water Readings for Selected Dormitories Sept - Nov 
BUILDING Basic Gross Billing Month Sep-09 Oct-09 Nov-09 


  SQ FT Read Date 9/30/09 10/31/09 11/30/09 
KERN HALL 14,939 Usage (ton-hr) 2,589 541 79 


            
TULARE HALL 15,122 Usage (ton-hr) 2,770 975 317 


            
SAN JOAQUIN HALL 7,567 Usage (ton-hr) 1,370 474 238 


            
SIERRA  42,793 Usage (ton-hr) 39,186 11,242 1,366 


TERRACES           
 


Table 8. Monthly Chilled Water Readings for Selected Dormitories Feb - April 
BUILDING Basic Gross Billing Month Feb-09 Mar-09 Apr-09 


  SQ FT Read Date 2/28/09 3/31/09 4/30/09 
KERN HALL 14,939 Usage (ton-hr) 123 183 688 


            
TULARE HALL 15,122 Usage (ton-hr) 106 171 690 


            
SAN JOAQUIN HALL 7,567 Usage (ton-hr) 185 215 422 


            
SIERRA  42,793 Usage (ton-hr) 0 8,020 53,700 


TERRACES           
 


Table 9. Resident Chilled Water Use During Fall 2009  


BUILDING 
Total Water Use 9/1-


11/30 
Total 


Residents 
Average Monthly 


Use/Person 
Average Daily 


Use/Person 


 
(tons - hour) 


 
(tons - hour) (tons - hour) 


KERN HALL 3,209 76 14 0.46 


     TULARE HALL 4,061 76 18 0.59 


     SAN JOAQUIN 
HALL 2,082 37 19 0.62 


     SIERRA 51,794 586 15 0.49 
TERRACES 


     


Table 10. Resident Chilled Water Use During Spring 2009 


BUILDING 
Total Water Use 


2/1-4/30 
Total 


Residents 
Average Monthly 


Use/Person 
Average Daily 


Use/Person 


 
(tons - hour) 


 
(tons - hour) (tons - hour) 


KERN HALL 994 70 5 0.16 


     TULARE HALL 967 73 4 0.15 


     







SAN JOAQUIN 
HALL 822 37 7 0.25 


     SIERRA 61,720 474 22 0.73 
TERRACES 


     


  Chart 5. Resident Daily Chilled Water Use per Person 


 
 
 
Table 11. Monthly Water Readings for Dining Commons July – November  


BUILDING 
Billing 
Month Jul-09 Aug-09 Sep-09 Oct-09 Nov-09 


  Read Date 8/10/09 9/9/09 10/20/09 11/4/09 12/4/09 
DINING 


COMMONS Reading (gal) 5,287,676 5,574,719 6,059,896 6,271,785 6,459,806 
  Usage (gal) 111,555 287,043 485,177 211,889 188,021 


 


Table 12. Monthly Water Readings for Dining Commons December - May  


BUILDING 
Billing 
Month Dec-08 Jan-09 Feb-09 Mar-09 Apr-09 


  Read Date 1/15/08 2/17/09 3/10/09 4/6/09 5/11/09 
DINING 


COMMONS Reading (gal) 3,711,035 4,065,488 4,319,325 4,576,635 4,990,444 
  Usage (gal) 471,288 354,453 253,837 257,310 413,809 


 


Table 13. Dining Commons Water Use During Fall 2009 


Total Water Use 9/1-11/30 
Average Monthly 


Use/Person Average Daily Use/Person 
(gallons) (gallons) (gallons) 
919,516 306,505 10,105 
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Table 14. Dining Commons Water Use During Spring 2009 
Total Water Use 2/1-4/30 Average Monthly Use/Person Average Daily Use/Person 


(gallons) (gallons) (gallons) 
981,616 327,205 10,332 


 


Chart 6. Dining Commons Daily Water Use 


 
  


Table 15. Monthly Chilled Water Readings for Dining Commons July – November 
 


BUILDING Billing Month Jul-09 Aug-09 Sep-09 Oct-09 Nov-09 
 


DINING COMMONS Usage (ton-hr) 23,889 26,447 26,948 7,048 1,130 
 


Table 16. Monthly Chilled Water Readings for Dining Commons Dec – April 
 


BUILDING Billing Month Dec-08 Jan-09 Feb-09 Mar-09 Apr-09 
 


DINING COMMONS Usage (ton-hr) 2,091 6,018 8,085 7,495 10,011 
 


Table 17. Dining Commons Chilled Water Use During Fall 2009  
Total Water Use 9/1-11/30 Average Monthly Use Average Daily Use 


(ton- hour) (ton- hour) (ton- hour) 
60,442 20,147 991 


 


Table 18. Dining Commons Chilled Water Use During Spring 2009 
Total Water Use 2/1-4/30 Average Monthly Use Average Daily Use 


(ton- hour) (ton- hour) (ton- hour) 
25,591 8,530 434 
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  Chart 7. Dining Commons Daily Chilled Water Use 


 
 


Table 19. Selected UC Campuses Water Use Per Student  
Year Campus Enrollment Use 


      (gallons/student) 
2005 UCSC 14,522 13,283 
2008 UCR 18,025 29,964 
2007 UCSB 21,410 11,841 
2008 UCM 2,718 18,507 


Notes: 
1. Measurement of water use per student for UC Merced is based on total water use 


measurements  
 


Chart 8. Water Use for Selected UC campuses 
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Conclusion 


 Unlike the other UC campuses, UC Merced has given the unique opportunity to design a 
sustainable campus from the ground up. Thus, it is important that the campus actively minimize 
its water footprint in order to reach its objectives outlined both in the Sustainability Strategic 
Plan and the LRDP. The first step in reaching the overall objectives is to complete the inventory 
started in this report.      


 Metering must be made a priority. Collecting regular data, expanding data sets to include 
all buildings, and understanding the accuracy in the meters are all important steps in further 
breaking down campus water use. This allows managers to see areas where conservation is going 
well as well as areas that may need improvement. Furthermore, recording building data allows 
for comparison with theoretical water efficiency. According to the EPA website, installing 
meters and billing according to use is the single most effective water conservation measure a 
water utility can initiate and may reduce consumption by as much as 30%. 


 The map included at the end of the introduction reflects the location of water meters on 
campus where water data was collected manually during the fall of 2009; however, data used for 
analysis was collected over a longer time period and a greater variety of sources. In other words, 
the data analyzed in this report was taken from previously existing data sets on meters that are 
currently up and running. 


 Currently, data is routinely collected from only a selection of buildings on campus. The 
buildings in which appreciable data sets are collected include the Valley Terraces and Sierra 
Terraces housing units, Campus Dining, and Campus Recreation. Other building in which data 
has not to date been regularly collected includes the Library, the Classroom and Office building, 
the Science and Engineering building, and the two off located at the back of the campus. 
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I. Abstract 


This report summarizes the findings from first Program Learning Outcomes (PLO) self-
assessment conducted for the B.S. Environmental Engineering (EnvE) program at UC Merced. 
Specifically, PLO 2 “Critical Thinking” from the EnvE Asssessment Plan is addressed.  This PLO 
was selected because this was the first assessment and it allowed for sufficient evidence 
collection exclusively within the major.  PLO 2 poses the question as to whether EnvE graduates 
are adept at applying critical thinking, problem solving, engineering principles and reasoning, 
the scientific method, and teamwork to solve environmental resource problems and to restore 
and sustain the global environment.  To support this assessment, the Faculty Assessment 
Officer (FAO) collected the following from the EnvE faculty: (1) key work assignments from 3 of 
the 5 required Core EnvE courses (EnvE 110, 130, and 160), (2) examples of high-, medium-, and 
low-scoring work products associated with these assignments, and (3) the corresponding 
summary statistics for each assignment.  The FAO developed a rubric to quantify the relevance 
of assignments to the various aspects of PLO 2.  The lines of evidence were, for the most part, 
found to be relevant to PLO-2 assessment.  The main exception to this was a lack of team-based 
problem-solving in the body of evidence.  The FAO next examined sample high-, medium- and 
low-scoring student work products and overall class averages to assess PLO 2.  Using a success 
criterion of 70% or better for these assignments, these results provide some evidence in 
support of PLO-2.   


With respect to the PLO assessment report and underlying process, the results here for the B.S. 
EnvE program describe an emergent assessment plan. Hence, all conclusions should be 
considered preliminary and subject to future refinement as the assessment plan improves and 
resources are made available.  Recommendations regarding the levels of effort to expend and 
the necessary savings are provided. 


II. Introduction 


UC Merced’s B.S. Environmental Engineering (EnvE) degree program prepares students for 
careers in both industry and government agencies concerned with managing water, energy, 
public health and the environment. The curriculum provides students with a quantitative 
understanding of the physical, chemical and biological principles that control air, water and 
habitat quality and sustainability on earth, along with expertise in the design, development, 
implementation and assessment of engineering solutions to environmental problems.  The EnvE 
program emphasizes a highly interdisciplinary approach to environmental engineering, 
combining a strong theoretical foundation with field studies, laboratory experiments and 
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computations. Core courses within the major provide students with a firm foundation in the 
physical and life sciences and the ways that they apply to energy, hydrology, air, and water 
quality issues. Emphasis areas allow students the flexibility to study in more depth by following 
tracks developed in consultation with their academic advisor(s). Currently, the core areas of 
emphasis for Environmental Engineering at UC Merced are hydrology, water quality, air 
pollution, and sustainable energy systems. 


The EnvE program assessment plan includes continual course and program level assessment 
vehicles culminating in a periodic self-evaluation and review by the Accreditation Board for 
Engineering and Technology (ABET).  The plan identifies six program learning outcomes (PLOs) 
that are consistent with UC Merced’s Guiding Principles and ABET assessment criteria.  Of these 
six, the following PLO was selected by the School of Engineering Executive Committee for this 
initial assessment: 


PLO 2:  Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem 
solving, engineering principles and reasoning, the scientific method, and teamwork to 
solve environmental resource problems and to restore and sustain the global 
environment.  


The Committee selected PLO 2 because (1) it is a good general indicator of the success the EnvE 
program, (2) this PLO encompasses several of the fundamental ABET criteria, and (3) students 
in these classes have completed their lower division General Education, basic sciences, and 
math requirements, and a significant portion of their engineering fundamentals courses.  It is 
the intent of the core courses to build on this foundation to develop and exercise students’ 
critical thinking in the context of modern environmental problem solving and project work. 


III. Assessment Methods 


The FAO requested and received lines of evidence from three of the five required EnvE core 
courses:  EnvE 110 Hydrology and Climate (Dr. Rice, Lecturer), EnvE 130 Meteorology and Air 
Pollution (Associate Professor Rogge), and EnvE 160 Sustainable Energy (Assistant Professor 
Campbell).  Lines of evidence included sample student work from problem-solving assignments, 
more intensive projects and examinations, and were selected by the course instructors.  High-, 
medium-, and low-achievement samples were provided in most cases, along with the overall 
average for the class.  At this point, no other lines of evidence, such as student surveys or 
assignments and work products from benchmark institutions, have been instituted in these 
classes. 


The method for assessing the lines of evidence was as follows: 


(1) Validate the lines of evidence provided with respect to assessing PLO 2 
(2) Validate the instructor grading consistency (calibration) 
(3) Assess PLO-2 using the appropriate lines of evidence 


The FAO requested and received instructor-selected work assignments and exams, as well as 
high-, medium-, and low-scoring student work products for all of the lines of evidence.  
Materials received were first assessed by the FAO in terms of their organization and 
completeness.  It was assumed that the scores were consistent with the remainder of the class.  
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The FAO studied assignments and the student responses and generally concurred with the 
instructor’s scoring.  The FAO failed to rigorously calibrate the instructor’s scoring across the 
entire enrollment of the courses, instead limiting the analysis to the samples of work provided. 


The results of this assessment were shared with the three instructors mentioned above and 
with the remainder of the EnvE faculty.  Comments and recommendations are currently being 
solicited and, upon sufficient vetting, will be piloted or incorporated in the next PLO 
assessment. 


The FAO developed a rubric (Appendix 1) to pilot-test with respect to evaluating the relevance 
of the three bodies of evidence received from the respective instructors of EnvE 110, 130, and 
160.  Upon receiving the lines of evidence, the FAO reviewed the questions or assignments 
posed to the students and the scope and details of the high-scoring responses, and scored the 
body of evidence in each of the four categories.  When it was determined that none of the lines 
of evidence included teamwork activities, the FAO excluded that when addressing the 
relevance point.  An average of 3.0 or more on the remaining three criteria was deemed 
sufficient.   


Given the relevance of the bodies of evidence, the FAO examined the course grading summary 
statistics and course assessment reports prepared by the instructors with respect to the level of 
achievement of PLO-2 by these courses.  The FAO then summarized the successes and shortfalls 
of the assessment methods employed in order to subsequently improve the process.  Finally, 
and in the context of the improved assessment methods, the PLO analyzed the sustainability of 
the overall PLO assessment plan for the EnvE program. 
 


IV. Results 


EnvE PLO-2 Assessment.  Lines of evidence were received from the three instructors in the 
form of scanned copies of exams, homework assignments, and project reports (excerpts from 
the evidence are provided in Appendix 2).  All evidence was direct; no student surveys, exit 
interviews, or focus groups have been implemented yet.  Once received, the material acquired 
from the three instructors was found to be useful, but ranged from fair to very good in terms of 
completeness and organization.  For all three cases, it was necessary to request additional 
information from the instructors to enable the FAO to complete the assessment.  For the junior 
faculty member and lecturer, it was apparent that the types and amounts of evidence needed 
were unclear.  The instructor for EnvE 110, a lecturer, was not aware that evidence was to be 
collected, but did manage to successfully acquire some work samples from students after the 
fact. 


The PLO-2 relevance rubric scores for the three lines of evidence are provided in Table 1.  Taken 
as a whole, the evidence provided by each class was deemed by the FAO to be relevant to PLO-
2, averaging between 3 (relevant) and 4 (highly relevant) for the three categories besides 
teamwork.  These scores were computed by omitting the teamwork category, which was 
conspicuously absent from all lines of evidence provided (see below).  In terms of the content 
of the assignments, there are excellent examples of multi-step problems and assignments for 
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which the students were forced to employ knowledge from prior courses, critical thinking, and 
a scientific approach to the interpretation of existing data.   


Table 1 - FAO-completed PLO 2 line of relevance verification rubrics for EnvE 110, 130, and 
160 courses. 


EnvE 110 – Hydrology and Climate (Ave. 3.67)* 
 
Criterion  Irrelevant 


1 
Some relevance 


2 
Relevant 


3 
Highly relevant 


4 PLO 2 component 


Critical thinking   X  
Problem solving     X 
Scientific method    X 
Teamwork  X    


 
EnvE 130 – Meteorology and Air Pollution (Ave. 3.67)* 


 
Criterion  Irrelevant 


1 
Some relevance 


2 
Relevant 


3 
Highly relevant 


4 PLO 2 component 


Critical thinking    X 
Problem solving     X 
Scientific method   X  
Teamwork X    


 
EnvE 160 - Sustainable Energy (Ave. 3.33)* 


 
Criterion  Irrelevant 


1 
Some relevance 


2 
Relevant 


3 
Highly relevant 


4 PLO 2 component 


Critical thinking    X 
Problem solving    X  
Scientific method   X  
Teamwork X    
*All averages omit the “Teamwork” component which was absent from all lines of evidence. 


 


Some concerns about the lines of evidence which will be provided as feedback to the EnvE 
faculty are as follows: 


(1) The apparent lack of teamwork-based problem solving in these three core course 
warrants further investigation to determine whether or not teamwork-building 
exercises are sufficiently covered in other courses which have not yet been assessed 
(e.g., Service Learning for example).  If not, then one or more such exercises will need to 
be installed in the EnvE core or other required courses.  This aspect of the curriculum 
will need to be revisited by the EnvE faculty. 


(2) No indirect lines of evidence (student surveys, exit interviews, etc.) were provided.  
These need to be developed and implemented in the near future. 
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(3) The use of single-step problems as lines of evidence is not recommended because of the 
difficulty this creates in assessing the degree of success in achieving PLOs.  This is a 
minor point as the courses using single-step problems also included excellent multi-step 
problems in their lines of evidence. 


Class-average grades associated with the PLO-2 lines of evidence associated are summarized in 
Table 2.  Most of the averages support the notion that PLO-2 was achieved.  The obvious 
exceptions were several of the short (single-step) quiz questions which require a singularly 
correct answer and cannot probe gradations of understanding.   


 


Table 2 - Average class grade for lines of evidence provided for PLO-2 


 
Course 


 
Line of Evidence (Appendix 2) 


Average 
Grade 


(%) 


EnvE 110 (1) Homework #5:  Statistics, snow hydrology 85% 


EnvE 110 (2) Midterm #2, question 5: Physics, hydrology, experimental design 86% 


EnvE 130 (1) Quiz #1, question #1:  Math, chemistry concepts in 130 context 86% 


EnvE 130 (2) Quiz #2, question #7:  Chemistry in 130 context 36% 


EnvE 130 (3) Quiz #2, question 20:  Chemistry in 130 context 86% 


EnvE 130 (4) Midterm exam, problem #1:  Mass balance concepts in air quality 64% 


EnvE 130 (5) Midterm exam, problem #2: Physics and chemistry in 130 context 67% 


EnvE 130 (6) Final exam, problem #2:  Air quality data interpretation 90% 


EnvE 160 (1) Research report on sustainable energy (problem-solving 
component) 


88% 


 


V. Conclusions and Recommendations 


Student Learning.  The lines of evidence presented were judged by the FAO to be relevant to 
the assessment of PLO-2, and the student outcomes begin to support that PLO-2 is being 
achieved for many of the students in the B.S. EnvE program.  Overall, however, it is important 
to note that the PLO assessment process is best categorized as “emergent” at this stage (see 
discussion below).  Hence, the conclusion here needs to be further tested through the 
collection of direct lines of evidence associated with teamwork problem-solving and indirect 
lines of evidence pertaining to all aspects of PLO-2.  There are resources and planning 
implications associated with these needs (see section IV).   


Critical Evaluation of this Assessment. The results in Table 3 summarize the FAO’s assessment 
of this PLO reporting effort in the context of the Center for Research on Teaching Excellence’s 







6 
 


rubric.  An explanation of the individual ratings for the criteria in Table 3 is provided in the 
following: 
Assessable PLO – PLO 2 was deemed relatively well-developed with respect to this criterion, 
although relatively broad in its coverage.  It will require synthesizing information from several 
courses and/or different assignments to capture all of this PLO’s intended aspects.  A case in 
point is the failure to obtain useful information regarding the development of team-based 
problem-solving skills in this assessment. 


Rationale for the ratings in Table 3 are as follows: 


Valid Evidence – This aspect of the EnvE PLO-2 assessment was judged to be emerging.  As 
noted the student work provided by the instructors was, for the most part, valid as direct lines 
of evidence.  However, development in this area is needed in terms of better PLO coverage 
(team-based problem solving), and the inclusion of alternative lines of evidence (e.g., indirect). 


Reliable Results – This aspect of the PLO-2 assessment was deemed to be only in its initial 
phase of development because no evidence of inter-rater comparisons or other calibration 
methods was provided to the FAO; all grading appears to have been done by the instructors 
themselves.  Also, the class size is small for all cases examined, and it may take several course 
offerings to indentify useful trends. 


Results Summary – This aspect was rated as emerging as this report does provide results in 
tabular and quantitative forms.  However, a more highly developed reporting style would be 
transferrable to other courses and make results comparable from year to year.   


Conclusions & Recommendations – This aspect was rated as developed because the report did 
draw conclusions where possible and served the purpose of identifying major short-comings in 
the EnvE PLO assessment process. 
 
Overall, this PLO assessment report reveals that the EnvE assessment plan implementation is at 
the emergent stage of development.  However, there were several positive aspects of this 
initial EnvE PLO assessment.  First, it did allow the FAO to provide high level oversight to a large 
part of the required (core) EnvE courses, and will be the first step toward perfecting the content 
of these key classes.  Second, it has begun the process of institutionalizing the culture of 
iterative assessment-improvement in our program.  It will be important to use the momentum 
from this first report to get more of the faculty involved, particularly the junior faculty who may 
have little or no experience with learning outcomes assessment. 
 


Table 3. EnvE PLO-2 Report Assessment 


 
Criterion 


 
Initial 


 
Emerging 


 
Developed 


Highly 
Developed 


Assessable PLO   X  
Valid evidence  X   
Reliable results X    
Results summary  X   
Conclusions & Recommendations   X  
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From the perspective of the FAO, the several problems with the assessment report process are 
as follows:   


(1) The process appeared relatively “top-down” and it was not clear that the instructors 
were fully cognizant of the process during the course of the semester.  This observation 
is based on the following occurrences: 


a. None of the instructors provided their lines of evidence prior to the FAO’s 
request (well after the semester had ended), and one of the instructors failed to 
remember to collect evidence from their course and had to gather it after the 
semester had ended. 


b. Although all the instructors were good about eventually complying, the format 
and volume of evidence provided was uneven and required perhaps an undue 
amount of time for the FAO to digest.  A more standardized reporting method is 
needed. 


(2) While this single-PLO report was not perceived as onerous by this FAO, the notion of 
simultaneously reporting on all PLOs is more daunting.  Closer interactions with staff 
knowledgeable in both the EnvE curriculum and the assessment process will be needed 
to help formulate and polish these assessments in the timeframes necessary. 


VI. Planning and Budget Recommendations 


This FAO makes the following recommendations with respect to the EnvE assessment plan 
reporting process and the general reporting process for the campus. 


(1) The assessment process is ultimately in the hands of the instructors who, despite good 
intentions, have severe time constraints with respect to delivering and assessing their 
curriculum.  It is recommended that an educational assessment specialist be integrated 
into each of the three schools’ administrative staff (e.g., in the context of advising and 
counseling) to become more familiar with the students, staff, instructors and curricula, 
and assist the instructors and staff in streamlining such tasks as: 


a. Collecting, organizing, summarizing, and archiving direct lines of evidence, 
b. Developing, implementing, and interpreting results from indirect lines of 


evidence, and 
c. Developing appropriate rubrics which can help to calibrate their scoring and 


make their assignments more relevant to the underlying PLOs. 


(2) To underscore the institutional commitment to these activities, key faculty (e.g., FAOs) 
should be compensated for their efforts in the form of teaching relief or financial 
compensation (e.g., summer salary), and then held accountable for their work.  Serious 
educational assessment at UCM will continue to exhibit shortfalls if it is dismissed as 
“part of the job.” 


(3) To underscore the faculty’s commitment to the continual educational assessment and 
curriculum improvement process, uncompensated faculty and lecturer contributions to 
participating in and improving this process need to be more prominently discussed in 
the context of the teaching component of the merit and promotion evaluations. 
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Appendix 1 – Rubric for evaluating EnvE course assignment relevant to assessing EnvE PLO 2 


 
Criterion  Irrelevant 


1 
Some relevance 


2 
Relevant 


3 
Highly relevant 


4 PLO 2 component 


Critical thinking Assignment is 
straightforward 
problem solving 
(e.g., self-contained 
problems) 


Assignment is 
reasonably 
straightforward but 
requires some 
purposeful thinking 
or judgment to 
complete 


Assignment requires 
purposeful thinking 
(e.g., reasoned 
assumptions) and 
interpretation of given 
information to 
complete 


Assignment requires 
independent 
research and 
interpretation to 
gather information 
as well as purposeful 
thinking to complete 


Problem solving 
engineering 
principles & 
reasoning 


Problems are self-
contained, require 
only one or two 
basic steps or 
operations, and 
solution is 
independent of 
prior knowledge 


Problems are self-
contained but 
require multiple 
steps or operations, 
and some prior 
knowledge from the 
current course 


Problems are self-
contained, require 
multiple steps or 
operations, and in-
depth knowledge 
from the current 
course 


Problems are open-
ended, require 
critical selection of 
solution technique, 
and build upon prior 
knowledge from 
both current and 
previous courses 


Scientific method Assignment is self-
contained and 
based on well-
understood 
scientific principles 


Assignment is self-
contained and 
based primarily on 
sound principles, 
and/or scientific 
literature provided 
by the instructor 


Assignment requires 
hypothesis 
formulation and 
testing using given 
observations or 
literature research, 
but does not require 
data collection 


Assignment requires 
hypothesis 
formulation and 
testing using 
experimental design 
and data collection 


Teamwork to solve 
environmental 
resource problems 


Assignment is 
completed by 
individual 


Assignments is 
completed 
individually but with 
at least one formal 
peer or instructor 
interaction or 
“check in” 


Assignment is 
completed by a team 
and requires 
significant group 
organization, but no 
synthesis 


Assignment is 
completed by a 
team and requires 
significant group 
organization, and 
synthesis 
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Appendix 2 -  EnvE PLO-2 Faculty Course Assessment Reports 
 


Faculty Course Assessment Report 
EnvE 110 - Hydrology and Climate 


Instructor:  Dr. Robert Rice, Lecturer) 
Fall 2009 


 
Overview 
ENVE 110 is an introductory course introducing Junior and Senior environmental engineering 
majors to the basics of the hydrological cycle and the global climate system.  The fundamentals 
of surface water hydrology, groundwater hydrology, hydrometeorology, evaporation, 
precipitation, statistical and probabilistic methods, unit hydrograph, and flood routing. 


Four undergraduates enrolled in the course during the Fall of 2009.  Students were graded on a 
combination of class participation and in-class problem sets (20%), homework (30%), and 
exams (50%).   


PLO – 2. Critical Thinking:  ENVE graduates will be adept at applying critical thinking, problem 
solving, engineering principles and reasoning, the scientific method, and teamwork to solve 
environmental resource problems and to restore and sustain the global environment. 


 
Appendix 1: * 
Homework 5: 
Average: 85%  
Standard deviation: 5.77 
 
Appendix 2:* 
Exam 2-Question 5 (25 pts) 
Average: 19 
Standard Deviation: 4.8 
Exam average: 84 
Standard deviation: 9 
 


 
Faculty Course Assessment Report 


EnvE 130 – Meteorology and Air Pollution; 4 credits  
Fall 2009 


Instructor: Wolfgang F. Rogge 
Catalog Description:  Basic physics and thermodynamics of the atmosphere; fundamentals of 
atmospheric sciences important to environmental problems; chemistry and physics of 
atmospheric pollutants; visibility; air quality modeling; emissions; and air pollution control 
strategies. 


EnvE 130 is a technical elective for undergraduate students in Environmental Engineering. In 
order to complete this course, students were required to do homework, multiple choice tests, 
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exams, and a mini project with presentation. Grade distribution was as follows: Two multiple 
choice tests, each could earn up to 10% of the total points possible. The mid-term exam could 
earn up to 20% of the total, the final exam 30%, homework 20%, and mini-project together with 
presentation up to10%. 


PLO – 2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem 
solving, engineering principles and reasoning, the scientific method, and teamwork to solve 
environmental resource problems and to restore and sustain the global environment. 


Program Learning Objective 2 corresponds to five ABET based Course Learning Outcomes (CLO) 
of which three are directly assessed in the course by the instructor. These SLOs/ABET outcomes 
are: 


a. Understand and apply the basic mathematical and scientific concepts that underline the 
modern field of Environmental Engineering; 


b. Possess the ability to design and conduct experiments and to analyze and interpret data 


c. Possess critical thinking skills, problem solving ability, and familiarity with the 
computational procedures essential to the field. 


Grade Distribution: 


A B C D F W Total 
3 2 1 0 1 2 9 


Course Assessment: 


E (excellent) is scoring 90% or better of the total points possible, A (acceptable) is from 90-70%, 
M (minimal) is from 70-60%, and U (unsatisfactory) is anything below 60%. 
CLO Assessment Tool E A M U Avg % PLO Type 


a. Short Test 1, question 1, math 6 0 0 1 86 2 Ex 


 Short Test 2, question 7, chem. 2   5 36 2 Ex 


 Short Test 2, question 20, chem. 5   2 86 2 Ex 


 Midterm, Problem 2, ideal gas law 3 0 1 3 67 2 Ex 


b. Final, Problem 2, data interpretation 5 1  1 90 2 Ex 


c. Midterm, Problem  1, mass balance 1 0 2 4 64 2 Ex 


 Midterm, Problem  4, mass balance, diffusion 1 1 2 3 63 2 Ex 


 Midterm, Problem  5, light extinction 5 0 0 2 71 2 Ex 


 Final, Problem 3, complex chem. reaction 3 2 1 1 85 2 Ex 


 Final, Problem 4, critical thinking 3 0 0 4 57 2 Ex 


 Final, Problem 5, mass balance, chem reaction 5 0 0 2 79 2 Ex 
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Assessment of Program Learning Outcomes for the B.S. in Environmental Engineering 
 


Course: EnvE 160 Sustainable Energy 
Instructor: Elliott Campbell 


Semester: Fall 2009 
 
Overview 
 
The course EnvE 160 Sustainable Energy is a technical elective for the B.S. in Environmental 
Engineering (EnvE) and a recommended course for students in the Sustainable Energy track.  
Eleven undergraduates enrolled in the course during the Fall of 2009.  Student work included 
homework, exams, online research presentations and a research report.  Digital copies of all 
student work have been archived.  Student performance on these assignments provides lines of 
evidence showing that the Fall 2009 semester of EnvE 160 has contributed to meeting Program 
Learning Outcomes for the B.S. in EnvE as discussed below.  
 
PLO – 2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem 
solving, engineering principles and reasoning, the scientific method, and teamwork to solve 
environmental resource problems and to restore and sustain the global environment. 
 
Students applied critical thinking skills by creating and solving a quantitative problem that 
integrated their review of the literature on a sustainable energy topic with the fundamental 
problem solving skills they developed through homework and exams.   Examples of high, 
medium, and low scores were provided to the EnvE Faculty Assessment Officer.*  The grading 
on the quantitative problem was based on the problem set-up, presented solution, and format 
ting.  The high score (9/9) has a set-up that integrates the problem, research paper and course 
material (capacity factor, fixed/variable cost, etc.), a solution that details all required 
calculations and units, and the formatting in Excel is clear.  The medium score (7/9) has a set-
up that is a good integration of material, a well-documented solution, but has some errors in 
assumptions and calculations.  The low score (5/9) has a well-integrated problem but provides 
the problem set-up in the oral presentation and the solution steps are not well defined. 







Appendix 3 – Example Student Work 







Hydrology and Climate 


ENVE 110 


Fall 2009 


 


 


Overview 


 


ENVE 110 is an introductory course introducing Junior and Senior environmental engineering majors to 


the basics of the hydrological cycle and the global climate system.  The fundamentals of surface water 


hydrology, groundwater hydrology, hydrometeorology, evaporation, precipitation, statistical and 


probabilistic methods, unit hydrograph, and flood routing. 


 


Four undergraduates enrolled in the course during the Fall of 2009.  Students were graded on a 


combination of class participation and in-class problem sets (20%), homework (30%), and exams (50%).   


 


PLO – 2. Critical Thinking:  ENVE graduates will be adept at applying critical thinking, 


problem solving, engineering principles and reasoning, the scientific method, and teamwork to 


solve environmental resource problems and to restore and sustain the global environment. 
 


Appendix 1:  


 


Homework 5: 


 


Average: 85%  


Standard deviation: 5.77 


 


 


Appendix 2: 


 


Exam 2-Question 5 (25 pts). 


Average: 19 


Standard Deviation: 4.8 


 


Exam average: 84 


Standard deviation: 9 
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Faculty Course Assessment Report 


EnvE 130 – Meteorology and Air Pollution; 4 credits  


Fall 2009 


Instructor: Wolfgang F. Rogge 


Catalog Description: Basic physics and thermodynamics of the atmosphere; fundamentals of atmospheric 
sciences important to environmental problems; chemistry and physics of atmospheric pollutants; 
visibility; air quality modeling; emissions; and air pollution control strategies. 


EnvE 130 is a technical elective for undergraduate students in Environmental Engineering. In order to 
complete this course, students were required to do homework, multiple choice tests, exams, and a mini 
project with presentation. Grade distribution was as follows: Two multiple choice tests, each could earn 
up to 10% of the total points possible. The mid-term exam could earn up to 20% of the total, the final 
exam 30%, homework 20%, and mini-project together with presentation up to10%. 


PLO – 2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem solving, 
engineering principles and reasoning, the scientific method, and teamwork to solve environmental 
resource problems and to restore and sustain the global environment. 
 


Program Learning Objective 2 corresponds to five ABET based Course Learning Outcomes (CLO) of 
which three are directly assessed in the course by the instructor. These SLOs/ABET outcomes are: 


a. Understand and apply the basic mathematical and scientific concepts that underline the modern 
field of Environmental Engineering; 


b. Possess the ability to design and conduct experiments and to analyze and interpret data 
c. Possess critical thinking skills, problem solving ability, and familiarity with the computational 


procedures essential to the field. 


Grade Distribution: 


A B C D F W Total 
3 2 1 0 1 2 9 


 


Course Assessment: 


E (excellent) is scoring 90% or better of the total points possible, A (acceptable) is from 90-70%, M 
(minimal) is from 70-60%, and U (unsatisfactory) is anything below 60%. 


CLO Assessment Tool E A M U Avg % PLO Type 
a. Short Test 1, question 1, math 6 0 0 1 86 2 Ex 
 Short Test 2, question 7, chem 2   5 36 2 Ex 
 Short Test 2, question 20, chem 5   2 86 2 Ex 
 Midterm, Problem 2, ideal gas law 3 0 1 3 67 2 Ex 
b. Final, Problem 2, data interpretation 5 1  1 90 2 Ex 
c. Midterm, Problem  1, mass balance 1 0 2 4 64 2 Ex 







 Midterm, Problem  4, mass balance, diffusion 1 1 2 3 63 2 Ex 
 Midterm, Problem  5, light extinction 5 0 0 2 71 2 Ex 
 Final, Problem 3, complex chem. reaction 3 2 1 1 85 2 Ex 
 Final, Problem 4, critical thinking 3 0 0 4 57 2 Ex 
 Final, Problem 5, mass balance, chem reaction 5 0 0 2 79 2 Ex 
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Assessment of Program Learning Outcomes for the B.S. in Environmental Engineering 


 


Course: EnvE 160 Sustainable Energy 


Instructor: Elliott Campbell 


Semester: Fall 2009 


 


Overview 


 


The course EnvE 160 Sustainable Energy is a technical elective for the B.S. in Environmental Engineering 


(EnvE) and a recommended course for students in the Sustainable Energy track.  Eleven undergraduates 


enrolled in the course during the Fall of 2009.  Student work included homework, exams, online 


research presentations and a research report.  Digital copies of all student work have been archived.  


Student performance on these assignments provides lines of evidence showing that the Fall 2009 


semester of EnvE 160 has contributed to meeting Program Learning Outcomes for the B.S. in EnvE as 


discussed below.  


 


PLO – 1. Fundamental Knowledge:  EnvE graduates will have gained a strong foundation in basic 


mathematics, science, social science, humanities and arts, along with engineering principles, enabling 


active engagement as citizens in their communities. 


 


Students learned mathematics and engineering principles and applied these to work sustainable energy 


problems on homework assignments and exams.  For example, integral calculus and wind power 


engineering principles were applied to calculate the average power in the winds.  In Appendix I, two 


different student solutions of this type of problem are presented, one by hand and one using 


spreadsheet software.  The average score on this particular problem was 3 out of 4 points.  Students 


learned to apply thermodynamics and basic math to more conventional energy sources as shown in the 


student sample midterm in Appendix II (average 20/30).   


 


PLO – 2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem solving, 


engineering principles and reasoning, the scientific method, and teamwork to solve environmental 


resource problems and to restore and sustain the global environment. 


 


Students applied critical thinking skills by creating and solving a quantitative problem that integrated 


their review of the literature on a sustainable energy topic with the fundamental problem solving skills 


they developed through homework and exams (see end of Appendix III). 


 


PLO – 3. Design Skills: EnvE graduates will be prepared for advanced studies and research and/or 


employment advancement in a broad spectrum of industries and government agencies. 


 


Students learned advanced research skills by working with the ISI Web of Science search engine, 


summarizing the literature, and reflecting on existing research challenges (see example paper in 
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Appendix III).  Students were able to obtain and summarize relevant papers from specialized journals as 


well as high‐profile publications from multi‐disciplinary journals, National Academy reports, and 


government agencies. 


 


PLO – 4. EnvE graduates will communicate effectively in written, spoken, and visual formats with 


technical, professional, and broader communities. 


 


Students delivered practice presentations using an online meeting platform and after critical feedback 


delivered final presentations that were followed by a Q&A period.  A video recording example of a final 


student presentation on geothermal energy is posted here, 


https://admin.na4.acrobat.com/_a837488306/p98613719/ 


This sample student presentation has concise slides, excellent vocal delivery, detailed responses to 


questions, as well as a presentation of a quantitative problem that applies thermodynamic 


fundamentals and energy economic analysis. 


 


PLO – 5. EnvE graduates will practice engineering according to the highest professional standards, 


demonstrating respect for social, ethical, cultural, environmental, economic, and regulatory concerns. 


 


Student developed advanced technical and professional skills with an online meeting tool as well as a 


respect for the sustainability advantages of online meetings as an approach to offsetting travel needs 


and thus reducing the carbon footprint of professional communication.  A video recording example of 


students demonstrating exceptional competency with this online platform for communication is shown 


here, https://admin.na4.acrobat.com/_a837488306/p98613719/ 


 


PLO – 6. EnvE graduates will be instilled with a desire to pursue life‐long learning opportunities including 


continued education, professional licensure, challenging professional experiences and active 


participation in professional organizations. 


 


After the completion of the course, multiple students engaged with the instructor in scholarly work, 


exhibiting a strong interest in pursuing learning opportunities beyond the classroom.  An exceptional 


student joined my lab group as a research assistant showing continued interest in bioenergy research 


that was covered in class.  Three other students approached me to mentor them in a student 


sustainable energy project.  We developed a student‐led grant proposal to the U.S. EPA’s annual student 


sustainability design challenge (http://www.epa.gov/P3/).  The proposal was submitted and is included 


in Appendix IV. 
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Appendix 1: Homework 
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Appendix II: Exam 
   











cgrer

Pencil



cgrer

Pencil



cgrer

Pencil



cgrer

Pencil







cgrer

Pencil



cgrer

Pencil



cgrer

Pencil



cgrer

Pencil



cgrer

Pencil



cgrer

Pencil



cgrer

Pencil







cgrer

Pencil



cgrer

Pencil



cgrer

Pencil



cgrer

Pencil



cgrer

Pencil







cgrer

Pencil



cgrer

Pencil



cgrer

Pencil







 


 5


Appendix III: Student Research Report 
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Running Head: Waste‐to‐Energy 


 


The Sustainability of Waste‐to‐Energy Plants and its Future 


Ruth Xochihua 


UC Merced: ENVE 160‐Sustainable Energy 
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“Waste is Our Energy” 


The first time the importance of utilizing Municipal Solid Waste was recognized was in 


1991 by  the U.S. National Energy Strategy and  little progress has been made since  then  (5) 


Many  people would  agree  that  “waste  is  defined  as  anything  rejected  as worthless  or  in 


excess of what is required” (20).  But it is possible to turn unwanted waste into something we 


need and that is required for our everyday function. Waste to energy (WTE) is the term used 


to  describe  the  conversion  of  waste  by‐products  into  useful  steam  or  steam‐generated 


electricity  (15).  Most  WTE  processes  thermally  treat  or  use  combustion  to  produce  this 


electricity. This is a type of energy recovery or technique that exchanges energy from one sub 


system of an overall system with another.  It is this waste in concordance with other types of 


renewable types of fuel, which can lead cities all over the world onto a more sustainable road 


for the future. 


The Positive Effects of WTE plants 


Environmental Benefits 


Some of the pros associated with WTE are that chemical and biological pollutants are 


reduced, waste volume is cut by more than 90%, and renewable energy contained in waste is 


utilized  and  therefore  replacing  fossil  fuels  such  as oil,  gas  and  coal  (16). One of  the main 


benefits associated with the implementation of WTE plants is the reduction of landfill use and 


landfill emissions. Landfill’s are much more than a waste of space, an aesthetic eyesore, and a 


bad  stench. They  can  cause harm  to  the environment by polluting  clean nearby  sources of 


water and ground water and are one of  the main causes of greenhouse gas emissions.   For 


example, about 46 Nm3 of both methane and carbon dioxide per ton of municipal solid waste 


are emitted annually in the United States because of landfills (6). Compared with other types 


of carbon dioxide emitters such as automobiles and factories, landfill gas leakage is definitely 


on the high end of the spectrum.  Another threat that land filling poses is the amount of heavy 


metals such as mercury and  lead that are disposed  in these  landfills on an annual basis. One 


heavy metal, mercury, is elevated to dangerous concentrations that reach about 120 tons per 


year  which  is  about  one‐fourth  of  all  U.S.  consumption  and  comes  from  waste  such  as 


fluorescent  lamps  and  thermometers.  One  last  environmental  benefit  is  that  with  recent 


technology,  that  I will discuss  later  in  the  “Future of WTE plants”,  some plants are able  to 


create ethanol  from waste due to a Biofuels subsidiary  founded  in 2006  (4). This could help 
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minimize  deforestation  for monoculture  crops  needed  in  the  production  of  biofuels while 


creating another form of sustainable fuel at the same time. 


The Negative Effects associated with WTE plants 


Cost 


Although there are plenty of environmental benefits that seem to encourage our need 


to implement WTE plants, there are some setbacks that have influenced our lack of action in 


this field of energy production and waste management. Cost is one of the main issues that has 


prevented the spread of these plants, especially now, during economic hardships. WTE costs 


are divided into five components: capital cost, operation and maintenance cost, revenue from 


electricity generation and  revenue  from  ferrous  recovery(19). Some examples  that  illustrate 


the high costs  is  the size, percentage of excess air used, and  the volume of process gas are 


much larger than that of a coal‐fired power plant of the same combustion capacity. Also, the 


capital and maintenance costs of WTE facilities are nearly three times higher than that for a 


coal fired power plant generating the same amount of electricity (6). So it basically boils down 


to, money versus the overall health of our planet. 


How do WTE plants work? 


Process 


WTE facilities can be divided into two process types: mass burn and refuse‐derived fuel 


(RDF). (15) I will be discussing the technical process of the latter.  In simple terms, A WTE plant 


is like a coal plant, but instead of burning coal, garbage is used as the main fuel source. Four 


processes include: 1)Waste is burned and thus heat is released. 2) the heat is used in a boiler 


to convert water into steam. 3) The steam is used to move the blades of a turbine to generate 


electricity. 4)  The  generated electricity  is  sent,  along power  lines,  to  the  consumers.  (1)  In 


more  detail, municipal  solid waste  is  delivered  to  the  thermal  treatment  plant where  it  is 


weighed, registered and tipped  into the refuse pit for mixing. The second process  involves a 


crane system which lifts the waste from the refuse pit and transports it to the feed chute. (7) 


After the waste is fed into the chute, it is incinerated. It is here where air supply is controlled 


to  specific  zones of  the grate.  It  is around  this process as well  that gas emissions  from  the 


combustion of waste is treats. The flue gas is treated with a few or all of the following systems 


such  as  electrostatic  precipitators,  fabric  filters,  spray  absorbers,  scrubbers,  activated  coke 


processes and SCR or SNCR systems (7). What makes this type of energy production facility a 


“green” one is that the separation of pollutants from the flue gas in the scrubber is carried out 


by absorption with chemical  reactions  (18).   The  final  step  involves energy  recovery. Steam 


produced  in  an  evaporator  drives  a  thermodynamic  expansion machine  constructed  as  a 


turbine which  is  connected  via  a  shaft with  a  non‐wound  rotor  of  a  synchronous machine 
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which operates as a generator and by which a major portion of the thermal energy contained 


in the cooling water and the exhaust gases is converted into electrical energy (14). A few types 


of energy recovery  include electricity, district heating and even district cooling which  is then 


sent to homes, schools and businesses. 


The Future of WTE 


In  the United States WTE plants are not as prevalent due  to misconceptions,  lack of 


understanding  and  environmental  policies.    In many  parts  of  Europe  such  as  Sweden  and 


Denmark, however,  thermal  treatment  is  a  requirement. An  EU waste  framework directive 


stipulates recovery as the second priority after avoidance of waste. The EU  landfill Directive 


and  its  respective  national  implementations  have  generated  a  driving  force  away  from 


landfilling and  towards waste management solutions  involving  thermal  treatment processes 


(17). Although WTE is costly there is research being done to make the facilities more efficient. 


Recycling  is usually done before combustion because  if not a “high rate of corrosion” within 


the main components of  the plant will  take place due  to high amounts of chlorine content 


(13). This corrosion increases the cost needed for maintenance and thus the overall cost. New 


innovations  involving  the  production  of  biofuels  and  greenhouse  heating  is  from waste  to 


energy technology. For example,  in both paper and olive oil processing plants they are using 


the  pulp  and  sludge waste  to make  biofuel  through  combustion  (11 &  8).  Efficiencies  for 


longer term application such as the whole tree energy concept has also been studied to create 


biofuels.  (4) Technology  such as  St1’s  creates biofuels  from  this  type of waste  through  the 


dehydration  (combustion) and  then addition of an alcohol. Their plant  specifically produces 


ethanol from bakery waste which is then used for commercial use in motor fuel. (2) So much 


research is being done involving other forms of renewable and sustainable fuels which is very 


exciting. 


Conclusion 


Waste  is  a  source  of  fuel  that  is  more  reliable  than  fossil  fuels  and  is  definitely 


sustainable.  I  believe  that  implementing  WTE  technologies  along  with  other  types  of 


renewable and  sustainable energies will  lead us onto  a more environmentally  road  for  the 


future and thus make the world a better place for future generations. 
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Quantiative Problem 


A WTE plant has a theoretical efficiency of about 90% but an actual efficiency 


of about 33%. If the energy content of refuse is 7.25MJ/kg or 7250kj/kg and 


has about 66.6% carbon 


a) What is the heat rate of this plant using its theoretical and actual efficiency 


in kJ/kwh and BTU/kwh? 


ACTUAL EFFICIENCY 


Heat Rate: 
ଵ/௦


௪
 ൈ


ଷ௦



ൈ


ଵ


ఎ
   


ଷ/௪


.ଷଷ
  10,909 kJ/kwh 


Heat Rate: 
ଵ,ଽଽ/௪


ଵ.ହହ/௧௨
 10,340.4 Btu/kwh 


THEORETICAL EFFICIENCY 


Heat Rate: 
ଵ/௦


௪
 ൈ


ଷ௦



ൈ


ଵ


ఎ
   


ଷ/௪


.ଽ
  4000 kJ/kwh 


Heat Rate: 
ସ/௪


ଵ.ହହ/௧௨
 3791.4 Btu/kwh 


 


b) If Merced County produces a total of 1672 tons of garbage per day how 


much electricity would be produced for the city in a year using the previous 


information:  


Garbage per year: 1672(365) =  610,280 tons per year 


610,280 tons per year (7250kj/kg and) 


WTE KWh/ton = Heating Value(2000lb/ton) / Heat Rate 


10,340Btu/kwh(2000lb/ton) / (.33) (610,280 tons)  102.68KWh/ton 
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Appendix IV: Student Design Proposal 
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Abstract 
 


Funding Opportunity Number(s) and Research Area(s):  P3 Awards: A National Student Design 


Competition for Sustainability Focusing on People, Prosperity and the Planet. EPA‐G2010‐P3‐Q3, 


Materials and Chemicals; EPA‐G2010‐P3‐Q1, Energy (additional research area).  


Title: Anaerobic digestion of wastewater algae harvested using low‐tech electrochemical processes. 


Principle Investigator (primary advisor):  J. Elliott Campbell, ecampbell3@ucmerced.edu. 


Student Investigators:  Danny Lu (undergraduate), Brandi McKuin (undergraduate), Edward Tang 


(undergraduate), Patrick Wiley (student lead, graduate), Ruth Xochihua (undergraduate). 


Institution:  University of California, Merced Sponsored Projects Office, Merced, CA. 


Student Represented Departments and Institutions:  Environmental Engineering, University of 


California, Merced; Environmental Engineering Student Organization, UC Merced. 


Project Period (Phase 1):  August 15, 2010 to August 14, 2011 


Project Amount (EPA, Phase I):  $10,000  Total Project Amount (Phase I):  $10,000 


Project Summary:  Algal biomass grown wastewater pond systems can be used to produce methane gas 


through anaerobic digestion, creating a synergistic relationship between sanitation (People) and 


sustainable energy production (Planet).  However, this process is rarely implemented due to the lack of 


an affordable harvesting technology.  Current algae harvesting systems are highly mechanized and 


require expensive chemical coagulants.  Thus, an effective and inexpensive algae harvesting system 


(Prosperity) must be developed to improve the viability of algae digestion processes.  


  Our proposed solution is to develop an inexpensive algal harvesting process that generates 


necessary coagulating species in situ through the electrochemical oxidation of consumable aluminum 


electrodes. This process, referred to as electrocoagulation / electroflotation (EC/EF), requires only 


electricity as an input, and itself can be powered with renewable forms of energy, such as photovoltaic 


modules.  We propose to design (Period I), build (Period II) and evaluate (Period III) the performance of 


an EC/EF reactor for the removal efficiency and energy consumption relative to existing harvesting 


technologies. Algal slurry collected from the EC/EF unit will be placed in an anaerobic digester and gas 


chromatography will be used to assess sustainable energy output.  Results will be presented on campus 


(ENVE160, ENVE176, ES‐Seminar), at wastewater conferences, and submitted to ES&T. 


  Our proposed project will enable small communities to protect their water resources while 


simultaneously producing renewable energy in the form of methane gas.  Combining energy production 


and wastewater treatment will have positive implications for the development of sustainable 


communities.  It also creates unique opportunities for collaboration between UC Merced students and 


local wastewater treatment facilities that may benefit from this effort.   
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Contribution to Pollution Prevention and Control: Development of an efficient and inexpensive algal 


harvesting system such as EC/EF would enable wastewater treatment plant operators to reduce the TSS 


content of final effluents and decrease the solids discharged into receiving waters.  Recovery of algal 


biomass and other material from wastewater pond effluents can be used to produce energy through 


anaerobic digestion.  The methane gas collected from this process can be used for heating or can be 


combusted in a generator to produce electricity, reducing the demand for non‐renewable sources of 


energy. 


Supplemental Keywords: methanogens, Chlorella, Scenedemus, unicellular algae, sewage, high‐rate 


oxidation ponds, lagoons 
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Research Plan 
 


Anaerobic Digestion of Wastewater Algae Harvested using Low‐tech Electrochemical Processes 


1.  Project Description 


Proposed Project 
Wastewater oxidation ponds are simple to operate treatment systems that effectively reduce 


biochemical oxygen demand (BOD) and eliminate enteric bacteria and viruses (Kivaisi, 2001; Bahlaoui et 


al., 1996; Hosetti and Frost, 1995).  The low cost of installation and operation of wastewater oxidation 


ponds makes them ideal for small communities with limited financial and material resources (Hosetti 


and Frost, 1995).  Wastewater pond systems are inexpensive to operate because they require few 


electrical inputs for secondary biological treatment.  Algae produce dissolved oxygen naturally through 


photosynthesis, which becomes available to bacteria for the oxidation of wastes (Shilton et al., 2008; 


Oswald et al., 1978).  In contrast, high rate systems, such as activated sludge, generally require between 


0.4‐1.1 kWh of electricity to introduce 1 kg of dissolved oxygen (Shilton et al., 2008). 


 


Unicellular algae in the Chlorella and Scenedesmus genera commonly dominate wastewater pond 


ecosystems (Woertz et al., 2009; Oswald et al., 1978).  These algae have a high level of photosynthetic 


efficiency compared to terrestrial crops, and are capable of producing 10‐20 g/m2/day of biomass 


depending on the environmental conditions and design of the system (Lardon et al., 2009; Mandal and 


Mallick, 2009; Oswald, 1995). Algal biomass collected from wastewater treatment ponds can be used to 


produce methane gas through anaerobic digestion.  This is an attractive reuse application because 


anaerobic digesters are inexpensive to operate and can tolerate solids with high water content.  


However, anaerobic digestion of algal biomass is inhibited by the lack of an affordable harvesting 


technology.  The goals of this project are to design a low‐tech, effective and inexpensive electrochemical 


process for harvesting algae from wastewater, and to estimate energy yields when the algal biomass is 


anaerobically digested. 


 


Our project will have positive implications for pollution prevention because it will protect water quality 


and enable beneficial reuse of algal biomass for the production of renewable energy.  For example, 


excessive algae accumulation in wastewater pond effluent may prevent treatment facilities from 


meeting TSS standards outlined in the Federal Water Pollution Control Amendments (Naghavi and 


Malone, 1986).  Our proposed project will enable wastewater treatment plant operators to reduce the 


TSS content of final effluents and decrease the solids discharged into receiving waters.  The recovery of 


algal biomass and other material from wastewater pond effluents can be used to produce energy 


through anaerobic digestion.  The methane gas collected from this process can be used for heating or 


can be combusted in a generator to produce electricity, reducing the demand for non‐renewable 
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sources of energy.  While our proposed project focuses on harvesting wastewater algae, we believe that 


this method will also effectively remove contaminants from drinking water supplies, potentially 


increasing the efficiency of water treatment processes. 


Algae found in wastewater ponds are difficult to remove due to their small size (3‐30 m) and low 


specific gravity (Craggs et al., 1997; Oswald et al., 1978; Bare et al., 1975).  Additionally, algae have a 


high zeta potential due to negative surface charges, resulting in stable suspensions throughout the 


water column (Teixeira and Rosa, 2006; Molina Grima et al., 2003; Craggs et al., 1997; Bare et al., 1975).  


Thus, coagulating agents, such as metal salts or cationic polymers, must be added to neutralize surface 


charges, enabling the formation of large algal aggregates that facilitate solid‐liquid separation 


(Stechemesser and Dobiás, 2005; Tansel and Pascual, 2004). Previous research has identified flotation 


technology as the most efficient harvesting technology for algal biomass (Teixeira and Rosa, 2006; 


French et al., 2000; Green et al., 1996; Bunker et al., 1995).  Flotation processes generate small bubbles, 


which are released into a vessel containing the coagulated algal aggregates.  As the bubbles rise through 


the water column, they adhere to the algal aggregates, forcing them to the surface.  A thick algal mat 


accumulates at the surface, where it is removed as thick slurry.    


 


We propose to design and develop and electrochemical process known as electrocoagulation / 


electroflotation (EC/EF) for the removal of algal from wastewater.  EC/EF is a flotation technology that 


generates coagulating species for destabilizing algal suspensions in situ through the electrochemical 


oxidation of consumable metal electrodes (Rodriguez et al., 2007; Chen, 2004; Mollah et al., 2004; Jiang 


et al., 2002; Mollah et al., 2001).  Electrodes comprised of aluminum release charged ions into solution 


when direct current (DC) is applied to the system (Holt et al., 2005; Mollah et al., 2004).  The ions 


immediately hydrolyze to aluminum hydroxide, which is an excellent coagulating agent (Mollah et al., 


2004).  Hydrogen and oxygen bubbles are produced during this process at the anode and cathode, 


respectively, which float the sample to the surface of the flotation cell where it is removed by a 


skimming mechanism (Mollah et al., 2004).  The oxidation reaction at the anode is demonstrated by 


Reaction (1), while the reduction reaction at the cathode is described by Reaction (2) (Mollah et al. 


2004). 


 


Reaction (1)     M(s) M(aq)
n e


 


      2H2O(l ) 4H(aq)
 O2(g)  4e


 


Reaction (2)     M(aq)
n e M(s) 


      2H2O2e H2(g) 2OH
 







 


 18


Where: 


 


M  = Electrode material; 


s  = Solid phase; 


aq  = Aqueous phase; 


l  = Liquid phase; 


n+  = Oxidation state of the ions released; 


e‐  = Number of electrons transferred 


 


The only operating parameter is of EC/EF current density, which determines the volume of bubbles 


released into solution.  Burns et al. (1997) noted that the bubbles generated by EC/EF ranged in size 


from 17‐40 microns, which is adequate for efficient flotation.  Current density also dictates the 


concentration of coagulating species released by the electrodes during electrochemical oxidation.  The 


concentration is quantified using Faraday’s Law, which is explained in Equation (1). 


 


 


Equation (1)    n(M) 
It
zF


 


 


Where: 


 


z  = oxidation state of oxidized electrode material; 


I  = Current density, A cm‐2; 


t  = Time, seconds; 


M  = Electrode material; 


n  = moles of metal dissolved into solution; 


F  = Faraday’s constant, 96,485 C mol‐1. 
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EC/EF has few moving parts and only requires electricity as an input, eliminating costs associated with 


purchasing, transporting, storing and handling chemicals (Abuzaid et al., 2002; Mollah et al., 2001).  This 


process requires little maintenance, with the exception of periodically replacing the sacrificial 


electrodes, and can be powered with renewable sources of energy (Mollah et al., 2004; Rodriguez et al., 


2007).  This process has tremendous potential to reduce the operating and maintenance costs of 


flotation when compared to existing methods.  EC/EF represents an appropriate technology for less 


developed areas, as it requires materials that have wide availability. 


 


Our completed EC/EF unit will be used to harvest algae from the effluent of a local wastewater 


treatment pond.  The unit will be monitored to evaluate energy consumption, electrode erosion rates, 


loading rates, removal efficiency and total solids concentration of the harvested biomass.  The harvested 


algae will then be placed in a bench‐scale anaerobic digester.  The gas produced during the digestion 


process will be analyzed to estimate methane production and energy yield.  Our design and application 


of EC/EF is innovative because it has not been used to harvest algae from wastewater systems.  Our 


design is novel because coagulation and flotation will occur in separate vessels, which will increase 


electrode longevity.  Our research will also address the knowledge gaps pertaining to the following 


process control parameters: 


 


1. Determination of optimal current density for harvesting algae from wastewater treatment 
ponds; 


2. Identification of ideal electrode orientation and spacing; 
3. The role automation and programmable logic controllers (PLCs) can play in optimizing system 


performance; 
4. Feasibility of powering the EC/EF with photovoltaic modules. 


 


Our P3 team is comprised of students from the UC Merced Department of Engineering with expertise in 


wastewater treatment plant operations, energy systems, civil engineering, environmental engineering 


and energy policy.  We also have support from established wastewater engineers and faculty at UC 


Merced.  We believe that our team is sufficiently qualified to achieve the project goals with EPA P3 


funding during the project period.   


Challenge Definition 
Utilization of algal biomass from wastewater treatment ponds for energy production is inhibited by the 


lack of affordable harvesting processes.  Our solution is appropriate for most areas because it does not 


require the use of expensive chemical coagulants and can be operated using locally available resources.  


This will enable communities to improve water quality by removing algal biomass from wastewater 


pond effluent.  The collected material can then be anaerobically digested to produce a renewable fuel 
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that can offset wastewater treatment operating costs.  Localized energy production from an otherwise 


wasted resource can enable the development of sustainable communities. 


 


Common techniques presently employed to remove algae from wastewater include dissolved air 


flotation (DAF) and suspended air flotation (SAF).  These systems both require the addition of chemical 


coagulants that are expensive, and may not be readily available in some areas.  Both systems have more 


mechanized components than the proposed alternative, which may result in greater maintenance 


requirements.  This section describes the operating principles of DAF and SAF. 


   


DAF units consist of a compressor, saturator and a flotation cell.  Clean water, referred to as flotation 


water, is pressurized in the saturator using the compressor (Haarhoff and Steinbach, 1997).  The 


increased pressure in the saturator increases the solubility of air in the flotation water in accordance 


with Henry’s Law.  The flotation water is then released into the flotation cell containing the coagulated 


algal agglomerates at atmospheric pressure.  The sudden drop in pressure causes small bubbles to 


precipitate from the flotation water.  These bubbles adhere to the flocculated algal particles, forcing 


them to the surface of the flotation cell as bubble rise through the water column (Lundh et al., 2000; Al‐


Shamrani et al., 2002).  An algal mat accumulates at the surface of the flotation cell and is removed by a 


skimming mechanism (Chung et al., 2000).  Green et al. (1996) noted that DAF systems are capable of 


achieving algae removal efficiencies of 99%. 


 


The size of bubbles released in the flotation cell strongly impacts the flotation efficiency.  Several 


authors (Féris and Rubio, 1999; Al‐Shamrani et al., 2002; French, et al., 2000; Chung et al., 2000) have 


noted that bubble diameters between 10‐100 microns are needed to optimize flotation efficiency.  


Smaller bubbles are required for efficient separation because they have more surface area and a greater 


rising velocity than larger bubbles (Al‐Shamrani et al., 2002).  Bubble size is a function of pressure in the 


saturator, necessitating high operating pressures.  Al‐Shamrani et al. (2002) noted that a pressure of 55 


psig is needed in the saturator to produce bubbles of optimal diameter.  The operating pressures 


needed result in high electrical usage, which is responsible for nearly 50% of the operating cost.  The 


advantage of DAF units is that they have high removal efficiency for algae removal.  The disadvantages 


are the high operating costs associated with the need for high pressure in the saturator.   


 


SAF is a process similar to DAF in that it utilizes small bubbles that force algal agglomerates to the 


surface of a flotation cell.  The major distinction from DAF is that SAF generates microbubbles with 


surfactants instead of pressure, eliminating the need for a compressor.  Wiley et al. (2009) reported that 


SAF had higher solids and hydraulic loading rates when compared to DAF for the removal of algae from 


wastewater.  This is most likely attributed to the faster bubble rising velocity in the water column 
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induced by the reduced interfacial tension between the water and the bubbles caused by the surfactant.  


The SAF system also required a much lower ratio of flotation water to sample when compared to DAF 


(120:1 compared to 2:1, respectively).  The characteristics enable SAF units to process more sample per 


unit time, with significantly less energy consumption due to the elimination of the compression step.  


SAF units have fewer mechanical components compared to DAF, and will required less space due to the 


decreased volume of flotation water needed to process a given volume of sample.  A disadvantage of 


SAF is that it requires more chemical inputs than DAF. 


Relationship of Challenge to Sustainability 
Our proposal meets the objectives defined by the EPA by developing a technology that will support the 


continuing prosperity of people and the planet.  Our research plan will produce a technology enabling 


communities to improve the quality of wastewater effluent, while generating renewable energy from an 


otherwise wasted by‐product of sewage treatment.  Thus, successful implementation of our technology 


will protect water resources, allow localized production of renewable energy and reduce operating costs 


associated with wastewater treatment.   


With respect to “People” 
Our group intends to anaerobically digest algal biomass harvested from wastewater treatment plant 


effluent using our novel EC/EF design.  We will be working closely with operators at a local wastewater 


treatment plant to implement our technology.  Development and implementation of EC/EF will enable 


our local wastewater treatment facility to improve the quality of effluent discharged into receiving 


waters.  Our project provides societal benefit by increasing the efficiency of wastewater treatment 


processes.   


With respect to “Prosperity” 
Implementation of EC/EF technology for the removal of algae from wastewater pond effluent can 


provide economic advantages when compared to existing technologies.  For example, DAF and SAF both 


require the addition of chemical coagulants.  The costs associated with purchasing, storing, pumping and 


handling these materials can be significant.  In contrast, EC/EF generates coagulating species in situ from 


aluminum electrodes, eliminating all costs incurred by using chemical coagulants.  Additionally, DAF and 


SAF are highly mechanized, while EC/EF has few moving parts.  Thus, the only routine maintenance 


associated with EC/EF is the periodic replacement of the electrodes.  The use of EC/EF will reduce the 


organic matter contained in wastewater effluent, reducing the demand for disinfecting agents like 


chlorine gas or sodium hypochlorite.  Furthermore, anaerobic digestion of algal biomass will produce 


renewable energy that can be used to reduce energy costs associated with wastewater treatment. 


With respect to “Planet” 
Development of EC/EF technology proposed in our research plan would have positive impacts on 


environmental health by improving the quality of wastewater effluent discharged into receiving waters.  


Successful implementation of our EC/EF device would also eliminate pollution associated with the 


manufacture and transport of chemical coagulants.  Additionally, the reduced organic matter content of 


wastewater effluent processed with our technology will decrease the demand for chemical disinfecting 


agents.  And finally, our technology will enable the anaerobic digestion of harvested algal biomass for 
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the production of methane gas.  Use of this resource can displace energy needs otherwise satisfied with 


non‐renewable sources of energy. 


Results (outputs/outcomes), Evaluation and Demonstration 
Our expected deliverables for phase I of our project will be a functional EC/EF unit for harvesting algae 


from wastewater oxidation pond effluent.  We expect this unit to provide comparable performance to 


existing technologies less expensively.  We also expect that energy recovered from anaerobic digestion 


of collected algal biomass will reduce the demand for non‐renewable sources of energy needed for the 


wastewater treatment process.  The following quantitative measures will be evaluated to assess the 


success of our project: 


 


1. Energy consumed during the EC/EF process; 
2. Removal efficiency, solids loading rates, hydraulic loading rates and total solids concentration of 


algae harvested with EC/EF will be determined; 
3. Performance of the EC/EF unit will be compared to existing technologies to determine 


feasibility; 
4. The amount of gas produced during anaerobic digestion will be determined using gas 


chromatography.  This information will be used to determine expected energy production from 
digester gas. 


   


We expect that this technology will be easily transferrable because it uses inexpensive materials that are 


widely available.  Our proposed EC/EF unit will be easy to operate, as current density is the only 


operational parameter.  We expect the design and implementation of our proposed technology will 


improve the efficiency of wastewater treatment processes and improve sanitation.  Funding for our 


research parallels objectives detailed in the Clean Water Act (CWA), Section 104.   


Integration of P3 Concepts ad an Educational Tool 
Education is an important component of our research plan, benefiting members of our design team, the 


campus community and the wastewater industry.  Our design team will have the opportunity to gain 


experience designing and implementing a solution to real‐world engineering challenges, and to interact 


with wastewater professionals.  We plan to present our results on campus (ENVE160/260 Sustainable 


Energy, ENVE176 Wastewater Treatment, ES‐Seminar), at wastewater conferences and submit for 


publication in an environmental peer‐reviewed journal, such as Environmental Science & Technology.  


We also expect our technology to improve the sustainability of local wastewater treatment plants by 


enabling the beneficial reuse of algal biomass for the production of renewable energy. 


2.  Project Schedule 
Our proposed project schedule is a 1‐year time frame divided into 3 time segments.  The project is 


scheduled to begin on August 15, 2010 and concludes on or about August 14, 2011.  At the conclusion of 


Phase I, an EC/EF prototype will be designed and constructed for small‐scale application, evaluated with 


respect to the quantitative measures described above, described in a manuscript submitted for peer‐
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review, and presented on campus and at wastewater conferences.  Phase II funding will be pursued to 


refine the design and construction of an EC/EF for large‐scale application.  Phase I activities are outlined 


in Table 1.   


 


 


Table 1.  Phase I Schedule of Activities 


Month  Activity 


August, 2010  Receive funds from EPA 


August ‐ November, 2010 


Initial design phase; finalize anticipated partnerships; request 


feedback from faculty experts and engineers regarding the 


proposed design. 


December 2010‐ March, 2011 


Begin assembly of EC/EF cell; install electrical components; 


fabricate electrodes; initial unit testing; revise design if 


necessary. 


April ‐August, 2011 


Field test unit at wastewater treatment facility; evaluate 


performance; anaerobic digestion experiments; write phase II 


proposal; submit findings for publication in peer‐reviewed 


journal. 


 


While formal partnerships for Phase I are still being finalized, anticipated partnerships include the 


following: 


 


1. City of Delhi, CA and City of Stockton, CA Wastewater Treatment Facilities, Municipal Partners; 
2. Russell Adams, P.E., wastewater engineer, private industry; 
3. MuniEquip Inc, wastewater engineering and consulting, private industry; 
4. Arthur Engineering, electrical engineers, private industry. 


 


The project work to be completed will follow a design, build, test, and revise cycle to find the best 


possible option. 


 


1. Design Phase (August ‐ November, 2010) 
- Determine the most effective electrode configuration and cell design. 
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- Design electrical system, including components controlled by PLCs.  Ensure that electrical 
components are suitable for industrial settings. 


- Obtain feedback regarding the proposed design from UC Merced faculty experts and 
professional partners from the private engineering industry. 


 


2. Construction and Initial Testing (December 2010‐ March, 2011) 
- Order parts and equipment needed to construct the EC/EF unit. 
- Begin assembling the unit, fabricate electrodes and install control panel and electrical 


components. 
- Write PLC program for automated components of the system. 
- Initial unit testing.  Determine deficiencies and consult with partnering organizations if 


design revisions are needed. 
 


 


 


3. Field Test Unit at Wastewater Treatment Facility (April ‐August, 2011) 
- Setup EC/EF unit at wastewater treatment facility.  Make necessary electrical and plumbing 


connections to enable unit operation. 
- Operate unit, calculate solids and hydraulic loading rates, electrical consumption, solids 


capture efficiency, and total solids concentration of harvested algal biomass. 
- Anaerobically digest samples and analyze the digester gas with a gas chromatograph.  


Estimate gas production and the amount of energy supplied by digesting algal biomass. 
- Prepare results for publication in peer‐reviewed journal, present results to wastewater 


professionals and the UC Merced campus community. 
- Prepare phase II proposal. 
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Assessment of Program Learning Outcomes for the B.S. in Environmental Engineering 


 


Course: EnvE 160 Sustainable Energy 


Instructor: Elliott Campbell 


Semester: Fall 2009 


 


Overview 


 


The course EnvE 160 Sustainable Energy is a technical elective for the B.S. in Environmental Engineering 


(EnvE) and a recommended course for students in the Sustainable Energy track.  Eleven undergraduates 


enrolled in the course during the Fall of 2009.  Student work included homework, exams, online 


research presentations and a research report.  Digital copies of all student work have been archived.  


Student performance on these assignments provides lines of evidence showing that the Fall 2009 


semester of EnvE 160 has contributed to meeting Program Learning Outcomes for the B.S. in EnvE as 


discussed below.  


 


PLO – 2. Critical Thinking:  EnvE graduates will be adept at applying critical thinking, problem solving, 


engineering principles and reasoning, the scientific method, and teamwork to solve environmental 


resource problems and to restore and sustain the global environment. 


 


Students applied critical thinking skills by creating and solving a quantitative problem that integrated 


their review of the literature on a sustainable energy topic with the fundamental problem solving skills 


they developed through homework and exams.  An example of high, medium, and low scores are shown 


in Appendix I, Appendix II, Appendix III, and respectively.  The grading on the quantitative problem was 


based on the problem set-up, presented solution, and format ting.  The high score (9/9) has a set-up 


that integrates the problem, research paper and course material (capacity factor, fixed/variable cost, 


etc.), a solution that details all required calculations and units, and the formatting in Excel is clear.  The 


medium score (7/9) has a set-up that is a good integration of material, a well-documented solution, but 


has some errors in assumptions and calculations.  The low score (5/9) has a well-integrated problem but 


provides the problem set-up in the oral presentation and the solution steps are not well defined. 
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Appendix I: High Score 
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Sydney Montroy 


EnvE 160 


Geothermal Energy Review 


 Renewable energy is rapidly becoming a necessary point of interest with the current depletion 


rate of the world’s primary energy resources (1).  Of all types of renewable energy such as wind power, 


hydropower, solar power, etc, geothermal power has a significant advantage in that it is reliable and 


produces very few greenhouse gas emissions (2).  This review will begin by introducing the topic of 


geothermal energy and its applications, discuss its cost, efficiency and environmental impacts, present 


current related scientific literature, and propose remaining research challenges. 


The technical definition of geothermal energy is heat in the form of steam or water that is 


harnessed from beneath the Earth’s surface (1).  Geothermal energy is considered limitless on the 


human time scale due to the copious amount of energy stored in the Earth’s core and is available on any 


land surface, although certain areas have more easily accessible energy sources than others (2).  These 


areas are more easily accessible because of the presence of a high temperature geothermal reservoir, 


which is hot water or steam that is greater than 240°C in a permeable layer that is trapped beneath an 


impermeable layer of rock (3).  Geothermal energy is classified as having three applications: direct 


heating, geothermal heat pumps, and electricity production (2).  Direct heating is where hot water or 


steam from a geothermal reservoir is brought to the surface through a production well, used in a 


building, and then re-injected back into the ground (2).  It can be used for space heating or cooling, food 


preparation, industrial processes, agriculture, aquaculture, and greenhouses (1).  Geothermal heat 


pumps circulate water from a building to an underground pipe in a continuous loop and do not require a 


reservoir (2).  They can be used basically anywhere on land due to the Earth’s moderately constant 


temperature ten to three hundred feet below the surface (2).  These pumps can provide both heating 
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and cooling and use thirty to sixty percent less electricity than an average heating and cooling system 


(2).  Electricity is produced by using wells drilled into geothermal reservoirs to carry hot water to the 


surface where the heat energy is converted into electricity at a geothermal power plant (3).  Currently, 


there exist four different types of power plants: flash, dry steam, binary, and flash/binary combined 


cycle power plants (3). 


The cost of a geothermal power plant is an important factor to be considered when deciding on 


the implementation of a new sustainable energy plant.  A geothermal power plant has a high capital 


cost, making up approximately two-thirds of the total cost, and a low operations and maintenance cost 


(4).  The high capital investment is due to the cost of exploration, drilling, and plant construction (2).  In 


the long term, levelized costs of geothermal plants are actually less than that of other forms of 


renewable energy (4).  One disadvantage of geothermal power plants is that they have very low 


efficiencies of roughly five to ten percent (5).  These energy losses occur primarily in the vaporizer-


preheater, turbine-pump, heat exchanger, condenser, and brine reinjection stages (5, 6).  On the other 


hand, these power plants generally have capacity factors of over ninety percent (7).  Another significant 


factor to consider is the impacts these plants have on the environment.  The benefits that geothermal 


power plants have in comparison to other renewable resources is that they use less land per unit 


energy, expend little or no fresh water, do not contribute to acid rain, and have extremely low 


greenhouse gas emissions, which in turn help offset certain greenhouse gases (4).  Disadvantages of 


these power plants include seismic reactions caused by enhanced geothermal systems, the atmospheric 


release of hydrogen sulfide, mercury, arsenic, boron, and antimony, and the fact that ideal geothermal 


plant locations tend to be in wild, eco-sensitive areas (8-10). 


Currently, there are new methods being researched to improve heat transfer efficiencies and 


expand the area in which geothermal energy can be used (4).  One such method involves implementing 
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a secondary fluid with a low boiling point, such as ammonia, in a power plant using the binary Organic 


Rankine System (4).  This method increases the heat transfer efficiency and allows heat from low 


temperature reservoirs ranging from 100°C to 160°C to be converted into electricity (4).  Another such 


method being researched is the previously mentioned enhanced geothermal system (11).  They work by 


fracturing rock deep in the ground to create a reservoir, injecting fluid into the reservoir to be heated, 


drawing the heat up to the surface to be converted into electricity, and re-injecting the cool fluid back 


into the reservoir (12).  These systems allow the use of geothermal energy in places that lack a naturally 


occurring geothermal reservoir (11).  A potential improvement to this system is the use of carbon 


dioxide as the heat transmission fluid (13).  Carbon dioxide’s thermal and chemical properties allow fluid 


circulation with little or no pumping, an increase in heat transfer efficiency and heat extraction rate, 


applications in both heat and electricity generation, and aid in the sequestration of carbon (13).  


Another idea currently being researched is the use of abandoned oil wells to produce geothermal 


energy (14).  This system would greatly reduce the capital cost of geothermal energy by removing the 


cost of exploration and drilling (14).  It also would not be detrimental to the surrounding environment 


because of its location and the existing oil wells (14). 


Although numerous advances have been made in the world of geothermal energy, further 


research is necessary to improve the sustainability of this resource (11).  One such necessary 


improvement is to reduce power plant costs so that they are competitive with fossil fuels (14).  This can 


be achieved by decreasing operations and maintenance costs through improved emission control and 


material usage (14).  Plant revenue can also be increased by producing a useful by product (14).  Further 


research is essential to improve efficiency by reducing heat losses and developing cycles (14).  If this 


progress is made, it has the potential to reduce electricity costs by approximately eighteen to twenty-


five percent (14). 
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Quantitative problem: 


A 50MW enhanced geothermal system is built in the Central Valley as an additional renewable energy 


source. 


a) If the power plant operates 8322 hours per year, what would its capacity factor be? 


b) What would its annual electricity output be? 


c) If the plant has a capital cost of $3600/kW, a fixed charge rate of 0.18/yr, and an operations and 


maintenance cost of 0.2¢/kWh, what would be the price of the electricity? 


d) How many houses (500kWh per 30-day month) could be powered by this plant? 
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Appendix II: Medium Score   
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Danny Lu 


The Effects of Biofuels 


Biofuels have been gaining a lot of press lately in the United States due to its benefits on: fuel 


dependency, national security and being a form of renewable energy.  Due to the benefits of biofuels; 


the United States has called for 36 billion gallons of biofuels nationwide by 2022, in the national 


Renewable Fuels Standard in the U.S. Energy Independence and Security Act.¹  But at the same time the 


growth of “first generation” biofuels has contributed to an increase in sugar crops, oilseed crops and 


starch crops prices especially corn as well as environmental backlash.  There are worries that the N2O 


emissions will offset the gains from the reduction of CO2 emissions.  The farming of these crops will not 


only affect air quality but also water supply.  A report from the U.S National Academy of Sciences 


concludes that producing up to 15 billion gallons of corn ethanol annually will result in considerable 


harm to the nation’s water quality, mainly from the increase of nitrogen and phosphorous pollution.<   


First generation biofuels are the most widely available type of biofuels.  These biofuels are 


mostly made up from three different kinds of agricultural feedstock: sugar crop, starch crops and oilseed 


crops.¹  In the United States the most widely available first generation biofuel falls under starch crops, 


specifically corn.  Many studies have concluded that there are negative impacts on climate, land, soil, 


water and air when farming for biofuels.¹ ² ³  Corn ethanol is very water intensive, each gallon of fuel 


produced requires 3 to 4 gallons of water.⁴  Emissions of N2O and CO2 from farming comes from 


cultivation, fertilization, herbicide usage, transportation, and the refinery stage.¹ 


N2O is considered as a greenhouse gas that has a global warming potential of 310 times that of 


CO2.  The reason for N2O being harmful for the atmosphere is that one N2O produces 2 NO species.  NO 


has a negative impact in the atmosphere because it reacts with O3 in the stratosphere thus creating the 


ozone hole leading to global warming.⁵  To reduce N2O that is being emitted into the atmosphere, a few 
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simple steps can be taken.  Conservation tillage, when corn is ready for harvesting, the farmer can 


consider leaving in 30 percent or more of crop residue.  This will improve soil quality which reduces the 


amount of N2O and CO2 emitted from the soil, improve water quality and prevent soil erosion.⁶ 


  The refinery stage of producing biofuels also plays a big part in the emissions of greenhouse 


gases.  A refinery can either be power by natural gas or coal, if powered by coal this will offset any 


reduction that was achieved from replacing fossil fuels.  With this in mind refineries should use the 


cleanest source of energy available.  Even with refineries powered by natural gas this can account for 90 


percent of the lifecycle of greenhouse gases.⁷ 


   Ethanol might not be as environmentally friendly as people would like it to be.  Research has 


shown that the potential benefits of corn ethanol over fossil fuels to be only a 12 to 18 percent 


reduction in emissions compare to fossil fuels.  Each acre of corn corps produces an equivalent of 2.7 


tons of carbon dioxide. ⁷  One acre of corn ethanol can produce roughly 439 gallons of biofuel.  The 


outlook for biofuels does not seem too great when using corn as the main source. 


This is where “second generation” biofuels come into play.  Second generation biofuels which 


can also be called cellusic biofuels, which are biofuels that do not relay on food crops but on cellulose 


plants (i.e. perennial grasses), algae, fat, manure, and other organic matter.⁸ ⁹  The benefits of second 


generation biofuels over first generation biofuels is quite overwhelming. 


Switchgrass a perennial grass can produce up to 1200 gallons per acre of biofuel in an ideal 


farming situation and up to 500 gallons per acre of biofuel in rougher conditions annually compared 


with the 439 gallons per acre of biofuel from corn. ;:  The required energy input for Switchgrass is very 


minimal much less than that of corn ethanol.  In general second generation biofuels can generate from 4 


to 10 times more energy than first generation biofuels accounting for the energy invested production 
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and the gains in energy from each form of biofuel.  Second generation biofuels are estimated to reduce 


greenhouse gas emission by 86 to 94 percent when compare to fossil fuel emissions.¹¹ 


Second generation biofuels in every sense is more environmentally beneficial when compared 


to first generation biofuels so why is it not being mass produce at the moment?  Most of the data on 


second generation biofuels are estimates done in ideal situation, there are no real time data.  The 


technology is still relatively new,  there are very few operating refineries and none of them are 


commercially producing biofuels.  As technology advances people can expect to see more efficient forms 


of biofuels. 


It is important to diversify the way energy is produced to prevent and stop global warming.  


Biofuels is not to sole solution to reducing greenhouse gas emission; vehicles can become more efficient 


by having higher miles per a gallon.  Biofuels can be converted into heat or electricity, there are 


researches that suggest this method can offer an efficiency of up to 90 percent as compare to 35 


percent for the conversion to biofuels.¹²  With the efficiency of converting biomass to electricity being 


high, it is in peoples interest to use the electricity to power electric cars instead of turning the biomass 


to biofuels.  A study has shown a that a car running on biofuels can get 8000 miles per acre while a car 


running on electricity converted from biomass can travel 15000 miles per acre.¹³   


In order for there to be advancements in biofuels, policies must be adjusted to meet current 


technologies.  Current polices, for instance requires corn ethanol to achieve at least 20 percent 


reduction in lifecycle emissions compared to gasoline and 60 percent reduction for cellulosic biofuels.;⁵  


There should be a increase in the percent reduction for corn ethanol.  As of now there are not many 


incentives in growing cellulosic such as Switchgrass or Miscanthus, once there are more incentives 


farmers will move towards cellulosic plants.;⁴  Most important of all standards need to be set for 


biofuels.  It is pointless to grow corn and use it as a biofuel while achieving no reduction greenhouse gas 







 


 13 


emissions to the atmosphere.  Biofuel policies need to be efficient, such as: banning the conversion of 


protected land for biofuel corps, the usage of sustainable agricultural practices, promoting the most 


effective type of feedstock.;⁶ 


Biofuels is not only the solution to the energy crisis the United States currently faces.  The 


United States has the lowest fuel efficiency standards and the most permissible standards for tail pope 


greenhouse gas emissions when compared to most developed countries.;⁷  The potential of ethanol to 


displace fossil fuel is unlikely; there is not enough of land or water to produce ethanol needed.  


Estimates place that biofuels including first and second generation can replace only a fourth to a third of 


transport-related consumption.;⁸  If all of the nation’s corn was harvested as ethanol it would only 


displace less than 15 percent of the nation’s oil usage.;⁹  Transportation is the biggest consumption of 


the nation’s fossil fuel, nearly two-thirds.<:  Biofuels are just part of the transition to a more sustainable 


future.   
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Quantitative Problem 


 


 
  







 


 16 


Appendix III: Low Score 


  







 


 17 


Adam Mazzotti 


ENVE 160 


Final Report 


California Biofuels 


 


 


Most studies show that a reduction in GHGs is achieved when ethanol and more prominently when 


replaced with sugarcane or cellulose replace gasoline. Biofuels can be produced from several different 


sources including dedicated crops, municipal solid waste and wastewater, industrial waste, algae, 


agricultural waste and forest thinnings. With limited resources and an ever-growing concern of pollution 


and green house gas emissions, alternative energy sources are researched in order to mitigate, hinder 


and ultimately supply the planet with cleaner and renewable energy. Biofuels is just one of several 


methods aimed at reducing GHG emissions, but because of its expenses, is one of the most viable.  


                                            
            Figure 1: Carbon Debt Repayment. (Fargione) 


 


California consists of many topographic features and climate regions and holds dense populations in 


urban sprawls, generally along the coast. It holds an agricultural community primarily located in the 


central valley of the state. As the states population increases and population expand further away from 


major cities, agricultural lands natural habitats may be cutback to make room for housing 


developments. Aside from loss of food crop, the transition from food to biofuel crops has been 


examined to have indirect land-use impacts. The result of removing vegetation in place of another 


releases carbon stores into the atmosphere. Time to repay this carbon debt varies depending on the 


type of vegetation removed and the type planted afterwards.  


 


Project Goals 
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Focusing on issues primarily in California, the goal of the project was to assess the effect of a growing 


population within the state on the production of biomass for biofuels.  


 


Project  


Biomass’ looked at originally encompassed all the possibilities that exist in the state. These included:  


1.) Agricultural residue biomass (orchard and vineyard crops, field and seed crops, vegetable crops, 


food processing residues, animal manures, dedicated biomass crop) 


2.) Forest residues and thinnings (forest thinnings and slash, shrubland biomass, mill residues)  


3.) Municipal wastes (biomass fraction of municipal solid waste (MSW), paper and cardboard, food 


wastes, green wastes including leaves, grass, prunings, stumps, other biogenic organics, biosolids from 


waste water treatment operations, landfill gas, sewage digester gas) 


4.) Dedicated biomass crop 


 


Much of the original data used for the power point and basis for the rest of the research for the project 


was drawn from the 2008 California Biomass Collaborative Report. As it turned out, much of the work 


put forth by the CBC had touched on a lot of the key issues that I had wanted to address in my project. 


Their detailed analysis included current populations of California’s counties as well as their projected 


mean growth rates, growth factors and populations from 2007 to 2020.  


  
Figure 2: CA Projected Population.  (CBC) 


Growth rates were factored into their projection models of available biomass across the four sources in 


BDT/yr.  


Eventually, focus shifted to the effect that a growing population would have on just forest thinnings and 


municipal waste, two of the naturally occurring sources of biomass within the state. The plan had then 


became to adjust projected growth rates, simulating high and low end population increases and relating 


it to the amount of biomass that could be produced from these two sources. This would be done by 


dealing with technical biomass resource potential data provided to determine the energy generation 
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potential from biomass (GWH/yr) in California from 2007 to 2020. Technical potential is the fraction of 


NPP that can be harvested sustainably. But without proper knowledge of the model, or sufficient time to 


develop my own, the planned project hit an insurmountable roadblock. A presentation was given on the 


original topic, focusing on California biofuel production potential, but a different qualitative problem 


was selected.  


Qualitative 


A large (40MW) solar photovoltaic power station is constructed in CA central valley as an alternative to 


hydrologic power systems already in place. The station will operate during peak summer months (May-


August) for a total of approximately 3,950 hours/year) and is 80% efficient. 


 a.) How much energy can it produce in this time span? 


b.) What is the price of electricity generated for the public if there is a maintenance cost of 


1.0cent/KWh, a capital cost of $4,000/KWh and a FC rate of 0.40/year? (an expensive station) 


c.) Total Electricity Produced 


  *See Excel SpreadsheetConclusions 


With growing concern of GHG emission worldwide and with California growing population it seems 


inevitable that some agricultural land will be cultivated for biofuel crops. This can be mitigated by a 


larger dependency on solid waste and waste-water conversion to fuel. This can help slow the growing 


need of reduction of cropland and also avoid a carbon debt that in some cases would take almost a 


century to repay. However the state should also look to other renewable energy sources aside from 


hydrological (which can generate political and social issues all its own) such as solar. Solar arrays can be 


built on land that isn’t already relied upon for food and would not place an added strain on the local 


food supplies and can be offset by wind generated electricity, which can help supply energy when the 


sun isn’t always shining. These renewable sources of energy will help decrease the need to import 


energy from other states and fuels from other countries.  
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Quantitative Problem 


 


 
 


 


 







Environmental Systems (ES) Graduate Degrees 


PLO 1(a1) Assessment Report 


 


March 18, 2010 


 
Prepared by Thomas C. Harmon, ES FAO 


 


I. Abstract 


This report summarizes the findings from first Program Learning Outcomes (PLO) self-
assessment conducted for the MS and PhD degrees in the Environmental Systems (ES) program 
at UC Merced. Specifically, PLO 1(a1) “Core Knowledge” obtained from the core (required) 
course project (ES 200 course).  This was selected here because it is one required course in the 
program and therefore affords the opportunity for multi-student based assessment.  Lines of 
evidence were provided to the Faculty Assessment Officer (FAO) in the form of copies of the 
major ES 200 projects and the instructors’ assessment report for that project.  A review of the 
student work product and the instructors’ assessment support the notion that several aspects 
of PLO 1 are being successfully achieve via ES 200.  With respect to the PLO assessment report 
and underlying process, the results here for the ES graduate program describe an emergent 
assessment plan. Hence, all conclusions should be considered preliminary and subject to future 
refinement as the assessment plan improves and resources are made available.  
Recommendations regarding the levels of effort to expend and the necessary savings are 
provided. 


II. Introduction 


The Environmental Systems (ES) graduate program confers M.S. and Ph.D. degrees. The goal of 
the program is to equip students with the knowledge and skills necessary to improve the 
scientific understanding of coupled Earth systems--atmosphere, hydrosphere, lithosphere and 
biosphere--and to use this understanding to pursue basic research in environmental systems, 
optimally manage natural resources, and/or engineer the restoration of impaired 
environments. This improvement in understanding is gained through the systematic study of 
biological, chemical and physical processes, socioeconomics and policy, and through rigorous 
individualized research programs in these areas. Courses are designed to provide an 
understanding of the scientific principles underlying the function and sustainability of natural 
and engineered environmental systems, and to equip students to provide strong support for 
environmental resource decision-makers.  


The ES Assessment Plan includes continual course and program level assessment vehicles 
culminating in a periodic (5-yr cycle) self-evaluation and extra-mural review.  The plan identifies 
four program learning outcomes (PLOs) that are consistent with UC Merced’s Guiding 
Principles.  The ES Assessment Plan generally deals with individual growth and will therefore be 
difficult to assess in the short term due to small enrollments and graduation rates.  
Nonetheless, it is important to begin the process in order to test the metrics and identify 
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problems early.  Of the four PLOs, PLO-1 was selected by the Environmental Systems Academic 
Advising Committee for this initial assessment: 


PLO-1: Core Knowledge - Graduates will be knowledgeable, skillful, and self-directed in 
the observation and analysis of environments systems in terms of their capacity to:   


• (M.S. graduates) Design experiments with appropriate controls and conduct 
original research, with an appropriate level of supervision, in the context of an 
M.S. project or thesis. 


• (Ph.D. graduates) Independently identify important research questions, 
formulate experimental plans, data analysis, and formulation of conclusions in 
the context of a doctoral dissertation.  


The FAO selected PLO 1 because (1) it is the most fundamental of the program PLOs and, 
hence, important to assess as soon as possible, and (2) it is partially assessable through the ES 
200 course which is take by most MS (encouraged) and all PhD students (required), and 
therefore affords the opportunity of a larger sample size.   


III. Assessment Methods 


The FAO requested and received lines of evidence from the ES 200 co-instructors (Professors 
Conklin and Traina). Lines of evidence included student projects and their grades (Appendix 1) 
with comments, and the instructor learning outcome assessment report (Appendix 2).  At this 
point, no other lines of evidence, such as student surveys or assignments and work products 
from benchmark institutions, have been instituted in this class.   


The method for assessing the lines of evidence was as follows: 


(1) Validate the lines of evidence provided with respect to assessing PLO 1 
(2) Validate the instructor grading consistency (calibration) 
(3) Assess PLO-1 using the appropriate lines of evidence 


The FAO requested and received copies the major project completed students in ES 200.  This 
was the required global biogeochemical cycles or “cycles” project.  In addition to the student 
reports, which were provided for all students in this small class, the instructors supplied a 
course learning outcomes assessment report (Appendix 2).  Materials received were first 
assessed by the FAO in terms of their organization and completeness.  The FAO studied 
assignments and the student reports and generally concurred with the instructor’s scoring.  All 
of the scores are relatively high (B+ or higher), which is not unusual for relatively small graduate 
courses. 


The results of this assessment were shared with the two instructors mentioned above and with 
the remainder of the ES faculty.  Comments and recommendations are currently being solicited 
and, upon sufficient vetting, will be piloted or incorporated in the next PLO assessment. 


IV. Results 


EnvE PLO-1 Assessment.  Lines of evidence were received from the three instructors in the 
form of scanned copies project reports and accompanying presentations.  All evidence was 
direct; no student surveys, exit interviews, or focus groups have been implemented yet.  The 
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material was acquired from the instructors in a timely manner and was found to be complete 
and reasonably useful.  Both the assignment and the resulting reports were found to be highly 
relevant to ES PLO-1.   


Some concerns about the lines of evidence which will be provided as feedback to the ES faculty 
are as follows: 


(1) While the grading and comments as they are will be of some value to the students in 
that they do stem from review by experienced ES faculty, the feedback could be 
improved.   For example, in order to provide more consistent feedback from student-to-
student, and make expectations regarding the scope and quality of the project (from a 
graduate research perspective) clear for this project, the faculty may consider 
developing a grading rubric.  A sample rubric is provided as a recommendation in 
Appendix 3. 


(2) It may also be insightful to incorporate some mechanism for peer review of the projects 
by the students.  This would provide both a fresh perspective and additional scientific 
training in the scientific peer review process. 


(3) No indirect lines of evidence (student surveys, exit interviews, etc.) were provided.  
These need to be developed and implemented in the near future. 


 


V. Conclusions and Recommendations 


Student Learning.  The lines of evidence presented were judged by the FAO to be relevant to 
the assessment of PLO-1, and the student outcomes begin to support that PLO-1 is being well-
initiated by the ES 200 for many of the students in the ES program.  Overall, however, it is 
important to note that the PLO assessment process is best categorized as “emergent” at this 
stage (see discussion below).  Hence, the conclusion here needs to be further tested through 
the collection of additional evidence in future classes, improved feedback vehicles, such as a 
grading rubric (see Appendix 3), and possibly indirect lines of evidence associated with PLO-1.  
There are resources and planning implications associated with these needs (see section VI).   


Critical Evaluation of this Assessment. The results in Table 1 summarize the FAO’s assessment 
of this PLO reporting effort in the context of the Center for Research on Teaching Excellence’s 
rubric.  Overall, this PLO assessment report reveals that the ES assessment plan implementation 
is at the emergent stage of development.  However, there were several positive aspects of this 
initial ES PLO assessment.  First, it did allow the FAO to provide high level oversight to the single 
required ES course (outside of seminars), and will be the first step toward perfecting the 
content of this key class.  Second, it has begun the process of institutionalizing the culture of 
iterative assessment-improvement in our program.  It will be important to use the momentum 
from this first report to get more of the faculty involved, particularly the junior faculty who may 
have little or no experience with learning outcomes assessment. 
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Table 1. ES PLO-1 Report Assessment 


 
Criterion 


 
Initial 


 
Emerging 


 
Developed 


Highly 
Developed 


Assessable PLO  X   
Valid evidence   X  
Reliable results X    
Results summary  X   
Conclusions & Recommendations  X   


 


From the perspective of the FAO, the several problems with the assessment report process are 
as follows:   


(1) The process appeared relatively “top-down” and it was not clear that the instructors 
were fully cognizant of the process during the course of the semester.  This observation 
is based on the following occurrences: 


a. None of the instructors provided their lines of evidence prior to the FAO’s 
request (well after the semester had ended), and one of the instructors failed to 
remember to collect evidence from their course and had to gather it after the 
semester had ended. 


b. Although all the instructors were good about eventually complying, the format 
and volume of evidence provided was uneven and required perhaps an undue 
amount of time for the FAO to digest.  A more standardized reporting method is 
needed. 


(2) While this single-PLO report was not perceived as onerous by this FAO, the notion of 
simultaneously reporting on all PLOs is more daunting.  Closer interactions with staff 
knowledgeable in both the EnvE curriculum and the assessment process will be needed 
to help formulate and polish these assessments in the timeframes necessary. 


VI. Planning and Budget Recommendations 


This FAO makes the following recommendations with respect to the EnvE assessment plan 
reporting process and the general reporting process for the campus. 


(1) The assessment process is ultimately in the hands of the instructors who, despite good 
intentions, have severe time constraints with respect to delivering and assessing their 
curriculum.  It is recommended that an educational assessment specialist be integrated 
into each of the three schools’ administrative staff (e.g., in the context of advising and 
counseling) to become more familiar with the students, staff, instructors and curricula, 
and assist the instructors and staff in streamlining such tasks as: 


a. Collecting, organizing, summarizing, and archiving direct lines of evidence, 
b. Developing, implementing, and interpreting results from indirect lines of 


evidence, and 
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c. Developing appropriate rubrics which can help to calibrate their scoring and 
make their assignments more relevant to the underlying PLOs. 


(2) To underscore the institutional commitment to these activities, key faculty (e.g., FAOs) 
should be compensated for their efforts in the form of teaching relief or financial 
compensation (e.g., summer salary), and then held accountable for their work.  Serious 
educational assessment at UCM will continue to exhibit shortfalls if it is dismissed as 
“part of the job.” 


(3) To underscore the faculty’s commitment to the continual educational assessment and 
curriculum improvement process, uncompensated faculty and lecturer contributions to 
participating in and improving this process need to be more prominently discussed in 
the context of the teaching component of the merit and promotion evaluations. 
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Appendix 1 – Learning Outcomes Assessment 


ES 200 Spring 2009 


 


Instructors:  Professors Sam Traina and Martha Conklin 
 


The ultimate goal in studying Earth systems is to understand enough to explain past changes and 
predict the future system.  To do so, we will use a multi-disciplinary approach.  Tools that we 
will learn to use include an object-oriented computer code (STELLA) to model systems by 
approximating Earth as a series of boxes with fluxes in and out.  Our goal is for students to 
become proficient in 


1. The basic concepts about global biogeochemical cycles, 


2. Modeling Earth systems with object-oriented programming (STELLA) and  


3. Estimating the importance of Earth system processes using fundamental principles 
 
Course learning outcome assessment: 
 


The class is divided into three conceptual parts: (1) development of knowledge base of physical 
processes and energy balance to understand their role in the global biogeochemical cycling of 
material; (2) biogeochemical cycles (presented by students) and (3) students defining a research 
question and developing a proposal to investigate it using tools developed in the first two parts.   


LO 1.  Evidence for “learning basic concepts about biogeochemical cycles” is the student 
presentations on the subject of cycles.  Global biogeochemical cycles can be presented in a 
myriad of ways.  These can range from a broad brush mass balance on a global scale or focusing 
on a part of the cycle.  The students are allowed to choose their approach, and they are 
encouraged to seek outside references (rather than just summarizing the text chapter).  This year 
we had more students than cycles, so those student met and determined how they were going to 
break up the cycles (e.g. in the case of the sulfur cycle, the students broke it between oceanic and 
terrestrial).  See “Cycle” presentations (attached) for list of topics and comments on 
presentations. 


The presentations spanned the range from good to excellent; comments are attached.  To 
improve the presentations, we are going to distribute the draft copy of ES presentation rubric.   


LO2.  Evidence for “modeling Earth systems with object-oriented programming (STELLA)”  is 
proposal and proposal presentations.  The capstone of the course is the definition of a research 
question and the writing of a proposal.   For the proposal, students are requested to develop a 
conceptual model and do a parameter sensitivity analysis using STELLA.  Our proposal 
guidelines were obviously not lacking sufficient detail; students presented their conceptual 
model in their proposal presentation, but then did not always include it in the model write up.  
We wanted the students to include a budget to estimate the cost of testing their hypotheses, only 
one or two students included a budget.    The instructions were not clear, so we have made a 
proposal budget mandatory. 
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The presentations spanned the range from good to excellent.  To improve the presentations, we 
are going to distribute the draft copy of ES presentation rubric, hand out a more exhaustive 
description of a proposal.   


LO3. Evidence for “estimating the importance of Earth system processes using fundamental 
principles” is woven throughout the initial half of the course and is harder to assess.  Homeworks 
1-3 were designed to cover fundamental principles and develop problem solving skills, basic 
STELLA modeling was included.    Homeworks 4 & 6 were the development of a more 
complicated model of the ozone hole and global temperatures, respectively.  Homework 5 was a 
data manipulation homework using hydrologic data (and isotopic tracers).  These skills were to 
be used in the successful presentation of a biogeochemical cycle and proposal development and 
presentations. 


The homeworks spanned the range from passable to excellent.  The students had a very diverse 
background and significantly different skill sets.  Student performance on homeworks steadily 
increased during the semester.  Feedback we received included some complaints that we required 
STELLA for the course.  We are leaving it up to the students on what object-oriented program 
they chose.  Our metric for how well they grasped the skills and concepts is the overall 
homework grades and the sophistication of the student presentations and proposals. 
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ES 200 “Cycling” Presentations 


Student #1  A- 


S cycle 


Good slides, highly readable & attractive  


Well organized talk.  Need to spend more time on each slide, particularly the S cycle. 


What about negative effects of S on environment – addressed cooling effects, but not much on acidification. 


Be sure to give scales of all graphs. 


I would encourage you to write chemical reactions (had some) for any reaction you spend time on. 


Answered questions well. 


 


Student #2   A- 


Pretty background pictures.  Tables & figures VERY hard to read. 


Well organized: nice device to focus on 3 zones in ocean. 


Presenting chemical reactions would have been helpful (particularly as you were focusing on part of the global cycle 
& it  would help to answer questions such as pH effects.) 


 


Student #3   B+ 


N cycle 


Highly readable slides; many titles on bottom.  Good to mix top & bottom titles. 


Logical organization.  Focused on parts of cycle and occasionally missed larger picture (e.g.  directions of fluxes).  
One way to do this is to go back to cycle as you move onto different parts.   


Some points of clarification:  Ammonia volatilization & leaching of nitrate remove N from ecosystems.  Major N 
release in combustion from oxidation of N2 during combustion.  Lake eutrophication is typically caused by 
phosphate pollution, not nitrate.  N is typically not limited in freshwater systems because freshwater bacteria can fix 
N2. 


Give credit for photos 


Better language; reduce use of value words (“brutal”, “nasty”) 


Answered questions well 


 


Student #4  B+ 


P cycle 


Nice slides, highly readable! 


Well organized.  Covered the major points.  Important to segregate transport routes.   


Need to think critically about the material and its ramifications (e.g. picture of dissolved P cycle).   


Look at audience, speak louder.  Need more self confidence in answering questions – your answers are generally 
correct. 


 


Student #5 A 
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Attractive slides, highly readable figures, use of dark font on black background did not work as well, font size 
adequate, automated figures work well. 


Good to give overview of talk.  Talk seemed to meander – outline would have helped.  Need to be confident of what 
each picture depicts.  Very helpful to show derivation of estimate of P fluxes. 


Make sure that you think about the ramifications of the figures. 


Answered questions well.  Generated good discussion!  


Trace metals 


 
Student #6 (Se) A 


Attractive slides, font too small, however, try not to use black fonts on dark backgrounds.  Also colors on graphs 
would be better with white background.. 


Good choice of material.  Good to think critically about the material and think about processes that cause 
distribution patterns.  Nice development from large scale to local.  Thanks for sharing your research. 


Very nicely done.  Good mix of general and contemporary data. 


Answered questions well.  Generated good discussion! 


 


Student #7 (Hg) A 


Attractive slides, fonts & colors effective.  Many pictures were too small to read. 


Nicely done.  


Covered quite a bit of material & very good grasp of material.  In a class setting, it is good to give an outline and 
highlight your path as you cover material. 


Good  relationship between general and local data.   


Generated a good discussion. 


 


Student #8 (U) A- 


Nice use of pictures – although some were unreadable.  Typed text easy to read. 


Good tour of U – going from global distribution to anthropogenic uses.  Focus on anthropogenic use on 235U highly 
relevant as nuclear power is now considered a viable energy alternative. 


Well done, good discussion of the overall cycle.  You might be interested in some of the current stuff on U moving 
in the valley. 
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Appendix 3 – Proposed Rubric for Environmental Systems 200 Class Project (written and oral-
graphical presentations) 


(adapted from draft rubric by L. Martin and A. Zanzucchi) 
 


Proposal 
Elements 


Levels of Performance 
Unacceptable Acceptable Very Good Outstanding 


 
 


Introduction 


• Fails to identify a 
researchable problem 
that reflects an 
independent and basic 
review of the literature 
of the field.  


• Hypotheses not 
testable, irrelevant to 
problem, or absent. 
Background material 
provided does not 
support problem or 
hypotheses in any 
meaningful way; seems 
irrelevant. 


• Fails to demonstrate 
basic subject 
knowledge. 


• Poorly written with poor 
grammar, typos and 
inappropriate 
paragraphing Leaves 
the impression of being 
hastily prepared. 


• Identifies a 
researchable problem 
that demonstrates 
some independent 
thinking and an 
application of 
foundational concepts 
related to knowledge 
of the field and 
scientific practice.  


• Case for problem is 
supported by an 
analysis of literature 
that reflects basic 
questions in the field.  


• More subtle and 
particular issues that 
define the field more 
precisely as well as 
the historical context 
are not represented.   


• Identifies simple, 
testable hypotheses 
that address aspects 
of the broader 
problem but 
justification for these 
hypotheses needs 
development and 
clarification.  


• Comprehends the 
scientific enterprise 
sufficiently well to 
engage in a basic 
way and will improve 
with practice.  


• Writing readable. 
Exhibits good 
grammar and 
paragraphing. Edited 
to be presentable. 
Minimal typos.  


• Identifies a 
meaningful research 
problem that reflects 
independent thinking 
and a more 
complete and finely 
parsed 
comprehension of 
the literature.  


• Hypotheses tightly 
aligned to problem.  


• Case for problem 
and hypotheses well 
developed.  


• Provides some 
historical context.  


• Well written: 
concise, organized 
and well edited.  


• Clearly 
comprehends how to 
productively engage 
in research and able 
to do so relatively 
independently.  


• Identifies an 
important, timely and 
unaddressed 
problem in the field 
the results of which 
will push the 
boundaries of the 
field.  


• Develops a 
compelling rationale 
for why the question 
is significant that is 
grounded in a 
thorough analysis of 
relevant literature 
and that also situates 
the problem 
historically.  


• Well-written in an 
engaging style. 
Organized to lead the 
reader directly to the 
hypotheses.  


• Generally 
demonstrates an 
unusually mature 
perspective on the 
field that couples a 
sound command of 
conceptual 
knowledge and 
scientific practice to 
reasoned and 
creative independent 
thinking.  
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Proposal 
Elements 


Levels of Performance 
Unacceptable = 0 Acceptable = 1 Very Good = 2 Outstanding = 3 


Literature Review 


• Does not seem to 
recognize the role of 
literature in science.  


• Review of literature 
patchy, limited in scope 
both in terms of 
breadth and history.  


• Does not identify the 
major papers in the 
field and so does not 
correctly describe the 
major controversies or 
questions in the field.  


• Alternatively, survey 
may be adequate or 
perhaps even thorough 
but is unable to 
synthesize literature in 
a way that recognizes 
the important issues 
and does not seem to 
recognize the 
boundaries of the field. 
Review lists and 
summarizes papers 
rather attempts to 
organize and 
synthesize in ways that 
identify and represent a 
central problem.  


• Recognizes role of 
literature in scientific 
enterprise.  


• Identifies all papers 
essential to defining 
the problem at hand. 
However, still working 
to gain a larger 
perspective on the 
literature so may not 
correctly contextualize 
these papers in the 
field or represent their 
contributions 
appropriately.  


• Similarly, includes 
both important and 
weak papers and 
equally weighs their 
relative value to 
defining the problem.  


• Consequently, 
argument supporting 
research problem 
does not necessarily 
represent an entirely 
‘fair’ interpretation of 
the literature.   


• Makes efforts to 
synthesize literature 
and in doing so 
identify a problem that 
emerges from it.  


• Recognizes the role of 
and is able to 
successfully and 
appropriately use the 
literature to further the 
research enterprise.  


• Exhibits a sufficient 
command of the 
literature such that 
able to correctly 
describe and 
contextualize the 
problem at hand.  


• Demonstrates 
knowledge of what 
has and has not been 
researched in relation 
to the issue.  


• Review of literature 
demonstrates 
willingness and ability 
to discriminate 
between important 
and informative 
papers and those that 
are not.  


• Knowledge of the 
literature sufficient to 
build an argument for 
the problem that 
correctly captures the 
meaning and context 
of the existing 
research.  


• Synthesis is, or with 
minor work could be, 
publishable as a 
review article on the 
subject. 
Comprehensive, 
thorough, current and 
evaluative. Exhibits 
superior command of 
both the breadth and 
depth of the literature 
coupled to 
independent, 
reasoned thinking to 
discriminate among 
significant and 
relatively insignificant 
papers or trends in the 
field.  


• Includes papers the 
advisor may not have 
seen or read.  


• Analysis convincingly 
and directly supports 
the relevance and 
importance of the 
proposed research.  


• Takes what is 
essentially a meta-
analytical approach 
grounded in the 
history of the issue.    


Theory 


• Lacks recognition of 
relevant theory or 
misinterprets it 
completely.  


• Does not seem to 
comprehend the role of 
theory in designing 
studies.  


• Willing to draw broad 
and generalized 
conclusions based on 
limited observations.  


• Recognizes the role 
and importance of 
theory and exhibits 
knowledge of relevant 
theories.  


• For the most part able 
to use theory properly 
and correctly in 
development and 
design of study.  


• However, still building 
understanding so may 
need some guidance.  


• Able to apply theory 
independently and 
judiciously in the 
conceptualization and 
design of meaningful 
studies that will 
contribute productively 
to the field.  


• Suggests an ability to 
prioritize research 
relative to theoretical 
relevance.  


• Superior 
comprehension and 
presentation of how 
the theory and 
problem, and 
hypotheses are 
related.  


• Relates this more 
broadly to the 
direction of the field.   


• Research is 
innovative, problem 
solving at an 
advanced level to 
produce new 
concepts, new 
mathematical or 
statistical applications 
and thus will revise or 
add to theory.  


• Work is inventive and 
original, and able to 
contextualize 
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observations far 
beyond the work at 
hand.  


  
 
 


 







Appendix 4 – Example Student Work 







Dynamic estimation of water and sediment 
load in man-made reservoirs using Stella 


Introduction 


Very nice model.  A relatively simple application, but it nicely shows the applicability of STELLA to 
systems of this type.   It would be nice to show how this  model can be used to calculate the maximum 
lifetime of this damn based on the set of assumptions that you made.             A 


 


A large number of dams have been built for the purpose to provide water for agriculture 
irrigation, generate hydroelectric power, minimize the risk of floods during rain seasons, retain 
water during dry seasons and so on. When human enjoy the benefits arising from dams, a lot of 
problems also caused by using dams. Dams affect many ecological aspects of a river, dams slow 
down the current of river and this disturbance might damage the pattern of ecology, for example, 
after a heavy rain, a lot of soil particles are moved and enter into rivers, it will deposit and 
accumulate at river floor cause the current slow down by dams, in mean while, a lot of chemical 
elements (i.e N,P,K) fertilized by human are also accumulated at reservoirs so that alga and other 
water plants blooms, this would cause fish and other animals death in the dams; and also, it was 
reported the water salinity also increased as the soil particles stay in the reservoirs.  


As an attempt to better solve the environmental impacts of dams,  knowing the amounts 
of sediment load and water quantitatively in reservoirs is required for people(Simons 1992). 
Because this can help people to decide the polices to drain out water or retain, this can 
dramatically change soil particles as well as sediment load in reservoirs. As a try to do this, in 
this study, a simple model was designed and developed to understand how the water and 
sediment load changes in reservoir with a dam. The idea is assuming that a dam is built at the 
exit in a watershed, the revised universal soil loss equation (RUSLE) model was conducted to 
estimate how much soil would be moved into reservoir, a water cycle model for the reservoir 
was described and used for the water input and output, as well as the soil particles movement 
was also simulated. 







Modeling 


RUSLE model 


Soil is naturally removed to new location where it is deposited by the action of water or 
wind, this process is called soil erosion. Soil erosion by water is caused by rain detaching and 
transporting soils, either directly by means of rainsplash or indirectly by rill and gully 
erosion(Fig.1). Rain splash erosion is the result of the influence of water striking the soil surface, 
rill erosion is caused by concentrated water running through little streamlets, and gullies develop 
because of a decrease in the erosional resistance of the land surface or an increase in the 
erosional forces acting on the land surface(Morgan 1988). 


   


Fig.1 Soil erosion in a watershed 


a b 


c d 







Erosion models are empirical, conceptual or physically based. The application of process-
based numerical models is often problematic because of the often low quality of available input 
data. Empirical models have generally a much simpler structure, require less input parameters 
and often show similar performance in terms of prediction accuracy than deterministic models 
when considering yearly averages. Reducing model complexity will generally lead to a 
minimization of the error propagation of erosion models. Comparisons between empirical and 
process-based models showed that the average error and model efficiency in soil loss prediction 
was similar.  


One of the most widely used empirical models is the Revised Universal Soil Loss 
Equation (RUSLE)(Renard et al. 1997), it has been verified the feasibility on assessing soil 
erosion. Therefore, RUSLE model was introduced in this study to estimate the potential soil loss, 
the RUSLE model is expressed as follow: 


PCSLKRA ⋅⋅⋅⋅⋅⋅= 224                                  （1） 


Where A is the soil loss in one year (t/km2.a), R is the precipitation erosionl factor, K is 
the soil erodibility factor, LS is the slope length and steepness factor, C is the management factor 
and P is the erosion-control factor. In order to calculate the soil loss, for the supposed watershed, 
R would change over time which was determined from monthly precipitation, erosivity factor, R 
was obtained by the equation (2), where iP is precipitation of month i, and the P is the annual 
precipitation.  
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Fig.2 water cycle at a man-made reservoir 







When the rain falls down into a watershed, the surface soil is moved with water flows, 
both water and soil will finally enter into rivers as a source for the reservoir which is blocked by 
a dam as show in Fig.2, as water is slowed down by dam, some soil particles sink into river floor 
as a form of sediment load, some soil particles moves away from the reservoir with the water 
flow out through the dam, after a long time, the river bed would be uplifted and reduce the 
reservoir’s capacity for water. Another input water is from the precipitation over the water 
surface which can be observed by weather stations; water released from water surface into air 
forms as vapor, this part is also a main loss for reservoir water, the evaporation can be obtained 
by a temperature based model (the Blaney-Criddle equation) which is repressed as equ.3(Xu and 
Singh 2002): 


)13.8*46.0( += aTKpET      (3) 


Where ET is the potential evaporation, Ta is the temperature in co , and Kp is determined 
by different moth in a year. 


Stella model 


As discussed above, we described the water movements flow into and out from reservoir, 
a sub-model for water movement was developed by Stella(Fig.3), the input water included the 
inflow from watershed which was originated from precipitation, a inflow rate was set to estimate 
how much water would enter into the reservoir from precipitation in watershed; another input 
water was the precipitation over the reservoirs, this water will totally enter into water reservoir. 
There are three main ways for water leaving from reservoir, the first is the water pours out from 
the dam or some side channels for hydroelectric power generation and crop irrigation, the second 
is that water infiltrates and flows away through ground water and the third is the water vapors 
into air. 
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Fig.3 water movements through a reservoir 


The Fig.4 shows the soil transportation through reservoir, the potential soil loss in the 
watershed is estimated by RUSLE model, after the soil particles enter into reservoir, a part of 
them sink into floor of the reservoir, another part would leave away through the dam, for the 
ground water, there may exist soil particles, however, I did not consider it due to the 
concentration is much smaller than that in the outflow water; there is no soil particles leave out 
with the evaporated water. 
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Fig.4 soil movements 
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Fig.5 Stella model for simulating movement of the water and soil particles 


Finally, the water movement and soil particles movement were combined together into a 
model shown in Fig.5, this model clearly shows the transportation for soil and water. In order to 
operate the model, the parameters for the model were set reasonably referred to common sense, 
published literatures, experienced data as well as a typical temperature and precipitation in a 
southern region in China. Two time scales were used for the model operation, the first is 12 
months in a year to display the water and soil movements, and the second is the model repeated 3 
times (three year) . For more detail of the parameters, see appendix part. 







 


Fig.6 This figure shows the input data including air temperature, precipitation and Kp which is a 
evaporation factor. 


 


Fig.7 This figure shows the soil particles input to the reservoir, sediment load and loss from 
reservoir. The soil particles enter into the reservoir depends on the precipitation on watershed.   


 







 


Fig.8 The water movements through reservoir, the amounts of water flowing out and infiltrating 
out are constant, the precipitation water into reservoir, evaporation water and inflow water 
depends on the temperature and precipitation.  


 


Fig.9 This figure shows the water and sediment load volume in the reservoir. 


 







 


Fig.10 This figure shows the changes of water and sediment volume over three years, the input 
data kept constant for the same month in different year.  


Conclusion 


This study focused on using a very simple water cycle and corresponding soil particles 
concentration to tracing the changes of water and load sediment in man-made reservoir, the 
model is very easy to understand and the parameters are easily to obtain. The results showed the 
water and sediment in reservoir changes seasonally, in rain seasons the water and soil 
accumulated rapid, in dry season, the water in reservoir decreased cause the input flow reduced 
dramatically however the output still was same as rain season; the sediment load increased fast 
as the precipitation increased, however, it changed very little during dry seasons.  
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 Appendix 


• Soil_in_pond(t) = Soil_in_pond(t - dt) + (soil_inflow_to_pond - soil_outflow_from_pond) 
* dt  


• INIT Soil_in_pond = 0  


•   INFLOWS:  


• soil_inflow_to_pond = 
1.735*10^(1.5*LOG10(Precipitation^2/SUM(Precipitation)))*K*C*P*L*S*Area_of_wat
ershed/1000000  


• OUTFLOWS:  


• soil_outflow_from_pond = soil_rate*outflow_from_pond  


• Water_in_resevoir(t) = Water_in_resevoir(t - dt) + (Inflow_to_pond + Precip_input - 
outflow_from_pond - Evapaoration - Ground_water) * dt  


• INIT Water_in_resevoir = 0  


•   INFLOWS:  







• Inflow_to_pond = Area_of_watershed*Precipitation*inflow_rate*0.001  


• Precip_input = Precipitation*Area_of__pond*0.001  


• OUTFLOWS:  


• outflow_from_pond = 100000000  


• Evapaoration = Kp*(0.46*Air_temp+8.13)*Area_of__pond*0.001  


• Ground_water = Area_of__pond*infiltratation_rate  


• Area_of__pond = 10000000  


• Area_of_watershed = 1000000000  


• C = 0.5  


• infiltratation_rate = 0.01  


• inflow_rate = 0.7  


• K = 0.02  


• L = 0.5  


• P = 0.7  


• S = 0.5  


• soil_rate = 0.00005  


• Volume_of_soil__and_water = Soil_in_pond*800+Water_in_resevoir  


• Air_temp = GRAPH(TIME)  


• (1.00, 14.0), (2.00, 15.2), (3.00, 17.3), (4.00, 22.8), (5.00, 26.9), (6.00, 27.6), (7.00, 28.9), 
(8.00, 28.1), (9.00, 28.2), (10.0, 25.5), (11.0, 22.2), (12.0, 15.5), (13.0, 14.0), (14.0, 15.2), 
(15.0, 17.3), (16.0, 22.8), (17.0, 26.9), (18.0, 27.6), (19.0, 28.9), (20.0, 28.1), (21.0, 28.2), 
(22.0, 25.5), (23.0, 22.2), (24.0, 15.5), (25.0, 14.0), (26.0, 15.2), (27.0, 17.3), (28.0, 22.8), 
(29.0, 26.9), (30.0, 27.6), (31.0, 28.9), (32.0, 28.1), (33.0, 28.2), (34.0, 25.5), (35.0, 22.2), 
(36.0, 15.5)  


• Kp = GRAPH(TIME)  


• (1.00, 0.45), (2.00, 0.45), (3.00, 0.45), (4.00, 0.85), (5.00, 0.85), (6.00, 0.85), (7.00, 0.85), 
(8.00, 0.85), (9.00, 0.85), (10.0, 0.45), (11.0, 0.45), (12.0, 0.45), (13.0, 0.45), (14.0, 0.45), 
(15.0, 0.45), (16.0, 0.85), (17.0, 0.85), (18.0, 0.85), (19.0, 0.85), (20.0, 0.85), (21.0, 0.85), 







(22.0, 0.45), (23.0, 0.45), (24.0, 0.45), (25.0, 0.45), (26.0, 0.45), (27.0, 0.45), (28.0, 0.85), 
(29.0, 0.85), (30.0, 0.85), (31.0, 0.85), (32.0, 0.85), (33.0, 0.85), (34.0, 0.45), (35.0, 0.45), 
(36.0, 0.45)  


 







ES200 Final Project: proposal Sylvain Masclin 


Nitrate in polar snowpack: 


for a better ice core interpretation 


Abstract 


From the beginning of ice core analysis until nowadays, nitrate has always been 


used as a simple annual marker when this chemical and almost all short-lived 


photochemically active species present a great potential in reconstituting the past 


atmosphere. The project presented in this proposal aims at filling some gaps in our 


knowledge of nitrate cycle that limit the actual use of nitrate in ice core interpretation. 


Based on an Antarctic field campaign during which atmosphere and snow at different 


depth will be sampled, the main objectives will be: 


- to complete our knowledge about atmospheric chemistry in the western Antarctic in 


interaction with snowpack, by quantifying the different sources and products of nitrate 


photolysis; 


- to improve our understanding on the air-snow transfer function of these active 


species by studying their (re)mobilization with snow depth; 


- to provide data hat will improve the present models of global climate, atmospheric 


chemistry and air-snow interaction; 


- to propose a new tool that can be used as a proxy of the past atmospheric oxidative 


capacity for WAIS-Divide ice core interpretation. 


Background: 


Polar ice represents certainly the most important archive for past atmospheric 


composition, recording past greenhouse gases, aerosols and photo-chemically active 


species that are proxies of the evolution of the climate system. Past temperatures, 


accumulation rate, sea-ice extent, atmospheric and oceanic circulation, natural and 


anthropogenic emissions are become common data extracted from ice cores. Glaciology 


has improved considerably since the last 50 years and some records as carbon dioxide, 


methane or nitrous oxide [8; 9; 18] are now well understood so that the respective gas 


concentrations, temperature profile, glacial periods and the global climatic system were 


determined for the past over 800 000 years. However, large uncertainties and gaps in our 


knowledge still exist in the interpretation of photochemically active species with regard 


to past climate, atmospheric composition and feedbacks between the two [6; 7]. Chemical 


and physical processes from the firn to the ice crystals are an essential knowledge to 


acquire for the scientific community to fully interpret the climatic archives recorded in 


the polar ice [11]. 


Antarctic tropospheric chemistry represents a major scientific field to understand 


for at least three essential reasons. Firstly, Antarctica is certainly the only last clean 


environment on Earth where natural atmospheric and snowpack’s processes can be 


studied without any anthropogenic artifacts. Secondly, specific conditions of sunlight and 


temperature make this continent an ideal laboratory for studying photochemical processes 


in the atmosphere. A good illustration is the role of the snowpack, which can be 


considered as a chemical reactor that influences the atmospheric boundary layer. Finally, 


since a lot of knowledge is still missing to interpret integrally ice cores for past climate 



Administrator

Highlight







ES200 Final Project: proposal Sylvain Masclin 


reconstitution, an effort has to be done in better understanding the air-snow transfer of 


greenhouse gases and short-lived photochemically active species. This third reason is the 


main point of this proposal. 


Use of these species as climate or atmospheric changes proxies has not been 


widespread yet due to the complexity of the processes and the present scientific 


knowledge. For example, nitrate, NO3
-
, has been analyzed in many ice cores [8; 9; 16;17] 


and interpreted as an annual indicator but uncertainties in how to relate it to past 


atmospheric chemistry remains [11; 22]. While it seems unlikely that a climate signal can 


be developed from the nitrate in ice at low accumulation sites [17], high accumulation 


sites like WAIS Divide present less post-depositional signal loss [3]. Nitrate from this ice 


core could be then used as a proxy of past atmosphere. Another point concerns the 


quantification of nitrate sources. Sedimentation of Polar Stratospheric Clouds, PSCs, 


tropical lightening and nitric acid, HNO3, produced by nitrate photolysis in the snowpack 


are now thought to be the major sources of nitrate in snow [13; 14; 15; 16; 20], but other 


potential sources as continental and oceanic emissions have to be taken into account too. 


With the ability to know and quantify these sources, account for temperature and 


accumulation changes, it should be possible to infer a tropospheric and stratospheric 


climate signal form nitrate record [15; 17]. 


Statement of need 


Since the last decade, high Troposphere and Stratosphere have been identified as 


major sources of nitrate in polar areas: Tropical lightening and annual sedimentation of 


the PSCs after each ozone depletion event are mostly the involved processes [14; 15; 20]. 


However, no real quantification has been yet estimated for these sources, which 


represents a real need to interpret nitrate as a proxy of tropospheric and stratospheric 


changes. Using the atmospheric nitrate’s oxygen isotopic composition (
17


O-NO3
-
) as 


described by McCabe et al (2007) should provide a better pattern of the tropospheric and 


stratospheric sources of nitrate. Furthermore, other sources like oceanic and continental 


contributions have also to be determined and quantified [5] for each site so that a precise 


signal can be extracted from the assimilated nitrate in the ice. 


In the same time, it is also essential to improve our knowledge on the nitrate 


photolysis. It is clear now that nitrate from the snowpack is recognized as the major 


producer of NOx and radical oxidants, mainly OH, in the polar troposphere [12; 13]. But 


nitrate photolysis and post-depositional processes are not well understood yet despite 


several physical and chemical studies on the air-snow chemistry [2; 4; 6; 19; 21]. Using 


nitrate as a past atmospheric proxy requires to define each parameter (pH, snow 


accumulation, temperature, specific wavelength, location within snow crystals/grains, 


specific surface area). In situ measurements are the first and necessary step before 


improving the existing models of global climate and air-snow interactions and 


atmospheric chemistry for polar region. 
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Project description 


Field 


At least one field season in Antarctica is required for this study in order to collect 


all the samples needed to define the local atmosphere. Because of its high snow 


accumulation [1] and the fact it’s a little summer campsite, WAIS-Divide is an optimal 


place to measure the nitrate cycle, using the possibility to set up a lab tent far enough 


from the camp to avoid any local contamination. 


Focusing on the air-snow interactions as described in Figure 1, snow and 


atmospheric samples will be done simultaneously. Given the importance of nitrate 


photolysis and the transfer function, nitrate concentration in snow will be measured at 


different depth. Surface snow will be sampled once or twice a day to correlate directly the 


nitrate concentration with the continuous atmospheric measurements. One or two 


snowpits, shallow (30 cm depth) and deep (1 to 2 m depth), will be also made to follow 


the transfer function of nitrate from neve to firn ice. All these samples will be also 


analyzed for formaldehyde (HCHO), hydrogen peroxide (H2O2) and methyl 


hydroperoxide (CH3OOH), which are intermediate species in oxidation reactions initiated 


by OH that is produced by nitrate photolysis. If a collaboration can be made with Joel 


Savarino from the Laboratoire de Glaciologie et Geophysique de l’Environnement 


(Universite Joseph Fourier, Grenoble, France) or with Mark Thiemens from the 


Department of Chemistry and Biochemistry (University of California San Diego, USA), 


all these sample will be doubled so half of them will be analyzed for 
17


O-NO3
-
 


measurements. 


The same measurements are planned to be done with a shallow ice core (about 100 m) 


that will be drilled during the field. These data will then complete the air-snow system 


giving information about the transfer of the reversibly deposited species (nitrate, 


formaldehyde, peroxides) into the ice. 


Atmospheric sampling will be made continuously during all the season without 


interruption. Diverse gases produced directly or indirectly by the nitrate photolysis will 


be studied. Formaldehyde and peroxides will be measured using the 2-channel detector 


deployed on previous past projects and described in Frey et al. (2005). A commercial 


ozone (O3) detector (2B Technologies, model 202) and a nitric oxide (NO) detector made 


by G. Huey’s team will be used to measure O3 and NO that can be used indirectly with 


HCHO, H2O2 and CH3OOH to determine NO2 and the other photolytic products via a 


photochemical model. 


Finally, meteorological conditions will be recorded for interpretation and 


modeling of our results. Data and observations of the mean weather station of the 


campsite will be used also as local data recorded by a standard weather station setup 


close to the lab. Combining these 2 sets of data should give us enough information to 


suppress any anthropogenic artifacts in our measures. 


Lab 


Half of the snow samples will be shipped out from the field to UC Merced where 


they will be analyzed. Nitrate, converted in nitrite via a reduction column, will be 


analyzed by spectrometry while the same snow sample will be used to measure the 
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conductivity but also formaldehyde and peroxides concentrations using the 2-channel 


detector. 


The other half will be ship to UC San Diego or Grenoble to measure the spatial and 


temporal variations of the nitrate’s oxygen composition. 


Outcomes 


The first main point of this proposal will be to determine precisely the sources of 


nitrate in WAIS-Divide using the isotopic 
17


O-NO3
-
 measurements [7]. Adding these 


results and the ones obtained with the atmospheric measures to a global climate model, 


one expects to extent the quantification of these sources to all the inner part of the 


western Antarctica. 


The different concentrations measured during this field would be integrated into a 


global climate model and an air-snow transfer model to improve the present knowledge 


on the nitrate photolysis, its transfer function into the ice, and its resulting consequence 


inside the atmospheric boundary layer. A particular point will be then to use these models 


to improve also the quantification of the nitrate sources: the production of nitric acid via 


NO3
-
 photolysis can be estimated and subtracted to the total amount of HNO3; the 


difference representing the nitric acid coming from the sedimentation of PSCs. 


In a general point of view, the overall aim of this project will result first in a better 


understanding of the atmospheric chemistry of west Antarctica with its bi-directionnal 


linkages with the snowpack, and how it responds to regional influences. Secondly, it will 


extend the knowledge of the effects of post-depositional air-snow exchange on firn and 


ice records of various species at this site, so it can serve as an important tool for the 


future interpretations of WAIS-Divide ice core. 


 


 


Nicely written and well conceived.  However, the goal was to use the Stella 


Model.  I realize that you could not get this one to work. It would have been better to use 


a small portion of this total problem so you could perform a useful calculation. 


 


Exercise grade = A- 
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Figure 1: STELLA Model representing the present knowledge of a simplified Nitrate 


cycle into polar atmosphere and snowpack.
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, this is a well written proposal but it doesn't incorporate the Stella modeling that you did.  That may not have been completely clear.  Nevertheless,nicely done.    A on the exercise.
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Project Title: Optimizing center pivot controller, to maximize water use efficiency. 


 
 
 
 
 


Abstract 
In a time of continued water shortage, the capacity to manage irrigation is a critical compoent of 
ground water protection.Sound water resources management, which emphasizes careful and 
efficient use of water, is essential in order to achieve these objectives (USDA, 1994; U.S.EPA, 
2002). Efficient water use in agricultural production is particularly important in arid or semi-arid 
climates, such as in California. The objective of the proposed research is to create an 
autonomous, closed-loop variable-rate irrigation system to support sustainable agriculture by 
maximizing water conservation while minimizing soil salinization and groundwater quality 
degradation without loss in yeild. 


The project offers a method of integrating input from a range of irrigation sciences involved in 
water management so as to maximize irrigation effectiveness and efficiency. There are an 
estimated 28 million center pivots operating in the United States and an improvement of 25 to 
35% in efficiency, which is quite feasible via the proposed approach, translates to a huge 
reduction in water use. In addition, the project will move beyond water conservation objectives 
to begin to address other environmental resource management issues, namely soil salinization 
and groundwater quality.  This is a rich area for research upon which the sustainability of 
agriculture in the San Joaquin and Imperial Valleys of California, and other regions of the arid 
and semi-arid world, depends.  


From a practical standpoint, the irrigation control technology developed in this research will be 
engineered into the software driving center pivot systems to enable user-friendly automation of 
the management schemes developed here.  These and future developments may stimulate 
economic developments in the form of new ventures or technology transfer to current irrigation 
technology support firms. 
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Project Title: Optimizing center pivot controller, to maximize water use efficiency. 
 
 


1. Background: 
 
In order to meet the needs of existing and future populations and ensure that habitats and 
ecosystems are protected, the nation's water must be sustainable and renewable. Sound water 
resource management, which emphasizes careful and efficient use of water is essential in order 
to achieve these objectives ((USDA, 1994 & U.S.EPA, 2002).The role of efficient water use for 
agricultural and turf-grass production forms a critical relationship, particularly in areas prone to 
periodic or prolonged drought. Therefore, the challenge to the irrigation industry is to provide 
SMART irrigation systems for the consumer. “SMART” as defined by Irrigation Association is 
an irrigation system that functions without human intervention over the life cycle of the crop. 
There are many SMART products available in the marketplace. These devices include soil 
moisture sensor based controllers and evapotranspiration (ET) based controllers among others. 
The primary motivation for the development of SMART system has been the need to improve 
water application efficiency and anticipated government regulation of water supplies.  Critical to 
the concept is the availability of controllable irrigation systems that apply water in a uniform 
manner. Center pivots, drip and micro-jet irrigation and solid set sprinkler systems all have 
demonstrated this capability. Also critical to the concept is the availability of online accessible 
climatic data. This need is admirably met by DWR’s (Department of Water Resources) CIMIS 
(California Irrigation Management Information System) program. The SMART controller will 
access on a daily basis, evapotransportation and rainfall data from stations strategically located to 
represent the field being controlled. In some situations, onsite package weather stations could be 
appropriate. This last development critical to the concept is the availability of computers and 
their ability to receive and transmit operating data in a wireless manner.  Automation through 
instrumentation is feasible is demonstrated by the availability of the homeowner SMART 
controller. 
     
The successful development of the agricultural SMART controller would also finally close the 
loop relative to getting scientific data thru to the farmer and ultimately beneficial to the crop. 
Agricultural scientists have a wealth of scientific data available to favorably impact water 
management decisions. Unfortunately there is a significant disconnect between the available data 
and its effect on the irrigation system operation.  
 
The agricultural scientist of the future will then be involved in the development of software that 
integrates the latest developments. The scientists involved will include climatologists, 
agronomists, soil specialists, instrumentation engineers and irrigation engineers. The farmer will 
make the cropping decisions, purchase the appropriate software and install it in his SMART 
controller. There are an estimated 28 million center pivots operating in the United States, a 
significant improvement of even 10% efficiency will lead to a significant reduction of water use. 
With this controller development background, water management should move closer to the 
objective of maximizing water use efficiency. 
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2. Statement of Need: 
 
The plant water requirements change with season, growth stage and physiological state of the 
crop (Allen et al. 1998). Additionally, external factors like soil type, soil hydraulic 
conductivity/infiltration rate and spatial variabilty of the soil also account for irrigation 
inefficiency. In order to significantly conserve water, irrigation requirements have to be matched 
with real plant water needs and the external environment. Center pivots apply constant rate of 
water and does not take into account these variables and hence are not very efficient. The 
objective of this study is to improve the irrigation efficiency and effectiveness of a center pivot.  
 
Soil moisture sensor based controllers and ET based controllers can help close this gap. However 
both these systems have their own biases and were mainly designed for homeowners, golf-
courses and the turf industry, and are not very suitable for direct plug and play into an 
agricultural setup. ET based controllers schedule irrigation based on historic and real time ET 
data from local weather stations without taking into account external variables like plant growth 
phase and agronomic practices. On the other hand, soil moisture sensor based controllers based 
to irrigate keep the soil moisture within an upper and lower threshold (normally between field 
capacity and welting point), wasting potential water during the dormant phases of the plant 
growth. A current CSU-ARI (California State University -Agriculture Research Initiative) grant 
is helping us develop a realtime feedback loop system for drip irrigated crops which takes into 
account the real plant water requirement, the external variables like soil type, runoff due to slope 
and the seasonal adjustement to ET requirements. This feedback system helps integrate these 
controllers to the agricultural environment and bridge the gap, but is mainly capable of 
controlling drip or micro-sprinkler based hardware and is not capable of controlling a center 
pivot. 


3. Project Description  


In-order to improve the efficiency of the center pivot, we will need to modify our existing 
feedback system to adapt it to the center pivot and test the outcome on a 27 acre field at Fresno 
State. The field will be suveyed with a VERIS soil EC monitoring system to capture the 
variabilty and the salinity in the soil. Additionally, hydraulic conductivity measurements will be 
taken on specific location in the field. Based on the variability and the hydraulic conductivity, 
wireless soil moisture sensors will be installed at various location and depths across the field. 
Center pivot application uniformity tends to detiorate with wind-speed, hence a wireless wind 
monitor will also me installed on site. 
 
Traditionally most center pivots operate by moving a few degrees in circular motion and then 
stops for a fixed amount of time at a point while the water is still on at a constant rate, and then 
moves a fixed distance again and stops until it completes the full run. This move and stop motion 
may cover the whole field in one day or in several days based on application rate. But the 
distance travelled and time for which it stops at a point and flow rate is always constant through 
out the whole pass. This leads to in-efficiency, as the water requirement is not constant and 
hence the application rate should not be constant and should be varied based on the above stated 
conditions of water requirement. 
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The SMART-AG controller will be developed by modifying our current drip/micro sprinkler 
feedback system. This will involve writing additional codes to drive a PLC (Programmable 
Logic Controller) that will control the flow rate and speed of the pivot to achieve variable rate 
application. The onsite soil wireless soil moisture sensors will help varify application rate and 
requirements, while the wireless wind monitor may stop the pivot if the wind speed is above a 
certain threshold. Before the start of any run the moisture sensor will help decide the amount of 
water required based on root zone moisture balance and the ET requirement of the day and will 
also help modify the speed of the pivot if the computer calculated flow rate does not help reach 
the required root zone water content. 
    
Scheduled for the 1st half of the season is an audit of the pivot operation as currently scheduled 
by the farm manager. During the second part of the season SMART controller will assume 
operational duties. The operation will be monitor using protocols currently in-place for the 
Irrigation Association home owner project. Evaluation parameters include system adequacy and 
efficiency. By incorporating the best agricultural science available into the development of the 
SMART agricultural controller, these evaluation parameters will result in characterizing the 
maximum yield potential and water application efficiency. A second season will be used to 
evaluate the controller’s performance after incorporating the 1st season’s experience. 
 
Additionally the portal developed as part of the existing feedback system will be modified to 
monitor and control the center pivot remotely. The portal will have capabilities to log application 
rate, current soil moisture and also have supervisory control to inhibit pivot from operating in 
case current agronomic practice demands so ( for example the farm equiptments need to go into 
the field). 
 


4. Expected Outcome: 
 
The project offers for the first time, a method of integrating the range of irrigation sciences 
involved in water management so as to maximize irrigation effectiveness and efficiency. The 
new irrigation paradigm results in a synergistic effect that focuses agricultural sciences on the 
single objective of most productive water management. To this point in time, the farmer has been 
left to make the judgments on his own. With a successful development, irrigation control will be 
engineered into the hardware. 
    Potential benefits from the successful development of a SMART Center Pivot controller 
include: 
 
1. A realization of the improvement in water application uniformity and efficiency currently 
engineered into modern enter pivots.  
2. Improvements in crop production offered by the incorporation of crop and soil science with 
irrigation engineering into a system that automatically controls the pivot. 
3. Fundamental reductions in the irrigation supply flows required while still meeting the farmers 
cropping requirements.  
 
The Internet will be monitored for location and dates for conferences, workshops, seminars and 
continuing education classes at which the findings and research progress can be reported.  
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Finally, scientific papers will be published in refereed journals, and the findings and research 
progress will be presented at one of the Annual ASA/CSSA/SSSA meetings and the IA show, 
which are normally held in October or November of each year. 
 


5. Budget: 
Funding is requested through this grant to procure hardware to retrofit and modify our current 
system ( drip/micro sprinkler controller system) to adapt it to Center Pivot. List of hardware and 
equiptments to be brought through this project includes: 


a) Xtend 900 MHz radio and transmitter   $600 
b) Campbell Logger CR1000     $1450 
c) Allen Bradley Micrologix PLC 1500 series  $4500 
d) Wind Monitor       $400 
e) Computer Server system    $3000 
f) Development of the web based portal   $5000 
g) Cost of maintaining the pivot    $5000 
h) Cellular/Wifi charges     $1000 


______________________________________________________ 


Total:       $21,000 


The 900MHz radio will help with the wireless communication to and fro from the center pivot as 
daily variable rate data is sent to the field PLC unit from the our remote server ( the remote 
server is part of our existing system that calculates the daily ET requirement).  
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Modeling Nickel Adsorption on Ferrihydrite in Serpentine Regions:  


Understanding Serpentine Soil Chemistry 


Erik Olstad 
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B+  Erik, this is a nice job but it missed in a couple of areas.  This is actually a significant amount of 


literature on the sorption of Ni by ferrihydrite.  It would have been nice to compare your results to 


the Phreeq model.  The actual exercise called for you to use Stella.  It would have been possible to fit 


literature data to a polynomial equation that described the pH dependence of  Ni sorption and this 


could easily have been built into Stella.  Nevertheless, this was reasonable job. 


 


 


 


The ubiquity of nickel in the environment and its common presence in food and water mean 


that humans are constantly exposed to nickel. Although nickel is not acutely toxic at low levels, it is 


a carcinogen and has been linked to cellular oxidative stress [1]. Soils that develop on serpentinite, a 


metamorphic rock type derived from ultramafic igneous rocks (and the state rock of California), are 


well known for their elevated concentrations of nickel and chromium [2]. The degree of nickel 


accumulation in serpentinite soil horizons, thus its bioavailability to plants, is controlled by soil 


characteristics such as pH, amount of organic matter, clay and iron oxide content, and competitive 


adsorption with other dissolved species [3-7]. These biogeochemical factors are influenced strongly 


by climate, rainfall, vegetation, and weathering of primary ultramafic minerals. In locations where 


serpentinite and ultramafic soils have been used for agriculture, nickel transfer to plants has been 


documented [8], with potential transfer through the food chain to humans. We hypothesize that soil 
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pH has a major influence on the bioavailable nickel found in the root zones of most plants.   


Our areas of study were focused on two sites:  the Red Hills Management Area (RHMA), in 


Tuolumne County, California, and Bagby, near Coulterville, California. The RHMA and Bagby are 


unique areas to study because they represent exposed serpentinite terrains in a semi-arid climate with 


low rainfall, no urban or agricultural development, and limited grazing. Previous studies in the 


RHMA have examined plant species and nickel accumulation in arthropods ), but other than regional 


geologic studies, no work has looked specifically at metal mobilization in the RHMA.   To gain 


insight into the mechanisms of metal mobilization in serpentine regions, we utilized previous 


sequential extraction data to determine an approximate amount of ferrihydrite, a ubiquitous iron-


containing mineral.  Due to relatively high surface area, and relatively high reactivity of ferrihydrite, 


it often interacts with its surroundings through surface adsorption. By constructing an equilibrium 


adsorption model utilizing PHREEQC software, we were able to model nickel adsorption to 


ferrihydrite over a large pH range.  Utilizing the diffuse double-layer proposed by Stumm and his 


associates (Stumm et al., 1970), PHREEQC considers two individual layers of charge: a surface layer 


and a layer of counterions found in solution. PHREEQC is a program constructed by the United 


States Geological Survey (USGS), to model aqueous geochemical situations from a thermodynamic 


standpoint.  By utilizing various thermodynamic databases, PHREEQC quickly and efficiently 


calculates the various concentrations of the species present in the given system.  Using experimental 


data from previous studies we have conducted, we will attempt to model nickel adsorption and 


desorption on ferrihydrite to determine the mobile concentration of nickel across a range of pH.   


 The proposed project was founded on protecting human health. Serpentine regions are 


found in many areas across the globe, with large populations in the surrounding areas.  The 


unique chemical composition of serpentine soils is cause for concern in regions where 
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agriculture is present.  An example of the potential dangers caused by serpentine regions was 


found in the Spanish state of Galicia, in northwest Spain. Cattle grazed on the flora grown on the 


serpentine region, and high levels of Ni accumulated in the tissue of the cattle.  As the cattle 


were milked and slaughtered for meat, Ni began accumulating in the Galician population.  High 


levels of Ni were found in human mother’s milk, which can potentially be dangerous for the 


mother, and the feeding infant.  Due to the unique characteristics of serpentine soil, the 


mechanisms of metal adsorption/desorption, bioavailability, and plant metal accumulation will 


provide local land management with the knowledge to make better-informed decisions.  By 


intitially utilizing a model of the system of interest, many different experiments can be carried 


out on a computer.  The results of these models will give a proof of concept that can be utilized 


to design more efficient experiments. 


PHREEQC, an aqueous chemical equilibrium modeling program, was utilized to simulate 


an adsorption experiment.  The following parameters were entered into the program:  surface 


area of the ferrihydrite is 600 m2 /gram, the number of surface sites is 10 sites/nm2, and the 


weight of ferrihydrite in a soil sample.  Determination of each parameter will be explained within 


the results section of this paper.  The source of nickel in the PHREEQC model is Ni+2, which 


will simulate a product of the weathering of serpentine minerals.  Two different concentrations 


of nickel (II) were modeled, 1 μmol, and 10 μmol, in order to model the variation in adsorption 


due to concentration. By programming the data into PHREEQC and utilizing the Minteq 


thermodynamic database, the soil solution was then stepped through the range of pH.  The range 


of pH utilized was 4 to 13.    


Model Methods 


  







By utilizing data from a sequential extraction performed on a soil sample from the 


RHMA, an approximate amount of ferrihydrite was determined.  Table 1 shows each extraction 


step, and the amount of iron in parts per million (ppm).  Steps 1 through 3 will be summed to get 


an approximate concentration of labile iron.  Steps 1 through 3 will extract everything from 


exchangeable ions to poorly crystalline iron oxides, which will provide the approximation of 


labile iron.  Step one of the sequential extraction utilizes an MgCl2 extraction, which targets 


easily exchangeable ions.  Step 2 of the sequential extraction utilizes a diethylene triamine 


pentaacetic acid (DTPA) extraction, which targets strongly bound divalent cations.  Step 3 of the 


sequential extraction utilizes a ammonium oxalate extraction, which targets poorly crystalline 


aluminum oxides and iron oxides.   The weight of iron will be converted to moles of iron, 


utilizing the molar mass of iron, 55.85 g/mol.  The moles of iron present will be set equal to the 


moles of ferrihydrite present, due to the molecular formula of ferrihydrite, Fe(OH)3.  The number 


of moles of sites within a unit of soil was computed by utilizing the volume of soil taken in a 


sample (~250cm3) and multiplying by the density of quartz (2.65 g/cm3) to obtain the mass of 


soil.  The porosity of the soil was estimated to be approximately 0.30, due to the rocky nature of 


the soil.  As 70% of the soil sample was actually soil, the remaining 30% was water, and 


dissolved ions and compounds.  PHREEQC requires the “moles of sites” parameter to be in units 


of moles of sites per kilogram of solution.  The ppm value of iron was converted to moles, which 


was utilized as the moles of ferrihydrite, which was calculated to be 0.051 moles of ferrihydrite.  


The mass of ferrihydrite was then found to be 5.45g, by utilizing the molar mass of ferrihydrite 


(106.85 g/mol).  The mass of ferrihydrite was multiplied by the surface area of ferrihydrite (600 


m2/g).  The area of the ferrihydrite was then multiplied by the number of sites per nm2 (10 
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sites/nm2).  By dividing the number of sites by Avogadro’s number, 6.022 x 1023, the number of 


moles of sites is found.  As the moles of sites is per kilogram of soil, PHREEQC requires the 


parameter to be in moles of sites per kilogram of solution, so the ratio of soil to solution was 


found to be .464 kg soil per .075 kilograms of water.  To account for the sorption stoichiometrty 


found in the adsorption equation, the moles of sites per kg solution will be halved.   The 


following value was found for a 250 cm3 sample volume: 0.167 moles of sites per kilogram 


solution. 


  1 2 3 4       
  MgCl2 (+rinse) DTPA (+rinse) AmOx (+rinse) NaCit(+rinse) Total Fe (ppm) % 
Total Digest     78941.3   
421-006-1 149.96 78.18 2602.97 10349.38 13180.50 2831.111 0.2831 


Table 1:  Sequential extraction results for iron, in ppm.  Steps 1 through 3 were summed to find the approximate amount of ferrihydrite. 


The surface area (600 m2/g) and surface site density (10 sites/nm2) were taken from the literature 


[27,28, 29].  The chemical equation utilized for the adsorptive process is as follows: 


2Hfo_OH  + Ni+2 = (Hfo_ONi)2
+ + H+ 


 


Figure 1 illustrates the percent sorbed to ferrihydrite, in regards to two separate nickel 


concentrations.   







 


Figure 1:  Ni sorption on ferrihydrite.  By pH 8, 100%  of the Ni has adsorbed to the ferrihydrite. 


Figure 2 illustrates the effect of a competing cation, magnesium, commonly found in high 


concentrations in serpentine soils.   The model utilized to create Figure 2 was identical to the 


solution utilized for Figure 1, with the addition of an equivalent concentration of magnesium 


 
Figure 2: Ni adsorption on ferrihydrite with competition from magnesium of equal concentration. 


Discussion & Conclusion 







Most of the soils sampled at the RHMA and Bagby sites range in pH from 5.8-7.5.  The 


range of soil pH sampled falls within the range of “free” nickel, or desorbed nickel.  Nickel that 


is not adsorbed to the surface of ferrihydrite is available for biological uptake, specifically plant 


uptake.  The pH of the soil solution is the main driver of metal adsorption.  As the pH becomes 


basic, the ferrihydrite adsorbs the nickel very readily, and by pH 8, all of the nickel has adsorbed 


to the surface of the ferrihydrite.  As rain falls upon the soil, the pH of the soil will drop, 


therefore the model predicts that Ni will desorb from the surface of ferrihydrite and become 


potentially available.   


It should be noted that the model created has many limitations, as the complexity of a real 


system is quite difficult to conceptualize. As serpentine soil systems have not been extensively 


modeled, a simplistic approach was taken.  Possible future models could include an ionic 


composition of rainfall to give an extra dimension to surface complexation.  Also, temperature 


effects on surface complexation could be accounted for.  As serpentine systems have some 


unique plant life, such as hyperaccumulators that uptake large concentrations of metals, 


modeling the soil plant interactions could prove useful to land management decision-making.  


The modeling approach utilized in this paper is useful, as it allows the researcher the freedom to 


manipulate the model to their own specifications with little monetary and temporal cost.   
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Research Proposal: Modeling Global Carbon Cycle with STELLA 
 
The increase of CO2 in the atmosphere has been observed recently by scientists. 
This phenomenon calls for global concern and has been a research hot topic 
because of the greenhouse effect of CO2 which might account for the global 
warming (Falkowski, 2000) and climate change, which will significantly affect life 
on Earth. The objective of this study is to investigate the processes of carbon 
cycle in Earth system and the effects of fossil fuels emission on carbon cycle.  
 


Specifically, by modeling the global carbon cycle with STELLA, I try to 
answer these questions: 1) is will the increasing combustion of fossil fuels will 
result in the increase of CO2 in the atmosphere? 2) How does carbon moves 
among different reservoirs? 3) At what level do human activities affect the global 
carbon cycle? 4) What is the consequent result from human disruptions? 5) What 
actions can we take to reduce the CO2 in the atmosphere? The carbon cycle 
model simulates the movement of carbon from sources to sinks through chemical 
and physical transfers, which can provide important insight into the geochemical 
cycling of carbon in Earth system and provide useful information for decision 
makers. 
 
Keywords: global carbon cycle, fossil fuel emission, STELLA 
 
 
 
1. Introduction 
 
Since the late 1950s, scientists have regularly measured CO2 in the atmosphere 
from observatories in Hawaii and Antarctica. CO2 concentration rises and falls 
about the same amount each year due to seasonal changes in photosynthetic 
rates. However, the total amount of atmospheric CO2 is increasing steadily each 
year (figure 1). The future effect of increasing atmospheric CO2 worries many 
people because of its greenhouse effect which might account for the global 
warming (Falkowski, 2000). The recent increase of CO2 in the atmosphere may 
be due to human activities. The dramatic increasing of CO2 emission started in 
the early nineteenth century, with the Industrial Revolution (figure 2). Combustion 
of fossil fuels such as coal, oil and natural gas can release carbon into 
atmosphere mostly in the form of CO2.  
 


Is Will the increasing combustion of fossil fuels will result in the increase of 
CO2 in the atmosphere? How does carbon moves among different reservoirs? At 
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what level do human activities affect the global carbon cycle? What is the 
consequent result from human disruptions? What actions can we take to reduce 
the CO2 in the atmosphere? To answer these questions, models are needed to 
help us better understand the geochemical cycling of carbon in Earth system and 
provide useful information for decision makers. The carbon cycle model 
simulates the movement of carbon from sources to sinks through chemical and 
physical transfers, which is described in the following section.  


 


 
Figure 1. Atmospheric CO2 at Mauna Loa Observatory. Dr. Pieter Tans, NOAA/ESRL 


(www.esrl.noaa.gov/gmd/ccgg/trends) 
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Figure 2. Total carbon emission by fossil fuel combustion. Carbon Dioxide Information 
Analysis Center (http://cdiac.ornl.gov) 


 
 
2. Modeling of Global Carbon Cycle 
 
STELLA models were developed to simulate the cycling of carbon in Earth 
system (Bice, 2001). First, in order to understand the natural cycle of carbon in 
Earth system, a model without fossil fuel combustion and carbon emission was 
build built (figure 3). Second, a stock representing fossil fuel reservoir of carbon 
and a flow representing carbon emission from fossil fuel combustion were added 
to the previous carbon model (figure 5). These models will help us to understand 
the processes of carbon cycle and the effects of human disruptions at the global 
scale.    
 
2.1 Natural Global Carbon Cycle 
 
A natural global carbon cycle model is shown in figure 3. The equations are 
described in following: 
 
ATMOSPHERE(t) = ATMOSPHERE(t - dt) + (Terrestrial Respiration + Marine 
Respiration + Terrestrial Decomposition + Marine Decomposition + Emissions – 
Terrestrial Photosynthesis – Marine Photosynthesis) *dt  
INIT ATMOSPHERE = 690 (Gt) 
 
MARINE(t) = MARINE(t - dt) + (Marine Photosynthesis – Marine Respiration – 
Marine Death) *dt  
INIT MARINE = 7 (Gt) 
 
M_DEAD_ORGANIC(t) = M_DEAD_ORGANIC(t - dt) + (Marine Death – Marine 
Decomposition) *dt  
INIT M_DEAD_ORGANIC = 3000 (Gt) 
 
TERRESTRIAL(t) = TERRESTRIAL(t - dt) + (Terrestrial Photosynthesis – 
Terrestrial Respiration – Terrestrial Death) *dt  
INIT TERRESTRIAL = 450 (Gt) 
 
T_DEAD_ORGANIC(t) = T_DEAD_ORGANIC(t - dt) + (Terrestrial Death – 
Terrestrial Decomposition) *dt  
INIT T_DEAD_ORGANIC = 700 (Gt) 
 
T_Res = 23*(TERRESTRIAL/450)  
T_Photo = 48*(ATMOSPHERE/690)  
T_Decomp = 25*(T_DEAD_ORGANIC/700)  
T_Death = 25*(TERRESTRIAL/450)  
M_Res = 5*(MARINE/7)  
M_Photo = 35*(ATMOSPHERE/690)  



http://cdiac.ornl.gov/





M_Decomp = 30*(M_DEAD_ORGANIC/3000)  
M_Death = 30*(MARINE/7)  
 


By running the STELLA model we found that the carbon in marine dead 
organic decreased, while the carbons in atmosphere, terrestrial biosphere, 
marine biosphere and terrestrial dead organic increased. However, the carbons 
in these reservoirs keep remains constant when the model reached the 
equilibrium state. The data in initial time step represent the carbons constant in 
1970. Result was shown in figure 4.  


 


 
Figure 3. A natural global carbon cycle model 


 


 
Figure 4. Carbon content in different reservoirs (Gt) 







 
 
 


2.2 Human Disruptions to Carbon Cycle 
 
A global carbon cycle with human disruptions is shown in figure. The equations 
are similar to the previous model, but a few modifications should be made to 
account for the fossil fuels and emission, which are shown in following:  
 
ATMOSPHERE(t) = ATMOSPHERE(t - dt) + (Terrestrial Respiration + Marine 
Respiration + Terrestrial Decomposition + Marine Decomposition + Emissions – 
Terrestrial Photosynthesis – Marine Photosynthesis) *dt 
 
FOSSIL_FUELS(t) = FOSSIL_FUELS(t - dt) + (- Emissions) *dt  
INIT FOSSIL_FUELS = 10000  
Emissions=5.5 (GT/Yr) 
 


After the fossil fuel and emissions were added to the STELLA model, we 
found that the model wasn’t able to reach an equilibrium state. Carbons in marine 
dead organic, atmosphere, terrestrial biosphere, marine biosphere and terrestrial 
dead organic tended to increase over time. This illustrated that human activities 
can disrupt the carbon cycle and destroy the equilibrium state in Earth system. 
Result was shown in figure 6.  


 
A comparison of carbons in the atmosphere with and without human 


disruption was show in figure 7. We can see if there is no emission from burning 
fossil fuel, carbon in atmosphere will increase for the first 150 year, and then 
keep constant around 708 Gt in the coming years because an equilibrium state is 
reached.  However, the carbon keeps increasing if there are fossil fuel emissions 
at the rate of 5.5 Gt/yr. In 300 years, the carbon in atmosphere will reach about 
1000 Gt.  
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Figure 5. A global carbon cycle model with fossil fuel emissions 


 


 
Figure 6. Carbon content in different reservoirs (Gt) 
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Figure 7. Atmospheric Carbon (Gt): (a) natural carbon cycle model, (b) carbon cycle 


model with fossil fuel emission   
 


3. Sensitivity Analysis 
 
As we can see from the model, there are a lot of factors which can affect the 
output and equilibrium state of the model. In this study, only three of the factors 
are selected to for sensitivity analysis: fossil fuel emission, terrestrial 
photosynthesis and marine photosynthesis. This will help us to understand how 







these factors will affect the carbon accumulation in atmosphere. Generally, an 
increase of emission will result in an increase of atmospheric carbon, while the 
increase of terrestrial photosynthesis and marine photosynthesis will follow by 
consequent decrease of atmospheric carbon. The effects of factor on the 
atmospheric carbon in year 2270 were show in table 1. It seemed that marine 
photosynthesis is the most sensitive factor, followed by emission and terrestrial 
photosynthesis. 
 
Table 1. Percentage change in atmospheric carbon in 2270 and coefficient of sensitivity 


(CS) resulting from adjustment of factors 
Factors Atmospheric carbon CS 


Emission (+-10%) +-3.0% 0.29 
Terrestrial photosynthesis (+-10%) -+2.5% 0.25 


Marine photosynthesis (+-10%) -+5.6% 0.56 
 
 
 
4. Scenarios Analysis 
 
Researchers called for reduction of global CO2 emission to decrease the effects 
of greenhouse and consequent global warming. Forth scenarios analyses were 
conducted in this study, which can provide helpful information for decision 
makers in terms of reduction of CO2 emission.   
 
Scenario 1 
The Kyoto Protocol, signed in November 1998, calls for an overall reduction of 
emissions of greenhouse gases. In the United States, the goal is to have 
emission levels ten years from now be 7 percent less than they were in 1990. 
Assuming that the emission rate is 5.5 Gt/yr during 1970 to 2000, and decreased 
to 5.1 Gt/yr by 2010 (figure 8), the effect of a seven percent reduction in fossil 
fuel emissions on the atmospheric carbon was illustrated in figure 9. The 
atmospheric carbon keeps rising and reaches about 983.7 Gt in 2270.  
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Figure 8. Total carbon emission by fossil fuel combustion 


 
Figure 9. Atmospheric carbon content in each year (Gt) 


 
Scenario 2  
Assuming that the emission rate is 5.5 Gt/yr during 1970 to 2000, and a 5% 
annual reduction is reached for each coming year (figure 10), the effect of the 
reduction in fossil fuel emissions on carbon accumulation in different reservoirs 
was illustrated in figure 11. We can see that the model reaches equilibrium and 
the carbons in reservoirs are constant after the year 2195. The change of 
atmospheric carbon is shown separately in figure 12. The atmospheric carbon in 
2270 is about 748.26 Gt. 
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Figure 10. Total carbon emission by fossil fuel combustion 


 
 


 
Figure 11. Carbon content in different reservoirs (Gt) 


 







 
Figure 12. Atmospheric carbon content in each year (Gt) 


 
Scenario 3 
Assuming that the emission rate is 5.5 Gt/yr during 1970 to 2000, and a 10% 
annual reduction is reached for each coming year (figure 13), the effect of the 
reduction in fossil fuel emissions on carbon accumulation in different reservoirs 
was illustrated in figure 14. We can see that the model reaches equilibrium and 
the carbons in reservoirs are constant after the year 2195. The change of 
atmospheric carbon is shown separately in figure 15.  The atmospheric carbon in 
2270 is about 740.54 Gt. 
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Figure 13. Total carbon emission by fossil fuel combustion 


 
 







 
Figure 14. Carbon content in different reservoirs (Gt) 


 
Figure 15. Atmospheric carbon content in each year (Gt) 


 
Scenario 4 
1) Assume that the emission rate is 5.5 Gt/yr during 1970 to 2000, and a 10% 
annual reduction is reached for each coming year (figure 13), and 2) assume that 
terrestrial and marine photosynthesis rates are increased by 10%.  We can see 
that the model reaches equilibrium and the carbons in reservoirs are constant 
after the year 2195 (figure 16).  The atmospheric carbon in 2270 is about 682.29 
Gt. An important finding is a decrease of atmospheric carbon was observed after 
2010, and the carbon in 2270 is about 685 Gt, which is close to its initial level in 
1970.  
 







 
Figure 16. Carbon content in different reservoirs (Gt) 


 
5. Discussion & Summary 
 
Although the geochemical processes of carbon cycle in Earth system are highly 
complex, the STELLA models in this study provide better understanding of 
carbon cycle. Without disruptions, the natural cycle of carbon tends to reach an 
equilibrium state over a time period. However, this equilibrium state has been 
destroyed by human activities, particularly the increasing fossil fuel emission 
since the Industry Revolution. Consequent CO2 accumulations in atmosphere 
and global warming have been reported by researcher in recent years. 
Therefore, CO2 emission reductions are called for by researchers.  
 


According to the scenario analysis, the CO2 in atmosphere will keep 
increasing even though the fossil fuel emission is reduced to a lower lever, which 
can be seen from scenario 1. The system is not able to restore to new 
equilibrium state unless the disruption stops. If we want to stop the current 
increasing accumulation of CO2 in atmosphere, the emission should be reduced 
closely to zero. However, even the zero emission is reached, the carbon 
concentration in the new equilibrium state is not able to restore to its previous 
level, but keep a certain higher lever, which is illustrated in scenarios 2 and 3. By 
controlling the emission and adjusting the photosynthesis rate at the same, new 
equilibrium is reached and the carbon concentration in atmosphere is able to 
restore to its initial value, which is the case in scenario 4.  


 
The results of the carbon models indicate that if we want to control the 


increasing CO2 in atmosphere and prevent the global warming, efforts should be 
taken through international cooperation to reduce the CO2 emission as much as 
possible. Meanwhile, other offset mechanism, such as photosynthesis, should be 







provided to lower down the level of CO2 concentration in the atmosphere. 
However, the geochemical processes in Earth system are much more complex 
than we can expect. For example, some research on the carbon budget in 
atmosphere showed that there is an imbalance of carbon mass and part of 
carbon is missing (Gifford, 1994), which indicates that our current understanding 
of carbon cycle is incomplete. Therefore, further research in global carbon cycle 
is highly required.  
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PROPOSAL FOR SIERRA NEVADA MONTANE MEADOW ASSESSMENT 
 


Ryan Lucas 
Graduate Student Researcher 


University of California, Merced 
 


Hypothesis 
Parameters defining a Sierra Nevada montane meadow—including surface area, 


depth, vegetation distribution, groundwater recharge/discharge rates, and presence or lack 
of cattle grazing—significantly impact the role montane meadows play in Sierra Nevada 
watersheds.  Large, deep meadows with low degradation act as storage reservoirs for near 
surface water. 


 
Background 


Montane meadows in the Sierra Nevada Mountains lie in gently sloping terrain.  
They are generally comprised of decomposed granite, fine sediment, and organic matter.  
The water table tends to be relatively shallow and fluctuates on a diurnal cycle due to 
evapotranspiration (ET) and snow melt processes (Wood 1975)—snow melt processes 
dominate the fluctuations at the onset of spring flow through early summer, ET 
dominates the fluctuations from mid-summer until the stream stops flowing or first 
snowfall.  Groundwater is recharged by snowmelt. Although meadows are often assumed 
to act as groundwater recharge points (Wood 1975), we have shown that meadows also 
act as a groundwater upwelling point—recharging the stream. 


Sierra Nevada montane meadows vary greatly in surface area, depth of sediment, 
and distribution of vegetation.  Meadow landscapes are found in both glaciated and non-
glaciated terrain.  Meadows act as both groundwater recharge and discharge locations.  In 
the National Forests of the Sierra Nevada are frequently used as pasture for cattle.  
Although historically grazed by cattle and sheep, meadows in Sequoia, Kings Canyon, 
and Yosemite National Parks are currently protected and not used for livestock grazing.  
(Wood 1975).  Meadows exist in near natural states and in varying degrees of 
degradation; due to land use changes, many meadows are deeply incised by the respective 
stream channels. 


In a previous study in Long Meadow, Sequoia National Park, a water balance was 
calculated for a 24 hour period.  The water balance was calculated by measuring 
incoming and outgoing stream flows and evapotranspiration (ET).  Stream flow was 
measured by utilizing salt dilutions.  Stream stage was measure with logging pressure 
transducers.  Stage and flow data were correlated to establish a rating curve.  ET was 
measure using a large geodesic dome as described by Garcia et al 2008 and Arnone and 
Obrist 2003.   
 
Workplan 


The project will be conducted in two stages: 1) GIS data gathering and analysis 
and 2) field deployments, data collection and analysis. 


GIS data gathering will consist of acquiring DEM, vegetation, and lithology 
layers for montane forests in the Sierra Nevada.  Individual National Forests in the Sierra 
Nevada, comprised of Eldorado, Inyo, Lassen, Sequoia, Sierra, Stanislaus, and Tahoe, 
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Toiyabe National Forests, will be targeted for data.  Additional agencies that may be 
contacted to obtain data are Sequoia/Kings Canyon and Yosemite National Parks.   


GIS layers will be analyzed for meadow size, percent of watershed, depth of 
sediment, lithology, vegetation distribution, location, degree degradation, and any other 
parameters that may become prevalent in the analysis process.  Results from GIS analysis 
will lead to the selection of 2-10 Sierra Nevada meadows for stage 2 of the project.  
Preference will be shown for meadows located in instrumented watersheds in order to 
compare meadow hydrology to the overall watershed hydrology. 


Stage 2 will involve intensive field work in meadows selected by the GIS analysis 
process.  Field work will involve collecting measurements for obtaining water balances 
for the selected meadows.  Surface water flows will be measured by utilizing pressure 
transducers for stream stage, conducting salt dilutions for flow measurements, and using 
the flow and stage data to establish rating curves.  ET will be measured using large 
chamber measurements.  ET measurements will be validated by calculating potential 
evapotranspiration (PET) using the Penman-Monteith equation.  Environmental 
parameters for the Penmen-Monteith equation will be measured by a mobile 
meteorolgical station and taken from literature.  Water balances for the selected meadows 
will be calculated 3-6 times in each meadow to account for seasonal variation. 


Water balance data will be used to compare variation from meadow to meadow 
and for significance of meadow hydrology in the overall hydrologic processes of Sierra 
watersheds.  Analysis of meadows will focus on the storage capacity for near surface 
water in the varying meadow landscapes. 







 


Montane Meadow Assessment Budget 
Existing Equipment, Instruments, and Data 


Description Quantity     
Met Station Tri Pod 30   
Rock Salt 1   
Handheld EC Meter 1   
GIS Data 1   


Additional Equipment and Instruments 
Description Quantity Unti Price Total 


WXT520 Weather Transmitter 1 $2,500  $2,500 
Kip and Zonen NR-Lite 1 $1,404  $1,404 
Plexiglass Dome 1 $500  $500 
Vaisala HM70 Hygrometer 1 $1,850  $1,850 
Fan 2 $40  $80 
Battery 1 $50  $50 
CR 1000 Data Logger 1 $1,382  $1,382 
10 W solar panel 1 $221  $221 
Battery w/ charge controller 1 $235.20  $235 
  equip subtotal $8,223 


Personnel 
Description Rate Hrs./Yrs. Total 


Co-Principal Investigator (hrs) $150 200 $30,000 
Staff (yrs) $46,000 0.5 $23,000 
  Labor Subtotal $53,000 


Food, Lodging, Travel 
Description Rate  Quntity Total 


Food/Lodging (/day/person) $150 150 $22,500 
Travel (miles) $0.505 10000 $5,050 
  FLT Subtotal $27,550 
 Overhead 0.52 $14,326 


  Total Cost $103,099 
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Changes in the Carbon Budget of a Sierran Meadow with Conifer Encroachment: An 


Impetus for Restoration?  


Kaitlin Lubetkin 


Nice Job, A 


 


During the past 150 years, woody species have been encroaching into a variety of semi-arid 


grassland ecosystems (e.g., Humphrey and Mehrhoff 1958; Archer 1989; Brown and Archer 1989; 


Higgins and Richardson 1998; Van Auken 2000). A number of factors have been implicated, 


including fire suppression (e.g., Van Auken and Bush 1997; Takoaka and Swanson 2008), grazing 


(e.g., Brown and Archer 1989; Shlesinger et al. 1990; Miller and Halpern 1998), climate change 


(e.g., Archer et al 1995; Miller and Halpern 1998; Bauer et al 2002), increased CO2 levels (Archer 


et al 1995; Bond and Midgley 2000), and other local factors such as rodent activity (e.g., Tilman 


1983; Berlow et al 2002). Among other grasslands, mountain meadows are experiencing woody 


species encroachment. In meadows, encroachment could be caused by any of the anthropogenic 


factors listed above, or could be the result of a natural succession process following the traditional 


series from lake to meadow to forest (Benedict 1982).  


Regardless of the cause of encroachment, the loss of mountain meadows means the loss of 


important ecosystem services that they provide. A careful examination of ecosystem services that 


are lost with woody encroachment would enable managers to better plan and monitor the 


effectiveness of restoration projects. Many ongoing restoration projects are currently attempting to 


remove woody encroachers and restore meadows to their original vegetation (ex. removal of 


lodgepole pine from Tuolumne Meadows, Yosemite National Park). While some meadows like 


Tuolumne Meadows are restored for the sake of the meadow alone, it is important to have specific 


objectives that restoration will accomplish. It is this that a study of how ecosystem services change 


as a meadow is encroached will provide. 


One ecosystem service provided by mountain meadows is carbon sequestration, which is 


becoming increasingly important in the face of ever rising CO2 levels. As yet, I know of no studies 


that have conclusively shown how a meadow’s carbon budget varies as it is encroached by woody 


species. Therefore, I propose to examine the carbon budget within subalpine meadows in the Sierra 


Nevada at different stages of conifer encroachment. 


An initial estimation was obtained using the following conceptual model and various values 


obtained from the literature. 
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The model was simplified to consider only “young” (<50 yr) and “old” (>50 yr) trees, and 3 


distinct stages of encroachment (uninvaded, transition, fully invaded). Estimates of annual 


productivity of meadow species were obtained from Stolhgren et al (1989), who calculated average 


annual productivity for several high-sierra meadows. Their results differed depending on the 


hydrologic regime, providing reasonable estimates for carbon uptake of meadow herbs at different 


stages of encroachment. Carbon fluxes of “young” versus “old” conifers were obtained from Law et 


al (2001). Unfortunately, these were for ponderosa pine rather than lodgepole pine. Soil respiration 


and litter decomposition rates were obtained from Griffiths et al (2005), who studied soil properties 


at various stages of conifer encroachment into meadows in the Pacific Northwest. Conifer 


Figure 1. Simplified conceptual model for calculating the carbon budget in a meadow at different stages of 


conifer encroachment. This model was used for a preliminary examination of the carbon budget, using values 


from the literature. 
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abundance was estimated based on age patterns found by Haugo and Halpern (2007), and meadow 


species abundance was set to vary inversely with conifer abundance. 


Based on these values from the literature, encroachment stage had a strong influence on the 


overall flux of carbon through the system (Figure 2a). In the early, uninvaded, stage the meadow 


was a net source of carbon, while in the final, fully invaded, stage it was a substantial carbon sink. 


This occurred because of the extremely low photosynthesis rates of the herbaceous meadow 


vegetation (Figure 2b). While respiration rates increased as the meadow became more heavily 


invaded, photosynthesis rates increased more dramatically making the overall flux negative (Figure 


2b). 


A 


B 


Figure 2. Net carbon flux through the meadow at different encroachment stages (A), and variations in 


photosynthesis, respiration, and overall flux (B) as the meadow becomes more heavily encroached. This 


initial model makes it appear that meadows are a net carbon source, and become a sink when encroached by woody 


species. 
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Initially, this model makes it appear that far from being beneficial in terms of carbon 


sequestration, meadow restoration would actually result in turning the meadow from a sink into a 


source. This does not hold with other studies, which have shown that mountain meadows are a net 


carbon sink (Kato et al 2004). However, this initial model was based on literature values from 


different systems measured using different techniques. In order to get a more accurate picture, it is 


imperative that we measure all fluxes within a single system.  


A chronosequence approach would be difficult, because similar meadows are often 


encroached synchronously (Takaoka and Swanson 2008). Instead, I plan to study the carbon budget 


at various points along a transect from the uninvaded interior of the meadow through the transition 


zone and into the mature forest surrounding the meadow. An appropriate meadow will be chosen 


using historical aerial photos to identify a meadow undergoing encroachment. I will specifically 


focus on a meadow experiencing lodgepole pine (Pinus contorta var murrayana) encroachment 


since lodgepole pine is one of the most common encroachers throughout the Sierra Nevada (Helms 


and Ratliff 1987; Eric Berlow, personal communication).  


In order to assess the carbon budget, carbon sinks into and out of the herbaceous meadow 


species versus conifers will be measured. This will include a measurement of photosynthesis and 


respiration rates for both herbaceous species and conifers, as well as measurements of soil 


respiration. Additionally, litter production and decomposition will be measured. 


This study should allow us to get a better understanding of the ecosystem C flux in 


meadows experiencing lodgepole pine encroachement. Hopefully, it will show that pristine, 


uninvaded meadows are a stronger carbon sink than are invaded meadows. This would provide an 


important impetus for managers to carry out/fund meadow restoration projects that target 


encroached meadows. This sort of focused restoration project would have clear goals, and clearly 


ieasurable parameters to be used for gauging its success.  
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Ecosystem Feedback to Climate Change in Boreal Forest 
Yaqiong Lu 


Project Goal 
   The worldwide’s respond response to the climate change includes the increasing sea level, 
diminishing of snow covered areas are has been  validated by both in-suit observation and remote 
sensing data. One of the most complex responses to climate change lies in ecosystems. Changes in 
climate may have a profound impact on terrestrial ecosystems worldwide. Climate conditions, 
including rainfall, seasonal water balance, the length of growing seasons and winter temperatures, 
can strongly influence plant and animal species (Prentice et al. 1992; Woodward et al. 1995). On 
the other hand, change of terrestrial ecosystem, such as shift of vegetation species, could affect 
climate from both biophysical and biochemical aspects. The albedo change due to land use and 
cover shift is a main factor considered in biophysical feedback. The biogeochemical feedback 
mainly focused on the ability of carbon storage in biomass and soil organic matter as increasing 
temperature. 


This proposed research addresses the boreal ecosystem feedback to climate 
change from biophysical and biogeochemical aspects. The warming allowed an expanding 
of suitable climate zone for forest growth to the northern area, which was previously covered by 
snow or glacier. Replacing of snow by forest could resulted a positive warming feedback by 
absorbing more solar energy as significant albedo diminish (Levis et al. 1999,2000). On the other 
hand, global warming could affect the ability of terrestrial ecosystems to process C through 
photosynthesis and respiration and store it in biomass and soil organic matter. Such climate 
induced changes in terrestrial C storage may affect the amount of CO2 in the atmosphere and, as a 
result, create a feedback effect on the climate. 
   The three interrelated goals of the proposed work are the following: 


1) To investigate the net effect under considering the biophysical and 
biogeochemical process together. 


2) To estimate the magnitude of the boreal ecosystem feedbacks. 
3) To determine over for what time scale the boreal ecosystem feedback could 


affect global climate. 
    
Project Objectives 


There are numerous gaps in our understanding of climate-ecosystem feedbacks, 
including the rate at which ecosystems respond to climate change, the magnitude of 
ecosystem responses to climate, the accuracy of estimates of ecosystem influence on 
climate, the way in which these elements are represented in dynamic models of the 
climate system. 
 Before tackling this suite of issues for boreal ecosystem, I simulated the boreal 


forest feedback to climate change using Stella Model (Fig.1). The model results 
showed that the forest covers have significant impact on regional climate. However, 
the Stella model can not well study biogeochemical process.   


With this study, I will estimate the relative importance of climate-ecosystem 
feedbacks to future predictions of climate change in boreal ecosystem, with a 
particular emphasis on native ecosystems and proposed afforestation scenario. I will 
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identify ecosystem types, such as boreal temperate forest, boreal deciduous forest, 
tundra, snow, and critical variables that have the largest leverage on 
climate-ecosystem interactions. To do this in a 1-year timeframe, I will make use of 
data products and models from previous projects and draw on the experience of 
researchers in this region.  


The research objectives of the proposed work are: 
1) To compile extant predictions of future ecosystem distributions based 


on (1) global future climate scenarios and a dynamic vegetation model, and (2) 
proposed options for terrestrial carbon sequestration; 


2) synthesize existing data regarding boreal ecosystem properties that impact 
ecosystem climate forcing (e.g., albedo, rooting depth, canopy height, 
photosynthetic parameters); 


3) To customize an existing regional climate model (1) to more closely reflect the 
character and distribution of boreal ecosystems and their influence on climate, 
and (2) to use near real time satellite observations of ecosystem properties (e.g., 
LAI). 


 
 


 
Figure 1. Stella Model of boreal forest feedback to climate change 


 
 


Scientific and Technical Issue 
Currently the most sophisticated global climate models (GCMs) have a very 


limited representation of ecosystem feedbacks (Torn and Harte 2006). One inherent 







challenge to accurate representation of ecosystem feedbacks in GCMs is that dramatic 
variation in ecosystem properties and behavior exists at very small spatial scales 
relative to the horizontal resolution of the typical GCM. Regional climate models are 
better able to capture this fine scale variation. Another kind of model, called a 
dynamic vegetation model (DVM), has been used to predict potential shifts in 
vegetation distribution, ecosystem productivity, and fire frequency. In this study, a 
land surface model coupled with dynamic vegetation model (LPJ) was incorporated in 
WRF to represent both the biophysical and biogeochemical process. 


Weather Research and Forecasting (WRF) modeling system is a multi-agency 
effort intended to provide a next-generation mesoscale forecast model and data 
assimilation system. The WRF model is designed to be a flexible, state-of-the-art, 
portable code that is efficient in a massively parallel computing environment 
(Skamarock et al, 2005). WRF mainly process the atmosphere movement, the 
precipitation formation and the energy and water transfer between the land surface 
and atmosphere. Lund-Potsdam- Jena dynamic global vegetation model (LPJ-DGVM) 
represent vegetation as spatially independent patches of plant functional types (PFTs). 
Each PFT is represented by an individual plant with the average biomass, crown area, 
height, and stem diameter (woody plants only) of the PFT population, by the number 
of individuals in the population, and by the fractional cover in the grid cell. The 
WRF-LPJ model has three timescales. Surface fluxes of energy, moisture, momentum, 
and CO2 occur at a 20-minute time-step, updating the hydrologic cycle and soil 
temperature every time-step. Carbon is accumulated annually and used to update PFT 
mass, density, and coverage once a year in response to establishment, resource 
competition, growth, mortality, and fire. Leaf area index is updated daily to a 
maximum value set by the annual vegetation dynamics. The model simulates global 
biogeography and biome-average net primary production that are consistent with 
observations (Bonan et al. 2003).  


The planned climate model experiments are summarized in Table 1.I plan model 
simulations under current climate with prescribed CO2 (375ppm) and vegetation 
distribution, and with future climate with dynamic CO2 and vegetation distribution 
calculated by LPJ. The variables differences from the two runs will be computed, and 
then these differences will be compared to determine how future climate change is 
impacted by dynamic future vegetation change. A horizontal resolution of 15-20km, 
constant topography, sufficient time for ‘spin-up’ of soil moisture, and sea surface 
temperatures and atmospheric conditions from global climate model output (historical 
and one future scenario from Community Climate System Model (CCSM) separated 
by ~100 years). Each experimental run will be ~20 years in duration to statistically 
quantify the effects of the vegetation changes on climate. 


 
 


Climate case CO2 Vegetation parameters 
Current climate 375 ppm Lawrence,2007 
Future climate dynamic dynamic 


Table 1. Proposed regional climate model experiment 
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I. Abstract 


The Global Arts Studies Program (GASP) set out to evaluate our Program 


Learning Outcome which states that upon successful completion of GASP, students will 


be able to describe art works in technical or theoretical terms.  We sampled a single 


course in order to understand the degree to which students were able to achieve this 


learning outcome. Using the course requirements as a metric to evaluate student 


outcomes, we have learned that students need more than a single class in order to 


familiarize the theoretical as well as the technical terms and their uses in evaluating 


cultural production. 
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II. Introduction 


GASP developed the following program learning outcome: 


- describe art works in technical or theoretical terms 


As a small program that is not a major, we decided that this was a fundamental 


outcome necessary for students who are often in GASP courses as elective choices. 


However, the ability to describe art works is a necessary first step towards analyzing 


cultural production critically.    


III.  Assessment Methods 
 


GASP decided to use GASP 135, African American music, as an assessment 


standard as it has a high enrollment and requires reading comprehension skills as well as 


the development of listening skills. It is also a conventional lecture course and provided 


ample opportunities to track student progress through film sheets, quizzes and exams. 


Please see the attached syllabus (Appendix A) for details regarding requirements for 


assignments. 


 
IV. Results 
 Based on grades, student comprehension was remarkably high, which resulted in 


many students progressing in their abilities to describe musical works and their 


relationship to larger historical and social conditions. The average final course grade was 


B- (81%). Reading comprehension was deemed relatively high as quiz and exam 


questions directly related to the readings often asked about material not covered in 


lecture. Film sheets helped students not only retain the most salient points of a movie but 


also kept them attentive during the film (they are required to fill out and turn in the film 
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sheet at the close of the class session). They were given their corrected film sheets the 


next class session in order to keep them as study guides for future quizzes and exams. 


 


V. Conclusions and Recommendations 


A. Student Learning 


 While it is difficult to extract from a single course the entire GASP curriculum’s 


results, we are confident that students are ending the semester considerably better 


equipped to describe cultural productions in various media, assess their meanings, and 


analyze their value critically. GASP is continuously attempting to refine course 


approaches in order to gain better PLO results but we are confident that our students are 


benefitting from their course work. 


B. Assessment Methods 


 GASP is hopeful that course requirements and conventional assessment tools such 


as quizzes, exams and research papers will provide the necessary information for faculty 


in curriculum development and implementation. 
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VI. Implications of Proposed Changes (Planning/Budget) 
 


One of the recommendations of the WASC committee that visited the UC Merced 


campus was that the university needed adequate resources to continue the WASC 


accreditation process. Given the large burden on faculty time and effort in order to 


engage in the assessment process, this is largely uncompensated labor that cuts into 


important research and class preparation time.  


 
VII.  Self Evaluation 
 


GASP is optimistic that we can continue to provide students with the necessary 


tools to evaluate and analyze cultural production critically.  
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APPENDIX A 


GASP 135 African American Music 
Fall 2009 
COB 265 


TR 9-10:15AM 
 
Instructor:   Kevin Fellezs  COB 333, kfellezs@ucmerced.edu, 228-4031 
Office Hours:  by appointment 
 
I. Course Description: This course will focus on a central question: how can we 


define “African American music”? In attempting to answer this question, we will 
be thinking through concepts such as authenticity, representation, recognition, 
cultural ownership, appropriation, and origin(s). These concepts have structured 
the ways in which critics, musicians and audiences have addressed the various 
social, political and aesthetic contexts in which African American music has been 
composed (produced), performed (re-produced) and heard (consumed).  


 
II. Course Goals and Outcomes: 
 


a. Course Goals: Students will be introduced to the terms and concepts 
music scholars use in their discussions about music and musical culture. 
Through readings, response papers, in-class discussions and examinations, 
students will gain or deepen familiarity and knowledge of African 
American music culture. 


 
b. Learning Outcomes: Students will know the historical and social contexts 


for the creation of African American music from the arrival of slaves in 
the 17th century up to the present day. Their historical knowledge will 
enhance their appreciation and understanding of the “music itself,” in 
which that history has not only been articulated and expressed by African 
American musicians but has also impacted the appreciation shown (or not) 
by audiences.  


 
III. Format and Procedures:  The course is primarily a lecture format. Students are 


expected to participate by asking and answering questions. Electronic devices, 
including laptops, cell phones and iPods, must be turned off.  


 
IV. My Assumptions: This course is open to all students regardless of musical ability 


or knowledge. This course will assume that students are not knowledgeable about 
music theory or other musical technical knowledge.  


 
V. Course Requirements: 
 


a. Class attendance and participation policy: attendance and participation 
required but not part of the grading.  



mailto:kfellezs@ucmerced.edu
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b. Course readings: see Tentative Weekly Schedule for readings 
c. Required and supplemental readings: see Tentative Weekly Schedule for 


readings 
d. Course assignments and projects: see Tentative Weekly Schedule for due 


dates 
  
VI. Final grade will be based on students’ total points as a percentage of the total 


points possible (SCALE: 90-100% A; 80-89% B; 60-79% C; 50-59% D; 0-49% 
F). The total points possible will be earned from: 6 film sheets; 4 quizzes; a 
midterm exam; and a final exam  
FILMS: There will be 6 (six) films for which there will be a short fill-in paper that 
will be available at the start of the class. Answers will be provided by the film and 
the sheet will be due at the end of the film. 
QUIZZES: here are 4 (four) quizzes for this course. The quizzes will cover small 
sections of material. They will follow the same format as exams: music 
identification, definitions, fill-in blanks, short answers.The listening section will 
be the first part of the exam. If you are late and miss an example, there will be no 
repeat of the musical example. The remainder of the exams will consist of short 
answers and definitions. There will be no makeup quizzes, no exceptions. 
EXAMS: There are 2 (two) exams for this course, the midterm and the final. The 
midterm exam covers the first half of the semester and the final exam will cover 
the second portion of the semester. They will follow the same format: music 
identification, definitions, fill-in blanks, short answers.The listening section will 
be the first part of the exam. If you are late and miss an example, there will be no 
repeat of the musical example. The remainder of the exams will consist of short 
answers and definitions. There will be no makeup exams, no exceptions. 


 
VII. Academic Integrity:  
 


a. Each student in this course is expected to abide by the University of 
California, Merced’s Academic Honesty Policy.  Any work submitted by a 
student in this course for academic credit will be the student's own work. 
[Optional: For this course, collaboration is allowed in the following 
instances: list instances.] 


 
b. You are encouraged to study together and to discuss information and 


concepts covered in lecture and the sections with other students. You can 
give "consulting" help to or receive "consulting" help from such students. 
However, this permissible cooperation should never involve one student 
having possession of a copy of all or part of work done by someone else, 
in the form of an e mail, an e mail attachment file, a diskette, or a hard 
copy. Should copying occur, both the student who copied work from 
another student and the student who gave material to be copied will both 
automatically receive a zero for the assignment. Penalty for violation of 
this Policy can also be extended to include failure of the course and 
University disciplinary action.  
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c. During examinations, you must do your own work. Talking or discussion 


is not permitted during the examinations, nor may you compare papers, 
copy from others, or collaborate in any way. Any collaborative behavior 
during the examinations will result in failure of the exam, and may lead to 
failure of the course and University disciplinary action. 


 
VIII. Accommodations for Students with Disabilities: The University of California 


Merced is committed to ensuring equal academic opportunities and inclusion for 
students with disabilities based on the principles of independent living, accessible 
universal design and diversity. I am available to discuss appropriate academic 
accommodations that may be required for student with disabilities. Requests for 
academic accommodations are to be made during the first three weeks of the 
semester, except for unusual circumstances. Students are encouraged to register 
with Disability Services Center to verify their eligibility for appropriate 
accommodations. 


 
 
IX. Tentative Weekly Schedule: Schedule is subject to change throughout the 


semester for a variety of reasons (guest lecturer, film availability, performance 
scheduling, etc.). Changes to schedule will be announced via UCMCROPS alerts. 


 
Week Learning 


Outcomes  
Readings Assessments 


01 African 
retentions 


Samuel Floyd, Jr., “Transformations” Film sheet for 
Ethnic Notions 


02 Blackface 
minstrelsy 


Eric Lott, “The Blackening of 
America: Popular Culture and 
National Cultures” 


 


03 Early vaudeville; 
ragtime 


Tim Brooks, “Bert Williams and 
George Walker”; Thomas Riis, 
“‘African Operettas’ and Other Star 
Vehicles, 1906-1911”; Ingeborg 
Harer, “Ragtime” 


 


04 Harlem 
Renaissance; 
African 
American art 
music composers 


Samuel Floyd, “African American 
Modernism, Signifyin(g), and Black 
Music”; Josephine Wright, 
“Art/Classical Music Chronological 
Overview”; Olly Wilson, “Interpreting 
Classical Music” 


Quiz #1 
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05 The Blues David Evans, “The Blues: 
Chronological Overview”; Susan 
Oehler, “The Blues in Transcultural 
Contexts”; Angela Davis, “Up In 
Harlem Every Saturday Night: Blues 
and the Black Aesthetic” 


 


06 Early jazz Kathy Ogren, “ ‘Comin’ Down the 
Same Drain’: Performance Practice of 
Bluesmen, Minstrels, and Jazzmen” 
and “From Devil’s Music to Jooking: 
Jazz Performance and the Black 
Community”; Sherrie Tucker, 
“Introduction (to Swing Shift)” and 
“Jazz” 


Film sheet for 
Sweethearts of 
Rhythm 


07 Midterm review  Midterm exam 
08 Post-WWII jazz Paul Lopes, “The rise of a jazz art 


world”; Eric Porter, Introduction to 
What Is This Thing Called Jazz? 
 


Film sheet for Max 
Roach performance 
of “Freedom Now! 
Suite”; John 
Coltrane, 
“Alabama” 


09 Early rock’n’roll; 
soul music of the 
1960s 


Reebee Garafalo, “Crossing Over: 
From Black Rhythm & Blues to White 
Rock’n’Roll”; Brian Ward, “’All for 
One, and One for All’: Black 
Enterprise, Racial Politics and the 
Business of Soul” 


Quiz #2 


10 1970s soul music Mark Anthony Neal, “Soul for Sale: 
The Marketing of Black Musical 
Expression” 


Film sheet for 
Wattstax 


11 Reggae Verena Reckord, “From Burru Drums 
to Reggae Ridims: The Evolution of 
Rasta Music” 


Film sheet for 
Roots Rock 
Reggae: Inside the 
Jamaican Music 
Scene 


12 Hip hop Tricia Rose, “Soul Sonic Forces: 
Technology, Orality and Black 
Cultural Practice in Rap Music”; 
Mark Anthony Neal, “A Soul Baby in 
Real Time: Encountering Generation 
Hip-Hop on Campus” 


Quiz #3 


13 Black rock; 
Afrodiasporic 
“world” music 


Steven Feld, “The Poetics and Politics 
of Pygmy Pop”; Jocelyne Guilbault, 
“Interpreting World Music: A 
Challenge in Theory and Practice” 
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14 Afrofuturism; 
experimental 
music 


Herman Gray, “Music, Identity, and 
New Techonology” 


Quiz #4 


15 Final review Stuart Hall, “What Is This ‘Black’ in 
Black Popular Culture?” 


Final exam 


 
 
 







PLO Assessment Report 


History Program 


UC Merced 


January 30, 2010 


 


I. Abstract 


The History Program set out to evaluate our Program Learning Outcome which 


states that [Upon successful completion of the History major, students will be able to] 


critically read, analyze, and synthesize primary and secondary sources.  We sampled five 


students’ senior theses in order to understand the degree to which they were able to 


achieve this learning outcome. Using an evaluation rubric that we specifically designed 


for this task, we have learned that while students are fairly competent in evaluating 


secondary sources, they are less skillful in analyzing primary sources. 
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II. Introduction 


The history program developed the following five program learning outcomes: 


Upon successful completion of the History major, students will be able to  


(1) Recognize the processes by which societies, cultures, and institutions change over 


time 


(2) Describe particular historical developments and explain their wider historical context  


(3) Critically read, analyze, and synthesize primary and secondary sources 


(4) Use methods of narrative and analysis appropriately for communicating historical 


phenomena 


(5) Identify the various contexts that shape the construction and use of historical sources 


and knowledge. 


We decided to assess learning outcome number three because we felt that 


evaluating senior theses would be particularly helpful in allowing us to understand the 


degree to which students were able to evaluate sources.  Furthermore, by starting at the 


“end” in examining the final project that our majors submit, we will have a better 


understanding of the skills they will need to develop by the time they become seniors and 


embark on their thesis papers.    


The ability to evaluate primary and secondary sources is one of the foundational 


skills that the study of history has to offer.  As they move through the history program, 


we want to be sure that students are accomplished at this skill and can apply it in 


addressing a large historical question in the form of a thesis project.   
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III.  Assessment Methods 
 


Every history major is required, during their senior year, to enroll in History 191, 


a course designed to facilitate the student writing an extended research paper on a subject 


of their choice.  Students choose a faculty member who has some expertise in their 


chosen topic as their thesis advisor, and a second faculty member serves as the second 


reader of the paper. During spring semester 2009, 17 students enrolled in History 191, 


thereby producing a pool of 17 thesis papers.   At the end of the semester, students 


submitted electronic versions of these papers to the instructor of the course.  These papers 


provided a suitable pool for evaluating the PLO.  


The history program decided to evaluate a stratified sampling of five papers, to 


ensure we reviewed a range of student work.  We formed a subcommittee of three faculty 


members--one specializing in American history, one in European history, and the third in 


Middle Eastern history--thereby covering a good deal of the world in terms of the 


subcommittee’s area specialization.  Each faculty member read all five papers and filled 


out the same evaluation rubric.   


In terms of the rubric used to evaluate the papers, the entire history program 


faculty met to discuss and develop the rubric.  In consultation with the UCMerced WASC 


advisory team, we attempted to keep the rubric simple in order to ensure high levels of 


agreement in evaluating the papers.  The rubric was informed by the PLO itself, and was 


a direct outcome of the questions we were seeking to answer.  A sample rubric follows: 
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Paper #________________ 
 
Reader________________ 
 
 
 
 Primary Sources Secondary Sources 
Critically read 
 


  


Critically analyze 
 


  


Critically synthesize 
 


  


 
Key:   
U=unacceptable 
S=satisfactory 
E=excellent 
 
________________________________________________________________________ 
 
 Results of these evaluations have been provided to all history program faculty.  


We have scheduled a series of meetings on the first Monday of each month at 12:00 p.m. 


throughout spring semester 2010 to discuss the results and determine how to revise the 


senior thesis project, according to the following schedule: 


Monday February 1, 2010 


Monday March 1, 2010 


Monday April 5, 2010 


Monday May 3, 2010 
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IV. Results 
The following table summarizes the subcommittee’s assessments of the senior 


thesis projects for each of the five papers in each category, with the ratings of each 


evaluator in separated by slashes (/): 


 Primary Sources Secondary Sources 
Critically read 
 


1. E/S/S 
2. S/U/S 
3. E/S/S 
4. S/S/S 
5. S/U/U 


1. E/S/E 
2. S/S/S 
3. S/S/S 
4. S/S/S 
5. E/E/E 


Critically analyze 
 


1. S/S/S 
2. S/U/S 
3. E/S/S 
4. S/S/S 
5. U/U/U 


1. S/S/E 
2. U/NA/U 
3. S/S/S 
4. S/S/S 
5. E/E/E 


Critically synthesize 
 


1. S/S/S 
2. U/U/U 
3. E/S/S 
4. S/U/S 
5. U/U/U 


1. S/S/E 
2. U/U/U 
3. S/S/S 
4. S/U/S 
5. S/E/E 


 


Since the senior thesis represents the final culmination of the skills that students 


learn at the end of their four year history major program, we would expect students to 


perform in the satisfactory or excellent range in all categories, with most students 


receiving an “excellent” in most categories.  This was the first year that we assessed this 


particular PLO and we have nothing to compare our results with within the history major 


program at UC Merced.  We have, however, created a “baseline” that will allow us to 


evaluate improvement in subsequent years.   However, while there was considerable 


agreement in most of the rankings, the problems all three readers had using the rubric 


(see below VB) vitiate against any too detailed analysis of the data. 


The results indicate that students had the greatest difficult, in general, in critically 


synthesizing primary and secondary sources, while they were best at critically reading 
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secondary sources. Average performance in all categories is as follows, giving each 


evaluation letter a numerical amount (E=1, S=2, U=3): 


 Primary Sources Secondary Sources 
Critically read 
 


     2.06     1.66 


Critically analyze 
 


     2.2    1.93 


Critically synthesize 
 


    2.4     2.06 


 


 Primary Sources Secondary Sources 


Critically Read 2.06 1.66 


Critically Analyze 2.2 1.93 


Critically Synthesize 2.4 2.06 


 


Ranked student skills according to these numbers going from best to worst are as 


follows: 


Ranking # Skill 


1 Critically reading secondary sources 


2 Critically analyzing secondary sources 


3 Critically synthesizing secondary sources 


3 Critically reading primary sources  


4 Critically analyzing primary sources 


5 Critically synthesizing primary sources 
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These results indicate that in general, students were better in analyzing secondary 


sources than they were in analyzing primary sources, and they were best in reading, then 


analyzing, and finally synthesizing those sources.  
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V. Conclusions and Recommendations 


A. Student Learning 


 It is difficult to evaluate the implications of the results that we obtained from this 


assessment exercise.  The results may be considered valid in that they confirm what the 


faculty in the program suspected about student abilities, based on classroom experience. 


A more detailed discussion is in Section B below.  In general, students need to improve 


their skills in evaluating primary sources, and they need to improve their skills in 


synthesizing both primary and secondary sources.  Part of the problem, we feel, has to do 


with the nature of the senior thesis assignment itself and the way that the History 191 


course has been taught.  We are recommending two changes in terms of curriculum.  


First, we plan to change the nature of the senior thesis assignment. Rather than assign a 


large and extensive research paper, which is potentially intimidating and unwieldy for 


students, most of whom do not plan to pursue graduate studies in history, we intend to 


make the senior thesis a capstone project, which would be a shorter assignment that will 


allow students to utilize their skills in synthesizing sources in a more manageable fashion.  


Secondly, we plan to have a more structured format for HIST 191, with regular meetings 


that provide a framework for pursing research.  A second change we are making is to 


revise History 100, the required course on historiography, to prepare students for HIST 


191.  Finally, in upper division courses we are emphasizing the development of skills in 


research and analysis.  


B. Assessment Methods 


 The subcommittee ran into a number of problems regarding (1) the specific rubric 


that we used to evaluate the theses, and (b) the use of a rubric in general. There was a 
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spectrum of opinion on these issues within the subcommittee.  All members found the 


rubric we used to be problematic, as evidenced by the following comment:  “This one 


seemed TOO simple for me to register my evaluations.  I.e. most of them used primary 


and secondary sources, but they chose to write narrative which made it much more 


difficult to assess how critically they were engaging with them.” One member suggested 


improving the specific rubric that we used, and provided the following modification (in 


draft form):   


Excellent Primary sources are used effectively, 
with a critical sense of the issues they 
raise 


Secondary sources and 
existing historiography are 
engaged critically and 
analytically 


Good Primary sources are used well, clearly 
presented and used to advance the 
argument 


Secondary sources are used 
and critically evaluated 
without a larger sense of the 
historiography 


Fair  Primary sources are used, but not used 
to advance the argument 


Secondary sources are used, 
but not critically evaluated 


Poor No primary sources are used Secondary sources are 
deployed uncritically as 
sources of narrative. 


  


There was also some discussion regarding the entire practice of using a rubric to 


evaluate a student paper.  The statement below, written by one subcommittee member 


sums up this perspective.  These issues will be discussed during the meetings scheduled 


for spring semester, 2010, as the history program continues their assessments.   


The exercise of attempting to apply our rubric to a sampling of history 
senior theses left me with the conviction that it is simply not an 
appropriate tool for assessing this kind of work.  I believe that the problem 
was not with the design of our rubric per se, but rather with the attempt to 
substitute a rubric for a narrative evaluation.  While rubrics can be a useful 
tool in some circumstances, they are simply inadequate when it comes to 
evaluating the complex mixture of evidence, analysis, opinion, and 
narrative that goes into historical writing.  A rubric might be useful in 
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assessing a basic question such as whether students consulted primary 
and/or secondary sources in writing their thesis.  Much more meaningful 
in terms of assessment, however, is whether students used such sources in 
a critical and appropriate manner in service of crafting an historical 
analysis.  Such an assessment must, by definition, be subjective and 
holistic and cannot be meaningfully captured by a rubric.   


 The broader issue here is that for assessment to be meaningful, it 
must be true to the way we work and think within our disciplines.  History 
as a discipline embraces a broad range of methodologies and ways of 
knowing.  While some of what historians do is quantitative and “data-
driven,” much of our work is subjective and narrative-based.  In assessing 
our student’s historical writing, I can think of no alternative to a narrative 
evaluation that allows for a nuanced, holistic consideration of the work in 
question.  We would never consent to a peer-review of our own work that 
took the form of a rubric.  Nor do we rely on such methods in our courses, 
where any rubric or grade is also accompanied by a narrative evaluation.  I 
believe that any attempt to capture the strengths and weaknesses of our 
History program as a whole must rely on the same techniques that we use 
in our scholarship and our teaching.  It must also include an honest 
admission that our assessments, like the rest of our work in history, are 
inherently subjective and hence cannot be meaningfully quantified.   
 


In light of these comments, during our spring semester meetings, we will re-evaluate the 


phrasing of the  PLO, potential structures for assessment next year, as well as revisions to 


the history major and particularly the capstone course. 
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VI. Implications of Proposed Changes (Planning/Budget) 
 


One of the recommendations of the WASC committee that visited the UC Merced 


campus was that the university needed adequate resources to continue the WASC 


accreditation process.  The history program applied for funding in order to undertake the 


assessment described in this report, but budget cuts and budget shortages resulted in the 


funding for this grant being cut.  Given the large burden on faculty time and effort in 


order to engage in the assessment process, this is largely uncompensated labor that cuts 


into important research and class preparation time.  
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VII.  Self Evaluation 
 


Criterion 1: Assessable Program Learning Outcome (PLO).  Developed.  The 


PLO we chose refers to ways in which students are able to demonstrate learning skills 


related to the evaluation of primary and secondary sources.  We developed a rubric but it 


needs further modification, as discussed above.   


Criterion 2: Valid Evidence.  Developed.  We obtained evidence in the form of 


senior theses, and our rubric assessed the levels of student competence in each category.  


The evidence chosen, the senior thesis paper, was the most appropriate evidence we 


could use to collect meaningful data.   


Criterion 3: Reliable Results.  Developed.  Our results were reliable within the 


context of the fact that we were evaluating narrative, which is by nature subjective and 


difficult to reduce to a rubric.  This was our first assessment exercise, which provided us 


with a baseline with which to further modify our assessment criteria in order to ensure 


uniformity.   


Criterion 4: Results Summary.  Developed.  The results of our assessment appear 


above in a number of tabular and summary formats in order to facilitate evaluation of 


student achievements.   


Criterion 5: Conclusions and Recommendations. Developed.  Our history 


program has met and discussed the results of this assessment report.  We have made 


specific recommendations regarding changes that need to be made in the HIST 191 


course, both in terms of how it is taught and in terms of revising the assignment.  We 


have had discussions about the problem regarding using a rubric to evaluate narrative.  


Further discussions are scheduled to continue our plans and assessments.  Our faculty are 
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not only enthusiastic and deeply committed to student learning, but excited about the 


changes that we are making to the program.   
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Appendix I: Student Work  
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The purpose of this thesis is to analyze both the historiographical and philosophical 


conceptions of determinism, and to examine the ways in which a more philosophically based 


characterization of the concept might be beneficial to the study of history. The concept of 


historical determinism has become bad word of sorts, and is often linked to the deep meaning 


interpretations of history championed by the likes of Hegel and Marx—interpretations of history 


that have to an extent fallen out of favor among mainstream historians. As a result, there is very 


little relevant debate pertaining to the topic of historical determinism today. Conversely, there is 


a great deal of philosophical discourse dealing with determinism. The vast amount of literature 


both for and against the notion of determinism has provided philosophers with a complex and 


sophisticated understanding of the subject. This thesis will ague that the application of a 


philosophical approach to the idea of determinism in history would be helpful in understanding 


the causal relationships that maintain a central role in historical analysis. 


 For the time being, we can think of causal determinism simply as the idea that if one 


possessed perfect knowledge of the state of the universe and the laws that govern it, one could 


predict with absolute certainty all future states of the universe. This is a highly simplified version 


of the determinist thesis, and we will see later on that such a characterization fails to tell the 


whole story. However, at this point in our discussion this simple conception of the thesis will 


provide a starting point which is more or less compatible with popular philosophical and 


historiographical conceptions of the term. Furthermore, a deterministic perspective can be 


understood as one in which an individual accepts the above thesis and therefore lives under the 


assumption that all events take place in a continuous causal network. This too will be elaborated 


upon further as we go on, but for the moment this description will be sufficient for our 


immediate concerns. 







 In The Landscape of History, John Lewis Gaddis briefly addresses the illusive topic of 


historical determinism. Gaddis defines the term as “the conviction that things could only have 


happened the way that they did” (140); he goes on to warn about the pitfalls of adopting such a 


perspective by stating that “Our responsibility as historians is as much to show that there were 


paths not taken as it is to explain the ones that were” (141). I take no issue with the latter point, 


indeed it fits quite nicely into a causal deterministic analysis of history, but Gaddis' 


characterization of determinism is oversimplified to the point of resembling fatalism, a 


superficially similar, but ultimately very different concept wherein ends are predetermined or 


otherwise fated regardless of the actions—be they causally situated actions or not—of any 


individual. It is this sort of misrepresentation of the concept that has led to a flawed and 


uncharitable understanding of a very complex subject. Ironically, it is also Gaddis who, in an 


earlier chapter of the very same text, gives a superb analysis of complex causal relationships in 


terms of historiographical analysis. 


 Understanding the complexities of causality is the first and most important step toward an 


understanding of determinism. In philosophy, the concept of causality and that of determinism 


are very much linked—hence the term causal determinism—but in historiographical analysis 


there seems to be a strange disconnect between the two ideas. It is necessary for historians to 


posses an intimate understanding of the nature of causal relationships in order to understand past 


events and to put them in context. If we are to analyze the paths not taken as Gaddis has 


suggested, should we not also attempt to situate such analysis within the causal network? In 


simpler terms, if the historian is to analyze what could have happened, it is also just as necessary 


for the historian to consider what need be different to allow for such a change. To assume that an 


event could have happened differently without considering the necessary changes in the causal 







context would be a shortsighted move on the part of the historian. 


 The disconnect between causality and determinism in historical analysis may be due in 


part to an association between the concept of determinism and the more fatalistic interpretations 


of history. Causal determinism has very little in common with Hegelian or Marxist 


interpretations of history, but it is relatively easy to mistake one for the other. This is a result of 


the closely related nature of determinism and fatalism. Although these two terms are easily 


confused, they are fundamentally different concepts. The Hegelian and Marxist interpretations of 


history relate to fatalism in that they are  wholly predictive, prescriptive, and attempt to find 


meaning in history; deterministic analysis does quite the opposite. Determinism is predictive 


only under the condition of perfect knowledge, non-prescriptive, and can be considered 


meaningful only in its attempts to find causal relationships in the context of history. 


 There is a particular danger in associating the idea of causal determinism with the 


philosophy of Hegel as his philosophy was in many ways a reaction against the idea that 


historical events were in any way determined (White 82). Although Marx incorporated Hegel's 


idea of change, his conception of history was also rooted in physical and social reality 


(Heilbroner 144). Regardless of the degree to which Marx attempted to incorporate cause into his 


theories, his conception of history, like Hegel's, had a definite, entirely prescribed, and ultimately 


fatalistic end in man's “struggle for his own humanity” (White 286). Both Hegel and Marx have 


in common theories which are wholly predictive in the absence of perfect knowledge. This 


complete knowledge of future outcomes based on imperfect knowledge of causal relationships 


goes against the idea of causal determinism wherein events are predictable only in the event that 


one possesses perfect knowledge of the universe and its laws. 


 As we have seen, the most immediate hazard of a deterministic perspective is the 







unfortunate ease with which causal determinism can be confused with fatalism. Although the two 


concepts are superficially similar, they are fundamentally different. Causal determinism is 


determined in the context of the causal system, fatalism is predetermined in relation to fate, 


destiny, or some other inevitable force which leads all events to some ultimate end. Causal 


determinism only relates to the system of cause and effect, each event determining the next. 


Assuming perfect knowledge of all laws of the universe, one could predict the outcome of an 


event based on events prior. If there were any change in the prior chain of causes, or if there was 


a change in the laws governing the universe, there would be a change in the outcome of events. 


In a fatalistic system the outcome is inevitable regardless of changes in the preceding events. 


 The difference between the quasi-fatalistic interpretations of history found in Hegelian, 


Marxist, or the various other interpretationalist conceptions of history and the deterministic 


perspective is not in the identification and emphasis of causes, rather it is in the interpretation 


and end result. Firstly, the deterministic approach differs from the interpretationalist in that the 


laws being dealt with are physical and valueless whereas the laws of the Hegelian and Marxist 


interpretation are respectively rational and social in nature and deal are very much tied to value 


judgments, especially in the case of the latter. Secondly, the ends of determinism are forever 


obscured in the absence of perfect knowledge whereas the ends of interpretationalism are largely 


prescribed despite a lack of knowledge pertaining to the specifics of the small-scale causal 


relationships involved in bringing them about. Interpretationalist “theories hypothesize large-


scale social forces, of which the individual people are but unwitting instruments in the pursuit of 


ends that they do not even recognize” (Rosenberg 117). Though this characterization may 


superficially resemble determinism in form, they are vastly different in many regards. Unlike 


interpretationalism, determinism deals with the causal network both on the small-scale as well as 







the large-scale. There is no guiding force, no theme, and no end of history for the determinist, at 


least not in the interpretationalist sense. There nearest thing to a guiding force in determinism are 


physical laws, the nearest thing to an end of history is the end of  conscious experience. 


 Like any other science, history is intricately linked to the causal sequence of events. If 


one is to understand history they must also understand causality. It would be much more 


beneficial for the historian to understand determinism in the context of causality rather than in 


fatalistic terms. The understanding of complex causal relationships necessary for a chartable 


interpretation of determinism is already present in the methodology of history, the problem 


relates more to nomenclature than anything else. As long as historians understand determinism in 


fatalistic terms, they run the risk of overlooking the importance of analyzing causal relationships. 


Causality is central to human understanding, and without understanding of the present adequate 


understanding of the future can hardly be expected, without contributing to the understanding of 


the present or the future, history becomes little more than the retelling of past events for the sake 


of the narrative. If history is to continue proving its merit as a social science, it must consist of 


more than a collection of interesting stories. 


 More than merely cleaning up the language of history, a determinist perspective would 


help to introduce a greater degree of objectivity into the discipline. By analyzing history in terms 


of cause and effect rather than in the context of a series of equally possible alternatives, 


historians would be better able to describe their subject matter in objective terms. It is important 


to note that a deterministic perspective does not outright eliminate the concept of agency from 


the analysis, rather it interprets choice in different terms. An agent can be seen as making a 


choice in terms of determinism, but cannot be seen as having a choice in the choice made. For 


example, in a deterministic system I may choose to eat a turkey sandwich rather than a ham 







sandwich, but in the context of the causal system, ham was never really and option. Thus an 


agent may make a choice for various reasons which can be explained in causal terms, but any 


sense of having a choice is a phenomenon of conscious experience. Such an understanding of 


agency in limited terms can be considered a form of soft determinism. A deterministic 


interpretation of history that failed to account for agency in any respect would be an example of 


hard determinism. As agency is a central concept to historical analysis, a soft deterministic 


perspective would obviously be a more appropriate application to the discipline. 


 So if we are to assume that the concept of causal determinism is largely misrepresented in 


a historiographical context, what then is the proper conception? For the answer we need look no 


further than philosophy. In the simplest terms determinism is the theory that in the current state 


of the universe only one outcome is possible. The subtle difference between determinism and 


fatalism relates to where one puts the emphasis in this description. The determinist is concerned 


with the current state of the universe—if the state of things were different, the outcome would be 


different. The fatalist is concerned with the outcome which will remain constant regardless of 


any changes in the state of things. As the determinist is oblivious to the outcome in the absence 


of perfect knowledge, all one can do is observe past states and attempt to define causal 


relationships with which to predict future outcomes. For the determinist it is the causal process 


that is worthy of analysis much more than the predicted outcome. 


 Among the most well stated characterizations of causal determinism is that of Ernest 


Nagel who explains that: 


It is evident that if a deterministic  system is in a definite state at a given time, the 


occurrence of that state at that time is determined—in the sense that the necessary 


and sufficient condition for the occurrence of that state at that time is that the 







system was in a certain state at a certain previous time. Moreover, if a variable of 


the system has a certain value at a given time, that value can be said to be  


determined by the state of the system at any prior time—that is to say, the 


necessary and sufficient condition for that variable of the system having that value 


at that time is that the system was in some definite state at some prior time (191). 


Although Nagel gives a very technical account of determinism, it is immediately evident that he 


makes no mention of future states, instead opting to characterize the system in terms of present 


and past states. This is not a mistake on Nagel's part, rather his definition of determinism 


emphasizes the fact that, in the absence of perfect knowledge, one can only guess as to future 


states based on observation of present and past states. Thought Negel's account may not come 


across as immediately accessible, the concept is deceptively familiar. E. H. Carr quite clearly 


illustrates this familiarity in his analysis of the human personality, which he claims “is based on 


the assumption that events have causes, and that enough of these causes are ascertainable to build 


up in the human mind a pattern of past and present sufficiently coherent to serve as a guide to 


action” (122). It is indeed difficult to imagine a world in which one's actions had no predictable 


consequence or past experience held no significance in one's decision making process. If it is 


difficult to imagine a present wherein causation holds no bearing, can the past effectively be 


considered devoid of causal relationships? For the determinist, the answer is a resounding no. 


 I contend that the adoption of a deterministic perspective in line with a philosophical 


understanding of the concept would be advantageous to the analysis of history. Such a 


perspective would be beneficial to understanding the causal relationships between past events, 


and would demand a more rigorous analysis of what why events happened the way they did. 


Furthermore, any theories utilizing a counterfactual basis would be required to explain what 







would have needed to be different in order to allow for such an unfolding of events to occur. It is 


not enough to examine what other choices could have been made by a historical agent, one must 


also examine why such choices were not made in the context of the causal system. Most 


importantly, it is only fitting that if the concept of determinism is going to be referenced in the 


context of any discipline, it should be done so with a fair degree of understanding. 


 Although there are many benefits to applying a philosophical understanding of causal 


determinism to historiographical analysis, there are also many pitfalls wherein there is room for 


further misunderstanding. We have already addressed the issue of fatalism in some detail, but 


there is also the danger of nihilism or in finding meaning where there is none. As we have seen, 


it is very easy for the theory of determinism to be identified with concepts with which it is not 


wholly linked. Just as there is a danger in oversimplifying determinism in history, there is also a 


danger in extending the implications of such a perspective beyond what is beneficial to the 


discipline. Ultimately, the potential hazards are far outweighed by the benefits of adopting the 


determinist approach to historiography, but it is critical that the pitfalls are addressed in detail; 


there is no benefit in substituting one oversimplification for another. 


 Nihilism, or the rejection of the idea that there is any meaning or value in human 


existence, is also an idea that should not be associated with determinism. The belief all events 


exist in a causal network that is ultimately determined does not entail a rejection of the value of 


the human experience. In the event that determinism is a correct assessment of the nature of the 


universe, what has changed? The answer is, of course, nothing. Determinism is not an explicit 


rejection of agency, ethics, or subjectivity; it is only a perspective. It is merely the notion that 


things happened the way the did for a reason—not some grand predetermined, fateful, or 


preordained reason—but because all events can be situated in a dynamic system of causes and 







effects. Being aware of the causes of an event does not render said event valueless, but it does 


change how it is perceived. It is in this manner that cause and meaning are related, but the former 


is not a negation of the latter. 


 In discussing causation, historical understanding, and nihilism, it seems appropriate to 


briefly address the contributions of that most infamous of philosophers: Friedrich Nietzsche. 


Unlike Hegel or Marx, Nietzsche did not try to interpret history in fatalistic terms, nor did he 


attempt to characterize it in the context of causal determinism; his “purpose was to destroy belief 


in a historical past from which men might learn any single, substantial truth” (White 332). Of 


course, Nietzsche's views run counter to the idea that there is anything to be learned from history, 


be it entirely factual or merely interpretive. However, it is difficult to take seriously Nietzsche's 


nihilistic interpretation of history in that it suggests not only that nothing could be learned from 


the study of history, but also that nothing can be gained through the study of natural science nor 


from human experience in any respect. Not only does Nietzsche's philosophy go against the most 


basic tenets of causal determinism, it also attempts to undermine historical analysis, therefore we 


can safely conclude that neither Nietzsche nor nihilism in general is a particularly effective 


counter to the incorporation of causal determinism in historical analysis, unless one is 


simultaneously willing to deny the validity of historical analysis in any form. 


 Conversely, one must not overcompensate for nihilism by attempting to impose meaning 


were there is none. In a deterministic system there is not deep meaning in the Hegelian or 


Marxist sense; indeed, there is no intrinsic meaning in the causal chain at all. The only guiding 


powers in the causal system are the laws which regulate it. It is through an objective 


understanding of these laws that a subjective meaning can be derived. Of course, the more 


objectively grounded the subjective analysis, the more universally convincing the meaning is 







likely to be. Ultimately, meaning is based on prediction, prediction on analysis, and analysis on 


observation. Just as one should not abandon all meaning as a result of causal analysis, one cannot 


impose meaning on the causal system as meaning is ultimately subjective. The determinist 


historian must simultaneously resist nihilism on one end, and the imposition of deep meanings 


on the other. 


 Gaddis, in response to Carr, contends that  “History is either predetermined or it isn't; and 


if it isn't then surely some parts of it could have happened in some other way” (101). However, 


as Nagel has pointed out, “the assumption that a system is deterministic does not entail that the 


the states of the system are predictable” (191). In order to avoid the pitfall of fatalism, one must 


understand the subtle but significant distinction between a predetermined state and a causally 


determined one. The idea that events are predetermined assumes that a given event is ultimately 


inevitable as it has been preordained or otherwise fated. To claim that an event is causally 


determined is merely to say that it happened according to causal relationships which we are to 


some extent ignorant of. If, and only if, one possessed complete and perfect knowledge of the 


current state of the universe, all past states of the universe, and all of the laws that govern the 


universe would it even be conceivable that one could predict with certainty a future event. Even 


with such knowledge, there is still the inescapable distinction between fate, which deals with an 


inevitable future state, and cause, which deals with a past state as it relates to an effect. 


 As Gaddis has argued, the historian must examine what happened as well as what could 


have happened, but I have argued that in order to do this one must also consider what must have 


been different in the causal system in order for such an option to have been available. Our 


analysis of the path not taken can be broken down into three fundamental questions: What did 


happen? What could have happened? And what needed to have been different in order to allow 







for a counterfactual sequence of events? It is the role of the historian to answer each of these 


three questions, and I contend that these three questions can be answered best through a 


deterministic analysis of the causal network. As we analyze the role of causal determinism in 


each of these three questions, the importance of such a perspective will become increasingly 


evident. However, in all three cases an understanding of causality is key. 


 The question of what could have happened otherwise is central to the historian. Without a 


sense of what could or should have happened, the historian would be severely limited in their 


ability to draw comparisons between past events and current ones. It is this ability to relate the 


past to the present that is a primary justification for the study of history. It is in this manner that 


historians look to the past in order to understand the present and perhaps even better the future. 


Although such counterfactual thought experiments about what could have been the case are 


irrelevant from a fatalist perspective, the very assumption that if historical agents had acted in a 


counterfactual manner, events would have unfolded differently serves to reinforce the idea of 


causality. Determinism, unlike fatalism, does not contradict such causal relationships, rather it is 


the direct link between cause and effect on which causal determinism is based. Counterfactual 


analysis such as this is not only compatible with determinism, it supports the interpretation of 


causality in which it is grounded. 


 Gaddis provides a particularly effective defense of the use of counterfactual analysis in 


historical inquiry: “Because not all sources survive, because not everything gets recorded in the 


sources in the first place, because even if they were reliable no participant would have witnessed 


all of an event from all possible angles, we can never get the full story of what actually 


happened” (103). Although Gaddis has oversimplified causal determinism, his analysis of the 


nature of counterfactual analysis is entirely valid. I have argued that an adoption of a 







deterministic perspective would be beneficial to counterfactual analysis, as well as the analysis 


of history overall. Gaddis' work has to this point been presented in contrast to a deterministic 


approach to history, but on the subject on counterfactuals Gaddis himself seems to have 


unwittingly adopted a position fully in line with that of the proponents of determinism. 


 The value of counterfactuals in history is that “Counterfactual reasoning can help to 


establish chains of causation” (Gaddis 102), but is it possible to establish chains of causation 


without perfect knowledge? Of course, the answer is no, at least not in absolute terms. However, 


absolute knowledge of a deterministic system is never attained even in the small-scale controlled 


experimental environments of the natural sciences. Therefore, in history, as with our everyday 


experiences, we must fill in the blanks with our limited knowledge of causal relationships. 


Determinism is not, as is commonly believed, concerned with what will inevitably happen—this 


can never be known for sure—rather the determinist perspective focuses on why things are the 


way they are in the context of the way things were. This sort of analysis is meant to provide 


understanding in a manner similar to the way one can typically predict the manner in which a 


close friend will react to a situation more accurately than those of a complete stranger. 


 Few people can predict with much certainty precisely how they would act in a given 


situation, much less a complete stranger. The subjects which the historian deals with are 


strangers of time and space, culture and convention; furthermore, the subjects of historical 


inquiry are only partially revealed under the best of circumstances. Gaddis reminds us that 


“None of this means, though, that we lack a basis for determining causes in history: it only 


means that our basis is a provisional one” (103); here, Gaddis touches on an important aspect of 


the deterministic perspective. Determinism has a dual meaning of sorts: On the one hand 


consequences are determined by their antecedents; on the other, the agent of inquiry must 







determine the relevance of the causes in a very imperfect manner using very imperfect 


knowledge. We can contrast this later point with the idea that the relevance of events is in their 


being predetermined by the system itself. The causal system only that: a system. It is not self-


aware, it lacks an agenda, it is merely a series of causal relationships—the system has no plan, no 


ultimate goal, no overarching theme—it is only a pattern to be investigated by those that are self-


aware. Gaddis repeatedly makes the mistake of confusing determinism and predeterminism. His 


theory supports the former and denies the latter, but he has confused the language of the terms to 


the point of using them interchangeably. 


 Although a deterministic perspective might not seem immediately necessary to 


understanding what has happened, causality is central to the understanding of a past event. In 


order to understand any event, one must have some understanding of the relationship between 


cause and effect. They must have some conception of how things became the way they were in 


order to understand why they are not what they are not. If I open my refrigerator to find every 


egg broken, I must at the very least have some idea that something has made them thus. If we 


look at an event in the past, something must allow us to conclude that things have changed, that 


an event has occurred, and that the state of things beforehand is different than after. It is in this 


context that we observe, or at least infer causality. If eggs were broken something had to have 


caused the change, determinism situates these changes in a complex system of causes and 


effects. However, the determinist does not claim certain knowledge without precise 


understanding of the causal relationships. 


 It is not enough to merely assume that an event could have happened differently and 


analyze the effects of such a counterfactual state of affairs. The historian must delve deeper and 


address what would have needed to happen differently in order for the counterfactual event to 







occur. One should not start simply by assuming that a historical agent could have simply chosen 


to act in a different manner than they in fact did, but give a proper analysis of the events that 


prompted the agent to take such action, and provide a counterfactual explanation for why things 


might not have happened the way they ultimately did. Historians should not merely dream up 


counterfactual situations for the sake of having them, rather they should base such exercises in a 


strong understanding of the manner in which the event did play out. From the deterministic 


perspective, events in history happened the way they did because given their situation in the 


system of causes and effects, it is the only way they could. 


 In The Landscape of History, Gaddis claims that “three sets of distinctions that have to be 


made in connecting causes with consequences: one between the immediate, the intermediate, and 


the distant; a second between the exceptional and the general; and a third between the factual and 


the counterfactual” (95). We have already dealt with the relevance of counterfactual analysis in 


some detail, so our focus now is on the first two distinctions. These distinctions deal with the 


relevance of causes to the event being analyzed. The first of these deals with the relevance of the 


causes through time, while the second deals with the sufficiency of causes. Understanding the 


different types of causes is critical to a deterministic interpretation of historical analysis. Even 


the determinist will concede that some causes are less relevant to the analysis of a particular 


event than other more immediate causes. The importance of adopting a deterministic perspective 


is that, although one can overlook the less relevant causes in the context of their analysis, the fact 


that the relevant causes exist in a complex causal network cannot justifiably be overlooked. 


 While taking into account the relevance of causes is central to the role of the historian, 


understanding the conditions of the time and place in question is also crucial. Unfortunately, the 


historian must reconstruct such conditions using whatever limited information is available. 







Considering the difficulty involved in understanding the historical scene in any detail, it is 


understandably difficult to provide in-depth analysis of the antecedents. This is where the 


attempt to establish general laws becomes key, but as Nagel points out “even if we knew all the 


relevant laws pertaining to the traits of an event under study, we are rarely if ever in the position 


in historical investigations to specify more than a fraction of the initial conditions for the 


application of those laws. Because of our ignorance of many if not of most of these initial data, 


we can therefore state only some of the necessary conditions for historical occurrences” (198). 


Of course, only identifying some of the necessary conditions leaves the historian with very little 


to work with in attempting to recreate the causal network; this is why it the consideration of less 


immediate causes becomes important in establishing patterns upon which to base general laws. A 


deterministic perspective does not rule out the importance of distant or intermediate causes 


solely on the grounds that they are not immediately relevant to the analysis as such causes in 


addition to the established necessary conditions can provide a greater degree of understanding 


than the established necessary conditions alone. 


 Although the determinist would contend that any historical event exists within a network 


of causal events which can be thought of as a continuous system consisting of chains of causal 


relationships, the historian must decide at what point the chain must be broken in order to have 


some starting point for analysis. I have argued the importance of not ignoring the causal system 


in historical analysis, but it would seem that the endless nature of causal relationships would 


force historians to  trace the chain of causal relationships all the way back to the beginning of the 


universe. Nagel  has shown this infinite regression of causal analysis to be unnecessary as “an 


explanation can be completely satisfactory, even though in offering it we are assuming 


something which has not in turn been explained” (196). So it is safe for the historian, even the 







deterministically minded one, to determine for themselves at which point in the never ending 


chain of cause and effect that the causal relationships no longer  have a direct and meaningful 


relevance to their area of interest. However, the determinist historian must not fail to realize that 


such distant and seemingly less relevant events may indeed have previously unforeseen 


significance to their investigation. This is the subtle distinction between the determinist historian 


and the non-determinist historian. 


 In Guns, Germs, and Steel: The Fates of Human Societies, Jared Diamond put an 


emphasis “on the search for ultimate explanations, and on pushing back the chain of historical 


causation as far as possible” (9). Despite the reference to fate in the books title, Diamond 


manages to construct a conception of world history that puts causal relationships at the forefront 


of inquiry. Although Diamond, like Gaddis, explains causal relationships in the context of a 


chain of events, what he ultimately provides the reader with is a complex causal network wherein 


explanations are provided in far reaching, general, and causally sound terms. In essence, he 


provides a deterministic analysis of world history. Diamond's success is a result of his 


unwillingness to oversimplify the causes. Perhaps Diamond is more willing than many historians 


are to dive deep into the the causal network—far beyond the traditional bounds of historical 


analysis—to ground his observations in a naturalistic foundation, but it is not how far back in 


human history he is willing to go that is of importance to our discussion, it is how effectively he 


stays on the track of deterministic causal analysis. 


 The perspective which a satisfactory understanding of determinism provides is not a 


radically different from the current system. Diamond's work represents only the most extreme 


case of such a perspective. The deterministic perspective is not meant to convert the methods of 


historians to those of physicists, rather it is meant to remind them of the nature of the system in 







which the events they are studying take place. Whether historians concern themselves with a 


highly specific case or a broad general theory is a matter of preference, and both hold merit 


assuming that both areas of study are firmly grounded in causal analysis. Furthermore, the 


adoption of such a perspective is not meant to remove value judgments from the analysis, the 


deterministic perspective is merely intended to “develop a self-awareness and self criticism with 


respect to all kinds of particular value considerations” (Markovic 292). The deterministic 


perspective does not seek to remove the human aspect from the study of history, rather such a 


perspective attempts to balance the human element with the factual, interpretive value with 


causal objectivity. 


 Given the requisite knowledge, nothing is beyond deterministic analysis. Therefore, 


unless a controlled environment wherein a part of the causal system can be examined 


independently of influence of the unknown and potentially unknowable parts of the system, the 


interests of the determinist researcher are necessarily multidisciplinary in nature. Perhaps in the 


laboratory a deterministic approach can be applied to a controlled experiment, but historians, as 


well as most other social scientists, lack this luxury. Despite the lack of controlled observation 


“Historians are in the main habitually interested in accounting for the occurrence of only a 


somewhat limited class of traits; and they normally also seek to explain them in terms of a 


comparably restricted set of traits characterizing events” (Nagel 201). This does not go against 


the determinist perspective, in fact analysis of a select class of variable can be useful in 


determining causal relationships on a small scale. However, the determinist historian must, at the 


very least, be mindful of the notion that the small-scale analysis fits into a larger causal network 


with which the generalizations must also be compatible, but large-scale generalizations must not 


be forced on the small-scale system if they are incompatible. In this case the large-scale 







generalization must be updated to take into account the small-scale analysis. 


 Historical causation is a complex subject, and numerous works have dealt with the 


concept in great depth and detail. In the context of our interests it would be advantageous to 


address causality in the simplest terms possible for the sake of both accessibility and brevity. A 


particularly simple account of historical causality is given by Frederick J. Teggart in Theory and 


Process in History: 


'Cause' is conceived as an activity which operates to produce an 'effect'. To the 


Historian cause means the existence of will or activity on the part of some person 


or persons. Now historical investigation yields only isolated facts, and for the 


purposes of historiography these must be connected. The assumption is that the 


facts ascertained constitute a series of such an order that between any two of its 


members other series of inferred happenings may be interpolated (70). 


Although this account of historical causality is sufficiently brief as well as accessible, there are a 


couple of points which require discussion. Firstly, we must address the manner in which the idea 


of the will is conceptualized from the deterministic perspective. In referring to the will, the 


determinist is not referring to a power of conscious beings to exercise influence over or 


otherwise manipulate the causal environment in which they exist, rather it refers to the self-


aware manner in which conscious beings are an active part of the causal network. In essence, the 


will refers not to a power over the causal system, rather it is that conscious attribute that allows 


the being to be aware of the system in which they are a part. Secondly, as the determinist sees all 


factors as variables in a dynamic causal system, the determinist historian may very well be 


obliged to take into account those pieces of the causal puzzle that are not directly related to the 


activity of a historical agent. Although the focus of historical inquiry is on the human activity, 







non-human aspects of the broader deterministic system should not be overlooked simply because 


they do not pertain directly to traditional limits of historical analysis. Diamond's work 


exemplifies this multidisciplinary underpinning of deterministic historical analysis. 


 The role of generalization in history is central to our discussion of determinism, and is 


worth exploring in some detail. Historical generalization suggests that one has the capacity to 


observe and define general laws which can be used to explain historical events and, presumably, 


to predict with some degree of certainty future events. Carl G. Hempel gives a particularly useful 


description of the relationship between explanation, prediction, and determinism: “While in the 


case of an explanation, the final event is known to have happened, and its determining conditions 


have to be sought, the situation is reversed in the case of a prediction: here the initial conditions 


are given, and their 'effect'—which, in the typical case, has not yet taken place—is to be 


determined” (234). In the case of both explanation and prediction, as with determinism, there is 


always some aspect of the relationship that is known, and some aspect that is unknown. Contrary 


to the popular misinterpretation of determinism, events cannot be predicted with absolute 


certainty unless one possesses perfect knowledge. Furthermore, as historians lack perfect 


knowledge of past events for various reasons which we have already discussed in detail, past 


events cannot even be explained with absolute certainty in the absence of perfect knowledge. 


Deterministic historical investigation, as it is firmly grounded in causal analysis, would provide a 


fuller understanding of causal relationships which in turn would provide better explanation. 


Better explanation of past events would provide better generalizations with which to make more 


accurate, though imperfect, predictions. 


 The confusion between the idea that events are determined and the idea that events can be 


predicted is common not only in historiographical conceptions of determinism but also in 







popular philosophical characterizations of the term. Although the two terms are undoubtedly 


related, they are far from synonymous. Among the most detailed arguments against this common 


misconception of the two terms is Nagel who, in Determinism in History, not only gives a 


fantastic account of the relevance of determinism to historical analysis, but addresses many of 


the misconceptions about determinism as a theory in general. His analysis of unpredictability is 


as follows: 


In one sense, an event is unpredictable if, because of the state of our knowledge 


and our technology at a given time, the event cannot be foretold at all, or only 


with some degree of precision. In the second sense of the word, an event is 


theoretically unpredictable if the assumption that its occurrence can be calculated 


in advance, whether at all or with unlimited precision, is incompatible with some 


accepted theory of science. In neither of these senses, however, is 'unpredictable' 


synonymous with 'undetermined' (196). 


Taking into account our discussion of the necessity of perfect knowledge to prediction in 


determinism, it should be immediately clear why it is that predictability and determinism are not 


synonymous in Negel's first sense. The distinction of Nagel's second sense of the term may be 


somewhat more difficult to understand. The concept of theoretical unpredictability as it relates to 


determinism is tied to one of the more convincing arguments against the idea of causal 


determinism: the idea that causal determinism is in many ways refuted by quantum mechanics. 


 Quantum mechanics is much too technical a subject to be described in great detail here, 


but it is nonetheless a vital consideration when discussing possible arguments against 


determinism, or more specific to our immediate aims, in discussing distinctions between 


prediction and determinism. The most obvious response to the problems raised by quantum 







mechanics is that raised by Nagel himself, who argued that “even though quantum theory places 


an upper bound on the precision with which subatomic processes are predictable, it surely is not 


nonsense to hold, as Planck, Einstein, and De Broglie have in fact held whether correctly or 


mistakenly, that an alternative theory may eventually be constructed which will not impose such 


theoretical limits on precise predictions in that domain” (197). Doubtless that there are countless 


opponents of determinism who are entirely unconvinced by this appeal to an as of yet unproven 


overarching deterministic theory of quantum mechanics, I will present another response to the 


problem of reconciling quantum probability and determinism.  


 If one is willing to accept that the sense in which events can be predicted, even with 


perfect knowledge, is potentially probabilistic in nature, then events may be determined by their 


causes in probabilistic terms. Regardless of whether or not effects can be predicted in absolute or 


probabilistic terms, there are still causes. In this case the causal chain exists only in the context 


of past events, and future events could only be assigned an accurate probability of occurring even 


with perfect knowledge, but as human beings do not, and likely will never posses such 


knowledge, is this probabilistic determinism significantly different from absolute determinism 


from the perspective of human understanding? I believe the answer is no, but admittedly we have 


entered the realm of speculation, but the speculative nature of this position can be compensated 


for in some degree by grounding it pragmatically. In practice, the assumption that causal 


relationships cannot be determined with any degree of certainty would not be productive in the 


context of either a probabilistic or absolute deterministic system as such a perspective would fail 


to assign any value to the observation of causal relationships that may be useful in developing a 


better understanding of such a system. Even in a universe where such no such system existed, 


despite the fact that the perspective that there was no causal relationships probabilistic or 







otherwise would be correct, it would do nothing to improve understanding as events would be 


neither probabilistic nor absolutely causally linked in nature and any sense of understanding 


would merely be an illusion of the mind in an essentially random universe. In the event that our 


universe is determined only in probabilistic terms as those who appeal to the current 


understanding of quantum theory would suggest, a strictly deterministic approach would be 


forced to adapt any general laws until all probabilistic occurrences which took place prior to the 


present were accounted for. Of course, these deterministic theories would ultimately be wrong, 


but they would likely become more reflective of the probabilistic nature of the universe as time 


went on and the theories were continually updated. In the event that there does exist some 


overarching laws which determine even what we currently perceive to be probabilistic quantum 


mechanics, holding a probabilistic view of the universe would lengthen and complicate the 


process of zeroing in on such laws. Simply put, adopting a entirely non-deterministic view is not 


beneficial in any of the three worlds which I have described, a probabilistic deterministic 


perspective is highly beneficial in one whilst being mildly beneficial in another, and a strictly 


deterministic perspective is beneficial in two of the three possible worlds. From this perspective 


it seems clear that a deterministic model of either form is preferable to none at all and, assuming 


my account is convincing, the strictly deterministic perspective is at least mildly preferable to the 


probabilistic one. 


 In discussing the closely related concepts of explanation, generalization, and law, it is 


important to distinguish as clearly as possible between the implications of each. As these ideas so 


nearly resemble each other in form, it is much to easy to confuse one for another, especially in 


the context of deterministic analysis wherein any explanation can be—assuming perfect 


knowledge—explained in terms of general laws. Furthermore, the explanations provided by 







historians are typically not empirical in nature, therefore it becomes necessary to distinguish 


further between empirically based general laws and the non-empirical explanations provided by 


historical analysis, even assuming that such analysis is deterministic in nature. The subtle 


distinction between rational explanation and general law is perhaps mapped out best by William 


Dray: 


If y is a good reason for A to do x, then y would be a good reason for anyone 


sufficiently like A to do x under sufficiently similar circumstances. But this 


universality of reasons is unlike the generality of an empirically validated law in a 


way which makes it especially hazardous to say that by giving a rational 


explanation, an historian commits himself to the truth of a corresponding law. For 


if a negative instance is found for a general empirical law, the law itself must be 


modified or rejected, since it states that people do behave in a certain way under 


certain circumstances. But if a negative instance is found for the sort of general 


statement which might be extracted out of a rational explanation, the latter would 


not necessarily be falsified (132). 


Although the determinist believes that all events can ultimately be described in terms of general 


laws of an empirical nature, the best they can hope to provide in the absence of perfect 


knowledge or controlled conditions is general statements of a rational nature. The benefit of a 


deterministic perspective over a non-deterministic perspective is that the former assumes that 


empirical laws are possible, therefore rational explanations should be constantly challenged and 


updated in order to move closer to the empirical ideal. In the absence of such general empirical 


laws, it is necessary to base historical explanation on imperfect rational generalizations in order 


to understand the causal system in any capacity. Of course, a distinction must be made between 







the deterministic perspective wherein general explanations are a temporary stand-in for empirical 


laws, and that which assumes no such laws exist. 


 As we have already discussed at great length, at best determinism allows for accurate 


prediction only in the context of perfect knowledge. Furthermore, in the absence of perfect 


knowledge, a precise understanding of the past is equally impossible. However, in everyday life 


human beings make countless decisions—setting aside for the moment the question of to what 


degree these decisions are determined causally—pertaining to their futures, with presumably 


much less than perfect knowledge. It seems safe to assume that the average human being, lacking 


though they may be in perfect knowledge of all the laws of the universe, is effective enough at 


making predictions based on a limited knowledge of causal relationships. Nagel gives one of the 


most well stated descriptions of the role of folk-determinism in human understanding: 


It would be just silly to maintain that the whole of the human future is predictable 


by us, or that our present information suffices for retrodicting every element in the 


human past. But it would also be absurd to hold that we are completely 


incompetent to do any of these things with reasonable assurance of being correct. 


It is banal to note that our personal relations with other men, our political 


arrangements and social institutions, our transportation schedules, and our 


administration of justice, could not be what they are, unless fairly sate inferences 


were possible about the human past and future (197). 


The study of History, with its focus often on specific, though far from causally isolated events, is 


no less deeply rooted in a causal framework that can often times be overlooked. This is not 


necessarily due to ignorance on the part of the historian, rather it is as much a result of being all 


too familiar with the specifics of their research. There is as much a danger both in becoming too 







focused on too small a section of the causal system as there is in overlooking the specifics of the 


causal relationships, if not more of a danger. Although broad rational generalizations and general 


laws are far from being the same, generalizations often form a basis for new laws, but this can 


only be done if specific situations are taken into account. However, too much emphasis on a 


specific event, area, individual, or object fails to take the vast majority of the system as a whole 


into account. This also applies to counterfactual analysis which, as we have seen from earlier 


discussion, is critical to historical inquiry. 


  If events could not have played out differently as a result of their being 


determined by their causes, why conduct counterfactual analysis at all? The answer is relatively 


simple: Counterfactual analysis allows the historian to apply the events of a former time to those 


of today. Of course, the causal context for any two events are likely to be vastly different, but the 


historian cannot help but examine what might had happened if they knew then what we know 


now. The historian analyzes what could have happened differently then in order to know what 


should happen now. Our understanding of the world around us is grounded in our observations of 


causal relationships around us. When I see the ball bounce, I am prompted to believe that it will 


bounce again. If the ball does indeed bounce my expectations are fulfilled, if it does not my 


expectations are frustrated and I must update my understanding. 


 Historical observation, no matter how firmly grounded in causal analysis, would be 


nearly entirely without purpose unless it enhanced our understanding of other historical events or 


the current state of affairs. The benefit of a deterministic perspective is in its ability to isolate the 


causal interactions of events in order to piece together a better understanding of the analysis 


through observation of prior effects. In essence, we better understand the manner in which the 


ball bounces, because we have found the common threads through each observation. If similar 







historical events emerge from similar causes and result in similar effects, a pattern can be 


developed to explain such an occurrence. Ultimately, the historian's expectations will either be 


fulfilled or frustrated through further analysis of the causal system that is history; assuming the 


former the prediction will be further validated, in the case of the latter it must be updated. 


 A major benefit of a deterministic perspective in history is that it puts the focus on causal 


relationships, and a major benefit of a causal focus is that—assuming the analysis of causes is 


correct—it potentially increases the objectivity of the historian. Of course, the role of objectivity 


in history, and in social science in general, is heavily debated. A satisfactory definition of 


objectivity is given by Peter Novick who states that “the  value of an interpretation is judged by 


how well it accounts for the facts; if contradicted, it must be abandoned” (2). What is and is not 


to be considered a fact is understandably a point upon which there is much disagreement. In the 


absence of perfect knowledge there is no way to know precisely what is true and what is false, 


but if explanation is firmly rooted in causal analysis, and if one backs up said analysis with 


sound generalizations, such explanations would be more firmly rooted in fact than more 


interpretive and less deterministic methods. However, until general laws pertaining to historical 


analysis—if such laws can indeed be formalized—true objectivity will continue to be an illusive 


ideal in historiography. That being said, the determinist historian assumes that general laws are 


potentially identifiable, and therefore objectivity is an appropriate aim. 


 Through an objective understanding of causal relationships, a deterministic approach to 


history allows for a better understanding of events as they are situated in a causal system. Simply 


put, if one can understand the antecedent causes and the resulting effects surrounding an event, 


one can better understand the event itself. Presumably similar causes would result in similar 


events, therefore a deterministic perspective allows for a degree of predictive power. However, if 







one does not observe similar results under similar conditions, what action should be taken? In the 


event that a deterministic model is proved inaccurate, it must be updated—but this does not 


warrant an abandonment of the entire deterministic perspective. Perceived causality is merely the 


application of observation, in the event that the causal model was incorrect, the observation 


should be readdressed. Without a sense causal relationships, it would be impossible for the mind 


to predict, understand, or function. 


 Without causality the aforementioned system of fulfillment and frustration could not 


exist, without expectations based on observations there would be no basis for learning, without 


the ability to learn from the past there would be little reason to study history. Thus causality is 


key to observation, and observation necessary for historical analysis. Historical observation 


would be useless without being causally grounded. A determinist perspective would put the 


observation of causal processes at the forefront of historical analysis, but still allow for the 


application of past lessons to current issues. A causal determinist perspective gives meaning to 


historical observation. The more grounded an observation is in the causal framework of the 


event, the more accurate predictions based on such an observation can be expected to be. 


Prediction, as with any science, is key to the practical application of historical analysis. 


 History, as with any other field of inquiry, would be ultimately useless if it did not 


provide understanding in some sense. A deterministic perspective is not necessary in this context 


as not every historian has adopted such a stance, yet such history is not utterly useless; we can 


therefore conclude that not all historical understanding is necessarily derived from a 


deterministic approach to history. However, there are some ways in which the deterministic 


approach can provide better understanding. Looking back at our discussion of Carr and Nagel we 


can recall that an understanding of the causal relationships around us is central to human 







deliberation and action, a strikingly similar argument is presented by John Tosh in Why History 


Matters, but in this instance it is analogy, not causality which is the focus: “All human beings 


engage in almost continuous analogical reasoning as a means of finding their bearings in 


constantly changing circumstances. Most of the time we do not look for absolute repetition; we 


refer to our previous experience as much to establish what it is not, as to confirm what it is” (63). 


This account of analogy is so strikingly similar to the accounts of causality by Carr and Nagel 


because it is through analogy that causality is understood, and it is causality that defines 


determinism. Therefore, the concept of analogy is central to the deterministic position. It is 


through analogy that causal comparisons can be made, it is through these comparisons that 


generalizations can be made, and it is through the successes or failures of these generalizations 


that general laws can ultimately be hypothesized. 


 It was not the intention of this thesis to establish the truth of determinism, rather it was a 


twofold objective of clearing up historiographical misconceptions pertaining to determinism, and 


establishing the practicality of a deterministic perspective in the study of history. On both of 


these positions I feel the arguments I have provided are sufficient enough to open up the minds 


of historians to a position which they may have at one time misunderstood and prematurely 


dismissed. Those who are adamantly against deterministic principles will most assuredly not be 


phased by my argumentation, but those who have put little thought into the concept may be 


surprised to find that a deterministic stance might actually may be useful in historical analysis. 


Philosophers and historians alike potentially have something to gain through the analysis of the 


practical applications of a theory which is all too often dismissed. 


 Perhaps, this pragmatic characterization of determinism is more easily understood than 


the more esoteric theoretical conceptions. The perspective for which I have argued is one 







intended to emphasize those qualities of the historian which are already characteristic of the 


discipline, but do so in a manner that in conducive to interdisciplinary considerations. The 


acceptance of the deterministic principles which I have introduced would not greatly alter the 


proven methodologies which are currently favored by historians, but it hopefully misconceptions 


about what fits into said methodologies have been appropriately dealt with. Although much of 


the preceding pages have taken the form of a critique, it is not because historians are wrong in 


their analysis, rather historians are quite effective in their analysis of history, but at least on this 


one issue I contend that at least in some cases they were mistaken in their philosophy. 


 This determinist perspective which I have described at length is intended to highlight the 


positive manner in which historians are already aware of and dealing with casual analysis. Rather 


than providing an argument against common historical conceptions of causation, the determinist 


perspective is meant to provide a philosophical basis for analysis that is consistent with both 


philosophical and historical conceptions of causation. Furthermore, this argumentation has 


hopefully provided a clearer understanding of the manner in which determinists in both fields 


perceive causal relationships—a manner that is not starkly different from commonly held 


perceptions of causation among philosophers, historians, and those individuals not actively 


involved in the academic community. The subtle change in perspective that has been argued is 


one of increased attention to the causal network of which history is a major part. 


 The concept of objectivity was only lightly touched on during this paper, and this was 


intentional. The nature of determinism automatically assumes that objectivity will be attained as 


rational generalizations are updated and modified into general laws. Objectivity, as it relates to 


history is a much more complex subject. Whether or not can or should be a desirable ideal for the 


purpose of historical analysis, and it is one that the deterministic perspective cannot quite answer. 







Objectivity seems possible in the case of perfect knowledge, but even the determinist must 


consider whether such knowledge is even attainable. The perspective which I have argued for 


relates to how one views the causal connections in history, and it is not an unattainable one. 


However, complete objectivity in any field seems a much more difficult mentality to implement. 


It is because of this that the topic of objectivity was addressed only insofar as it related to the 


deterministic perspective. 


 Ultimately, what has been argued is a deterministic perspective which, if adopted, would 


call for a strict consideration of causation in order to produce rational generalizations—or in the 


best of cases general laws—which could increase the overall understanding of the past, present, 


and future links in the causal chain. Furthermore, such casually based generalizations may be 


used in order to establish analogies to past and present conditions to further promote 


understanding. Rather than characterizing human beings as unwitting objects caught in a flood of 


events outside their control, I have tried to characterize the human being as an active observer 


which, despite being a part of the causal system, is also the sole entity for which the otherwise 


unconscious interaction of physical bodies has any meaning. The deterministic approach changes 


nothing save the perspective one takes toward the nature of causation. 
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This paper will examine the intersection of the students of 


the Free Speech Movement and Civil Rights Movement.  Although 


occurring nearly a decade apart in time, they have many 


similarities, but also many differences.  People might naturally 


assume that the FSM is an extension or product of the CRM and it 


clearly is not.   


The Civil Rights Movement (CRM) began in 1955 and the Free 


Speech Movement (FSM) began in 1962 and climaxed in the fall 


semester of 1964 at the University of California at Berkeley. 


It is October 1964 in Berkeley, California. On Sproul 
Plaza, outside the administration building of the 
University of California, a sprawling crowd of 
students surrounds and immobilizes a car full of 
police to prevent them from taking a student activist 
off to jail.  Laughing gaily at their ability to 
immobilize the dreaded Berkeley police force, the 
students sing civil rights songs, a few pass out 
joints, and together they begin to form the collective 
identity that would eventuate in the Free Speech 
Movement. Without having the words to express it, they 
feel themselves to be in the presence of something 
new, at the center of a history they are making, and 
at the start of a new social movement. The sense of 
uncertainty and virtually unlimited possibility is 
pervasive. 1 


 Had I been a student at this time, I think I would have 


found it hard not to have been involved in the Free Speech 


Movement.  Although, it is hard to imagine which area of 


involvement I would have participated.  I could easily have seen 


                                                            
1 Meyer, S. David, Tarrow Sydney, A Movement Society: Contentious 
Politics For a New Century, page 1  
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myself being one of those students surrounding a cop car, 


passing out leaflets at Sather Gate, standing on top of a stage 


speaking on behalf of my fellow students or cramming myself 


inside Sproul Hall with hundreds of other students. I do know 


that the fight for the freedom of speech would have been enough 


to get me motivated, especially on a University of California 


campus and at a time when civil rights were being fought with 


such vigor. 


THE IMPORTANCE OF THE MOVEMENT   


The importance of this movement on an institution is small 


in scope compared to the United States as a whole.  However, if 


it was not for the students of the University of California at 


Berkeley paving the way for other universities, I myself a 


student at a UC campus may have not been able to express myself 


the way we as students do today.  I find the freedom of speech 


is an integral part of how students are not only able to express 


themselves, but also find the creativity in achieving their 


goals.  Having the ability to express your self is a huge part 


of a persons’ identity.  At any time being involved with 


something such as constitutional or political rights there is an 


uncertainty of where it all will end and if it will be viewed as 


successful now and in the future.  Students of the University of 


California at Berkeley much like protestors of other movements 
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were faced with these challenges as well.  However, because the 


students were persistent in their fight for constitutional 


rights within an institution they were able to create history in 


due part because it had not ever before been done.   


Former demonstrators and protestors of this era might 


conclude that it was the civil-rights movement that was 


responsible for getting the Free Speech Movement ignited.  There 


is evidence to suggest that is just not the case.   


Since the Civil-rights movements was responsible for 
the pressures applied to the university which led to 
the suppression of free speech and free political 
expression and their interests were the one most 
seriously threatened, the civil-rights activities took 
the lead in protesting the suppression, and many 
concluded that the FSM is an extension of the civil-
rights movement.2   


STUDENT ACTIVISTS 


Weinberg wrote that very few civil rights activists made up 


a small part of the ardent FSM supports3.  My research also 


supports that the students were diversified in their agendas and 


political views, but banded together for the Free Speech 


Movement.  The civil rights activists were more interested to in 


sitting at tables handing out leaflets, or publicly advocate any 


agenda.  At the heart of the dispute for the FSM was the ability 


                                                            
2 Jack Weinberg. “The Free Speech Movement and Civil Rights”. 
1965. 1 
3 Jack Weinberg. 2 
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for students to express themselves and their feelings of 


alienation with respect to university institutions.  


Two of the most basic themes that began to emerge in 
the very first speeches of the protest and that have 
remained central… and a demand that the voices of the 
students must be heard.4  


POLITICAL DIFFERENCES 


While some of the students wanted to have their voices 


heard, others were motivated by their own agendas. Some of the 


white middle class students who set up information tables on 


university property outside Sather Gate actually got their civil 


rights experience by working through non-violent civil 


disobedience programs the previous summer while working for the 


black civil rights organizations in South.   


From the diary, “Present at the Birth: A Free Speech 


Movement Journal,” Robert Hurwitt wrote on Sept 23, 1964: 


“Outside the kids were getting tired of the one lyric and some 


tried to vary (sic) it, substituting lyrics more traditionally 


associated with their own particular political group, but we 


monitors kept a lid on for the sake of unity. One CORE (Congress 


of Radical Equality) member began shouting freedom slogans and 


was surrounded by some of the monitors who argued with him, 


trying to calm him down, while I keep the line moving. We 


                                                            
4 Jack Weinberg, The Free Speech movement and Civil Rights, 1965, 
2 
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diverted the line and started back to Sproul Hall. The CORE guy 


was hot as hell and wanted to keep up his one man demonstration 


even after everybody else had left.”5 Hurwitt indicated in his 


journal that the “CORE guy” he encountered that night later said 


that he thought the movement was self-defeating and involved too 


many compromises and did not care if he was disruptive.  Many of 


the students were not civil rights activist and were there to 


only further their own agendas. “Some of the professed monitors 


kept the students in line that may have wanted to go rogue at 


the demonstrations.”5 Hurwitt’s diary suggests that the students 


were there for different reasons other than the Free Speech 


Movement.  


Many of the Free Speech protestors did not have the same 


political or social agendas as other students prior to this 


encounter with those who banded with them.  


Hurwitt wrote in a 1964 diary entry: “The Free Speech 


Movement was made up of representatives from each of the 


political groups that opposed the university rules, and a 


twelve-person steering committee elected by the executive 


                                                            
5 Robert Hurwitt. “Present at the Birth: A Free Speech Movement 
Journal”. 7 
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committee. … The vast majority of those who sat around the 


police car belonged to none of the organized political groups.”6 


Correlations of civil rights and free speech movement can 


be assumed by the fact that on November 20, 1964 the Board of 


Regents approved a new policy that identified certain campus 


areas in which student planning, implementation, fundraising and 


recruitment would be permitted “for lawful off-campus 


activities.”7 To the students, this qualification seemingly 


prohibited supporting black civil rights organizations involved 


in civil disobedience against Southern racial segregation laws. 


According to Weinberg, “students wanted to have some input 


on this lonely existence, wanted to be heard and considered. 


Much of the FSM is a response to the movement followed directly 


on some action by the administration which neglected to take the 


students, as human beings into account and which openly 


reflected an attitude that the student body was a thing to be 


dealt with, to be manipulated.”8 While Weinberg was not a student 


at the time, he was arrested for his participation and was going 


to be taken to jail had it not been for Mario Savio standing 


atop the police car.   


                                                            
6 IBID 
7 Constitutional Rights Foundation. The Berkeley Free Speech 
Movement: Civil Disobedience on Campus. Page 3 
8 Jo Freeman, The Berkeley Free Speech Movement, 2004, page 2 
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Ron Enfield, Jack Weinberg the man in the car, Berkeley 
Library, 1996


 


Steven Marcus, Mario Savio speaking from police car, Bancroft 
Library, October 1, 1964 


 


Some of the Berkeley students capitalized on the Civil 


Rights Movement that had already been in full swing. It is 


apparent to me that the Civil Rights Movement although different 


in many respects was an inspiration for some the students at 


Berkeley. Students sang civil rights songs that became a mental 


cue for other people observing and participating in the free 


speech movement. Noted folk-singer Joan Baez visited the campus 
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during the height of the protest and performed for the students. 


These songs had a definite impact because of the political times 


and forces that were driving the civil rights movement.  Even if 


the masses were unaware of the Free Speech Movement, they could 


relate to the Civil Rights Movement songs.    


People could identify with the struggles of the movements 


and in this case the Free Speech Movement had a direct relation 


to the Civil Rights Movement.  Although there were people who 


did not agree with the Free Speech Movement or the Civil Rights 


Movement, the impact within communities could be seen and heard.  


Berkeley was a fertile environment for the birthplace for the 


FSM.  The atmosphere of Berkeley, the students and the political 


and social timing could not have been any better for the FSM to 


be born and gain attention on a national stage.  


 Students of the FSM protesting the establishment were 


familiar with picketing and demonstrations through the Civil 


Rights Movement. Some of the white middle class students of 


Berkeley had been trained only the summer before and gained 


valuable experience with non violent civil disobedience while 


working for black civil rights organizations in the South. Mario 


Savio happened to be one of those students who participated in 


the South.  The Civil Rights Movement had already set a cast 


that would prove useful in moving forward some of the FSM 
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students.  I think that while the students may have had 


different motivations they banded together for a common cause.  


Students wanted their voices to be heard.   


MARIO SAVIO’S IMPACT WITHIN THE FSM 


Identities of students during the Free Speech Movement and 


the Civil Rights Movement were formed during this time. Due to 


the fact they were students and protesting they may have 


appeared to be similar.  They were fighting for the equality of 


human rights.  Mario Savio, a young and charismatic speaker 


would become the face and voice of the FSM.  He probably never 


imagined that he would be forever linked to the infamous 


Berkeley moment on top of the Police car at Sproul Hall. 


In one of Mario Savio’s speeches before the FSM sit-in he said: 


We have an autocracy which runs this university. It’s 
managed….I ask you to consider: if this is a firm, and 
if the Board of Regents are the …  then I’ll tell you 
something; the faculty are a bunch of employees, and 
we’re the raw material! But we’re a bunch of raw 
material(s) that don’t mean to have any process upon 
us, don’t mean to be made into any product, don’t mean 
to end up being bought by some clients of the 
University, be they the government, be they industry, 
be they organized labor, be they anyone! We’re human 
beings!9 


Average students and people became public heroes during 


these times of struggle and growth at the University of 


                                                            
9 Free Speech Movement Archives. Mario Savio’s Speech Before the 
FSM sit-in. 1 
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California at Berkeley.  They were not Hollywood actors. They 


were people who believed their voices could be heard and 


ultimately they thought they could make a difference.  And I 


believe they did. During the Free Speech Movement, Mario Savio, 


Jack Weinberg, Bettina Aptheker and Jackie Goldberg emerged as 


some of the more notable heroes of the FSM who were fighting for 


the first amendment rights. 


The young maverick’s words exemplify the student alienation 


that was being felt at the time of the FSM. Students wanted to 


have the administration understand their dissatisfaction and 


take charge of their own learning experience.  The system in 


which the students belonged to, needed to change.  They felt the 


University of California at Berkeley needed to recognize the 


needs of the student and change their policies on free speech.   


The students of the Free Speech Movement took it upon 


themselves to insure their own form of success in winning the 


dispute versus the University of California at Berkeley.  Not 


only were they students, but they were U.S. citizens too.  There 


is nothing in the constitution that says if you are a student, 


you do not have the same rights of a U.S. citizen.  It raised 


many questions about whether or not the university had the 


control to limit the freedom of speech of its students.   
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SIMILARITIES BETWEEN THE CIVIL RIGHTS MOVEMENT AND THE FREE 


SPEECH MOVEMENT 


The Civil Rights Movement was a great example for activists 


who modeled their techniques of protest after it.  Civil 


disobedience for later activists had been created through the 


Civil Rights Movement.  Many Northern California white students 


became involved in social activism and radicalized their 


approach through examples based on the Civil Rights Movement. 


Student movements were founded “out of the collapsing ‘old left’ 


emerged new organizations on the left side of the political 


spectrum.”10 “They were largely compromised of young 


intellectuals, based in elite state colleges, united in their 


commitment to racial equality, and energized by a range of other 


local issues.”11 Many of the young radicals were in search of a 


new form of political involvement and rejected the current 


system they found themselves in.   


In their search for an identity within the system they 


created a movement that got the attention of the media, the 


American public and the United States Government.  As Michael 


Rossman wrote, “[t]he trademark of old radicalism was a 


political ideology with historical roots and structural goals. 


                                                            
10 Van Gosse, Rethinking the New Left: An Interpretive History 
(New York: Palgrave MacMillan, 2005), 5 
11 Van Gosse, Rethinking the New Left, 12 
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The trademark of the new radicals [was] a primitive, moral 


ideology.”12 The students of these movements weren’t necessarily 


looking to re-invent the wheel. They were looking for change at 


a time when so much was changing.  This change included the 


freedom of speech and political expression on a level that was 


beneficiary to student institutions such as the University of 


California at Berkeley.   


PORT HURON STATEMENT 


One of the most influential and political documents of this 


time was the Port Huron Statement.  One of the first lines of 


the Port Huron Statement reads, “We are people of this 


generation, bred in at least modest comfort, housed now in 


universities, looking uncomfortably to the world we inherit.”13 


Hayden’s statement is calling for a change in American Democracy 


with the idea that participation among Americans could alleviate 


some of the adversity the American Government was dealing with. 


In return the political indifferences the “new left”14 was 


challenging could be met with some sort of understanding.  “It 


was “a new politics, somewhere between liberalism and 


radicalism, non-Marxist but open to social analysis, and focused 


on a total democratization of society- the economy, schools, and 
                                                            
12 Michael Rossman, Looking Back at the Free Speech Movement 
(1974) 
13 Tom Hayden, The Port Huron Statement, 1962 
14 Van Gosse, Rethinking the New Left 
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government institutions.”15 The contemporaneous efforts in the 


South by civil rights activists were much more influential in 


respect to the Free Speech Movement.   


In other words, the Free Speech Movement had a small amount 


of influence on the students compared to that of the Civil 


Rights Movement. It is important to remember that the Civil 


Rights Movement was being fought for the equality of all U.S. 


citizens, whereas the Free Speech Movement in Berkeley pertained 


strictly to the rights of the students.   


Student activists in Berkeley were further energized 
and mobilized by the events of 1964, which led to the 
birth of the Berkeley Free Speech Movement or FSM.  
These events were, as participant Michael Rossman 
notes, a turning point, rather than a beginning.  By 
1964, The movement itself had become a presence, 
forcing all the young to begin in some way to define 
themselves with respect to it16: “student political 
activism was the only major expression that clearly 
belonged to the young.   


 


THE FIRST AMENDMENT 


The first amendment of the Bill of Rights clearly states: 


Congress shall make no law respecting an establishment 
of religion, or prohibiting the free exercise thereof; 
or abridging the freedom of speech, or of the press; 
or the right of the people peaceably to assemble, and 


                                                            
15 Van Gosse, Rethinking the New Left, page 69 
16 Michael Rossman, The Turning Point 
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to petition the government for a redress of 
grievances.17 


 


The students of Berkeley became exempt from the first 


amendment when the University of California Berkeley decided to 


not allow its students the freedoms of speech and political 


activities.  The University further broke the laws of the first 


amendment when they prohibited the students from passing out 


political leaflets on campus. Leaflets were one of the most 


important ways of communication the demonstrators had used in 


advocating and delivering their message.  Each cause 


specifically the Free Speech Movement made leaflets one of their 


staples in creating effective ways to inform and educate the 


public.     


Students used quotes from our forefathers to drive home 


their freedoms being denied in the leaflets they were trying to 


distribute.  The freedom of press was also denied to the 


students.  The protests in which the students were involved were 


also denied by the university.  The students argued that they 


                                                            
17 Constitution of the United States, Bill of Rights, 
www.ratical.org/co-globalize/BillOfRights.html#1, 1791 
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“are going to be a democracy and 


everybody is protected by the first 


amendment.”18 The sit-ins were 


usually met with police either 


arresting students or attempting to 


break them up. Although the protests 


were peaceful and non violent, the 


right to assemble and fight for 


their cause was also denied. The 


Civil Rights Movement also was a 


victim of the first amendment. The 


protestors were able to protest but  


Alden Freeman, The Fight for  
Free Speech, University of  
California Regents, 2002 
 
when they assembled in large groups they were met with police 


force and arrested.  A good example of this with respect to the 


Civil Rights Movement is when Dr. Martin Luther King Jr. was 


arrested for his non violent protests calling for equality of 


all men.  Record number of students were arrested and fined at 


UC Berkeley for participating in the non-violent protest at 


Sproul Hall.  The protestors were petitioning the government for 


                                                            
18 Michael Lamport Commons and Hadley Anne Solomon, The 
Beginnings of the Free Speech Movement Within Slate,  1990, page 
10 
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the grievances in which their rights of freedom were being kept 


from them based on laws of old which needed to be updated.  


EARLY ORIGINS AND SOCIAL TEMPERATURES 


Many people would argue that the Free Speech Movement began 


as early as 1956.19 One of those people who would agree with that 


is Michael Lamport Commons.  Commons was a student at the 


University of California at Berkeley in 1956 but, he had become 


a graduate student at UCLA when the Free Speech Movement had 


climaxed in 1962.20 In 1956, the students of Berkeley were not 


much different than the students who were involved in the Free 


Speech Movement of 1962.21 They were just as unhappy with the 


policies of the United States government as the students of 


1962.   


In 1957, a group of students got together and formed a 


group called Slate.  Slate was not based on religion or house 


affiliation directly related to the school, but rather on a 


basic set of principles.  Slate had also leafleted and had 


demonstrations just as the students of 1962 had. “There were 


discussions concerning the role and policies of student 


                                                            
19 Michael Lamport Commons and Hadley Anne Solomon, 1 
20 IBID 
21 IBID 
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government, compulsory ROTC, the curfew for females, as well as 


a lot of excitement about the Cuban revolution.”22  


The topics may have been slightly different but the one 


thing that seemed to continue were the discussions of student 


rights and the rights the Berkeley administration had in dealing 


with its students.  The students of Slate “demanded that when 


the Sather Gate became part of the University that it remain a 


free-speech area. We said that state universities are public 


institutions. Therefore we are guaranteed the right to assemble 


and petition the government.”23 The students were met with 


opposition and arrested for talking to other students about 


political issues on campus.   


 


                                                            
22 IBID, 3 
23 Michael Lamport Commons and Hadley Anne Solomon, 4 
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Chris Kjobech, Free Speech Movement UC Berkeley, UC 


Berkeley Library, 1965 
 
To me it seems that because the United States Government 


was in such turmoil, police forces throughout the country were 


on edge and doing whatever was possible to either limit or rid 


these small groups from speaking out for their causes. Although 


the Free Speech Movement was an institutional based movement it 


did not abstain others, specifically government based positions 


from attempting to stop or disband their causes.  Every student 


should be able to express themselves and have the right to free 


speech. However, I do not agree with Commons when he wrote, 


“Students should be able to invite whoever they want to speak on 
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campus.”24 This can cause many problems such as riots, further 


divide the students of a campus and could bring more police 


force which was already prevalent at this time.   


Berkeley being as diverse as it is, would give any one 


person who wishes to take a political platform and fight for it, 


plenty of opposition.  This is because the Berkeley campus 


itself is full of students who engage themselves in political 


activities.  Commons seemed out of the loop when it comes to the 


Free Speech Movement’s climax in 1962.  “In fact, at the height 


of the Free Speech Movement, between 1962 and 1964, there was 


really very little disruption of classes.  There was never any 


violence. I mean not even minor violence, as far as I can 


remember.”25 The reason Commons does not remember any violence or 


classes that were disrupted is because he was not there.   


The police brutalized demonstrators and arrested hundreds 


of them.  Classes were being canceled by the students’ 


demonstrations and sit-ins.  Professors began canceling classes 


to speak with their students and even joined them in fighting 


for the freedom of speech.  The students of Berkeley were 


fighting for the freedom of speech alongside of the participants 


that did not necessarily attend classes. Many people joined the 


cause for the sake of protesting and wanting to be a part of 
                                                            
24 Michael Lamport Commons and Hadley Anne Solomon, 6 
25 Michael Lamport Commons and Hadley Anne Solomon, 7 
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something bigger than themselves’. It was inherent in their 


nature to want to stand up and be heard.  


ATTEMPTS TO PRESERVE SAFETY 


The University of California at Berkeley had attempted to 


keep the institution as secure as possible. Due to the fact that 


there were many demonstrators on campus who were not students it 


had caused the University to be extremely cautious.  Seemingly, 


it was a good idea in that it offered some sort of protection to 


its students.  However, students really did not relish the idea 


of the police on the campus. Ironically, it seemed that the 


police were protecting demonstrators who were not even 


University of California at Berkeley students.   


Student demonstrations and sit-ins were non violent. 


Violence and brutalities only came from the police officers who 


were attempting to break up the demonstrations.  “We tried to 


point out that there were no security issues, but they felt that 


it was necessary to have a large contingent of police there, 


which there always were, watching the discussions and 


intimidating the bystanders.”26  


 Despite the police being a constant on the Berkeley 


campus, and the media coverage they received throughout the 


                                                            
26 Michael Lamport Commons and Hadley Anne Solomon, 7 
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movement, demonstrations across the country were increasing in 


size and more frequently.  Increasing in the size of the 


movements and frequency in which they were springing up were not 


necessarily because of the Free Speech Movement but because of 


the American peoples dislike for how the United States 


Government was being run.  The build-up of the Indochina War in 


1960 is a good example of a demonstration that was in effect in 


Oakland, CA. The demonstrators who were protesting against the 


build-up of the Indochina war could have easily been part of the 


off-campus demonstrators who infiltrated the University of 


California at Berkeley’s campus.  


In 1960 the Civil Rights Movement was gaining such 


tremendous ground, it became more explosive and effective.  The 


Free Speech Movement in 1962 was using the momentum created by 


the Civil Rights Movement. The number of students who were 


participating and demonstrating had been increasing.  By the 


time the Free Speech Movement was in full swing in 1962, there 


were thousands of student demonstrators and the length in time 


the demonstrations lasted had also increased, some lasting for 


over three days straight.   


Another reason the Free Speech Movement was able to gain 


momentum was due to the fact that the faculty had opposed the 


position of the University and “had decidedly moved towards free 
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speech.”27  The University of California at Berkeley had lost the 


support of those they had hired to uphold the prestige of its 


campus.  Changes such as this one were small wars within the 


movement that made it successful.  At this time, “The freedom 


rides were successful, leading to a Civil Rights Act in 1964, 


which has lead to a tremendous amount of integration.  Our 


campus activism was extremely successful.  Probably more 


successful than any national administration had ever been.”28 


This is impressive in that the Free Speech Movement was able to 


implement its ideas and tactics successfully on a national level 


that received the recognition of the American news and peoples.   


The national recognition may not have been seen as positive 


or reported as so, but it was effective in creating change and 


awareness of the disgruntled American student.  “The Free Speech 


Movement was unique in movements in the United States, student 


movements especially.  Not only did we demand the right to 


speech, but we protected the rights of others.”29 This type of 


attitude expressed the rights for free speech and the rights of 


all American people, including the fight for civil rights.  


Although many people would not agree, it was a statement that 


many others could agree with.  Attitudes of the protestors and 


                                                            
27 Michael Lamport Commons and Hadley Anne Solomon, 8 
28 IBID 
29 Michael Lamport Commons and Hadley Anne Solomon, 9 
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demonstrators became infectious to the American public.  It 


continued to put the pressure on the American Government in a 


way that put their problems to the front of the line.   


“If universities do not support such inquiry then they are 


not really universities.  They are trade schools, finishing 


schools, or something else, but they are surely not 


universities.”30 The Free Speech Movement and Civil Rights 


Movement had been successful at continuing the fight for the 


rights of not only people of color but also the student.  


“Things were accomplished because hundreds of students threw 


themselves into the work spontaneously and somehow did it in 


clots of organization, with a furious amount of talk but also 


with overweening energy and will.”31  


COMMUNICATION THROUGH ELECTRONIC AND WRITTEN WORD 


Aside from the leaflets one of the other effective ways the 


students of the Free Speech Movement were to communicate with 


the people was by radio.  KPFA was a radio station off campus 


that relayed the happenings in the Free Speech Movement but 


other movements such as the Civil Rights Movement as well.  KPFA 


was not under the control of the federal government or the 


university.  Listeners of KPFA essentially controlled what was 


                                                            
30 IBID, 10 
31Hal Draper, Berkeley: The New Student Revolt, 1965, Chapter 17  
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on their station.  This was able to happen because KPFA did not 


depend on grants or subsidiaries to keep it on the air.  “KPFA 


is a listener-supported radio, one of the first, maybe the only, 


and is different from national public radio stations.”32 


 
 


Ron Enfield, Students of the Free Speech Movement Protest at 
Sproul Hall, Pat and Sandra’s Library Display, 1964-1965 


 
 


It is important to note that the news was being heard by 


people in the surrounding area. This means people in Texas would 


not be able to hear it when it was being broadcasted. It was 


controlled and confined to the people of the Bay Area.  This was 


extremely important because it educated the people, specifically 


                                                            
32 Michael Lamport Commons and Hadley Anne Solomon, 9 
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the students, who could or had been participating in the Free 


Speech Movement.  If someone had not been involved with the Free 


Speech Movement this was a great way to recruit new members.   


KPFA can be categorized as a radical radio station because 


of the fact that it was outright continuing the fight and 


support of the Free Speech Movement and its demonstrators. KPFA 


was also rebelling against the University of California at 


Berkeley and its policies on free speech.  


Besides the radio the students of California Berkeley were 


able to use the university press to accurately express their 


views and ongoing struggles at the campus.  Student writers were 


able to share their point of view through the school newspaper, 


the Daily Cal.  Not always were the reports by the Daily Cal on 


the side of the student demonstrators and protestors.  At times 


there were articles asking the students to stop the protests and 


directly took the side of the administration.  Many newspapers 


at this time were not reporting events as they occurred.  


However, the Daily Cal “had become very astute at reporting 


events as they actually occurred.”33 The Daily Cal had become an 


important tool for the Free Speech Movement in that anyone who 


was interested would be able to update themselves and keep 


others abreast of the accurate information given to them.  


                                                            
33 Michael Lamport Commons and Hadley Anne Solomon, 9 
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Students were able to effectively utilize the sources around 


them and make them work to their benefit.   


Despite having the sources to continue the fight for the 


freedom of speech, the students protested in the streets and 


surrounding communities.  By taking their voices to the streets 


and local communities it helped to put pressure on the community 


and its peoples to directly challenge those who were making the 


decisions.  The movement had become almost contagious as it 


spread across the campus and the City of Berkeley.  Not only 


were the students fighting for their cause but the people of 


Berkeley who had joined them were helping their fight as well.  


At this time the Free Speech Movement had attracted those who 


had been or were still involved in other movements such as the 


Civil Rights Movement.   


PRIMARY ACCOUNTS OF THE FREE SPEECH MOVEMENT 


Due to the large number of protests and protestors, was the 


reason why so many non students were involved in the Free Speech 


Movement.  In preparing for this paper I looked for primary 


sources of students who had actually been involved or at 


Berkeley at the time.  I was able to find journal and diary 


entries from students who were involved in the Free Speech 


Movement.   
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Something that bothered me during my research was that I 


found people writing about the Free Speech Movement who were 


either not there or not students at the time giving what seemed 


to be first hand accounts.  This made me feel that their body of 


work was less authentic than those who were actually there.  


Collectively, the stories that were retold by the students were 


quite similar despite some small differences.  Some of these 


small differences could be attributed to the students’ own bias.   


Many accounts were told years later after the events of the 


Free Speech Movement had occurred are probably more shaded by 


nostalgia than hard facts.  Indelible memories and moments were 


captured from the students who participated but more importantly 


were at the University of California at Berkeley during the Free 


Speech Movement.   


STUDENTS MADE THE FREE SPEECH MOVEMENT 


An integral part of the Free Speech Movement and its 


histories are the students.  The events that occurred at the 


University of California at Berkeley will be remembered because 


of the students who were willing to defend their constitutional 


rights.  Students of the University of California at Berkeley 


had widened the spectrum of what free speech really means and 


what the rights of student were.  There is no difference between 


student and citizen.   
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It is a perfect argument that oral histories should be 


taken soon after the event to prevent time and memory from 


lapsing regarding the events that transpired during the Free 


Speech Movement.  The University of California at Berkeley has 


an oral histories department that is dedicated to documenting 


the Free Speech Movements histories in an effort to accurately 


preserve this history.   


The Free Speech Movement has found its place in history 


because of the students of the University of California at 


Berkeley. The students of the Free Speech Movement paralleled 


those of the Civil Rights Movements.  However, both of these 


movements were on two different spectrums.  The Free Speech 


Movement was an institutional based movement while the Civil 


Rights Movement was a movement that would not only effect 


students but all Americans.  While these movements are similar 


in many ways, they are distinctively different. 
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An Examination of the Cold War Foreign Policies of Truman and Reagan 


 


When Democrat Harry S Truman succeeded Roosevelt at the conclusion of 


World War II he was committed to accommodating the Soviets and structuring a 


peaceful post-war global system. Before his Presidency ended the United States was 


involved in an armed conflict in Korea and the Cold War was firmly entrenched. 


Thirty years later Republican President Ronald Reagan was elected on a strong anti-


Soviet stance and a decade later he would oversee the end of the Cold War. This 


thesis assesses the foreign policy of these tow Presidents and compares and 


contrasts the shifts during their time in office. 


 


Introduction 


 


At the end of World War II, as Harry S Truman succeeded Franklin Delano 


Roosevelt as President, the United States was Allied with the Soviet Union, 


supported the Nationalist forces of Chiang Kai-shek and looked toward organizing 


an international system that precluded another global conflagration. However, 


within five years the Cold War had developed and the United States and the Soviet 


Union had become implacable foes, locked in the Cold War. 


Thirty years later as President Carter and Ronald Reagan campaigned for the 


Presidency the Cold War still raged. American diplomats were hostages in Iran and 
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the Soviet Union had recently invaded Afghanistan. Reagan campaigned on a 


strong anti-Soviet platform, even referring to the Soviet Union as the ‘evil empire.’ 


However, during the course of Reagan’s Presidency, the Cold War ended with the 


devolution of the Soviet Union. 


More importantly, in both instances a President elected with one foreign 


policy objective found himself becoming famous, in an historical sense, for 


achieving the exact opposite. Reagan was elected on a strong anti-Soviet platform 


and ended the Cold War. Truman assumed Roosevelt’s mantle committed to 


reorganizing the post-War world and left office in the midst of the first major post-


World War II conflict, the Korean War. 


The following discussion will compare and contrast the foreign policy 


objectives and actions of these two Presidents. In particular, the foreign policy 


perceptions they entered office with will be compared with those that they left 


office with. Also, an attempt will be made to discern what led to these shifts in 


foreign policy emphasis.  


 


President Truman, 1945-1952 and the Beginning of the Cold War 


 


At the conclusion of the Second World War the United States found itself the 


most powerful nation in the world. It had the industrial capacity to produce the 


weapons of war at a greater rate than any other state. Also, possession of the atomic 
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bomb gave it a technological superiority that was unmatched. Financially, it had 


become the world's greatest creditor during the recently concluded conflict. With 


complete justification, George Donelson Moss asserts that, "a unified, proud, and 


powerful nation emerged victoriously, from war.... The United States strode the 


world as an international colossus; its armed forces, linked to its nuclear monopoly, 


made it the most powerful nation-state in the history of the planet."1 However, 


neither overwhelming conventional military strength nor sole possession of nuclear 


weapons was sufficient to allow the United States to rise above diplomacy. 


In international relations American skills were more limited. It was largely 


inexperienced globally and diplomatically naive. Despite the structure of the United 


Nations Security Council, the United States was not merely one of a 'concert' of 


powers: It had become the 'big man on campus.' The United States charged to the 


centre of the international stage like a brash adolescent in 1945. 


With the unexpected death of President Roosevelt, Harry S Truman, the 


inexperienced Vice President from Missouri assumed power in the summer of 1945 


and would be eventually re-elected in 1948. Upon taking the oath, Truman had 


been Vice President for a mere 82 days and he himself admitted after taking office 


that he might be over his head with his new role;  "Boys, if you ever pray, pray for 


me now. I don't know if you fellas ever had a load of hay fall on you, but when they 


                         
    1   Moss, George Donelson.   America  in  the Twentieth Century 2nd ed. Prentice Hall Engelwood Cliffs, NJ; 
1993, p 249. 
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told me what happened yesterday, I felt like the moon, the stars, and all the planets 


had fallen on me."2 As Vice President, Truman had had very little meaningful 


communication with Roosevelt about world affairs or domestic and was completely 


uninformed about major initiatives relating to the successful prosecution of the war. 


He had little, if any, experience in world politics and domestic affairs, and had 


absolute none of the charm and charisma of is predecessor, Roosevelt. Truman had 


been thrust into the seat of power of the most powerful nation following World War 


II, and thus, as the American head of state, was asked to lay the foundation for post 


war Europe and America alike.  


With such an unknown and untested individual leading the most dominant 


and influential nation, the world now had their eyes on Truman to witness how he 


would set the stage. It would be the Potsdam Conference that would be one of 


Truman’s first opportunities to showcase his ability at global politics. The Potsdam 


Conference was a meeting of the victorious leaders of the Allies in Europe, 


attempting to confront the delicate balance of power of the opposing governmental 


structures, democracy and communism. Those present at the conference included 


Winston Churchill, Joseph Stalin, and Harry Truman. Though Truman was no 


doubt the most inexperienced of the three in dealing with foreign, he brought one 


power that neither Churchill nor Stalin had; the atomic bomb, the most powerful 


                         
2 Oshinsky, David M. ʺHarry Trumanʺ in The American Presidency. Boston, MA: Houghton Mifflin. 
pp. 365–380 
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and destructive armament to date, the atomic bomb was solely in the hands of the 


United States government. It was with this power that Truman sought to exploit the 


other two leaders, specifically Stalin. He wanted to use the threat as leverage as 


evidenced in a letter to his wife concerning the conference: “He [Stalin] doesn't 


know it but I have an ace in the hole and another one showing - so unless he has 


threes or two pair (and I know he has not) we are sitting all right.”3 This exhibit of 


diplomacy employed by Truman marks the first attempt at a policy of “Atomic 


Diplomacy,” the use of the threat of nuclear warfare to achieve diplomatic goals. 


The policy of atomic diplomacy would later influence other nuclear policies 


including nuclear proliferation, nuclear deterrence, and mutually assured 


destruction. In the subsequent years and events of the Cold War, numerous 


incidences involving this form of diplomacy would be evidenced, by the United 


States and later the Soviet Union, once the United States’ nuclear monopoly ended 


in 1949 with the Soviet Union’s development of the bomb.   


Succeeding World War II, there was a growing concern of the entanglement 


of Eastern Europe falling to communism. Stalin, upset with the United States 


decision to exclude the U.S.S.R from the Japanese occupation and with Truman for 


being deceptive about the development of the atom bomb, began looking to 


advancing the interests of communist Russia in a post war ravaged Europe. Stalin 


saw this as their time for communist Russia to finally take the fore front of 


                         
3 Letter, Harry S. Truman to Bess Wallace Truman, July 31, 1945 
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European politics and as well as global politics. “Everything must be done to 


advance relative strength of USSR as factor in international society. Conversely, no 


opportunity most be missed to reduce strength and influence, collectively as well as 


individually, of capitalist powers.”4 They sought to spread the Marxist-communist 


ideals throughout the world and it would be George Kennan in his two reports, 


“The Long Telegram” and “X Article” that would expose the U.S.S.R and would 


latter be the basis for a multitude of the foreign policies enacted by Truman and 


latter presidents during the Cold War. 


George Kennan had been the U.S. deputy head minister-counselor of 


Moscow at the time that he wrote those articles depicting the Russian initiative 


following World War II. His “Long Telegram” and latter his “The Sources of Soviet 


Conduct” article, more commonly known as the “X Article,” would become the 


basis of which many policies of Truman’s administration and the Cold War in 


general,  would be founded on. In the actual telegram, Kennan wrote of Josef Stalin 


and the circle of hardliners at the Kremlin; he warned they were planning to expand 


Soviet-style communism across the large sector of Eastern Europe where Red Army 


troops were still stationed.  He held that the Soviet Union should be challenged 


only when it encroached on certain areas of specific American interest, but he did 


not accept the view that this could be accomplished only by military alliances or by 


turning Europe into an armed camp. As he states in his “X Article,” “it will be 


                         
4Telegram, George Kennan to George Marshall ʺLong Telegramʺ, February 22, 1946.  
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clearly seen that the Soviet pressure against the free institutions of the western 


world is something that can be contained by the adroit and vigilant application of 


counter-force at a series of constantly shifting geographical and political points, 


corresponding to the shifts and maneuvers of Soviet policy…”5 This document, 


along with Kennan’s original “Long Telegram” would later find many of the same 


concepts duplicated and affixed to the later policies enacted by Truman and his 


administration, policies that would include the Marshall Plan and the Truman 


Doctrine.  


One of the most defining moments of Truman’s geopolitical stance would 


come with the European Recovery Program, also known as the Marshall Plan, and 


later the Truman Doctrine. Had in hand, these two plans set the stage for American 


foreign policy for the next 20 years to come. At the time, European countries were 


falling into an increasing economic trouble following the war. Much of Europe was 


devastated with millions killed and wounded. Fighting had occurred throughout 


much of the continent. Sustained aerial bombardment meant that most major cities 


had been badly damaged, with industrial production especially hard-hit. Many of 


the continent's greatest cities lay in ruins and had been severely damaged. The 


region's economic structure was ruined, and millions had been made homeless. It 


was apparent that without the foreign aid of the United States, many of the 


                         
5 George F. Kennanʹs ʹʹSources of Soviet Conduct,ʹʹ 1947. Harry S. Truman Library, Book Collection 
(Foreign Affairs, p. 53‐63) 
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economic systems, and the government themselves, would crumble, possibly to the 


communist ideals put forth of the U.S.S.R. As stated by State department officials:  


What will happen if we do not provide adequate funds and commodities for 


subsistence and reconstruction abroad? Human want, economic collapse, 


political crisis, collapse of democratic institutions, growth of extremism, and 


perhaps loss of independence would in many countries quickly follow. Our 


hopes for peace and prosperity would quickly vanish. We would live in 


unprecedented isolation. We would live in growing poverty. We would live 


in growing fear… It is entirely possible that this would lead to a widespread 


repudiation of the principles on which so many European civilizations has 


rested for so long – the principle of law, justice, of respect of individual 


dignity, and of restraint in the exercise of political power. 6 


 
Thus, to prevent the collapse of Europe economically and politically, we witnessed 


the introduction of two plans, the Marshall Plan and the Truman Doctrine. 


Together, the plans set the stage for the foreign policy for the U.S. for many of the 


subsequent events of the Cold War. The two documents together established that 


the United States would provide political, military and economic assistance to all 


democratic nations under threat from external or internal authoritarian forces. They 


effectively reoriented U.S. foreign policy, away from its usual stance of withdrawal 


from regional conflicts, to one of possible intervention in far away conflicts. As 


Truman states in his speech before congress, “I believe that it must be the policy of 


                         
6 ʺEuropean Recovery Program Basic Document No. 1ʺ, October 31, 1947  
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the United States to support free peoples who are resisting attempted subjugation 


by armed minorities or by outside pressures.”7 He stated that from that point 


forward he would actively seek to aid any foreign, capitalistic nation, from 


collapsing to the evils of any socialist government that would disadvantage the 


interests of the United States.  


 With the Truman Doctrine, the fundamental conception behind it was that 


once one European country fell to communism, there would be an exponential 


possibility that all other countries in the region would follow fall as well. The 


greatest fear of the American people and government was that of a red Europe, one 


that would hold no mutual economic interests, and markets inexplicably closed to 


American consumer goods. It would only take one nation to fall to the throngs of 


communism for the rest to come crashing down after; hence a “domino effect” of 


communist would arise. It is specifically, this scenario wishes to avoid. He depicts 


the consequences of a failure to act within Europe during this time as stated in his 


Truman Doctrine: “Collapse of free institutions and loss of independence would be 


disastrous not only for them but for the world… Should we fail to aid Greece and 


Turkey in this fateful hour, the effect will be far reaching to the West as well as to 


the East.”8 The doctrine was the first presentation by Truman of what would latter 


be known as the Domino Theory, that speculated that if one land in a region came 


                         
7 Truman, Harry S, “Truman Doctrine Address” (March 12, 1947) pg 1 
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under the influence of communism, then the surrounding countries would follow in 


a domino effect. The idea of a domino effect of communism, would find its place 


with the subsequent administrations of the Cold War to justify American 


intervention around the globe in Europe, Asia, and Latin America for years to 


come.  


 The Truman Doctrine was also the first significant implication toward the 


containment policy that the United States would latter except towards the U.S.S.R. 


and communism around the globe. Truman and United States sought to keep 


communism in check, keeping it contained in the current borders that in resided in 


and to counter any intrusion of it into the foreign soil of any free nation and 


country. “As long as the Soviet Government adheres to its present policy, the 


United States should maintain military forces powerful enough to restrain the 


Soviet Union and to confine Soviet influence to its present area”9 Though the notion 


of containment was first introduced by Kennan in his “Long Telegram”, he 


envisioned the United States containing the Soviet threat through political and 


economic means, not through the use of military. In his speech before congress, as 


well as the later National Security Council Report 68, Truman and his 


administration built upon Kennan’s policy of containment with the addition of 


using force to stop communism and the Soviet Union from ever advancing beyond 


                                                               
8 Ibid, pg 4 
9 ʺAmerican Relations With The Soviet Unionʺ by Clark Clifford, September 24, 1946.  







 
 


 12


  


its existing borders. As Truman outlined in his memoirs, "he saw the Russian 


pressures on Iran and Turkey as an immediate threat to the global balance of 


power."  Truman was under the impression that nothing but brute force would stop 


the Soviets. Because of this, he began to pursue a military policy, along with his 


economic or political policies, to contain the Soviets. 


 Ultimately what would define the foreign policy of the Truman Presidency 


as well as other subsequent administrations would be the implementation of 


National Security Council Report 68 or NSC 68. It was a then top-secret report 


completed and is among the most influential documents composed by Truman’s 


administration during the Cold War. The report argued that one of the most 


pressing threats confronting the United States was the hostile design of the Soviet 


Union. It concluded that the Soviet threat would be exponentially increased by the 


addition of more weapons, including nuclear weapons, to the Soviet arsenal. The 


report argued that the best course of action was to respond in kind with a massive 


build-up of the U.S. military and its weaponry. “Forces of this size and character are 


necessary not only for protection against disaster but also to support our foreign 


policy. In fact, it can be argued that larger forces in being and readily available are 


necessary to inhibit a would-be aggressor than to provide the nucleus of strength 


and the mobilization base on which the tremendous forces required for victory can 


be built… a substantial and rapid building up of strength in the free world is 
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necessary to support a firm policy intended to check and to roll back the Kremlin's 


drive for world domination.”10 This type of build up would soon characterize every 


U.S. presidential term until the end of the Cold War.  


 NSC-68 rejected a renewal of U.S. isolationism, fearing that this would lead 


to the Soviet domination of Europe, and leave the United States marooned on the 


Western Hemisphere, cut off from the allies and resources it needed to fend off 


further Soviet encroachments. The report also ruled out a preventive strike against 


the Soviet Union, because it reckoned that such an action would not destroy the 


Soviet military's offensive capacities, and would instead invite retaliatory strikes 


that would devastate Western Europe. Ultimately it concluded that the only 


plausible way to deter the Soviet Union was for President Harry Truman to support 


a massive build-up of both conventional and nuclear arms. More specifically, such a 


program should seek to protect the United States and its allies from Soviet land and 


air attacks, maintain lines of communications, and enhance the technical superiority 


of the United States through "an accelerated exploitation of  scientific potential." In 


order to fund the substantial increase in military spending this conclusion 


demanded, the report suggested that the Government increase taxes and reduce 


other expenditures. 


Truman’s first inaugural address in 1949 would set the stage for the United 


                         
10 ʺA Report to the National Security Council ‐ NSC 68ʺ, April 12, 1950. Presidentʹs Secretaryʹs File, 
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States foreign policy perceptions that Truman held then. Truman began by stating 


plainly, “the supreme need of our time is for men to learn to live together in peace 


and harmony.” Moreover, he asserted that his objective could only be achieved 


under American leadership, “in this time of doubt, they look to the United States as 


never before for good will, strength and wise leadership.” 11 Essentially, Truman 


was stating that the world was going to become a better place and it was to become 


such under the tutelage of the Untied States 


Indeed, Truman then went on to outline the principles that the United States 


would ensure that the world lived by in the future. His address would include four 


main courses of actions during his term for the United States.  He sought to aid and 


give unfaltering support of the United Nations and agencies similar to it as well as 


increase the effectiveness and power of it. Secondly, he wanted to continue the 


programs of economic stability. He felt it was of the upmost importance that 


Europe became self-supporting and that its markets and world increase should 


increase and open to the United States. Thirdly, Truman wanted to strengthen 


freedom-loving nations against the dangers of aggression. He sought to increase the 


defense of the democratic and capitalist countries around the globe and stated “that 


any armed attack affecting our national security would be met with overwhelming 


                                                               
Truman Papers. 
11 Harry S Truman “Inaugural Address” (Jan 20, 1949)  
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force, the armed attack might never occur.”12 And lastly, Truman wanted to 


implement a new program for the benefit of scientific advances and industrial 


improvement. Essentially, through the “four points” of his address, Truman wanted 


to see the growth of democracy and capitalism worldwide and see that the free 


nations of the world are prepared to aid and protect one another in times of crisis. 


His policy was the democratic development under American guidance but his 


program was one of consent and cooperation. Implicit in teaming these ideals is the 


belief that the nations of the globe all want what the United Sates wants and will 


willingly do as they are told. According to Truman coercion would never be 


necessary because all the peoples of the world shared his goals and perceptions and 


would willingly act in concert under the guidance of the Untied States 


Truman also spends a good deal of this speech addressing the issue of 


communism and its spread. He stated that communism was a philosophy of 


violence, while democracy, America’s objective, “proved that social justice could be 


achieved through peaceful change.” 13Though in his speech, Truman specifically 


avoided referencing the Soviet Union, he did refer vehemently to communism, the 


communist program and the ideals that the Soviet Union was attempting to spread 


globally. He depicted communism as the basis of evil and unjust stating that 


“Communism subjects the individual to arrest without lawful cause, punishment 


                         
12 Ibid 
13 Ibid 
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without trial, and forced labor as the chattel of the state. It decrees what information 


he shall receive, what art he shall produce, what leaders he shall follow, and what 


thoughts he shall think.”14 Though the policy of containment is never specifically 


mentioned in the address, it was implied and months later would be officially 


introduced in NSC – 68.Truman sough to have the United States spreading the 


ideals of freedom, equality, world trade and not the enslavement, suppression, and 


destruction of the Soviet Union; and it would be this policy that entwine the United 


States in the military engagements of the Korean War.  


In 1951 the Korean War became one of the first significant post-World War II 


conflicts, one of the first direct military confrontations in the emerging bi-polar 


global configuration.15 It provided an excellent illustration of the links between local 


conflicts and global considerations of the balance of power as was the first true test 


at the policy of containment that Truman had implemented. As such, the conflict 


provides insight into the bi-polar arrangement that came to characterize 


superpower dealings and the foreign policy as outlined in his inaugural address 


and in NSC-68. 


As the Cold War began to dominate U.S. foreign policy, America extended 


security commitments to two nations in Northeast Asia, the Republic of Korea and 


Japan. Truman and his administration created a series of agreements to build a 


                         
14 Ibid. 
15 Knox, Donald. The Korean War: Uncertain Victory Harcourt, Brace Jovanovich: 1988. pg 28 
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permanent American presence in the region and support these two nations. In Asia, 


as in Europe, Truman tried to contain the spread of communism. The U.S. denied 


the U.S.S.R any hand in the postwar reconstruction of Japan and occupied Japan 


until 1952, at which point the U.S. officially exited but left troops behind on 


American military bases. In China, the U.S. spent almost $3 billion in a failed effort 


to support Chinese nationalists against Mao Zedong’s communists.16 In 1949, the 


communists achieved victory and established the People’s Republic of China (PRC). 


The nationalists fled to Taiwan, where they established their own government to 


rival the PRC. Asia, much like Germany, became the site of division between 


contending camps, communist and noncommunist.  


The Cold War conflict in Asia erupted into outright war in June 1950, when 


troops from Soviet-supported North Korea invaded South Korea. Without asking 


for a declaration of war, Truman committed U.S. troops as part of a United Nations 


“police action,” when in actuality, the Korean War was carried out by 


predominantly American forces by late September, American troops had forced the 


North Koreans back past the thirty-eighth parallel, the dividing line between North 


and South Korea. Truman authorized an offensive drive across this divide and 


toward China, but the U.S was repelled by Chinese forces in November. Fighting 


stabilized around the previous border, and in the spring of 1951 Truman sought to 


scale back the war effort and negotiate peace, despite MacArthur’s proposals for 


                         
16 Knox, Donald. The Korean War: Uncertain Victory Harcourt, Brace Jovanovich: 1988. Pg.  93 
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bombing attacks north of the Yalu River in China. After a month of publicly 


denouncing the administration’s policy of restraint, MacArthur was relieved from 


duty in April 1951. Limited fighting would continue until June 1953, when a peace 


restored the prewar border between North and South.  


Over U.S. forces had lost almost 55,000 lives in the American intervention of 


Korea, the most dramatic test to that date for containment. At that time, Truman 


and his advisers had concluded that North Korea had attacked South Korea, that 


Stalin had approved and planned the attack, and that the North Korean invasion 


was a Soviet test of American credibility and a possible preliminary to Soviet 


probes elsewhere—in Europe, perhaps in Germany. "Korea is the Greece of the Far 


East. If we are tough enough now, if we stand up to them like we did in Greece 


three years ago, they wonʹt take any next steps. But if we just stand by, theyʹll move 


into Iran and theyʹll take over the whole Middle East. Thereʹs no telling what theyʹll 


do, if we donʹt put up a fight now,”17 Truman declared days aftyer the invasion of 


Korea by Untied States forces. Korea had been the first test for Truman and his 


administration to contain the soviet and communist threat and they had  met it 


head on. It would be this policy, first enacted and introduced by Truman and his 


administration, which would set the precedent for all prior engagements against 


communism and its expansion.  


                         
17 Bevin, Alexander. Korea: The First War We Lost Hippocrene Books New York: 1986. Pg. 81 ‐ 82 
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When Truman entered the world stage, a farmer from Missouri who had 


largely been kept in the dark about foreign policy by Roosevelt, he was unprepared 


and potentially even unqualified for geopolitical events that would take place in the 


subsequent years. Despite his lack of experience, Truman and his administration 


would later be labelled as the “Father” of the Cold War and rightly so. Many of his 


foreign policy initiatives, specifically in regards to the notion of “containing” the 


Soviet threat, atomic diplomacy, and his quest to spread democracy, freedom, and 


world trade around the globe would be continued to be implemented into the 


policies of the subsequent.  


 


President Reagan (1980-1988) and the end of the Cold War 


 


In contrast to Truman, Reagan may have campaigned on one of the most 


hard-nosed platforms ever proposed by an American President. Ronald Reagan 


was elected president in 1980 and advocated a return to a hard-line policy in 


dealing with the U.S.S.R. after a decade of détente, or reduced tension, between the 


two superpowers. He hoped to cause the U.S.S.R.’s collapse from within by 


stepping up anti-Soviet rhetoric, forcing the U.S.S.R. to overextend itself by building 


up a nuclear arsenal to compete with the United States.  


The first and most prominent aspect of Reagan’s Cold War policy was a 


heightening of anti-Soviet rhetoric after a decade of more friendly relations. 
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Interestingly, he avoided commenting on the “evil empire” specifically in his first 


inaugural address. However, he acknowledged that America had “potential 


adversaries” who were “opponents of freedom.” He repeated Truman’s admonition 


that violence would be avoided. However, the manner in which he voiced it was 


extremely confrontational: “Our reluctance for conflict should not be misjudged as 


a failure of will…. We will maintain sufficient strength to prevail if need be, 


knowing that if we do so we have the best chance of never having to use it.”18 In 


1948 Truman had stated that force would not be necessary to realize America’s 


foreign policy: In 1981 Reagan merely stated that its use would be avoided, and if it 


were resorted to it would be as a result of a casus belli, the justification for acts of 


war, provided by America’s opponents. He sought a deterrence of aggression 


through the promise of retaliation much in line with the doctrine of Mutual 


Assured Destruction, in that the deployment of strong weapons is essential to 


threaten the enemy in order to prevent the use of the very same weapons. In this 


case, Reagan was affirming that any aggressive stance against the Untied States, 


would garner a military stance and possible action by the United States.  


Although Reagan did not refer to the Soviet Union, he repeatedly recalled 


past American glories. His speech ended with one of his trademark anecdotes about 


a soldier killed in 1918 and throughout he mentioned the Argonne, Omaha Beach, 


Pork Chop Hill and other American memories of marital glory. Reagan’s speech did 


                         
18 Ronald  Reagan  “First   Inaugural  Address   ( Jan  20,  1981)    







 
 


 21


  


not directly target the Soviet Union but it was extremely martial in tone, and it was 


obvious that the Soviet Union was the implied enemy.  “As for the enemies of 


freedom, those who are potential adversaries, they will be reminded that peace is 


the highest aspiration of the American people. We will negotiate for it, sacrifice for 


it; we will not surrender for it—now or ever.”19   


Much like Truman, Reagan sought to strengthen the ties of neighbors and 


allies alike who shared the common freedom of democracy. He offers them support 


and a commitment to uphold their values as well as our own against any foreign 


nation that seeks to impose their sovereignty on them. In light of his opposition to 


the Soviet Union, it is not surprising that Reagan quickly acted to revitalize the 


American military.  


 One of the first initiatives of the Reagan administration was the 


dramatic increase of the defense budget. Under Reagan the United States defense 


budget increased at a phenomenal rate, increasing by 10 percent from 1982 to 1983 


alone.20 Reagan began a massive re-armament based on high-technology that 


obsoleted a generation of Soviet weaponry. Before Reagan took office, U.S. defense 


technology had fallen badly behind the Soviets during the Jimmy Carter 


administration. The defense upgrade include a 600 ship Navy, new Army divisions, 


tanks, planes, and missiles. Under the orders of Reagan, Caspar Weinberger cleared 
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out the Carter Defense Department, instilled morale within the ranks, and rebuilt 


the military as an instrument for the Soviets to fear. In Reagan’s address to the 


nation in his National Security speech in 1983, he states that  


“We haven't built a new long-range bomber for 21 years. Now we're building 


the B-1. We hadn't launched one new strategic submarine for 17 years. Now 


we're building one Trident submarine a year. We have also begun the long-


needed modernization of our conventional forces. The Army is getting its 


first new tank in 20 years. The Air Force is modernizing. We're rebuilding 


our Navy, which shrank from about a thousand ships in the late 1960's to 453 


during the 1970's.”21  


 


The method was unpredictable. Incursions into Russian airspace, sending B-


52s in attack formation over the North Pole, disrupting naval exercises. The 


weapons build-up forced the Soviets to increase military spending and it sought to 


cripple the Soviet economy by forcing the U.S.S.R. to overextend itself by building a 


nuclear arsenal to compete with the United States. Negotiations on the SALT II 


treaty for limiting nuclear arms, begun in 1972, were abandoned, and Reagan spent 


over $1 trillion on the military in his first three years in office.22 This stockpiling 


proceeded despite the fact that both powers had, by the mid-1980s, approximately 


25,000 nuclear warheads, enough to accomplish any foreseeable military goals 


                         


21 “Address to the Nation on National Security” By President Ronald Reagan, March 23, 1983 
 
22 Thornton, Richard. The Reagan Revolution, I: The Politics of U.S. Foreign Policy. New York: 
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several times over.  


One of Reagan's most controversial proposals included in his defense budget 


was the Strategic Defense Initiative (SDI), a system intended to make the U.S. 


invulnerable to nuclear missile attacks by the Soviet Union. By stationing those 


defenses in outer space, the U.S. was able to circumvent the United Nation's Anti-


Ballistic (ABM) Treaty. In a speech in 1983, President Reagan announced his plans 


to create a shield against nuclear missile attacks. The news media quickly dubbed 


his new proposal for the SDI as "Star Wars," as well as characterizing it as a 


carelessly drawn-up science fiction idea. SDI was designed to vaporize missiles 


from space by way of a laser guidance system, before they reached U.S. soil. The 


system grew into a series of systems that also formed a layered ballistic missile 


defense. The SDI was capable of zeroing in on only 30 percent of the earth's surface, 


and wasn't able to get a fix on the Soviet's nuclear launch sites. The policy was 


expressly identified as “deterrence of aggression through the promise of 


retaliation.” Fundamentally, it was a revision of the Nixon policy of Mutually 


Assured Destruction (MAD). Any power that attacked the United States would find 


itself subject to massive retaliation from the protected American ballistic missiles 


that would survive the initial attack.23 But, by 1985, after billions of dollars but 


minimal results, Reagan's SDI was shut down but research would later continue 
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into the 21st century.  


As the defense budgets began ever increasing, Truman began publicly 


shifting the cross hairs directly on the Soviet Union. National Security became an 


ever increasing area of concern to Reagan. As stated in his Presidential Inaugural 


address, Reagan continued to preach that America will not bring the war to the 


Soviets unless otherwise threatened. “The United States does not start fights. We 


will never be an aggressor.”24 Until the Soviets and communism physically 


intervened in the American philosophy of preserving freedom and peace, the 


United States would remain in a strategic policy of deterrence with the Soviet 


Union. Reagan’s states that the old form of deterrence, out numbering the enemies 


nuclear weapons and capabilities, had become obsolete. The Russians had more 


than enough nuclear weapons to delimitate the entire world. In the form of atomic 


weapons, neither side had a distinct advantage over the other. Both sides, through 


the years, had amassed such an arsenal of nuclear weapons that they could 


physically destroy the world twice over. Reagan would look to break from the 


previous Cold War policies, many of which were still based on the policies of the 


Truman administration, to adapt ever changing geo-political scene between the 


U.S.S.R and the Untied States.  


As is evidenced in Reagan’s address to the National Association of 


Evangelicals, which later would become known as the “Evil Empire Speech,” 
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Reagan is a strong proponent to the nonproliferation of nuclear weapons.  Unlike 


the start of the Cold War where we saw the race to nuclear weapons, and the need 


to accumulate more than the opposing threat, Reagan sought to put a halt to the 


continuance of nuclear programs for warfare and asked for the disarmament of 


those weapons. Reagan asked to “resist the attempts of those who would have you 


withhold your support for our efforts, this administration's efforts, to keep America 


strong and free, while we negotiate real and verifiable reductions in the world's 


nuclear arsenals and one day, with God's help, their total elimination.”25 The 


U.S.S.R vehemently declined the request but sought instead a condition of a 


“nuclear freeze.” Reagan saw this as an attempt by the Russians to disadvantage the 


Untied States and their nuclear weapons programs and thus lobbied that a freeze 


would solve nothing of the current problem but would “be a very dangerous fraud, 


for that is merely the illusion of peace.”26 It is at this point that Reagan exhibits the 


iniquity of communist Russia in their refusal to seek a mutual peace and adherence 


to the advance of nuclear weapons. Reagan had deemed them as the “evil empire” 


and that it was the duty of United States to not only contain the evil of their rhetoric 


and ideologies but them push it back and eventually eliminate it.  
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Much like the Truman Doctrine would define the foreign policy of the 


Untied States at the beginning of the Cold War, it would be the Reagan Doctrine 


that dominated foreign relations at the conclusion.  In his 1985 State of the Union 


address, President Ronald Reagan called upon Congress and the American people 


to stand up to the Soviet Union, what he had previously called the "Evil Empire":  


"We must stand by all our democratic allies. And we must not break faith 


with those who are risking their lives on every continent, from Afghanistan 


to Nicaragua to defy Soviet-supported aggression and secure rights which 


have been ours from birth."27 


Breaking with the doctrine of "Containment," established during the Truman 


administration President Reagan's foreign policy was based on the design of a 


"Roll-Back" strategy from the 1950s in which the United States would actively push 


back the influence of the Soviet Union. Reagan's policy differed, however, in the 


sense that he relied primarily on the support of those fighting Soviet dominance.28 


This strategy was perhaps best summarized in NSC National Security Decision 


Directive 75. This 1983 directive stated that a central priority of the U.S. in its policy 


toward the Soviet Union would be "to contain and over time reverse Soviet 


expansionism," particularly in the developing world. As the directive noted:  
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The U.S. must rebuild the credibility of its commitment to resist Soviet 


encroachment on U.S. interests and those of its Allies and friends, and to 


support effectively those Third World states that are willing to resist Soviet 


pressures or oppose Soviet initiatives hostile to the United States, or are 


special targets of Soviet policy.29 


To that end, the Reagan administration focused much of its energy on supporting 


nations to curtail Soviet influence. Among the more prominent examples of the 


Reagan Doctrine's relevance was in Nicaragua; the United States had sponsored the 


contra movement in an effort to force the leftist Sandinista government from power. 


And in Afghanistan, the United States provided material support to Afghan rebels 


helping them end Soviet occupation of their country.  


Into the late 1980s, it became readily apparent that the Soviet state began 


deteriorating economically and industrially. Numerous reforms were implemented 


by Gorbachev and appeared that there was a mutual respect for the tow leaders. As 


result, throughout Reagan’s term there were numerous discussions between the 


two concerning the disarmament of the Untied States as well as the Russian nuclear 


weapons.  


It would be in the fall of 1986, that Reagan and Gorbachev would hold a 


summit meeting in Reykjavik, Iceland that signaled a breakthrough. At the meeting, 
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Gorbachev suggested that he would reconsider the idea of concluding an INF-only 


treaty and proposed that it be expanded to include shorter-range missiles as well. 


This meeting revived the idea that neither side would maintain either intermediate 


or short range missiles in Europe. At this point, the agreement suffered a familiar 


setback, as the Soviet Union returned to the theme that the United States should 


give up SDI before signing any arms control agreements but by December, 1987, 


Reagan and Gorbachev would eventually sign the INF Treaty in Washington, D.C. 


In regards to the treaty, Gorbachev would later state;  


The modern world has become much too small and fragile for wars and 


policy of force. It cannot be saved and preserved if the thinking and actions 


built up over the centuries on the acceptability and permissibility of wars 


and armed conflicts are not shed after all...[If the arms race continues] The 


situation in the world may assume such a character that it will no longer 


depend on the intelligence or will of political leaders. It may become captive 


to technology, to technocratic logic.30 


The final treaty eliminated an entire class of nuclear weapons, restricting the 


deployment of both intermediate and short-range land-based missiles worldwide. 


The treaty also called, for the first time, inspections of nuclear facilities and 


weapons. It was the first arms control agreement the two nations had completed 


since the SALT II agreement failed at ratification, and the first treaty that required 


                                                               
 
30 Sakwa, Richard. The Rise and Fall of the Soviet Union: 1917‐1991. New York: Routledge, 1999. Pg 417 
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the destruction of existing weapons, instead of simply setting future limits on 


deployments. Unlike the beginning of the Cold War, Gorbachev and Reagan were 


capable of seeing eye to eye, contain a mutual respect for another, and solve the 


issues at hand.  


 Unlike in the previous presidencies, Reagan witnessed a fundamental change 


to leadership and reform of the Soviet Union with the coming of Soviet leader 


Mikhail Gorbachev to power. Gorbachev implemented a series of changes in his 


country's social, economic and foreign policies designed to bolster the domestic 


standard of living and usher in a new era of detente with the United States. 


Ultimately it would be these enactments, as well as the policies of the Reagan 


administration that would hasten not only the end of the Cold War, but also the 


breakdown of the Soviet Empire and, in time, the Soviet Union itself.  


Mikhail Gorbachev became head of the Communist Party of the Soviet 


Union in 1985, after the death of Leonid Brezhnev. From the start, Gorbachev was 


different from previous Soviet leaders. He had been educated at Moscow State 


University, grew up in a Christian family, and perhaps most importantly, reached 


adulthood after Stalin died, so he was not troubled by the haunting memory of 


purges or indoctrinated in strict Marxist-Leninist thought. Gorbachev's generation 


was far more familiar with the West than its predecessors, and the growing 


professional class, that was also well-educated, demanded reforms to improve the 
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standard of living and address the troubled economic situation in the Soviet 


Union.31 


The Soviet economy in the mid-1980s faced serious challenges. Years of 


centralized controls had led to stagnation, and the Soviet economy was already 


straining to compete with the military buildup in the United States led by President 


Ronald Reagan. In response, at the Twenty-Seventh Party Congress in 1986, 


Gorbachev made two proposals: the first for "perestroika," a complete restructuring 


of the economy, and the second for "glasnost," or openness.32 The former proposal 


would pave the way for privatization of farming and industry, the creation of profit 


incentives, and a market system for setting prices and governing internal trade. 


Glasnost would ease censorship controls and create new personal freedoms. 


Although the proposals were warmly received by Soviet citizens, the Party 


leadership remained suspicious of change. 


Ultimately, it would be the reforms enacted by Gorbachev, a declining 


economic and industrial base, the suppression of populace, and the denial of 


freedoms that would lead to demise of Soviet Union and bring an end to the Cold 


War. As the decade came to an end, much of the Eastern Bloc began to crumble. The 


                         


31 Ibid Pg 451 ‐ 452   


32 “Program of the Communist Party of the Soviet Union.” Twenty‐Seventh Party Congress, 
Moscow. Feb, 1986 
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Hungarian government took down the barbed wire on its border with Austria and 


the West. The Soviet Union did nothing in response and the Iron Curtain was 


starting to unravel. On November 10, 1989, one year after the term of Reagan 


ended, one of the most famous symbols of the Cold War came down: the Berlin 


Wall. By the end of the year, leaders of every Eastern European nation except 


Bulgaria had been ousted by popular uprisings. 


By mid-1990, many of the Soviet republics had declared their independence. 


Turmoil in the Soviet Union continued, as there were several attempts at 


overthrowing Gorbachev. On December 8, 1991, the Soviet Union ceased to exist. 


Boris Yeltsin, president of the Russian Republic, formed the Commonwealth of 


Independent States (C.I.S.). After 45 years, the Cold War was over. 


The United States, in the years during the Reagan presidency, underwent a 


revolution in high technology that the Soviets could not match. The Soviet system 


was under pressure from Reagan's defense buildup and deployment of medium-


range missiles in Europe, the CIA-backed mujaheddin fighting Soviet forces in 


Afghanistan and Reagan's proposed missile defense system, the Strategic Defense 


Initiative. Reagan had challenged the fundamental beliefs of communism and had 


enacted a policy to not just contain but “roll back” the communist spread. He 


challenged Soviet regional power in several conflicts from Nicaragua to Angola and 
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lent support to the Polish dissident movement. It would be these final battles of the 


Cold War shaped Reagan's foreign policy. 


 


 


 


 


Conclusion 


 


 By the end of the Cold War, with the fall of the Berlin Wall and the end of a 


communist Soviet Union in sight, the United States foreign policy had taken a 


radical transformation from the days of the Truman Presidency to Reagan’s. The 


onset of the Cold War had the United States pitted against a power who sought to 


see the destruction of the Western ideals of freedoms, democracy, and capitalism. 


Its fundamental philosophy was to see that communism was spread abroad to 


ensure its own safety by securing its natural boarders, as well as create to create a 


society that rivaled the greatest in history. This philosophy was in direct opposition 


of the Untied States own policy to ensure that the god given freedoms and liberties 


of democracy was spread to all free peoples. It was in this storm that Truman 


would be directly placed in.  


 Despite Truman lack of experience in the form of geopolitics, he and his 
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administration nonetheless created a platform of foreign policy that would continue 


for 20 years and would ultimately influence Reagan’s own policies to conclude the 


Cold War. Policies such as containment, the domino theory, democratic expansion 


globally, the economic recovery plan, NSC 68, atomic diplomacy, among many 


others would have an immense influence on the events to occur during the Cold 


War years. Kennan’s and Truman’s philosophy of containment would be later 


adapted into the “Flexible Response” of Kennedy in regards to Asia and Latin 


America. Massive retaliation, mutually assured destruction, and nuclear deterrence 


would be founded on the principles that began with the only President to ever use a 


nuclear weapon. NSC 68 would begin a continual build of military and nuclear 


arms, increase economic spending, and dramatic increase to defense spending that 


would be apparent throughout the entire War. Each and every one of these would 


principles had some basis in their creation tied to the original administration of 


Truman’s, it would be Reagan who eventually take the policies of the past 


administration to facilitate is own policies to the end of the Cold War.  


 Though Truman is classified as the President that started the Cold War, 


Reagan is certainly viewed as the President who would end the Cold War. Less 


than a year after Reagan left office, the Berlin Wall fell, and 2 years after that the 


U.S.S.R and the Cold War came to an abrupt end in 1991. Though Reagan certainly 


does not warrant all the credit and attention for the fall of the U.S.S.R, much of it 


was due in large part to the Soviet’s own destruction, there is no doubt that his 
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policies added to their demise. The Soviet Union had already been dying but 


Reagan ensured that they were nailed to the coffin. Reagan departed from the 


strategy of détente and brought a hard line policy against the Soviets. His defense 


initiative and his resurrection of the arms race certainly were factors that can be 


attributed to their economic downfall. The Soviets had already been deteriorating 


economically and industrially and by forcing them to increase their own spending 


militarily, away from domestic issues to match that of the United States, certainly 


contributed to the revolutions of the many of the Soviet states in 1989. His role as 


the “Great Communicator” with Gorbachev and the Russians in the INF treaty and 


other summits facilitated a means to the end for them. He built upon the policy of 


containment of the Truman administration and took it a step further and 


incorporated it into his own “roll back” policy. The Soviet threat would not only be 


contained but confronted.  


As Reagan stated, “Each generation goes further than the generation 


preceding it because it stands on the shoulders of that generation” and it would be 


that same philosophy, a continuing development of the policies of Truman and 


other presidents, that would lift in the Untied States in triumph over the Soviet 


Union after 45 years of a Cold War.  
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 Deadwood River, so named for the vast quantities of dead trees that occupied the Hillside 


at the time of the valley’s discovery, was the site of the wealthiest mining town during the “last 


gold rush” in the lower continental United States. But the town of Deadwood, named for the 


river it sat upon, would become more than a Black Hills, placer gold miner’s boom town. For 


starters, the town was established during the time that the Black Hills were located not on US 


soil but on Sioux Indian reservation land. Moreover, under treaty law, no whites were permitted 


within the Hills under penalty of, if they were found by the US military, jailing, and if found by 


the Sioux, death. 


 In the books of history, this dilemma sparked Sioux aggression which reciprocated US 


aggression. Soon after, the Sioux would be defeated by the mighty military might of the United 


States and confined to reservations while gold prospectors moved into the Hills and history 


marched on. However, the mining towns of the Black Hills contributed more to the US than 


simple conduits for gold in the metal’s transition between its earlier home in quartz deposits and 


later home in the banks across the nation. Deadwood, and other Black Hills mining towns, would 


contribute to the nation’s later mythos of that period, reinforcing the romanticized ideas of a 


“wild” frontier where a single homesteader, armed only with a revolver faced down blood thirsty 


bands of Indians, warded off criminals and murders, and pulled from the earth a way of life 


through the sweat of his own brow. But the town of Deadwood also did more. 


 Deadwood, as the largest town in the Black Hills at the time, the wealthiest, and 


considered to be the capital of the Hills by most, exerted immense pressure upon Washington 


and other politically powerful bodies. This influence was used to obtain military protection from 


the Sioux during their illegal existence and rally support for a war against the legal owners of the 


land the protectors of the mountains were currently occupying. Deadwood also possessed the 
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largest population of the entire Hills and as a result contributed disproportional to environmental 


degradation inflicted upon the Black Hills. Finally, Deadwood was indeed a mining camp with 


banks full of money; this money was put not into the pocket lining of the elites but used for the 


benefit of the people allowing the inhabitants of the northern Black Hills to enjoy a high standard 


of living during their time. 


 


Paragon of a Mythos  


 One of the many legacies of Deadwood was that it influenced the Wild West mythos by 


embodying the ideals of individualism, resilience, and independence along with the ideas of what 


nature meant and the progress of civilization.  Obvious illustrations of this can be seen in the 


shared opinions by the prospectors and settlers on the Indians the daily life of a Black Hills 


miner. To quote from Estelline Bennett, a native of Deadwood during the gold rush years, “They 


had no concern at all about the terror that stalked behind trees and rocks and little hills. It was all 


a part of the scenery — even when it moved and pulled a gun."1 The Indians were not a hated 


group of people worthy of extinction on all levels of life, but instead a people which were 


sometimes a hindrance to one’s longevity in life and simply in the way of progress during the 


rest. 


 To the people of Deadwood the Indians were seen as a part of nature that needed to be 


tamed rather than a “breed” of humans who were lower on the eugenic scale necessitating their 


extermination; though their idea of “taming” may be confusing and very similar to extinction. By 


“taming”, the prospectors meant that the troubling ones, which preyed upon the prospectors and 


settlers, must be dealt with similarly, to how wolves must be dealt with by ranchers. No 


permanent ill will was extended upon the Sioux by the white inhabitants of the Hills in general 
                                                 
1 Estelline Bennett, Old Deadwood Days: pp 15 
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before, during or after the Great Sioux war. Indians who were “civilized” were respected for 


their knowledge of the land and wisdom. Of those Native Americans who adopted the life of the 


“civilized” white man, and who lived in or near the Hills, no occurrence of bigotry was recorded2. 


That is to say that there were no land ordnances preventing the Indians from owning land or 


laying stake to claims as there were in California during the 1849 gold rush. During the later 


years of Deadwoods life, after the “rush” had ended, Sitting Bull would regularly visit the town 


with a procession of other Sioux and perform a show consisting of Native Sioux dances.3 This is 


not to be confused with a picturesque setting for Native American and White relations. 


 Racism was abundant during this time and Deadwood was no exception. It does do is 


serve to illustrate how the people in the Hills, and thus Deadwood, differed from the people still 


living in the plains; i.e., that those in the Hills, who were only a arms reach away from a Sioux 


war party’s grasp and certain death, extended a special degree of respect upon the Indian people 


that the plains folk did not. Contrary to the belief of current times, the settlers and prospectors of 


1876 knew well what drove the Sioux on the warpath4 but made no attempts to rectify the 


situation. That is, those in the Hills were fully aware that the Sioux valued the Black Hills as 


sacred land and the presence of whites in the Hills was greatly insulting to them. The prospectors 


did not abandon the land, or use their political leverage to dissuade the US government away 


from war.  


 Instead, the people of Deadwood wrote letters home to relatives pleading for support 


against the Indian threats. Even before Deadwood, the people of the Hills leveraged neighboring 


towns and through them Washington, to declare war on the Sioux and after the town of 


                                                 
2 Watson Parker, Deadwood: the golden years: pp 48 
3 Watson Parker, Deadwood: the golden years: pp 53 
4 Watson Parker, Deadwood: the golden years; Robert F. Karolevitz, Challenge: the story of South Dakota; George 
W, Stokes, Deadwood gold; Helen Rezatto, Tales of the Black Hills; Edwin A. Curley, Edwin A. Curley, Edwin A. 
Curley’s Guide to the Black Hills 
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Deadwood existed, it became the launch point to a campaign of verbal dehumanization against 


those Sioux who would wish the prospectors off the land. Not to steel themselves against the war 


with the Sioux but to reaffirm their belief that they, as whites, were just in their raping of the 


land.5 In a travel guide published in 1877, Edwin A. Curly, transcribes the sentiments of those in 


the Hills, and some in the lower plains,  


  “There is no race on the earth that deserves extermination 


   and certainly not any in America, where there is room  


  enough and to spare for all classes and conditions of men  


  to work out a destiny of progressive usefulness.”6 


 While the man kept his travel guide clear of the colorful language that so many others in 


the Hills wrote proudly in their journals and letters, he none the less personifies the love hate 


relationship that was common in the Hills. As not even two pages before he expressed his 


contempt for those who whish the extermination of the Indian he writes about the Hills,  


   “The sovereignty of the Untied States resides ultimately with the  


  people and not in the Government; to that sovereignty pertains the  


  right of “eminent domain,” which the government has no right to  


  dispose of in any way except in so far as it shall pertain to a portion  


  of land absolutely ceded to an independent sovereignty, such as was  


  not contemplated in the making of [the Fort Laramie] treaty.”7 


 He later goes on to describe for his reader that the government can do whatever it wants, 


and make deals with whomever it pleases, but the people have the right to do what they want as 


well and that since the Sioux lands are still part of the US, whites have a legal right to use the 


                                                 
5 Interview with David Milch, HBO’s Deadwood, Season 1. In this interview David Milch speaks at length about the 
type of language used by the everyday inhabitant of deadwood and his beliefs pertaining to the higher than average 
amount of racial slurs directed towards Indians for the time period. 
6 Edwin A. Curley, Edwin A. Curley’s Guide to the Black Hills: pp 136 
7 Edwin A. Curley, Edwin A. Curley’s Guide to the Black Hills: pp 134 
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land as they see fit8. His comment about eminent domain is explained later as being evoked by 


the white people of the untied states over the Indians because the Indians were not civilized 


enough to use the land given to them in the Fort Laramie treaty. 


 The Fort Laramie treaty, which Curly does not think he needs to follow being a white 


man and a citizen of the United States, stipulated that the US government was responsible for 


keeping whites out of the ‘Hills9 and could they not, the Sioux were allowed to defend their land. 


While the Sioux war parties never entered the Hills or towns, they did so for good reason. The 


canyon walls prevented a full-scale assault by war parties as only a hand full of armed 


prospectors could defend an entire pass. However, the individual braves used the canyons as 


protection, lurking and waiting for individual whites or wagons. Prospectors who were alone on 


their claims or in passing from one town to another were known to be victims of Sioux attacks. 


Horses were stolen on a regular enough basis that it became possible to differentiate between 


horse thefts by whites and by the neighboring Sioux10. Of course, not all the supposed attacks 


were caused by the Sioux. 


 Road agents, who wanted to divert attention from them, would make their crimes look 


like the acts of Sioux. Sometimes the ruse would work other times it would not. One notable case 


was the murder of Preacher Smith, who was killed while passing between Deadwood and 


another Black Hills mining town.11 Either way, the presence of these acts has clouded the 


reliability of the claims against the Indians. Regardless of how many actual Indian murders or 


thefts occurred, there were enough problems with the neighboring Sioux that in the town of 


                                                 
8 Edwin A. Curley, Edwin A. Curley’s Guide to the Black Hills: pp 135 
9 Edwin A. Curley, Edwin A. Curley’s Guide to the Black Hills: pp 135 
10 Watson Parker, Deadwood: the golden years: pp 52 
11  Helen Rezatto, Tales of the Black Hills: pp 208 
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Deadwood issued a bounty of up to $15012 for the head of a Sioux Indian. However, there were 


also enough good will, or lack of blood thirsty animosity between the two, that only one person 


claimed the bounty. 


 With the attacks of the Sioux and road agents, and a high population with only one sheriff, 


people soon came to realize that their safety was left to them and no one else. Deadwood was 


one of the few towns were there were no laws preventing the wearing of weapons with its 


premises, there were no laws period. Ammunition was as important as food for a claim worker 


while on their remote claim. The possession of firearms was considered a necessity, especially 


during winter when mining became impossible, gold dust had to be stretched as far as possible, 


and food supplies increased in price. Hunting was not a pastime then but a way of life. A miner 


working a claim was also, by custom, required to maintain their presence at their claim or have it 


be forfeit to anyone passing by13. This resulted in miners be relatively solitary creatures, even 


more so than the act of mining required. The owner of claim was also responsible for protecting 


their land against the advances of both Native Americans and other prospectors. 


 With no laws in the Hills, a strict rule was unspokenly agreed upon by the prospectors. 


The Golden Rule, or most often called the “Six Barrel Law” was in effect across this Hills until 


population densities warranted substantial law enforcement. These rules effectively were: do not 


impede or hinder the right of another prospector to obtain his gold or you will be shot. Do not 


steal horses from a white man or you will be shot. Do not steal another white man’s gold from 


his claim or you will be shot. It was not uncommon for a miner to be seen squatting in the water 


with a pistol at this side, or warding off a passerby with a Winchester rifle. 


 
 
                                                 
12 Watson Parker, Deadwood: the golden years: pp 52 
13 Watson Parker, Deadwood: the golden years: pp 19 
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Last of the Frontier Towns 
 Continuing with Deadwood’s effect on the mythos of the American Wild West, the town 


of Deadwood came into existence at the end of that American era and with it, the “frontier 


towns” vanished along with the overall frontier. Because of the physical location that Deadwood 


was built upon, lawless Indian land, and the temporal location that Deadwood occupied, the town 


became a cowboy Mecca of sorts attracting highly publicized celebrities which became 


synonymous with the Wild West in modern eyes. At the time that Deadwood was founded the 


“open range” had begun to close. The cattle drives that are now famous for creating the rugged, 


individual, cowboy of current western films became less frequent with the introduction of trains 


that could span the continent.  


 About this time, the romanticized “free cowboy” came into popular culture through the 


medium of dime novels14. These cowboys were expert gunmen who swore constantly and drank 


twice as often where as the actual cattle drives forbid swearing and liquor. These dime novels 


became so popular that they would later serve as some of the foundations for the 20th century’s 


spaghetti westerns. But by 1876, the year Deadwood came into existence; the wild frontier was 


becoming less wild and more known. Deadwood, however, was situated in Indian Territory and 


truly lawless to whites. Moreover, the Sioux nation was relatively unchanged from 1868, when 


the Sioux nation was founded, and 1868 was the height of the frontier era.  


 During this time, everything between pacific and the Mississippi was relatively un-


touched by whites, or Mexicans, and widely considered “free”. Gaining the reputation as a town 


with easy money, and no laws, the few “cowboys” who reminisced upon the old days, before the 


range became fenced off, the many more people who read about the “free cowboys”, and the 


                                                 
14  Helen Rezatto, Tales of the Black Hills: pp 192-199 
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many, many more criminals and degenerates who could not make it in “civilized society” were 


naturally drawn to Deadwood.  


 Of the most notable of the icons of the Wild West who ventured into Deadwood was the 


notorious Wild Bill Hickok. Many have found it amusing that the man spent no more than a 


week in the town but has become synonymous with it. Wild Bill had been popularized by the 


novels using his likeness, his performances in Buffalo Bill’s circus, and his own personal 


reputation as a lawman. He was possibly one of the most popular gun fighters during his life, so 


much so that he wrote a manual to the general public on how to shoot pistols with better speed 


and accuracy.15 Like most folk heroism, his popularity only grew after his death.  


 Wild Bill arrived in the town of Deadwood in the summer of ‘76 in the same precession 


of wild west notability to enter Deadwood as Calamity Jane, “the queen of the wild west”16, Seth 


Bullock and Sol Star, the first of the town’s many whores brought in by Charley Utter, and an ox 


cart full of cats17. Wyatt Earp, the famous lawman of the Wild West and one of the few “real life 


cowboys”18 was already present in camp at the time, though he was not to spend much more time 


in the camp nor was he as famous as he would become after his legendary shootout in Arizona.  


Wild Bill’s reputation started while he was employed by the US Army as a sharp shooter 


during the civil war, a profession in which he excelled. He was quickly promoted and after the 


war continued his service in the army seeing action in the Indian wars of the late 1860s. After the 


army, he gained notoriety as a take no attitude US Marshal with a rumored body count of 100; 


though it was most likely 20. US Marshals at the time were generally discharged union soldiers 


who were tasked with keeping the peace in towns after the cattle drives ended. Cattle drives 


                                                 
15  Helen Rezatto, Tales of the Black Hills: pp 192-199 
16  Helen Rezatto, Tales of the Black Hills: pp 200 
17 Watson Parker, Deadwood: the golden years: pp 95; Helen Rezatto, Tales of the Black Hills: pp 192-199; More 
will be told on the subject of the cats later 
18 Helen Rezatto, Tales of the Black Hills: pp 200 
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brought with them not only the cattle but also the cowboys, who were mostly ex-confederate 


solders with money to burn on whiskey witch brought with it impaired judgment and an ease to 


violence.19 It was expected of marshals at that time to simply murder the most vocal ex-


confederate cowboys they found as an example to the rest, and Wild Bill was no different. 


 While in Deadwood he did little more than drink and play poker, horribly, it would 


appear, since he is rumored to have lost most of his games. Wild Bill had lost a great deal of 


money in poker before and originally came to Deadwood in an attempt to recuperate his losses 


via prospecting. During a game of poker in the Number 10 Saloon, which Bill was a frequent 


patron of, he was shot in the back of the head by the “cowardly nobody” 20 Jack McCall. In his 


hand at his death he held a poker hand of black aces and eights the now known as the “dead 


man’s hand”. Jack McCall was later arrested in Cheyenne where he was tired, found guilty of the 


murder of Wild Bill, and hanged till he was dead. 


 In the procession that entered the town on that summer afternoon in 1876, Calamity Jane 


was right at the side of Wild Bill. While she could be considered to be mildly famous during her 


life, her popularity exploded just before her death as her literary doppelganger started along side 


Wild Bill in dime novel westerns. The author of these novels chose her, as he had done Wild Bill 


because she matched the personality and history that the other felt best personified the Wild 


West.  Her likeness was rather spot on; just as in life, she dressed in men’s clothes and possessed 


a mouth that could make a sailor cringe.21 She led a full life of open range jobs before entering 


the town of Deadwood in ’76. She was a scout for Custer during the civil war, she was an ox 


driver, she was first entered the Black Hills in 1875 with the surveying party sent to verify 


Custer’s finds. She, along with Wild Bill, and Red Cloud, worked for Buffalo Bill in his western 


                                                 
19 Interview with David Milch HBO’s Deadwood; Helen Rezatto, Tales of the Black Hills: pp 192-199 
20 George W, Stokes, Deadwood gold: pp 81 
21 Interview with David Milch HBO’s Deadwood; Helen Rezatto, Tales of the Black Hills: pp 200 
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circus which contributed more then anything else to the modern notion of the Wild West. She 


spent many years in the town of Deadwood; many of those years were spent drunk and as a 


whore under the employ of Al Swearengen in the infamous Gem Theater. 


 The few times she did sober up and left her mark on the town as more than a cross 


dressing boozer. She worked the sick tent just outside Deadwood during the town’s small pox 


epidemic and was always kind to the children of the camp. During her time in the Hills, she 


made enough of an impression that the people of the Hills named one of the peaks in the 


mountains after her.22 As it stands today, she is buried in the town’s cemetery in a plot next to 


Wild Bill’s, being closer to him in death than she was in life. 


Now a brief mention of the notorious law man, Wyatt Earp: as mentioned earlier, Wyatt 


Earp was in the camp during its founding year of 1876. He came in during that winter and not 


much is known about him before he was unceremoniously kicked out of camp by Seth bullock, 


the town’s first sheriff. He was employed by the Wells Fargo company to “ride shotgun” on their 


heavily armored, gold carrying, stage coaches in and out of the Hills.23 That is to say, he was 


hired to hold a shotgun and shoot anyone who looked suspicious the moment they stepped into 


view. 


 In the year 1879, a fire swept through the town of Deadwood destroying everything and it 


is generally marked as when the town began to grow up and settle down. The fire had little to do 


with slowing down the Black Hills’ rush as much as the introduction of hard rock ore mines into 


the region did. However, as a result of the population decline caused by the fire and hard rock 


ore mines, the town possessed a low population density and was still highly isolated from the rest 


of America preserving a frontier feel. Those who grew up during the ages of the Wild West and 


                                                 
22 George W, Stokes, Deadwood gold: pp 83 
23 Helen Rezatto, Tales of the Black Hills: pp 200 
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were fortunate to find permanent employ as a homesteader in the Hills, enjoyed a semi frontier 


life until a decade later when the trains came. While the town was obviously more law abiding 


than during its founding years, with such a low population density following the collapse of the 


rush, the Hills were as much a part of the frontier as Alaska was. Even after becoming a legal 


part of the US in 1877, Deadwood remained restless and dangerous due to the isolation brought 


by the Black Hills.  


 Ox drawn wagons and carriages were still the primary transportation into the Hills and 


into the town of Deadwood. While some trails had been transformed, many carts and coaches 


still had to be painstakingly lowered into the narrower parts of the Hills. Moreover, the Sioux 


were only pacified in so much as the large war parties were concerned. Young Sioux warriors 


still left the reservation often to hunt the white population of the Hills. Not until 1889, when a 


narrow gauge rail line was completed into the town did Deadwood, and its citizens begin to view 


themselves as truly part of the rest of America and the Sioux were not pacified until after the 


battle of Wounded Knee a year later.  


 
Imitators are Dime a Dozen 
 Deadwood’s “birth” as a town, was unique amongst all mining towns in the US. This 


added to its popularity at the time and the attraction it had to the general public. While the events 


that surrounded the creation of deadwood are worthy of note on a historical side, they also 


contributed greatly to the general public’s desire to risk the journey and go to deadwood. Where 


previously the nature of Deadwood being a lawless town attracted those who were joined at the 


hip with the Wild West, the average citizen cared more about land to make an honest living from 


than panning for gold and making city wages. Many people read about Deadwood and the black 


hills and embarked on the journey of following their dream, some without the addition of gold. 
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 It should be mentioned that at this point the industrial gold mining machine was already 


existent in the US. Moreover, it was at that time highly efficient at not only extracting the gold 


ore from the ground, but also in buying up and controlling, the gold producing claims. The gold 


rushes in the Montana Territories and New Mexico Territories were short lived because of this 


and only the great distance that prospectors had to travel during the beginning of the California 


gold prevented this during the ’49 rush. The existence of hard rock ore mines meant that instead 


of living free in the river making their own fortune, gold prospectors worked in a company mine 


and lived in a company town under company rules and were paid in controlled wages with 


nothing left up to luck. 


  Because the Black Hills were in Sioux territory, and thus removed from the protection of 


US mining laws, large mining firms did not immediately move in. This gave time for placer 


miners to not only dodge the roaming bands of Sioux, who were attacking all whites in the area, 


and US Cavalry, who were tasked with keeping prospectors out,24 but to set up claims and towns 


free of outside interference. While most of these claims would be sold to the professional mining 


operations, and the nearby towns would become company towns, the only town in all of the 


Black Hills to remain “free” was that of Deadwood. But first, a bit of back-story on the state of 


the Black Hills. 


 In 1874, the climate of the US was much different from in 1868 when Red Cloud began a 


war with the US in the Powder Ridge country in Montana. To start with, President Grant was in 


power and his administration had a distinctively harsher tone with the Indian tribes than Johnson 


did, but more on that later. In the medium, the Grant administration felt it necessary to respond to 


the rumors of gold in the Black Hills quickly to help alleviate the 1870s banking crisis. The US 


                                                 
24 Robert F. Karolevitz, Challenge: the story of South Dakota: pp 115-124, Helen Rezatto, Tales of the Black Hills: 
pp 88-94  
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Army dispatched Colonel Custer to the Black Hills in the summer of 1874 with the explicit 


purpose of surveying the Black Hills. On the record it was to determine a location for a military 


fort25, off the record it was to find gold. 


 In 1868, Red Cloud and his organized Sioux warriors defeated the US army and 


Washington sued for peace. This peace treaty was known as the Fort Laramie treaty. The single 


most important part of the Fort Laramie treaty was the creation of the great Sioux reservation and 


through it the Sioux Nation. A single reservation which then encompassed large portions of 


Montana, Wyoming, and Half of what is now South Dakota; it also included the Powder River 


country as an unseeded territory for Sioux hunting. Within the land granted to the Sioux, their 


most scared land, the Black Hills, were given to the Sioux and placed under their direct control 


with strict rules pertaining to them, such as the provision that whites were not to enter it. 


 While whites were allowed in parts of the Sioux reservations, and in the general Sioux 


nation, no whites were allowed in the Black Hills without expressed permission from the 


Sioux.26 This single line of the treaty would be “the groundwork for endless trouble between the 


Indians and the United States Government”27 That line also created the unique experience that 


was to become the Black Hills Gold rush. Custer’s expedition was illegal, since the Sioux had 


not given permission to Custer nor did the US government seek permission in the first place; 


perhaps because they knew permission would not be given. There exists a clause in the treaty 


which allows for whites to enter the Black Hills unannounced, when those in question are in 


pursuit of boarder violators or whenever necessary to keep the border safe from violent Sioux. 


                                                 
25 Watson Parker, Deadwood: the golden years: pp 3 
26Robert F. Karolevitz, Challenge: the story of South Dakota: pp 115-124; Helen Rezatto, Tales of the Black Hills: 
pp 88-94; Robert M. Utley, Custer Battle Field: pp 15 
27 Robert M. Utley, Custer Battle Field: pp 15 
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An expedition consisting of mounted soldiers, wagons, geologists, experienced gold miners, 


engineers, a mounted brass band, and newspaper reporters does not fall under either definition.  


 One might question why Custer had brought reporters along with his expedition, or the 


president’s son and a military brass band which continuously at the head of their expedition, but 


Custer was no fool and he knew how important reporters could be if gold was discovered. The 


expedition was not founded upon a wild goose chase, and after a few short days, the expedition 


found gold in the Deadwood River in the summer of 1874. While Custer himself wrote sparingly 


at the end of a letter addressed to his wife that gold had been discovered in moderate quantities28, 


he wrote in great detail in his military report as the reporters in their rough drafts of future 


articles which would depict the Deadwood river valley as an El Dorado.   


 The discovery of gold was printed in all the major newspapers across the country soon 


after the metal’s discovery. They all spoke of rivers so covered in gold that all you needed was a 


knife to disturb the river bed before you found it29, they all spoke of the Deadwood River; so 


named for the trees in the valley which appeared dead when it was discovered. Soon people from 


all across the country, whether rich or poor, employed or, more commonalty at that time, 


unemployed, dropped what they were doing and left for the Deadwood River Valley in the Black 


Hills. However, in the military report that Custer also leaked to the press, he spoke grandly of 


virgin meadows and forests. He spoke in such grand terms about the natural beauty of the hills 


that, without the desire for gold, people began leaving in droves in order to claim some part of it 


for themselves. 


 As many mining tows before had been considered “lawless” due to the lack of lawmen in 


boomtowns and the mistrust between thousands of people, the mining camps of the Black Hills 


                                                 
28 Helen Rezatto, Tales of the Black Hills: pp 85-86 
29 Helen Rezatto, Tales of the Black Hills: pp 85-86 
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were actually without laws. More the point, in the eyes of the US government, even the humble, 


law abiding prospector became an immediate criminal once that person entered the Black Hills, 


subject to arrest and detainment.   


 


By the Fingers on One Foot 


 The settling of the Black Hills was troublesome enough for all parties involved. The US 


government would have rather purchased the land rather than going to war for it, but the influx 


of prospectors into the Hills inflamed the Sioux adding to the list of grievances against them. The 


US attempted to remove the prospectors, in fear of retribution from the Sioux and entering into 


another, possibly un-winnable war, however the narrow Limestone canyons of the Black Hills 


served to protect the prospectors and hinder the advance of the Cavalry. It also helped maintain 


the remoteness of the town of Deadwood during the post gold rush days. This, along with the 


lack of mining company control over the affairs of the town, allowed the town to remain 


“young” and wild when all other towns were “old” and civilized contributing to the idea that 


Deadwood was the last frontier town. 


 Now, if the prospectors were able to get past the roaming US Cavalry and Sioux war 


parties, they suddenly found themselves inside weathered limestone canyons in part of a 


limestone and granite outcropping in the middle of South Dakota’s elevated sandstone plains. 


Canyons so narrow that only one oxcart could pass at a time and which rose hundreds of feet into 


the air; pristine ambush points if the prospectors chose to defend themselves a large military 


force. The Sioux understood this and hesitated launching large scale assaults onto the mining 


towns of the Black Hills for just such reasons. Unfortunately, the canyons also made 


communication and re-supplying difficult, so not every mining town was privy to their own post 
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office, bank, general store, and excreta. The only town which had the combination of both 


accessibility and notoriety, and therefore a steady influx of new people bringing with them 


capital to sustain their banks, stores, clothing shops, hotels, and post offices, was Deadwood.  


 The result was that other towns began to do business on a regular basis with Deadwood. 


Just as miners came from other boom towns during the rush to Deadwood to buy food, 


ammunition, equipment, and spend their gold on whiskey and whores, in the years after the gold 


rush ended, miners still came into Deadwood to spend their money on whisky and restock their 


home supplies. The Homestake mine would use Deadwood banks rather than the town of Lead’s 


or their own stages coaches in favor of Deadwoods.30 While Deadwood could not employ nearly 


the same number of people that any of the mines could, it still possessed a lucrative non-mining 


employment sector.31 These factors would aid Deadwood in becoming the only non company 


town in the Hills during the 19th and 20th centuries. 


 Deadwood became famous as a rich location for placer mining, not hard rock load mining. 


As one old timer from Deadwood quaintly put it, “you can count the number of hard rock mines 


that are actually in Deadwood on the fingers of one foot.”32 Thus Deadwood, unlike it’s sister 


towns, stopped being a large gold producing area. It still remained a profitable commerce town 


and was the home for the major banks of the Hills, all independent of the mining companies and 


taxable by the town. 


 It would seem that US was correct in their hopes that the Black Hills would produce 


enough gold to bring the US out of it’s recession and stave off further recessions down the road. 


The huge quantities of gold brought out by the Homestead mine in general undoubtedly helped 


                                                 
30 George W, Stokes, Deadwood gold: pp 122 
31 Watson Parker, Deadwood: the golden years: Large amounts of lumber mills were established in the region for 
both the construction of mining equipment and also of buildings which survived late into the 19th century. George W, 
Stokes, Deadwood gold: pp 26 
32 Watson Parker, Deadwood: the golden years. Pp 58. 
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improve the economy over the years33. While the rest of the country was held under the sway of 


the market hand, Deadwood and the Hills were under the protection of a steady supply of gold. 


Large mining firms, mostly the Homestake mine, placed their newly smelted gold ingots in 


Deadwood banks allowing for lending to continue. The mines of course, made hefty sums off 


their “investments” but the effect it had in the Hills was a continued sense of independence and a 


stable standard of living brining with it many people from outside the Hills well after the glory 


days the ‘rush were over. 


 Something should be said now about what a company town is. A company town is a town 


in which the primary employment of a majority of its residents resides with a single company. 


The company then holds sway over the elections and laws in the town and in some form or 


another owns and operates the commerce. Deadwood was unlike the company towns in that it 


maintained its older elected government which stemmed from the illegal days, remained intact. 


While the other camps in the Hills operated under the golden rule or the “blue six barrel law” 


Deadwood employed a Mayor, Sheriff, fire marshal, and health commissioner. In only one 


instance it could be said that anyone was bought off or an election stolen making Deadwood a 


“free” town increasing its already heavy gravity amongst the citizenry of the United States. 


 The steady increase of new people on a regular basis, the mild danger associated with 


traveling between towns, the remoteness of those who lived on the outskirts of town maintained 


the feel of independence the town had during its founding years. Adding to this was the daily 


image of a stage coach arriving into down in the same muddied and worn fashion that they had 


arrived in during the gold rush years. Before the automobile, transportation was on horse carts, 


horses, or trains. Rarely did people arrive in a new town by stage coach or freight did arrive 


                                                 
33 A full detail of the effect that the gold brought out of the Black Hills did for the nation can be found in the second 
chapter of Deadwood: the golden years. 
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pulled by 8 oxen, or if they did, the coaches would be far nicer than the ones that still arrived in 


Deadwood.  


 This was the result of the same canyons and trails that prevented the military from 


evicting the prospectors during the summer of ’75. The exact same armored Wells Fargo coaches 


that transported gold out of the Hills during 1876 were still being used, on the same schedule in 


1889 before the railroad opened34. The road, as a result of stage coaches and horse traffic was 


still a muddy mess that caked horses in layers of mud so think that their color could not be 


distinguished.35 Not until the 20th century did, the conditions of the black hills roads become in 


any way capable of providing speedy and safe travel for people and freight leaving deadwood, 


still the hub of rail traffic, as the “Hub of the Hills” for a few more years. 


 


Hub of the Hills 


 Deadwood was the center of the Black Hills gold rush, and as such, commanded 


substantial power in the region. Deadwood was the center of the Black Hills for many reasons; 


primary among them was because the town sat at the termination of all direct routs into the Hills. 


Because of this, the town received a steady income of both money and people. It became the hub 


that all the gold out of the Homestake mine passed through; both shipments and pocket money 


from the miners. Anyone entering the Hills would have to pass through Deadwood first. But then 


again, why would they, the richest placer gold claims were along the Deadwood river36 not until 


the1880s did mining in deadwood die off. Later, with the trains, Deadwood would command the 


                                                 
34 Watson Parker, Deadwood: the golden years: 101 
35 Edward A. Curley, Edward A. Curley’s Guide to the Black Hills: pp 129 
36 G. M. Smith & C. M. Young, History and Government of South Dakota: pp 61; Robert F. Karolevitz, Challenge: 
the South Dakota story; pp 114 
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economy of the hills keeping its title until truck traffic replaced train traffic and Deadwood 


began to fade. 


 It was in the winter of 1875 that the US’s negotiations to buy the Hills, or the mining 


rights to the Hills, were both declined by the Sioux. The result was decision by the US to stop 


caring about removing the prospectors who lived illegally in the hills. And in the spring of 1876, 


after the influx of new, unabated, miners into the region the town of Deadwood was born.37 In 


the summer of that same year, the population of Deadwood was at 10,000,38 half the population 


of the hills and placer mining along on the Deadwood river had produced more than one million 


dollars of gold at 20$ and ounce.39 While later hard rock load mines would produce far more 


money for much longer (read: the Homestake mine was the richest gold mine in the world), at 


the time, Deadwood was the destination for most people heading into the Hills. 


 Furthermore, as a sign to the influence of Deadwood on the gold rush itself, and 


subsequently on the Black Hills, the Deadwood fire of 1879 is considered to be the end of the 


gold rush. It was not simply that Deadwood ended, or that the population was destroyed by the 


fire, but that placer mining had died off in favor of hard rock ore mining and the large sums of 


easily obtained money which founded the initial grown of the town were gone. Deadwood had 


nothing to do with this development but the fire that destroyed the city is the marker for the 


rush’s end and not the date when all of its neighboring towns became hard rock ore mines.  


 Deadwood’s commerce dependency sprang up from the roll it played as a trail noxious. 


At the time, three paths lead into the Hills before the railroad came in 1889, and the Dakota 


Territory was allowed, by treaty, to maintain them even on Indian reservations. Two of the three 


were chosen, and they happened to be the only two of the three that terminated in the town of 
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Deadwood. They were not simple mule trials either, both departed from heavy traffic areas in the 


region, one from the town of Yankton and other from fort mission.40 This location presented 


Deadwood with a grand opportunity, and Deadwood would later be known as the most profitable 


town in the Black Hills41 both during the early gold rush and afterwards. Deadwood was the 


home to more than [three hotels], the best cook in the Hills, who happened to be black and a 


woman, a mail/freight depot, and more brothels, whiskey, and whores than a Hindu god could 


shake a fist at. With this new position came power, and as Spider-man is fond of saying, it also 


came with responsibility.  


 Deadwood had become the leader of technology not only in the Hills but also in the mid-


western region of the US. Citizens of Deadwood enjoyed electricity in the early 1880s when 


electricity was not common in the west until after the great depression. Two power plants were 


created in the hills, one to power the Homestake mine, the other to provide power to the town of 


Deadwood.42 Deadwood was to have the best of what money could buy, and Deadwood had a lot 


of money. The spring of 1877, the telegraph was established in Deadwood and with the addition 


of the only mail service in the Hills, Deadwood added to its title the information hub of the Hills 


to its list of many titles. During that time, mail was uncertain and irregular, being carried in and 


out by good natured wagon operators and travelers. Not until Charley utter opened a freight 


business did mail begin coming on a semi regular basis into the Hills. The method for this was 


individual pick up by the recipient of the letter in person. Utter Freight operated out of 


Deadwood, not out of Lead or Whitewood, making Deadwood the hub of money, people and 


information. 
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 Not only did Deadwood have the telegraph installed in the spring of ’77 by a major 


telegraph company, but also Deadwood possessed one of the first civilian telegraphs outside of 


the east coast. On top of that, Deadwood became the second location in the United States to call 


itself home to the new invention by Alexander Graham Bell43. Deadwood owned and operated 


150 separate telephone lines in the Black Hills a year after the Whitehouse had its first telephone 


installed. This development connected those lucky enough in the hills to use one, with the rest of 


the world, well somewhat, since at the time, telephone lines went to Washington, San Francisco, 


and Deadwood. The telephone did however prove to be one of the few things that the Sioux 


decided they enjoyed about white civilization.44 


 Even the Hill’s once short time enemy, later long time friend, the US military, played a 


special visit to Deadwood in its time of need. The end of the Horse Meat March General Crook 


lead his hungry and trail-worn soldiers to the Black Hills, were supplies were waiting for them in 


the town of Deadwood.45 The horsemeat march, as it came to be known, was a military excursion 


in pursuit of Sioux War Chief, Crazy Horse.  


 The expedition ran out of supplies while hunting down renegade groups of Indians. Only 


after their rations were depleted did the military engaged in skirmishes with the Sioux and one 


pitched large scale Cavalry battle. Neither the Sioux nor the US was prepared for long battles at 


that time, and both sides were starving.46 The Sioux war parties which had been watching the 


army from just out of their reach set fire to the brush depriving General Crook horses of food and 


choking the men with smoke. The march then turned south, into the Black Hills. Along the way, 


                                                 
43  Robert F. Karolevitz, Challenge: the South Dakota story; pp 115-124 
44 A brief account is made in Watson Parker, Deadwood: the golden years: pp 92, about an elderly Sitting Bull 
expressing shock, joy and general excitement after hearing his friend’s voice through the phone and having a 
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45  Robert F. Karolevitz, Challenge: the South Dakota story; pp 121 
46  Robert F. Karolevitz, Challenge: the South Dakota story; pp 115-124 
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the soldiers were forced to kill and eat their starving horses to prevent starving themselves.47 The 


march stopped off in only one town, Deadwood, before riding on to the final destination. 


 The march ended in Deadwood because it was the only place that could supply all the 


troops. The military had known that the town of Deadwood was prospers and there is some 


inclination that General Crook knew full well that his men would be re-supplied in the town of 


Deadwood rather than having to continue on to the nearest fort before being relieved. While 


there the military men became drawn to the “luxuries” of life they were deprived of as solders; 


luxuries such as women, alcohol, in their case food.  


 All this gave the people a Deadwood a bit of an ego which they expressed in secession 


demands. Comical yes, especial when considering how many hoops the people jumped through 


to make sure Washington did not think of the miners as secessionists while they were illegally 


occupying the Black Hills. However, the people of Deadwood, later echoed by the Hills in 


general, did not want to succeed from the United States but instead from all their neighboring 


territories; Montana, Wyoming, and Dakota. They wanted to be their own territory, known as the 


Territory of El Dorado, which of course did not succeed. The amount of Influence witch 


Deadwood was able to exert in Washington and other locations, during this bid and before the 


Great Sioux war, has been attested to the high, unemployed, lawyer population of the town. The 


same population that extended their influence to help rid themselves of the Sioux both during 


and after the Sioux war of 1876. 


 
Leading Causes  


 Deadwood, as the center of the Black Hills, and its gold rush, played a large role in the 


Great Sioux war that ended the Sioux nation and confined the Sioux people to reservations. That 
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is not to say that the entire town of Deadwood was fully to blame for the Great Sioux war, but 


instead that elements within it, played a major role in the war. Using its influence with the 


outside towns and forts, along with controlling the communications in and out of the Hills, 


Deadwood was capable of influencing Washington and the American public. While the people of 


the Hills had a live and let hate relationship with the Sioux, they were the exception not the rule. 


The US Government had spent the better part of 1875 trying to buy the Hills from the Sioux with 


nothing to show for it. Pressure was mounting from both the people of America and from 


members of congress to do something about the Black Hills and the Sioux. 


 The military at the time was President Grant’s old Civil War lieutenants, Sherman and 


Sheridan. Generals, Sherman and Sheridan were in control of the western portion of the army, 


and through the war department also Indian affairs, and “were poised to rule with their fists.”48 


The three decided that the Black Hills must fall under the control of the US and in lieu of a sale, 


war must be brought swiftly. Coincidently, Sherman had expected the problem to solve itself if 


given time. He reasoned that as the buffalo disappeared, the Indians would be left with no choice 


but go to the reservations. But time was not an option, and pressure intensified faster than the 


buffalo diminished.49 


 The first thing that Sherman and Sheridan looked at was the act of stopping the 


prospectors and giving themselves the before mentioned time. Yet, they concluded that the 


amount of people who were trying to enter the Black Hills greatly outnumber the army Cavalry 


tasked with stopping them and decided upon axing the entire plan. As mentioned before, this 


resulted in a flood of people into the Hills and the creation of the town of Deadwood. The Sioux, 


who before demanded that those who were in violation of the treaty should be imprisoned or 
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executed, obviously did not respond well to the news and began attacking any whites in the 


Hills; even soldiers who were legally allowed to patrol the boarders50.  


 The military took pro-action and began sending the exact same regiments who were sent 


out on patrol to stop the miners, into the Hills to root out Indians, protect the towns and camps, 


and stop other less-desirable actions and people. The gold was also guarded by the military, 


when needed, as were some of the paths leading into the Hills from the plains end only. Of 


course, the military could not be every ware and many caravans were raided by the Sioux, or 


road agents masquerading as the Sioux, but no reporter in the Hills or in the rest of America 


bothered to notice that when writing their editorials. Deadwood took advantage of such closer 


relations with the US government to obtain protection on a town wide scale51 and to remind the 


army that neither the town of Deadwood, nor any other considered themselves an independent 


nation and deserved US protection and annexation. Reasons for this abound but the most 


convincing of them relates to the claims52. If the US government viewed Deadwood and all 


towns in the Black Hills as secessionists, their claims would become invalidated once the 


inevitable occupation began.  


 To prevent this outcome, gestures of good faith were made. Small gestures similar of this 


had been made before, but never so popularized, or worse misrepresented. While the citizens of 


Deadwood had delegated positions of civic authority upon certain citizens, it had been done as a 


sign that the Hills were more than simple squatters in the hopes that the government would side 


in favor of them if tensions with the Sioux got heated53. The end result was achieved and the US 
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began a war in effort to protect the valuable gold shipments out of the Hills and gain access to 


the resources of the Hills.  


 Deadwood also reached out beyond the federal government into the hearts of the 


American people. As all three of the Black Hills newspapers were located in Deadwood, the 


amount of editorials proclaiming that the Hills were theirs by right soon stacked to the sky during 


this time. Evermore, the letters written home, and then published according to their will, asked 


for assistance from the American people to end the attacks on the prospectors by military force. 


Washington soon succumbed to mounting pressure both within the camp and from outside it. 


 While in the eyes of the prospectors in the Hills Washington had looked favorably upon 


them and began to act in their interests, it was not entirely the case. Washington had been 


looking at the Hills since before the gold rush. The Hills were not only rich in gold; they 


possessed huge forests of untapped lumber. Black Hills forests could provide lumber for the 


Missourian forts and settlements that begun to run short of their much needed lumber.54 While 


the need for lumber would not have made the US break their treaty, gold would have, and gold 


along with the additional lumber from the forests and untapped farmland would be enough. 


 Washington began to look for a justifiable reason to break the treaty with the Sioux 


because, unfortunately for the US government, the settlers and prospectors in the Black Hills 


were there illegally and the attacks the Sioux made upon them were legal and justified. With a 


year of negotiations and nothing to show for it, Washington began to “bribe” some of the Sioux 


chiefs into signing an abridged treaty. This failed for many reasons, chief among them was 


glaring fact that whites had already been in the Hills defiling their sacred ground for over a year. 


No chief was going to sign any document that allowed the defiling to continue.  
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 Even if Washington sweetened the deal with additional food rations, or if the Chief in 


question felt that the Hills were not important (which never happened), and a chief did sign it, 


“risked his life at the hands of”55 the younger braves who lived free of the agencies in the open 


plains with chiefs such as Sitting Bull and Crazy Horse. These traditional war chiefs lived the 


unseeded territory and hunting grounds provided by the 1868 treaty; hunting grounds such as the 


Powder Ridge Valley, the cause of the war in 1868 which resulted in the treaty of Fort Laramie. 


These chiefs resented the whites who lived in the Hills and defiled their sanctity. They resented 


more, if it was possible, their fellow Sioux that had abounded the older ways and settled down on 


reservations and agencies to receive food rations. 


  Most who settled down did not stay permanently. “In fact, many Sioux and Cheyenne 


shuttled back and forth between the powder ridge country and the reservation, enjoying the best 


of both worlds”56 but such famous leaders, such as Red Cloud, had moved their tribes to agencies 


for the security and rations of the agency in the winter”.57 These Indians who lived on the fringe 


were the most adamant about war with the US and soon became just what Washington needed to 


start the war. Washington thus declared that too many Indians were trespassing outside of 


reservation lands and into sovereign US territory and subsequently ordered all Indians to report 


to agency centers, during the winter, when there was no food, and when they knew full well 


almost none of the Indians would be able to make the trip without starving.58 The date came and 


went and so few Indians showed up at the centers the treaty was declared broken and the Great 


Sioux war resulted. The war ended in the fall of 1876, not even a half a year after the war had 


started, and “the Sioux were forced to sign away the Black Hills…giving legal validation to what 
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the miners had already made an uncompromised fact.”59 Deadwood, the other mining camps, and 


prospectors then entered the new year of 1877 as legal residence of the United States on the 


backs of crushed Sioux. 


 
The Neglected Third Path 
 While the town of Deadwood did not send troops to the battles nor did any of the battles 


take place in the Hills, they all took place on the same lands that Red Clouds war was fought on 


ten years before. The only time the war ever directly entered, in any form; into the Hills was 


when General Crook and his third Cavalry entered the Hills at the conclusion of the disastrous 


Horse Meat March. But something should be said here as to the war that Deadwood and the gold 


pulled from its rivers had caused. Deadwood’s existence and the actions of those who lived 


within Deadwood, was a contributing factor in the breaking of Indian resistance to the US in the 


North West region of the country.  


 The infamous battle of Little Big Horn, the greatest defeat in army history before the 


Second World War, occurred during the Great Sioux War of 1876-1877 which resulted squarely 


from the prospector’s existence in the Black Hills. Before the battle of Little Big Horn, the most 


crushing defeat the US army had sustained was from the Sioux only a decade before in Red 


Cloud’s war. In fact, most of the battles at the start of the Sioux war were similar to those fought 


in Red Cloud’s war. The army did not miss this connection either. Rather than make the same 


mistakes they had before resulting in terrible loss of life, money and time due to the inability of 


the US military to bring the Sioux to battle and destroying their war making capabilities, 


Washington was eager to try new tactics.  


 The tactic that initially showed the most promise was to confiscate weapons and firearms 


from peaceful Indians when they entered reservations or agencies to get food. This not only 
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disarmed potential Sioux warriors but it prevented the Sioux from hunting easily, forcing them to 


live off government rations. The other tactic was to arrest the marauding Sioux as they would 


come in to abuse the Indian agencies regardless of their innocence.60 Many Sioux and Cheyenne 


warriors switched back and forth between the hunting grounds of powder ridge country and the 


reservation, “enjoying the best of both worlds- the old free life of the chase in the summer and 


the security and rations of the agency in the winter.”61 The Army was unable to prove that those 


who were arrested had anything wrong but were arrested just the same. At the same time, the 


military began a campaign of diplomacy to end the war and acquire the Black Hills from the 


Sioux, initially with cash payments. However, eventually the negotiations focused on food 


rations.  


 During the past ten years the lands of the Sioux Nation had been degraded and the 


Indians were either starving or near starvation.62 The Sioux needed food and the US knew it. In 


the fall of 1876, just before winter, Congress passed an Indian appropriations bill that included a 


provision dying the rations previously guaranteed to the Sioux under the treaty of Fort Laramie 


and subsequent additions to it by Congress, until the Sioux chiefs signed away the Black Hills to 


the US.63 There were previous signs of weakening but, the young braves who “spent part of the 


year with Sitting Bull would have none of it. Any chief that signed risked his life at the hands of 


those men.”64 While the action was drastic, it worked and Sioux chiefs signed away the Black 


Hills in return for food rations during the winter. With the loss of support from their native tribes 


Most of the Sioux, Cheyenne, and Lakota peoples did not fight in the war, the surrenders from 
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many of the smaller Indian tribes involved in the war came by the end of 1877 with the larger 


tribes of some war chiefs taking longer to surrender, but they eventually did. 


 The war was officially declared over when a new peace treaty was signed by the select 


Sioux chiefs. The treaty would later be deemed illegal, but at the time the Sioux were defeated 


and dependent upon US rations and Washington was in control of the Black Hills. The lands 


granted to them under the 1868 treaty were taken away, the hunting lands were taken given to 


settlers and the Sioux were confined to reservations. This effectively made the Sioux entirely 


dependent upon the US government for rations as Edwin A. Curley put its,  


  “The Indians… cannot get food by the chase, for the  


  pressure of the white race has destroyed the game; he cannot 


  get food by agriculture… for the area fit for cultivation is far  


  too small, and he cannot get it by stock raising, the industry  


  for witch the country is best adapted, because he has no flocks  


  or heard to start with.”65 


 While the United States celebrated the victory of finally putting the Sioux under a 


watchful eye and moved on with the labors of mining and foresting the Black Hills, the Great 


Sioux War left large political divides in the tribes who did and did not fight in the war. These 


divides persisted for years to come and affected reservation politics into the next century. 


 In the aftermath of the Great Sioux War, a great number of disenfranchised former Sioux 


braves lived restlessly on reservations. More than a decade after their defeat, the Sioux who were 


raised on the stories of the hunt and the warpath eventually found an outlet for their discontent 


and desire to reclaim their lost land. The original Ghost Dance movement, inspired by Wovoka, 


sought a greater connection with the earth and harmony between both whites and Indians. For the 
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most part the teachings of this “Indian messiah” were the ideals of the Christian faith66 but 


during a meeting with Wovoka, Strong Bull became obsessed with the movement and 


manipulated the teachings. The new form of the Ghost Dance that Strong Bull endorsed preached 


that if the Sioux were to be “good” and practice the Ghost Dance, the Sioux ancestors would 


return, the white man would disappear and the Buffalo would return.67  


 The more militant chiefs found the teachings of the ghost dance to be, surprisingly, in 


defense of future violence against the US, which may have possibly been Strong Bull’s intent. 


These groups viewed the movement as a call to the traditional ways of life away from 


reservations and agencies and Washington of course, caught wind of this. The agency leaders 


and people of the Hills did not view the Ghost Dance as a peaceful assembly of religious Native 


Americans, but instead former war Chiefs that had fought two wars against the US, manipulating 


a religious movement to foster an upraise against the US. Washington was not entirely without 


fault on this assessment since the Ghost Dance was similar in the eyes of the laymen to the Sioux 


war dance.  


 This stigma that became associated with the Ghost Dance eventually lead to the 


Wounded Knee massacre and with it the destruction of the Sioux’s most influential chiefs who 


knew what it was like to be “free.” The ramifications of the Wounded Knee Massacre were wide 


spread in the continental North West. Since most of the former leaders, or influenced braves, of 


the Great Sioux war, were present for the Ghost Dance at Wounded Knee68 and were 


subsequently killed in the massacre, the possibility of a Sioux resurgence, or rebellion against the 


US died with them. Since Crazy horse had died in captivity following his surrender in 1877, the 


deaths of Sitting Bull and Dull Knife marked the end of the war Chiefs who commanded enough 
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support from the people to possibly instigate an uprising or unify the tribes in any form of 


cohesion.  


 With the end of the Sioux, the major Native American obstacle against US expansion 


westward was removed. Following the victories of both the Great Sioux war, and the unfortunate 


massacre at Wounded Knee, rebellious Native American tribes soon began to lay down arms and 


take to the reservations. Their deaths meant that chiefs which remained were the ones who “sold 


out” the Sioux and newer chiefs would be unable to gain the prestige the legendary Chiefs had 


gotten through war. Coupled with the inability of the Sioux to remove themselves from their 


dependency on government rations;69 the Sioux would never again accomplish an uprising 


against the US. Their reservation lands would be further contracted as time passed to what are 


now the present day boundaries. The Sioux nation, which once comprised more than half of 


South Dakota, the North Eastern corner of Wyoming, and the South Eastern corner of Montana, 


was ended by a desire for Deadwood gold on behalf of the Untied States citizenry and their 


government. 


 


Where the Buffalo Roamed 


 Deadwood’s influence on the American plains went beyond additions to the mythos and 


included large scale, permanent environmental changes upon the region. The obvious 


environmental effects of mining forever changed the landscape of the Hills but the individual 


miner and the settlers introduced new species into the Hills, deforested on a massive scale, and 


polluted the waters. The town of Deadwood is a perfect example of the urban-core/periphery 


relationship in regards to the size of its ecological shadow compared to its population density. On 


the positive side, Deadwood propelled Seth Bullock on to the national stage.  
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In the same wagon caravan that brought to the town of Deadwood famous figures such as 


Wild Bill Hickok and Calamity Jane, it also brought an ox cart full of cats and an important 


national figure, Seth Bullock. Seth was the town of Deadwood’s first Sheriff yet he originally 


came to the town as a hardware store owner with his long time friend, Sol Star. The two moved 


from the Montana territory, where Seth had been a Sheriff and a member of the territorial council, 


to Deadwood with the intent to make it rich in the timeless scheme of supplying miners at 


inflated prices.70 Both he and Sol Star rose to importance in the camp as they became Sheriff and 


Mayor respectively. Later in the camps history they would both become major investors in the 


town building banks and hotels 


As sheriff, Seth Bullock gained the reputation as a fair lawman and most remarkably 


never killed anyone in during his tenure of enforcing the laws in a lawless town. However, Seth 


Bullock was more than just a Sheriff. During his time in Montana, he was the youngest person to 


be elected to the Montana Council when he was elected at the age of 21. During his time on the 


council, he proposed the first bill ever to preserve Yellowstone as a national park71. Theodore 


Roosevelt, who would later champion such ideas during his presidency, met Seth Bullock while 


they were both lawmen in the Black Hills. 


They had been unknowingly pursuing the same suspect when the encounter occurred. 


Roosevelt later wrote that he had taken a strong liking to Seth that day; they would become close 


friends. So close that Bullock was hired as a bodyguard for Theodore Roosevelt during his 


campaign for president. After the national parks were created, Seth Bullock became the first 


Forest supervisor72 for the Black Hills ensuring that they retained their natural beauty. 
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 As for the cats, they were brought into the Hills by a crafty entrepreneur with the intent 


sell them as either pets, or pest control to the miners and saloon operators. He only had the 


opportunity to sell three cats before someone, intentionally or accidentally neither is known for 


sure, knocked over the cages letting the cats loose to ravage the Hills. To this day, there is still a 


large population of common feral cats all of which are descendants of those ordinal cats brought 


into the camp in 1876. While the common house cat has been known to be just as adaptive to the 


environment as American wolves and even considered a pest in some countries, in the black hills 


the feral cats took the place of over predator species that were diminished though human actions. 


 The late 1870’s has been marked as the end of the Great Buffalo era, for never again 


would the buffalo reach such numbers or span such distances. The reasons for the demise of the 


buffalo abound, and if recorded, may well match in length the number of bison that once roamed 


the plains. However, the human effects upon them cannot be ignored, nor can the effects that 


humans had upon the wildlife of the Black Hills. The first aspect that must be considered is the 


effect that the sheer number of people entering the Hills on such a regular basis had on the 


environment. 


 In the winter of 1875, there were so few people in the Black Hills that the military had no 


idea were to even look for them yet alone find them end remove them. Not even six months later, 


by the summer of 1876, the population of the Deadwood alone was at 10,000 and the Black Hills, 


at a conservative assessment of the historical census, was at 20,000 people.73 In six months time 


the population of the Hills grew at more than 111 people a day, traveling not on well paved roads 


or on foot but by ox driven wagons though two narrow passes only. The wheels of the ox carts 


and stage coaches cut deep into the earth destroying any plant matter that was previously there 


and further erosion and soil degradation caused during the next Midwest rain storm removed any 
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near possibility that those trails would function as anything other than mud. If the roads of 


Deadwood are anything to compare the much more trafficked Black Hills passes to, then ankle 


deep mud was something to look forward too. 


 The decimation of the native wildlife was not accomplished by the prospectors entering 


the Hills alone. Both the game and predator declines of the Black Hills were the result of land 


clearance for homestead farms and ranches, general deforestation, water pollution caused by 


placer mining, and miners hunting game during the winter.74 The effect that ranchers had upon 


the predator population is well documented to be common knowledge. In efforts to protect their 


flocks/herds, ranches hunted wolves which would prey upon their livestock. The same effect that 


Ranchers had upon the predators the homesteaders had upon the game populations. As habitat 


was turned into farming land, the local wildlife had to find new places of food and nourishment 


or die. The likelihood that the huntable game would find alternative meadows and dense growth 


forests became smaller as more people entered the hills with intentions other than prospecting. 


 In 1876 when Edward A. Curly visited Deadwood for his guide of the Black Hills and the 


northern Great Plains, he commented upon the status of farmland. He described, in one solitary 


line, that all the good locations for farming and ranching had been taken and these locations 


consisted of natural meadows and clearings.75 Meadows and clearings that proved so naturally 


nutritious to cattle and horses once fed large deer, bison, and other grazing Black Hills game. By 


the year 1889, just before the Deadwood fire, the total amount of cattle in the hills numbered 


close to 150,000 heads. This excludes sheep and horses which were also raised in the meadows 


and clearings of the black hills. These ranches and farms were not in existence to support the 


people of Chicago or Cheyenne, but Deadwood with its 10,000 person population.  
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 If auxiliary grazing grounds could be found in the forests, the game soon saw those 


disappearing at 300 trees a day and had to move again. The lumber mills of Deadwood produced 


wood slower than the demand. So slower in fact, that it was profitable to, with great effort and 


cost, move steam engines up into the hills during the summer of 187676 to power lumber mills. 


These steam driven lumber mills, were capable of producing 30 thousand plank feet of wooden 


planks a day.77 This figure does not include the rate of plank production before the arrival of 


steam powered lumber mills, which had been going on since January of ’76, nor does it factor in 


the number of trees deforested by the still present hand operated lumber mills or the general 


deforestation by the inhabitants of Deadwood. Where did all this wood go? Everything in the 


town of deadwood, and surrounding mining camps, was made from wood; this would later 


contribute greatly to the speed that the Deadwood fire moved. 


 Each cabin on a claim or house in the city was made from wood, same as saloons, hotels, 


and every building in town. While sides of cabins could be made from simple cut trees cut into 


logs, the roof would traditionally be made from planks of wood, as would the floor. Initially, it 


was not the buildings that needed the wood but the miners who required planks for the 


construction of their sluice boxes.78 Additionally, these sluice boxes would not survive more than 


a few months at most79. The boxes would become waterlogged, warped, or the miner would 


simply think that there was enough residual gold dust caught in the cracks and groves of the 


wood to warrant the tool’s destruction. The sluice box would be dried and burned, its ashes 


panned, and usually enough gold dust would be produced to cover the construction costs of a 


new box, preserving the demand for cut lumber. 
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 Excluding the demand for building materials the demand for wood was always constant, 


though not at 300 trees a day. Everything before the “modern age” was dependant upon wood. 


The steam engines that cut the planks ran on wood not electricity or water power, and while it is 


possible that the fuel consumption of the engines was supplemented by using the unusable parts 


of the lumber, the fuel could not be made up entirely of lumber scraps. Assuming the lumber 


mills could provide their own fuel based on scraps, the individual miner could not. Stoves and 


heaters were not powered by electricity or natural gas, but by burning wood.   


 20,000 people demanding wood each day for the heat required for cooking undoubtedly 


made its mark upon the Hills forests, since unlike the Sioux, whites did not use only dead wood 


for their fires. Thankfully, for the hills, most people left before the start of the winter months as 


they did not wish to endure a Black Hills winter. The effect that Deadwood alone would have 


had with its 10,000 burning unknown amounts of wood constantly to stave off the sub zero 


temperatures is frightening. 


 It may appear that Deadwood is getting much of the blame or something that occurred 


across the entire Black Hills region. However, since the start of Deadwood’s existence, the town 


possessed certain commercial enterprises that other towns and camps simply did not bother to 


create duplicates of. Services such as banks, commerce areas, large hotels, court houses, and this 


remained true with lumber mills until the introduction of the hard rock ore mines of the later 


period and their company controlled mills and stamps. Yet even then, deadwood was without a 


majority of the blame for Deadwood banks were still being used predominantly. Deadwood 


banks demanded wood all year round to produce coal for the smelting processes required to 


produce their large, “theft proof” gold bars. While gold does have a relatively low melting point, 


it still required large amounts of fuel to melt such quantities of gold. While the Black Hills did 
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have a few coal veins, they were never mined in enough effectively to meet the demands by the 


population. Returning to the Black Hills game, while winter did spare the forest, however 


slightly, it did not help the game in the slightest.  


  A winter in the Black Hills results in a deep snow cover over most of the hills and 


valleys. This snow cover and sub freezing temperatures prevented all but the most hardened 


miners from working their claims80, and even the hardened could only work for short periods of 


time at that. Food an warmth were the two primary concerns for a miner out on his solitary claim 


for he owned the land by working it and had no debts. If, during the warmer months, the miner 


had not procured enough gold dust to purchase supplies or “live like a white man”81 during the 


winter months, the miner was forced to rely upon hunting skills or starve. While the winter 


months did mark a decrease in the black hills population82, as most people decided to leave the 


winter months in search of less harsh winter locations, the exodus of such a magnitude of people 


worsened the already present migration problems upon the game. However, the miners and 


settlers, with the exception of hunting, never intended to kill the wildlife off. That was reserved 


for the telegraph and railroad companies. 


 The American Bison have a nasty habit about charging solitary trees and knocking them 


down. There is even mounting evidence that the older Native Americans of the plains, who were 


exterminated by the Sioux as they moved westward, burned down trees in an effort to improve 


the buffalo pastures. This is not an anecdotal tidbit since telegraph poles, which were only 


installed in the western part of the plains and the Black Hills following the defeat of the Sioux 


and in an effort to connect Deadwood with the rest of the Plains, looks rather a lot like a tree to a 


buffalo.  
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 After enough buffalo began knocking down telegraph posts, the telegraph companies 


finally decided to do something about it. The companies hired an “army of guards”83 and hunters 


to patrol the telegraph lines and “protect” the poles from the buffalo.84 The hunters were told, in 


effect, to kill any and all buffalo they found near the lines on sight, after all there was no point in 


killing the bison after it knocked the pole down and disrupted communication. The exact number 


of buffalo slain because of the telegraph “guards” is unknown but the numbers are easy to 


imagine after looking at the success that the railroad had. 


 The railroads did come later into the Hills and the western portions of the now annexed 


Sioux Nation but when they did, they hurt what was left of the buffalo much worse. The 


railroads of the time saw no reason to move into the Black Hills or much of western South 


Dakota, but with the influx of people brought by the gold rush soon proved to be profitable 


enough to warrant rail lines. The railroad companies too hired hunters to protect the rail lines 


from the buffalo85 and supply food to the workers. Buffalo Bill was one such hunter hired as to 


remove enough buffalo from the region that the owners of the rail lines no longer had reason to 


worry about their trains derailing on a bull Bison. But whites were not the only ones hired to kill 


the buffalo indiscriminately, Sioux who wanted the luxuries of the white’s world got in on the 


action. 


 Buffalo hides were a valuable commodity in the east and the meat was lean, making it 


good for drying and preserving. The lure of wealth proved too much for some Sioux as they took 


to the plains and hunted their buffalo beyond their need.86 Taking the hide of the buffalo, and as 


much meat as they could carry away from a dead beast and leaving the rest. Perhaps the Sioux 
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who were unable to resist the lure of wealth did not realize they were assisting their own cultural 


demise, or if they did, they did not care. Regardless, the end result was the depletion of the 


buffalo and wild game that the Native Americans, mainly the Sioux, depended upon. As a 


traveler of the time, Edwin A. Curley wrote, “The Indians… cannot get food by the chase, for the 


pressure of the white race has destroyed the game.”87 This played a pivotal role in their defeat in 


1876 by the US government and why the Sioux were unable to ever again rise against the US. 


 Finally, deadwood exemplified more than just a classical Wild West town; it was also a 


pristine example of an urban-core/periphery relationship. While most urban center cores produce 


something of value to the population, Deadwood, being a mining camp, produced nothing but 


gold. Most cities, which are urban cores, engage in the production of transforming a raw material 


provided by the hinterland/ periphery into a finished product. The periphery supplies the corn; 


the city turns it into flower, chips, bread and distributes it back to the periphery. Deadwood 


supplied the gold and nothing else.  


 The lumber that was produced at 300 trees a day did not go into manufacturing tables, 


chairs, chandeliers, wheels or anything other than planks for buildings or sluice boxes. 


Everything had to be shipped in through the same muddy trails that carried the other 111 people 


a day. Some items that were shipped in as part of the daily shipment of tonnage88 included, 


chairs, tables, candles, glasses, windows, bottles of various alcohols, ammunition, explosives, 


mining equipment, non wooden building materials, all forms of clothing, ink for the printing 


presses, and food. This meant that Deadwood, with a population of 10,000 in 1876 when most 


towns in the Black Hills had a population of about 201, had an incredibly large and 


disproportionate to its population ecological shadow.  


                                                 
87 Edwin A. Curley, Edwin A. Curley’s Guide to the Black Hills: pp 136 
88 Watson Parker, Deadwood: the golden years: pp 36 
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Fin 


 History marches on, and at the head of North Western portion of that march, for a good 


15 years at least, sat the Black Hill’s down of Deadwood. Flamboyant and excessive, like the 


mounted brass band at the head of Custer’s expeditionary column into the Hills a year before its 


birth, Deadwood attracted all the attention afforded to a Midwestern mining town. The attention 


was not unwarranted, and Deadwood deserved to lead as the resting place for two of the nations 


Wild West era “heroes”, the first Forest Supervisor of the newly created Black Hills national 


forest, and one time bodyguard to President Theodore Roosevelt. The town also embodied, in 


both heart and in sole, the violent yet noble ideals of a romanticized era of US history. 


 Deadwood had, by simply existing, helped contribute to the US war against the Sioux 


which brought an end to their nation. The war’s effects did more than that, the Sioux were 


forever beaten from that point forward and major opposition to the American idea of Manifest 


Destiny was beaten with them. The Battle of wounded knee, considered by most to be the end of 


the “frontier” as it was the last major Indian battle, was a result of a volatile combination 


between the desire of the Sioux to reclaim their lost land and way of life, and the lingering terror 


that the Sioux inspired in the people of the Black Hills during their violent raids 14 years earlier. 


 Deadwood gave, through its educated population and wealth, electricity to the Northern 


Black Hills at a time when the average town a three hundred mile radios did not receive power 


until the new deal in 1938. Deadwood provided the telephone to the Hills a shocking one year 


after the first telephone was installed in the Whitehouse, and provided telephone service to more 


than 150 locations. The desire by railroad companies to gain access to the rich gold shipments 
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out of Deadwood would lead to the expansion of the Nebraskan railroad, providing access to 


hundreds of acres of land to the masses.  


 Deadwood would unfortunately, also contribute to the ecological degradation of the area 


and further destruction of the majestic American Bison. In efforts to connect Deadwood with the 


rest of the world, telegraph companies hired hunters to kill buffalo on sight in order to protect 


their lines. The vast number of people coming and going each year into Deadwood through 


narrow paths disrupted the wildlife patters of the Hills and the polluted waters caused by mining 


did what human migration could not. The initial demand for lumber by the citizens in Deadwood 


demanded the destruction of tree after tree endlessly for four years. And not to be excluded is the 


yet unknown total damage that the mining did to the surrounding environment during its time. 
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The Second World War was the only war in history where technological 


development during the war was instrumental to the combat efforts of the combatants. 


Prior to the Second World War, technological advances had generally been gradual 


refinements of existing weaponry, and had never had significant effects on the outcome 


of a war. The weaponry used in earlier wars had been invented, refined, and put into 


serial production before the wars started, and did not change over the course of the war. 


Even the First World War, which saw the advent of the tank to cross no-man’s land, and 


the airplane to fly above it, was fought and won with weapons that were in their second 


or third decade of services. The Second World War then was the first time that countries 


could not spend lengths of time developing, testing, and refining weapons for their armed 


forces, but rather were forced to develop and put new weapon systems into production 


quickly. 


 While almost every weapon system in the military benefitted from this increased 


pace of development and production, the areas were these benefits were most obvious 


were in combat aircraft and in rocketry. Aircraft at the start of the Second World War 


were still reminiscent of those of the First World War, to the point that all of the major 


combatants during the war had frontline biplanes, with most of them still used in ground 


attack or air combat roles. By the end of the war, however, these airplanes were all 


several generations behind the curve, with then modern aircraft reaching the limits 


performance. This would have been the end of it, except that the war also saw the rapid 


development and refinement of a technology that hadn’t existed at all until a few years 


before the war: the jet engine. The integration of the jet engine with the new field of high 







 3


speed aerodynamics that emerged to help design aircraft during the Second World War 


would set the stage for the dogfights over Korea, and for the entire Cold War air race. 


 The Second World War also spurred the development of the rocket, transforming 


it from a fringe science, more likely to be seen in a fantasy novel or movie than in real 


life, into a weapon of war that would, with nuclear weapons, define the Second World 


War. Not only would it serve as one of the most powerful weapons of the Second World 


War, but it was also set the stage for one of the most insane and terrifying military 


strategies of all time: Mutually Assured Destruction, the idea that peace can be achieved 


if both sides have the power to wipe out life on earth. 


 Both of these systems, the jet combat aircraft and the ballistic missile, where 


developed and brought to fruition in Germany. While other nations had similar or related 


programs ongoing in some instances, no other nation came close to being able to equal 


German technological advances in either high speed jet aircraft or in rocketry. To change 


this deficiency and to prepare for the Cold War that was looming on the horizon, the 


United States and the Soviet Union took everything they could that might conceivably 


help them equal and even surpass what the Germans had been able to do in high speed 


aviation and rocketry.  


 This set the stage for a unique definition of spoils of war. In addition to the 


economic reparations that Germany was forced to pay, their technical and industrial 


centers were raided as well for anything that could help either the Soviet Union or the 


United States in the coming Cold War. The machinery, information, and people that were 


removed from Germany were miniscule in the absolute sense, but would have a profound 
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impact on the future of aviation and rocketry in the early cold war years, and continue to 


have influences well into the modern world. 


   


Aviation and Rocket Technology during World War II in the United 


States and the Soviet Union 


 


Aviation and Rocket Technology in the United States 


 The end of the Second World War left the United States and the Soviet Union 


with highly skilled, but narrowly focused air force capabilities. In the United States, this 


focus was on maximizing the ability of its long range bomber fleets to do as much 


damage to the industrial ability of a country as possible1. To this end, the aircraft that 


were designed and built in the United States were masterpieces of efficiency. P-51 


Mustang, P-47 Thunderbolt, and P-38 Lighting fighter planes could escort American 


strategic bombers over the course of an entire eight hour mission, with the single goal of 


protecting the bombers long enough for them to deliver their deadly payload. 


 This imperative for range, coupled with the massive numbers of bombers that 


needed protecting, produced a simple equation that dictated all American aircraft 


development for the majority of the war: Build as many planes as possible, with as much 


range as possible2. Thus, while early in the war the United States acquired a Whittle jet 


engine3, this then new and untested jet technology was ignored in favor of refining the 


reciprocating engines that were already in production45. 


 However, by the end of the war this technology was reaching the point of 


diminishing returns. While technology and development had allowed the United States to 
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field planes capable of flying higher and faster than anything before them, this was 


unsustainable. The increasing power of aircraft engines had made it difficult to fit 


propellers large enough to be useful, to the point were aircraft design began to be  


dictated by the engine power, and thus the size of the propeller used, as in the case of the 


F4U Corsairs. There no longer were the quantum leaps that had characterized the early 


war period. Given the airframe sizes and roles for aircraft, aircraft development among 


the western allies was no longer characterized by such innovations as multiple stage 


super-chargers for high altitude performance or fuel injected engines for reliability during 


air combat maneuver. At the end of the war, the American air force had reached the point 


that can be referred to as “polishing rivets”, that is, they were trying to maximize the 


technology that they already had. There were still refinements to be done to the propeller 


driven airplanes that fit into US air doctrine, but the propeller had reached the final stage 


in its useful life as a propulsion device for the United States. However, all this work had 


been done to maximize high altitude performance and range. When American planes 


inevitably got dragged down to lower altitudes during tog fights, their performance 


advantage began to disappear relative to their opponents, and the negative effects of this 


highly focused approach to aircraft design became apparent. 


 Rocketry in the United States was in a very different situation. Rather than being 


a mainstream part of the military effort against Germany and Japan, the rocket had been 


exploited where it was easy, and then simply left in stasis. The rocket artillery used by the 


US Army did not change significantly during the war, when it was used at all, and while 


there was some development in aerial rockets, it was limited primarily to building larger 


payloads. The only new rockets that the United States military was interested in 
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developing and fielding that were new to the war effort were designed to assist in the 


liftoff of heavily laden bomber aircraft6. 


 This seems odd considering that one of the founding fathers of modern rocketry 


did all of his work in the United States. The problem was that while Goddard was making 


great strides in the field of liquid fueled rockets7, he was also an extremely paranoid man, 


and so refused to work with others who were developing rockets, such as von Karman 


and his team8. 


 This alone, however, normally would not have been enough to stifle innovation 


into the field of rocketry. However, there is little to no evidence that the armed forces 


were interested in rocketry beyond what they already had other than the assisted takeoff 


units that von Karman built9. A great deal of this lack of interest stems from the air 


doctrine that dictated aircraft development. Because the United States is geographically 


isolated, unlike Soviet Union and Germany, there was no perceived need to develop any 


kind of interceptor aircraft that could quickly climb to meet a bomber group, which is 


what drove much of the rocket development in Europe. The lack of any doctrinal need for 


a rocket interceptor coupled with Goddard’s psychosis preventing him from working with 


any other innovators10, thus conspired to prevent the United States from progressing very 


far at all beyond simply unguided artillery or air-to-ground rockets. 


 


Aviation and Rocket Technology in the Soviet Union 


 The Soviet air force had taken a vastly different approach to aircraft doctrine and 


design than the United States. Rather than focus on getting the most range that they could 


out of their planes, they instead focused on smaller, short range tactical fighter aircraft. 
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There were three major reasons for this. The first of these was simply geographic: The 


Soviet air force was always going to be able to have runways near wherever they were 


fighting, because of the proximity of the Soviet Union to other nations. This negated the 


need for any extreme range fighters like the United States was forced to develop. 


 The second reason that the Soviet military focused on smaller, more agile fighters 


during the war is that their primary mission was not to destroy the German industrial 


capacity, as the United States was, but rather to protect ground formations from German 


tactical bombers and ground attack aircraft. They also were charged with escorting their 


own ground attack aircraft and protecting them from German fighter patrols. 


 These two forces that drove aircraft design and development in the Soviet Union 


resulted in a peculiarity in the Soviet air force. While most militaries were flying aircraft 


made almost entirely out of metal, Soviet aircraft were still primarily made out of wood11, 


to the point that it was only towards the very end of the war, when the Soviet army 


clearly had the upper hand against German ground forces, that the Soviet air force began 


to include large amounts of steel and aluminum into their airplanes.  


 All these factors combined by the end of World War II in Soviet airplanes that 


were at the same rivet polishing phase as their American counter-parts, but focused on 


low level maneuverability above all else rather than maximum range. The Soviets were, 


in this regard, just as successfully single minded as the United States, to the point that 


German pilots were instructed not to engage Soviet fighters below five thousand meters. 


However, like the United States, the Soviets painted themselves into a corner. They had 


the best low level dogfighters in Europe, but at higher altitudes, or against faster 


opponents, they began to struggle. 
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 Rocketry in the Soviet Union, however, was far more ‘mainstream’ than in was in 


the United States. Unlike the United States, were only a limited number of people were 


involved in rockets, before the war there were regional rocketry clubs and organizations 


in the Soviet Union12. This laid the foundation for the most widespread rocket use during 


the Second World War. 


 There were two major focuses of rocket research and development in the Soviet 


Union during the Second World War. The first, and most well known of these uses was in 


rocket artillery. Unlike the United States, the Soviet military focused heavily on the 


development and deployment of rockets in front line artillery units. There are a variety of 


reasons for this, but some of the major reasons include the portability of rocket launchers 


compared to tube artillery (especially over dirt and gravel roads in poor conditions), and 


the ability to fire massive salvos in advance of attacks. Soviet artillery rockets were so 


effective that the basic design remained unchanged during the entire war, and by the end 


of the war made up the bulk of the Soviet artillery batteries. 


 The second focus of rocket development in the Soviet Union was in their 


applicability to aircraft use. However, the Soviets were not intending simply on using 


rockets in the ground attack role like the United States did, but rather they were 


developing rocket planes such as the BI-1 interceptor to attack German bomber 


formations. However, the larger use of rocket propelled aircraft in the Soviet Union was 


in hybrid propulsion setups, were a rocket would be integrated into the rear fuselage of a 


standard fighter plane, to provide a vastly superior climb rate and short bursts of speed, 


while still retaining most of the maneuverability that the fighter aircraft already had. 


Unlike the rocket assisted takeoff devices designed and built in the United States, 







 9


however, the Soviets used primarily liquid fuel for aircraft rockets, and they were 


integrated directly into the frame of the aircraft, rather than being jettisoned after use13. 


 The proliferate use and development of rockets in the Soviet Union stands in stark 


contrast to the activities of the United States for a single reason. The rocketry 


organizations and clubs in the Soviet Union allowed scientists and engineers to gather 


together and improve on each others ideas, rather than working alone, as in the United 


States. The later greats of Soviet rocketry such as Korolev were able to become great 


because of the connections that they forged in these rocketry clubs.  


 


Technology Removed From Germany 


 


Removal of Technology to the United States 


 The American effort to capture as much German technology as possible had it’s 


genesis during 1944, when V-2 rockets and Me-262 jet fighters began to be encountered, 


either during attacks on London or at high altitude by bomber flights. All of a sudden, the 


allied leadership realized that they were dealing with technology that they might 


understand the basics of, had reached a level of refinement and advancement that they 


were completely unable to equal. In response, groups of scientists, engineers, and 


technicians were formed with the sole job of finding out as much as they could about 


German technology during the allied army advances14. These groups were the immediate 


predecessors to later, larger, and more important efforts such as Operation LUSTY and 


Operation Paperclip. 
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 Operation LUSTY stood for Luftwaffe Secret Technology; which in a rarity in 


the armed forces perfectly describes the goal of the operation. The teams sent out by 


Operation LUSTY had a simple mission: find all the information possible about secret 


Luftwaffe projects, and get that information back to the United States15. As a result, the 


teams took control not just of documents, blue prints and spare aircraft parts, but also 


many complete, flying condition aircraft. The most important aircraft of the 41 that 


Operation LUSTY acquired and shipped to the United States were ten Messerschmitt Me-


262 jet fighters, four Arado Ar-234 jet powered bombers16. These fourteen planes 


represented the future of airpower, and along with the literally tons of documents and 


data collected by the teams of Operation LUSTY, were an invaluable head start in the 


development of high speed aircraft for the United States. The first American pilots of 


these aircraft, when they first took a solo flight in the new jets, upon landing had their air 


force insignia removed and modified by the simple expedient of ripping the propellers 


while being told that they “No longer needed the propellers”17. Indeed, these planes 


would help make it so that no combat pilot in the United States needed propellers in a 


few years. 


 Unfortunately, the above information is essentially all there is that has been 


formally published about Operation LUSTY. The rocket programs that led to the Saturn 


V, the moon landings, and ballistic missiles overshadowed what happened in relation to 


Operation LUSTY. While a great many academic works mention LUSTY in passing, it is 


generally as a post-script to the air war in Europe, with no context as to what the effects 


of the Operation were. Equally unfortunate, unlike the Soviet Union where the absence of 


any jet program prior to the end of the second world war makes tracing the influence of 
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German technology clear, the United States had a pre-existing jet production and research 


program, which had already built the P-59 and P-80 jet fighters by the end of the second 


world war (though none of them would see combat). This camouflaged much of the 


influence of the German technology, making it difficult to tell what in the years to come 


would be entirely domestic produced, and what would be influenced by German 


technology. 


 Figuring out what exactly the United States took out of the German aircraft 


industry is extremely hard to determine, and likely is better suited to a full length book 


than it is to this paper. However, the question of why the United States took all of this 


technology is much easier to answer. The overarching reason that the United States took 


as much jet and high speed flight technology as they could out of Germany was that 


General Arnold had become convinced during the course of the war that technology was 


the only way for the air force to remain effective in the future18. To this end he created 


the first teams that went into Germany to learn whatever they could from captured 


documents and people19. 


 However, while that was the overall reason for the exploitation of German 


technology, the more immediate reason, and what influenced the creation of Operation 


LUSTY the most was that the end of the Second World War had seen a sea change in air 


power. The advent of the jet and of high speed aerodynamics meant that every plane then 


flying was to some extent obsolete. The American aircraft that stood at the pinnacle of 


high speed, high altitude flight, and were the product of years of evolution and 


refinement, were unable to even catch jet aircraft that were still in their crude, 


problematic infancy as weapons of war. Jet aircraft, even though not available in very 
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large numbers, became such a problem that entire squadrons would be tasked to attack 


them as they took off or landed, the only time when they were vulnerable to propeller 


driven aircraft. 


 Jet propulsion then had become the next quantum leap forward in military 


aviation. Like the supercharger before it, jet engines would allow aircraft to fly faster, 


higher, and eventually further and any propeller driven aircraft could ever be able to. The 


United States leaders correctly perceived that after the Germans had successfully flown a 


jet fighter, and shown just how inadequate propeller drive aircraft were in comparison, 


that any combat aircraft that was NOT a jet would be next to useless, as there was no way 


for it to fight successfully.  


 This is where General Arnold comes back into the picture for why the US took 


German technology after the war. He was one of the first people to recognize the 


essential truth about jet aircraft and high speed flight before the end of the war20, and so 


he was able to set in motion Operation LUSTY, and much of what was to come later with 


developments in aeronautics, going so far as to have a road map created for the future of 


high speed flight in the United States military. Using this plan, the German technology 


was integrated into the jet programs already existing in the United States, and would help 


to produce the most advanced air combat force in the world. 


 What Operation LUSTY was to the aircraft technology of Germany, Operation 


Paperclip ended up being to rocket technology and technicians. Operation Paperclip from 


the outset was designed to be non-specific. The operation was designed to get German 


scientists, technicians and other people with technical information about any advanced 


science, to work in the United States. The people that came to the United States along 
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information about projects ranged from wind tunnel designers to people who were 


working on synthetic rubber production. 


 However, the largest component of Paperclip, and the aspect of it that it became 


famous for, was the massive collection of rocketry specialists that it brought to the United 


States21. Towards the end of the war, when the Germans began to bombard London and 


Antwerp with V-2 rockets, Allied command and civilian authorities, it became clear that 


one way or another, the United States had to get its hands on the skills and technology to 


build their own missiles. Because of this overwhelming drive to get missile technology 


into the United States, the majority of scientists and engineers brought over by Paperclip 


ended up being related in one way or another to the German rocket programs. The most 


important person that Paperclip got however was Wernher von Braun, the man 


responsible for the design and construction of the V-2 rocket, and one of the future prime 


movers in the future American space program. Along with him though, were various 


engine specialists, fuel specialists, and aerodynamicists who had all left Peenemunde 


with von Braun in the hopes that they would fall into American instead of Soviet hands. 


In short, Operation Paperclip managed to round up all of the specialists in Germany 


needed to completely restart the V-2 rocket program in the United States under the 


direction of the US Army. 


 While this alone would have been a coup in itself, the organizers of Operation 


Paperclip also managed to get several complete V-2 rockets, and parts for many more, for 


importation into the United States. Additionally, they managed to secure much of the 


tooling and technical drawings of sub assemblies as well. This windfall for the United 


States allowed them to bypass whatever minimal start up time there might have been in 
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converting German knowledge and experience into actual rockets, and start launching 


rockets and training rocket teams immediately. 


 Understanding why the United States focused so much on getting rocket 


engineers and scientists out of Germany is not unfortunately as straight forward as it is 


with their acquisition of jet technology. While the overall desire to have the best 


technology in a given field that drove the pursuit of jets also drove the search for rocket 


technology22, that fails to fully explain the reasons for Paperclip. 


 The larger reason for the pursuit of V-2 technology is likely that is was quite 


simply a revolutionary weapon. For the first time, a city could be attacked from beyond 


the visible horizon without a massive manpower requirement. While the V-2 was 


admittedly following in the footsteps of the Paris Gun (in both concept and overall affect 


on the war), it was also a clear departure in its lack of necessary logistical support. The 


Paris Gun needed such a large support structure, and so many people to operate it and its 


support, that it was completely impractical as a weapon (as evidenced by the fact that it 


could only be used to bombard Paris). However, the V-2 was a radical departure from 


this. While it is true that the fuel of the V-2 (Liquid oxygen and alcohol) were difficult to 


create and store for long periods of time, the actual manpower and industrial needs of the 


V-2 were much smaller than any other weapon that had a similar range (including 


aircraft). This was amply demonstrated to the leaders of the United States not only during 


the near-continuous bombardment of Antwerp and London, but also when they 


discovered the slave labor factories that had been producing the rockets. 


 In addition to being a new, long range, low man power weapon, there was also the 


implicit understanding that while both the rocket and the nuclear bomb were powerful 
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and terrifying in their own rights, by combining them a completely new and 


unprecedented weapon of war could be created. Since the dawn of the gunpowder era in 


Europe, cities generally were not completely wiped out in wars. They were sacked, 


plundered, blown up, or burned, but this was almost always easily reversible. The nuclear 


bomb changed that completely. After that, it was assumed that any war would involve 


nukes, and that more cities would share the fates of Hiroshima and Nagasaki, getting 


essentially wiped off the map. However, this was only possible with the rocket. Bombers 


could be shot down, and the only reason that the Enola Gay and Bock’s Car had so little 


trouble with fighters in their own attacks was that at that point in the war the United 


States had already swept the skies clear of enemy fighters. However, it was recognized 


that an enlarged V-2 was the answer to this quandary. At the time, no weapon could 


intercept the new rockets, not even jet fighters, and so they were the closest thing to 


invulnerable that there was. Thus, the V-2 and other rockets would provide the ideal way 


to bypass the defenses of a nation and attack it without the possibility of quick retaliation, 


though this ability would ironically be countered by the Soviet’s own rocket programs 


that came out of the V-2. 


 


Removal of Technology to the Soviet Union 


 The Soviet Union was not very far behind the United States when it came to 


exploiting the technology of the Germans. In both aircraft and rocket technology, the 


Soviet armaments industry benefitted greatly from the influx of German technology and 


experience. 
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 While the influx of rocket technology into the Soviet Union is well documented, 


the influx of aircraft technology and the changes that it spawned are far less well known. 


A great deal of this has to do with secrecy, though a major contributing factor is that 


unlike the space race with the United States, there was never any glamorous competition 


with the Soviet Union over aircraft design, and so western academics, scholars, and 


historians tend to ignore the aircraft technological shifts in the Soviet Union during the 


beginning of the Cold War. 


 However, even in the absence of serious academic research, there are still some 


significant advances in the Soviet Union that can be attributed to the German technology 


that they acquired. The first, and most obvious of these, is the turbo-jet engine. While the 


British, Americans, and Germans all had domestic turbojet projects, there is no evidence 


that the Soviets had any equivalent, instead focusing (as mentioned previously) on rocket 


propulsion to achieve high speed flight in aircraft23. However, there is no doubt that it 


was German technology that allowed the creation of the first Soviet jet fighters, the Yak-


15 and Mig-9 series. While they bear little to no external indications of German 


influence, the engine selection is where the German origin is obvious. The Soviet RD-10 


and RD-20 engines that powered these two early soviet fighters were direct copies of the 


German Jumo 004B and BMW 003A jet engines respectively, to the point that on some 


of the early prototype aircraft, when RD-10 or RD-20s were not available, captured 


BMW and Jumo jet engines were used without difficulty24. 


 An additional inference of German influence can be made from the speed at 


which Soviet jet fighter technology progressed. From the first flight of the very first 


Soviet jet fighters in April of 1946, to a modern, second generation jet fighter in the Mig-







 17


15 took less than two years. As context, the jump from the P-59 Airacomet to the F-86 


Saber (technologically equivalent to going from the Mig-9 to the Mig-15) took exactly 


five years, from 1942 to 1947. While the debate over the origin of the swept wing will 


likely never be solved, its rapid appearance in Soviet fighters indicates that it was initially 


taken from German sources. Additionally, the necessity for the swept wing (improved 


high speed flight characteristics) was never existent in the Soviet Union until the advent 


of the first jet fighters, due to the low level dogfight doctrine that Soviet aircraft were 


designed for. 


 The reasons for the Soviet importation of aircraft technology from Germany are 


shrouded in just as much mystery as what they actually took. However, the relations 


between the United States and the Soviet Union, and the design of the aircraft that 


resulted from this technology transfer provide some guide posts. 


 The tensions that were developing between the United States and the Soviet 


Union at the end of the Second World War, over the governance of liberated countries, 


over financial assistance, and generally between the two economic systems, ensured that 


the Soviet leadership would look for any advantage that they could get in a potential 


conflict with the United States. While it is doubtful that they were interested in initiating 


a Third World War in the near future (especially without nuclear weapons, and little 


information about the American nuclear program), they still would have wanted to 


prepare for a possible war, if for no other reason than to avoid the same catastrophic 


defeats that marked the beginning of the Second World War for them. 


 However, this was easier said than done. The Soviet ground forces and navy 


could not be changed in short order. In the army this was because of the sheer size of the 
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force, and the success that it enjoyed pushing to Berlin was still influential. In the case of 


the Navy, it was because of the lack of experience, and the massive inferiority in almost 


every sector when compared to nations such as Britain or the United States. This means 


that the Soviet air force was the only part of the armed forces that could not only be 


changed in short order, but also could benefit the most from the change. 


 The simple reason for this is that the Soviet air force was not designed to be able 


to fight the aircraft that the United States was producing. While from a purely numbers 


standpoint, the Lavochkin and Yakolev fighters could engage American B-29 bombers 


and P-51 fighters at relative parity, this doesn’t show the whole story. The P-51 and B-29 


were designed for high speed, high altitude flight, while the Soviet fighters were, as 


discussed earlier, designed for low level intercept of German fighters and bombers. As 


such, even with similar top speeds and maximum service ceilings, performance 


differences within those envelopes relegated Soviet and American aircraft to different 


roles and altitudes.  


 Several B-29 bombers that had landed in the Soviet Union due to mechanical 


problems or battle damage also gave the Soviet leadership a chance to examine their 


potential targets in the next war. The highly advanced design, engines, and systems of the 


B-29 made it clear that a major change would have to take place in the Soviet air force if 


they wanted to be able to effectively engage high flying strategic bombers. 


To this end, German technology and experience in aircraft production provided 


not only the quickest, but also the easiest way to re-equip the air force. The changes in all 


areas of the air force: from propeller to jet driven, low altitude dogfights to high altitude 
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bomber interception, and doctrinal changes for primary targets; coming together at the 


same time ensured a clean slate for the future. 


One of the clearest examples of this sea change in the Soviet air force can be seen 


in the weapons selection changes between the late propeller driven planes and the early 


jet planes. The Yakolev and Lavochkin fighters used at the end of the war, primarily 


designed for low level dogfights with German fighters and for engaging German tactical 


bombers, have a mixture of small cannons and machine guns. This mixture, while ideal 


for shooting at fast moving, small targets that have very little tolerance for damage, is 


inadequate for engaging the heavy bombers that America was producing. The early 


Soviet jets, therefore, departed greatly from this established anti-fighter armament 


scheme.  


The Mig-9, the first wholly original jet design in the Soviet Union, was equipped 


with a pair of medium sized 23mm cannon, along with either a massive 57mm cannon, or 


an only slightly less massive 37mm cannon25 that the fuselage was built around. These 


cannons, with low muzzle velocities and slow rates of fire, were ideal for engaging 


bombers, being powerful enough to destroy most in only a few hits, but correspondingly 


suffered greatly against fighters, which would have been moving too rapidly to be easily 


engaged with the slow moving explosive shells. The limits on ammo capacity imposed by 


the huge shells the cannon fired also made it less than ideal for engaging fighters. Later 


MiG fighters, such as the Mig-15 and its derivatives were equipped with the exact same 


anti-bomber armament. 


 The history of German influence on the Soviet rocket programs is far better 


known and studied than that of the aircraft programs. The primary reason for this is that 
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during the cold war, this was simply the most obvious (and easiest) way to tell who was 


“winning” the war. Whichever side had the most advanced ballistic missiles, or was the 


first to put a probe or man into space or onto another planet was perceived as being 


‘ahead’ in the race. As such, it is almost impossible to read about the Soviet space rocket 


or missile programs without some reference to the German V-2 program. 


 However, the story of German rocket technology in the Soviet Union is highly 


convoluted. The initiation of Soviet interest in the V-2 did not exist really until the British 


asked them for any information they got out of the missiles sites in Poland as the red 


army overran them on the road to Berlin26. It was only after this request that Stalin and 


the Soviet command structure began to look seriously at the V-2s. 


 At this point, still several months from the end of the war, the Soviets sent out 


several teams, similar to the later Operation LUSTY teams, to various missile launch and 


assembly centers in Poland. While some information was passed onto the British, the 


Soviets began to horde more and more of the technical data and materiel that they found 


at these sights. It was not until the detonation of the atomic bomb, and the concerted 


efforts by the United States to acquire German rocket technology that the Soviets began 


to make their own efforts to acquire this technology.  


 However, the United States by this point already had a head start. They had 


managed to snatch the majority of the scientists and engineers that were responsible for 


the design of the V-2 rocket27, and had cleaned out the launch and assembly centers that 


had been taken by American troops, but were in the future Soviet Zone of occupation2829. 


The Soviet response to this was to begin offering anyone that was connected with the 


rocket programs employment, living quarters, and the chance to continue their research 
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under the Soviets if they would come over to the Soviet side. Since this offer was 


extended to even the lowliest technician, the Soviets managed to get many of the ‘hands-


on’ people that were in charge of the missile projects, providing them with an almost idea 


group of people to combine with the already existing theoretical knowledge that existed 


on rockets in the Soviet Union. 


 While the Soviets did not get the same kind of jumpstart in rocketry as they did in 


airplane technology, the technicians, machinery, and rockets that they acquired allowed 


their designers and engineers to begin to put their ideas into actual production, and 


provided a starting point for many of their future designs.  


 However, they got more than enough technical expertise and machinery to jump 


start their large scale rocketry program30, which likely was their goal from the beginning. 


While the Soviet rocket sector was more than capable of making smaller liquid fuel 


rockets for use in aircraft, or solid rockets for use in artillery roles, they, like the rest of 


the world, were several generations of rockets behind the Germans when it came to 


developing a rocket the size of the V-231. Their need for an equalizing force after the 


detonation of the atomic bomb meant that rocketry was of paramount importance. At the 


time, the Soviets had no bomber aircraft capable of reaching the mainland United States, 


even on a one way mission, with an atomic bomb. The V-2 and its potential derivatives 


presented the opportunity to not need a bomber that far, if they could only refine the V-2 


beyond what Germany had been able to do. 


 In a way, the drive behind the soviet rocket program is identical to the drive 


behind their absorption of aircraft design technology. They saw the threat that the B-29 


bomber and nuclear weapons posed, and saw (correctly) that in the short term at the very 
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least, the easiest way for them to have an equivalent would be to develop long range 


rockets. While they also built copies of the B-29 (as the Tu-4), these never managed to 


equal the performance of their American templates, and could never have reached the 


mainland of the United States, even on a one way mission.  


 


Short Term Influences of German Technology 


 


Short Term Influences on American Programs 


 The influence of the German technology influx in American aerospace programs 


was felt immediately. Aircraft designs were reconsidered in light of both the empirical 


and theoretical data that was brought to the United States, as well as practical knowledge 


gained by studying the aircraft the Operation LUSTY brought to the United States. 


 The most immediately obvious of these influences was the rapid adoption of the 


swept wing as a feature on jet fighters. The F-86, the first post-war jet design, set the 


standard for swept wings in American aviation for the decades to come. While there was 


some research in the United States on the advantages of a swept wing before Operation 


LUSTY and the transfer of technology from Germany, the ability to study the swept wing 


Me-262 greatly advanced the speed of implementation for new wing designs32. Even 


though the wings on the Me-262 were originally swept to shift the center of gravity, 


Messerschmitt had unknowingly stumbled upon a method for dramatically increasing the 


top speed of an aircraft. Development teams in the United States were quick to capitalize 


on the experience and data from Germany, since the Me-262 had proved that accidental 


or not, a swept wing was instrumental for increasing the top speed of an airplane. 







 23


 A far less obvious influence from Germany was the modification and perfection 


of the axial flow turbojet engine. All of the prior jet projects in the United States had been 


primarily with centrifugal flow jet engines, which in a manner similar to the supercharges 


and turbo chargers that the air force was familiar with, compressed the intake air charge 


outwards before piping it to the combustion chambers and from there out to the tail pipe. 


While this engine design was technically simpler, having far less moving parts and 


compressor blades, in addition to using technology that was already well understood, the 


major problem with it for high speed flight in fighters was that it was very wide, and the 


only real way to make a centrifugal jet engine more powerful was to make it wider to 


allow for more air compression. Eventually, this would reach a point where the engine 


could no longer be mounted on fighter aircraft. Unlike the axial flows, the performance 


figures on the centrifugal flow engines did not even offer any real advantage over 


propeller driven planes, and being significantly shorter ranged as well33. 


The axial flow turbo jets that the Germans had refined and used on all of their 


prototype jets and jet fighters were of a far different design, which offered a simple 


solution around this problem. Instead of a single compressor at the very front of the 


engine, the Germans used a series of fan blades in a line to incrementally compress the 


air. This meant that not only were the initial axial flow engines only about half as wide as 


a centrifugal engine, but to increase the power of the engine, it simply got longer, which 


would not significantly add to the drag. 


The F-86 and other early jet fighters, in addition to using the swept wings and 


axial flow engines that were developed from German data, also benefitted greatly from 


the experience of the high speed aerodynamicists that came over to the United States34. 
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At the end of the war, the best aerodynamicists and wind tunnels were in operation in 


Germany, and these two were major targets of Paperclip35. This aeronautical design 


experience allowed not only for minor tweaks to airframes, but also significant redesigns 


(as in the case of converting the F-84 from straight wings to swept wings).  


All of these innovations in aircraft design allowed the United States to enter the 


cold war with a highly advanced air force, with only a few remnants (such as the B-29 


bomber) of the Second World War still in active service. This all jet air force would set 


the stage for the last major gun dogfights, and only major jet powered gun dogfights over 


the skies of Korea, against the Soviet MiG-15 fighters. 


Additionally, as a direct result of Operation Paperclip and LUSTY, the United 


States acquired a primitive long range rocket force, and the experience to start building 


their own V-2s in the guise of the Hermes A-1 and A-3 missiles. However, far more 


important than that was the immediate work that began on the future ballistic missiles for 


the United States by the scientists brought over by Paperclip. While some of them were 


assisting with the development of the A-1 and A-3 missiles, the majority of them working 


under von Braun were working on the first post war American missile: the PGM-11 


Redstone3637. It has been estimated that Paperclip and the scientists that were brought to 


the United States under its auspices accelerated the acquisition of ballistic missiles by as 


much as a decade38. 


 Further, in the short term, Paperclip essentially saved rocketry in the United States 


during the immediate post war period. The death of Goddard in the ending days of the 


Second World War39 left the United States without any experienced theoretical rocket 


designers. While there were several groups of technicians who could make and maintain 
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simple rockets (Such as von Karman’s group in the air force, and the team that worked 


for Goddard during his navy work in the war), they were not necessarily up to the task of 


designing and building anything approaching the size of the V-2. 


Finally, though the United States never made any concerted effort to acquire V-1 


cruise missiles (An American version, the JB-2 Doodle Bug, was built shortly after the 


first V-1 attacks), the V-1 served as the genesis for a series of cruise missiles during the 


early cold war, including the first submarine launched missiles, the ‘Loon’ and ‘Regulus’ 


missiles. 


 


Short Term Influence on Russian Programs 


 While in the United States, the short term effects of Operation Paperclip and 


LUSTY are difficult to follow in aircraft development, in the Soviet Union the effects 


were far more obvious. The first of these, as mentioned earlier, was the mere presence of 


jets in the Soviet Union40. Prior to acquiring BMW and Jumo jet engines, the closest that 


the Soviet Union had to a jet was the motorjet powered MiG I-250 aircraft. This design 


used essentially the compression section of a jet turbine, and connected it to the aircraft’s 


standard piston engine to power it. However, this plane could only fly for about 10 


minutes with both engines on, and so, with the arrival of the turbojet in the Soviet hands, 


was abandoned41. 


 The major short term affects that the influx of German technology had in the 


Soviet Union were on the air force. As discussed earlier, the Soviets were able, using 


captured German technology, to change their air force over from low level, propeller 
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driven, wooden construction dog fighters into a high speed, high altitude bomber killing 


force. 


 Additionally, the Soviets benefitted in all of the same ways that the United States 


did, though they were starting at a lower technology level. Unlike in the United States, 


where it took three successive jet fighter models to finally get to a swept wing, in the 


Soviet Union, the jump was completed by the second model of fighters, going from the 


MiG-9 to the MiG-15. This quick change development also ensured, unintentionally, that 


the Soviet jet forces were as advanced as possible, due to the lack of earlier, yet still 


effective generations of fighters to replace. 


 All this ensured that when Soviet supplied fighters went into combat over the 


skies above Korea, it was a nearly even match between the F-86 fighters on the American 


side, and the Soviet designed, produced, and often flown Mig-15s. The difference in 


Korea that accounted for the kill ratios being skewed in favor of the American pilots had 


nothing to do with the technology transfer out of Germany. Rather, it was simply superior 


training and a primitive form of aerial radar that allowed American pilots to emerge 


victorious. Indeed, had the Soviet Union not had the chance to fully integrate German 


technology into their air force with swept wings and the jet engine, it is entirely possible 


that the air war in Korea would be remembered in a similar light to the air war in 


Operation Desert Storm; that is to say, non-existent. 


 Not only did the Soviet development of their air force parallel the United States’ 


largely, but their progress after acquiring V-2 rockets was also similar. In the Soviet 


Union, all of the rocket engineers had been focusing on aircraft and artillery rockets42, 


with little care given to actual ballistic missile design or development, however, when the 







 27


Soviets acquired the V-2, they instantly (like the United States), received a leg up in their 


rocket program. However, unlike the United States, the Soviet Union had a very large 


and very active body of scientists and engineers who could capitalize on the technology 


that they received, where the United States had to make due with using almost entirely 


foreign scientists brought over by Paperclip. 


 The byproduct of this ability to use domestic scientists is quite unique. After the 


R-1 rocket was built (an exact copy of the V-2)43, the developmental efforts in the Soviet 


Union were split. The primary group for all future rocket and missile work, including 


ballistic missile, was a team of soviet scientists, including Korolev, who had gained 


practical knowledge on the construction of large rockets from the Germans, both in 


occupied territories and in the Soviet Union. The second, far less important, group was 


composed almost entirely of German engineers and technicians who had been deported 


from Germany to work in the Soviet Union on rocket designs44. This group would have 


very little overall effect on Soviet rocketry, with only the occasional development 


incorporated into the designs of the Soviet team, and would within a few years be 


returned to Germany. However, their immediate presence, and their assistance to the 


Soviet rocket programs cut almost a decade off the time line for the Soviets to be able to 


design and build their own ballistic missiles45 


 


Long Term Influences of German Technology 


 


Long Term Influence on the United States 
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 The long term influences of German technology on American research and 


development programs in aviation and rocketry are immense, and are what made 


American achievements and technology what they have become famous for. 


 The first major long term influence that German technology had on the United 


States’ aircraft programs was in variable geometry wings. These are wings designed to be 


adjustable for various sweep angles, optimizing either low speed maneuverability and 


lifting capacity, or high speed aerodynamics and efficiency. The first American plane to 


utilize this technology was the Bell X-5 experimental plane. However, this X-plane was 


based on a German project designated P.1101, undertaken by the Messerschmitt company 


late in the Second World War. The technical data drawn from the P.1101 led directly to 


the construction of the X-5, down to even looking almost exactly the same46. The only 


significant difference between the two planes was that the X-5 could adjust the wing 


sweep angle in flight, while the P.1101 could only do this while on the ground.  


 The information gathered from the X-5 and the P.1101 were later used in the 


design and construction of the B-1 and F-111 bombers, as well as the famous F-14 naval 


fighter. It is generally not a good idea to play the “what if” game in history, but if the 


P.1101 and it’s information had never come to the United States, it is likely that the X-5, 


F-14, B-1, and F-111 would never have existed, or if they had, would have been far less 


refined and capable than they are. 


 An even longer term influence that illustrates the confluence of German and 


American technical experience and vision is the design known as the flying wing. This is 


simultaneously one of the oldest, and yet most advanced designs in the world47. During 


the Second World War, there were three major design groups involved in flying wing 
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research. Two of these, the Horten brothers and Alexander Lippisch, were working in 


Germany on projects for the Luftwaffe. The third and only non-German working on the 


flying wing was Northrop, in the United States. All three groups managed to get flying 


wings (or similar tailless aircraft) flying, but it was only in Germany, with Horten and 


Lippisch that there was real support for the idea. Even then though, Lippisch’s design, the 


Me-163 rocket interceptor, was not quite a true flying wing, and saw only limited 


service48. The Horten flying wing prototype crashed after a jet engine failed in flight, and 


in the United States, Northrop’s flying wings were too little, too late.  


 However, this was not the end of the flying wing. The one remaining prototype of 


the Horten flying wing came into the United States under LUSTY or a successor 


program. This prototype, along with the continuing work of Lippisch in the United States 


and the legacy of Northrop’s flying wing bombers eventually came back together at the 


very end of the Cold War to produce the B-2 bomber, the first true flying wing bomber in 


operational service.  


 Beyond the flying wing though, the greatest effect that German engineers had on 


the development of aircraft in the United States was in the area of high speed 


aerodynamics. Unlike Germany, the United States had little in the way of either facilities 


or people trained in studying this field, and so they were prime candidates for Paperclip49. 


Their contributions would affect all aircraft production for the cold war, and likely has 


continued to influence the design of aircraft in the United States today. 


 However great the long term contributions to American aircraft design might be, 


however, the prime beneficiary in the United States were the rocket programs. The 


German scientists that came to the United States because of Paperclip generally stayed in 
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the United States, and many of them stayed with von Braun and his continuing efforts to 


further the American space and missile programs50. This eventually culminated in the 


massive Saturn V rocket to send astronauts to the moon and back. Not only did the V-2 


rocket provide an initial starting point for development of larger and larger rockets, but 


the German scientists were really the only people in the United States that fully 


understood rocketry, and were willing to work with others to expand that knowledge. It 


was later estimated that Paperclip and the scientists that were brought into the United 


States saved almost two billion dollars in development and research costs, and up to five 


years in development time51 (excluding the decade saved in ballistic missile research that 


is covered elsewhere). 


 


 


Long Term Influence on the Soviet Union 


 German influences on Soviet advances later in the Cold War were very different 


from the United States. Unlike those German technicians and scientists who went to 


America, those who had gone to the Soviet Union, either voluntarily or by force, 


generally returned to Germany only a few years after the end of the war52. While there is 


obviously no single reason for all of them to have done this, the primary reason was no 


doubt that, as mentioned earlier, they were doing relatively little to progress the sciences 


that they were trained in due to their isolation. Additionally, the separation of the German 


scientists from their Soviet counterparts meant that the soviets in a sense had two entirely 


separate development programs going on. When they felt that they had extracted all that 
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they could from the German scientists, they were finally released and allowed to return to 


Germany. 


 While the direct German influence on the long term development of the Soviet 


rocket and aircraft forces was thus minimized, the indirect influence was far greater. In 


the realm of aircraft development, those companies (including, primarily, MiG) who had 


gotten access to German technical materials and engines early after the war later became 


the premier combat aircraft designers and manufactures of the Soviet Union. Mikoyan 


has become one of the most well known Soviet (now Russian) aircraft design groups, in a 


very large part because of the MiG-9 and MiG-15, neither of which could have happened 


without the influx of German technology and the jump start that they gave the Soviet 


aircraft industry. 


 The long term German influence on the rocket industry in the Soviet Union was 


very similar to that of the aircraft industry. While there was very little in the way of direct 


influence, the indirect influence was enormous, possibly even greater than that of the 


influence on the aircraft industry. The Soviet rocket industry built their first ballistic 


missile as a barely improved version of the V-2 rockets that they had taken out of 


Germany, and later missiles were simply additional refinements upon the basic missile 


chassis, engines, and guidance systems. This is not very surprising though since the 


primary soviet missile designer of the Cold War, Sergey Korolev, was also one of the few 


people that had serious contact with the German scientists and technicians, as well as the 


rockets themselves after they came into the Soviet Union. 


 However, beyond looking at the design bureaus that got their start because of 


appropriated German technology, an analysis of long term German influence on Soviet 
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development suffers from the same problems that looking at the short term influences 


encounters: there is very little in the way of information on the subject, and what little 


information there is, is primarily concerned with the people who were involved on the 


Russian side and their personal lives in relation to the Cold War, rather than on German 


influences on their later designs.  


 


Concluding Remarks 


 That German technology influenced the technological status of both superpowers 


at the start of the Cold War is indisputable. It set up the future ballistic missile arms races 


by providing both blocs with the same jump start in technology. It also provided the 


Soviet Union and the United States with jump started jet development programs. The 


technological development in Germany, and the subsequent transfer of that technology to 


the Soviet Union and the United States essentially created a blank slate in aviation and 


rocketry for the cold war, with subsequent developments having more to do with 


doctrinal differences (as discussed earlier) than with available technology or traditions. 


However, this raises a question of its own: Why did Germany have such advanced 


technology? How was it that Germany, the losing power of the Second World War and 


one that spent the majority of its resources on its ground units manage to produce such 


technologically unrivaled items as the Me-262 and the V-2? Germany did not have any 


one who was intrinsically smarter than either the United States or the Soviet Union. They 


did not have huge amounts of resources that they could spend in the middle of a war to 


advance these programs. Nor did they (as evidenced by the multitude of projects) even 


have a single, overriding dedication to perfecting a single technology. So why did they 
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have the most advanced jet aircraft and long range rockets in the world at the end of the 


war? 


 There are two primary reasons for this superiority. 


 The first of these is simply that the Germans had a head start on all of these 


technologies. When America was still developing the P-51, and the Soviet Union was 


still fielding biplanes, Heinkel was already looking ahead and working on jet engines and 


high speed aerodynamics5354. They had the foresight (or pure luck) to diverge in purpose 


from the majority of the aircraft industry, which was still working on refining the 


propeller driven aircraft. The He-178, the first turbojet powered aircraft in the world, flew 


three years before any other jet plane. This massive lead in aircraft development, 


combined with increasing interest by other, larger aircraft companies ensured that work 


was continuing in Germany at a time when Stalin was busy throwing his top aircraft 


designers in jail55, and the United States was too busy trying to feed itself to worry about 


anything else. 


 In rocketry the Germans were in a similarly fortuitous situation, though in a large 


part it was actually a situation imposed upon them. The terms of Germany’s disarmament 


at the end of the First World War specified maximum power for tube artillery that 


Germany was allowed to possess. However, it said nothing at all about rocket artillery, 


and so there was huge support from within the army to develop rockets. In addition to 


this, there was no public or widespread reason for people to not work on rockets, unlike 


in the Soviet Union, where it could lead to imprisonment, or in the United States, were it 


simply didn’t pay. 
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 The second major reason for this superiority in both jet propulsion and rocketry 


was that these projects were, in terms of the strain they put on the German economy, the 


equivalent of the American Manhattan Project. Obviously, not as much money went into 


rocketry and jets as did the atomic bomb, but that is an issue of total size, rather than 


dedication to a cause. When the rocket and jet projects are put on the same level as the 


atomic bomb was in the United States, then their advances start to make a great deal of 


sense56. Just as in the United States, the complete devotion of a huge portion of the 


economy into producing just a few new weapons of war results in weapons that are not 


necessarily fully refined, yet are still so far in advance of their competitors that they 


become the new benchmark. Just as the Soviet bomb project can be considered the result 


of the successful American project, so the Soviet and American aircraft and rocket 


projects could be viewed as the result of successful implementation of these technologies 


by the Germans. Indeed, “German achievements are not the result of any superiority in 


their technical and scientific personnel, however, but rather due to the very substantial 


support enjoyed by their research institutions”57. This support never disappeared after the 


war. It simply moved to different countries. 


 The problem though, is tracing the movement of technology and personnel once it 


moved to either the United States or Russia. While with the rocket programs there tends 


to be a fair amount of literature on the various designs and the causes for the evolution of 


designs from the German V-2 rockets onwards, either to the current generation of 


missiles or to the point at which a country decided to start with a clean slate, there is no 


real equivalent when dealing with aircraft technology. 
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 While this is unfortunate, it is also entirely understandable. Unlike aircraft, during 


the Cold War the progression of rocket technology not only was easy to track, but also 


one of the central fixtures of the Cold War, with the space race, the missile gap, and all of 


the associated treaties that focused on strategic missiles. Aircraft, by comparison, were 


hiding in the shadows. Other than in open conflicts such as the Korean or Vietnam Wars 


were Soviet aircraft really measured up to their American counterparts. Even then, there 


was nothing flashy and easy to write about as with the ballistic missiles. Performance 


figures were shrouded in mystery, and so little information ever came out of the Soviet 


Union that could be studied. Because of the lack of information on Soviet aircraft, and 


the flashiness of ballistic missiles and space rockets in comparison, it is natural that the 


majority of authors writing about the technology of the Cold War focus on the rocketry. 


Unfortunately, this has left one of the great stories of the Cold War: the birth of the 


Soviet jet programs out of the ashes of the German programs; almost unknown in the 


west. 


 This, unfortunately, leaves the story of the German jet planes of the Second 


World War partially untold. As it stands now, generally the story of the German jets ends 


on May 8th, 1945, when Germany surrendered. While this paper attempts to extend the 


story of the German jets and jet technology later, into the Korean War, the reality is that 


the story of the German jets in the United States and the Soviet Union deserves for more 


space than this single paper can provide for it. 
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Program Learning Outcomes Assessment Report 
Literature and Cultures Major 


September 21, 2010 
 


I. Abstract 
 
We report our first annual Learning Outcome Assessment, using senior projects (usually 
theses, but we allow alternative projects as well) and a reflective essay.  The reflective 
essay was very rich and will give us an excellent pool of data when it comes time to 
evaluate our third and fourth PLOs.  For this report, we looked primarily at the senior 
project as the basis for assessing our first PLO, “Interpret texts with due sensitivity to 
both textual and contextual cues.” On the basis of the trial run of our assessment in 
January, we refined the rubric. All 2010 senior projects in English were collected, 
identifying information was removed, essays were assigned a letter for identification, and 
all were posted on the UCMSTOR server.  Reflective essays were posted, too.  All 
Literature faculty have access to the UCMSTOR server. 
 
Jan Goggans (Assistant Professor) and Gregg Camfield (Professor) met for three hours on 
September 10, 2010, to discuss the rubric and to apply it to three senior projects.  Initial 
readings showed strong convergence in scoring.  Between September 10 and September 
21, Camfield and Goggans scored the remaining eight essays.  On the basis of these 
eleven essays, it appears that the majority of our students are reaching the target score, 
indicating that most of our students are, in fact, suitably able readers of literary texts.     
 
 II. Introduction (1 page) 


Literature and literary criticism are significant parts of an ages old, continuing 
conversation about what it means to be human and what value humanity has.  Unlike 
scientific or social scientific approaches to this conversation, literary discourse 
emphasizes the particular in the dialogue between particular and universal.  It always 
arises out of specific times, places, and cultural traditions, and it often gives powerful 
voice to cultural differences and individual differences against the backdrop of larger, 
homogenizing forces.  Moreover, literature has traditionally fore-grounded questions of 
value over questions of definition, or rather, sees questions of value as central to the 
definition of humanity itself. 


The study of literature enables one to engage this conversation richly, both for 
personal development and for the ability it gives one to be a responsible agent in the 
many societies each person inhabits.  Moreover, literary study gives one insight into how 
cultures operate in such a way as to facilitate ethical cross-cultural interactions.  Literary 
study facilitates such agency by teaching readers how to inhabit and then critique literary 
artifacts, and then to apply the complex understanding—an understanding that engages 
intellectual, ethical and aesthetic faculties—that arises from the shift between inhabiting 
and critiquing. 
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The successful student majoring in Literature and Cultures will be able participate 
in this larger conversation.  More specifically, the successful student will be able to: 


• Interpret texts with due sensitivity to both textual and contextual cues; 
• Appreciate the aesthetic qualities of texts and the cultures from which they’re 


drawn; 
• Judge the ethical value(s) of texts and contexts; 
• Apply interpretive strategies developed in literary study to other contexts; 
• Articulate, cogently and with sensitivity to context, in both speech and writing, 


her/his interpretations and evaluations. 
 


 We will look both for absolute achievement of these outcomes and for 
improvement in student work over time. But while we know that measurements of 
student learning are, for various political and bureaucratic reasons, biased toward 
quantitative evaluation, we agree with the policy statements of the Associated 
Departments of English (with concurrence from the NCTE) that appropriate evaluation of 
work in literary study should be qualitative.  While our rubrics do allow us to reduce 
complex evaluation to a collection of numbers, we insist that the process of evaluation 
itself must rely on expert judgments based on rubrics that carefully describe qualitative 
characteristics of reading and writing.  With this caveat, student achievement in literary 
study will be reported numerically according to rubrics for each outcome. 


While much assessment right now is designed simply to encourage faculty to use 
pedagogies of engagement, our discussions suggest that we are all aware of and 
practicing such pedagogies, in concert with our personal styles.  Our main interest is to 
explore the degree to which students learn skills of literary and cultural analysis in a 
linear fashion or recursively.   The principle of lower and upper division classes suggests 
that there is a flow from stage to stage and that cohorts of students moving through a 
curriculum will acquire skills and knowledge more or less together.  On the other hand, 
studies of writing pedagogy often show that students learn recursively, with a slow 
accretion of abstract meta-principles developed through trial and error in a variety of 
contexts.  In this sense, sequencing is not linear; development will proceed in complex 
social contexts with different students at different levels, regardless of cohort or 
sequence.  Our curriculum should be based on the optimum balance between sequence 
and recursion.   


To find this balance, we’ll be assessing student work first according to models of 
intellectual and ethical development.   If any of several models—including those of 
Bloom, Perry, Gilligan, Kohlberg, Dreyfus & Dreyfus1


                                                 
1Benjamin Bloom, Taxonomy of Educational Objectives (1956); W.G. Perry, Forms of Intellectual and 
Ethical Development in the College Years (New York: Holt, 1970); Laurence Kohlberg, The Development 
of Modes of Thinking and Choices in Years 10 to 16, (Ph. D. dissertation, University of Chicago.1958);  
Carol Gilligan, In a Different Voice: Psychological Theory and Women’s Development  (Cambridge: 
Harvard UP, 1982);  Hubert & Stuart Dreyfus, Mind Over Machine (New York:  Free Press, 1982). 


—adequately describe student 
learning in literary study, then we should see clear development of skills and of ethical, 
aesthetic and intellectual outlooks toward a clear end.  If, as is the case with writing 
instruction, we see a recursive process, with students gaining abilities on one measure 
only to have to begin nearly again with radically different kinds of assignments, or if we 
find that more complex questions return students to earlier “stages” of development, or if 
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we find that there are few or different clear stages when working with the complex 
questions of humanistic understanding and outlook, then we will adjust our curriculum 
accordingly.2


With these long-term goals in mind, this initial assessment begins with the first of 
our questions for the simple reason that interpretation is the fundamental literary exercise, 
and, while fundamental, has many levels of proficiency and many tools used to help 
students move to higher levels of proficiency.  Our curriculum is built on the idea that the 
lower division courses provide a wide familiarity with texts and contexts, and that the 
middle-level LIT 100 course can draw on this familiarity to introduce students to certain 
theoretical tools that will enable more proficient interpretation.  Upper division courses 
will in turn enable deeper study of bodies of literature and practice using these exegetical 
tools.  The senior project should enable students to demonstrate the level of proficiency 
developed in this progression.  Since this is the clearest progression we can articulate, and 
since this progression provides the rationale for the curricular structure, we need most 
importantly to test whether or not this progression is working. 


  What we learn will help us shape what we expect in our lower division 
surveys, our required methods course, in lower-division electives, in upper-division 
courses, and in the senior project.  Depending on resources (the ability to use graduate 
students as readers and the ability of the CRTE to help us find and/or develop rubrics) we 
may use multiple rubrics for each assessment, basing the rubrics on different models of 
intellectual development.   


  
 
III. Assessment Methods   
 
Our original plan for assessment focused on direct evidence of student learning, assuming 
that we would simply use evaluation rubrics on student portfolios.  The main reasons for 
this are (1) we will be using authentic student work so that assessment has intrinsic 
educational value for the students, and (2) since we can make portfolios a requirement, 
we have the perfect incentive for student participation.  This remains the core of our plan, 
but, because in January it was clear we did not yet have support for electronic portfolios,  
we decided to augment this plan by including indirect evidence via student reflective 
essays, which will be required in LIT 190.  We also agreed to include a portfolio 
assignment in LIT 100, to help students to reflect on the early portion of their studies and 
to plan the remainder.  Key to this approach is to have a portfolio system that is easily 
manageable and easily accessible to all LIT students.  IPA has also invited us to submit 
questions for the planned alumni surveys.  We intend to take advantage of this over the 
longer term, but are focusing now on developing our portfolio-based assessment. 
 
As FAO of the Literature faculty, Gregg Camfield, attended a series of workshops in 
Spring of 2009 in order to learn how to use the SAKAI e-portfolio module.  What came 
clear after a semester in these workshops is that the current SAKAI system is overly 
complicated, unreliable, and not easily adapted beyond individual courses to enable 
program-based and accessible portfolios.  As the CRTE came to understand these 


                                                 
2 In this event, we could use Mary Belenky et al, Women’s Ways of Knowing (New York: Basic Books, 
1986) and Bent Flyvbjerg, Making Social Science Matter: Why Social Inquiry Fails and How It Can 
Succeed Again (Cambridge: Cambridge UP, 2001) to help us to construct alternate assessment rubrics.   
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difficulties in its year-long pilot in AY 2008-2009, Mike Truong and Robert Ochsner 
attempted to find an alternative.  Negotiations with alternative vendors have broken down 
on issues of cost and storage management.  Nor is it clear when the SAKAI consortium 
will introduce an update of the e-portfolio module. Thus, LIT faculty must find an 
alternative way of handling e-portfolios.   
 
Moreover, without adequate support for an e-portfolio system, and without enough time 
to collect portfolios through our two required courses, LIT 100 and LIT 190, we have not 
been able to build any infrastructure for portfolios or to collect portfolios.  As an 
alternative, we have had allocated to us a section of the UCSTOR system, where we are 
easily able to set up files for collecting papers.  These are the basis of our current 
assessment, and this storage system will enable us to set up an e-portfolio system outside 
of SAKAI, although we have learned that the SAKAI portfolio program is now more 
stable.  We will seek this year to discover whether these improvements for course-based 
portfolios can be adapted for program-based portfolios.  This past year, then, the LIT 190 
course included an ad hoc portfolio assignment, simply asking students to append their 
own essays to their reflective essay as examples of their learning and engagement in the 
LIT major.  While none had been required to keep their essays, most had a number that 
they appended, and of these most worked their old essays into the discussion in effective 
ways.  It seems, then, that the essential value of portfolio assessment was proven in this 
first assessment.  
 
 This ad hoc collection by no means yields a valid representative sample, and it includes 
no written work in Spanish (only one of our seniors this past semester submitted his essay 
in Spanish).  For the next few years, we expect to be graduating under forty students per 
year.  According to information provided by IPA and CRTE, we will need to assess all of 
our portfolios each year until we reach the mid forties, when we will begin to be able to 
sample a proportion of the portfolios and still have reliable samples.     
 
The original assessment plan draws on a time-honored and oft-validated approach to 
evaluating writing, using holistic measurement against a scoring rubric.  Both Camfield 
and Goggans have had experience using this approach, and they fairly quickly became 
comfortable in using the rubric when “norming” three sample essays.  In assessing the 
remainder of the essays, only two showed significant divergence (essays G and K—see 
figure 1). This reliability is gratifying insofar as the rubric was new to both, and was 
developed by Camfield out of his sense that traditional rubrics were not measuring what 
we wanted to measure.  This new rubric is based on the Dreyfus & Dreyfus model of the 
development of expertise.  For the most part, this model has been used to create rubrics 
for clinical practice; adapting it to samples of writing requires a shift in observational 
point of view.  The five-step rubric—novice, advanced beginner, competent performer, 
proficient performer, expert—requires some external benchmarks to calibrate the usual 
goal for people trying to acquire skills, and that is the standard of “proficiency.”  
“Expert,” on the Dreyfus scale, is rare.  Goggans and Camfield decided to use their 
experience reading essays for publication to judge the standard of  proficiency as what 
would be seriously considered for publication in a professional journal.  By this standard, 
we would hope our graduates would all reach level three, “competent,” some would be 
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pushing toward four.  Level four would be appropriate as a standard for finishing PhD 
students, with some occasionally pushing toward level five. 
 
That said, both Goggans and Camfield found that the boundaries between levels cannot 
be drawn precisely and, thus, often found themselves seeing an essay falling on the 
boundary (for example, between “competence” and “proficiency,” which would yield a 
score of 3 / 4, or 3.5).  Other times, they would see an essay as indicating performance at 
the high or low end of a category (for example a low 4)  For the sake of clarity in 
presentation, we have assigned a point value of  plus or minus 0.25 for “high” or “low” 
scores in a range, but we do not mean to imply that these are precise values.  
 
Finally, we scored the essays “blind,” that is, Camfield removed the names from the 
essays and stored them on the drive with no other explicit identifiers than the letter 
assigned to each.  Yet Camfield taught the class, and so he knew for certain who the 
students were, and Goggans has taught all of them at some time in their careers, knows 
their interests well, and could identify almost all of the students.  In both cases of 
divergence in scores, this familiarity with the students might explain some bias creeping 
into the scores.  We will continue to screen identities, however, to allow our students to 
remain anonymous for uses beyond the LIT program.  Another reason for discrepancies 
in scoring might be that the assessment against the rubric we developed ideally would 
include evaluation of early drafts and the ways in which students responded to 
suggestions.  Camfield had seen drafts and was aware of how students responded to 
criticism; he used this knowledge in his scoring.  In the absence of drafts, Goggans could 
not use one entire column of cells in the rubric.  Until we have a robust portfolio system 
that enables us to capture and utilize drafts, this source of variant evaluation will remain. 
 
A final note on method: The normal approach to holistic scoring is to have two readers 
evaluate each piece of writing, giving it a score on the basis of a rubric.  If the scores are 
within one point, they are averaged.  If they diverge, a third reader assigns a score, and 
the two closest are averaged.  Our five point scales will enable us to use this technique 
effectively.  However, the use of three people per scoring team is efficient only when the 
number of essays under review rises to over 21.  This gives each person a sufficient 
number of essays to become proficient in using the rubric.  Our team of two leaves us 
without a third reader who is sufficiently comfortable with the rubric to resolve 
discrepancies.  That said, our two divergent readings are barely beyond the threshold 
requiring a third reading, so it is unlikely that a third reading of these two essays would 
significantly improve the reliability of these results. 
   
 
IV. Results 
 
 
Figure 1 shows the scores on each essay assigned by the two readers.  
 
Essay  Reader 1 (Goggans) Reader 2 (Camfield) 
A 3 / 4 3 / 4 
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B 2 2 
C 2 2 / 3 
D 2 (low) 2 
E 3 3 
F 4 3 
G 4 (high) 3 
H 3 / 4 3 (high) 
I 4 (low) 3 (high) 
J 3 (high) 3 
K 4 3 (low) 
 
 
The average scores, taken as mean, median, or mode, is 3.   Most of our students are 
meeting the benchmark, with nearly half scoring slightly higher.  Level three is our target 
for our graduates; level four would be an appropriate target for graduate students.  Level 
five, “expert,” would be very difficult for any student to reach.  Thus, the ranges seem 
completely appropriate.   
 
Three out of eleven did not reach the benchmark, one of them by a significant margin. 
We have some concern that the lower performing students were all transfers from local 
community colleges.  We will study the entire cohort to see how many were transfers, 
how many of these transfers entered with “junior” standing, and whether there is any 
significant impact on performance for students who transferred into UCM as juniors.  
That said, the number of essays studied here does not justify drawing strong conclusions 
about transfer performance; it can do no more than suggest avenues of further study.  
 
Speaking to the question of recursive vs. linear learning, Camfield noticed that students 
were very uncomfortable with the rhetoric of longer essays, and the drafts in particular 
showed the difficulty they had managing the expectations of a 25 page essay.  While this 
difficulty does not show up in the assessment as we performed it here, he nonetheless 
recommends that we assign longer papers in our upper-division LIT classes.     
 
While these numbers are gratifying, the small sample size means that we cannot currently 
answer our fundamental questions about student learning; we are, however, in a position 
to evaluate some aspects of our assessment plan.  


• We may want further to refine the rubric.  We still must decide whether to 
separate evidence of skill in interpretation from skill in communication, or 
recognize that skill in communication will need to be part of every rubric and 
should thus not be treated as a separate learning outcome. (See appendix one for a 
copy of the rubric.)   


• The Dreyfus model works best when the assessment includes evidence of process 
as well as of product.  Ideally, our portfolios should have students include rough 
and intermediate drafts as well as finished products.  This practice would be in 
line with best practices in composition instruction, and seems pertinent to looking 
at the parallel skills in writing (see ADE policy statement on class sizes in 
composition and literature classes, etc.).  Thus, our portfolio assignments should 
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include the requirement that students include examples of work at various stages 
of development.  This will be easy to do for LIT 190; ideally faculty will 
incorporate such assignments in other courses as well, especially in LIT 100, and 
also in the introductory surveys, though this is complicated by the size of the 
courses and the focus on a wide-range of reading, with a corresponding 
diminution in the amount of writing required of students.  It may also be possible 
to use indirect evidence from the reflective essays if we use an appropriate 
prompt. 


• Even when we finish the rubrics and collect appropriate evidence to be used in 
our assessment, we will not for some time be in a position to benchmark student 
learning via this rubric.  We may want in alternate years to use the AAC&U 
VALUE rubrics to give us these benchmarks.     


 
V. Conclusions & Recommendations 
A. Student Learning:  We do not yet have sufficient evidence to draw conclusions about 
student learning; these early results do not support major changes in instruction, 
curriculum, or course sequencing.  We do recommend the regular inclusion of revision 
into assignments, and require that students document the process of revision.  While we 
make this recommendation in part to improve our assessment, we are encouraging 
ourselves to follow this aspect of best practices. As mentioned above, Camfield also 
recommends that we have students write more 15+ page papers before they enroll in LIT 
190.    
 
We still need to formalize the way we communicate expectations to students.  Insofar as 
we are relying on portfolios to be a teaching tool, we need to embed those expectations in 
every class, post our portfolio requirements and templates on our web-site, and make 
these expectations part of regular advising. 
 
B. Assessment Methods:  Nothing in this first assessment would suggest that our basic 
approach to assessment needs improvement; the research questions still seem pertinent 
and probably will be answerable with the evidence we will accumulate.  Most 
importantly, the learning outcomes seem important and clear; the verbs are sufficiently 
precise to promote shared performance expectations.  That said, all of our direct evidence 
depends on communications skills; our indicators thus become “muddied” by this 
interdependence.  On the basis of a preliminary use of the rubric, Camfield recommended 
that we must either refine the rubric, separating more carefully evidence of skill in 
interpretation from skill in communication, or recognize that skill in communication will 
need to be part of every rubric and should thus not be treated as a separate learning 
outcome. The rubric is refined to some degree, yet Goggans and Camfield both found that 
this problem remains.  The faculty as a whole will have to decide which tack to take. 
 
We will need some kind of steady, on-going support to help students build portfolios, 
archive material every semester, and reflect on that material at appropriate intervals. 
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VI. Self Evaluation   
Assessable Program Learning Outcome (PLO):      Developed.  The criteria are clear and 
measurable.  Caveat: the degree to which individual courses articulate the program 
outcomes is emerging, which undercuts the ability of students to understand clearly how 
to achieve the program outcomes. 
 
Valid Evidence:  Developed for the English Language track, emerging for the Spanish, in 
that we have relevant and nearly sufficient evidence in the one case and not in the other.   
Even though the rubric may want further refinement, it works in assessing the level of 
student attainment. 
 
 Reliable results:  The sample of essays is still a bit too small for results to be reliable for 
the English language track and is too small even to assess for the Spanish language track.  
Inter-rater reliability appears high.  On that point, I’d put us at developed; overall in this 
section, I’d say emerging. 
 
Results and Conclusions:  Emerging.  
  
 
VIII. Appendices 
 


i) Assessment Rubric for PLO #1 
ii) Samples of student work 
iii) Goggans/Camfield notes on assessment 
iv) Prompt for reflective essay 


 
 
All senior projects and all reflective essays are available electronically on the UCMSTOR 
drive 
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Rubric for learning outcome #1: “Interpret texts with due sensitivity to both textual and contextual cues.” Interpretation is not a 
mechanical act, of simply applying an interpretive algorithm—it’s an act of co-creation, with the critic marshalling appropriate 
strategies to interpret salient details, or rather, of balancing different details and strategies for interpreting, and assembling from this 
dynamic interplay a compelling argument.   Context, too, is dynamic, in that there are two simultaneous contexts: those of the author, 
and those of the practice of literary and cultural criticism that the critic inhabits.  Powerful interpretation responds to both, with 
balance between the two appropriate to the critic’s particular purpose.   


 
Level/stage  Knowledge/ 


indicators 
Standard of work/ 
indicators 


Autonomy/ 
indicators 


Coping with 
complexity/ 
indicators 


Perception of 
context/  
indicators 


1/novice Minimal or 
“textbook” without 
connecting it to 
practice/  work 
shows very literal 
understanding of the 
assignment, offering 
nothing beyond the 
task, or shows 
misunderstanding of 
some or all of the 
assignment. In 
particular, grasps 
hold of textual or 
contextual details in 
a mechanical 
fashion, or applies 
interpretive 
strategies without 
regard to 
appropriateness.   


Unlikely to be 
satisfactory unless 
closely supervised./ 
Replete with errors 
showing 
misunderstanding of 
interpretive 
strategies or 
misreading of 
textual cues, 
especially in 
misreading or weak 
reading of literary 
language. 


Needs close 
supervision or 
instruction./   
Examples of 
revision respond 
only to instructor’s 
literal advice, 
without any 
extension to larger 
issues.  Revisions 
may not show an 
understanding of 
instructor’s advice 


Little or no 
conception of 
dealing with 
complexity./  work 
shows a 
straightforward 
statement of ideas 
with little argument, 
and with no 
intimation of 
counter-arguments. 
Argument may lack 
cogency; certainly 
lacks subtlety and 
creativity.  . 


Tends to see actions 
in isolation./  work 
stays completely in 
the parameters of 
the assignment, 
showing no 
relevance to 
anything but the 
assignment itself. 
“Presentist” in 
interpreting generic 
and cultural norms.  
No sense of either 
the class as the basis 
for entering the 
conversation or of 
the larger cultural 
context of the 
literary and cultural 
conversation. 
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2/advanced 
beginner 


Working knowledge 
of key aspects of 
practice./ Work 
shows very literal 
understanding of the 
assignment, offering 
little or nothing 
beyond the task, but 
shows excellent 
understanding of the 
task itself. 


Straightforward 
tasks likely to be 
complete to an 
acceptable 
standard./ handles 
well the interpretive 
strategies clearly 
called for  in the 
assignment, but 
does not connect 
these with other 
possible 
approaches.  Shows 
a certain bluntness 
in handling literary 
language and other 
textual cues.  


Able to achieve 
some steps using 
own judgment, but 
only in narrow 
context of given 
“rules” or 
interpretive 
strategies. / 
Interpretations 
likely to repeat 
instructor’s, or class 
discussion, or of 
outside “expert.”  
Examples of  
revision respond 
just to instructor’s 
advice, but may 
extend that advice 
to multiple points in 
the work.  Revisions 
show an 
understanding of the 
instructor’s advice  


Appreciates 
complex situations 
but only able to 
achieve partial 
resolution. / 
Argument is cogent, 
but neither subtle 
nor creative.  Thesis 
may be derivative, 
but there may be 
contradictory 
statements that 
show complexity 
without being able 
to manage it.  
Alternative 
arguments may be 
presented poorly, 
perhaps as a “straw 
man,” perhaps 
without balance or 
proportion in regard 
to the thesis, even to 
the point of 
undercutting the 
thesis.   


Sees actions as a 
series of steps. / 
“Presentist” in 
interpreting generic 
and cultural norms.  
A sense of  the class 
as the basis for 
entering the 
conversation, but 
not of the larger 
cultural context of 
the literary and 
cultural 
conversation. Work 
may seem 
mechanical in 
moving from point 
to point.  
Transitions may be 
absent or forced.  
Sub-parts all 
support thesis, but 
without flow, 
without much, if 
any connection to 
the context of the 
class as a whole, 
without drawing 
fluidly on 
knowledge or skills 
developed in other 
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classes or earlier in 
the semester.  Work 
seems isolated 
within the demands 
of the assignment. 


3/Competent Good working 
knowledge of areas 
of practice /  
demonstrates a 
understanding of the 
standards of the 
discourse 
community, in part 
by using strategies 
beyond those 
immediately called 
for in the 
assignment but 
clearly pertinent and 
useful 


Fit for purpose, 
though may lack 
refinement. / 
Insightful, cogent, 
identification of 
pertinent details;  
yet presentation and 
support tend toward 
the formulaic in 
structure and 
approach 


Able to achieve 
most tasks using 
own judgment. /  
Interpretations will 
show some 
originality, even if 
only in 
contradiction or 
extension of ideas 
already presented 
by the instructor, in 
class, or by an 
outside “expert.” 
Revision shows 
resistance to re-
thinking an idea; 
instead shows 
strong ability to 
bolster an idea. 


Copes with complex 
situations through 
deliberate analysis 
and planning. / 
Argument is cogent 
and subtle, and may 
verge on creative.  
Does more than 
simply answer the 
assignment’s 
question; may even 
begin to question 
the assignment, but 
certainly shows an 
understanding of 
counterargument, 
nuanced positions, 
ambiguity in 
evidence, etc.  Feels 
argumentative in 
handling nuance 
and complexity—
tends to debate, to 
resolve ambiguity 
tendentiously. 
Assertiveness feels 


Sees actions at least 
partly in terms of 
longer-term goals. 
/Truly responsive to 
the conversation of 
the class, and 
beyond.  May 
respond not just to 
the assignment, but 
to the larger goals 
of the course or the 
major, and may 
even explicitly 
engage the larger 
cultural 
conversation. 
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defensive. 
4/Proficient Depth of 


understanding of 
discipline and area 
of practice. / Shows 
easy conversation 
with the norms of 
the discourse 
community.  
Interpretive 
strategies are apt, 
flexibly and 
skillfully applied.   


Fully acceptable 
standard achieved 
routinely. / 
Interpretation is 
insightful, cogent, 
and well-supported.  
Presentation is fluid, 
even elegant.  
Rhetorical forms are 
tools rather than 
constraints.  . 


Able to take full 
responsibility for 
own work.  
/Revisions show full 
integration of 
advice as part of 
conversation in a 
community of 
inquiry; they show 
re-vision as a 
substantial re-
thinking, rather than 
as a collection of 
local improvements  


Deals with complex 
situations 
holistically, 
decision-making 
more confident/ 
Cogent, subtle, and 
creative.  
Assignment is a 
jumping off point 
for a conversation in 
the field.  Counter 
arguments are 
nuanced, rich, and 
real, not 
tendentiously 
dismissed but rather 
honored as part of 
the conversation. 


Sees overall 
“picture” and how 
this individual 
action fits within it/ 
Comfortably 
responds at multiple 
levels to the literary 
and cultural 
conversation.   


5/Expert Authoritative 
knowledge of 
discipline and deep 
tacit understanding 
across area of 
practice. /  Not only 
shows easy 
conversation with 
the norms of the 
discourse 
community, but 
pushes on those 


Excellence achieved 
with relative ease. /  
Shows such mastery 
of interpretive 
practices and of the 
rhetorical forms 
used to present them 
that the writing 
seems 
“transparent,” that 
is, so perfectly 
attuned to the 


Able to take 
responsibility for 
going beyond 
existing standards 
and creating own 
interpretations./  
While the work 
fulfills the 
assignment, it is 
clear that the 
assignment served 
merely as a 


Holistic grasp of 
complex situations, 
moves between 
intuitive and 
analytical 
approaches with 
ease. / Transcends 
the argumentative 
traditions of the 
field, integrating the 
esthetic experience 
with the cognitive 


Sees overall 
“picture” and 
alternative 
approaches; vision 
of what may be 
possible; full 
integration of 
experience with 
norms of practice./  
Not only responsive 
to, but creatively 
extends the 
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norms, extending 
the boundaries or 
deepening the 
discussion within 
the boundaries.  
Interpretive 
strategies are apt, 
flexibly and 
skillfully inhabited, 
indeed transformed, 
from tools to 
extensions of the 
writer’s persona. 


work’s purpose, 
audience and 
argument as to seem 
at one with the work 
rather than as a 
medium of 
expression.   


springboard into 
exploration.  Thesis 
takes intellectual 
and aesthetic risks, 
pushing an 
interpretation 
beyond the obvious. 


seamlessly and 
without needed to 
indulge in 
grandstanding or 
proclamation. 


conversation. 
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Appendix ii: samples of student work 
 


Essay A 


Writing 190 


Gregg Camfield 


5/13/10 


 


Out of the Jungle and Into the Dilemma: The Legacy of Upton Sinclair and 


Michael Pollan’s New Trajectory in Muck Raking Food Journalism 


 


 “Now, as to this article,” said Cincinnati, slashing into the ostensible butter 


and holding forward a slab of it on his knife blade . . . . “You can’t tell it 


from butter; by George, an expert can’t! We supply most of the boats in the 


West; there’s hardly a pound of butter on one of them . . . . You are going to 


see the day pretty soon, when you can’t find an ounce of butter to bless 


yourself with . . . . And we can sell it so dirt-cheap that the whole country 


has got to take it . . . . Butter’s had its day—and from this out, butter goes to 


the wall. 


Mark Twain, Life on the Mississippi, pp. 267-268 


 


 Separating food fact from food fiction, it seems, has been a difficult task since 


Mark Twain’s day at least. Contemporary readers of Life on the Mississippi may be as 


impressed to realize that butter substitutes were available in the middle of the 19th century 


as they are by Twain’s prescience about their future prevalence. Not much has changed 


regarding the sale of ingenious new food products to the public since then, except 


perhaps the increased story-telling abilities of marketers. As Michael Pollan shows in The 
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Omnivore’s Dilemma: A Natural History of Four Meals, a trip to the modern supermarket 


can be a “literary experience,” where the line between fact and fiction is often 


deliberately blurred. (134) He also reveals the startling number of items in that same 


supermarket that are derived from a single plant source: corn. The fact that many readers 


will not have been familiar with this justifies Pollan’s endeavor to discover the breadth of 


the facts when it comes to food and its production, a subject, he observes, in which much 


is taken for granted and much less is what it seems. Corn begins Pollan’s extensive 


investigation into contemporary American food, a long and ranging narrative about the 


production and consumption of exactly what it is we eat when we sit down to a meal, or, 


just as often, when we eat it on the run. The question “What should I eat?” notes Pollan, 


has come to depend on the questions “What am I eating?” and “Where in the world did it 


come from?” He also notes the irony of his attempt to answer those questions. “Not very 


long ago an eater didn’t need a journalist to answer these questions.” But, Pollan implies, 


“eaters” weren’t always, first and foremost, consumers. (17) 


“Not very long ago” is a fairly vague reference to history. We can’t be sure 


exactly when it refers to but it must be some time before 1906 when Upton Sinclair wrote 


The Jungle, a time when eaters found they needed to know what they were eating when 


they thought what they were eating was “Durham’s Pure Leaf Lard!” and instead were 


informed they might be consuming Eastern European immigrants. (105) A book like The 


Omnivore’s Dilemma cannot escape comparison to The Jungle, that seminal text in the 


tradition of muckraking journalism. The questions Pollan attempts to answer place him 


squarely in the tradition of muckraking journalists like Sinclair who seek to discredit 


certain sectors of industry under capitalism and, by association, the capitalist system that 
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empowers them. As James L. Aucoin points out in his essay “Journalistic moral 


engagement: Narrative strategies in American muckraking,” “Muckraking as a 


journalistic genre… reports abuses of the capitalist system to stimulate ‘righteous 


indignation’ in the American middle class and urge an organized response that will 


demand reforms (Tichi, 2004: 14).” (560)  


But whereas Sinclair’s is a narrative of one Lithuanian family’s journey to 


America and then through its perilous meat packing industry, and by metonymy through 


the harrowing landscape of capitalism, Pollan’s is a narrative of food’s journey through 


various food chains – industrial, organic and hunter-gatherer. The different focus of either 


narrative reflects the different reform goals of their authors. Sinclair sought reform in the 


wages and conditions of workers, ultimately through the adoption of socialism, using a 


certain industry of food production as a compelling backdrop. (Bloodworth, 44) Pollan 


seeks reform of the industrial food system for the wellbeing of consumers and seeks to 


effect this by influencing readers’ choice of food. The two authors, writing a century 


apart from one another, represent points in history and points of view that are similar in 


some way but different in others. Their strategies in accomplishing their goals are also 


similar yet different in important ways. My aim is to discover Pollan’s place in the 


tradition of muckraking journalism using The Jungle as a point of reference and by 


foregrounding the assumptions and agendas present in The Omnivore’s Dilemma. 


 Michael Pollan’s book The Omnivore’s Dilemma is, like Upton Sinclair’s The 


Jungle, a critique of a capitalist system, but the two accounts differ in important ways. 


For one thing, where Sinclair puts forth a critique of the capitalist system in general 


(Bloodworth, 61), it cannot be said whether Pollan advocates the same or is merely 
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critical of its application in the production of food. For another, where Sinclair is 


primarily concerned with the plight of workers Pollan is concerned with the plight of 


consumers. Furthermore, whereas Sinclair’s proposed solution to the problems of 


capitalism, as presented through the character Jurgis’ conversion narrative, is socialism, 


Pollan advocates, through his presentation and quotation of the sustainable farmer Joel 


Salatin, and through his own experiences hunting and gathering food, a more libertarian, 


consumer driven reform.  


Critiquing Capitalism. 


 


As in so many other realms, nature’s logic has proven no match for the logic of 


capitalism.          


- The Omnivore’s Dilemma (184) 


 


Aucoin points out that “The muckraking tradition can best be understood as 


carefully constructed narratives designed to focus Americans’ attention on the negative 


social effects of industrialization, monopolization, and the capitalist economic system and 


to generate fundamental social and political change.” (560) One of the primary negative 


effects of the industrialization of food that Pollan seeks to draw attention to is the demand 


it places on efficiency and quantity at the expense of quality. “Before the commodity 


system farmers prided themselves on a panoply of qualities in their crop: big ears, plump 


kernels, straight rows, various colors; even the height of their corn plants became a point 


of pride. Now none of these distinctions mattered; “bushels per acre” became the only 


boast you heard.”  (60) One of the primary effects of the capitalist economic system that 
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Pollan critiques is the incentive it gives companies to foster confusion about food in the 


mind of the public. “The lack of a steadying culture of food leaves us especially 


vulnerable to the blandishments of the food scientist and the marketer, for whom the 


omnivore’s dilemma is not so much a dilemma as an opportunity.” (5) This confusion 


that arises from the odd marriage between advertising and something as seemingly 


straight forward and fundamental as food is the reason d’ etre for the book’s title. It is the 


same confusion that Pollan points toward when referring to “our present predicaments 


surrounding food.” (3) Our present predicaments being a tidy way of summing up the 


current epidemic rates of obesity, diabetes, heart disease and, what Pollan contends is the 


source of these ailments, Americans’ confusion about what to eat.  


 


Maura Spiegel, in her introduction to the Barnes & Noble Classics edition of The 


Jungle observes that: 


Although Sinclair portrays the crushing, machine-like force of a man-made hell, 


he turned for his title to an image of the natural world…to a place that, 


particularly in this period, evoked a sense of primal fear, a “heart of darkness.” 


The jungle represented a setting inhospitable to human life, where “civilized” man 


does not thrive, where life is an unrelenting and ultimately a dehumanizing battle. 


Both Sinclair and Pollan then, wish to illustrate with their chosen titles how far 


backwards the capitalist system is capable of dragging “civilized” man. The phrase 


“omnivore’s dilemma” was coined by a research psychologist named Paul Rozin at the 


University of Pennsylvania to describe the peculiar situation of omnivores, beings who 


can eat much of what nature has to offer, but who probably shouldn’t eat 
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indiscriminately, if they want to survive and be healthy. Humanity’s primitive forbearers 


had this problem all the time, according to Rozin; deciding what was and wasn’t 


poisonous for instance. Over the millennia, humans learned to obviate this difficulty by 


passing on knowledge and building cultural traditions around food. It is the loss of a 


“stable culture of food,” (2) insists Pollan, that leads to the prevalence of this dilemma in 


contemporary American society, where grandmother’s recipes have been replaced by 


food scientists’ expertise. “Such has been the genius of capitalism, to re-create something 


akin to a state of nature in the modern supermarket or fast-food outlet, throwing us back 


on a perplexing, nutritionally perilous landscape deeply shadowed again by the 


omnivore’s dilemma.” (303) 


But Pollan’s critique of capitalism extends beyond charging the system with 


willfully confounding the public’s appetite, extends beyond the subject of food even. He 


cites the Sociologist Daniel Bell, who’s book The Cultural Contradictions of Capitalism 


“called attention to the tendency of capitalism, in its single-minded pursuit of profit, to 


erode the various cultural underpinnings that steady a society but often impede the march 


of commercialization.” In order to steer this serious indictment of capitalism back to the 


subject at hand Pollan adds, “The family dinner, and more generally a cultural consensus 


on the subject of eating, appears to be the latest such casualty of capitalism.” (302) Yet 


another such casualty is, according to Pollan: “mercy toward the animals in our care.” 


(318) And another: The environment. (46-47) And lastly, the casualty with perhaps the 


farthest reaching implications: energy independence, since we rely on the Middle East for 


most of our oil. (47) 
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In addressing these issues, Pollan acts as an advocate in the muckraking sense. 


Aucoin Describes the muckrakers’ function thus: 


Consequently, these investigative reports are primarily located within the first of 


Aristotle’s three traditional forms of rhetoric, the forensic or judicial form, which 


presents a legalistic argument of advocacy. This differentiates them from 


mainstream modern American investigative journalism, which is primarily 


epideictic – pointing out problems without seriously weighing solutions – and 


settles them within the muckraking tradition of American journalism (Ettema and 


Glasser, 1989: 271). Rather than being ‘custodians of conscience’, as described by 


Ettema and Glasser (1998: 4–11), these mid-20th century muckrakers went beyond 


their fellow modern investigative reporters to become moral judges of society and 


the people and institutions within it. (11) 


 


 Sinclair also addresses the issues of animal welfare and the environment. He 


describes a water way near the packing plants that is so polluted that it sometimes catches 


on fire (100) and devotes a number of passages to the treatment of animals in the packing 


plants. (40) However, the animals primary place for Sinclair proves to be as metaphor for 


the plight of workers. “In The Jungle, Sinclair made the cri de coeur of the Chicago 


packinghouse worker the metaphoric “hog squeal of the universe”” (Tichi, 824) Sinclair 


is first and foremost an advocate for workers. Similarly, Pollan is first and foremost a 


consumer advocate.  


In the twenty-first century, Eric Schlosser, author of Fast Food Nation, has 


preceded Pollan as Sinclair’s muckraking descendant.  A failure to mention this text, an 







 21 


exposé of fast food and its production, would leave any analysis of current muckraking 


food journalism lacking. All three books inarguably contain intertextual consistencies, 


even while they maintain important differences. Of the three, The Jungle and Fast Food 


Nation bear the most resemblance to each other due to their focus on workers and 


working conditions in the food industry. While all three books critique capitalism’s 


handling of food production, Sinclair’s and Schlosser’s criticisms comprise more direct 


attacks on the system and insist on reform – Sinclair in the final pages of The Jungle 


through Jurgis’ socialist conversion narrative, Schlosser through his own analysis: 


Over the past twenty-five years the United States has swung too far in one 


direction, weakening the regulations that safeguard workers, consumers, and the 


environment. An economic system promising freedom has too often become a 


means of denying it, as the narrow dictates of the market gain precedence over 


more important democratic values. (261) 


Like Sinclair, Schlosser also spends much of his efforts attempting to garner 


public sympathy for the workers involved in food production, addressing many of his 


grievances to capitalism’s cool disregard for its labor force. As Tichi observes in an essay 


comparing Schlosser’s book to The Jungle, “A major issue in Schlosser… concerns 


contemporary workplace conditions in the meat-packing industry.” (825) In Tichi’s 


analysis Fast Food Nation seeks to appeal to reader’s sympathies with workers: 


 


The individual workers in Fast Food Nation, Schlosser argues, typify groups 


“linked by common elements” that prove to be common not only to blue-collar 


workers but also to those in high-rise towers and office parks and even college 
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and university campuses—“the same struggle to receive proper medical care, the 


same fear of speaking out, the same underlying corporate indifference” (186). 


Those at the desk may come to see kindred spirits, or at least distant relations, 


across the fast-food counter and over the computer keyboard to the boning knife. 


(828) 


Sinclair sought to achieve a similar effect among middle-class readers as one of 


his biographers, William Bloodworth points out.  


Although he spoke for the lowest working classes, he spoke to a much wider 


audience in The Jungle…He wanted to show that not only did the Beef Trust 


exploit the lives of the workers, it also exploited the ignorance of the middle-class 


public. Food and it’s processing could therefore be used politically and 


rhetorically as a means of bridging class difference. (60) 


Sinclair himself mourns the fate of this attempt with his famous remark about The 


Jungle’s reception. “I aimed at the public’s heart, and by accident I hit it in the stomach.” 


(“What Life Means to Me,” 594) And as for Schlosser, Tichi show’s that authorial intent 


continues to be disregarded in the modern era:  


Only 3 of the 39 reviewers, however, name working conditions as significant in 


Schlosser’s project. “This is a book about America’s stomach,” according to the 


Baltimore Sun, and thus does reader response make Fast Food Nation another The 


Jungle in recalling Upton Sinclair’s wry remark that he had aimed for the public’s 


heart and hit the stomach instead. (Tichi, 825) 


 


Jason Pickavance, in his essay Gastronomic Realism, examines scholarly takes on 
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this failure of audiences to connect to Sinclair’s broader message due to what critics call 


a “culture of consumption”: 


 


“The overriding theme of this scholarship is that our consumer culture prevents 


us from being properly critical of dominant political and social structures. As Fox 


and Lears argue, “consumption became a cultural ideal, a hegemonic ‘way of 


seeing’ in twentieth-century America.” Critics of Sinclair’s middle class readers 


follow in this tradition. A concern with safe food prevented readers from 


interpreting the novel correctly and, consequently, obtaining a critical perspective 


on America. Instead, consumers settled for legislation that addressed their narrow 


set of concerns. Upton Sinclair’s The Jungle thus becomes a primary exhibit in 


the case against the culture of consumption. The novel’s failure to achieve real 


reform, critics suggest, is an index of the power of America’s emerging consumer 


culture to prevent a critique of American capitalism. Consumption was somehow 


an obstacle to the realism consumers demanded. Sinclair fashioned his dissent, 


however, not as an alternative to consumption but rather a perfection of it. (90) 


 


By Pickavance’s account Sinclair’s problem did not arise from addressing 


consumers’ interests by exposing the impurities in food - that was his only success. His 


problem then, was in failing to connect readers as consumers to the plight of workers. 


Pollan expands on Sinclair’s success when he forgoes the effort of asking readers to be 


empathetic and identify with workers, instead asking middle class consumers to identify 


only with themselves.  He rarely mentions workers. When he does mention workers he 


spends no more than a sentence on the subject and steers clear of proselytizing. Perhaps 
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his most damning statement in this regard comes parenthetically in the middle of his 


discussion of capitalism’s morally corrosive effect on the treatment of animals.  “(It is no 


accident that the nonunion workers in these factories receive little more consideration 


than the animals in their care.)” (318) This does not necessarily indicate a lack of concern 


on Pollan’s part for the welfare of the workers. It is possible that he took note of the fate 


that befell his predecessors’ attempts at publicizing working conditions and decided not 


to address the subject at length, or perhaps he trusted that they had said what needed to be 


said. More likely, in my opinion, is that he trusted consumers would be won over by the 


vision he lays forth of a food utopia in the final chapters of the book and that this food 


utopia will encompass the livelihood of workers.   


Consumers, not workers or their sympathizers, are the intended audience of 


Pollan’s efforts at reform. In a chapter six, entitled “Consumers,” Pollan makes his focus 


on consumers plain by delivering data pertinent to them. “Three of every five Americans 


are overweight; one of every five is obese.” Statistics like these lead into more startling 


ones like this: “The United Nations reported that in 2000 the number if people suffering 


from overnutrition – a billion – had officially surpassed the number suffering from 


malnutrition - 800 million.” (102) Pollan attributes the glaring contrast between the 


stuffed and the starved to an overabundance of food, specifically corn, and the cleverness 


of food scientists: “Since the human desire for sweetness surpasses even our desire for 


intoxication, the cleverest thing to do with a bushel of corn is to refine it into thirty-three 


pounds of high-fructose corn syrup.” (103) And, bringing the conversation back to the 


original dilemma: “It is the amped-up energy density of processed foods that gets 
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omnivore’s like us into trouble.” (107) When addressing the question “Is organic food 


better?” Pollan also answers it primarily in terms of consumer health. (176) 


More explicit evidence is found in an interview with the magazine Writing on the 


Edge where Pollan sums up who he intends to be his audience: 


I guess I have some idea in my head of a New York Times reader, someone who's 


well-educated and generally well-informed but hasn't thought really hard about 


the particular issue I'm working on. I'm very careful not to assume a lot of 


knowledge about the issue. I know I have a reader who's curious but hasn't 


probably focused on this in any kind of serious way. Often in the beginning of a 


piece, like when I wrote that piece on industrial organic, I evoke a consumer at 


the beginning, someone who has this basic sense that organic has got to be better 


and it's worth spending the money, and they like the whole imagery that comes 


with it, but, gee, is it really better? And where does it come from? In a way, that's 


my reader and I depict myself as that reader when I start out, to connect with that 


reader. 


If Pollan seems acutely aware of who his audience is, it might be because much of 


the material that ended up in the book had already been read by some of that 


demographic as it was published in the New York Times. Sinclair also knew his audience 


and was equally influenced by that knowledge in writing The Jungle since it was first 


published serially in the socialist publication Appeal to Reason. According to 


Bloodworth, “[The Jungle]…had a specific audience – the Socialists – who’s political 


attitudes were largely shared with the author.” (44) In addressing this audience, Sinclair 


chose to write fiction because, as Bloodworth observes, “The Jungle is a muckraking 
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novel directed at documenting conditions and striving for an emotional response on the 


part of its readers. “ (61) By delivering documented conditions through fiction, Sinclair 


was able to manipulate the pathos to dramatic effect, such as in this passage, where he 


makes light of the anguish of a poet, noting in characteristically hyperbolic fashion that:  


It is not likely that he had reference to the kind of anguish that comes with 


destitution, that is so endlessly bitter and cruel, and yet so sordid and petty, so 


ugly, so humiliating…How, for instance, could anyone expect to excite sympathy 


among lovers of good literature by telling how a family found their home alive 


with vermin, and of all the suffering and inconvenience and humiliation they were 


put to, and the hard earned money they spent, in efforts to get rid of them? (81) 


Pollan, however, wrote fact-studded and statistic-laden narrative non-fiction to 


deliver to consumers (educated middle-class ones) something akin to a consumer report, 


only more interesting and thus more compelling. This commitment to consumerism, and 


thus to an essential aspect of capitalism does not necessarily jettison Pollan from the 


ranks of traditional muckraking journalists. As Pickavance observes:  


One need only be reminded of Edward Bellamy’s novel Looking Backward to 


understand that popular, literary dissent from capitalism did not necessarily 


involve principled opposition to consumption. Bellamy’s utopia is the consumer’s 


utopia. It is a world where the consumer receives “whatever he desires whenever 


he desires it.”12 As Vachel Lindsay later quipped, “[i]t was a combination of 


glorified department-store and Coney Island, on a cooperative basis.” (89) 


The reason that Pollan addresses readers as consumers, as opposed to, say, readers 


as citizens is that he seeks to encourage consumer driven reform; reform from the bottom 
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(or at least the middle) up. In a chapter covering “artisanal economics” Pollan muses 


about the idea of such reform, quoting an essay by the agriculturalist Wendell Berry: “I’d 


read an essay…in which he argued that reversing the damage done to local economies 


and the land by the juggernaut of world trade would take nothing less than “a revolt of 


local small producers and local consumers against the global industrialism of the 


corporation.” (254) This goal is distinct as opposed to seeking reform from the 


government. Pollan makes his appraisal of government regulation clear throughout the 


book. He doesn’t seem to put much stock in the prospect of government regulation for 


curtailing the excesses of capitalism. Earlier in the same chapter he notes the irony 


present in the fact that a Virginian man named Bev couldn’t operate his small, local meat 


processing facility because “his artisanal enterprise was being forced to conform to a 


USDA regulatory system that is based on the industrial model – indeed, that was created 


in response to the industrial abuses Upton Sinclair chronicled in The Jungle.” Those 


regulations, according to Pollan, accommodate a system that is intrinsically immoral and 


fundamentally flawed when it comes to food. This failure of regulation, according to 


Aucoin, comes as no surprise to the muckraking journalist. “In muckraking 


investigations, the capitalistic and democratic systems operated the way capitalistic-


democratic systems operate – and that, in their view, was the broader social problem in 


America.” (562) For Pollan, such regulations also accommodate the flawed system at the 


expense of the solution to public problems ranging from health to animal and worker 


rights to the environment. That is, at the expense of artisanal food. (250) 


Thus Pollan contends that the problem with industrial food is not that it is under-


regulated but that it is industrial. Sinclair’s proposed solution was socialism, a system of 
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total governance that would presumably regulate the sins out of industry, at least in terms 


of worker’s rights. (quote from Sinclair) Pollan, however, having witnessed history’s 


judgment of the practice of socialism in its extreme form, communism, has this to say 


about it: 


Perhaps it is no accident that sentimental communism foundered precisely on the 


issue of food. The Soviets sacrificed millions of small farms and farmers to the 


dream of a collectivized agriculture that never managed to do what a food system 


has to do: feed the nation. By the time of its collapse, more than half the food 


consumed in the Soviet Union was being produced by small farmers and home 


gardeners operating without official sanction. (256) 


Thus, Pollan advocates a different path to gastronomic salvation. The revolution 


that Pollan and Berry envision centers on food but extends beyond to constitute “a 


gathering world wide rebellion against what [Berry] calls “the total economy.”” “Why 


should food, of all things, be the linchpin of that rebellion?” asks Pollan rhetorically. 


“Perhaps because food is a powerful metaphor for a great many of the values to which 


people feel globalization poses a threat, including the distinctiveness of local cultures and 


identities, the survival of local landscapes, and biodiversity.” (255) The revolution is 


about integrity, in other words, and, as the sustainable, “beyond organic” farmer Joel 


Salatin sees it, “you can’t regulate integrity.” (235) The solution presented by Pollan 


appears to be for consumers to opt out of the industrial food chain as much as possible. 


As he quotes Salatin, “We don’t need a law against McDonalds or a law against 


slaughterhouse abuse – we ask for too much salvation by legislation. All we need to do is 
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empower individuals with the right philosophy and the right information to opt out en 


masse.” (260)  


Much of the philosophy presented as the solution to the ills of the industrial food 


system comes from Salatin. If The Omnivore’s Dilemma were a novel like The Jungle, he 


would be the hero. Readers won’t be blamed for confusing Salatin’s words and 


philosophy for Pollan’s own. Indeed, they cannot be expected to do otherwise since 


Pollan presents no alternatives to the ideal of Salatin’s pastoral utopia. Quite the contrary, 


he gives Salatin the Jeffersonian seal of approval: 


The agrarian self-sufficiency that Thomas Jefferson celebrated used to be a matter 


of course and a product of necessity; nowadays that sort of independence 


constitutes a politics and economics and way of life both deliberate and hard-won 


- an achievement. Were Jefferson to return today he would no doubt be gratified 


to learn that there were still farmers down the road from Monticello as 


Jeffersonian as Joel Salatin. Until, that is, Jefferson got around a bit more and 


discovered there weren’t many others like him. (204) 


By invoking Thomas Jefferson Pollan is both praising Salatin and, more 


importantly, portraying his efforts as quintessentially American. In American political 


and cultural discourse it is necessary to consult the founding fathers on any subject of 


great importance when advocating to establish the legitimacy of any contested claims or 


new ideas. But Pollan does maintain some rhetorical distance from Salatin, designating 


him early on as a “self described “Christian-conservative-libertarian-environmentalist-


lunatic farmer.”” (125) And he does retain some of his journalistic objectivity stopping 


short of a whole-hearted endorsement of Joel Salatin when the latter questions the need 
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for a place like New York City. (245) But it is through Salatin that Pollan learns to 


distrust industrial organic agriculture (139) and eventually to partially discount it as “A 


much greener machine, but a machine nevertheless.” (159) And it is through Salatin that 


much of the anti-regulatory libertarian rhetoric that grows more prevalent throughout the 


book is delivered. Whether Salatin is Pollan’s mouthpiece, or Pollan is Salatin’s or 


whether they both just happen to agree is unclear but is probably not important. The point 


here is that they do agree, and that through Pollan’s presentation of Salatin he segues into 


something, in spirit at least, not unlike the last section of The Jungle in which Sinclair 


delivers through several characters a series of sermons advocating socialism. Only, in 


Pollan’s case, his character preaches the gospel of self-reliance.  


Sinclair, for his part, relies on “salvation by legislation,” despite his critical 


observations of the political process and its ties to big business. Bloodworth summarizes 


Sinclair’s account of Chicago politics, “The immigrants are also exposed to the corrupt 


nature of politics in a community where elections are never less than a fraud, and to the 


economic stranglehold exerted by the Beef Trust and its lackeys.” (52) But in the end, 


Sinclair seeks a political solution to the excesses of capitalism. Bloodworth again: 


“[Sinclair’s] vision of socialist triumph was something to be achieved by majority vote, 


not an end result of class struggle and revolution. The statement that “Chicago will be 


ours!” at the end of the novel refers only to voting gains in the 1904 elections.” (60)  


Pollan is also critical of government involvement with the economy and vice 


versa. He criticizes the favor that the USDA bestows upon large scale food processing 


facilities and points out the government run organization is staffed by those invested in 


the very industries it is supposed to regulate. In general, Pollan seeks to deflate the 
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capitalist myth of entirely free markets full of “”self made” American successes.” (41) In 


terms of corn, the plant that Pollan devotes many of the early pages of his book to 


tracking through the food system, he adds that “the closer you look the more you find the 


federal government lending a hand – a patent, a monopoly, a tax break – to [corn] at a 


critical juncture.” Pollan lays the vast surplus of corn that he attributes much of the food 


system’s and the public’s health problems to (101) at the feet of the federal government 


and its attendant military industrial complex. (41) But Pollan’s proposed solution lies at 


the opposite end of the political and philosophical spectrum from Sinclair’s. If he’s 


asking his readers to vote, he is asking them to do so with their dollars – a very modern 


philosophy. If Sinclair was addressing middle class audiences by aiming at their 


stomachs to reach their hearts with The Jungle, as Bloodworth suggests, then he was 


doing so in hopes of getting them to clamor for reform in the meat packing industry, not 


to seek alternatives as consumers. (59)  


But Pollan is doing just that. Here he describes the market-movement that he says 


is starting to take place and which he seeks to encourage: 


To talk to chefs, customers and farmers working together in this one corner of the 


country to rebuild a local food chain is to appreciate that it is a movement, and not 


merely a market. Or rather it is a novel hybrid, a market as movement, for at its 


heart is a new conception of what it means to be a consumer – an attempt to 


redeem that ugly word, with its dismal colorings of selfishness and subtraction. 


(254) 


To attempt to redeem the word “consumer” is to suggest that it was once free of 


its current connotations, which is unsubstantiated, but more importantly it is to try to raise 
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the value of that word to, in the context of what Pollan is saying, the level of value placed 


on the word civilian. This treatment of consumption as civic engagement is representative 


of a sea change in American politics and culture that has happened between the time 


when The Jungle was written and when The Omnivore’s Dilemma was. The phrase 


“voting with your dollar” is after all, a very recent phenomenon. To quote Pickavance 


again, “In the rhetoric of consumer rights consumers found a vocabulary for helping them 


understand how they, in their capacity as consumers, could effect change in society by 


demanding that products truly represent themselves.” (91) Yet this is how the free market 


is supposed to work according to proponents of it. It is surprising however to think of 


Pollan as a free-market idealist since that is often a conservative stance and many of 


Pollan’s attitudes are decidedly liberal (Remember that his audience is largely comprised 


of New York Times readers). More likely he is merely conforming to the principle 


inherent in the statement made by Gene Kahn, the once hippy idealist-turned industrial 


organic farmer, that “everything eventually morphs into the way the world is." (152) The 


market place is encroaching more and more upon the democratic arena, or at least the 


distinction is becoming increasingly blurred, as evidenced, again, by the phrase “voting 


with your dollar,” and the market-movement reflects that.  


The movement is predicated on consumers’ desire to have more control of their 


food supply. With more control, however, comes more responsibility and less 


convenience. Convenience, it should be noted, was probably the masthead under which 


many consumers once began to slowly concede control of the food supply in the first 


place. As Pollan describes our relationship to the industrial food chain, it is one in which 


we have shifted most of the responsibility for feeding ourselves to a steadily decreasing 
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number of industrial scale farmers as well as food scientists, food processors and 


marketers. This shift in responsibility has resulted in consumer convenience – the organic 


TV dinner that Pollan describes (96, 138) – but also in an ignorance on the consumer’s 


part. Pollan writes in the introduction to the book:  


To go from the chicken (Gallus gallus) to the Chicken McNugget is to leave this 


world in a journey of forgetting that could hardly be more costly, not only in 


terms of the animal’s pain but in our pleasure, too. But forgetting, or not knowing 


in the first place, is what the industrial food chain is all about, the principal reason 


it is so opaque, for if we could see what lies on the far side of the increasingly 


high walls of our industrial agriculture, we would surely change the way we eat. 


(10-11) 


 In Pollan’s view modern day consumers are as far out in the woods and at the 


whim of marketers as the Lithuanian immigrants in Packingtown, who didn’t know at 


first about the contaminants in the food they bought trusting that it was wholesome and 


natural. (140) But according to Pollan some Americans are beginning to take stock of 


what they have lost in the transaction and are starting to ask for a refund. This change that 


you can not only believe in but buy at the grocery store will, predicts Pollan, proceed as 


the incipient organic movement once did, with “exactly no help from the government.” 


(257) It will proceed at the behest of consumers who will be, albeit with their dollars, 


voting libertarian.   


 


The Oxford English Dictionary defines the political ideology of Libertarianism 


thus: “A person who believes the role of the government should be limited to upholding 
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individual rights, and who therefore opposes government regulation of economic or 


social affairs; an anti-statist. Also (with capital initial): a member of any of various 


political parties promoting these views.” It is unsurprising that OED traces this use of the 


word to origins in the United States, a country with a long history of valuing radical 


independence and self-reliance. (See Pollan’s appeal to Jeffersonian-vintage values 


above) This value stems from a uniquely American past when a surfeit of land made 


possible somewhat egalitarian property ownership practices and many were able to farm 


their own land. This quintessentially American agrarian ideal of owning your own land 


and living off of it has been present in America and its literature at least since St. John de 


Crèvecoeur wrote Letters from an American Farmer. Within the frame of this bucolic 


past, the less hassle there is from the government, the better. 


When someone from the city thinks of libertarianism they may be forgiven for 


thinking of it as a reactionary, antisocial and sometimes militant strain of political 


ideology from the heartland. After all, Timothy McVeigh was an adherent of a particular 


brand of libertarianism, so it is no surprise that for many the word has developed negative 


connotations. But Pollan advocates for a less vitriolic libertarianism, one he hopes will be 


practiced by New York Times readers. Pollan doesn’t explicitly express a desire, as 


Sinclair and Schlosser do, to bridge a gap between social classes. Instead, through 


preaching a doctrine of self-reliance, or the next best thing, reliance on neighbors, he 


hopes to bridge the gap between city and country. He uses Salatin’s surprising statement 


about the lack of a need for New York City as an opportunity to address the gap that 


currently exists between the two places and the bridge that might potentially span it. “For 


my own part, this taut little exchange made me appreciate what a deep gulf of culture and 
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experience separates me from Joel – and yet at the same time, what a sturdy bridge caring 


about food can sometimes provide.” (245) In the words of Carlo Petrini, the founder of 


the Slow Food movement, a movement that Pollan endorses, “the consumer becomes…a 


“coproducer.”” (259)  


 Pollan isn’t unilaterally opposed to Government involvement in food production. 


Instead he seems to be in favor of the type of governance that, as the definition of 


Libertarianism states, is interested in “upholding individual rights.” In an open letter to 


the president-to-be, published in the New York Times just before the election in October 


2008, he details a laundry list of suggestions for the next head of the federal government 


regarding correction of the food system. The central issue that he raises in the letter is 


switching American agriculture over from fossil fuel driven model to a solar driven one, 


arguing that for instance, this would go a long way toward achieving energy 


independence. Still, many of his suggestions are for less regulation, where small 


producers and processors are concerned, not more. His suggestions for government 


intervention are mostly for stimulating certain areas of the economy, not regulating them, 


and this is posited as an option of getting on board with an inevitability, or alternately 


facilitating failure. Among his personal suggestions for the president-to-be are installing a 


garden on the south lawn of the white house and providing an example for the country by 


supporting locally and sustainably produced food. Another is for the coming president to 


lend rhetorical support to the sustainable and largely fossil fuel-free practice of hunting.  


Pollan would not call himself a libertarian, politically, I don’t think, although he 


did write a book about building his own house. His allegiances to the politics are perhaps 


more circumstantial than anything. Partly it’s that the old Thoreauvian pull has come 
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around again. The back to the landers of the 1960’s, influenced in large part by authors 


like Thoreau, have became the Gene Kahns of today, working for big corporations, 


having “sold out,” and so the author of Walden has become relevant once again, for a 


new generation looking for alternatives to industrial systems of commerce. 


Libertarianism, in this tradition is about personal responsibility and self-reliance. The 


libertarian strain in politics reflects people’s desire to not be told what to do and to be 


allowed to do what they please – such as slaughtering their own meat and selling it 


themselves to their neighbors. I met a self-described libertarian on the plane once who 


described with pride how during the Christmas season in a black out of his local electrical 


grid, his was the only house on the street with power and Christmas lights due to his 


ownership of a generator. The same man kept gold around for similar reasons of 


maintaining independence, either not trusting the stability of state controlled currency or 


resenting its existence in the first place.  


Pollan, like any good libertarian leader, does not want to tell his readers what to 


do. He merely wants to teach them how to fish. In his interview with Writing on the Edge 


he asks, "Do you really want some journalist to tell you what you should have for dinner? 


I'm trying to give you the tools so you can think about it and come to your own 


conclusion." After all, a belief in libertarianism in its political form is meaningless if not 


supported by a practice of self-reliance on the part of its adherents.  


Or is he trying to teach readers how to hunt? Pollan, like Sinclair, describes his 


ideal economy in the last section of his book with a similarly reverential, almost religious 


zeal. In The Jungle, the protagonist Jurgis sees the light when introduced to Socialism by 


the speaker Nicholas Schliemann. (319) In The Omnivore’s Dilemma Pollan casts himself 
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as the naïve protagonist and is shown a different sort of light by a paragon of self 


sufficiency, Angelo Garro. With Garro’s help, Pollan embarks on an adventure of hunting 


and gathering in order to provide, if only for one meal, his own food independent of 


commercial mediation. If for Sinclair the ideal economy consists in everyone opting in to 


a collective form of governance, for Pollan it consists of opting all the way out of both 


economic systems and systems of governance. To participate in an alternative, artisanal 


economy like the one Joel Salatin is part of is one thing, but to opt out of economies 


altogether is quite another.  


But why would Pollan want to do that? Is it solely in pursuit of a libertarian ethic? 


Of course not. Pollan is concerned with a deeper set of ethics. The libertarian rhetoric 


itself is a vehicle for arriving at a destination, - not unlike an appeal to the founding 


fathers- a destination that would be described by Jason Pickavance as gastronomic 


realism. Pickavance points out that in The Jungle, the character that leads the protagonist 


Jurgis to socialist conversion, Nicholas Schliemann, studies his food scientifically and 


also chews it scientifically. In other words, he is a “Fletcherizer,” after the 19th century 


diet-reformer Horace Fletcher. In Pickavance’s analysis, which has as its aim associating 


realism in literature and realism in consumer knowledge and expectation when it comes 


to food, Schliemann’s act of scientific chewing is an assertion by Sinclair of consumer 


empowerment:  


Schliemann’s chewing can also be read another instance of what the novel has 


been about all along: finding the right kind of experience in which to ground 


reality. Chewing can thus be read as the novel’s closing and most intense 
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invocation of gastronomic realism. In conscious chewing we recover the referent 


through physical contact with the thing itself, food. (105) 


 Pollan is also interested in gastronomic realism. He also believes that consumer 


empowerment can be achieved if “we recover the referent through physical contact with 


the thing itself, food.” That is, if we see and experience how our food is produced. The 


best way to do this, by the lines of Pollan’s logic, is to kill the food ourselves: 


“What is.” I suppose that this as much as anything else, as much as a pig or a 


meal, is what I was really hunting for, and what I returned from my hunt with a 


slightly clearer sense of. “What is” is not an answer to anything, exactly; it 


doesn’t tell you what to do or even what to think. Yet respect for what is does 


point us in a direction. That direction just happens to be the direction from which 


we came – to that place and time, I mean, where humans looked at the animals 


they killed, regarded them with reverence, and never ate them except with 


gratitude. (362)  


One does not need to go hunting necessarily to achieve the kind of gastronomic 


realism that Pollan is talking about. A more practical or accessible version might be: 


Were the walls of our meat industry to become transparent, literally or even 


figuratively, we would not long continue to raise, kill, and eat animals the way we 


do. Tail docking and sow crates and beak clipping would disappear over night, 


and the days of slaughtering four hundred head of cattle an hour would promptly 


come to an end – for who could stand the sight? (333) 


Animal welfare, treatment of workers, environment and climate change, health, 


energy independence – Pollan addresses these problems within the food system through a 
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single elegant prism: the consumer. Although he returns towards the end of his book to 


reflecting on the consumer-centric idea that “storied food” – or, food attended by realism 


– “can feed us both body and soul,” (408) ultimately Pollan’s appeals to consumerism 


and libertarian ethic are in service to something greater. He ends the book with a sort of 


grace: what we’re eating is never anything more or less than the body of the world.” 


(411) If all Pollan cared about was consumers’ freedom of choice he would not address 


all of these other issues. But by capitalizing on reader’s self interest and tying it to a 


larger set of issues he was able to blur the distinction between consumer and citizen. Thus 


he may succeed where Sinclair did not: in hitting the public’s heart through its stomach.  
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Essay G 


Lit 190 / Senior Thesis 


Spring 2010 


Down With Love: Ovid's The Art of Love 1.1-269 as a Disguised Cautionary Tale 


 On its surface, The Art of Love is a joyful text. Its narrator is an expert at 


picking up women, and will teach this knowledge to any reader of the poem. 


 But on a number of other levels, the exuberant narrator gives way to a 


more pessimistic subtext. Alone, the narrator seems to suggest that loving 


women is more than enough to be happy forever. This other reading - which we 


can call not the narrator's, but Ovid's perspective - persistently warns the reader 


about many dangers of love - as they come about through hitting on people, 


being hit on, or even when taking advice about love. 


 First, it is important to define love, as it is used by Ovid ( and according to 


this paper). In my opinion, the types of love treated by this text can be summed 


up in the expression "making love", in the antiquated sense. That is, this text 


concerns itself with picking up and flirting with people - or trying to be picked up, 


and being flirted with. It also deals with keeping amorous feelings going - that is, 


"making love" once a relationship is already underway. As the text puts it, it will 


treat "find[ing] the object of your pursuit", "wooing and winning", and "ensuring 


that the love you're won is enduring" (5). As might be expected, the text will 


sometimes deal with sexual innuendo; and sometimes, what it discusses can be 


applied to a very general meaning of "love", as in simple interpersonal 


relationships. 
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 The opening lines of The Art of Love text read: "If any Roman knows 


nothing about love-making, please / Read this poem and graduate in expertise" 


(3). Here, the narrator tries to reassure the reader that this poem will be a 


masterwork in love-instruction; but the passage can go much further in arousing 


the reader's suspicion. To begin, these lines come across as comically bold: can 


a beginner really become a love "expert", just by reading a poem? In their over-


confidence, these lines actually make the reader more suspicious of the 


narrator's efficacy. As a result, these lines suggest to the reader that successfully 


making love takes more than reading about it, if not being given advice about it; 


learning about this matter may take actual experience, in order to really gain 


insight and know-how. Consequently, these lines can come across as self-


deprecating: even if there is a wiser Ovid trying to give instruction beneath the 


facade of an overconfident "narrator", this is still merely a poem, and probably 


has some instructive limitations. 


 The narrator's credibility is further diminished when we see that they would 


like to preach to the ignorant: they specifically encourage the audience of those 


who know nothing about their subject. Soon after, the narrator gives a similar 


message: 


But you with headbands and ankle-length robes, staid matrons, 


Stay well clear - you are not my patrons. 


My theme is safe and licit love, stolen joys which women'll 


Condone; I'll mention nothing criminal. (5) 


 In both cases, the narrator seems to be shielding themselves from 
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criticism: from someone also familiar with their subject, who may disagree with 


their points; or from a "staid matron" who might see the narrator as having 


disreputable, troublemaking intentions. By contrast, a "good" narrator might 


suggest that anyone listen to their message, as they have nothing to hide (and 


then do a very good job of fooling everyone). Because the narrator is avoiding 


these potentially troublesome audiences, the reader is encouraged to see the 


narrator as being insecure about their talents (at best), or actually possessing 


disrepute, troublemaking intentions (at worst). By extension, the reader could 


apply this situation to someone who is hitting on them. If the hitter seems to be 


avoiding people who might be critical of them, it's possible they see themselves 


as having something to hide - something that if you were aware of, you might 


disapprove of - and thereby disapprove of them. 


 Finally, this passage suggests cultural relativity. The targeted audience 


isn't anyone, but specifically Romans. This can be seen as a caution that both 


Ovid and the narrator are only discussing the world they are familiar with: not just 


Rome, but Rome in their time, as they themselves saw it; with any of these 


variables changed, the circumstances might be different than as they are 


described in The Art of Love. In fact, since all of the possible readers of this text 


are not Ovid (save one), it seems like a guarantee that the reader's world is not 


the same one seen by the author - and that therefore, the text may be inaccurate 


in the reader's world. 


 The next passage of the text reads: "Ships and chariots with sails, oars, 


wheels, reins, / Speed through technique and control, and the same obtains / For 
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love" (3). Overtly, the narrator is making an analogy: oars, wheels, technique and 


control are what a ship or chariot needs to function properly, and the reader's 


love life needs this poem to function properly as well. But this analogy seems 


troublesome, when we see that the reward being promised is 'speed': speed is 


not necessarily a good thing, when it comes to love.  


 The overtones of this analogy are that in reading this text the reader will 


have faster sex, which some might say is a bad thing. Moving on from this 


particular example, the reader may wonder: do I really want to achieve love 


expertise, if it means that everything I do related to love, I'll do faster? By 


encouraging the reader to question if 'speed' is a desirable quality when it comes 


to love, the passage suggests a number of things. Even if you're no expert, you 


can still be happy during the process of learning to love, if you enjoy the 


experience. What's more, a "master" may know how to go through all of the 


motions to achieve "success", but they might not enjoy themselves. A master 


might even "speed through" an imperfect process of achieving what they desire, 


instead of watching and learning, and figuring out a process that works for them. 


In this respect, this passage interacts with the previous one, with regards to 


whether reading a poem can give someone "mastery" over love. The answer this 


passage offers, is that by learning how to love by reading about it, you can 


achieve only a certain kind of mastery: one that knows all the right moves, but 


not necessarily to pleasurable effect. 


 Continuing their introduction, the narrator claims divine influence: "I am 


appointed by Venus as the technician / Of her art". Again, the narrator is makes a 







 45 


very, perhaps overly zealous claim which may arouse the readers' mistrust. 


What's more, this assertion has no backing: the narrator offers no story 


explaining or proving that they are Venus' chosen one.  


 If anything, the narrator makes this statement seem untrue in the very next 


line: "Love often fights against me". Later, the narrator explains how the poem 


was not inspired by Apollo: 


The hoot of an owl, the flight of a swallow, 


Have taught me nothing; awake or asleep, 


I never had a vision of the Muses tending sheep 


In pastoral valleys. (5) 


 The reason for the narrator's denying divine inspiration are explained in 


the next words: "This poem springs / From experience. Listen, your poet sings / 


Of what he knows, he tells no lies." (These lines also remind the reader that even 


if their love-advising narrator has sincere intentions, they might simply be wrong.) 


The narrator denies divine inspiration, to stress that their material comes from an 


implicitly more reliable source, their own experience. But in so doing, they 


contradict their previous claim that they are the directly-appointed prophet of 


Venus. 


 As with all of the narrator's flawed self-presentations, a parallel can be 


drawn to someone who is trying to present themselves favorably in a romantic 


situation: if they make a really impressive claim, it's possible they are lying: if 


their claim can't be verified, if evidence points to the contrary, or if they contradict 


themselves in other parts of their self-flattery. 







 46 


 The statement "Love often fights against me, for he's wild" is answered 


with "Yet he's also controllable, for he's still a child." The narrator attempts to 


recover from their admission that they have some sort of trouble with love, by 


assuring that since Eros / Cupid / Love is a child, romantic situations can be 


brought under one's control. Here, it seems that Ovid is tentatively questioning a 


kind of thinking which reasons that if one of the gods has a certain attribute, then 


the thing which they preside over is like that as well. Ovid could have written a 


more ridiculous scenario here: for example, the narrator could have chosen a 


certain attribute about Eros (he flies), reasoned this to be true in an inapplicable 


situation (jumping off a cliff with a lover, expecting to fly), and reaped the 


disastrous consequences. 


 The extrapolation the narrator makes - love is a child and therefore 


controllable - is comparatively tame; saying that love is (like) a child is a general-


enough statement, that it could apply to most situations.  Perhaps it is simply not 


Ovid's style, to give quite so obvious a message. (Had the above example been 


used here, it would have made for a much shorter text.) Perhaps Ovid does not 


criticize this kind of reasoning as harshly as he could have, because of his 


position as a creative author. As a writer of texts whose meanings are 


multifaceted, it is conceivable that Ovid could value the kind of creative, open-


minded thinking which asks: how might this certain attribute of this divinity, relate 


to my current situation - showing me a different perspective, and new insight? At 


the same time, Ovid might hesitate to apply this thinking more assertively: to 


reason that because a certain god has wings, therefore all love can be accurately 
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thought of as having wings somehow. Ovid's advice here seems to be targeted 


as much to a person's thinking in general, as to how one may think about love: 


comparing your romantic situation to the qualities and myths of Eros may bring 


about a refreshing way of seeing the situation - but those parallels should 


perhaps not be believed too insistently. 


 At this point in the poem, we have our first mythological interlude. We are 


told of Achilles' early life: 


Chiron made Achilles expert with the lyre, 


His cool tuition quenched youth's primitive fire, 


So that the boy who later became 


A terror to friends and foes alike stood tame 


…………………………………………… 


And the hand that Hector would feel one day 


Was held out meekly to be rapped 


At his schoolmaster's bidding. (3-5) 


 This story fleshes out a parallel the narrator makes immediately: "Achilles 


was the apt / Pupil of Chiron, Love is mine". It is followed by two brief images: 


"the heavy plough will make / Even the bull's neck docile, and the friskiest colt 


will take / The bit in his teeth." 


 The story of Achilles, and the bull and colt images, are the narrator's 


attempt to lend credibility to their earlier assertion that they can control love, who 


is "still a child". But comically, these words again shows us an inept narrator who, 


despite their intentions, encourages a suspicious rather than favorable self-
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presentation. Despite all of the parallels made, the narrator has not actually given 


any evidence showing why what they are asserting is true. In effect, the narrator 


keeps on rephrasing that they can "tame" love, but they don't explain why. Thus, 


the reader is shown how a self-presenter might disguise a baseless assertion of 


themselves. 


 Still, the comparison between Achilles and love can be unpacked. In 


making that comparison, the narrator is trying to show that in much the same way 


that fearsome Achilles was domesticated by Chiron, so too can fearsome love be 


reined in. But this comparison becomes more complex when we consider 


Achilles' later actions. As the text says, Achilles "later became / A terror to friends 


and foes alike", and was "the hand that Hector would feel one day". These refer 


to certain actions of Achilles during the Trojan War (as recounted in The Iliad): 


Because he was slighted by Agamemnon (one of the Kings of Greece) over 


losing one of his slave girls, Achilles arranges with the gods to have the Greek 


forces - whom he had been fighting alongside - to get beaten by the Trojans to 


the brink of defeat (Homer 1.1-6, 452-459). Achilles goes on to slay a number of 


people despite their pleas for mercy (20.545-563), and famously desecrates 


Hector's corpse after killing him (22.494-505). 


 The Art of Love's narrator draws a parallel between Chiron taming 


Achilles, and the narrator taming Love. But when we are reminded of these 


things Achilles did later in his life, it seems that Chiron's soothing of Achilles' 


spirit was only temporary at best, and backfired at worst. If we allow the 


narrator's love life to be compared to Chiron and Achilles, we arrive at the 
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worrisome image that the narrator - who forebodingly, finds themselves in 


romantic situations that are wild and dangerous to begin with - can only "control" 


love temporarily, before the romantic situation gets bad again and worse. 


 Furthermore, a number of parallels can be drawn to romantic situations 


gone sour. Achilles' revenge on the Greeks reminds the reader that a person who 


feels considerably offended by an emotional situation - which romances can be - 


may lash out angrily, perhaps even violently. Achilles has influence with the 


gods; this fact suggests that slighting people who have power is particularly 


dangerous; as such, seducing the rich may be very nice if it works out, but could 


be disastrous if it really does not. 


 The simple fact that Achilles' tutoring by Chiron contradicts his later 


behavior suggests that if a person whose behavior changes, might very well 


change back someday; if a person once hot-tempered seems to become nicer 


once they've been won over, it's entirely possible they may become hot-


tempered again. This example supports Ovid's later assurance that when it 


comes to love, one must not only be concerned with "wooing and winning", but 


also "ensuring that the love you've won is enduring." 


 Achilles also serves as an example of someone with a particularly 


incitable temperament. Even if one person in a relationship thinks that something 


they've done isn't particularly offensive, another may strongly disagree - and 


arguing this point (as Agamemnon and Achilles do) will probably make them 


even angrier. 


 This last point resonates with the narrator's statement that even the 
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friskiest colts can be tamed, and with the passage following: 


Love shall be tamed under my hand, 


Though his arrows riddle me, though his flaming brand 


Is waved in my face. The worse the wounds, the fiercer the burn, 


The prompter I'll be to punish him in return. (5) 


 A problem with the narrator's various metaphors for taming Love, is that 


it's clear both he and the love he's warring with are very determined. In the end, 


the narrator may be the mare and not the harness: instead of the might not be 


the one who triumphs despite strong opposition, but the one who is defeated 


despite their own strong fighting to the contrary. This seems more likely when it's 


noted that love is the immortal deity, and not the narrator. From this exchange, 


the reader can reason that if they try to alter their own (or someone else's) 


romantic feelings, they may utterly fail despite their best efforts. Likewise, this 


passage suggests that any kind of a fight concerning love will figuratively riddle 


one with arrows, get burned, and be generally unpleasant. 


 It is only after all of the ominous forebodings about love suggested above - 


condensed into just under 35 lines of poetry - that Ovid finally introduces the 


means by which he'll overtly explain love, in the text to come: 


Your first job, then, love's volunteer recruit, 


Is to find the object of your pursuit; 


Next comes the work of wooing and winning; and, last, ensuring 


That the love you've won is enduring. 


These are the limits of the ground my wheeled 
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Chariot will rapidly cover, my chosen field. (5) 


 Because they have followed so much negative content, these lines have 


an almost portentous feel to them. They remind us: we have encountered a 


narrator, who is (in many different ways) the model of a lover who lies about 


themselves. The romantic advice in this text may not apply to your situation, if it 


is not simply inaccurate. Love can lead to battles which are long, unpleasant, and 


ultimately lost. And we're just getting started. Are you sure you want to continue 


in this text, and with your career in love? 


 In our case, at least - after a moment's pause - we cannot help but 


proceed. 


 The following section of The Art of Love treats "finding the object of your 


pursuit." Towards the beginning of this section, the reader is advised that they 


need not go to the lengths Perseus went for Andromeda, or Paris for Helen:  


You can achieve your ambition / More easily. 


…………………………………………… 


Look nearer home 


And you'll say, "The prettiest girls in the world are in Rome" - 


They're thicker than … birds in the trees,  


Stars in the sky, fish in the seas, 


For Venus is a strong presence / In the city her son founded. (7) 


 Though still cautionary, the advice suggested here is more upbeat than it 


has been so far. The text suggests that the reader need not obsess over one 


person. There are countless women in Rome alone: if things don't work out with 
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them, try another. But on a bittersweet note, this passage also reminds the 


reader just what kind of love is being discussed in this poem. Other texts may 


deal with the kind of love Perseus has for Andromeda, or Paris for Helen: mythic 


love that travels the known world and goes to great lengths for the target of 


affection. Grimly, the lines preceding this passage compare the art of finding a 


girl to a hunter's work: someone who finds and feeds off of a target, and then 


finds a new one. The Art of Love's romances are not eternal, but last only for as 


long as is convenient - at which point a new person is sought out. 


Also, in making sure to establish its setting is Rome, this passage reminds the 


reader that such a lifestyle may only be possible in a metropolis, with a 


seemingly infinite population. 


 After a list number of places in Rome where women gather, we're told that 


law-courts are another place to find love: "Venus' nets / Trap even lawyers … 


[Venus laughs] at the sight / Of the advocate turned client overnight" (9). A 


number of cautions are suggested in this passage. It is warned that someone 


may be seduced for their wealth or status (as lawyers may have had). The 


passage also warns that "even" lawyers, or educated people, may be seduced: a 


fine (legal) mind does not prevent falling for someone, perhaps to be taken 


advantage of. More generally, the passage suggests that a person wields status 


and power, might find those things circumvented when it comes to love; in the 


same way that a skillful lover may be at a loss to a lawyer in the forum, so too 


might a lawyer feel strangely inept when looking for love. Even for a (perhaps) 


skillful love-maker as the narrator, they could still suffer an unexpected inversion: 
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they (or anyone), in trying to pick people up, may might get picked up - played - 


themselves.  


 From the lawyers in Rome's forums, we move directly to the theater. Our 


narrator calls it "the place / Richest in spoils of the sexual chase", and praises of 


it, "Our smart women swarm to the games in such numbers my vision / And 


judgment blur - often I lose my powers of decision." Here, the implicit warning 


seems fairly obvious: at the theater, the narrator is surrounded by actors. The 


"smart women" all know how to give a believable performance, to the point that 


the narrator doesn't know who to begin with - everyone seems so desirable. To 


begin with, readers could simply gather from this passage that there are those - 


maybe even themselves - who could act a desirable part in order to attract 


people, and who are in fact just giving a believable performance, to win over 


people's sympathies. More generally, it could be gathered that if a potential 


lover's demeanor seems to good to be true, it's possible they're just putting on a 


good act - to take advantage of you at worst, or whom may simply act like 


different people once their "performance" is over, at best. 


 However, the narrator follows a different line of reasoning: the theater 


must be one of the best places to find desirable women, because it was the 


scene of Rome's mythical Rape of the Sabine Women, dating back to its early 


days (in Roman popular history) with Romulus. A brief retelling of the myth 


follows, and ends with the following passage: 


A girl who struggled and wouldn't co-operate 


Was hoisted up and hauled off by her new mate 
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[Who tells her,] "I'll be as kind to you as your father was kind 


To your mother." Romulus, you found the right reward 


For soldiers - for that I'll enlist myself, with a sword! 


Since then time-honored custom has made our Roman 


Theatres danger spots for pretty women." (11) 


 This passage shows how on many different levels, Roman society 


seemed to condone sexually taking advantage of women. The "new mate's" 


comment suggests that this is a family practice - that people's parents (or at 


least, their fathers) acted this same way, making it seem more acceptable to their 


children. Most obviously here, a situation plainly referred to as a "Rape" was 


culturally celebrated, considered to be part of its mythic history, and "time-


honored custom" - which at least would go a small way towards condoning the 


behavior in people's minds; and lastly, rape was expected, perhaps even looked 


forward to, by army recruits. 


 Thus, on three different levels, Ovid seems to be stressing that women 


need to be very careful if they are to play in the same game of "making love" as 


the narrator, as the women at the theater do: the reason being that the society in 


which they lived seemed to condone sexual exploitation - particularly of women - 


and in more than one way. 


 We then move from the venue of the theater, to the chariot races of the 


Circus. While previously the reader could only draw parallels between a 


disreputable narrator and a suspicious smooth-talking character, here they are 


given the first direct example of someone who is enjoying themselves with 
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women they don't know. The narrator says that at the chariot races, a person can 


sit next to a girl, share allegiance with her, touch her several different ways, and 


even see her ankles, all without seeming to be doing anything out of the ordinary. 


Here, it is also fairly clear (if it was not made obvious before) that the narrator 


has no problem with lying, or otherwise partaking in morally questionable 


behavior. After asking which racer the girl is backing, the narrator advises us to 


"Given a reply, / Add instantly, 'So am I!'" And one of several nice things the 


narrator suggests be done for a girl, is justified thus: "Any gallant excuse in the 


service of lust" (13). Relating to the narrator's faulty self-presentation earlier in 


the text, this passage again shows the reader that someone may have different 


true intentions than how they are trying to come across as. 


 The scene at the races concludes with the passage, 


A frivolous mind / Is won by small attentions. Many a man 


Has scored by arranging a cushion or plying a fan 


Or slipping a little stool / Under the dainty feet of a sweet fool. (13) 


 On the surface, the narrator here is simply encouraging who they see as 


their audience, men trying to pick up women. If any readers of the poem happen 


to have been Roman women of Ovid's time, then this passage could be seen as 


Ovid's attempt to incite, and encourage them to heed what they have read about 


in this section, and in the text thus far. Ovid suggests that someone who is won 


by these small attentions has "a frivolous mind" and is "a sweet fool"; in short, 


that they should know better - and if they don't, that they should become more 


aware (of people's disguised intentions) right there and then. 
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 From the races, we are briefly taken to the arena - and given a scene very 


much like the one we just saw. Like the advised person at the races, the man 


here touches "her" every now and then, and talking about whom she hopes will 


win. But this scene has a different outcome than winning the "sweet fool": 


the man who came to see blood himself gets a wound - / In the 


heart. 


…………………………………………...……………. 


...the steel's / Struck home, he groans - and the spectator 


Joins in the show, a dying gladiator. 


 Here, Ovid seems to suggest that the art of love is better compared to an 


arena fight than a chariot race. A prospective lover can suffer just the same fate 


they wished to inflict on someone else, inadvertently losing the game - and falling 


in love. Reminiscent of the court of law visited earlier, someone - not necessarily 


"a frivolous mind" - might suddenly realize they are on the wrong end of a 


romantic bargain - perhaps only when it is too late. 


 After a number of lines of what seem to be undisguised political 


commentary, we are given some very pointed advice about wine. Fairly direct, it 


is uncertain whether it is the narrator or Ovid's voice speaking here: "Wine 


rouses the heart, wine makes all men / Lovers, wine undiluted dilutes worry." 


Wine is said to make people speak the truth, and prompt girls to "bewitch men 


with desire". On this last point, it is advised: "On these occasions don't trust the 


lamps - they can lie: / Darkness and drink blur the judging eye" (19). 


 This passage could easily be taken for at face value; some comparisons 
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can also be made between this scene, and love in general. This scene may 


encourage the reader to see being in love - or having a lover - to be a lot like 


being drunk: while it feels great, one's otherwise good judgment may become 


distorted. On a literary level, it is interesting that Ovid sees wine as a virtuous 


thing, which not only makes people laugh but brings "truth (rare bird these days)" 


into their hearts, and presumably their mouths. However, as truth-bringing wine is 


said to also make people easier to seduce, a parallel seems to be being drawn 


between being honest, and being tempted. Ovid - or perhaps the narrator - 


seems to be suggest that honest people are the ones most easily tricked, and 


that the best way to avoid this is to be of the same kind, and be dishonest 


oneself. 


 This section ends with two images. First, the narrator seems to throw their 


hands up in the air: "But why count grains of sand? How can I list all the places / 


Where girls go and you can hunt pretty faces?" (19) This passage seems to undo 


the instances earlier in the text where the scene is located specifically in Rome. 


Rather than saying the situation might be relative, Ovid here suggests the 


contrary: the reader should perhaps not take what goes on in the text too 


specifically; what happens in the text, albeit in a slightly different form, could 


happen in countless places, as many as there are grains of sand. 


 Next, we are given a brief image of Diana, a goddess famous for their 


virginity who "Out of hatred of love's darts / Wounds and will go on wounding, 


human hearts" (21). Like the bitter war with flames and arrows at the end of the 


introduction, it is again suggested that there are some people who are simply 
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unresponsive to romantic appeals, no matter how attractive they may look. 


 After these two last images, we are given a transition much like the one 


ending the introduction: 


Having carried you this far / In my Muse's bumpy, elegiac car 


And taught you hunters in which coverts to find 


And how to spread nets for the bird you have in mind, 


Now for the trickiest, subtlest part: how to get 


Your darling well entangled in the net. (21) 


 As with the introduction, we are reminded just how far we have been 


carried thus far; after reading specifically for the pitfalls of love, the reader may 


again feel well-advised: love thus far seems like a dangerous thing. "Having 


carried you this far / In my Muse's bumpy, elegiac car" can be seen as 


lighthearted sarcasm on the narrator's part: for them, love is anything but an 


unpleasant, somber experience. But after a cautionary reading, it only further 


reminds the reader of the warnings they've encountered. 


 As before, after the reader has been encouraged to recall all they have 


encountered and learned, Ovid invites the reader to read on - promising that 


things will only get worse, that the forthcoming section will be "the trickiest, 


subtlest part."  They are directly implored: "you, the common people, kindly lend / 


My enterprise your favor till the end." 


 Again, the reader is encouraged to really consider whether they want to 


proceed - in the text, and in pursuing love. Thousands of articles have been 


written on this text, and it has persisted to this day, despite being banished from 
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libraries by the Emperor (Augustus) of its country and time. It would seem that 


not only did many people choose to proceed: they saw value in the experience, 


and somehow made sure it found its way to someone else. 


 Despite all of its oft-hidden warnings about love  - both for seducing, and 


being seduced - it seems that most readers would find The Art of Love to be an 


amusing text. Reading it as a caution against love is not necessarily the proper 


way to read the text: it could be argued that this text could be read for its 


lighthearted, overzealous narrative on its surface, as it could be examined for the 


wise, foreboding Ovid whose advice only seems to appear after textual analysis. 


These readings need not be exclusive of each other. A reader might combine the 


two, and see an incessant conversation in the text between Ovid, chastising the 


narrator for being too careless, and the narrator, chastising Ovid for worrying too 


much. The reader could shift between either of these readings, as it seemed to 


suit them or the text at a given moment. When all else failed, the reader could 


consider the text - or their love life - however they wished, come what may. 
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Literature 190 


Noir and its Role in American History, Society, and Culture 


 It is widely believed that when the War Production Board capped Hollywood’s set 


construction budget at $5,000 per film during World War II, the federal government 


inadvertently helped to expand the film noir genre and give the genre one of its most 


defining aesthetic characteristics: the shadowed, dim lighting from which the genre got 


its name (Lipsitz 282).  This style of lighting and the heavy reliance on indoor sets that 


gave films the claustrophobic, enclosed feel became associated almost exclusively with 


the genre.  However, over the past 60 years or so the term “noir”, the French word for 


black, which was used by Nino Frank to describe the genre in 1946, has come to refer to 


more than just the aesthetic characteristics of the genre; it has come to encapsulate 


specific content and themes that pervade and seem to characterize the mode in a less 


obvious and concrete way than film production aesthetics do.   Because the term noir was 


given to the film medium, it is important to point out that the novels can be considered 


noir regardless of whether noir is considered to be based on cinematography or content.  


It has already been explained that noir films and novels are composed of the same 


content, but they are also composed of the same setting in terms of light and dark 


imagery.  Film noir is known for being shadowy, but it is evident that the cinematography 


style was influenced by the written descriptions in the novels on which the films were 


based.  Chandler was able to depict the darkness of the city with words as well as any 
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director of photography can with lighting.  In the Big Sleep, Chandler describes the room 


in which Geiger, a smut peddler, is lying dead:  “The black candles guttered in the draft 


from the open door.  Drops of black wax crawled down their sides.  The air in the room 


was poisonous and unreal (Chandler 103).”  Because of these universal elements that are 


found in noir, the mode transcends film and is found in many different creative mediums, 


from the novels of James M. Cain and Raymond Chandler to the songs of Elvis Costello. 


This paper will attempt to explain what makes a product of any medium “noir,” and how 


the noir mode is a direct product of the cultural, political, and economic climate and 


infrastructure of America. 


In 1946, shortly after the end of World War II, France saw the opening of a 


number of wartime films from America.  Among these films were The Maltese Falcon, 


Double Indemnity, Laura, and Murder My Sweet, which have all come to be considered 


canonical works of the film noir genre.  After seeing these four films, Nino Frank took 


note of the change that had taken place in American Cinema during the war in his 


foundational essay on film noir titled A New Kind of Police Drama: The Critical 


Adventure.  In this essay, Frank dubs the genre “film noir” not on any visual aesthetic 


similarities among the films; rather he designates the genre by noting its “verisimilitude” 


and “true to life” quality, internal development, and “the intervention of a narrator or 


commentator [that] permits a fragmentation of the narrative, to quickly gloss over the 


traditional plot elements and to accentuate the ‘true to life side (Frank 139).’”   


Most of the noir films that were produced and released during the 1940s and 


1950s were based on novels that were written during the Great Depression and the 


literary influence on the genre is one of the most important defining aspects of “film 
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noir.”  The innovators of this fiction included Dashiell Hammett, Raymond Chandler, and 


James M. Cain, who all had novels adapted into films and also worked on screenplays in 


Hollywood. These writers developed plots and examined aspects of society that became 


mainstays in noir content.  This content included criminal behavior, disillusionment, 


hopelessness, corruption, and greed of society’s citizens at a time when all of these 


characteristics were coming together in the modern American city.  James M. Cain 


skillfully depicted the unrelenting greed in society and the archetype of the femme fatale; 


Chandler, one of the most literary and complex noir writers, examined the debauchery 


and corruption of high society, and relied heavily on the seediness and the pervasiveness 


of criminality throughout the city of Los Angeles.  The era in which they were writing 


their novels greatly influenced this content.  In an essay titled Cultural Intersections: The 


American Hardboiled Fiction Novel and Early French Roman Noir, Claire Gorrara 


writes: 


Hammett represented a new generation of writers who had more than a 


passing acquaintance with the darker side of American society. The 


specific historical context in which Hammett wrote presented him with a 


vision of society on the verge of breakdown: Prohibition, the Depression, 


the Wall Street crash, the rise of a gangster culture, racial tension and 


violence, rural poverty, and corruption at all levels of policing and 


government. For those American novelists like Hammett returning from 


the battlefields of the First World War, the American Dream had failed to 


materialize, leaving a bitter aftertaste of what could have been (Gorrara 


591). 
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This idea of the failed American dream that is deeply rooted in Jeffersonian philosophy 


and the concept of manifest destiny is the driving force behind every noir story but unlike 


Cain and Chandler’s contemporaries that made up the Lost Generation, there does not 


seem to be any emphasis on impotence or the inability to do anything about it; instead the 


failure of the American dream seems to be something natural that is rooted in human 


nature and directly linked to the failures of capitalism during the Great Depression. This 


idea seems to be what drives protagonists and supporting characters to turn to a life of 


crime in order compensate for their poverty, greed, and desire to get ahead in society. 


 The literary genre of noir consists of two subgenres: the hardboiled detective 


novel, such as Raymond Chandler’s The Big Sleep and Hammett’s The Maltese Falcon, 


and the more general hardboiled novel, such as James M. Cain’s Double Indemnity and 


The Postman Always Rings Twice.  Each of these two subgenres share plot characteristics 


that include corruption, murder, greed, sex, and setting, which is usually an urban 


dystopia where crime runs the city.  When the hardboiled detective novel came into 


popularity during the 1930s, it was clear that it was unlike the traditional detective novel 


that had been formulaically perfected by Edgar Allen Poe and Arthur Conan Doyle in his 


Sherlock Holmes series.  Nino Frank observed that there is a stock formula for the classic 


detective story that consists of “an unsolved crime, some suspects, an in the end the 


discovery of the guilty party through the diligence of an experienced observer (Frank 


137).”  The hardboiled detective story changed all of that; it added an element of reality 


and grittiness that Conan Doyle’s work lacked.  The hardboiled detective story also 


deviated from the traditional detective story’s narrative structure.  Instead of a single 


crime, there is a web of crime that is too extensive and pervasive for any man to solve.  
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Hardboiled detectives such as Marlowe may solve whatever it is they are hired to solve, 


often times by the seediest of people, but their findings rarely ever bring any justice; they 


merely scratch the surface of that ingrained, pervasive web of crime that plagues the 


modern city.    


Kevin Starr credits Hammett with inventing the hardboiled detective story (Starr 


302) and Chandler credited Hammett with “taking murder out of the Venetian vase and 


dropping it into the alley (Gorrara 591)”.  In her essay Gorrara also writes:  


It was Hammett who wrote what Chandler called 'realistic mystery fiction', 


set in an urban metropolis which had nothing to do with the intellectual 


puzzle and refined location of the English country-house mystery, so 


much in vogue during the interwar period. Instead, Hammett's narratives 


presented an urban jungle where social, political, and economic interests 


conspired to defeat the small man, where organized crime was routinely 


found pulling the strings of elected city officials, and where each murder 


was the tip of the iceberg, destroying the fragile illusion that the rule of 


law sustained the social order. 


With this in mind, it is easy to see that the hardboiled genre has defining characteristics, 


but not every hardboiled novel had a detective type character in it, and this presence, or 


lack thereof, of a moralist similar to Chandler’s Philip Marlowe drastically alters the 


story and the possibility of a fixed hardboiled genre.  There are two types of hardboiled 


novels and the major difference between the two is found in the protagonist.  The 


hardboiled detective novel is always told through the lens of a tough-talking detective 


who is on the fringes of society, aware of all of the corruption and greed, but manages to 
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be the only person who remains uncorrupted by the capitalist drives of everyone around 


him.  A prime example of this genre character is Chandler’s classic protagonist, Philip 


Marlowe.  Marlowe is a friendless, alcoholic private detective who works for little money 


and maintains a strict devotion to his clients.  Although hardened and made cynical by his 


dystopic Los Angeles environment, Marlowe has been described by Matthew Bruccoli as 


being an urban knight errant, or “an English gentleman transplanted to one of the bizarre 


colonies, setting an example for the natives (Starr 306).”  He doesn’t fight back when he 


is manhandled; he refuses women even when he arrives home to find them naked in his 


bed, and rarely carries a gun.   


 Characters like Marlowe do not exist in what I have chosen to refer to as the 


crime novel.  This subgenre includes the novels of James M. Cain and focus on 


characters that are at the center of the crimes that are being committed.  They usually 


have no moral conscience and exhibit sociopathic behavior; there are no moral 


protagonists in these novels.  Double Indemnity revolves around a greedy housewife, 


Phyllis Nirdlinger, who craves a life of lavishly wealthy independence and an insurance 


salesman without a backbone, Walter Huff, who conspires with Phyllis to take out a 


fraudulent life insurance plan on Phyllis’ husband and murder him in a manner that 


would allow them to cash in on a double indemnity clause and live together free of 


financial burden.  These are characters that represent the scum of society; they will sink 


to the lowest depths to get what they want and who hardboiled detectives such as 


Marlowe detest.  Characters that embody the moral decay of society drive the plots and 


themes of these crime novels.  If a character of the Marlowe sort were to be inserted into 


a novel such as Double Indemnity, it would be a completely different story; a sense of 
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morality, regardless of how little, would be added to story thus eliminating the moral void 


that makes the story what it is. 


 It could be argued that this particular subgenre referred to here as the “hardboiled 


crime” story is the opposite of the traditional and even hardboiled detective stories in 


terms of character tropes, narrative structure and perspective, and conclusion.  Instead of 


focusing on how the crime is solved, this subgenre serves as an exploration of the 


motives and psychology of the criminals and focuses on how these people intend to get 


away with the crime.  There is no mystery about who committed the crime; many of these 


novels tell the reader right off the bat.  The first chapter of Double Indemnity is loaded 


with allusions to what is to come in the novel.  The narrator, Walter Huff, refers to the 


Nirdlinger’s Spanish house as the “House of Death that you’ve been reading about in all 


of the papers (Cain 149),” as if the reader is already well aware of the story.  This 


narrative structure is similar to that used in Dickens’ Great Expectations and W. 


Somerset Maugham’s Of Human Bondage; it is somewhat of a subverted form of the 


bildungsroman.  The narrators of these crime stories present the events from a hindsight 


perspective in an effort to share a life changing experience or late, second coming-of-age 


narrative.   


These novels often also differ in conclusion from traditional crime and detective 


novels: it is not uncommon for the criminals to get away with the crimes that they 


commit.  This is the case with Walter Huff and Phyllis Nirdlinger in Double Indemnity.  


After murdering Mr. Nirdlinger, Phyllis turns on Walter and attempts to murder him; 


however, he survives the shooting, the insurance fraud and murder is solved, but instead 


of being turned over to the police, Phyllis and Walter are given tickets to get away on a 
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ship that is headed toward Mexico.  They are back together and are able to live out their 


illicit romance despite all their wrongdoings.  There is no real justice, which highlights 


the lack of moral fiber and flawed law enforcement system in the urban city.  It is stories 


like these that make Chandler’s Marlowe so cynical.  Then there are endings such as the 


one of Cain’s The Postman Always Rings Twice in which people end up being punished 


for a crime different from the one they committed. The Postman Always Rings Twice tells 


the story of Frank Chambers, a drifter who finds work at a roadside diner/gas station, 


falls in love with Cora Papadakis, the proprietor’s wife, and together they murder her 


husband and collect his life insurance policy.  They face a heavy investigation, get 


charged with murder, but are found innocent.  However, the story ends with an actual car 


crash in which Cora dies and Frank ends up being charged with and convicted of her 


murder.  This is not true justice either, and it serves as a notion that people are able to get 


away with crimes that they do commit, but can be found guilty for crimes they did not 


commit which greatly contrasts with the plots of Earl Stanley Gardner’s best selling Perry 


Mason series in which justice always pervails.  This points out another flaw in the justice 


system here in America. 


In addition to examining the idea of flawed justice and corruption in America, 


noir seems to be a natural American genre because of its heavy reliance on capitalism in 


its plots.  Without capitalism noir wouldn’t work as a genre.  The driving force behind 


nearly every motive for the noir criminal is economic monetary greed, and capitalism is 


an economic system in which greed is fostered and overwhelmingly prevalent.  Richard 


Hofstadter wrote of American capitalism: 
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We demand leisure; we demand that we be spared economic suffering; we 


build up an important business, advertising, whose function it is to 


encourage people to spend rather than save; we devise institutional 


arrangements like installment buying that permit people to spend what 


they have not yet earned; and we take up an economic theory like that of 


Keynes which stresses the importance of spending.  We think of the 


economic order in terms of welfare and abundance rather than scarcity; we 


concern ourselves more with organization and efficiency than with 


character and punishments and rewards (Hofstadter 11). 


These values of American capitalism are what drive characters such as Phyllis Nirdlinger, 


Frank Chambers, and Cora Papadakis.  It is a subversion of William Graham Sumner’s 


idea that “economic activity was considered to be above all a field for the development 


and encouragement of personal character (Hofstadter 10).”  Sumner also believed that 


“economic life was construed as a set of arrangements that offers inducements to men of 


good character, while it punished those who were… ‘negligent, shiftless, inefficient, silly, 


and impudent’ (Hofstadter 11).”  Noir presents the opposite scenario of this theory of 


social Darwinism: many of the characters who would fall into the categories of being 


negligent, shiftless, inefficient and, impudent are offered inducements and often times go 


unpunished; they are people who have zero work ethic and seek to obtain immediate 


wealth.  However, it is almost as if noir subverts the “survival of the fittest theory” that 


was developed and presented by Herbert Spencer and his predecessors by depicting 


characters who, in the traditional sense of the theory, would have failed to rise to the top 


as those who succeed due to their lack of work ethic and are able to obtain what they 
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want through underhanded and often times violent ways or as those who go unpunished if 


they are unsuccessful.  This exposes a major flaw in the idealistic element of Spencer’s 


theory that is rooted in the ideals of hard work and smart economic maneuvering.   


  The noir genre serves as a critique of capitalism, and this is evident in the 


aforementioned novels and their plots.  Every character is looking out for his or her 


individual self fulfillment; there is no sense of collectivity or community in the noir 


world.  When there is, such as in Double Indemnity when Walter Huff goes along with 


the plan to murder Phyllis’ husband because he thinks that it is a joint effort to secure 


their future together as a loving couple, the weaker character gets the shaft from the 


vicious one who embodies the spirit of the individual and capitalism.  After the crime is 


committed, Phyllis shoots Walter in an attempt to murder him so that she will not have to 


split the insurance settlement with him.  This genre and its plots and characters serve as a 


microcosm for what occurs in America as a whole in terms of the importance that is 


placed on personal wealth.  It also reflects the notion of the deteriorated American dream 


that has given way to urban crime and moral decay. 


In regard to this idea of societal decay, it is necessary to examine the economic 


and social climate of the United States during which Cain and Chandler produced their 


novels.  The Great Depression was in full effect and the national economy had suffered a 


blow that was brought on by the accumulation of exorbitant debt and spending.  For 


many Americans at that time, the capitalist system had failed.  Unemployment was at an 


all time high, people in parts of the country had literally lost everything and were starving 


as depicted in John Steinbeck’s The Grapes of Wrath which came out the same year as 


The Big Sleep.  There is an overwhelming contrast between these two novels and this has 
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to do with the setting.  John Steinbeck’s depiction of the Depression is from the 


perspective of rural Midwestern farmers while Chandler and Cain depicted the 


Depression from the perspective of city dwellers.  It seems as though the Great 


Depression is usually imagined from the Steinbeck perspective and also seems to be the 


way that it is depicted in historical study.  Dorthea Lange’s “Migrant Mother” photograph 


has been considered the quintessential image of the Depression; however this image fails 


to encapsulate the urban aspect of the Depression.  In fact, there is no image that 


encapsulates the urban aspect of the Depression like Lange’s image encapsulates the rural 


aspect.  This is where the noir authors of the 1930s come into the picture.  Instead of 


depicting failing farmers and rural poverty, Chandler and Cain depicted the Depression in 


the urban streets.  The prominence of bootleggers and bank robbers such as Bonnie and 


Clyde and John Dillinger are a testament to the idea that capitalism had failed the people 


by justifying the practice of obtaining wealth through illegal means.  Los Angeles, the 


epicenter for noir, was one city in particular in which urban decay was magnified and 


because of the significance of Los Angeles as a setting in many of the noir novels written 


during the depression, the urban theorist Mike Davis labels the literary genre of noir as a 


viable history of 1930s Los Angeles (Davis 36).  In his book City of Quartz, Davis writes: 


As jobless accountants and ruined stockbrokers stood in the same 


breadlines as truckdrivers and steelworkers, much of the babbitry of the 


1920s was left with little to eat except for obsolete class pride.  [Lewis] 


Corey warned that the downwardly mobile middle stratum, ‘at war with 


itself’, was approaching a radical crossroads, and would turn either toward 


socialism or fascism.  This invocation of the dual immiseration and 
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radicalization of the middle classes applied more literally, and appositely, 


to Los Angeles during the early 1930s than anywhere else in the country.  


The very structure of the long Southern California boom – fueled by 


middle class savings and channeled into real-estate and oil speculations – 


ensured a vicious circle of crisis and bankruptcy for the mass of retried 


farmers, small business men and petty developers.  Indeed, the absence of 


heavy industry (together with the deportation of tens of thousands of 


unemployed manual workers back to Mexico) meant that the Depression 


in Los Angeles was foregrounded and amplified in the middle classes, 


producing a political fermentation that was at times bizarre (Davis 36-37). 


The so-called depression crazed middle classes were manifested in the noir writing of the 


time.  The ruined middle classes transformed Los Angeles into in urban nightmare and 


out of this we get characters such as Phyllis Nirdlinger, Walter Huff, and Cora Papadakis 


who will stop at nothing to retain a sense of financial security, regardless of the means 


through which they achieve it.  Mike Davis adds further significance to noir protagonists 


when he reads Chandler’s Marlowe as “the small business man locked in a struggle with 


gangsters, corrupt police, and the parasitic rich (Davis 38).”    


 Although it is not set in Los Angeles, there is no better example of this in the noir 


mode than John Huston’s 1950 film The Asphalt Jungle based on W.R. Burnett’s novel of 


the same title.  Whereas many works of noir don’t seem to have an overt message, The 


Asphalt Jungle possesses a certain didacticism that other films of the genre lack.  The 


film follows a team of five men who plan an elaborate jewel heist: One is a prominent 


lawyer who is broke but continues carry on a façade of wealth, another is a criminal 
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mastermind, and the remaining three are men who are poor and living in urban squalor.  


Gus Minissi, a diner owner, Louie Ciavelli who commits the crime to earn money to 


support his sick child and pregnant wife, and Dix Handley, whose only dream is to score 


enough money to buy back his family’s Kentucky farm that was lost during the Great 


Depression.  Dix sees the heist as his opportunity to get out of the Midwestern urban 


nightmare in which he is living and buy back his family’s country farm and the American 


dream.  Gus ends up in jail; Louie is shot by a stray bullet and leaves behind a dying child 


and a pregnant wife in squalor.  Dix gets tagged by a police bullet and sets off for the 


farm while he is slowly dying.  The film ends in dramatic fashion as Dix finally arrives at 


the farm and runs into the field, collapses, and dies, thus falling victim to the binds of 


capitalism and becomes the embodiment of the death of the American dream that is so 


prevalent in the noir genre. 


These themes seem to constitute the genre well, but there are still some gray areas 


in regard to what makes something noir.  One particular example of this is Nathanael 


West’s 1936 novel The Day of the Locust.  During the 1930s, when Nathanael West 


wrote and published his Hollywood novel The Day of the Locust, the Hollywood film 


industry underwent a significant transformation: silent films were replaced by “talkies,” 


new genres were developed, production studios flourished, glitz and glamour pervaded 


the public consciousness and the period became known as the Golden Age of Hollywood.  


This is the era in which West’s novel is set; however, the novel examines the seedy 


underbelly of the city and industry that were perceived by many to be the key to 


achieving fame, fortune, and happiness in a time when the United States was facing its 


worst economic depression in history.  During the Great Depression, many of the films 







 74 


that were released were loaded with optimistic and uplifting themes that catered to an 


audience that was facing both financial and social hardships brought on by the devastated 


economic state of the country: Jefferson Smith went to Washington to fight corruption 


and uphold the foundation of true democracy, gangsters got back at the system that kept 


them down by bootlegging and robbing banks, and as Lawrence Levine wrote, Scarlet 


O’Hara “survives the war, the siege of Atlanta, the destruction of her society,…grows 


and matures, rebuilds her plantation, and…remains unbowed (Levine 218).”   


An unmistakable contrast exists between Hollywood movies of the era and the 


actual society and industry from which they are coming.  The Day of the Locust was 


published the same year that the Wizard of Oz was released, but there is nothing even 


remotely as optimistic as a girl trapped in depression and tornado-addled Kansas who is 


transported to a magical world only to return home again to find everything’s OK.  In 


West’s novel, on the contrary, we’re given the likes of Tod, Homer, and Faye who are 


trapped in an urban dystopia where there are two types of people: those who masquerade 


and those who have come to Los Angeles to die.  There are several characters in The Day 


of the Locust who went to Hollywood with the hope of indulging in the glitz and glamour 


of the film industry or escape from personal problems.  All of the characters in West’s 


novel lead lives that never get better.  Todd, who is an easterner and intellectual, has 


come to Los Angeles to work as a set designer and to paint his magnum opus The 


Burning of Los Angeles.  For much of the novel he maintains the status of an outsider 


who is able to observe intellectually from a distance.  However, he eventually gets caught 


up in the seediness of the city and stoops to the level of so many others in his lust for and 


desire to rape Faye.  Faye is also a victim of the capitalist culture: she embodies the 
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looks, attitudes, and dreams of an aspiring Hollywood starlet.  Her naivety and 


shallowness is manifested in her casual and unserious relationships with men and her 


movie-plot dreams that she shares with Homer.  Her father Harry represents the ultimate 


American casualty.  He moved the Los Angeles expecting to become famous, never got a 


break, and died a poor silver-polish salesman.  All of the characters in West’s novel 


embody the destruction of the dreams that have been perpetuated by the illusion of a 


mythical American Dream. 


 Perhaps the most vivid image of the illusion of Hollywood is found in Tod’s 


Discovery of the Dream Dump while he is searching the studio for Faye’s movie set.  The 


dream dump consists of the throwaway set pieces from movies, the physical artifacts 


from plots such as those that Faye comes up with.  This scene also enforces the notion of 


the inevitability of the abandonment and destruction of dreams because “the dump grew 


continually, for there wasn’t a dream afloat somewhere which wouldn’t sooner or later 


turn up on it, having first been made photographic by canvas, lath, and paint (West 132).”  


The dream dump represents the fleetingness of dreams and the ultimate death of them, 


even if they do come true only for a short while.  This reinforces the theme of the urban 


city being the place where dreams go to die, just like the people that Tod wants to paint.  


The last scene in the novel sums up and presents the full extent of the novel’s bleak 


depiction of the American Dream when a riot breaks out for no apparent reason and Los 


Angeles is burned to the ground, bringing Tod’s painting to life.  The fact that there 


appears to be no real reason or motive behind the riot makes it seem as though it is 


something natural, something that had been waiting to happen for quite some time; 


however there is a greater underlying cause that West writes about that is rooted in the 
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frustration over the menial and unhappy existences of those with failed dreams who 


plague the city.    


 It is clear that this novel has the characters and themes that coincide with the noir 


genre.  But is it noir?  There is no real crime that drives the story, but aside from that, 


there seems to be the strong environmental element that characterizes noir.  This 


environmental element that characterizes the noir mode is an offshoot of the naturalism 


literary movement that gained momentum during the late 19th century.  Naturalism was 


defined by Rend Wellek as “the objective representation of contemporary society (Pizer 


3).”  Many of the novels that were written during the naturalism and realism literary 


movements were rooted in the philosophy and theory of Herbert Spencer who was a 


leading scholar and proponent of Social Darwinism.  The theory of Social Darwinism is 


based on the idea the fittest will survive and directly feeds into American capitalist 


ideology.  Spencer’s opposing stance against a welfare state to allow a natural order to 


form among people who would excel and those who would not factors into much of the 


overriding themes of greed and determinism in the noir mode.  There is really no better 


example of an economic system than capitalism under which this “survival of the fittest” 


could be carried out.  As a result of this theory’s popularity, novelists such as Jack 


London, Theodore Dreiser, and Frank Norris incorporated this theory into their work, 


thus developing the naturalism/realism literary movements.  There are many similarities 


between naturalist and noir works and the influence of naturalism on noir is evident.  


Take for instance Frank Norris’ novel McTeague, in which a poor dentist undergoes a 


series of misfortunes and is forced further and further into poverty until he makes the 


decision to steal his wife’s savings and run away; or Theodore Dreiser’s Maggie: A Girl 
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of the Streets, in which a pretty girl with potential is driven into a life of prostitution and 


eventual death leaving her life unfulfilled.  These naturalist novels examine the inner 


workings of the modern, industrialized city.  They possess the same verisimilitude that 


Nino Frank wrote about and thus parallel and closely relate to the literary works of noir 


that were coming out of major cities in America during the Depression.    


   This instance of The Day of the Locust further calls into question the essence that 


makes a work of art “noir.”  The discrepancy between the lack of crime and the noir-like 


feel and themes of the novel poses the idea that noir is not made by content, but instead 


by characterization and tone.  Faye as a femme fatale, the overriding theme of failed 


dreams, urban decay, and the negative side of American capitalism fulfill the criteria for 


making the novel noir in content, but these aspects of the novel are not the aspects that 


make it a work of noir; West’s tone and dark, bleak prose are what make the novel noir.  


There are many examples of this tone and characterization in works of both film and 


literature that content-wise do not seem to fit the mold of what has been traditionally 


considered to be noir.  The mode has become so pervasive and malleable that it is found 


in all sorts of contemporary works of cinema, television, and art.  For example, much of 


the work that David Lynch has produced over the past 25 years can be considered noir, 


even though much of it bucks, transcends, and subverts the traditional idea of noir that 


Nino Frank described over 60 years ago. 


 In 1990, Lynch’s television show Twin Peaks aired with a pilot episode that 


revolved around the murder of Laura Palmer, a seemingly perfect American female 


archetype in a seemingly perfect American town.  Soon after her discovery, FBI Special 


Agent Dale Cooper is called in to investigate the murder after a second victim crosses 
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state lines.  There are many aspects of this series that on the surface would not make noir 


in terms of content: comedic elements, teleological themes, and its heavy reliance on 


surreal elements such as Dale Cooper’s reliance on dreams, teleology, and intuition to 


solve the case of Laura Palmer’s death.  There is an overwhelming sense of collectivity 


among people in the town to solve the murder that is the opposite of character 


relationships in works such as The Big Sleep and Double Indemnity and Dale Cooper 


embodies every good quality that is lacking from the characters in the work of Cain and 


Chandler.  Cooper is like Marlowe in many respects, however: He is single, waits for a 


woman for whom he has genuine affection for, and is dedicated to his job as an FBI agent 


much like Marlowe is to his profession as a private investigator.  There is even a scene in 


an episode of Twin Peaks that directly references and parallels a scene from the Big 


Sleep.  When Marlowe returns to his apartment one evening he finds Carmen Sternwood, 


the troublesome nymphet daughter of the man who has hired him, lying naked in wait for 


him in his bed.  The same happens to Cooper when he retires to his hotel room for the 


night only to find Audrey Horne, the troublesome nymphet daughter of Benjamin Horne, 


a prominent local business man and owner of the hotel, lying naked in bed waiting for 


Cooper.  The difference comes in the manner in which each detective handles the 


situation: Marlowe, the misanthrope, harshly scolds Carmen and throws her out of his 


apartment while Cooper comforts Audrey, explains to her that she is too young for him, 


and proceeds to get to the root of her problems by getting her a warm glass of milk and 


offering to listen to what’s on her mind.  This is a significant comparison and contrast 


between one of the preeminent works of noir and a short-lived yet important television 
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series.  This particular scene subverts the traditional idea of the noir detective as a 


hardened cynic. 


 Also within the past 25 years or so, the noir mode has developed greatly to 


include aspects and realms that were not explored in traditional works of noir.  Along 


with Twin Peaks, David Lynch pioneered a second generation of noir that moved settings 


out of cities and into the American suburban haven.  In 1986, Blue Velvet was released 


and became one of the first works of noir to examine the seedy underside of the 


traditional American neighborhood.  Lynch set up an incongruous combination of 


extreme brutality, violence, and self indulgence and the archetypical quaint Middle 


American town to create a work of noir and mystery that was subversive due to its move 


away from the urban nightmare and into the suburban dream.  The storyline unravels 


when a college student is walking through a field and finds a severed human ear.  This 


gross discovery leads him into a secret underworld in which crime and corruption run 


rampant.  Other recent noir films that have bucked tradition include Brick, which is 


centered around a suburban high school that includes dialogue that meshes the tough-


talking detective style of dialogue from films such as Howard Hawks’ adaptation of The 


Big Sleep and John Huston’s The Maltese Falcon with underground high school kingpins 


and drug dealers whose unwitting suburban parents are never aware of what’s going on.  


Another development and transition that has taken place within noir literature is situated 


within the realm of postmodernity.  Writers such as Thomas Pynchon have recently used 


the genre to examine underlying social issues in a hyper-intellectual manner.  James 


Ellroy created an entirely fictional story around Los Angeles’ greatest unsolved murder: 


The Black Dahlia.  He has also included storylines that venture out into the occult and 
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supernatural, similar to Lynch, that are held together by his encyclopedic knowledge of 


the genre’s traditional form, content, style, and dialogue.  Mike Davis says of Ellroy: 


“His Los Angeles Quartet, depending on one’s viewpoint is either the culmination of the 


genre, or its reductio ad absurdum (Davis 45).”  Nevertheless, Ellroy has established 


himself as a pioneer of the genre and his work serves as a testimony to the flexibility and 


complexity of the genre.  The noir mode also has pervaded music over the last two-and-a-


half decades.  One song in particular, Elvis Costello’s Watching the Detectives, stands out 


for its dark, prominent bass line, slow eerie rhythm, and mysterious lyrics about girls, 


guns, and investigation, such as You snatch a tune and you match your cigarette/She pulls 


your eyes with a face like a magnet/I don’t know how much more of this I can take/She’s 


filing her nails as they’re dragging the lake.  The song simply exudes noir, so much so 


that it was used in a Turner Classic Movies television spot to promote a film noir 


marathon.  Once again, this demonstrates how pervasive noir has become in American 


culture.  


 It is fascinating to trace the roots of a specific mode in an attempt to understand 


its significance and role in history and society.  The noir mode is the product of so many 


economic, political, and social influences and thus it is highly representative of America 


in terms of both history and culture.  Like most modes and genres, noir is very difficult to 


establish parameters for that allow a comprehensive definition of the genre or mode to be 


extracted, but this demonstrates its complexity and uniqueness.  From the argument of it 


being exclusive to film due to aesthetic qualities to the argument of it being universal due 


to content, style, tone, and characterization, the mode demonstrates a malleability that 


differentiates itself from the rigidity of other modes and genres of film, literature, and 
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even music.  It cannot be argued, however, that the origins and implications of the mode 


are not rooted in the social, economic, and political conditions of the Great Depression 


during which the foundational texts and films were produced.  The novels and films are 


direct products of the flaws of American consumerism, capitalism, and ever-changing 


class issues that have characterized America for centuries.  It is still evident today that the 


mode continues to be reshaped to correspond to the changes that are taking place in 


society and art.  This is reflected in the contemporary work of filmmakers such as David 


Lynch and novelists such as James Ellroy and Thomas Pynchon who are expanding the 


genre while still keeping in touch with the traditional aspects of the mode.  The themes of 


capitalism, greed, corruption, societal decay, and the pervasiveness of seediness and 


crime, characterize the genre in a manner that makes it historically important and 


culturally and artistically pervasive in the United States; for this reason it is not 


inappropriate to characterize the noir mode as uniquely American.          
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Appendix iii 
 
Notes on Senior Thesis Review.  (Jan’s comments in Black, Gregg’s in blue) 
 
Essays A-C  read together for norming.  Agreed to the following: 
Essay A,  3 / 4 
Essay B,  2 
Essay C,  2 
Essay D : 2, even a high 1.  Very literal in terms of summarizing, repeatedly, without 
analysis.  The good points introduced early don’t function as guideposts or points of 
development, so the only coherence comes via repeated phrasings of ideas. 
Essay G :  high 4.  clear explication, very detailed and wonderfully focused, coherent, 
energetic and engaged.  Don’t know enough about classical lit to know if he is 
paraphrasing another’s argument, so while the potential conflicting readings are taken 
into account, I don’t know if his counters are his.  Assuming they are, wonderful work. 
Essay F :  started 3, due to very writer based, non reader attentive or aware, thinking and 
writing.  By the end, close to 5, pushing relentlessly against thought constructs that would 
confine it.  I’m not sure what to do.  A 4, perhaps, although that doesn’t encompass the 
essay.  For me, the essay’s pulling together of the seemingly separate sections into one 
fell and resounding swoop was pretty amazing. [ Yes, but performance indicators would 
suggest a need to have the brilliance polished.  In some ways, because he’s pushing the 
envelope, the structure falls back into the “2” range—as would be expected for someone 
pushing the envelope.  But before such a piece could be published (i.e. reach either the 
level of 4 or 5, it would need to be revised yet again, and maybe even further.  This is 
where a chance to include the drafts would help us do this evaluation.  I think the “writer-
based” point you make is true of the entire essay, and so a “3” seems right to me. ] 
Essay K : 4. The essay knows what it is doing, and thinks about how to demonstrate its 
thesis in the most effective ways possible.  There is a lot of summary, although it’s 
generally drawn back to an argument.  [Your discussion says “3,” that is competent, but 
not really moving beyond that in a consistent way.] 
Essay H : high 3, low 4.  Very fluent in the “speak.” Unfortunately, that threatens to 
overcome any potentially original thoughts.  Most of the essay recapitulates what other 
writers have said.  Certainly, there could be more counter consideration, if only through 
more examples from Rechy’s novel.  [Agreed.  That’s why I’d say “high 3,”]  
Essay E  : 3. very clear understanding of ‘how things go’ in research papers.  In essence, 
this is a well augmented lecture from LIT 30 so it falls perfectly into “”extension of ideas 
already presented by the instructor” although it misses a number of questions within its 
subject matter.   he has done the research, documented it, and added to what he was 
introduced to.  There are no original thoughts and little attention to counter arguments.  [I 
completely agree] 
 Essay I  : low 4?  Certainly, much of the 4 rubric applies.  The essay shows 
understanding of “the norms of the discourse community” not simply in its presentations 
of ideas but its topic overall—literature has narrative as its substance, and the essay seeks 
to explore the narrative forms outside of the acceptable definitions of “literary.”  The 
issue is in its inability to fully explore, develop, question theories of reader response, 
relying solely on Iser, and the essay’s seeming choice not to fully confront the counter 
arguments to interactive literature as literature.  In other words, the entire topic is, by 
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default, a “jumping off point for a conversation in the field.”  It simply doesn’t fully 
outline or address that reality, instead simply moving to its presentation of materials in an 
instructional format—here is how this one works; here is how that one works. [ I agree, 
though I’m scoring it as a high 3 because the sloppiness suggests a kind of nonchalance 
toward his audience.  Still, it’s fascinating material.]] 
Essay J : 3/4.   really falls off the cliff on page 16 or so, whenever it ambles into 
naturalism and then begins summarizing recent noir, all without any of the remarkable 
analysis and confidence that have characterized the first 15 pages.  Up to that point, I 
would call the essay a clear 4.  Beyond that, the “textbook knowledge” that is not fully 
applied to develop the argument invades things.  [ So, then, the final performance is 3, 
right? ] 
 
 
Final thoughts about the rubric: 
Two things came up for me, mostly as the result of Jake’s (E) and Everett’s (F).  One is 
that there is no indicator of communication.  I know we want to stay with expertise, but 
in Everett’s essay, the inability to communicate his level of expertise was fascinating.  By 
his own admission, the essay was all over the place.  But the originality, his interweaving 
of his experiences with full scale theory, and his inability to present that in ways the 
average reader could grasp—all was problematic, even with this rubric, which is so 
expansive in its approach.  The second was Jake’s essay which was, by this rubric’s 
standard, competent.  The frustration arises when it’s clear that for Jake, these were NEW 
discoveries.  Ie; he didn’t know this before, and he does not know enough about the field 
to know what he has written is a fairly mundane summary of everything that has already 
been written.  I don’t know how to address that, in all honesty, but it did occur to me. 
 
I agree.  After all, Jake did not take LIT 30, and so this stuff was all new to him.  And his 
efforts to present his understanding are perfectly competent, but not publishable.  In other 
words, he has hit the undergraduate standard pretty well, but is a long way from hitting a 
professional standard.  I think “3” is great---for him in particular, it’s a marker of 
extraordinary growth in two years from a standard of “1”!   
As for Everett’s, again I think the rubric works.  It’s not just that his thinking is pushing 
the limits, it’s that the essay needs to cohere in that leap beyond the norms.  In other 
words, it has to show that connection to audience.  So in some ways, he’s at the “2” level; 
in others at “4” pushing “5,”  but an “expert” makes the new coherent in a seemingly 
effortless way.  Everett’s essay does not.  I think “3” is right here, too.  
After all, this rubric is supposed to judge the students’ skill levels by performance, and 
we talked about it, appropriately, I think, in terms of whether or not a piece could be 
published.  I don’t think any of these reaches that standard (i.e., either 4 or 5), yet many 
have the potential because they are pushing boundaries, sometimes in spots, sometimes in 
a big way.      
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Appendix iv:  LIT 190, Reflective essay assignment, Spring 2010 
 
 
Write an essay of five to seven pages in which you reflect broadly on your 
undergraduate education.  
 
Before you write this essay I’d like you to think first about your sense of what 
you think your major means to you. Undoubtedly, you’ve been asked about a 
million times, “What are you going to do with a major in 
literature?” Presuming that what you learned here will bear on your answer, 
what is the value of your education? What have you learned? What have you 
learned how to do? How do you imagine using both the knowledge and skills 
you have learned in your life, including both your professional (whether or not 
you contemplate further education) and your private life?  
  
Then, I’d like you to think about a few of the objectives that the LIT faculty 
have been developing for the major. While these were not officially 
public when you began your studies, they articulate what we think we’ve been 
doing all along: 
  
Literature and Culture learning outcomes: 


Literature and literary criticism are significant parts of an ages old, continuing 
conversation about what it means to be human and what value humanity has. Unlike 
scientific or social scientific approaches to this conversation, literary discourse 
emphasizes the particular in the dialogue between particular and universal. It always 
arises out of specific times, places, and cultural traditions, and it often gives powerful 
voice to cultural differences and individual differences against the backdrop of larger, 
homogenizing forces. Moreover, literature has traditionally fore-grounded questions of 
value over questions of definition, or rather, sees questions of value as central to the 
definition of humanity itself. 


The study of literature enables one to engage this conversation richly, both for 
personal development and for the ability it gives one to be a responsible agent in the 
many societies each person inhabits. Moreover, literary study gives one insight into how 
cultures operate in such a way as to facilitate ethical cross-cultural interactions. Literary 
study facilitates such agency by teaching readers how to inhabit and then critique literary 
artifacts, and then to apply the complex understanding—an understanding that engages 
intellectual, ethical and aesthetic faculties—that arises from the shift between inhabiting 
and critiquing. 


The successful student majoring in Literature and Cultures will be able to 
participate in this larger conversation. More specifically, the successful student will be 
able to: 


• Interpret texts with due sensitivity to both textual and contextual cues;  
• Appreciate the aesthetic qualities of texts and the cultures from which they’re 


drawn;  
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• Judge the ethical value(s) of texts and contexts;  
• Apply interpretive strategies developed in literary study to other contexts; 
• Articulate, cogently and with sensitivity to context, in both speech and writing, 


her/his interpretations and evaluations.   
(If you’re curious about how we plan to “assess” majors in the future, please see the 
assessment plan in the resources section of this web-site. I’d love any feedback you’d like 
to give.) 
  
Now, in five to seven pages, write an essay that describes the impact your 
major has had on you. Please cite any resources you use (in MLA or Chicago 
style) and append any papers you’ve written, any assignments that you want to 
comment on, etc. In other words, you’ll need to support your argument by 
drawing on your own performance in particular classes, and you'll need to 
document the particular items to which you refer. Appended items do not count 
in the page total. 
  
I hope you find the page limit daunting, that you think you need books to 
answer such a question, but I’m giving you just five pages for several 
reasons: One, to focus you on the most important points. Two, to help you 
prepare to answer such questions when you apply for jobs, for placement in 
graduate programs, etc. Three, to give you a sort of outline or compendium that 
will stick in your mind, helping you to structure your memories and thus make 
them more useable in many different contexts over time. Four, to make it 
possible for you to write, and me to grade, the essay in the short time we have 
available.  
 
This essay is due on April 21. 
 
 







Esken 1 


Jessica Esken 


Gregg Camfield 


Lit 190 


Reflection Essay 


The Reasons I Chose to Become a Literature Major 


 I decided to become a Literature major during the end of my sophomore year after I had 


taken Lit 30 and 31 with Jan Goggans. My favorite readings include “The Yellow Wall Paper,” 


“The Goophered Grapevine,” “Coyote Tales” and much more. To understand why I chose the 


literature classes that I have taken at UC Merced, you have to know my history.  


 I come from a French Creole family on my mother’s side; we have mixed blood of the 


African American, French, and Native American race. My mother’s family is very light-skinned, 


so I imagine that we are mostly white, but they choose to be labeled “African American.” My 


mom comes from a family of two brothers and four sisters. My grandmother had to drop out of 


school in early to work, and she had her first child at sixteen with her first husband, a dark-


skinned African American. Then she later married my mother’s father, a Creole man with white 


skin, and had my mother and two of her sisters. After they divorced, my grandmother found the 


love of her life, John Baquet, a light skin Creole man that lived next door, and she two more 


daughters and a baby boy. John was the father that my mother and her siblings were raised by, 


and unfortunately my grandmother and my mother’s father died at a young age.  


 Most of my cousins have black fathers with dark skin, so they have dark skin as well with 


black curly hair. My mother is the only one out her sisters to have a child with a white man, who 


has some Native American heritage. For me, it was difficult growing up being told I was black 


but not looking black at all. I also did not feel white because I was raised as black in black 
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culture, in black neihborhood. Thus, I have spent most of my life battling my identity as a mixed 


person. I grew up in South Central, Los Angeles and attended an all black and Hispanic junior 


high school. I was never really submerged into white culture until I went to Notre Dame 


Academy for high school. Being around mostly white girls and only girls was a new experience 


for me. I immediately joined in the “black” clique, comprised of other black Creole girls of 


various shades, but of course I was the lightest. My friends and I would laugh at the fact that we 


could easily count all of the black girls in our class, a low number even when you count the black 


girls in every class.  


 Because of the color of my skin and where I lived, I always had to deal with people’s 


surprised reactions when I tell them where I’m from. The reaction that annoys me the most is 


when people insist that I’m not black and when my family insists that I’m not white. Everything 


had to be logical for me, so when my family said that I was not white, I knew that I was because 


I look it and I know my father’s white even though I have never met him. I have gone through 


many phases from hip-hop to emo, black to white, and I continue to change. I have never really 


felt like I was black or white; I feel I am both and neither at the same time. I am never 


comfortable in groups of all black people and groups of all white people because I stand out 


either way. Its double consciousness, but more complicated because I’m mixed.    


 The racial confusion, tension, and prejudice that I have experienced throughout my life 


has greatly influence my choices in classes. I chose to study about women’s rights, black culture 


and history, Native American and Colonial History. I remember reading Passing by Lora Nelson; 


I’ve never felt such a connection to character’s in a novel before. It made it more interesting that 


the characters were white like me, and then I understood that I, too, have been “passing” 


throughout my life as black and as white. The way I talk and dress, and the kind of music I 
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listens to changes depending on how “white” or “black” I am feeling that day, and whether or not 


I am around mostly blacks or whites.  


 When I was younger, I found myself wishing that I was of Latino race; then I would 


basically be a melting pot! I also wanted to be a tomboy, even though in fact I was very girly. I 


hated the color pink because it has “girly” labeled all over it. I’ve always felt like males made 


better friends than females because they were more interesting to talk to, and catty drama did not 


exist. Sometimes I think about me when I was younger, and I wonder why I felt this way. I have 


realized I have been constantly trying to be someone else, or rather not embracing who I am. 


Unlike my family, I do not identify myself as African American, and I do not really identify as 


white either. When people ask me about my race, I just say “I’m white a little bit of black.” 


Because of my race difference with the members of my family, I have had a difficult time feeling 


like I am a part of it. Now that I have reached my senior year of college, I am learning to 


embrace both sides of my culture instead of compromising one for the other. I have also learned 


that I am not the only one who understands my situation; I know because it’s written in down in 


books! I have read accounts of black and white identity crises, Native American and white, 


Asian and white, and Latino and white, so somehow I do not feel as alone.  All my life I have 


been asking myself why I must have such a difficult time labeling myself, but learning about 


minorities and the history of the race problem in America has made me develop a clearer answer 


on why my family has chosen to label themselves black. Even more so, I have become disgusted 


with my effort to label myself, because now that I am a little older, I realize that labels are cause 


root of my confusion, so why not get rid of them? 


 Labels only encourage racial stereotypes because we have the need as people to place 


everything into groups. So when we come from a country that has a history of racism and 
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violence, we label people of different races and cultures, etc. in negative categories. While labels 


are very useful for our brain functioning and our learning process, they continue to support 


prejudice.   


 When I learned about Eugenics for the first time I was deeply angered and blown away. I 


was disgusted at the fact that the American Government sterilized people of mixed race so that 


they would not be able to have offspring with whites. I was surprised that blacks and whites 


could not marry until 1967 because that really is not that long ago. Having been deeply affected 


by being of mixed race myself, I felt offended that the government could do something so awful 


such a short time ago. This made me think about my family. Eugenics occurred during my 


grandparents’ time, and blacks and whites were still not able to get married until eleven years 


after my mom was born. People of mixed race were obligated to be black if they had any black 


ancestors in their bloodline, so my grandparents probably came from a family that chose to be 


black, because after all the government made them be.  


 When I was younger, my mom told me about the film Imitation of Life and how I 


reminded her exactly of Peola/Sarah Jane. She told me that I was rejected my race and my 


heritage, but I felt like I was being forced to reject my white race. My mother, just like Peola’s 


mother, did not understand how silly I felt telling the public I was black. My grandpa even made 


a joke about it once when I went to summer camp. On the parental consent form you had to 


check the race of your child and my mother checked black. My grandpa laughed at her and said 


that if was to get lost they wouldn’t find me because they would be looking for a little black girl. 


My family and others that relate to Peola’s mother do not understand how we feel. Now that I 


have finally watched the movie, I was sad to see that my mother had missed the point of the film 


entirely, and failed to realize that she was allowing herself to believe that she had to “stay in her 
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place.” “Staying in my place” is definitely not something I intend to do. At times I feel like my 


family is allowing themselves to become ignorant. What made things eve more difficult was the 


fact that my family taught me and cousins to love people for who they are, not what they look 


like, but even so, many family conversations revolved around blacks and whites.  


 For my family, the “other” is white and they are black. But for me, I feel I am a part of 


both, so when they talk about what the “white man” has done to the black race, I feel offended 


because I am a part of the white race. And no matter how uncomfortable I felt, no one seemed to 


care. We learn in history books about the prejudice and discrimination towards blacks from 


whites, but in my experience, I have never felt prejudice like I have when blacks talk about white 


people. I have listened to countless conversations in which my friends and family would put 


down whites. There was always so much anger and so much tension in their voices, and I 


wondered where it all came from. Listening to the anger made me feel more disconnected from 


them as well as the rest of the world.   


 One thing that I have also come to realize is that while Americans have a deep history of 


pain, prejudice is useful to the survival of white as well as minority cultures. If everyone in the 


world produced offspring with another race, ‘black’, ‘Mexican’, ‘white,’ etc. families would 


cease to exist, so while American history is painful, it is also very interesting, and both good and 


evil are necessary in the world. It allows us to grow as people; to make the decision to change 


and to spread more love than we do hate.  
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Jessica Jolliffe 


Professor Camfield 


Reflective Essay 


17 April 2010 


A Way of Living 


My mother is not what I would call financially responsible, and when she actually held a 


job down she only made minimum wage, nowhere near enough to raise three kids alone. My 


grandparents and great-grandparents helped as much as they could with us, so I know we were 


better off than a lot of kids but it is not a life I wanted for my family or myself in the future. So 


despite my love for reading and writing, literature was not a viable career option.  


  My intention was to go to college, then medical school, and eventually live a 


comfortable, rewarding life as a pediatrician. I’m sure if I really pushed myself I could have 


stuck steadily to that exact path, but I started to question my choice in High School. I loved my 


teachers, their charisma and passion; I could see myself working with students, evoking the same 


passion I had for education and literature in others. But what kind of living would I make as a 


teacher? Could I support my family? It wasn’t the plan. 


 I entered freshman year as a pre-med major with questions about where my life was 


going. Was money more important than finding a career you were passionate about? Semester 


one was filled with my duties as a pre-med undergraduate: pre-calculus (which I had taken in 


high school), biology, python programming, and writing 10. Biology proved to be tedious and 


uninteresting, aside from my professors French accent, which I was interested in experimentally 


utilizing in my writing. Computer programming was beyond frustrating, one comma, 
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parenthesis, or period missing in lines of code and nothing worked! Pre-calculus was easy. And 


writing proved a challenge, as I was nowhere near as good as I thought I was. 


 I could easily have continued on with my plans to pursue a pre-med degree but I knew 


already, and perhaps long before, that science was not where my heart was. I did fear the 


financial ambiguity that pursuing a degree in literature would afford but I wanted to love my 


work and I have. 


 Choosing literature as my field of study has been wonderful for me. My very first 


professor of literature was Linda Torres. I saw myself in her place after I had graduated, teaching 


at the college level, passionate about the materials, animatedly lecturing my students about the 


importance of reading the assigned text. She made me smile, if not laugh a little, when class 


discussions dwindled and she asked “Who finished the book?”. A few hands raised, maybe half 


the class, followed by an impassioned “Come on Guys!”. Then she would start explaining to the 


class why this book was important, how it present particular concepts, how the language was 


beautifully written. I would be that professor; the slightly overenthusiastic yet endearing 


(hopefully) one, who vehemently attempts to persuade students to see literature in the same 


passionate way I do. 


 Starting my second semester my college education is filled with numerous enthusiastic 


professors and a great deal of contentment. I felt like I belonged in the field of literature. I was 


happier and more open than I had been in a long time. Studying what I was passionate about was 


like opening a window in a stifled house, the fresh air slowly permeated throughout and soon the 


house was no longer stifling. I can’t imagine what my life would have been like if I had 


continued on as a pre-med major, but I doubt it would have held half as much joy. 


 







 My literature classes have afforded me more than contentment with myself, they have 


opened my eyes to lives and experience beyond my own. I can’t say that I enjoy reading about 


travesties and genocide but I can imagine the place our world would be if no one did, the 


shallowness, the destruction, the chaos. It is an aspect of literature I try to remind students of 


constantly in tutoring, that fiction, even fantasy, may not be reality but it reflects it, sometimes 


you just have to pay closer attention. 


I started tutoring writing the summer after my sophomore year. It has been one of the 


most rewarding decisions of my undergraduate education because it has cemented my decision to 


teach at the college level. 


 The two are not synonymous, as some might think, but the knowledge of how to teach 


writing skills is invaluable to literature students. In order to write well it is critical to know how 


to read a text closely and analyze. How to teach these skills is vital in teaching literature because 


while one assumes that if you can teach literature you can teach writing, it is not necessary true. I 


have worked in both writing classes and literature classes as a McNair Scholar; the two courses 


use very different teaching methods.  


 In the beginning of my Junior year I was excepted into the McNair scholars program. The 


goal of the program is to help first generation college students and students from low 


socioeconomic backgrounds pursue a Ph.D. The McNair program has helped me develop 


networking skills and provided me with vital information on how to go about applying for my 


Ph.D.  


 The McNair program requires students to do a research project within their major. My 


research was sparked from reading the Brer Rabbit tales in Lit 20, which I vaguely remembered 


in some form from Disneyland. My Sophomore year I took a children’s literature and film course 







in which we studied the tendencies of Disney, and a few other children’s film manufactures, 


toward degrading ethnicities. Due to the relevance of the Brer Rabbit tales historically I decided 


to research the impact of Disney’s interpretation of Joel Chandler Harris’s Brer Rabbit Tales.  


 After looking at the Brer Rabbit tales, Splash Mountain (Disneyland ride) and the film 


Song of the South, it was clear that Joel Harris’s tales had been transformed into something 


which lacked its original integrity. I incite my readers to think about the possibility, and reality, 


of similar attacks on literature: 


How easily will our society submit to the silent attacks on these authors? Think 


deeply on that question, and recall that Disney has created a film compilation of 


Tom Sayer and Huckleberry Finn. Thousands of novels have been reworked into 


movies under the same smiling façade of corporate venders like Disney. Perhaps 


the question should then be, when will the silent attacks on these authors infiltrate 


our society and will it even be noticed?  (Jolliffe 10). 


The obvious destruction of this canonical novel, I feel, is a stepping stone for several repeat 


atrocities. 


 This research paper has preliminarily been accepted for publication in the University of 


California Merced’s Undergraduate Research Journal, which I find a rather exciting 


accomplishment. One of many publications to come I hope.  


Most helpful to me, from the McNair program, was the ability to do an instructional 


internship, which is like working as a TA without pay. I worked in the Native American 


literature class my senior year and facilitated class discussions on a few occasions. It was 


different from my experiences working in writing classes, particularly due to the fact that this 







was an upper division course, but also because there was less of a “how to” feel and more of a 


discussion of text. I definitely prefer the feel of a literature class. 


 My senior year has been the most difficult. It has taught me the importance of time 


management but I’m still working putting those skills to practice. More than ever I am feeling 


the pressure of my work load, and while it is not unmanageable it is daunting when piled up 


toward the end of the semester. Important lesson for my last semester: figure out everything that 


needs to be done and figure out how to evenly distribute the work load.  


 While my final semester has been chaotic, I have enjoyed my classes - with the exception 


of logic and reasoning, which I find to be tediously boring – and the materials covered. More 


specifically, things like rereading the Scarlet Letter – which I have not read since High School – 


and finding my opinions on the writing and context much changed. Originally I disliked 


Hawthorne for his dry writing and plot, but I find the novel is spectacularly written.   


 Also the necessity of doing a senior thesis has given me a look into what I should expect 


in Graduate School. It is much more difficult than I expected it to be, perhaps because I am 


passionate about the subject area, but I find asserting myself as an authority is difficult. Also, 


structurally I find myself doing what I would in a research paper, and I do not think that is 


precisely what is expected. These are all things that I am extremely glad I came across as an 


undergraduate rather than as a graduate student, and while I am still working through these issues 


I will have had a good deal of experience with them should I come across them again. 


 Literature has gone from being a sideline passion and escape from life to being the center 


of my academic studies and thus a large part of my life. It is large shift but one which has 


benefited me in numerous afore mentioned, and likely yet unrealized, ways. I only hope that in 







the years to come I can enrich the lives of students like myself, as well as my own family and 


friends, in a similar way. That, I know, is a goal worth dedicating my life to.  


 







Walter Knops 


Literature 190 


Professor Camfield 


14 May 2010 


The Reflective Essay of an Undergraduate Literature Major 


 When I enrolled at UC Merced, I decided to go in as a History major.  Reading has 


always been a hobby of mine, but I did not enjoy the English and Literature courses that I took in 


high school; I didn’t find the concepts and tools that were taught in regard to studying literature 


interesting.  I had always enjoyed my history classes, so naturally I decided to study what I was 


most interested in.  During the second semester of my freshman year, I took History 17, a survey 


course that covered American history from Reconstruction to present day; I was surprised to see 


that there were a couple of novels on the course reading list.  When we read and discussed the 


novels in our discussion sections, it helped me to realize how closely history and literature are 


linked.  I was not taught literature against the backdrop of history in high school; instead, the 


curriculum relied heavily on conducting close reads of texts in terms of literary devices as 


symbolism, metaphor, etc.  For me, coming to the realization that literature is an important social 


tool that can be used to examine history, society, and culture was incredibly fascinating.  In the 


Fall semester of 2007, I took Literature 31 with Jan Goggans and was pleased to find that the 


class was like a social history class taught through literature.  I took a strong interest in reading 


literature from the social historical perspective.  This interest was further developed upon my 


enrollment in History and Literature of the 1960s.  For me, this particular class served as a 


testimony to the interrelatedness of history and literature and influenced me to change my major. 
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 During these classes, I also developed a better understanding of how to read and analyze 


texts in an academic manner.  As a result of the numerous papers I have had to write over the 


course of the past four years, I feel as though I have learned how to better craft an argument and 


support it with effective and strong evidence.  I believe that the bulk of my development as a 


writer has been fostered more so by the writing assignments in my literature classes than in my 


writing classes here at UC Merced.  When I took Writing 100, the course was dedicated to 


teaching students to write in the manner in which I had become accustomed to as a result of 


taking so many literature courses.  This was also the case in my Grammar and Style class.  Much 


of the coursework revolved around analyzing works of fiction and nonfiction and writing about 


how style informs content and vice versa.  I was the only Literature major in the class and the 


instructor told me that I was the only student who did not struggle with the assignments.  I 


attributed my ability to fulfill the course expectations to a greater extent than the other students 


to the training and practice in writing and thinking critically and analytically I received in the 


literature courses that I have taken.  I have realized the importance of writing and its 


pervasiveness in nearly every career field through the curriculum that constitutes the literature 


major. 


 Another significant aspect of my experience as a literature major was the semester that I 


spent doing research for a chapter of Jan Goggan’s book.  This provided me with an insight into 


the work of academics and really forced me to conduct a deep amount of research that I had not 


been accustomed to.  It was a very interesting process to witness and I acquired somewhat of a 


grasp of what it is like to work on a lengthy, in-depth piece of scholarly writing.  I also 


developed a greater understanding of the malleability and pervasiveness of literature by 



User

Highlight







Knops 3 
 


witnessing Jan’s examination of Dorthea Lange’s photographs and Paul Taylor’s research and 


writing.  This also reinforced my understanding of literature as a branch of social history. 


 In addition to these realizations, skill acquisitions, and research opportunities, I have been 


exposed to a very diverse body of literature and have read numerous novels and poems that I 


probably never would have picked up on my own.  In classes such as Environmental Literature 


and Native American literature, I acquired a new perspective on social issues that I had never 


really taken the time to look into on my own.  The Native American Literature course in 


particular presented a wide array of in-depth social issues centering on the Native American 


struggle with preserving their culture in a nation where they have been systematically oppressed.  


Leonard Peltier’s book Prison Writings: My Life is My Sundance was one book in particular that 


resonated deeply for me because it exposed many of the injustices that had been carried out 


against a particular minority. 


 The Literary Genres course that I took helped me to acquire a better understanding of 


how content and style are related.  Our close study of sonnets provided me with knowledge that 


was transferrable to a paper that I wrote for African American History about Claude McKay and 


his subversive use of the sonnet form to protest the racial injustices in America during his time.      


 My strong interests in social history and literature have made me aware of the many 


existing social and economic inequalities in today’s society, and these interests have also led me 


to pursue a legal education that will provide me with the necessary knowledge and skills for a 


career in public interest law.  As an avid reader, my political and social views have been shaped 


by books that provide insight into the reasons why these inequalities exist among socioeconomic 


classes and ethnic groups today.  Through my academic focus on literature and history, I have 


had the opportunity to take classes that have reinforced and broadened my knowledge of social 
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and cultural infrastructures.  Classes such as African-American History, History and Literature of 


the 1960s, and Native American Literature provided concise overviews of the significance of 


legal battles in the struggle to effect social change.  These classes taught me to analyze historical 


studies such as Robin D.G. Kelley’s Race Rebels and novels such as John Steinbeck’s The 


Grapes of Wrath in terms of their social and cultural meanings and relevance.  My academic 


background has continuously ignited my curiosity and forced me to ask questions about how 


these social problems can be solved and I have come to believe that best way to do so is to work 


through the judicial system.  In a 2002 interview with Charlie Rose, Jonathan Franzen stated that 


writing novels serves no utilitarian purpose.  After studying and analyzing many novels over the 


course of my undergraduate education as a Literature major, I have to whole heartedly disagree 


with that statement.  The literature curriculum here at UC Merced has taught me that novels are a 


significant aspect of our understanding of society and have the ability to make an actual 


difference in the world.   
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Alyce Avila 


Professor Camfield 


Literature 190 


21 April 2009 


Reflective Essay 


 As my academic journey as a literature scholar comes to an end at the University of 


California Merced, it is almost inevitable to contemplate what my chosen major has contributed 


to my life’s goals and career. Upon entering this university, I believed I was going to be a public 


school teacher and use my degree in literature to aid me in teaching a high school English class. 


However, before I can say how literature has helped prepare me for such a career choice, it is 


valid to first define how literature has shaped my own perspective of life; how I now see and 


interpret society and culture through the tactics I have learned as a literature student. The study 


of literature has contributed immensely to not only my knowledge of historical and cultural 


artifacts (such as literary movements and pieces), but this realm of study has also greatly 


influenced me see the world through different eyes as I have obtained new skills of dissection 


and interpretation in both text and culture in society. 


 Throughout my literary study, many have confronted me and proposed the idea that 


literature is “easy” because all literature students do is simply “read novels”. Not only does this 


unfortunate argument deem itself naïve due to the fact that literature students do more than just 


“read”, it initiates further contemplations of the matter. On the contrary to those arguments, the 


study of literature has only challenged and expanded my perspective of how to study life, 


society, and culture in general. These types of discussions with people outside my major only 
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provoke me to further examine what the literature field has contributed to my knowledge of life 


outside the classroom. 


 One thing I learned from the study of literature is how to go beyond the text and analyze 


the context of a piece. Instead of contemplating how much I simply enjoyed a piece of literature 


based upon the entertainment aspect, literature studies have been able to allow me to study 


concepts that are imbedded within the story of a novel, short story, or poem. As a literature 


student, I have been provoked to go beyond what is in front of me in a book and to ask questions 


such as why a literary piece is so significant; why is it studied?  Such questions only imply the 


need to look beyond the surface of the written word and to delve into many other factors such as 


history, society, and culture in order to attempt to respond to such inquiries. These factors 


challenge and provoke a unique attempt at studying literature and force a student to delve into a 


realm of academia that incorporates much thought, analysis, and critique. This type of study is 


what truly makes this field an art rather than a science. It is a personal attempt at understanding 


and comprehending a piece of text that has withstood generation after generation. The 


possibilities of critiques and perspectives are immense.  


 Such critique and analysis that I have learned to apply within literature can be found 


within many realms of literary pieces. From comedies to tragedies, romance and gothic horror, 


any piece of literature is fair game to analyze and dissect for a deeper and more influential 


understanding.  One example of going beyond the text and into a deeper discussion of a piece 


was when I analyzed a small excerpt from the Spanish epic Don Quixote by Miguel de 


Cervantes. The quote from the novel states: 


 In this interview, she will immediately fix her eyes upon the knight, who 


at that instant shall be gazing at her, and each will appear to the other, something 
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supernatural: without knowing how, or wherefore, they will find themselves 


presently caught and intangled in the inextricable net of love…(Cervantes 187) 


 In this scene, the delusional Don Quixote day dreams about meeting a fair maiden for the 


first time and then believes they will immediately fall in love with one another based upon the 


“supernatural” qualities of love. Although this scene may be short, it is one out of the many 


countless romantic excerpts that have been derived from the novel. This may come off as 


romantic and entertaining to the average reader, but I have learned as a literary student to depict 


these romantic patterns and in turn critique and analyze them based upon my own understanding 


of what I have gathered from lectures about feminism and the qualities of romanticism. I have 


critiqued such a scene from a previous paper by claiming: 


 …as this passage adds to the colorful day dreams of the romantic hero, it 


produces a tension on the portrayal of women. It shows that romantic ideals 


significantly reduce a woman to the simple image of a beautiful, agency lacking 


princess. It shows that romanticism does not allow for females to be strong, open 


minded, or convey of a sense of agency that is found in most male characters of 


the novel…This romantic example conveys a sense that all a beautiful woman 


needs is to look at a successful man and then immediately fall for him. It ignores 


the female’s individualistic desires and contemplations. (Avila Romanticism) 


 Such an analysis has been developed from many lectures and discussions from the 


literary realm depicting romance and females. As I have learned and developed ideas 


contemplating these contexts, I have applied them to instances such as the one found in Don 


Quixote. Although this piece was written in a time where the romantic style was abundant, I am 


still able to respect such an era and go beyond the text to comprehend and analyze the emotions 
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and substances lying beneath the surface of a scene.  Such a critique has made it possible to open 


doors to more analysis and dissection of literary studies in other pieces of literature. 


 Another concept I have learned from my major is the idea of being able to contemplate 


society and culture surrounding a piece of literature and apply it to today’s modern society. Often 


times I have been given a piece that spans over many generations, yet thanks to literary study, I 


am able to depict the concepts that stand out and apply it to today’s world and culture. By doing 


so, I am able to understand the significance of a piece of literature and how or why it is studied 


in the modern day; even if it is very old and contrasting to today’s lifestyle. This is another art 


that the literature field has taught me; that I am able to comprehend beyond the context of the 


story and apply the significance to today’s culture. By performing this analysis, I am able to not 


only analyze literature, but as well as dissect and contemplate today’s culture and society and 


then apply it back onto the text. 


 One example of such a literary tactic was when I analyzed a character named Ahab, a 


captain with much psychological and emotional turmoil from the American classic Moby Dick. 


At first I illustrated a concept derived from another character named Ishmael and then applied it 


to Ahab, which would lead to an overall discussion of society and humanistic qualities in 


general. I stated in my paper: 


 As this is my first time reading Moby Dick, I must admit it is quite 


amusing to see the sexual innuendos scattered throughout the novel. However 


funny and entertaining it may be, I remain certain that there are indeed some deep 


humanistic approaches to the novel’s tale. One example stood out to me as deep 


and thoughtful as it was found in Chapter 58. It is here where Ishmael recounts 


the idea that the ocean hides a lot of mystery beneath the surface, whereas on land 
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everything is clear and visible. Ishmael notes that this is similar to the human 


soul; that as people we have a small piece of land that is visible to our peers, but 


the rest is mysteriously hidden like the depths of the ocean. Our soul’s small 


visible piece of land is peaceful, but our soul’s mysterious ocean is disconcerting 


and unsettling. (Avila The Human Soul) 


 I was then able to apply the concept of the human soul to Ahab by showing his internal 


pains and struggles that corresponded to Ishmael’s contemplations. As Ahab’s character is 


disturbed and strange by only focusing on revenge by killing a whale that bit off his leg, 


Ishmael’s interesting idea goes hand in hand with the struggling, vengeful character. I was able 


to use literary technique to apply Ishmael’s concept of the human soul onto Ahab and even go 


beyond the text itself and apply the same concept to society and culture. I did this by saying in 


my paper: 


 We [the audience] never fully grasp their [Ahab and other vengeful 


characters] whole persona as they only focus on revenge. We only get a glimpse 


of their peaceful past before their current struggle; we lose their humanistic 


qualities due to the violence of vengeance. Their stories, their loves and joys, fall 


and become hidden beneath the surface of the soul’s mysterious ocean. This 


reminds me of the common saying “don’t judge a book by its cover” as we are so 


quick to judge actions that we forget to see beyond the outwardly appearances. 


We forget that there is an ocean within; hiding the mystery of a person’s true 


identity and passions. (Avila The Human Soul) 


Although another small example of the capabilities of literary analysis, it is a fair one as 


it is able to show that such literary tactics are not found within the sole confines of the written 



User

Highlight







Avila 6 
 


word. My major has shown me that literature speaks out beyond the novel, beyond the story, and 


beyond the walls of a classroom. Literature exists and speaks out into society as the text itself is 


a cultural marker and reflection of human society. The literary field has taught me that literature 


is a very humanistic study as it incorporates such factors into the realm. 


One other tactic that literature has taught me is the capability of being able to openly 


communicate my ideas and perspectives of literature and society to others. By participating in 


open discussions, writing many research essays, and giving presentations in front of my peers, 


the literary world has shown that it is a space that is open for communication and discussion of 


one’s perspective of literature and cultures. One example of such a tactic was when I presented 


my research paper to my environment literature class in the spring semester of 2009. By doing 


this, I was able to openly communicate with my peers about the significance of a literary piece to 


modern day society. I developed my own thesis and supported by claim by stating: 


Leslie Marmon Silko, the author of the highly acclaimed novel Ceremony, 


uses Native American storytelling to help depict the life of Tayo, a traumatized 


war veteran fresh out of Vietnam who struggles to connect with his environment 


and goes through a deep and spiritual healing process that allows him to find his 


center in the world once more…Reflecting Silko’s beliefs on the importance of 


storytelling, the act of storytelling plays a big part in connecting readers with the 


environment. It can be found in books as well as in movies, which produce a 


modern way of telling stories and connecting viewers to the environment. Like 


Silko’s belief that storytelling can connect people, books and movies are 


significant ways of storytelling and both can influence people in today’s society to 


find a connection with the environment. (Avila Storytelling) 
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 After countless hours of reading, studying, discussing, and researching, the study of 


literature has shown that it is both challenging and interesting to dissect, analyze, and interpret 


the context of a literary piece. By studying literature, I am now able to analyze beyond the words 


and story plot. I am able to delve further and gather significant factors imbedded within a piece 


and connect it to modern day times and cultures. By doing this, I learn to see and understand 


history and society differently as literature opens up new ideas and perspectives to realize. I am 


able to communicate my ideas and perspectives of literature and society openly to my fellow 


scholars. Literature is truly a distinguished art that allows for individual, unique critiques as well 


as special attention to the world and cultures surrounding us. It opens the door to seeing text in a 


new light as well as perceiving society and culture in new ways that greatly influence and shape 


the human mind.  
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Jake Chastain 


Professor Camfield  


Literature 190 


21 April 2010 


Oh Wait, Before I Go… 


Reflective Essay 


 I am a changed individual. I entered my studies at the University of California in Merced 


in the Fall of 2008. Since then I have felt an extravagant transformation in every aspect of my 


life. Before I began my studies at UC Merced I had studied English at Merced Junior College for 


two and a half years, in which time I felt myself laying a foundation for the future of my 


academic progress. However, my study of Literature at UC Merced has impacted me in so many 


ways that I find it fairly difficult to trace back the baby steps I was taking at the Junior College. 


The five years I have spent in college have been much like the life of a growing child. First, 


crawling was necessary. Then came the baby steps accompanied by a few stumbles and spills. 


And finally, when I transferred to the University, I was able to take long strides as a growing 


student.   I think the best metaphor to relate to my academic growth is the shaping of a piece of 


clay. I know, this is almost too cliché for me to write, but in the case of my progress as a student 


and as a person I feel that it is absolutely fitting, so I’m going to use it to represent my scholarly 


growth and morphology.  


I started out as several scattered pieces of clay, and then slowly rolled these separate 


pieces into one ball through my studies at the junior college. However, it wasn’t until my 
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transition into the University that the details of my persona began to take shape. The clay of my 


being was handled by several remarkable professors, each etching fine, detailed lines into the 


clay of my life. The first classes I attended at the University sent major shock waves through my 


expectation. I felt that I was already extremely knowledgeable in most fields of reading and 


writing, but the conversations throughout the first several weeks of my attendance left me feeling 


as if I had not accomplished anywhere near what I thought I had as a student up to that point. 


Many discussions confused me, the vocabulary was heightened beyond my understanding, and 


the readings were far more complex than I had imagined. Reality struck me like an iron fist to 


the gut. I had much room to grow and little time to do so.  


Luckily, the professors were extremely open and enthusiastic about helping their students 


grow and learn. Each class became a new detailed slice into my continuously transforming piece 


of clay. We studied books I had never imagined myself understanding and wrote on topics I had 


never contemplated before. My vocabulary was steadily growing and my knowledge of the past 


and present was constantly building upon the literature I was studying. Novels such as Nella 


Larson’s Passing, Mark Twain’s The Adventures of Huckleberry Finn, and Sylvia Plath’s The 


Bell Jar, along with plays like Shakespeare’s The Merchant of Venice and Arthur Miller’s The 


Crucible have allowed me to study and understand the past in a much more concrete way. My 


knowledge of American history has increased dramatically through my study of literature. I have 


gained a stronger understanding about topics such as Plath’s focus on the lives of women in a 


male dominated society, the political undertones of Twain’s writings along with his endless 


focus on adventure in American society, Shakespeare’s unmatched poetics in his explication of 


courtly love, and Miller’s metaphoric use of the Harlem witch hunt to portray the Red Scare of 
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the 1950’s. These are just a few examples of how literature has helped me grow as a person and 


gain a better grasp on the history of our country.  


The transformation, however, did not stop there. My focus on Literatures of the English 


speaking world allowed me to take courses that specifically related to things that have affected 


my life. In the Spring of 2009 I studied California Literature under Professor Jan Goggins. This 


course was especially helpful to my academic growth because, as a California native, I was able 


to relate the literature to the life I had been living for 22 years here in the west. Joan Didion’s 


Run River helped me understand how important the rivers and water sources are to California 


and how the water supply is not just a modern concern but a battle that has been going on for 


decades. In today’s day in age the ideas of drought and decreasing water supplies are very 


serious topics, and through literature like Didion’s we are able to see how water has always been 


a prime resource for this great state. Many of the same issues that we see with the water supply 


today are clear themes in Run River, a novel that focuses mainly on the Sacramento River and its 


impact on the lives that it “runs” through. Another example of my growing knowledge can be 


seen through my study of Paul Beatty’s White Boy Shuffle. This contemporary novel allowed 


me to examine the complexity of race in such a diverse place like California. The main character 


unconsciously labeled himself “the cool funny black guy” in the predominantly white 


community (Beatty 27). Beatty’s writing style also helped me grasp an idea about what it takes 


to write a race driven novel, much like the way one acts in certain race driven neighborhoods. 


My growth as a person was escalating from the readings I was constantly engaging in.  


I have also learned how novels such as Twain’s Roughing It are prime examples of how 


the migration to the west affected the entire country and how people adapted to the changing 


land and growing populations. What strikes me as remarkable about Twain’s works is how 
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accurately he is able to depict different types of characters in different settings and situations. 


Mark Twain was able to create characters so real and place them into stories that are ‘stretched’ 


to the extent that you have to ask yourself, “is he for real?”, but because of the realistic elements 


he places into his characters you believe that he is indeed ‘for real’. What I learned most from 


the works of Twain was that we live in a storytelling world full of white lies and misinterpreted 


words, but we need to be able to decipher through the bullshit and take away the useful meanings 


of the stories, although in Twain’s case sometimes the bullshit is the most fun to work with. 


These types of techniques can be seen in lines such as, “At the break of dawn we were always up 


and running foot-races to tone down excess of physical vigor and exuberance of spirits. That is, 


Johnny was-but I held his hat” (Roughing It 85). Twain’s comedic approach is American in 


every sense, and his writings can teach us all we need to know about being American, in a weird 


way.  


Coming back to the idea of my life at the UC relating to the molding of a piece of clay, as 


I come to the end of my senior year I can truly see how much I’ve been shaped and how sharp 


my skills have become. I have come to realize and appreciate not only how much my reading 


skills and critical thinking has improved but also how much my style and writing techniques 


have been transformed. I don’t want to think that I was ever a horrible writer, but I now know 


that I have improved immensely throughout my studies at UC Merced. Writing has, in my eyes, 


always been one of my stronger points. So to realize that this skill has improved in the ways that 


it has makes me sincerely appreciate all the help and guidance I received from my amazing 


professors. One of the things constantly touched on by several professors throughout my studies 


here was my sentence structures and the lack of depth that many of them carried. I have worked 


extremely hard to improve on my sentence structures and I feel that I have made strong progress 
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toward perfecting my writing. I now feel extremely confident in my abilities to write a solid 


formal paper on any topic that is thrown in my direction. Throughout my writing improvements 


in the last few years I have recognized my deeper understanding of what a good paper should 


look like and how it should be structured.  


My researching abilities have skyrocketed along the process as well, allowing me to be 


confident in teaching myself on topics I am unfamiliar with. Throughout my study of Literature I 


have been forced to connect topics of novels with sources outside of the literary world. So for 


one to assume that a literary major is only versed in literature is a painstakingly misguided 


assumption. In my first semester at the University I took a course with Professor Greg Camfield 


entitled Literary Genres, in which we completed several assignments that focused on relating 


literature to the modern elements of the world. For example, when studying Shakespeare’s The 


Merchant of Venice and Aeschylus’ The Oresteia I wrote an essay that connected many of 


elements from the theater to the modern day Television Sales. The world is reflected through the 


works of literature, and studying these great works of art at UC Merced has given me the ability 


to see the world in new and exciting ways.  


Shakespeare’s Sonnets, along with the study of poets such as Robinson Jeffers and Walt 


Whitman, have given me a great deal of appreciation for the art of words. I wrote a paper 


explicating a Sonnet written by Christina Rossetti in November of 2008 and another examining 


William Blake’s The Divine Image. In these essays I touched on many topics such as meaning, 


structure, rhythm, and symbols. Before my studies at UC Merced I would not have known where 


to start the breakdown of a sonnet, let alone even know what a sonnet was. Assignments like 


these have helped me to look deeper into what an artists’ purpose truly is. Looking beyond the 


basic words the author chose to write the poem is critical in understanding political, social, 
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religious, and personal meanings. Understanding when the poem was written, why it was written, 


and why it was written in the form chosen by the poet are all factors that must be considered 


while trying to understand poetry.  


This type of analysis carries over into every aspect of worldly understanding. There are 


always elements that lie beneath the surface of a situation or conflict, and as a literature student I 


have learned how to dig into these buried elements to gain a better understanding of purpose and 


intention. For example, when a presidential speech is given there are often overlying issues and 


factors that have caused the speech to be given in a certain place, at a certain time, and to a 


certain crowd. Analysis of poetry is a useful tool that I have learned to integrate into the world 


that I live in each day. Although Shakespeare is remarkably rewarding to read, learning how to 


understand his words and meaning go just a little beyond pleasure. Literature has given me tools 


that allow me to become an active part of a dynamic society. 


As I come to the end of my days at UC Merced I truly feel that my study of Literature has 


molded me into a complete human being, an active member of a forever changing society, and a 


bright young man with great ambitions heading out into a world that is better understood through 


the works of literary geniuses such as Twain, Blake, Shakespeare, Plath, Faulkner, Steinbeck, 


and many, many others. The knowledge I have acquired through literature will surely carry over 


into whatever field I choose to apply my skills. My progress as a writer along with my analytical 


skills have shaped me into a man that I never thought I could be. Literature, in itself, has given 


me the knowledge I would have gained in several other majors such as history, anthropology, 


biology, and sociology, just to name a few. The literary major has given me the opportunity to 


see the world through the eyes of great authors of the past and present and relate their works to 


the modern world in more ways than imaginable. The world has never seemed brighter to me, 
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and I thank all the literary professors for their helping hands in my molding process. I also have 


to thank UC Merced for offering such a remarkable major. I can honestly say that no other major 


would have helped me grow in the ways in which literature has. I look forward to applying these 


skills into the modern world and will always appreciate what this major has done for my life.  


 


“Great literature is simply language charged with meaning to the utmost possible degree” 


        -Ezra Pound 
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Peter Swaney 
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An Exercise in Moral Uncertainty:  
Or, The Value Of An Education in Literature 


 
 I'm not sure what I've learned as a literature major. 


 In short: I decided to study literature because reading stories seemed easy, enjoyable, and 


(apparently) worthwhile enough. In practice, I didn't especially value trying to find concrete 


meanings for texts. I can't think of any reasons for pursuing this major, besides some practical 


ones: Firstly, a college degree. Secondly, cultural education. Third, practicing a certain skill: 


observing, and making observations about, situations people find themselves in (usually in 


novels); in practicing this skill, theoretically making it stronger, to be used in a "more important" 


part of life. (Woe betide they who study poetry: they must say that they practiced gleaning value 


from situations [poems] whose construction is often less than straightforward [not prose].) It 


would be nice if I could say that these practical values didn't really matter to me, and ultimately I 


studied Literature because I enjoyed (dare I say, loved) it; maybe I did. 


 What is a Major in Literature? As I see it, there are are two parts to this definition. As 


with laws, the "letter" and the "spirit" of a Major in Literature are two distinct things. According 


to "the letter", someone is/has a Literature Major if they are either enrolled in the appropriate 


School of study (as a student), or if they own an officially-certified Diploma. The "spirit" of 


being a Literature Major does not mean something supernatural. Perhaps it makes more sense to 


refer to this as the "intent" of being a Literature Major. Compared to the above, this term is more 


difficult to define: indeed, one of the functions of a diploma is that a diploma is a simple, 


condensed, and tangible representation of this other, less-easy to define thing. 


 Say a person were to purchase a Literature diploma, and bureaucratically registered 
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themselves as having a Literature major: many would say that by "the letter", or officially, they 


had a Literature major - but they weren't a Lit major "in spirit." On the other hand, say someone 


sat in on all the requisite courses, did all the requisite work, and got all 'A' grades - but they 


never officially enrolled in any course. Some might say this person was in the opposite 


circumstance - a Literature major "in spirit", "everything but officially". 


 The "official" impact of my Literature Major is easy enough to describe. I will have a 


college diploma, whose authenticity is backed by the solemn institution of the Universities of 


California (or Regents thereof). I spent four years in Merced, going through the requisite motions 


in order to obtain this UC-backed document. With a moral certainty, I will be able to state this 


diploma on my resume. I've been told that seeing a college diploma on my resume will make 


employers more likely to hire me, and more eager to pay me elevated amounts, than they would 


have otherwise. 


 And yet, there's more. The other impact of being a Literature Major; what my diploma 


"represents"; "the spirit" and not "the letter": what are these, exactly? 


 To approach an answer to this question, I will, apologetically, complicate my example of 


a Lit major "in spirit". I still say that the hypothetical "purchaser"  of a diploma - who in other 


words, achieves it by no other means than a one-time, monetary transaction - only has that 


diploma "by the letter". But someone who gets a diploma by more traditional means - taking and 


passing the required courses - could still be condemned as not having a diploma "in spirit". The 


deciding factor - by no means the only one, but this is what I perceive to be the opinion of most 


people - would be if that person took & passed their classes "mechanically", or "humanely". The 


former generally does not reflect upon their assignments: the latter generally does. One may be 


reminded of the saying, "reading without reflection is like eating without digestion". 







 Nonetheless, there is a value in going through one's courses mechanically (which a 


person who does their work does, whether they reflect upon it or not). Namely, the acquisition of 


rote training: the ability to dedicatedly get through mechanical & repetitive work one may find 


before them. In other words, by reading a lot, a person develops the endurance to read a lot in the 


future. Possibly, this endurance somewhat carries over to other tasks. By being able to read very 


much, a person may perceive themselves as possessing the more-generalized ability "to get 


through tasks which take a long time".  This perception may give them the endurance to do 


other tasks which appear to require the ability "to get through time-intensive tasks", whether the 


task be found in their personal of professional life (for example, playing with the cat of one's 


boss until the cat, not themselves, is tired). 


 Personally though, this has only happened to me to a slight degree. Yes, as a literature 


major I have read longer chunks of text than I have ever previously. However, this fact does not 


have much of a psychological impact on me. Someone else could be greatly impressed by 


realizing they can read - if not do - this much. The way they honestly see themselves could 


change; they may begin to realize that they have the sincere capacity to do large amounts of 


work; and so on.  


 Thus far, I have repeatedly been describing the benefits one technically acquires from 


gaining a Literature major. In fact, the benefits described (rote skills, the prestige of a college 


degree) could be said to come from any college degree. Interwoven throughout my description of 


these two benefits, I have repeatedly reminded that there are other, more-intangible benefits 


gained from a Literature major (and perhaps, from any college degree). I will now attempt to 


describe these other benefits. I will stress the benefits I personally have gained, rather than the 


gains which I theorize a Literature major might gain.  







 I seem to have improved in my essay-writing skills. My evidence is that when I look over 


my old essays now, I find myself noticing ways I could improve it. Perhaps I improved, and 


perhaps because of my work towards a Literature major. However, that may not be the case. The 


reason being, I generally do not revise my essays after completing them: I "revise as I go", and 


generally only apply tweaking to the final product. "Now" is, in effect, the first time I have 


looked over my finished essay; perhaps I would have seen the same revisions had I proofread 


long ago, so therefore perhaps I have not improved in my writing. 


 The figurative list of "books I have read" has increased. With this, I belong slightly more 


to a literary community, wherever one may form. For example, one belongs more to an 


unofficial, worldwide "society of programmers," the more they practice, know, and are generally 


acquainted with programming languages. Likewise, I belong more to whatever unofficial, 


worldwide societies may spontaneously form in social circumstances, whose requisite to 


belonging is having read the kind of books I've read. 


 In disciplines which seek to instill a certain body of knowledge into its students, "what 


was learned" is very obvious: in theory, a student who passes Human Biology has acquired a 


large amount of data (in this case, about how the human body seems to work). To an extent, I 


also acquired some data as a Literature student: I certainly learned the plots of all the things I 


read, and at times I was taught (or further read about) the historical backgrounds to these texts. In 


addition to this, I heard people talking about what they got out of the same books that I had read. 


I can even remember what other people said sometimes, and I apparently had an emotional 


response to what they mentioned. These are all experiences which happened to people (either of 


this world or that of books); whenever I may talk to someone, I may remember one of these 


experiences, and tell them about it - to whatever effect. 







 You could say that as a Literature student, one does more of the kind of thinking that 


can't quite yet be reproduced by a machine. (In comparison, one might generalize that much of 


the work done in the sciences could be done by a machine, or could conceivably be done by 


one.) Now I like this statement conceptually, when the subject is some hypothetical student. 


However, it just doesn't ring true for myself, and my own circumstance. Or perhaps, maybe I just 


have issue with a conclusion someone might draw: "I liked the way I thought in my literature 


classes, and I can now think in that way better than before." Maybe I've just not been keeping 


track, but I can't think of a way that I've really 'improved', as a result of being in a Literature 


course, which makes sense to me. 


 Perhaps it makes sense to say that because I was a Literature major, I became more able 


to perceive things accurately - and more able to perceive a greater number of accurate qualities 


of things (rather than a perspective which is certainly accurate, but is more limited in its scope, 


and therefore might make inaccurate speculations). Again, I'm not sure if this is true for me. 


Making insightful observations is largely "what I do"; I would probably be doing it whatever my 


major was. I guess the activity of making insightful observations (rather than memorization) is 


more encouraged in Literature courses, so I suppose I had more opportunities to exercise this 


activity than I (perhaps) would have in other majors; perhaps exercising this faculty made it 


work better somehow. 


 However, it seems that investigative observations are encouraged in all disciplines. In 


other disciplines, it seems like that inquisitiveness serves the purpose of better-understanding 


(and therefore, mastering) the material being studied. Personally though, it feels like in any 


discipline where I made astute observations, I would ultimately be asking the question (probably 


of myself), 'What is it all for? The ultimate end you seem to be after in this discipline - I'm not 







sure I want that.' For the mind that asks this question, what better major than Literature? The 


Major of Literature is (apparently) constantly, implicitly being challenged as being useless. A 


useless (or perhaps better put, enigmatically useful) major can stand best under the scrutiny of 


"what is it all for?", because it (or should I say, a given spokesperson) (generally) doesn't 


propose a clear-cut answer. 


 Although - come to think of it, an honest-enough person - in any discipline - could give 


their discipline the same enigmatic value as Literature. They need only say: 'Yes, this field has 


some practical applications, and may give you a certain kind of life in the future. But, I can't tell 


you why those things are useful - if usefulness is what you're after. Behold this discipline: what it 


studies, what it does, and where it may take you. It's here if you want to follow it, for however 


long that may be.' Under this perspective, no field is more or less useful than another. Every field 


has certain uses; it is the occasion of a person which gives them value.' (They would then be 


impressed by their poetic-ness and be overjoyed for a minute - but I digress.) If this logic can be 


applied to any major, then perhaps Literature is not the refuge for they who don't see 


value-enough in certain fields of study. 


 Then again, maybe it is. Maybe the kind of people who are preoccupied with the ultimate 


value of their field, find one of the offerings of a Literature major particularly appealing. In my 


case, I think I was drawn to Literature because it suggested a kind of thinking I didn't really find 


in the other disciplines. The other disciplines seemed, in short, too focused on achieving a 


methodical and scientific understanding of things. I prefer a kind of thinking which keeps my 


options open. I think studying Literature provided that. Longer, better-sounding, and perhaps less 


accurately: Studying Literature let me practice a kind of thinking which is less about trying to pin 


down the way things are, and more about exploring possibilities: possible ways of thinking; 







possible conclusions you can draw. Possible ways of dealing with the thing that's before you. 


Working with the text (or anything else, for that matter). Not saying that so-and-so has one true 


meaning - And when that meaning doesn't hold up, figuring that you just didn't get the right 


one-true-meaning, instead of figuring that perhaps - really, perhaps - the system of 


getting-one-true-meaning doesn't work right now. 


 I've reflected broadly on my career as a Literature student, less-so on my undergraduate 


education. I think I've yet to finalize my thoughts on the matter; I'll probably think about it in the 


future. I realize that I may have to explain the value of my major to someone in the future - most 


importantly when applying for a job. It would be nice to have an explanation which convinced 


my prospective employer that I was a person who by divine providence would be a good-enough 


fit for the job I was applying for. It seems this explanation would have to positively affirm the 


value of my education. At the same time, I would like to give an honest answer. An answer that 


does both: have I gotten closer to finding one? 







Charlie Wormhoudt 


Camfield 


Lit 190 


4/21/10 


Reflective Essay: On approaching the Completion of a Degree in Literature 


 


What good is an education in literature? In the most reductive approach, an 


education in literature benefits the “successful student” (i.e. me, if I can only finish 


my thesis) in two primary ways: by teaching them critical thinking skills and writing 


skills. This means that we should be able to sufficiently analyze literary artifacts and 


then communicate that analysis to others, which skill should ideally be transferable 


to other cultural arenas outside of literature. The emphasis is on skills acquired, not 


on information assimilated. The Literature and Culture learning outcomes don’t say 


anything about memorizing the works of Nathaniel Hawthorne. And yet, all anyone 


wants to know when they learn you are a literature major is who your favorite 


author is (and of course what you will do with your degree). Well I don’t have a 


favorite author. I usually answer Hemmingway, which doesn’t score me any points 


with the hipster set for obscurity or degree of author’s marginalization. But I 


digress. As I have said, this is a reductive analysis of an education in literature. 


Besides, I have written about the utility of studying literature in a general way 


already (see attached essay) and I will try not to repeat myself. In that essay I 
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outline that utility in general and quantifiable terms and I will try to focus on the 


qualitative aspects here as well as provide some of my personal experience and 


work as proof of having benefited by an education in literature. As I hope to 


demonstrate, the benefits of such an education are not entirely reducible, which is 


why studying literature is hard to talk about in utilitarian terms and thus why it is 


frustrating to answer questions regarding how I intend to use my degree. After all, it 


is not, in my opinion, as important how I use my degree, as it is how I use my 


education.  


First, in addressing the benefits of my education I should address my 


“success” as a student. To show that I have developed the skills described in the 


outcomes for the major I’ve attached “Criticism of In B Flat,” a paper I wrote for the 


literary criticism course offered last semester. It is about postmodernism and the 


Internet. I’ve chosen this piece because I believe it most adequately shows a 


fulfillment of several of the learning outcomes. In it I apply some of the techniques of 


literary analysis to a non-literary artifact and defend that artifact against some of 


the more cynical postmodernist critics, particularly Baudrillard. In addressing those 


critics I display an ability to interpret the texts that they have written, “with due 


sensitivity” to both the cues therein and the cues present in the postmodern society 


that they critique. I also touch on the aesthetic qualities of the artifact and examine 


the ethical dimensions of cultural production in the Internet age. This piece of 


writing and others, I believe exhibit my ability to articulate myself in writing, 


“cogently and with sensitivity to context.”  







I do not wish to dwell on these points, as the paper should speak for itself. 


However, I should mention speech as well. In regards to articulating my 


“interpretations and evaluations” in speech, aside from having demonstrated this 


ability in numerous class presentations, I co-presented my analysis of an 


experimental class curriculum in studying the life and literature of Mark Twain 


alongside Dr. Gregg Camfield at the American Literature Association conference in 


Boston. The invitation to attend the conference and my performance there, which 


both Professors Camfield and Goggans can vouch for, should prove my merit in this 


aspect of my academic accomplishment.  


I would also be remiss if I didn’t mention the benefit that studying literature 


has had on my creative writing. I have attached a poem of mine, the abridged title of 


which is The Rites of Spring, which I hope exemplifies some proficiency and 


creativity in the practice of that form. (A comparison of old and new work might be 


more illustrative of an improvement but would require more space than I care to 


invest) In addition to being able to make cool allusions, like the one in the title to 


Igor Stravinsky’s musical composition, which I learned about in the class Literary 


Genres, and the one to William Butler Yeats’ theory of historical motion, I have 


improved in my execution of poetry. The same is true for fiction, non-fiction and of 


course essay writing, which is creative at its best. My letter writing, however, could 


stand some improvement. But as I mentioned in the essay on the utility of studying 


literature, citing the experience of Benjamin Franklin, there is nothing like reading 


good writing to improve your own.  







Speaking of Benjamin Franklin, there’s a benefit to one’s sense of history to 


be had from an education in literature as well. Not to mention one’s sense of 


psychology, philosophy and the sciences. Better, perhaps, to say that one partakes in 


studying all of the humanities when one studies any of the humanities. Nevertheless 


no subject is as gregarious as literature, and its reach extends beyond the liberal 


arts. I have studied environmental literature, which incorporates biology and 


theories of ecology. I have read a Thomas Pynchon short story about entropy. I have 


read the autobiography of the slave cum free man Frederic Douglass and the letters 


of Dr. Martin Luther King. I learned more about the state of California, where I have 


lived all my life, in a literature class than I had ever previously learned. In a class 


about Greek and Roman mythology I learned a great deal about humanity and art. 


And that’s what is really important to keep in mind when considering the 


value of my education. What is it really all about? It’s about studying art; a certain 


kind of art in particular, but as I have demonstrated the same techniques of study 


and analysis learned in studying literature can be used elsewhere. Art is what 


humans do. That’s all there really is, whether it’s baking bread or making a wind-


mill out of a bicycle (some art is functional). If all of the world’s problems were 


solved tomorrow, or if a global catastrophe were to destroy civilization as we know 


it, we would still be making art the next day, and the day after that. So in studying 


literature, I’m studying and interpreting the value of what humans produce, and in 


turn what I produce and the myriad connections in between.  







All of this adds up to making me a more well rounded person. Having studied 


literature will indubitably inform my choice of a career and it has already shaped my 


future prospects but that is a bi-product, or perhaps a co-product. The way I see it, I 


could be an auto mechanic and still benefit from my education. In fact, I think auto 


mechanics should benefit from my education. I think it makes better people. Am I 


being egalitarian or presumptive? Anyhow, an analogy: The philosopher Allan Watts 


said that the way yoga is sold in America is that it is supposed to be good for you. 


But, he contended, it is the one thing that is absolutely not supposed to be good for 


you, that is its own end. I’d like to think of a liberal arts education in similar terms. It 


is its own end. But of course, in both cases that’s rubbish. Yoga is good for you and 


so is higher education. But if you do one to become more flexible and the other to 


get a higher paying job then you’re missing part of the point. Life should be rich, and 


studying literature has enriched my life. I’ll show you what I mean. 


For a long time I couldn’t imagine why I would go to college at all, let alone 


what major I might choose if I did go. The reasons for this ambivalence might form 


another essay entirely, so suffice it to say for now that I was unaware of any 


adequate incentives. Ironically, it would take going to college despite my reticence 


to find out why I might actually benefit from the experience. The knowledge gained 


would be a posteriori, as most knowledge may turn out to be, contrary to my naïve 


conception of the world. Thus, if life is what I make of it then I must seek out the raw 


materials for myself; they will not come to me. A friend of mine once said that in life, 


bad things happen to you no matter what but that you have to work to make the 


good ones come, by and large. Studying literature has been for me a way to figure 







out what the good things are and to see how I might come by them. That is, the 


greatest thing I’ve learned in college is how to learn. I may retain some particulars 


but no erudition is justifiable in and of itself; no raw material is worth more than the 


will and wisdom to shape it.  


   


 







 


 


Marcus Slater 
5/14/2010 
Reflective Piece 
Lit 190 
 


You would never think it, but at first I was a biology major. In highschool I had 
developed some sort of fascination with pharmaceuticals and had convinced myself that biology 
was the correct path for my life plan. In fact, that pushed me to apply to UC Merced in 2005. 
Unlike so many others, I actively chose to come here. That initial venture ended no less than 
glorious failure and a shattered vision of the future. So when asked, what my major means to me, 
I must honestly admit that it was a back-up, but not a mistake. 


Frankly I still love science. My favorite magazine is Discover, and my favorite novels are 
largely set in the far, far future. What I had forgotten, or perhaps, what I had not really 
considered was my history with literature. I was always a heavy reader regardless of how good 
of a student I was. So after I flunked out of the UC, I decided to rely on something I already 
knew I was good at. Rather, I would rely on something that I already thought I was good at. 
 Being a readmitted student means my education in literature is divided. To give a proper 
understanding of how my major has affected my life at the UC requires that I at least give some 
background information. Specifically, the time I spent at Pasadena City College was seriously 
instrumental in how I perceived my own ability, and how I transitioned to the University. 
 Prior to getting kicked out of the UC, I wrote and read purely for fun. English classes 
were always a breeze because most things we read were interesting enough, and writing about 
them came easily to me. As a result I always had confidence in my writing, even going into 
college. What PCC did introduce me to was this idea of discussion. Unlike the UC, and even 
further away from high school, my classes varied largely in composition. Also we spent a lot of 
time discussing what we have read, this was especially true of the English classes that focused on 
literature. The first challenge though was in a half-semester intensive course. The class periods 
were long and our instructor was strict. This was the first class that I had that actually challenged 
me as a writer. We had to write essays, in class with references to the novels we were reading on 
in class on a twice weekly basis. It was actually difficult, not just keeping up with the work load, 
but that course was the first time I had ever received less than a B on something that I had 
written. Since then, I’ve received poor marks on essays, but those papers I pay little effort. In her 
class, I faced real criticism. 
 After that my writing got better, and soon my grades went up as well. Largely I imagine 
this being a function of me doing something that I didn't hate, but i'll give credit to the great 
professors I had at the community college as well. Eventually though, I had to return to Merced.  
 My education here, since i've been back has been nothing short of phenomenal. My first 
literature class coming back was with Linda Torres who was, an extraordinarily interesting 
person. The one class though that I really enjoyed thuroughly was Lit theory with Manuel. Never 
before in a class had I been so involved. I suppose I just found it really interesting. More than 
that, I felt it was useful. Understanding how people understand writing will inevitably make you 
a better writer I felt, and I still feel that holds true today. 
 It's difficult for me to come up with a thing that I really wish was different about my time 
in undergrad in this program mostly because all my frustrations and bad spirit are directed to the 
administrative side, my professors have been fantastic. Frankly that is the most important part of 
school, and the professors have been the most important part of my education bar none. Getting 



User

Highlight







 


 


the chance to read so many different books (some I didn't think i'd care for and liked, other I 
thought I'd like and found awful), and have discussions with people willing to think is nice. If 
there's anything that I might wish that I'd been prepared for that I don't think I am: its 
readjustment training. 







Everett Wong 
May 14, 2010 
Senior Thesis 
Camfield 


Literary  
 
 
 
 My experience with and within the literary field is complicated at best.  I arrived at UC Merced 


with the notion that college was merely a tool, a way of ensuring that I would be financially secure.  


My freshman year was tortured, as I found myself truly struggling with the idea that higher education 


was not something that was to be enjoyed, but endured.  I took my first literature class as an elective in 


my second semester, an introduction to American literature.  As we learned about the jeremiad, the 


captivity narrative, and the volatile relationship between the European settlers and the native filled 


America, I felt an anger.  It was nothing short of life altering.  My highly romanticized notions of what 


it means to be an American were completely shattered as I learned about some of the darker times in 


America's history.  I'm from Monterey, a highly conservative, community oriented city where slavery 


had maybe two paragraphs of coverage in “social studies”.  The disparities were entirely jarring. 


 At the same time a morbid fascination settled into my new found critical eye.  I was completely 


intrigued with the ways in which superiority was established against the native inhabitants.  I learned 


that power was indoctrinated at the time, that the written words of newspapers, laws, and propaganda 


were the foundation of making the general population of European settlers truly believe that the dark 


skinned was congruent with evil savagery.  Native tribes were simply unable to spread the word and the 


European communities were simply linguistically inclined in double speak and propaganda.  As a 


biology major who had, for the past fifteen years of his life, the idea that simple words on paper could 


control the entire fate of a people was utterly baffling. 


 For the next year or so, I inched slowly out of  the school of natural sciences, at one point 


switching majors back and forth.  One literature course was not enough and I found myself always 


making room in my schedule for at least one, sometimes two literature courses.  I hadn't admitted to 
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myself quite yet that I had, in a sense, rejected the foundation of my education.   


 By the time I took creative writing in my junior year, I had already switched my major from 


human biology to psychology.  As this was still science oriented, I was comfortable with it.  Results 


were generally predictable and the scientific method still applied.  I enjoyed learning about the mind 


but there was still something about the experiment process that seemed so impersonal.  Experimenters 


were expected to remove themselves from biases and now I view that as something completely 


inhibitory to myself and the way I think.  Over the course of creative writing, I learned the importance 


of really being honest with yourself and your work.  Most learned people (or people in general really) 


can smell contrivance a mile away.  This is when I learned to stop imitating academic rhetoric and just 


start writing what I actually thought. 


 At the conclusion of my junior year, I had accepted that I was most comfortable in the 


humanities.  Coincidentally, the 2008 elections pervaded most of my life at this time.  As an active 


member and officer of the Lambda Alliance on campus (the LGBT club) I was busy with campaigning 


and picketing.  My experience with the written word allowed me to really analyze the propositions 


legal jargon and the opposing campaign's propaganda.  I was also, at this time taking Jan Goggans' 


protest literature course.  The eerily close parallels I was able able to draw from the process of protest 


and my every day life gave me great insight into the functions of literature and history as a field of 


study.  Activism and literature have been connected for me ever since.  Most notable of this class was 


my admitted obssession with The Jungle and how it eloquently, yet powerfully addressed social and 


ethnic issues in the early to mid 1900's.  Protest and social activism became the focal point of my life 


and I attribute that solely to the effect of that book on my tender young mind. 


 It was my first week of my senior fall semester when my academic adviser called me into her 


office for a routine evaluation on where I am in my four (or five) year plan.  She explained to me that I 


had as much psychology as I had literature credits and that if I was to receive any kind of degree within 


the time I had allotted myself, I would have to choose.  I took a day to mull it over and realized that 







there has to be reason why, through my constant switching of majors, that I've always made it a point to 


take literature.  For once, logic supported my decision and when I returned to my adviser the next day, 


there was no question about it.  I chose literature with almost no hesitation.  


 It was at this point that my adviser told me that I was to take Literary Theory with Manuel 


Martinez-Rodriguez and that it would be a make or break class for me in terms of succeeding as a 


literature major.  Slightly intimidated, I went through that class with a genuine interest in structuralism, 


postmodernism, and post-structuralism.  Queer theory was touched on, but only briefly towards the end 


of the semester.  While I only grasped each theory on a basic level at best, I was able to excel in my 


application of them to works of literature and film that I had encountered before.   


 My writing minor was also a contributing factor in my guilty attraction to literature.  Minor, 


however is the wrong word for my actual interest in it.  Biology has very little room for exploration 


often minimizing emotional content by means of preserving objectivity.  But the way I write has no 


place in this field and it was absolutely stifling.  As an openly gay man, it is difficult to look back at my 


early college career and see myself still in the closet.  My written work was the first means in which I 


expressed my deeper, innermost feelings regarding my sexuality.  My first confessions came in the 


form of a Writing 10 prompt that had us write our own autobiographies.  This would become the first 


among many essays in which I explored what it means to be gay.  This would become the first time I 


was truly open and honest with myself and with other people.  The reading and comprehension of 


literature has taught me more about history, society, and life than any other field I have encountered 


has.  These, I feel are the most conducive to being an effective writer. 


 Up until this moment, defining exactly what my literature major means to me is more than 


difficult.  It's almost impossible.  But I suppose I can attribute this to the fact that I have only skimmed 


the surface, that I have only begun my literary journey.  My experience as an actual literature major has 


so far, only been a year on paper, but the intention has always been with me on some level. In my 


Writing 100 course, we were given four or five consecutively open ended essays, the best of which was 







a prompt that said “Do something important.  Write about the before, the something, and the 


aftermath”.  This course was also the first course where we were required to read our essays aloud.  


The subject of my piece was simple.  By this point I had accepted my queer identity.  My important 


“something” was living my life, day to day, not caring that what I was wearing or the way I expressed 


myself might be perceived as effeminate or overly flamboyant.  I attributed the importance of such a 


mindset to the ways in which I am helping and representing all of those people that cannot, the unlucky 


majority whose circumstances completely prevent freedom of expression.   


 I suppose it could be said that I did not have to deal with some of the criticisms of being a 


futureless literature major as extensively as some of my classmates have.  But literature's effect on me 


transformed my views on education and learning on a much deeper level.  I realized that I'm not going 


to college to gain status or recognition or job opportunities.  I'm not going to college for my parents or 


their bragging rights.  I'm going to college to better understand myself and to understand the world in a 


way that acknowledges subjectivity and the value of such.  More importantly, I'm here to realize why I 


am pursuing education in general and to appreciate its mind-opening properties.  I can't contribute to 


anything until I can understand where I come from and what has come before me.  There is no power to 


a word that has had no meaning, no history, no blood or tears on its letters.  If my major has taught me 


anything over the course of my fickle time in Merced, it is to never deal in absolutes, that only bad 


things can come in seeing the world in extremes.  But, if you do decide to deal in absolutes, make sure 


you, at the very least, have a couple of quotes to back it up. 


 
 







Valerie Cruz 


Lit 190 


April 21, 2009. 


Reflective Essay 


 Throughout the past four years, I have been in various literature courses here at UC 


Merced, and one of the most important things I have learned during my studies is how literature 


can have an impact on the society it was written in, as well as society now. In my English 


courses throughout high school I learned how literature changed throughout the years, and why 


authors wrote the stories that they did, but it was not very clear why these texts were so 


important to read no, other than keeping track of history. 


 One of the books that I remember the most from my freshman year here at UC Merced is 


The Bell Jar, by Silvia Plath from the literature 31 class taught by Jan Goggans. It reflected how 


women at the time were trapped by the social roles they were forced to adhere to. I could also see 


how this book could have an impact to women now as well. It was in these courses were I 


learned one of the reasons why it was so important to study literature. It reflects on the various 


problems within society at the time, and they can also show problems that occur or reappear in 


society later. The Bell Jar shows a woman trapped within a social role, and it could encourage 


various types of responses from people now who are dealing with, or know someone who is 


dealing with the same issues.  


I also remember studying Octavia Butler’s Parable of the Sower. This was taught in my 


Core 1 class, and it was taught again in my Literature of the Environment class, which was also 


taught by Jan Goggans. In those classes I learned how Butler was able to use science fiction to 


convey what could happen to the world and environment. I also enjoyed these classes because 
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these were one of the only ones that used any books within the science fiction genre. Before I 


was debating on whether I should continue onto graduate school, or try to find a job; but after I 


began seeing how I could further study science fiction and fantasy in graduate school I began to 


want to go to a masters or PhD program after graduation. After I graduate I would like to become 


a professor teaching and conducting research on science fiction and fantasy, as well as write my 


own fantasy novels. When I first came into UC Merced I knew I liked reading, but it took me 


several literature courses that had science fiction texts in the curriculum to figure out that I 


wanted to read, study, and write about science fiction and fantasy as my profession.  


 One thing that I would like to see improved within the Literature department is to see 


different genres of books to be taught within the literature courses. There are many genres of 


books taught, but one that I noticed is not touched on very well is fantasy and science fiction. I 


am hoping to be able to focus on fantasy literature in graduate school, and I am finding it very 


difficult to analyze these types of text now because I have no experience in them from my 


literature courses. I can compare some of what I learned from the science fiction books, however, 


a lot of the subject that I am using from the fantasy books are completely different from the 


books that I have analyzed in my other classes.  


 One thing that may help the literature department prepare students to do their own studies 


or research is to ask what types of literary genres they are interested in researching and including 


a book from some of the genres into  some of the courses. This would enable to some students to 


gain some experience in analyzing texts within the genre that they would like to research later. It 


would also help if those were books that are not constantly used within classrooms, or in the 


cannon. This would enable students to learn how to analyze books and do research on books that 


may not have many articles written about them.  







Two classes that helped me prepare for the Senior Thesis class is literature 100 and 


writing 117. Literature 100 was analyzing various literary theories, and we then conducted 


research on texts and the literary theories that they proved or disproved. In writing 117, research 


for the School of Social Science Humanities and Arts, I learned how to conduct research for 


Literature. These classes helped me start to understand how to conduct literary research; 


however, it was very difficult to conduct the writing 117 research because of the various types of 


research that were being conducted by the students of the class. I believe it would help if 


literature professors were more involved with the writing 117 course. I was able to get help from 


my writing professor in this course; however, it was difficult for me to conduct my research 


because I was one of the only literature majors taking the course. I think that it would have been 


good to have literature student’s referred to literature professors to help them fully analyze the 


texts they chose for their research.  


I am currently using recently published fantasy literature that does not have any research 


published on it yet. There are also very few examples for me to look to in order to find examples 


to analyze the texts that I am using. This makes conducting my own research very difficult. It 


would still be difficult for me to conduct if I had received a little more training in analyzing texts 


within the fantasy field, but it may have made it a little easier.  


During my first year here at UC Merced, what I remember disliking the most from my 


courses was how we were taught “the cannon.” I hated the canon because most of the books it 


excluded were books that I enjoyed reading and wanted to research. There were no fantasy books 


within the canon and only a few science fiction novels. This was why I had “Undeclared” as my 


major, I enjoy reading; however, the books that I enjoyed the most were not usually taught in the 


literature classes I was taking. It wasn’t until I took my Chicano literature class were I learned 







that there could be multiple cannons, and what is put into the cannon varies based on the person 


constructing it.  


Within my Chicano Literature course I learned of many Chicano writers who were 


rediscovered after they had been lost for many years. It is here that I learned how the canon can 


be changed as texts are made or rediscovered, and even if they are not a part of the academic 


canon, they could still be a part of the canon within their own genre of literature. This is what 


helped me decide to choose fantasy literature as the focus I would like to study in graduate 


school.  


Another thing I would like to see for future or potential literature students would be a 


workshop where students can learn the various jobs or programs they can get into after they 


graduate with a literature degree. One of the reasons I was hesitant in choosing literature as my 


major was because I wasn’t entirely sure what I would be able to do with this degree. I just knew 


that I liked to read and analyze certain types of books, not what I would be able to do job wise 


once I received a degree for literature. I think this would make it a little easier for students who 


are debating between majors to choose easier. This may not be something that would work for 


the Literature Department to change in its curriculum, but it could help some chose their major 


quicker, in order to take the classes they need to graduate on time. I am also hoping that there 


will be more classes that variety on subject matter in the future, but I understand that that is 


based on how the school will grow in the future.  


Overall, I think the Literature Department here at UC Merced is structured very well, and 


I have really enjoyed my time studying here. There are only a few things I that need to be 


improved; like studying more genres within courses or having students do more research papers 


that are longer in order to prepare for their senior theses, but it is a very good program. I think 







some of the other improvements, like getting more literature courses, will only be resolved as the 


school gets larger and is able to get more professors and classrooms to have these courses.  







Martinez  


Alfredo Martinez 


Prof. Gregg Camfield 
Literature 190 
April 21, 2010 
 


One Million and Counting 


 
 I remember a few years back when I first started school I really wanted to be a Civil Engineer, 


work with public structures and what not, however during my junior year of high school my 


concentration shifted from doing well in math to doing great in writing. I made part of an academy, it is 


a smaller group of students with in a high school that have specific teachers through out three of their 


four year run in what ever school they may be in. The main reason our school had these academies was 


to help students make it past a high school diploma, there was a statistic for male Hispanics in my 


school one out of every five of us will end up in jail. So I entered my academy during my sophomore 


year and slowly but surly I began to work more on my writing than on my math. It was not really my 


choice our teachers wanted our personal statement to be as close to perfect as possible. By the time our 


college application were due my junior year I was not able to do much but write, skipping my senior 


year to make this long paper shorter. Some how I was convinced to come here to Merced and study, at 


first I tried my luck with the basics for any engineer: CSE, pre calculus but at the same time I was 


taking writing and my first literature class. I passed CSE with a D because I had friends that could talk 


to computers better than with humans, pre calc was the same deal except I pulled this off by studying 


more than I would normally do. As you can assume writing was a breeze and literature was pretty 


interesting, I heard stories I could never had imagined because I never took Spanish literature in high 


school.  


 As school continued I showed more interest in writing and after the second semester I tried 
talking to my adviser about a writing major. Sadly he informed me that there was not going to be a 
writing major until more students showed interest in such a field. My second year came by and I hoped 
by this time more people had at least talked about making a writing major a possibility but still nothing 
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happened. I believe by this time I had taken two literature classes, one was the Spanish lit and the 
second was the Hispanic lit. I had lost complete interest in engineering by this time, I found it much too 
hard and I was apparently far to behind in math to start understanding it or to even begin a proper 
engineer school career. I picked up more literature classes because I thought I could write more but I 
neglected that it was literature, I mean I neglected the whole reading part of literature. I know that 
writing also involved a lot of reading but I was more interested in the technical part of writing. Now 
I've never been a big reader even with school work in high school, so when I started to really get into 
the reading I never did much of it. When ever I had to write any research paper for any of my literature 
classes I had to pick something about a specific of a genre or an author to write about, never about the 
piece of writing because it would involve reading it first.  
 Now to begin to address the prompt of this assignment I thought it was best to describe where I 
was coming from when I first considered becoming a literature major. Since I feel that I have covered 
the basics lets look at what I think my major means to me. Literature truly means much to me even 
though I don't show it academically. I could have done my general education here and then transferred 
out however I have stuck with it and I have never looked back. I'm not sure what it was that kept my 
interest, I know it was not all the reading because it has been more than I have ever wanted to read nor 
all the writing I had to do because combined with my writing minor I've considered just dropping out 
and not worrying about school. The one thing that I can say that held a big part in me sticking to this 
was the fact that I could read some of these great pieces of arts to my children/grandchildren. Don 
Quijote is a perfect example of what I mean also including Lazarillo De Tormes, or more like the genre 
of “La novela picaresca.” Stories like these where perfect for their time and like Don Quijote continue 
to be a influence in many aspects of life and considering that its right behind the bible in the book most 
printed out there. 
 Now for the million dollar question of what am I going to do with my literature major? 
Truthfully I have no idea, like I said before I came here to study one things but choose another and was 
shot down. I had to pick something I would be capable of doing with out having to work too hard, but I 
was completely wrong. However I can't say that it has not open any doors for me, I can get my teaching 
credentials at a different university and become a substitute teacher in my old school district or possibly 
go to different state where teachers are in need because of now I really don't have plans to attend 
graduate school. I can't say I will never attend graduate school but when I do its not going to be for 
literature, I want to return and either do botany or psychology, I know they are different but botany was 
an interest I had during high school and psychology I picked up during college. But I digress, I 
continue to not have an idea about what I plan to do with my degree. However I must say that one of 
the biggest reasons I did come to study was to prove to people that it is not difficult to stay in school 
and get some form of title.  
 Now how much do I value my education? I would say about twenty five thousand dollars in 
student loans, but with all jokes aside I can say that I cannot put a price in what I have learned in the 
past five years and a long five years it has been. I have had my ups and downs both academically and 
socially. So far I have yet to look back on any decision I have made when it comes down to taking 
classes and picking research topics. I wish to add some example of work I have done but sadly it has 
been lost, my computers data has been destroyed more than I would like to mention. But surprisingly it 
happens at the most convenient times of all, first time it was at the end of my sophomore year, second 
was after my junior year and the most recent one was during winter break of my second senior year. 
Can't say I was not mad every time that happened, I had friends look and try to save everything on my 
computers but no such luck. Which has made me try to work as hard as I can to make at least one 
person appreciate my work, I have no problem losing it as long as it has been read.  One more thing 
that I can truly say makes me value my education is going back home. I don't go home very often but 
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when I do I can see there is a difference between my friends that started working after high school and 
never attended college than those who did. Not to sound like some one with their head stuck in the 
clouds but I see and hear things much differently now: music, movies, books, anything that comes from 
and or relates to literature, reading between the lines has become something I enjoy. There is a different 
lens in my telescope than in everyone else and I am happy with this new perspective.  
 Now for using the knowledge and skills I have picked up during my stay here in my privet and 
professional life, well I really have not thought past my graduation. My plan is to graduate, have a bit 
of fun and the start working, that is my basic plan. Where I want to work is not something I have really 
contemplated until a few paragraphs ago, however being able to understand writing, music and movies 
better than others is always something I have prided my self in. After taking lit 100 I was unable to 
look at any movie, new or old, the same way. My ability to understand and analyze has been stretched 
far beyond what I had ever imagined. The one thing I really liked about that was going through all the 
different literary movements and being able to see how one genre helped developed the next and so on, 
there was a sense of history to each movement that made it that much more interesting. And as for 
skills I can say that my research skills have never been as good as they are now, but I cannot say they 
are the best, I tend to continue searching instead of sticking to one article that maybe with in my 
interest. I always feel the need to find more and more until I have exhausted most of my resources, at 
times this can be good, it allows for many perspectives on one subject but it can also be another form of 
procrastination and that is something I am great at. I really cannot see my self doing this much out side 
of a school type of setting because there is not much need for actual academic resources to prove 
something but I can see how it would be much more credible if it was from a academic source. One 
skill that I do know I will take with me forever is going to be the ability to write, at first I did not think 
it was a big deal but as school continued and I had to write more and more every time my friends 
would always comment on my being able to write long papers. I did not think much about being able to 
write until one semester during finals, I had neglected my writing journals for my writing and core 
class, some how I was able to pull off over thirty pages in one night of no sleep, a lot of mountain dew 
and the fact that the dead line was that afternoon. Now involving literature in my writing is very 
important especially when I take a romantic citation and write it in my letters and such.  
  After looking at objective you and your staff has set forth to help us learn I must agree with the 
definition and description of the literature and cultures major. It is necessary for a person to be able to 
read, understand, analize and comment on a specific work of literature while taking into account what 
was going on during the time that specific artifact was writen, not until I accutally thought about it did I 
realize why the major was Literature and Cultures. To be able to fully comprehend a piece of literature 
one must understand the culture from where it originated. Going back to one of my first example 
Lazarillo De Tormes was written during an excellent time, well for the piece not for Spain per say. 
Spain was not in a good place economically nor socially which was depicted perfectly in the suffering 
of the main character and also how his masters treated him. But if I could suggest one things to be 
different, I would say for there to be more classes like Lit 100,  were the class takes a look at various 
genres maybe like an intro to literature. Or if not make a specific type of literature major that studies 
the genres because the way it is set up now there is no real way of going on to study say chicano 
literature, or maybe just golden age literature in Spain. Every time I have taken a literature class in 
spanish I always end up not being able to go into depth because the topic only last one semester. Other 
than that everything is running fine, I have come a long way and have been exposed to a lot and I have 
enjoyed my time here as a Literature and Cultures major. The only regret I have is not being able to go 
back and make copies of all my previous work. 
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I. Background 


This report summarizes the findings from first Program Learning Outcomes (PLO) self-
assessment conducted for the B.S. Mechanical Engineering (ME) program at UC Merced. 
Specifically, PLO l “A working knowledge of the principles of Mechanics and Thermodynamics 
and how these principles evolve into other disciplines such as Heat and Mass Transfer, 
Vibration and Control, Computational Engineering, Mechanical Design, etc.” from the ME 
Assessment Plan is addressed.  This PLO was selected because it is the first learning outcome 
that is specific of our program, and it was designed to enforce our program commitment with a 
deeper and more modern understanding of mechanical engineering issues. PLO L poses the 
question as to whether ME students develop a working knowledge of the fundamental 
principles of mechanical engineering as applied to topics of professional interest.  To support 
this assessment, the Faculty Assessment Officer (FAO) collected the following from the ME 
faculty: (1) key work assignments from 3 required Core ME courses (ENGR 130, ENGR 135, ME 
120)1


With respect to the PLO assessment report and underlying process, the results presented here 
for the B.S. ME program describe an emergent assessment plan that completed three out of 
our five steps of the ME assessment plan: 


, (2) examples of high-, medium-, and low-scoring work products associated with these 
assignments, (3) the corresponding summary statistics for each assignment, and (4) results of 
self-assessment questionnaires specific to PLO l.  The FAO developed a rubric to quantify the 
relevance of assignments to the various aspects of PLO l.  The lines of evidence were, for the 
most part, found to be relevant to PLO-L assessment.  The FAO next examined sample high-, 
medium- and low-scoring student work products and overall class averages to assess PLO l, as 
well as how the students rated their experience in developing the skills associated with PLO l.  
Using a success criterion of 70% or better for these assignments, these results provide some 
evidence in support of PLO-l.   


 
i. Student class portfolios, including exams, design projects, lab reports, computer simulations, 


exams and special assignments; 
ii. Course evaluations and PLO feedback questionnaires; 


iii. Senior exit interviews; 
 


                                                      
1 Portfolios of most ME classes are available for perusal. The 3 Core ME classes used in this 
report were chosen because of their more direct relevance to PLO-I. 
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The last two steps of the ME assessment plan, namely: 
 


iv. Yearly faculty meetings with the Program Advisory Board (PAB), which is composed of academic, 
research and industrial advisors, including representatives from major employers. These 
meetings are expected to provide feedback on how well our students are being prepared to 
enter jobs in academia, industry, research labs and the government; 


v. Yearly faculty meetings with the University Advisory Board (UAB), which is composed of faculty 
members from the UC system in ME and other disciplines who share a vision with and interest in 
our Mechanical Engineering program. These meetings are expected to provide corrective 
measures and new visions to our program. 


 
are under development since they are more relevant to the professional assessment report that 
will be generated for the Accreditation Board of Engineering and Technology (ABET). 
 
Hence, all conclusions from this initial assessment report should be considered preliminary and 
subject to future refinement as the assessment plan improves and resources are made 
available. It is also relevant to point out that not only all the faculty and lecturers in the 
Mechanical Engineering program participated in setting out the criteria for assessment, the 
students are also directly involved in the assessment and feedback loop by contributing to the 
assessment plan in several key phases of the process (through PLO questionnaire feedback, 
senior exit interviews, and providing direct evidence for assessment through assignments and 
class portfolios). 


 


II. Introduction 


The mission of the Mechanical Engineering program at UC Merced is to provide a modern, 
comprehensive, and interdisciplinary educational experience to its student with the objective of 
preparing them for successful careers in the current and dynamically changing professional 
environment. To achieve this mission, the department strives to accomplish the following 
educational objectives: 
 
1. To provide a solid background on the pertinent mathematical, physical, chemical and 


engineering concepts that make up the foundations of the discipline of mechanical 
engineering and its closely associated fields; 


2. To provide our students with the knowledge to correctly apply the laws of nature to the 
creative formulation and solution of engineering problems through the use of analytical, 
computational and experimental techniques; 


3. To educate students as independent thinkers who are prepared to work effectively with 
others through appreciation of the importance of continuing education, self-learning 
and diversity in the workplace; 


4. To instill a sense of community and ethical responsibility associated with the 
professional use of the knowledge acquired; 


5. To expand the reach of mechanical engineering to non-traditional areas by continually 
seeking to incorporate new methodologies and research findings to our curriculum. 
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The ME program assessment plan includes continual course and program level assessment 
vehicles culminating in a periodic self-evaluation and review by the Accreditation Board for 
Engineering and Technology (ABET).  The plan identifies 15 program-learning outcomes (PLOs) 
that are consistent with UC Merced’s Guiding Principles and ABET assessment criteria, which 
requires 11 prescribed learning outcomes for Mechanical Engineering.  Of the four PLOs that 
are unique to the UC Merced program the following PLO was selected by the School of 
Engineering Executive Committee for this initial assessment report: 


PLO I: A working knowledge of the principles of Mechanics and Thermodynamics and how these 
principles evolve into other disciplines such as Heat and Mass Transfer, Vibration and Control, 
Computational Engineering, Mechanical Design, etc.  


The Committee selected PLO l because (1) it is a good general indicator of the success the ME 
program, (2) this PLO reflects a mastery of fundamental criteria set by ABET, and (3) students in 
the upper division classes where PLO l is relevant have completed their lower division General 
Education, basic sciences, and math requirements, and a significant portion of their engineering 
fundamentals courses. 


 


III. Assessment Methods 


 


 
The Accreditation Database 


The ME program instituted a complex assessment methodology designed to guarantee 
universal input from all faculty and instructors involved in the program. A key component of the 
assessment plan is the development of an open database where all faculty and instructors have 
complete access to the information throughout the year. In fact, all members of the UC Merced 
community can access the accreditation database developed by the School of Engineering, and 
check the progress of each PLO for all participating programs.  


The database (http://eng.ucmerced.edu/abet) works the following way: 


 


1. Every class fulfills a number of CLOs that, in aggregate, contribute to the program PLOs. 
These CLOs are determined, revised and posted by each instructor of each edition of the 
class in accordance to the syllabus and PLOs of the program.  


2. Once the instructor determines how each CLO will be delivered and assessed (e.g., 
number of hours dedicated to a CLO, and how these hours will be assessed through 
exams, assignments or class projects), this information is used to automatically generate 
a feedback questionnaire to be filled by the students in the end of the semester. 


3. The results of the CLO questionnaire are fed back into the database, and a graphical 
comparison of the intended fulfillment of the CLO (blue bars in Fig. 1) and the perceived 
fulfillment of the CLO from the student’s point of view (purple bars in Fig. 1) is 
generated. 



http://eng.ucmerced.edu/abet�
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4. All the information in the database is made available to all instructors, and is reviewed 
periodically by the FAO. 


5. Strong discrepancies (for example for PLOs e, h, j, and m) trigger a review of both the 
CLOs involved in those particular PLOs, as well as the methods of assessment, and the 
feedback questionnaire. 


 


Figure 1. Designated and Student Reported Hours for Each PLO in the ME Program. 


 


This methodology ensures transparency, easy access to information, automatic feedback and a 
clear way for identifying deficiencies in the program, or in any of the PLOs. The accreditation 
database also ensures that all faculty, instructors and students are actively involved in assessing 
the program learning outcomes. 


In respect to PLO l, the ME faculty and instructors designated 81 hours to cover different 
aspects of the PLO, while the students evaluated that only 58 (72%) of those hours were 
effective. It is interesting to correlate this result with PLO a, which is “An ability to apply 
knowledge of informatics, mathematics, science, and engineering”. PLO a relates to “an ability 
to apply”, whereas PLO l implies “a working knowledge”, or a more mature understanding of 
the principles learned in previous engineering classes. The student evaluation of their “ability to 
apply” more fundamental principles (calculus, physics, informatics) is for the same sample of 
classes equal to 135/156 = 86%, a number substantially higher than the one for PLO l (72%). 
This is not only expected, but is also a good validation of the assessment methodology, and the 
choice of PLO I for this first assessment. Of particular important to our program is the ability to 
develop design concepts and more complete application of concepts (which embodies the 
meaning of engineering) as opposed to developing a superficial ability to apply the concepts of 
fundamental courses. Not surprisingly, not all activities designed to fulfill this transition are 
effective, and this check on the skill development of our students is reflected in the 
questionnaire results. Note that the phrasing of the PLO I is a polished version of the most 
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fundamental PLO mandated by ABET, which reflects the scientific literacy aspects in the eight 
guiding principles set by our campus. 


It is important to emphasize that although the ME program developed a rational mechanism for 
assessment, not all parts of this mechanism are functioning perfectly. For example, in order to 
test the use of the accreditation database as culture in our program, very simple descriptions of 
faculty contributions to the CLOs were proposed. Not all these descriptions are complete 
enough to validate the results of the assessment. They were developed so that every faculty 
and/or instructor would incorporate the idea of PLO assessment in their normal routine of 
creating a syllabus and an outline for their classes, while thinking about the learning outcomes 
from each class activity. The next step will be to enhance the specificity of each CLO and how 
they are measured


For this report, the following classes contributed to the database and were monitored 
specifically for PLO l. Students were asked to evaluate the following statements regarding each 
class in respect to PLO I. 


 by assessment activities. 


2008 Fall ENGR 130 Thermodynamics (Prof. Diaz) 


A working knowledge of the principles of Mechanics and Thermodynamics is required to pass 
the class  


(8 hours designated, 7.6 hours reported by students) 


2008 Fall ENGR 135 Heat Transfer (Prof. Coimbra) 


Principles of thermodynamics and fluid mechanics are interlaced with specific mathematical 
techniques of mathematical physics, optics, and other physics disciplines  


(10 hours, 9 hours reported by students) 


2008 Fall ENGR 151 Strength of Materials (Instructor Dr. Nguyen) 


Principles of mechanics are exercised in experiments  


(6 hours, 5.5 hours reported by students) 


2008 Fall ME 120 Component Design (Instructor Dr. Nguyen) 


Students apply concepts from strength of materials in both design and analysis  


(5 hours, 4.5 hours reported by students) 


2009 Spring ME 135 Finite Element Analysis (Instructor Dr. Nguyen) 


Incomplete questionnaire for PLO l  


(3 hours, 0 hours reported by students) 


2009 Spring ME 140 Vibration and Control (Prof. Sun) 


Incomplete questionnaire for PLO l  


(2 hours, 0 hours reported by students) 
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2009 Fall ENGR 135 Heat Transfer (Prof. Diaz) 


Principles of thermodynamics and fluid mechanics are interlaced with specific mathematical 
techniques of mathematical physics, optics, and other physics disciplines. 


(10 hours, 9.7 hours reported by students) 


2009 Fall ENGR 151 Strength of Materials (Instructor Dr. Nguyen) 


Principles of mechanics are exercised in experiments. 


(6 hours, 5.5 hours reported by students) 


2009 Fall ME 137 Computer Aided Engineering (Instructor Dr. Nguyen) 


Knowledge of strength of materials is used in projects. 


(2 hours, 1.8 hours reported by students) 


Note that the total hours designated to PLO l in these classes do not add up to 81 hours (as 
indicated in Fig. 1) because not all classes included in the database were considered for this 
report. Note also that not all feedback questionnaires were completed correctly. This type of 
feedback on the process is important to correct our methodology for future reports. 


Overall, the conclusion from this exercise regarding the engineering accreditation database is 
that the database is successfully incorporated as a normal “cultural” step in developing a class 
for all faculty and instructors in the ME program. At this point, the information contained in the 
database is too generic to allow for detailed assessment of each PLO in terms of specific 
exercises, exams and evaluations. A first recommendation of this report is that more specific 
information (e.g., homework #8 exercises the ability of students to integrate concepts of 
energy conservation and the momentum principle of dynamics into the solution of a complex 
problem involving heat transfer by convection and radiation) into each CLO description that is 
filled out by the instructors. The added specificity would facilitate assessment of each PLO 
and of the class as whole. 


 


Since the implementation of the Engineering Accreditation Database is in progress, a large 
number of direct evidence for relevant ME classes has been collected starting from the Fall 
semester of 2008. The ME FAO requested and received lines of evidence from multiple editions 
of three ME core courses for this particular assessment report: ME 120 Component Design (Dr. 
Nguyen, Lecturer), ENGR 130 Thermodynamics (Assistant Professor Diaz and Professor 
Modest), and ENGR 135 (Associate Professor Coimbra and Assistant Professor Diaz).  These 
classes were all individually taught, but since multiple editions of the class are considered, the 
direct evidence is polled from different faculty. Lines of evidence included sample student work 
from problem-solving assignments, exams and projects selected by the course instructors.  
High-, medium-, and low-achievement samples were provided in most cases, along with the 
overall average for the class. 


Direct Evidence 


The method for assessing the lines of evidence was as follows: 
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(1) Validate the lines of evidence provided with respect to assessing PLO l 
(2) Validate the instructor grading consistency (calibration) 
(3) Assess PLO-l using the appropriate lines of evidence 


Materials received were first assessed by the FAO in terms of their organization and 
completeness.  It was assumed that the scores were consistent with the remainder of the class.  
The FAO studied assignments and the student responses and generally concurred with the 
instructor’s scoring.  The FAO failed to rigorously calibrate the instructor’s scoring across the 
entire enrollment of the courses, instead limiting the analysis to the samples of work provided. 


The results of this assessment will be shared with all ME faculty.  Comments and 
recommendations are currently being solicited and, upon sufficient vetting, will be piloted or 
incorporated in the next PLO assessment. 


Given the relevance of the bodies of evidence, the FAO examined the course grading summary 
statistics and course assessment reports prepared by the instructors with respect to the level of 
achievement of PLO-I by these courses.  The FAO then summarized the successes and shortfalls 
of the assessment methods employed in order to subsequently improve the process.  Finally, 
and in the context of the improved assessment methods, the PLO analyzed the sustainability of 
the overall PLO assessment plan for the ME program. 
 


Yet another assessment strategy used by the ME program is a comprehensive senior exit 
interview. Two questions in the ME senior exit interview (the full report is included in Appendix 
2) are related to PLO-l and the confidence our graduates developed in their own ability to tackle 
complex engineering issues. The questions and the answers by our graduates are depicted in 
Fig. 2. 


Senior Exit Interviews 


 


 
Figure 2 – Senior Exit Interview Questions Related to PLO-l. 
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The results in Fig. 2 refer to 6 out of 6 graduating seniors of our first class of Spring 20092


 


. 
Clearly, the number of graduating seniors is too small to yield strong statistical meaning, but 
from the point of view of our graduates there is strong confidence that their technical skills will 
provide enough motivation for exercising their engineering knowledge professionally. Because 
we haven’t developed yet an employer/alumni network, it is not possible to evaluate if the 
confidence demonstrated in their responses is justified. 


IV. Results from the Direct Evidence 


ME PLO-l Assessment.  Lines of evidence were received from all faculty and instructors of the 
ME program in the form of scanned or original copies of exams, homework assignments, and 
project reports (all the evidence is available in class portfolios stored in a secure cabinet located 
in the Science and Engineering Building, room SE256). 


Once received, the material collected for different editions of the 3 selected courses was found 
to be useful, but ranged from fair to very good in terms of completeness and organization.  The 
ME program has been collecting this type of evidence for 4 semesters, but not all courses are 
evenly documented. Communication with instructors about material collection is not always 
effective, and a few classes do not have complete portfolios. For all three classes selected for 
this report, the portfolios were adequate for analysis, although complete grade statistics for 
each assignment was missing in all 3 cases. Nonetheless, and because many of these classes 
were small enough to invalidate much statistical analysis, the material collected in all classes 
was considered to be very valuable. 


The PLO-l relevance rubric scores for the three lines of evidence are provided in Table 1.  Taken 
as a whole, the evidence provided by each class was deemed by the FAO to be relevant to PLO-
l, averaging between 3 (relevant) and 4 (highly relevant) for the three categories besides 
appropriate depth of content in one class only.   


Table 1 - FAO-completed PLO l line of relevance verification rubrics for multiple editions of 
ENGR 130, 135, and ME 120 courses. 


 
ENGR 130 – Thermodynamics (Ave. 3.50) 


 
Criterion  Irrelevant 


1 
Some relevance 


2 
Relevant 


3 
Highly relevant 


4 PLO l component 


Critical thinking   X  
Problem solving     X 
Complex methods   X  
Appropriate Depth    X 


 
                                                      
2 Mechanical Engineering is now the most enrolled major in the School of Engineering. 
However, the proportionally small number of ME faculty in the program result in limited class 
offerings, which in turn makes almost impossible for an ME student to graduate in four years. 
Small 4-year graduation rates are not unusual in ME programs nationally. 
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ENGR 135 – Heat Transfer (Ave. 4.00) 
 
Criterion  Irrelevant 


1 
Some relevance 


2 
Relevant 


3 
Highly relevant 


4 PLO 2 component 


Critical thinking    X 
Problem solving     X 
Complex methods    X 
Appropriate Depth    X 


 
ME 120 - Sustainable Energy (Ave. 3.00) 


 
Criterion  Irrelevant 


1 
Some relevance 


2 
Relevant 


3 
Highly relevant 


4 PLO 2 component 


Critical thinking    X 
Problem solving    X  
Complex methods   X  
Appropriate Depth  X   


 


Some concerns about the lines of evidence, which will be provided as feedback to the ME 
faculty are as follows: 


(1) Grade statistics for the classes, and for each assignment are missing. 
(2) A good number of very specific assessment exercises for PLO-l were provided in the 


portfolios, and this information should be included in the accreditation database. 
(3) It is important to distinguish what was given in class as exercise and what was asked in 


exams. In some of the materials provided it is not possible to evaluate if the exams were 
rehashing exercises already covered, or if they require students to exercise critical 
thinking to bridge different concepts and therefore go beyond the material given in 
class. 


Because of (1) above, class-average grades associated with the PLO-I lines of evidence 
associated are therefore missing. It is also important to note that for this particular PLO, the 
more senior the class the more relevant the PLO is. Therefore, the higher average for the 
evidence provided for ENGR 135 is expected, since Heat Transfer is a class that embodies the 
concept of developing a working knowledge of foundation concepts in order to develop 
solutions to complex problems. 


V. Conclusions and Recommendations 


Student Learning.  The lines of evidence presented were judged by the FAO to be relevant to 
the assessment of PLO-I. The main shortcomings found for this assessment report are: 


1. The relatively small number of graduates at this stage, which impacts the relevance of 
the graduating senior exit interview 


2. The embryonic stage of the information included in the accreditation database, which 
can be substantially improved for all classes 
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3. The lack of detailed information regarding grades for each assignment in the class 
portfolios. 


Overall, however, it is important to note that the PLO assessment process is best categorized as 
“emergent” at this stage (see discussion below).  Hence, the conclusions at this stage need to 
be further tested through another cycle of data collection, assessment and improvements. 


 
 
 
Critical Evaluation of this Assessment. The results in Table 2 summarize the FAO’s assessment 
of this PLO reporting effort in the context of the Center for Research on Teaching Excellence’s 
rubric. Overall, this PLO assessment report reveals that the ME assessment plan 
implementation is at the emergent stage of development for all 3 lines of evidence already in 
place (accreditation database, senior exit interviews, and class portfolios).  However, there 
were several positive aspects of this initial ME PLO assessment.  First, it did allow the FAO to 
provide some oversight to a large part of the required (core) ME courses, and will be the first 
step toward perfecting the content of these key classes.  Second, this exercise was instrumental 
in developing the culture of iterative assessment-improvement in our program.  It will be 
important to use the momentum from this first report to gather more relevant information for 
all lines of evidence used here. 
 


Table 2. ME PLO-l Report Assessment 


 
Criterion 


 
Initial 


 
Emerging 


 
Developed 


Highly 
Developed 


Assessable PLO  X   
Valid evidence  X   
Reliable results X    
Results Summary  X   
Conclusions & Recommendations  X   


 


From the perspective of the FAO, the several problems with the assessment report process are 
as follows:   


(1) The level of communication between the FAO with faculty and lecturers is not uniform, 
which the FAO can attribute to the fact that ME has a small number of faculty members 
whose offices are located closely on campus, as opposed to the ME lecturers who are 
not on campus full-time. Perhaps by reading this report, all faculty and instructors will 
be made aware of the shortcomings of this report and of the quality of the information 
required to develop a more meaningful report. 


(2) While this single-PLO report was not perceived as onerous by this FAO, the notion of 
simultaneously reporting on all PLOs is more daunting.  Closer interactions with staff 
knowledgeable in both the ME curriculum and the assessment process will be needed to 
help formulate and polish these assessments in the timeframes necessary. 
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VI. Planning and Budget Recommendations 


 
This FAO makes the following recommendations with respect to the EnvE assessment plan 
reporting process and the general reporting process for the campus. 


(1) The assessment process is ultimately in the hands of the instructors who, despite good 
intentions, have severe time constraints with respect to delivering and assessing their 
curriculum.  It is recommended that an educational assessment specialist be integrated 
into each of the three schools’ administrative staff (e.g., in the context of advising and 
counseling) to become more familiar with the students, staff, instructors and curricula, 
and assist the instructors and staff in streamlining such tasks as: 


a. Collecting, organizing, summarizing, and archiving direct lines of evidence, 
b. Educating each instructor about the importance of statistically relevant 


assessment and use of the appropriate tools for this end (accreditation database, 
grade statistics, UCMCROPS, etc.) 


c. Developing, implementing, and interpreting results from indirect lines of 
evidence, and 


d. Developing appropriate rubrics which can help to calibrate their scoring and 
make their assignments more relevant to the underlying PLOs. 


(2) To underscore the institutional commitment to these activities, key faculty (e.g., FAOs) 
should be compensated for their efforts in the form of teaching relief or financial 
compensation (e.g., summer salary), and then held accountable for their work.  Serious 
educational assessment at UCM will continue to exhibit shortfalls if it is dismissed as 
“part of the job.” 


(3) To underscore the faculty’s commitment to the continual educational assessment and 
curriculum improvement process, uncompensated faculty and lecturer contributions to 
participating in and improving this process need to be more prominently discussed in 
the context of the teaching component of the merit and promotion evaluations. 
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Appendix 1 – Rubric for evaluating ME course assignment relevant to assessing ME PLO l 


 
Criterion  Irrelevant 


1 
Some relevance 


2 
Relevant 


3 
Highly relevant 


4 PLO 2 component 


Critical thinking Assignment is 
straightforward 
problem solving 
(e.g., self-contained 
problems) 


Assignment is 
reasonably 
straightforward but 
requires some 
purposeful thinking 
or judgment to 
complete 


Assignment requires 
purposeful thinking 
(e.g., reasoned 
assumptions) and 
interpretation of given 
information to 
complete 


Assignment requires 
independent 
research and 
interpretation to 
gather information 
as well as purposeful 
thinking to complete 


Problem solving 
engineering 
principles & 
reasoning 


Problems are self-
contained, require 
only one or two 
basic steps or 
operations, and 
solution is 
independent of 
prior knowledge 


Problems are self-
contained but 
require multiple 
steps or operations, 
and some prior 
knowledge from the 
current course 


Problems are self-
contained, require 
multiple steps or 
operations, and in-
depth knowledge 
from the current 
course 


Problems are open-
ended, require 
critical selection of 
solution technique, 
and build upon prior 
knowledge from 
both current and 
previous courses 


Complex methods Assignment is self-
contained and 
based on well-
understood basic 
principles 


Assignment is self-
contained and 
based primarily on 
physical principles 
learned in 
introductory classes 


Assignment requires 
mastery of several 
conservations 
principles applied to 
specific fields of 
engineering 


Assignment requires 
use of modern 
computational or 
experimental tools 
in order to design or 
analyze complex 
systems 


Appropriate Depth Assignment is a 
little different than 
textbook problems 


Assignments 
involves some level 
of research or study 
to be completed 


Assignment cannot be 
completed without 
researching several 
sources and carefully 
evaluating different 
options 


Assignment requires 
mastery of material 
that is considered 
pre-requisite to the 
class and exercises 
engineering 
judgment to be 
completed 
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Appendix 2 –  Graduating Senior Exit Interview: Survey Results out of 6 Graduates (Spring 2009) 
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                                            SECTION I: ABSTRACT 
 
Media Arts Program’s first step in the process of meeting the accreditation review criteria 
consisted of re-drafting all MAP syllabi to reflect the rubric of Learning Outcomes. All 
lecturers participated in this process with enthusiasm.  
 
MAP PLOs were developed by the MAP ladder faculty member who carefully examined 
all syllabi SLOs to determine the common threads that could be organically woven into 
the PLOs. Since MAP curriculum concentrates on art technique and all lecturers (as well 
as the visiting professor and the ladder faculty member) are practicing artists, finding 
commonality was deemed to be the best way to start building MAP PLOs.        
 
The Program Learning Outcomes have been revised twice since January 2009 in response 
to the process of assessment of the first PLO which occurred in spring 2009, summer 
2009, and fall 2009.  
 
Significant progress has been made in implementing what was learned in the assessments 
into teaching. Instructors have revised syllabi and pedagogical methods to improve 
teaching and student success. Second PLO is ready to be assessed at the end of spring 
semester 2010. New method of archiving student work has been proposed and will be 
implemented in summer 2010 on trial basis.  
 
The largest challenge and danger in this ongoing process of assessment and meeting 
accreditation requirements is the fact that the entire responsibility for the Media Arts 
Program administration and curriculum falls to single ladder faculty member who, in 
addition to all her many responsibilities, teaches full load of three courses a year. She has 
received minimal administrative support. Whatever inadequacies there are in the 
assessment methods and their future is directly tied to the sheer impossibility of one 
person having to initiate, process and record assessment for between ten and fourteen 
courses a semester, taught by five lecturers, one visiting faculty and one ladder faculty.  
 
                   SECTION II: MEDIA ARTS PROGRAM DESCRIPTION  
 
The study of arts technique, practice as well as art history in a multi-disciplinary setting 
offers students a wide range of transferable skills and knowledge. Acquisition of art 
technique teaches students to think creatively as well as practically, to collaborate, and to 
express themselves verbally as well as visually. The access to acquisition of techniques 
from multiple art disciplines and the ability to critically evaluate them aims to give 
students tools to create new forms of expression, to understand the old as well as to 
develop respect for diverse ways in which art manifests itself.  
 
Students who choose to study technique and practice may become practicing artists or go 
into teaching art practice and technique both on K through 12 level and college level. 
Some may find jobs in entertainment, advertisement and arts management industries 
while others may continue their education by enrolling in art schools, or university based 
Master of Fine Arts Programs. MAP courses are designed to give students tools to 
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express themselves creatively and to offer them insight into how art is created. MAP aims 
to provide students with an environment in which they are free to explore, to experiment 
and to develop new techniques, but only after they have acquired the basic building 
blocks of each medium.  
 
Courses also provide students with historical and cultural perspective on the various 
media represented in the Program and require writing and research in addition to the 
acquisition of technique and creative projects. 
 
The multidisciplinary focus of Media Arts Program is unique in the UC system. The strict 
division between art disciplines common to all UC campuses represents art education 
whose goals do not always adequately reflect the fluid state of the arts today. 
Contemporary artists employ multiple art media techniques to create works aimed at 
culturally diverse global audience.  
 
MAP differs from many other university based art technique and practice programs by 
not emphasizing a particular art movement but by seeking to be inclusive. Throughout 
history the arts have been claimed as the exclusive domain by various constituencies 
from the Christian Church to cognoscenti of the avant-garde. The mass media and digital 
media have contributed to integration and cross pollination of art forms and their 
dissemination throughout the world. Thus MAP has been created in response to the trends 
and challenges of the twenty-first century. Its aim is to reflect and creatively confront the 
capacities of twenty-first century media arts which make it possible for artists to cross the 
traditional boundaries of art disciplines and to create new hybrid forms of art expression 
by integrating traditional artistic forms with digital technology. At the same time, MAP 
in its long term planning, wishes to bring attention to marginalized traditional art forms. 
 
Whereas in the UC system technique and practice courses are generally open only to 
majors, MAP is designed to offer all UC Merced students access to both lower and upper 
division technique and practice courses. The long term vision of MAP offering courses to 
non-majors is crucial to the success of the Program, the Minor and the future B.A. 
                            
                            SECTION III: ASSESSMENT PLAN FOR MAP 
 
Part A: Background, Goals and Timeline 
 
Background 


In fall 2009 the revised FAO Report for Media Arts Program listed its goals and timeline 
(pp.4, 5, 6). These have since been revised and are as follows:  
 
 Goals and Timeline  
 
Accomplished by the end of spring Semester 2009 


 All MAP Syllabi from fall and spring semesters contained Student Learning 
Outcomes  
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 Program Learning Outcomes developed  
 Assessment Plan to evaluate student achievement of Program Learning Outcomes 


developed with narrative summary of Program Assessment Plan 
 Completed Inventory of Educational Effectiveness Indicators 
 Collected Evidence of Student Learning to initiate assessment of PLO#1 


Accomplished by start of fall Semester 2009 
 Collected Evidence of Student Learning for PLO #1 for all summer session 


courses. 
 All MAP faculty submitted syllabi with goals and Student Learning Outcomes 
 


Accomplished by end of fall Semester 2009 
 Wrote narrative summaries describing the evidence collected and examined 


during assessment of the MAP PLO #1 (during spring and summer semesters 
2009) and addressed them to each instructor individually with a request for 
reflective self-evaluation and plan to incorporate the knowledge gained into their 
syllabi and teaching methods 


 Revised Program Learning Outcomes based on the assessments of MAP PLO#1 
 All PLO assessments from Fall 2009 semester were collected electronically  


To Accomplish by February 15, 2010  
 Write FAO Report, narrative summary describing the evidence collected and 


course of action taken based on the evidence collected and examined during 
assessment of MAP PLO #1. Prepare new assessment plan based on results and 
conclusions drawn from the results. Revise Program Learning Outcomes  


 Create a preliminary plan for archiving student work electronically for the 
purposes of comparing pre-instruction, during instruction, and post-instruction 
achievements  


To Accomplish by March 31, 2010 
 Initiate Assessment of MAP PLO #2 
 Complete setting up the electronic archiving of students’ work to be implemented 


in summer session 2010 on experimental basis 
 
To Accomplish by September 2010 


 Have structure to assess PLO#3 and #4  fully developed and streamlined 
 Have electronic archiving process fully developed and implemented 
 Propose structure to facilitate external reviews of student work 


Part B: Revised Program Learning Outcomes 
 
The content of Media Arts Program (MAP) courses is designed to guide students to: 
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1. Demonstrate understanding and acquisition of (through hands-on projects) the 


principal attributes and mechanics of art technique(s) in medium of choice  
2. Demonstrate the ability to communicate the aesthetic, historical, cultural, social 


and contemporary aspects of the medium(media) they are studying 
3. Demonstrate the knowledge and application of certain traits that guide artistic 


creativity 
4. Express ideas through an art medium 


                        PART III: ASSESSMENT METHODS AND RESULTS  
 
Part A: Program Learning Outcomes Draft #1 
 
The initial Media Arts Program Learning Outcomes were developed in spring 2009 by 
the MAP ladder faculty member who carefully examined the Student Learning Outcomes 
created by MAP faculty to determine the common threads that could be organically 
woven into the PLOs. Eight MAP PLOs emerged from this process:  
 
The content of MAP courses is designed to guide students to: 
 


1. Understand and acquire (through hands-on projects) the principal attributes and 
mechanics of art technique(s) in medium of choice  


2. Enhance visual, aural, and physical cognition and perception through the 
acquisition of art technique 


3. Understand, think and communicate critically the aesthetic, historical, cultural, 
social and contemporary aspects of the medium(media) they are studying 


4. Understand the multicultural environment that typifies contemporary art 
production 


5. Understand the relationship between the physical aspects of works of art and 
aesthetic principles  


6. Think creatively, imaginatively, as well as practically  
7. Express themselves through an art medium  
8. Acquire a foundation for development of the holistic attributes needed for 


successful practice of art 


For each MAP technique course, instructors (under the guidance of FAO) developed 
individual methods (designed appropriately for each medium) to assess the initial PLO# 
1. These were administered at the end of the spring semester 2009, as well as at the end 
of Summer Sessions 2009.  
 
All instructors in the Program participated and majority of students was assessed (of the 
306 students enrolled, 216 were assessed in spring semester; of the 71 students enrolled 
66 were assessed in summer semester) 
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o Spring 2009  


For Arts 002A Beginner Vocal Instruction, the students were given a multiple choice 
exam that assessed in great detail their understanding and grasp of the principal attributes 
of vocal technique. 


For Arts 002B Introduction to Chorale, the instructor administered the following 
question: “How has the experience of taking this course and singing in the choir affected 
the way you feel and think about music?” 
 
For Arts 003B Intermediate Painting (Acrylic), the instructor employed the following two 
questions administered as self-reflective assessment:  
1. “In what way has this class helped you with understanding the fundamentals of acrylic 
painting?” 2. “What do you feel are the most important attributes of acrylic painting?”  


For Arts 004A Learning to See in Three Dimensions – Sculpture, the instructor employed 
the following two questions administered as self-reflective assessment:  
1. “In what way has this class helped you with understanding the fundamentals of basic 
sculpture? 2. “What do you feel are the most important attributes of sculpture?” 
 
For Arts 004B Introduction to Sculpture, the instructor administered a series of detailed 
questions addressing every aspect of the technique under consideration. The questions 
were as follows:  
Under “Methods”: 1. “In the relief sculpture, how did you utilize the additive and 
subtractive methods?” 2. “Explain how you utilized the coil and/or slab method for 
applying clay this semester. Please give examples of how you did this.”  
Under: The Armature”: “Why did you need an armature in most of your sculptural 
projects? For example, what were your considerations while building it?” 
Under “Literal Balance”: “Give an example of how you balanced one of your sculptures 
this semester.  In other words, how did you build it to keep it from tipping over?” 
Under “Problem Resolution”: “List some technical problems/obstacles that you 
encountered with the projects and explain how you resolved them?” 
 
The instructor also asked each student to: 
“Create a Hypothetical Sculpture: Choose any of the techniques and materials that you 
used this semester and explain, on the following page, how you would make this 
hypothetical sculpture.” 
 
For Arts 005 Learning to Listen: Beginner Music students were asked to: 
“Explain why you feel classical music still matters and why music (in general) is 
important” 


For Arts 009: Introduction to Contemporary Practices in Photography, the instructor 
asked students to respond to the following question:   
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“In what way has this class helped you better understand the fundamentals of 
photography? Be as specific as possible and feel free to use examples” 
 
For Arts 102 History of Clothing, Costume and Fashion (1800-1990), the instructor 
administered the following multiple choice questionnaire:  
Please, circle one of the following: A. Significantly B. Somewhat C. Not at all, in 
response to this statement: “The content of this course has increased my knowledge of 
the history of Eurocentric clothing, costume and fashion for the span of time between 
1800 and 1990” 
 
For Arts 170 Urbanism and Sustainable Design and Arts 171 Modern Houses, students 
were asked to:  
“Write a brief, reflective self evaluation that would address in some way the content of 
PLO#1.” 


o Summer 2009 


For Arts 001A Learning to See: Beginner Drawing, the instructor employed the following 
two questions administered as self-reflective assessment. Question “2” was slightly 
altered from the spring Assessment by the same instructor:  
1. “In what way has this class helped you with understanding the fundamentals of 
drawing?” 2. “What do you feel are the most important attributes of drawing and why?” 
 
For Arts 004A Learning to See in Three Dimensions the instructor asked the students to: 
“Write a two page paper discussing the following: You are going to propose a plan to 
create a hypothetical three dimensional design that expresses both Merced and UC 
Merced.  It will be duplicated (or be two separate but related works) and shown at a 
public location in town and in the University itself. Reflect upon your ideas, feelings and 
what kind of atmosphere you wish to create. Now plan the work in three dimensions.  
 
Make sure that your paper covers the following: 
Where would you like the work to be shown? 
What specific ideas about Merced and UC do you want to convey? 
What is your work made of and why? 
What aspects (media, concept, color, texture, subject, history etc…) of the work show the 
relationship of UC and Merced the town?  
Though the work is about UC and the town Merced, it can be of anything that you wish. What is 
the artwork of in terms of subject matter?  
What is the style (abstract, naturalistic, stylized…) and why? 
What are the roles of form, color and texture (or the lack of) in the work? 
What is the title of your work and why? 
The work is in three dimensions. Please briefly state why this 3D artwork, rather than one 
created in 2D (such as a painting or photograph), is best for transmitting your vision. 
 
For Arts 101 History of Clothing, Costume and Fashion (Pre-History to 1800), the 
instructor administered the following multiple choice questionnaire:  
Please, circle one of the following: A. Significantly B. Somewhat C. Not at all, in 
response to this statement: “The content of this course has increased my knowledge of 
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the history of Eurocentric clothing, costume and fashion for the span of time between 
Pre-History and 1800” 
 
Additionally the instructor also utilized pre-instruction and post-instruction essay that 
asked students to: 
“Describe what you learned about the Relationship of your chosen academic emphasis to 
the content of this course. Please, specify any pertinent knowledge gained in Arts 101”. 
 
For Arts 170: Introduction to Architectural Design, students were asked to:  
“Write a brief, reflective self evaluation that would address in some way the content of 
PLO#1.” 
 
Part B: Program Learning Outcomes Draft #2 
 
After examining the initial assessments based on the first draft of the Media Arts Program 
Learning Outcomes, the FAO revised them. The decision to revise the PLOs came after 
discussion with instructors and evaluation of the initial assessment cycle (spring and 
summer 2009). Discussion with CRTE staff also supported the decision to streamline the 
PLOs. In the fall of 2009 the initial Program Learning Outcomes were replaced with the 
following: 


The content of Media Arts Program (MAP) courses is designed to guide students to: 
 


1. Demonstrate understanding and acquisition of (through hands-on projects) the 
principal attributes and mechanics of art technique(s) in medium of choice  


2. Demonstrate enhancement of visual, aural, and physical perception and cognition 
through the acquisition of art technique 


3. Demonstrate the ability to communicate the aesthetic, historical, cultural, social 
and contemporary aspects of the medium(media) they are studying 


4. Express ideas through an art medium 
 
Part C: Processing the Results and the Final Draft of Program Learning Outcomes 
 
In the fall 2009 the FAO worked through all spring and summer 2009 PLO Assessments 
in detail and prepared them for review by each individual instructor. Instructors were 
asked to respond to the report with a self-evaluation that requested from them the 
following content: 


o A summary of what he/she learned from the assessment of PLO #1 process, and 
how did he/she plan to incorporate it into your future teaching.   


o Short proposal for your plan to document your students’ learning process. 
o Proposal for changes in the Media Arts Program Outcomes if any.  
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Out of the five instructors and one visiting faculty, all but one, responded in thoughtful 
self-reflective manner.  
 
Summary of the Responses: 
 
All respondents felt that the PLO #1 assessment process provided them with an indication 
as to what methods of instruction and techniques of material presentation were viewed as 
effective by the students. This knowledge was viewed as an opportunity to build on the 
identified strengths and to reduce confusion. Several instructors significantly revised their 
approach to the topic after analyzing the results of the assessments.  
 
Respondents also indicated that the process of assessment has led them to: 


 revising syllabi to engage students more directly with the content 
 revising lectures to cover certain areas in more detail than before   
 altering and/or revising assignments based on observations about effectiveness in 


communicating central topics and themes of the courses 
 altering and/or revising assignments based on observations about student 


education and preparedness levels 
 altering reading selections based on observations as to which were effectively 


comprehended 
 introducing discussion groups to courses that did not have them before or 


lengthening existing discussion segments  
 adding more actual examples of techniques or assignments  
 creating pre-instruction and post-instruction assessments  


 
The request for proposal of changes in the MAP Program Learning Outcomes resulted in 
revision that has improved the content of the current and future assessments.  
 
The content of Media Arts Program (MAP) courses is designed to guide students to: 
 


1. Demonstrate understanding and acquisition of (through hands-on projects) the 
principal attributes and mechanics of art technique(s) in medium of choice  


2. Demonstrate the ability to communicate the aesthetic, historical, cultural, social 
and contemporary aspects of the medium(media) they are studying 


3. Demonstrate the knowledge and application of certain traits that guide artistic 
creativity 


4. Express ideas through an art medium 
 
Fall 2009 produced the third and final assessment of PLO #1 for this cycle. Instructors 
refined their assessment tools in response to the experience and feedback of the previous 
two semesters. Instructors were asked to submit all PLO assessments electronically and 
to try to incorporate more quantitative assessments than before. 
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o Fall 2009 
For Arts 001A Learning to See Beginner Drawing, the instructor administered the 
following two questions:   
1.“In what way has this class helped you to understand the basic fundamentals of 
drawing?” 2. “What do you feel are the mark important attributes of drawing and why?” 
 
For Arts 002A Beginner Vocal Instruction, the students were given a multiple choice 
exam that assessed in great detail their understanding and grasp of the principal attributes 
of vocal technique. 
 
For Arts 4A Learning to See in Three Dimensions, the instructor administered the 
following assessment assignment: 
“Write a two page paper discussing the following: 
You are going to propose a plan to create a hypothetical three dimensional work of art 
that expresses both the town Merced and the school UC Merced.  This is being created to 
express the relationship and history between the town and school. It will be duplicated 
(or be two separate but related works) and shown at a public location in town and in the 
University itself. Reflect upon your ideas, feelings and what kind of atmosphere you wish 
to create. Now plan the work in three dimensions.  
Make sure that your paper covers the following 
Explain exactly where would you like the work to be shown in each? 
Why would you like it shown in those locations? 
What specific ideas about Merced and UC and their relationship do you want to convey? 
How are you conveying these ideas? 
What is the media for your work? 
How do the chosen media work best for your idea, location, and scale? In other words, 
what aspects (media, concept, color, texture, subject, history etc…) of the work show the 
relationship of UC and Merced the town?  
Though the work is about UC and the town Merced, it can be of anything that you wish. 
What is the artwork of in terms of subject matter?  
What is the style (abstract, naturalistic, stylized…) and why? 
What are the roles of form, color and texture (or the lack of) in the work? 
What is the title of your work and why? 
The work is in three dimensions. Please briefly state why this 3D artwork, rather than 
one created in 2D (such as a painting or photograph), is best for transmitting your 
vision. 


For Arts 004B Introduction to Sculpture, the instructor administered a series of detailed 
questions addressing every aspect of the technique under consideration. The questions 
were as follows:  
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Under “Methods”: 1. “In the relief sculpture, how did you utilize the additive and 
subtractive methods?” 2. “Explain how you utilized the coil and/or slab method for 
applying clay this semester. Please give examples of how you did this.”  
Under: The Armature”: “Why did you need an armature in most of your sculptural 
projects? For example, what were your considerations while building it?” 
Under “Literal Balance”: “Give an example of how you balanced one of your sculptures 
this semester.  In other words, how did you build it to keep it from tipping over?” 
Under “Problem Resolution”: “List some technical problems/obstacles that you 
encountered with the projects and explain how you resolved them?” 
 
The instructor also asked each student to: 
“Create a Hypothetical Sculpture: Choose any of the techniques and materials that you 
used this semester and explain, on the following page, how you would make this 
hypothetical sculpture.” 
 
For Arts 005 Learning to Listen Beginner Music, the instructor did not administer the 
PLO systematically but excerpted relevant responses from final papers.  


For Arts 101 History of Clothing, Costume and Fashion (Pre-History to 1800) , the 
instructor administered the following multiple choice questionnaire:  
Please, circle one of the following: A. Significantly B. Somewhat C. Not at all, in 
response to this statement: “The content of this course has increased my knowledge of 
the history of Eurocentric clothing, costume and fashion for the span of time between 
Pre-History and 1800” 
 
Additionally the instructor also utilized pre-instruction and post-instruction essay that 
asked students to: 
“Describe what you learned about the Relationship of your chosen academic emphasis to 
the content of this course. Please, specify any pertinent knowledge gained in Arts 101”. 
 
For Arts 129 Advanced Musicianship, the instructor embedded the PLO #1 assessment 
into a final paper in which students were asked: 
“To self-evaluate their achievements in the class” 
 
For Arts 159 Advanced Projects in Acrylic Painting, the instructor administered the 
following two questions:   
1.“In what way has this class helped you to understand the basic fundamentals of 
drawing?” 2. “What do you feel are the mark important attributes of drawing and why?” 
 
For Arts 170 Introduction to Architectural Design, and Arts 071 Modern Houses, the 
instructor used two sets of evaluation: written and quantitative. Students were asked to 
respond to the following:  
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“Write a brief reflective self evaluation that would address in some way the content of 
PLO#1” and” Please respond to the following learning objectives” (from 1 to 5, 1 = no 
help, 5 = extremely helpful) 


1. The readings helped you understand the principles of architectural composition 2. 
Presenting your work to the class helped you learn to speak in public and clarify your 
ideas3. 'Pin-ups' and group discussion helped you understand the principles of 
architectural composition4. 'Pin-ups' and group discussion influenced how you 
approached subsequent projects 


Instructors failed to administer PLOs for three courses taught in fall 2009. Nevertheless, 
out of 352 students enrolled, over a half was assessed.  
 
                SECTION IV: CONCLUSIONS AND RECOMMENDATIONS 
 
After going through the process of assessment of PLO #1 it is clear that allowing each 
individual instructor to form his/her own instrument of assessment has its drawbacks, but 
also its benefits.  
 
The drawback is that it is more difficult to analyze the data in tabular and/or graphic 
form. Since the ladder faculty designated as the FAO has zero aptitude for the kind of 
analysis requested, she decided to minimize the drawback by working hard to make sure 
that the relevant knowledge has been directly implemented by the instructors by creating 
detailed reports for them.  
 
Nevertheless, in order to facilitate institutional reporting and more transparent integration 
of knowledge gained, the FAO has developed more standardized assessment tool for 
PLO#2. 
 
Each instructor will be required to administer both non-numerical and quantitative 
assessment and the numerical assessment will be standardized to fit all media.  
 
                  SECTION V: IMPLICATION OF PROPOSED CHANGES 
 
It is clear, as stated on page 2, that Media Arts Program FAO needs administrative 
support as well as assistance with quantitative analysis, which is simply not part of her 
expertise. To require that such expertise be achieved is utterly counterproductive. MAP 
FAO is an artist with international acclaim and is an accomplished professor of art. It 
would appear logical that her time be employed doing what she is an expert in and which 
makes her unique while those things that others do better and more efficiently be 
delegated to them.  
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The issue of archiving MAP student work electronically on UCMCROP has been 
addressed but more work needs to be done here. It should not fall to the FAO to have to 
work with the IT staff to provide MAP with site where students are able to upload their 
work during the semester without restriction on size of file etc. UC Merced 
administration must provide IT support to faculty engaged in WASC assessment in form 
of at least one dedicated staff member. The electronic portfolio system is utilized by 
many institutions today while UCM has only conducted a few pilot projects, none of 
which were designed specifically for needs of individual Programs. It is inappropriate for 
the administration to continually rely on faculty to make up for obvious lack of real 
institutional support for this all important process of digitalizing evidence in an efficient 
manner. 
 
                                        SECTION VI: SELF EVALUATION 
 
In the rubric of Assessable Program Learning Outcomes Media Arts Program falls 
somewhere between “emerging” and “developed”. It is clear that employing uniform 
quantitative assessments will aid in developing the observable and measurable results that 
the “developed” rubric requires. The fact that art technique has directly observable 
standard and that all instructors are highly qualified to observe it is a positive quality that 
needs to be developed and augmented with tabular ort other summary format. 
 
In the rubric of Valid Evidence Media Arts Program again falls somewhere between 
“emerging” and “developed”. Faculty has collected valuable and valid evidence. 
However, there has only been individual and internal evaluation while it is necessary to 
have external evaluation as well.  
 
In the rubric of Reliable Results Media Arts Program is only in the “initial” state. There 
are no uniform assessment criteria. Assessment of PLO #2 will meet uniform assessment 
criteria.  
 
In the rubric of Results Summary, Media Arts Program is “emerging”. There is no 
tabular or graphic format included. FAO will need assistance with this otherwise the 
rubric will not be met.  
 
In the rubric of Conclusions &Recommendations, Media Arts Program is “emerging.  
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I. Abstract 


The Merritt Writing Program’s (MWP) first program learning outcome is “students will be able to 


demonstrate thorough engagement with the iterative processes of reading, writing, and speaking.”  The 


best representation of this iterative process is a student portfolio of coursework.  To better articulate 


criteria and standards for iterative processes, MWP lecturers have been developing program-wide 


rubric guidelines for these portfolios.  Based on a review of electronic portfolio samples, conducted 


during October 2009, a program-wide portfolio rubric has been drafted.  To assess students’ 


understanding of our program learning outcome, we added outcomes-focused questions to our mid- 


and final-course evaluations.  We also initiated a senior survey and group interview process, focused 


on the evaluation of our program learning outcomes.  Portfolio evaluation and rubric development will 


expand into the spring semester.  Since faculty calibration was an issue in our pilot, we will attend to 


those issues by reducing what is asynchronous in the evaluation process.  Portfolio review is labor-


intensive, so to conduct this evaluation in a more robust way our resource section includes a request 


for funding ongoing faculty review of student work.  To measure indirect evidence, we have also 


requested funding for online course evaluation support. 


II. Introduction   


At our December 2008 MWP meeting, faculty voted to approve our five program learning 


outcomes and early that spring we determined that students’ ability to “demonstrate thorough 


engagement with the iterative processes of reading, writing, and speaking” was our first priority.  This 


program learning outcome seemed like a natural beginning point for this annual assessment process, as 


all of our courses include a drafting process for writing.  In addition to written drafts, all upper-


division courses include oral presentations, some videoed for drafting purposes.  As an extension of 


our semester-to-semester review of pre and post writing diagnostic exams, the Assessment Committee 


prepared to pilot a reading assessment for spring 2009.  Similarly, our transition to online portfolios 







has allowed us to effectively archive and exchange student portfolios, making it feasible for teams of 


faculty to review students’ progress with the drafting process.  Our assessment efforts have primarily 


focused on iterative aspects of writing; when we revisit this PLO we may investigate speaking and 


reading more explicitly. 


 Given our program-wide assessment and curricular needs, our primary objective with 


reviewing PLO 1 has been to develop a program-wide portfolio rubric.  In WRI 1 / 10 and in WRI 


116, instructors might rely upon a shared portfolio assignment sheet that includes some broad criteria 


for review.  Generally, though, most MWP lecturers have created individual assignments sheets and 


criteria.  This autonomy is not necessarily problematic, as MWP lecturers had routinely rated 


portfolios sets (high-middle-low) to confirm grading standards – not criteria.  Prior to 2009, this rating 


process was conducted during May, and in almost all instances faculty agreed on how to rank the 


portfolios.  Although our agreement is high for standards, we need to develop a shared understanding 


of criteria. 


Our reasons for developing this rubric are also based on technology needs.  Since spring 2008, 


a small group of MWP lecturers has piloted the CROPS’ online portfolio tool.  After a series of 


technical difficulties and analysis limitations, we have begun considering other options for online 


portfolio support.  The most competitive systems (Foliotek and LiveText) include robust and 


sophisticated assessment tools, none of which we can reasonably expect to harness without a shared 


set of portfolio criteria.     


 The process for reviewing PLO 1 has much room for improvement, but we have made some 


progress towards this goal of articulating shared criteria and standards for portfolios.  Further, we have 


identified several action items for spring 2010, including: (1) to revise PLO 1 to be more accessible to 


a broad audience, (2) to include evaluation of all PLOs in course evaluation forms for longitudinal 


data, (3) and to revise, pilot and apply portfolio rubric guidelines. 


 


 


 







III. Assessment Methods 


A. Indirect Evidence, Assessment Methods 


Beginning in fall 2009, we added questions to our student-course evaluations to assess student 


learning outcomes (SLOs).  To our knowledge, there are very few instances of other programs or 


universities including a student learning outcome focus in student-course evaluations, with Duke 


University being a notable example (see http://www.theideacenter.org/).  Our mid-semester course 


evaluations provided a useful perspective on the status of SLOs generally and ours in particular.  A 


majority of student respondents do not yet know what a SLO is and the phrasing of our program 


learning outcome must be revised for a broader audience unfamiliar with some assessment terms. The 


term “iterative,” for example, can cause confusion, as it is meaningful among writing faculty but 


obscure to a broader audience that includes students.  In response to this realization, our final course 


evaluations included a split of program-based and instructor-specific questions, clarifying to student 


respondents what the application of the questions would be.  We assumed at mid-semester that in 


cases where SLOs were confusing or unmentioned in classes that instructors would address learning 


outcomes more clearly for the remainder of the semester, which was confirmed in December 2009 


course evaluations results.  Further, in response to expressed confusion about the PLO phrasing, we 


clarified our PLO’s “iterative” term in the December course evaluations and will continue to revise the 


PLO as a faculty group this spring.  The revision process of our fall 2009 course evaluation forms is 


documented as Appendix A, with changes in yellow highlight.   


More extensive changes to our course evaluation system will occur during spring 2010, both in 


form and process.  With assistance from Institutional Planning & Analysis during fall 2009, we piloted 


an online course evaluation system using SNAP surveys and SPSS analysis software.  All courses 


engaged in mid-semester (October) online course evaluations and roughly one-quarter of our courses 


were reviewed online during December.  In December, to assess best practices with response rate, this 


online group was divided by online in-class and out-of-class environments to determine the reliability 


and percentage of asynchronous response rates.  Other than an anomaly of more than 100% response 


rate in one section, the response rates were comparable to paper surveys with an average return rate of 







76% (See Appendix B).  From this process we confirmed what could be anticipated from online 


course evaluation research: first-year students responded in higher frequency than juniors (sophomores 


are an ideal cohort)1.  To gain more robust information about our PLOs, we will add to spring 2010 


course evaluations a question that allows students to rate their confidence in preparation for all five 


PLOs.  Presumably they will rate the annual one most highly and other PLOs relative to areas of 


concentration in the minor (e.g. aesthetic understanding would be highly rated by creative writing 


minors).  Despite these predictable variations, it would be useful to have a longitudinal perspective on 


our PLOs in addition to a measure of our annual one.    


As a complementary effort with Writing Minor development, a senior survey and focus group 


process was initiated in fall 2009; the survey and interview forms are Appendix C.  Although the 


sample size of one participant in our focus group and three participants in the online survey clearly 


indicate a sampling problem, we were soliciting feedback from a relatively small group of graduating 


seniors for December 2009 (N = 6).  Our aim with this activity was to evaluate the quality of our 


survey and interview questions, with a larger scale process in April 2010 (N = 25).  From the survey, it 


is difficult to draw many conclusions from this limited and disparate data; however, a few interesting 


conclusions could be drawn.  First, students rated classroom workshops and formal assignments as 


being among the most helpful and important activities for overall success as a Writing Minor.  Also of 


interest are divided student ratings about the value of online projects, peer review, and portfolios, as 


these supporting activities were rated as either highly or not all helpful.  Ratings of PLO 1 reveal 


divided feelings about preparation, relative to our other PLOs.  Since supporting activities like peer 


review and portfolio development were not rated as highly as other activities, by inference PLO 1 may 


not be as well supported as other PLOs.  It is notable that all PLOs and activities were rated as 


satisfactory, so levels of support or interest are relatively within a high range.  We will be conducting 


this piloted survey and interview again in spring 2010 with 25 graduating writing minors with the aim 


of reaching reliable conclusions.   


    
                                                 
1 Avery, R. et al. (Winter 2006). Electronic course evaluations: Does an online delivery system influence student 
evaluations? Journal of Economic Education. 







B. Direct Evidence, Assessment Methods 


Direct evidence of student learning included sample portfolios, pre-selected by prior instructors as 


high-middle-low (H-M-L).  During October 2009, faculty read these H-M-L portfolios for a given 


course and completed a related survey.  Evaluation of the sample portfolios was guided by a set of five 


criteria-based questions, including a likert scale to determine levels of quality and a comments box.  


The comments box generated narrative about the rating of a criteria-based element, providing the basis 


for a portfolio rubric draft (see Appendix D).  The goal of this process is to further refine this portfolio 


rubric during spring 2010 by faculty review of another set of samples.  Once this rubric has been 


refined, students will be provided with these program rubric guidelines for May 2010 portfolio 


submission.  Our current draft of a portfolio rubric is represented as Appendix E.  Please note that a 


component of this rubric is specifically related to our PLO 1, although it would also be completely 


appropriate to consider the portfolio outcome as an example of iterative processes too.   


Before elaborating on the results of this activity, it is worth contextualizing how MWP lecturers 


have engaged in program-wide assessment prior to an online approach to portfolio review.  Before fall 


2009, all full-time MWP lecturers routinely met in small groups, called Faculty Instructional Groups, 


to review student work.  FIG participants would select sample work to review at mid-semester and rate 


H-M-L portfolios during May.  These ratings would be conducted independently, but the discussion of 


materials occurred in person.  This approach to discussing student work often led to a high-level of 


agreement, usually 100% each May review.  Similarly, in fall 2009 WRI 116 faculty discussed the 


rubric draft and portfolio samples in person and then reviewed portfolios independently, with an 


agreement level of 75% (potentially 100% with the exception of an unresolved reporting error).  The 


resulting portfolio rubric draft is listed as Appendix F. 


Aside from the WRI 116 example, program-wide review of portfolio samples in fall 2009 was 


conducted entirely online and asynchronous.  Review was conducted this way for many reasons, the 


primary ones being to provide faculty with scheduling flexibility and to consider the extent to which 


evaluation can be effectively done asynchronously.  In the October pilot of portfolio review about 2/3 


of our faculty participated with only 38% level of agreement about portfolio ratings, revealing to us 







how critical it is to meet in person to discuss sample work.  In other forms of program-wide 


assessment when we have met in person to review pre and post diagnostic exams, our agreement 


levels range between 65-80%, so this level of calibration is not only low, it is low given precedents for 


our group.   


Aside from predictable issues with asynchronous review, three factors seemed to have affected 


agreement levels.  First, the questionnaire generated language for a rubric draft, but it may have 


unintentionally drawn attention away from a holistic perspective.  Second, reading the portfolios 


without shared criteria will inevitably lead to a lack of consensus about overall standards.  And a less 


established or tangible reason that results may have been off-target has to do with the appearance of 


online portfolios.  Because the organization is pre-set and the product appears polished, many faculty 


noted feeling reluctant to rate a portfolio as low quality (even if relative to the other two portfolios, it 


clearly was the low outcome).  Readers who have included online portfolios in their curriculum 


struggled less with the evaluation process, so we anticipate that agreement may be more easily 


achieved as our faculty transition to this instructional tool.  Generally, though, our aim was to build a 


rubric based on faculty descriptions of H-M-L sample portfolios, which we were able to draft.  Our 


long-term goal is to address these calibration rates, which may be best achieved through the 


application of a program-wide rubric in synchronous reading sessions.      


To address these calibration issues and to further develop our portfolio rubric draft, in spring 2010 


we plan to strengthen the assessment process.   That goal is represented in a revised schedule for 


assessment activities:    


Schedule: 
 


(A.) [Week of February 15] Developing and refining language for portfolio rubric draft 
 
Faculty will be assigned face to face groups to read either High-Middle or Middle-Low portfolios 
(2 portfolios total) to become very familiar with either a high or low standard, with a shared 
understanding of a middle rating.  Readers will describe ways the portfolio fits with the rubric, and 
other ways that it does not.  Responses will be shared with the entire group, and the rubric 
updated. 
 
(B.) [Week of March 9] Identifying priorities within the rubric and weighting criteria 
 







Faculty will meet face to face review a sample portfolio that is not easily categorized.  Discussion 
will focus on how to prioritize and weight criteria. 
 
(C.) [Week of April 6]  Calibrating grade standards 
 
Faculty will meet face to face to review H-M-L portfolio set with rubric, with attention to final 
details of the rubric draft. 
 
(D.) [Week of May 11]  Applying rubric to sample portfolios   
 
Pairs of faculty will review sample student work from spring 2010.  Levels of agreement will be 
recorded, and there will be opportunity to comment on the applicability of the rubric. 
      


IV Results 


A. Indirect Evidence, Results 


Our course evaluation results for PLO 1 are summarized in Table A and B.  Please note that these 


results are based on online course evaluations, as December paper evaluations are still being processed 


and analyzed.  Column 1 represents October 2009 responses; Column 2 represents December 2009.  It 


is notable that data gathering methods each time differed, as October’s online course evaluation 


process was mandatory and December’s was voluntary.  The reason for this difference is that mid-


course evaluations are formative; if student response rates were low based on self-selection, then this 


would not have bearing on employment records.  Workload was another factor.  Mid-course 


evaluation functions best when faculty receive feedback quickly and can implement changes.  To 


some extent a paper-based system can support this goal, with copies available to instructors for review 


in a central location.  To maximize reliable distribution of results, however, an online system is 


preferable.   


Even though the online format for final course evaluations was voluntary, the sample size is one-


third of our total sections which is a representative sample of responses.  In Table A, Column 1 


represents all October courses parallel to volunteer sections in December (N=608) and Column 2 


represents December volunteer online sections (N=226).  Table B compares WRI 1 responses, though 


it is notable that the October responses are from all WRI 1 sections and the December responses 


summarize five sections of WRI 1 (roughly 20% of the total course sections).  Both sets of data are 


difficult to compare since the processes for gathering mid and final course evaluation data differed; 







however, both tables indicate incremental improvements in PLO understanding and skill.  Typical 


improvements range from 5-15%. 


TABLE A: All online participants (equal mixture of lower and upper-division courses) 
 


Program learning outcomes are evaluated on an annual basis. This year in the Merritt 
Writing Program, we are focusing on the following outcome: Students will be able to 
"demonstrate thorough engagement with the iterative (multi-step) processes of reading, 
writing and speaking." Please rate your ability to achieve the following parts of this 
outcome: 
 Not at all Very low Low Moderate High Very high 
 Oct  Dec Oct Dec Oct Dec Oct Dec Oct Dec Oct Dec 
Reading 1% 0% 1% 0% 4% 1% 41% 26% 35% 39% 16% 27%
Writing 0% 0% 1% 0% 3% 0% 32% 21% 39% 39% 24% 35%
Speaking 2% 0% 2% 0% 9% 2% 41% 31% 29% 35% 12% 27%


 
TABLE B: WRI 1 respondents 
 


Program learning outcomes are evaluated on an annual basis. This year in the Merritt 
Writing Program, we are focusing on the following outcome: Students will be able to 
"demonstrate thorough engagement with the iterative (multi-step) processes of reading, 
writing and speaking." Please rate your ability to achieve the following parts of this 
outcome: 
 Not at all Very low Low Moderate High Very high 
 Oct Dec Oct Dec Oct Dec Oct Dec Oct Dec Oct Dec 
Reading 1% 0% 1% 0% 4% 2% 40% 32% 37% 41% 15% 23%
Writing 0% 0% 2% 1% 2% 0% 34% 37% 39% 43% 20% 27%
Speaking 3% 0% 2% 1% 11% 2% 41% 35% 30% 40% 11% 20%


 


These incremental changes in improved understanding could be accounted for by a halo effect.  By the 


end of the semester, students may assume to have a greater mastery over a skill or knowledge when in 


fact the improvements have been more modest or unchanged. 


Another piece of indirect evidence may help to verify these reported improvements in 


understanding of PLO 1.  In narrative feedback, students noted a significant difference in how often 


instructors discussed student learning outcomes.  In December 2009 evaluations, only 5 of 90 


comments in WRI 1 indicated a misunderstanding about student learning outcomes or no reference in 


class to SLOs.  One representative quote characterizes how SLOs were often described by students: 


“There is always a purpose for our writing, not just grading.”  October evaluations indicate double the 


percentage of confused responses (11 of 95); and, a majority of narrative responses seemed confused 


about who and what they were addressing.   







Frequency of instructors connecting instruction with student learning outcomes was also measured 


in course evaluations, as represented here in Table C.  


TABLE C: Frequency of SLO instructional connections 


How often has your instructor noted specific relationships between class instruction and student 
learning outcomes for your course? 
 October 2009 


N = 608 
December 2009 


N = 226 
 


Not applicable 2% 3% -1 
Rarely 6% 1% -5 
Occasionally 12% 5% -7 
Sometimes 31% 19% -12  
Frequently 39% 44% +5 
Always 8% 27% +15 


 


Although a halo effect should be factored into comparisons of mid and final course evaluation 


data, the increase in instructional SLO connections is likely factoring into students perception of 


increased understanding and applicability of PLO 1 by the end of the semester. 


The validity and reliability of these fall 2009 course evaluation results are compromised by 


differing processes.  During spring 2010, the MWP will be conducting all course evaluations online.  


If our return rates are comparable, we anticipate having a more reliable means for drawing conclusions 


from this indirect evidence.  


B. Direct Evidence, Results 


No matter what the pre-selected rating, the most animated faculty commentary involved a 


students’ ability to self-assess with respect to anticipated learning outcomes.  The following is a fairly 


typical faculty comment about middle range work with student learning outcomes: “While the student 


talks about how she approached the assignments and how they worked for her, she doesn’t talk 


specifically about how well she thinks she fulfilled the learning outcomes. Also, her revisions of 


essays seem very superficial, not substantial at all.”  During faculty meetings, similar comments were 


frequently made about how average students need to move beyond thinking in terms of general benefit 


and to think critically in terms of specific skills.  Portfolios that were rated as “high” typically 


represented self-assessment accurately, with realistic and specific future improvements. 







In addition to what can be concluded from our pilot version of portfolio review, we also routinely 


conduct pre and post writing diagnostic exams.  As far as PLO 1, we are able to document incremental 


changes in students writing throughout a semester.  Diagnostic exams are tracked from September to 


December, representing about 15-20% of enrolled freshmen.  Calibration rates among our faculty have 


varied; generally we can achieve about 80% levels of agreement by the post-exam.  During pre and 


post diagnostic reading sessions, faculty members assume that the exams being reviewed could have 


been written anytime in a given semester.  So the high-level of agreement about standards is derived 


from ongoing conversations about student work, which needs to be established through several 


reading sessions and many samples of student work.  From reading student diagnostics, we have 


learned that students who apply process-oriented writing strategies tend to be more successful at 


planning an effective timed essay, validating much of what is iterative about our curricular focus.           


 


V. Conclusions & Recommendations 


(A.) Student Learning: Our actions will include curricular changes, such that faculty in our 


program adopt a common portfolio rubric that provides guidelines for a range of criteria.  We have 


dedicated ourselves to being more routinely explicit about student learning outcomes, which will 


continue to be reviewed in course evaluations.   


Our review of portfolios also accounts for student skills at the lower and upper-division level.  


These conclusions will likely have bearing on the curriculum in our foundational Writing Minor 


courses.     


B. Assessment Process 


The portfolio assessment process could be improved in many ways.  More immediate actions 


include shifting our program-wide assessment focus to assessing portfolios exclusively.  To balance 


workload responsibilities, we have decided that timed writing exams will be reviewed in fall 


semesters, and portfolios in spring semesters.  This way we attend equally to product and process 


oriented writing. 


 







VI. Resource Implications of Proposed Changes  


The portfolios being pre-selected and rated by instructors as H-M-L makes it difficult to judge if 


there were prevalent issues within a majority of portfolios.  For our assessment process to indicate 


direct evidence of student needs, we should expand this review of portfolios to include a 


representative, random sample.  This would be a labor-intensive process that requires funding a 


dedicated group of faculty to review student materials.  Our MWP lecturers are all Unit 18 employees, 


so by contract we are required to supplement salary for additional service.  Consistent with WASC 


expectations, this salaried assessment activity would involve instructional faculty in the assessment of 


student learning.  To study WRI 10 portfolios, we would need to involve twelve MWP lecturers to 


review portfolios for two days (assuming a double-read and 30 minutes per portfolio).  With 600 


portfolios, we would be able to read about 200 portfolios – with 33% of the portfolios evaluated, we 


could derive valid and reliable conclusions about areas of student learning needs.   The total cost of 


this faculty activity would be $40002.     


Our program has also struggled to adopt a reliable and robust course evaluation system.  Although 


we appreciate our partnership with Institutional Planning and Analysis, this arrangement has been 


explicitly short-term due to workload considerations.  Ideally, we would have an online course 


evaluations system that is autonomous.  A site SNAP license for our program is $1,200. 


 
VII. Self Evaluation 
 
 Rating Explanation 
Assessable PLO Emerging Rubric is in early stages of development; otherwise the 


PLO itself is measurable  
Valid Evidence Developed Varied evidence (direct & indirect) 
Reliable Results Emerging Calibration needs improvement 
Results Summary  Developed Clear charts to indicate data trends 
Conclusions & 
Recommendations 


Developed Results have been reviewed carefully and faculty 
engaged with stages of assessment process 


 


 
 
 
 


                                                 
2 An instructor's hourly wage for teaching is $21.24, based on a lecturer salary of $43,336 divided by 2040 working hours. 







APPENDIX A  
 
 WRI 01: Academic Writing 
 Mid-Semester Course Evaluation (Fall 2009) 
 Instructions: Please take about 15 minutes to respond to this evaluation.  Your comments are considered 
essential to the development and improvement of this course.  Merritt Writing Program course evaluations are 
intended to improve student experiences in our courses, regardless of the instructor of record. 
Q1 Self-Assessment 
  Not at all Rarely Occasionally  Sometimes  Frequently Always 
 I complete the assigned readings and 


homework on schedule. 
              


 I participate actively in class discussions 
and activities. 


              


 I have made use of the instructor’s office 
hours to get assistance with my writing. 


              
Q2 Overall Satisfaction 
  Unsatisfactory Very low Low  Moderate  High Very high 
 How interested were you in taking this 


course at the beginning of the semester? 
              


 Now that you are mid-way through the 
course, how would you rate your level of 
improvement as a writer? 


              


  Please describe 
your 
progression as 
a writer: 


_________________________________________________________________
________________


Q3 This course is designed to help me improve as a writer 
  Not at all.....................................................................................................................................   
  Strongly disagree .........................................................................................................................   
  Disagree.....................................................................................................................................   
  Uncertain....................................................................................................................................   
  Agree.........................................................................................................................................   
  Strongly agree .............................................................................................................................   
  Please 


describe: _________________________________________________________________
________________


Q4 This course has provided information and support in developing the following skills: 
  Not at all Strongly 


disagree 
Disagree  Uncertain  Agree Strongly 


agree 
 Giving and attending to feedback               
 Analyzing readings               
 Developing reading skills               
 Thinking creatively               
 Developing a topic               
 Composing an argument               
 Crafting an essay (writing process)               
 Writing to an audience               
 Integrating evidence               
 Paragraphing techniques               
 Creating complex sentences               
 
Q5 The following activities have been useful to me: 
  Not at all Strongly 


disagree 
Disagree  Uncertain  Agree Strongly 


agree 
 Peer review               
 Assessing my own writing               


 Class discussions              
 Feedback from instructor              
 In-class activities              







 Formal paper drafting              
Q6 Program learning outcomes are evaluated on an annual basis.  This year in the Merritt Writing 


Program, we are focusing on the following outcome: Students will be able to "demonstrate thorough 
engagement with the iterative (multi-step) processes of 


  Not at all Very low Low Satisfactory  High Very high 
 Reading              
 Writing              
 Speaking              
 
Q7 How often has your instructor noted specific relationships between class instruction and student 


learning outcomes for your course? 
  Not at all.....................................................................................................................................   
  Rarely........................................................................................................................................   
  Occasionally ...............................................................................................................................   
  Sometimes .................................................................................................................................   
  Frequently ..................................................................................................................................   
  Always .......................................................................................................................................   
  Please comment _____________________________________________


____
Q8 Identify and evaluate aspects of the course that have been especially helpful to you (e.g., course 


organization, specific readings, writing assignments) 
 
Q9 Describe aspects of the course that you would change, if you had the opportunity. 
 
 
 
 
 







APPENDIX A 
 
 WRI 01: Academic Writing 
 Final Course Evaluation (Fall 2009) 
 Instructions: The following course evaluation will take about 20 minutes to complete.  This survey provides 


anonymous but vital feedback to the instructor and our program.  All responses are carefully analyzed to inform 
subsequent instruction in this course and to reshape the entire writing curriculum.  Thank you for your thoughtful 


participation. 
 Instructor & Course Questions 
 
 * The following questions are focused on providing your instructor with feedback * 
Q1 Self-Assessment 
  Not at all Rarely Occasionally Sometimes  Frequently Always 
 I complete the assigned readings and 


homework on schedule. 
             


 I participate actively in class discussions 
and activities. 


             


 I have made use of the instructor’s office 
hours to get assistance with my writing. 


             
Q2 How clear are instructions for 
  Not at all Rarely Occasionally Sometimes  Frequently Always 
 Formal papers              
 In-class activities              
Q3 My instructor discusses my writing and ideas in ways that help me to improve: 
  Not at all    
  Strongly disagree    
  Disagree    
  Uncertain    
  Agree    
  Strongly agree    
  Please explain: _
Q4 My instructor seems: 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Willing to answer questions              
 Available to students              
 Committed to helping me learn              
 Organized              
 Knowledgeable about writing              
 Fair              
  Please explain: _____
Q5 This course has provided information and support in developing the following skills: 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Giving and attending to feedback              
 Analyzing readings              
 Developing reading skills              
 Thinking creatively              
 Developing a topic              
 Composing an argument              
 Crafting an essay (writing process)              
 Writing to an audience              
 Integrating evidence              
 Paragraphing techniques              
 Creating complex sentences              
Q6 The following activities have been useful to me: 
  Not at all Strongly 


disagree 
Disagree Uncertain  Agree Strongly 


agree 
 Peer review              







 Assessing my own writing              
 Class discussions              
 Feedback from instructor              
 In-class activities              
 Formal paper drafting              
 Writing              
 Speaking              
 Program Questions 
 * The following questions are focused on providing the Merritt Writing Program with feedback. * 
Q7 Overall Satisfaction 
  Not at all Very low Low Moderate  High Very high 
 How interested were you in taking this 


course at the beginning of the semester?
             


 Now that you have nearly completed 
WRI 1, how would you rate your level of 
improvement as a writer? 


             


  Please describe your progression as a writer: _____________
Q8 Program learning outcomes are evaluated on an annual basis.  This year in the Merritt Writing 


Program, we are focusing on the following outcome: Students will be able to "demonstrate 
thorough engagement with the iterative (multi-step) processes of reading, writing and speaking."  
Please rate your ability to achieve the following parts of this outcome: 


  Not at all Very low Low Moderate  High Very high 
 Reading              
 Writing              
 Speaking              
Q9 How often has your instructor noted specific relationships between class instruction and student 


learning outcomes for your course? 
  Not at all    
  Rarely    
  Occasionally    
  Sometimes    
  Frequently    
  Always    
  Please describe: 
Q10 Identify and evaluate aspects of WRI 1 that have been especially helpful to you (e.g., course 


organization, specific readings, writing assignments). 
 
Q11 Describe aspects of WRI 1 that you would change, if you had the opportunity. 
 


 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 







 
 APPENDIX B (by MWP Assistant Director of Instructional Technology, Michael Truong) 
 


F09 Final Course Evaluation  Online Response Rate 
Course Section Faculty Enrolled N % 
CORE 1 9 VARNOT 20 20 100% 
CORE 1 10 WINEK 19 20 95% 
CORE 1 11 WINEK 17 20 85% 
CORE 1 24 WINEK 15 19 79% 
CORE 1 TOTAL AVERAGE 90% 
Course Section Faculty Enrolled N % 
WRI 001 2 SIGNORINI 17 20 85% 
WRI 001 22 LAMBERT 24 20 120% 
WRI 001 25 TROOK 16 19 84% 
WRI 001 30 LAMBERT 21 17 124% 
WRI 001 32 WALKER 18 20 90% 
WRI 001 TOTAL AVERAGE 101% 
Course Section Faculty Enrolled N % 
WRI 025 2 WALKER 13 17 76% 
Course Section Faculty Enrolled N % 
WRI 101 1 SOLTIS 12 20 60% 
WRI 101 4 TRUONG 11 20 55% 
WRI 101 TOTAL AVERAGE 58% 
Course Section Faculty Enrolled N % 
WRI 116 2 KAHLERT 14 20 70% 
WRI 116 3 SMITH 6 18 33% 
WRI 116 TOTAL AVERAGE 52% 
Course Section Faculty Enrolled N % 
WRI 119 1 HOTHEM 12 19 63% 
Course Section Faculty Enrolled N % 
WRI 125 1 TROOK 15 16 94% 
ALL CLASSES TOTAL AVERAGE  76% 
Surveys started 
Monday, Nov 30, 
2009 around 4pm 


     


Surveys ended 
Monday, Dec 14, 
2009 around 
noon 


     







APPENDIX C 
 
MWP Interview Questions for Graduating Seniors / Writing Minors 
 
We are conducting these interviews to learn about your experience as a writing minor and to plan for the 
development of a major in writing.  Differing points of view and your honest reflections are encouraged.   
 
With your permission, we would like to record this session; however, nothing you say will be attributed to 
you in our summary report.  Though you will hear each other’s comments during this next hour, please do 
not discuss these comments outside of this session in order to ensure individual privacy and to avoid 
influencing other students who might participate in different sessions.  We intend that anything you and 
others say in this session will remain entirely confidential.     
 


1. Why did you decide to complete the minor in writing?    Did you accomplish what you wanted to 
achieve as a writing minor? 


2. Share paper copy of PLOs, how are we doing? 
3. Compared to other courses, how much writing did you complete in your writing-minor courses?   


[This question will require some clarification depending on the student’s major, years at UC Merced 
(i.e., transferred here), and impressionistic sense of a little or a lot of writing, etc.].    


4. What type of instruction did you find most helpful for your development as a writer:   class 
workshops, peer exchanges of writing, consultations with the instructor, other? 


5. At what point in your coursework (or which project) did you first really feel as though you were 
fully engaged with learning writing? 


6. Would you recommend any changes in the minor requirements?    For example, should students take 
more lower division introductory courses than just WRI 25 or WRI 30?    Should minors complete 
both those courses?  Should everyone take WRI 100 before enrolling in other upper-division courses 
in the minor? 


7. How do you think the quality of the minor would be affected if half the instruction was offered 
online? 


 
Imagine that you have opportunity to share impart your wisdom to incoming students…  
8.  What do you think would be most important for students to know about the minor in writing? 
9. What will a writing minor student need to do to succeed?  
10. What will the MWP faculty need to do to encourage student success (within the minor and 


professionally)   
11. Do you have any suggestions for how we might promote the minor to attract more students? 
12. Similarly, how might we include already in the minor to promote a writing major? 


 
 







APPENDIX C 
 
 Merritt Writing Program 
 Senior Survey (Dec. 2009) 
 Instructions:  The Merritt Writing Program would appreciate you taking 10-15 minutes to respond to this brief survey.  
Your feedback on your experience as a writing minor will help us plan a writing major.  The information you provide 
will be kept completely confidential.  Thank you!  
Q1 How would you rate your level of satisfaction with being able to accomplish what you hoped to 


achieve as a Writing Minor? 
  Not at all   
  Very Low   
  Low   
  As expected (Satisfactory)   
  High   
  Very High   
  Please 


comment: __________________________________________________________________
Q2 How well did the Merritt Writing Program minor courses prepare you for your future ambitions 


(employment or graduate/professional school)? 
  Not at all   
  Very Low   
  Low   
  As expected (Satisfactory)   
  High   
  Very High   
  Please comment: ____________________________________________
Q3 Please rank in order of importance the type of instruction that you found most helpful for your 


development as a writer.  Assign the number 1 to the most important item, the number 2 to the 
second most important item, and so forth, with 8 being the least important.   Do not assign the 
same number to more than one item.    


  Class workshops   
  Peer exchanges of writing   
  Online activities   
  Consultations with instructor   
  Faculty feedback   
  Portfolio process   
  Formal writing assignments   
  Informal writing assignments   
  Please 


comment: __________________________________________________________________
Q4 Relative to writing in other courses, how much writing did you complete in your writing minor 


courses? “Writing” should be understood to include all stages of drafting and revisions and all 
forms of written exchanges (online discussion boards, journals, etc.) 


  Significanlty less than other courses   
  Less than other courses   
  About the same   
  More than other courses   
  Much more than other courses   
  Please 


comment: __________________________________________________________________







Q5 How would you rate the quality of writing instruction relative to that you received in writing-
intensive courses outside of the Merritt Writing Program?  A “writing intensive” course can be 
generally defined as basing 50% or more of the final course grade on any number or types of 
written assignments—essays, journals, reports, term papers, in-class written quizzes or written 
final exams, etc.    


  Significantly less instructive than other courses   
  Less instructive than other courses   
  About the same   
  More instructive than other courses   
  Much more instructive than other courses   
  Please 


comment: __________________________________________________________________
Q6 Please rate how well your writing courses, overall, prepared you for the following MWP program 


learning outcomes.   
  Not at all Very low 


preparation
Low 


preparation
Moderately 
prepared  Highly 


prepared 
Very highly 
prepared 


 Collaborate successfully as members of 
an academic community 


             


 Analyze and apply the requisite styles, 
structures, and standards of relevant 
professions, genres, and academic 
disciplines 


             


 Apply ethical standards to the practice of 
academic research and public discourse


             


 Demonstrate thorough engagement with 
the iterative processes of reading, 
writing, and speaking 


             


 Craft language that reveals aesthetic 
awareness 


             


  Please comment: _______________________________________________________
Q7 Which emphasis did you take in the Writing Minor? 
  Creative Writing track   
  Professional Writing track   
  Nearly or entirely  equal combination of course work in both tracks   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 







APPENDIX D 
 
Iterative Aspects of Writing3 
Questions for Portfolio Review 
 
Reviewer Name:  ______________________ 
 
Sample:  ______________________ 
 
Rating: H / M / L 
 


(1) How would you rate the overall organization of this portfolio?  (place bracket quotes around 
response) 


 
Very Low  Low  Satisfactory  High  Very High 
 
Comment: 
 
(2) How would you rate the overall thoughtfulness and/or professional style of the cover notes ?    
 
Very Low  Low  Satisfactory  High  Very High 
 
Comment: 
 
(3) How would you rate the overall engagement with the attached evidence?   


 
Very Low  Low  Satisfactory  High  Very High 
 
Comment: 


 
(4) How would you rate the overall accuracy of the student’s self-assessment in relation to the 


learning outcomes?   
 
Very Low  Low  Satisfactory  High  Very High 
 
Comment: 
 
(5) How would you rate the overall usage of proper mechanics and grammar? 
 
Very Low  Low  Satisfactory  High  Very High 
 
Comment: 
 


 
 
 
 
                                                 
3 The Merritt Program’s Learning Outcome being reviewed is students’ ability to “demonstrate thorough engagement with the 
iterative processes of reading, writing, and speaking.” 







APPENDIX E 
 
Program Learning Outcome4 
Portfolio Rubric Draft 
9 December 2009 
 
Synopsis:  During October 2009, Merritt Writing Program faculty reviewed samples of online portfolios, 
designated by the instructor of record as high-middle-low.  Evaluation of sample portfolios was guided by 
a set of five criteria-based questions, including a likert scale to determine levels of quality followed by an 
open-ended question.  The open-ended question provided narrative to explain the rating of a criteria-based 
element, providing the basis for the following portfolio rubric draft.  The goal of this process is to further 
refine this portfolio rubric during spring 2010 by faculty review of another set of samples.  Once this 
rubric is refined, students will be provided with these program rubric guidelines for spring 2010 portfolio 
submission. 
 
 Low Middle High 
Organization Appears rushed; artifacts 


appear random or repetitive; 
cover letters have significant 
problems with coherence 
and logic; difficult to 
navigate 


Relevant supporting 
evidence; cover letters are 
logical and focused; some 
minor confusion with 
navigating materials 


Well-organized and 
specific supporting 
evidence; cover letters 
are coherent, logical, and 
organized; easy to 
navigate 


Professional 
Style 


Unprofessional style; 
conversational or casual 
approach; 


Reflective tone though 
not consistently academic 
or professional;  


Reflective in focus and 
academic in tone; 
engaging; clear and 
confident voice 


Overall 
engagement with 
supporting 
evidence 


Learning outcomes are not 
mentioned; little reference to 
evidence or what the 
evidence reveals;  


Clearly identifies and 
addresses artifacts though 
relevance at times may be 
confusing or general 


Analytical comments 
supported by specific 
examples; insightful 
evidence based on 
multiple drafts or 
reflective journal entries; 


Self-Assessment Focus is general; does not 
address accurately or include 
reference to ongoing 
progress and challenges; 
lacks awareness of notable 
writing issues 


Addresses greater 
purpose of the course; 
includes an open and 
honest reflection on 
progress and challenges; 
may be course reflective 
but lacking in self-
reflection 


Displays strong critical 
awareness and 
understanding of 
outcomes; thorough and 
precise engagement with 
describing progress and 
challenges; demonstrates 
strong awareness of how 
coursework affected 
change 


Grammar & 
Mechanics 


Many surface errors or major 
errors in grammar and usage; 
needs extensive editing;  


Occasional major errors 
in grammar or usage, 
enough to be distracting 
to a reader 


Virtually free of 
sentence-level errors; 
polished mechanics 


 


                                                 
4 Demonstrate thorough engagement with the iterative processes of reading, writing, and speaking 







APPENDIX F 
 
WRI 116: Portfolio Rubric Results 
Written by: Paul Gibbons, Mary Smith, Mike Truong and Anne Zanzucchi 
 
Synopsis:  During November 2009, WRI 116: Writing in the Natural Sciences faculty evaluated sample 
portfolios (selected by the instructors of records as high-middle-low samples).  The following rubric draft 
is based on the narrative descriptions provided by faculty, rating anticipated portfolio criteria.  During 
spring 2010, WRI 116 instructors will continue to develop this rubric based on a new set of sample 
portfolios.  The aim is to implement this rubric for spring 2010 WRI 116 portfolios, by sharing the rubric 
with students during April to guide their projects. 
 
Ratings:  Most participating faculty agreed with the instructor of record about the quality of the project.  
One reviewer rated the High and the Middle sample inversely, so our level of agreement was 75%.   
 
 LOW MIDDLE HIGH 
Overall Presentation Evidence missing, 


inaccessible, and/or 
confusingly labeled.  
Personal identifying 
information (i.e. 
headshot, personal info, 
etc.) missing and/or 
inappropriate. 


Evidence somewhat 
complete and clearly 
labeled. Personal 
identifying information 
somewhat appropriate 
and/or complete. 


Evidence complete and 
labeled clearly. Personal 
identifying information 
appropriate, complete, 
and interesting.  


Professional Style Distracting language 
issues that detract from 
accepted professional 
norms. No awareness of 
audience. 


Language somewhat 
sophisticated and 
insightful with some 
awareness of audience. 


Thoughtful and 
professional prose with 
keen awareness of 
audience. 


Engagement with 
Evidence 


Cover notes don’t 
mention attached 
evidence in any 
meaningful way. 


Cover notes somewhat 
address attached 
evidence, but generally 
and/or indirectly.  


Cover notes address 
attached evidence in 
specific, insightful, and  
purposeful ways. 


Self-Assessment Reflections about 
personal achievement of 
learning outcomes are 
missing, poorly 
explained or supported, 
and/or too general. 


Reflections about 
personal achievement of 
learning outcomes are 
somewhat accurate and 
supported with specific 
contexts and evidence. 


Sophisticated reflection 
about personal 
achievement of learning 
outcomes, supported by 
specific contexts and 
evidence. 


Mechanics & 
Grammar 


Frequent syntax errors 
that impede meaning.  
Spelling with frequent 
errors that indicate a lack 
of care or significant 
struggle with language 
use. 


Simple and some 
complex phrasing, some 
inaccurate word choice, 
and notable punctuation 
errors.  Spelling has 
several errors, mainly 
contextual. 


Usage of sophisticated 
sentence structures, 
appropriate word choice, 
and accurate punctuation.  
Spelling is highly 
accurate, little to no 
errors. 


 
 







APPENDIX G 
 
Example Student Work from Writing 100 
 
Hello FIG E, 
 
This year the Merritt Writing Program is reviewing its first program learning outcome, a students’ 
ability to “demonstrate thorough engagement with the iterative processes of reading, writing, and 
speaking.”  Normally FIGs review portfolio samples at mid-semester, determining which among a 
set of portfolios are the high-middle-low samples. The main purpose of this activity is to 
demonstrate agreement about how we rate student work, with opportunities for further 
discussion. 
 
This year, we are engaging in a similar process, with the added layer of a brief survey to collect 
further information.  The aim of this survey is to collect faculty responses to basic portfolio criteria, 
with attention to the iterative aspects of writing.  The survey functions basically like a coversheet 
to describe how you reached your conclusion about the high-middle-low rating.  These questions 
also begin to outline what a shared portfolio rubric might attend to as far as standards and 
criteria.  Faculty feedback to the "please comment" category will provide a richer vocabulary for 
these aspects of a portfolio, from which we hope to draft a representative rubric for future portfolio 
review processes.  Program-wide results of this process will be shared with your FIG in 
November. 
 
Appended below are three links to portfolios.  Please review these portfolios and complete a 
survey for each one to summarize your conclusions.  Each faculty member has an individual 
folder on the MWP site, under the Project Tool -- Dropbox.  When you complete a survey 
for each portfolio, please upload these to your individual DropBox folder.  The deadline for survey 
submissions is Monday, October 26 (please be in touch if you need a little more time, of course). 
 
Following this reading process, these ratings would ideally be shared and discussed in your 
FIG.  Please do try to meet either online or in-person at the end of October or during November to 
discuss your responses to this student work.  As a general reminder, part-time faculty are more 
than welcome to participate in program-wide assessment projects like these, but are not expected 
to do so. 
 
If you have any questions about this project, please feel free to be in touch.  Mike Truong is 
available to respond to any technical questions.  Michael Winder coordinates the FIGs, should 
you have a question related to groups.  Thank you, 
 
Anne. 
 
------------- 
FIG E, Sample Portfolios -- WRI 100, Sec 3 Spring 09 
 
[Pineda] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.i
d=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[Holt] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id
=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[Garibay] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.i
d=d3aa009e-cd1e-4438-9432-c72b7aed11d3 



https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=A31DCA3D4C5EE32093970FE416105226&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=3C45AB8A8730FF2A855187346EEA55A8&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=146FE8F69C1993E822E6C5992B6CB34A&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3





APPENDIX H 
 
Example Student Work from Writing 10 
 
 
Sample Portfolios: WRI 10 (Sec. 15) Spring 2009 
 
[Taha] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.
id=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[White] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id
=d3aa009e-cd1e-4438-9432-c72b7aed11d3 
 
[Shapiro] https://ucmcrops.ucmerced.edu/osp-presentation-
tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.i
d=d3aa009e-cd1e-4438-9432-c72b7aed11d3 



https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=45CDC921D2EA41DDF50A9F7DAE9F5E63&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=1A892AB398FECF00E80646802F107435&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3

https://ucmcrops.ucmerced.edu/osp-presentation-tool/viewPresentation.osp?id=59F12F3BB6795DB75C12ED9E748DCEF2&sakai.tool.placement.id=d3aa009e-cd1e-4438-9432-c72b7aed11d3





Program Learning Outcomes Assessment:  
Natural Sciences Education (NSED) Minor Program 
University of California, Merced  (January 30, 2010) 
 


1. 
2. Abstract ........................................................................................................................................... 1


Table of Contents 
 


3.  Introduction................................................................................................................................... 2


 


Natural Sciences Education (NSED) Minor Program Description ................................................. 2
 


gram Goal ................................................................................................................................................... 3
 


gram Learning Outcomes ..................................................................................................................... 4
Pro  
Pro


4.  Assessment Methods .................................................................................................................. 5


 


Overview............................................................................................................................................................ 5
 


 & Process ........................................................................................................................................ 5
 


ment Methodologies – Direct and Indirect Assessments .................................................... 8
Timeline  
Assess  


5. Surveys Assessment Results ..................................................................................................11 


6.  Conclusio


 


ns, Recommendations and Implications of Proposed Changes..............14 
Student Learning.......................................................................................................................................................15 
Assessment Methodologies...................................................................................................................................15
Recommendations & Resources Implications...............................................................................................16


 


7.  Self


 


As
evaluation ............................................................................................................................17 


sessment Methods ...................................................................................................................................17 
Assessable Program Learning Outcome (PLO).............................................................................................17 
Valid Evidence............................................................................................................................................................17 
Reliable Results..........................................................................................................................................................17 
Results Summary ......................................................................................................................................................17 
Conclusions & .............................................................................................................................................................17 
Recommendations....................................................................................................................................................17 


 


2. Abstract 
 
The Natural Sciences Education (NSED) minor is primarily intended for students interested in 


teaching careers at the K-12 level.  The NSED minor program prepares students majoring in 


sciences or mathematics for direct admission into teaching credentialing programs and consists 


of coursework, academic and professional counseling. The NSED minor includes pedagogy and 


teaching methods coursework both at the lower and upper division levels.  Since the coursework 


forms the basis of the NSED program this inaugural assessment was focused on this aspect of 







the minor.  In particular, the lower division courses were targeted in assessment of the program 


PLOs.  The assessment study included surveys, embedded test questions and informal 


interviews with students and instructors for all lower division NSED courses offered in the Fall 


2009.  The cumulative results of the assessment indicated that the program learning outcomes 


are, in fact, being met to a high degree.  The assessment also pointed to changes that would 


improve the program such as including more information about teaching credentialing process 


into the curriculum, offering additional fieldwork courses for the junior and senior students,  


embedding more focused math pedagogy material into the coursework and connecting the 


program more closely to specific external teaching credentialing programs.  Implementation of 


some of these recommendations requires no additional resources (i.e. the lecturers have already 


been consulted on inclusion of teaching credentialing process material into the curriculum and 


will implement this in the Spring 2010 semester), while others such as introduction of new 


courses requires significant increase in instructional resources.  In addition, it is recommended 


to introduce more structure into the interview portion of the future assessments.  


 


3. Introduction 
Natural Sciences Education (NSED) Minor Program Description 
 
The Natural Sciences Education (NSED) Minor is primarily intended for students interested in 


teaching careers at the K-12 level.  The minor is developed as part of the Science and 


Mathematics Initiative (SMI) also known as California Teach (CalTeach) Program. Under the 


governor’s initiative CalTeach has been instituted as a UC-wide effort to address the severe 


shortage of science and mathematics teachers in California’s secondary schools.  The program 


offers courses, academic and career counseling that allows students majoring in science and 


engineering to explore and prepare for careers in teaching sciences and mathematics in 


secondary schools.  NSED Minor allows leveraging SMI program to offer UC Merced students 


an opportunity to explore additional career options, deepen their understanding of science and 


mathematics, and improve their ability to communicate scientific and mathematical concepts. 


The 24-unit NSED minor program prepares students majoring in sciences or mathematics for 


direct admission into teaching credentialing programs. 







The major component of the NSED minor program is the coursework.  To graduate with the 


NSED Minor students are required to complete the following courses: 


Minimum Requirements: 
 


 Two of the following CalTeach courses (each course consists of 1 unit seminar): 
 


NSED 23/33: Introduction to Teaching Science & Math in Elementary School  
NSED 43/44: Introduction to Teaching Science & Math in Middle School  
NSED 63/64: Introduction to Teaching Science & Math in High School  
 


 Two CalTeach Fieldwork Courses (1 unit, total 100 hours fieldwork in local schools): 
 


NSED 24/34: Fieldwork Introduction to Teaching Science & Math in Elementary School 
NSED 44/54: Fieldwork - Introduction to Teaching Science & Math in Middle School  
NSED 64/74: Fieldwork - Introduction to Teaching Science & Math in High School  


 
 PSY 121: Cognitive Psychology (4 units) (Prerequisite: PSY 1 Introduction to 


Psychology)  
OR  
PSY 130: Developmental Psychology (4 units) (Prerequisite: PSY 1 Introduction to 
Psychology) 


 
 NSED 100: Introduction to Instruction, Assessment, and Management for Beginning 


Teachers (4 units) 
 
 NSED 120: Diversity in Education (4 units) 


 
 WRI 115: Topics in Science Writing (4 units)  


OR  
Other upper division writing course (4 units) 


 
 HIST 16: Forging of the US (4 units)  


OR  
POLI 1: Introduction to Political Science (4 units) 


 


Note: evaluation of non-NSED courses is included in the assessment of appropriate majors (e.g. 


Psychology, History, etc). The NSED assessment is focused only on NSED-titled courses.  


Program Goal 


 







Provide students with knowledge, skills and support to pursue careers of teaching science and 


mathematics at the secondary school level and assist students in building a foundation to 


become effective future teachers and instructional leaders. 


 


Program Learning Outcomes 


 


Upon completion of the NSED minor program students are expected to 


 


1. Be able to comprehensively articulate what constitutes a profession of a science or 


mathematics teacher  and to demonstrate familiarity with the structure of California 


educational system, including being able to address the following questions: 


a. What constitutes responsibilities and duties of a teacher 


b. What skills and knowledge are necessary to become a successful professional?  


c. Credentialing process, 


d. Instructional state standards and requirements, 


e. Strategies to address diverse demographics of California schools such as 


instruction to English Learners. 


 


2. Demonstrate basic teaching skills and familiarity with effective teaching methodologies 


and learning strategies in science and mathematics, including being able to  


a. Develop a lesson plan and deliver an effective lesson at the secondary school 


level, 


b. Design different types of assessments to evaluate students learning, 


c. Distinguish between students with different learning abilities and needs and 


adapt their teaching methodology to address this diversity, 


d. Incorporate innovative teaching methodologies and to use learning-enhancing 


technology in the classroom.  







 


4. Assessment Methods 
Overview 
 
The five-year assessment plan has been developed to allow faculty and staff to evaluate the 


degree to which students achieve the desired program learning outcomes as a result of 


completing the NSED minor at UC Merced. 


The assessment of the program will consist of two complementary parts:  


(i) Coursework-based evaluation, and   


(ii) Overall program evaluation.  


 


Coursework-based evaluation (CB).  Several assessment tools will be embedded into the 


current coursework. Specifically, exams and surveys focused specifically on the program 


learning outcomes will be developed by the courses’ instructors and used to assess whether the 


outcomes are achieved.  


 


Overall program evaluation (OP).  This portion of the assessment will employ such tools as 


case studies, interviews and surveys of the current students and alumni in order to obtain a 


broader view of the program’s effectiveness.   


 


Timeline & Process 


The following timeline is planned ensure that a thorough and sustainable assessment system 


is put in place. Such plan does not only provide an immediate assessment of whether the 


learning outcomes are achieved, but will also ensure creation of mechanisms that help to 


continuously manage and improve the program. Below is the timeline and corresponding 


assessment activities to be administered over the next five years (abbreviations CB and OP 


stand for Coursework-Based and Overall-Program evaluation tools respectively): 


 


2009-2010 Academic Year: 







o (CB) Develop exams and surveys for one of the introductory lower division 


NSED courses (i.e. NSED 23/33, 43/53, 63/73), to assess PLO 1.  Participants: 


faculty director, course instructor.  


 


o (OP) Create and administer senior exit survey to assess PLO 1. Participants: 


faculty director, program coordinator. 


 


o (CB) Develop exams and surveys for NSED 100 (Introduction to classroom 


management for beginning teachers) course to assess PLO 2. 


 


o (OP) Identify several students at different stages of the program and through case 


study and interviews document their progress in achieving PLO 1. Participants: 


program coordinator. 


 


2010-2011 Academic Year: 


o (CB) Adapt the PLO1 assessment course exams and surveys for the introductory 


lower division NSED course to administer in the remaining lower division 


classes (i.e. include all of NSED 23/33, 43/53, 63/73 courses). Participants: 


courses’ instructors.  


 


o (CB) Develop exams and surveys for one of the introductory lower division 


NSED courses to assess PLO 2.  Participants: faculty director, course instructor.  


 


o (OP) Create and administer senior exit survey to assess PLO 2. Participants: 


faculty director, program coordinator. 


 


o (OP) Identify several students at different stages of the program and through case 


study and interviews document their progress in achieving PLO 2. Participants: 


program coordinator. 


 


2011-2012 Academic Year: 







o (CB) Adapt the PLO2 assessment course exams and surveys for the introductory 


lower division NSED course to administer in the remaining lower division 


classes (i.e. include all of NSED 23/33, 43/53, 63/73 courses). Participants: 


courses’ instructors.  


 


o (CB) Collect, analyze and summarize data obtained as a result of exams and 


surveys administered in the NSED courses.  Participants: faculty director, course 


instructor.  


 


o (OP) Collect, analyze and summarize data obtained as a result of surveys, student 


case studies and interviews. Participants: faculty director, program coordinator. 


 


 


2012-2013 Academic Year:  


o (CB) Adapt the PLO3 assessment course exams and surveys for the introductory 


lower division NSED course to administer in the remaining lower division 


classes (i.e. include all of NSED 23/33, 43/53, 63/73 courses). Participants: 


courses’ instructors.  


 


 


 


o (CB) Collect, analyze and summarize data obtained as a result of exams and 


surveys administered in the NSED courses.  Participants: faculty director, course 


instructor.  


 


o (OP) Collect, analyze and summarize data obtained as a result of surveys, student 


case studies and interviews. Participants: faculty director, program coordinator. 


 


o (CB-OP) Prepare a report that summarizes results obtained over the course of 


assessment studies. Participants: faculty director, program coordinator. 


 







o (CB) Based on the report’s analysis begin development of upper-division 


capstone courses.  


 


2013-2014 Academic Year: 


 


o (CB-OP) Develop exams and surveys to incorporate into the new upper division 


capstone courses.  


 


o (CB-OP) Identify strong and weak points of the program and develop a plan to 


adjust the curriculum and program elements to improve the degree to which 


program learning outcomes are achieved. Participants: Dean of School of 


Natural Sciences, faculty director, program coordinator, courses instructors. 


 


Assessment Methodologies – Direct and Indirect Assessments 
 
Since the coursework constitutes the base of the NSED program we have chosen to focus on 
course based (CB) evaluation in this inaugural portion of the five-year-assessment plan.  
Analysis of the collected information will then guide our next evaluation as well as help 
improve the courses which are the major component of the program.  Our study was designed to 
evaluate whether the PLOs are met using both direct and indirect methods.  
 
The indirect method included (i) development and administration of surveys which asked 
students to evaluate the impact the courses and the program have on their learning and skills 
acquisition, and (ii) informal interviews of NSED instructors and students.  The survey was 
administered in all NSED courses offered in the Fall 2009; these include the seminar/fieldwork 
lower division combo classes NSED 23/33-24/34 (Introduction to Teaching Science and Math 
in Elementary School),  NSED  63/73-64/74 (Introduction to Teaching Science and Math in 
High School).  The survey consisted of the six statements that the students were asked to 
evaluate by choosing one of the following six responses: “Strongly Disagree”, “Moderately 
Disagree”, “Undecided”, “Moderately Agree”, “Strongly Agree”.  The prompts that students 
were asked to respond to are presented along with the number of a PLO they address: 
 


1. This NSED course helped me improve on my own learning in my other classes (PLO 2). 
 
2. After completing this NSED course, I have a better understanding of what constitutes 


duties and responsibilities of a teacher (PLO 1a). 
 
3. After completing this NSED course, I have a better understanding of what skills and 


knowledge are necessary to become a good teacher (PLO 1b). 
 







4. This NSED course helped me learn how to develop a lesson plan and deliver an effective 
lesson (PLO 2a). 


 
5. This NSED course helped me learn how to design different types of assessments to 


evaluate students learning (PLO 2b). 
 
6. This NSED course helped me learn how to distinguish between students with different 


learning abilities and needs and adapts my teaching methodology to address this 
diversity (PLO 2c). 


 
Additionally the upper division course NSED 120 used the following questions: 


1. (PLO 1d, 2c) Through the class meetings and assignments, this course provided me 
with an understanding of the various kinds of diversity among K12 students in 
schools in California and the U.S. 
 
2. (PLO 1e, 2c) This course provided me with useful information in meeting the needs 
of all students in K12 settings in the U.S. 
 
3. (PLO 1d, 2c) This provided me with a deep understanding of teaching for social 
justice. 


 
 
 
The direct assessment included question embedded into each of the courses that tested whether 
the PLOs have been achieved.  The questions along with the corresponding PLO numbers are 
given below for each of the courses assessed. 
 
NSED 23/33 – 24/34 
 
The following question is a True/False question. 
 


1. (PLO 1e, 2c) Teaching strategies used for English Language Learners may not be 
used for any other students. 
 


The following three questions are multiple choice questions. 
 


2. (PLO 2b) The purpose of formative assessments is  
a. To determine what students learned in the course 
b. To determine students’ prior knowledge 
c. To check for understanding periodically throughout a lesson or unit 
d. To help the teacher make adjustments in future lessons 
e. b, c, and d 
 


3. (PLO 2a) The first step in planning a lesson is 
a. Decide what you what the students to understand 
b. Decide how the students will demonstrate their understanding 







c. Decide what activities you want to do 
d. Assess the students’ prior knowledge 
e. None of the above 
 


4. (PLO 2b) The difference between “Wait Time” and “Wait Time 2” is  
a. “Wait Time” is for elementary students, “Wait Time 2” is for middle school and 


high school students 
b. “Wait Time” is the time a teacher waits after asking the first question of the 


lesson.  “Wait Time 2” is the time a teacher waits after asking any subsequent 
questions. 


c. “Wait Time” is the time a teacher waits after asking a question before allowing 
students to answer.  “Wait Time 2” is the time a teacher waits after a student 
answers a question before asking the student a follow-up question or asking for 
clarification. 


d. “Wait Time” is the time a teacher waits for students to begin listening before 
giving instructions.  “Wait Time 2” is the additional time a teacher waits for 
students to begin listening before giving instructions. 


e. There is no difference. 
 
The following question is a short response question. 
 


(PLO 2) A teacher wants to increase “student talk time” in his/her classroom.  What is 
“student talk time”?  Why is it important in helping students gain understanding?  What 
are two strategies that could be used to accomplish the teacher’s goal?  Explain how to 
use the strategies and how they can be used to increase “student talk time.” 


 
 
NSED 63/73-64/74 
 
The following three questions are multiple choice questions. 
 


1. (PLO 2c) In California’s diverse classroom environment, what teaching strategies listed 
below would be most effective when working with students with limited English 
proficiency? 


a. Cooperative Learning 
b. Identifying similarities and differences 
c. Reinforcing effort and providing recognition 
d. All of the above 
 


2. (PLO 1a, 2) As a teacher, it is important that you 
a. Maintain classroom discipline 
b. Provide feedback on assignments in a timely manner 
c. Create new and exciting ways to learn information 
d. All of the above 
 







3. (PLO 1,2) When planning a lesson for a particular math or science class, what do you 
use as a guide to what students should know at the end of your lesson? 


a. Textbook chapter 
b. Internet lesson plan 
c. California State standards 
d. Nothing, you teach what you want to teach 


 
The following question is a short response question. 


 
(PLO 2) You are hired to teach Algebra I at a local high school.  After the first few 
homework assignments, you notice that one of your students is really struggling to 
understand the material.  How would you handle the situation?  List two teaching strategies 
we talked about this semester for differentiating your instruction to help your struggling 
student and tell why you would use them. 


 


5. Surveys Assessment Results 
 
The following charts display results of the administered surveys (note that NSED 95  is an 
advanced version of the NSED 63/73 – 64/74 course for students have completed this course 
once and wanted to continue with their learning and fieldwork): 


 











 
 







The following charts display the results of the course-dependent direct assessment questions: 


 
 


 


 
The data collected from both the direct and indirect portions of the assessment indicates that the 
NSED Minor coursework does achieve the desired program outcomes. In addition, to the 
positive evaluation of the courses by students in terms of meeting PLO 1, 2, the students’ 
performance on the direct test assessment questions is also very good.   


6. Conclusions, Recommendations and Implications of Proposed 
Changes 


 
Since the NSED minor is a relatively small program, the faculty director, program coordinator 
and course instructors evaluated all of this student data. As mentioned above informal 
interviews of program instructors and participating students complemented the analysis of the 







data.  After reviewing all the collected information we have arrived at the following 
conclusions. 


Student Learning 
 
Overall, the assessment presented the program in a very positive view both from the students’ 
and from the instructors’ perspectives.  The data collected demonstrated that the program 
learning outcomes are, indeed, well reflected in the content of the courses and the student 
learning appears to be aligned with the PLOs.  In particular, the NSED lead team was pleased to 
find out that majority of students feel that the NSED courses help them improve learning in 
other classes as well. This component of the program is very important and will be build up in 
the future. 
 
The very collaborative process of formulating the surveys though pointed to some small but 
gaps in the correspondence between the PLOs and the material covered in classes. Specifically, 
the teaching credentialing process in California is not covered in much detail in any of the 
courses.  This information will be used in augmenting the curriculum of NSED classes for next 
year. 


Assessment Methodologies 
 
There was unanimous consensus that both the direct and indirect methods gave valuable insight 
into the progress of this program. These surveys provided a good initial step towards thorough 
evaluation of the program, and a good foundation for more in-depth assessment to be build in 
the future. In particular, we will augment current direct surveys with questions of increased 
difficulty. Another useful component of the evaluation would be engaging mentor teachers who 
students work with during the fieldwork and solicit their input in the assessment.  This feature, 
however, will necessarily require more staff assistance in collecting and analyzing the 
assessment data. Overall the evaluation team was satisfied with the methodologies used for the 
assessment and plans to continue using these strategies in the future.  
 
It is worthy to note that the process of designing assessment itself shed light onto the structure 
and potential improvements for the program.  In particular, while one of the program learning 
outcomes refers to students gaining knowledge of the credentialing requirements in California, 
while the team was designing the evaluation it was realized that this aspect is not well covered 
in the courses.  Thus the assessment preparation already pointed to improvements that have to 
be made. 
 
The informal interviews portion of the assessment will require more streamlining and structure.  
The evidence collected was mostly anecdotal and due to the lack of staff resources in collecting 
and analyzing such data in a more formal way, this portion of the assessment is more difficult to 
evaluate. However, some result from this gathering of input still yielded valuable insights. In 
the future the NSED minor team will consider strategies for formalizing this portion of the 
assessment and making data analysis easier and more meaningful.  
 







Additional evaluation tools such as case studies would also positively contribute to obtaining a 
better overview of the program.  Once again, such changes are contingent upon resources 
allocation and more the staff time is required to extend the evaluation in such way.  
 


Recommendations & Resources Implications 
 
The first assessment study revealed that the following improvements/changes could enhance the 
NSED Minor and should be considered by the program leads: 
 
Recommendation 1) As part of the NSED Minor students are required to complete two lower 
division courses that include fieldwork in the local schools.  In addition, recently there was an 
additional NSED fieldwork only course developed to provide an option for students who would 
like to continue doing fieldwork after they complete the two lower division courses.  However, 
this course is restricted to 12 students enrollment and significantly more students would like to 
take such course.   
Implications: the NSED program team will consider adding more fieldwork only courses to the 
current curriculum. This will imply that more lecturers will have to be hired to lead theses 
classes.  The NSED lead team is currently considering available options.  
 
Recommendation 2)  Currently introductions to math and science teaching are combined in one 
course and since the background of all instructors who teach lower division courses is 
exclusively in science, the teaching math portion of the course is much less developed. 
However, a large portion of the students want to specialize in teaching math.  More emphasis on 
math or a development of a new math-focused course should be considered. 
Implications: This option will imply more instructional resources for either complimenting 
current courses or developing separate classes in science and math that can be taught in parallel 
according to the original plan of the minor.  The latter option was postponed due to lack of 
instructional resources and difficulty in hiring lecturers, but other options will be explored. 
 
Recommendation 3) At present the NSED minor is not connected to any teaching credentialing 
program, thus completing the minor does not directly shorten time to obtaining a teaching 
credential for students.  Since UCM does not have a school of education, providing such access 
is difficult.  However, for the future development of the program building such connection will 
be very beneficial. 
Implications: The NSED lead team is continuing to look into options of partnering with outside 
credentialing programs to establish direct connection between NSED Minor and obtaining 
credential.  
 
Recommendation 4)  PLO 1c is not currently well covered by existing curriculum, the material 
covered in lower division courses should enhance information provided to students on the 
teaching credentialing process in California. 
Implications: The NSED team will work with instructional stuff to add this component into the 
curriculum. Inviting external speakers from teaching credentialing programs will also be 
considered.  
 







Recommendation 5)  The interviews portion of the assessment should be more structured and 
streamlined.  The process should be designed in such way that data collection and analysis are 
easier and more insightful. 
Implications: The program faculty and administrative directors will work on developing a more 
structured system for this portion of the assessment.  
 


7. Self-evaluation 
 


Assessment Methods 


Assessable Program Learning Outcome (PLO) 
 
The current PLOs of the program are highly developed since they clearly articulate and provide 
measurable criteria for assessing students learning. However, as the program grows and more 
coursework is added additional PLOs might have to be developed. For example, as more 
discipline specific pedagogy curriculum is introduced corresponding PLOs and criteria will 
have to be provided. 


Valid Evidence 
 
The evidence gathered includes both direct and indirect measurements and provides sufficient 
information to assess each PLO, so this aspect of the rubric is developed. With time the 
particular surveys and tests will be refined further and additional dimensions will be added to 
the assessment to make it more comprehensive. 


Reliable Results & Results Summary 
 
The system of correlating results from different portions of the assessment needs more 
development to insure the inter-rater reliability.  More structured and correlated results section 
will result in more comprehensive and clearly delineated results summary. More staff resources 
and communication between staff of the program will be required to further develop and 
implement these aspects of the assessment.  Overall both of these assessment aspects are rated 
as emerging.  


Conclusions & Recommendations 
 
The assessment clearly articulated recommendations and paths to program improvement and the 
implementation of the least-resources-demanding recommendations have already begun. This 
portion of the rubric is evaluated as developed.  
 
 
 
 
 







University of California Merced


Philosophy Minor Program


Program Learning Outcome Assessment, January 2010


I.  Abstract


We assess the progress of UC Merced students minoring in philosophy with respect to


the Basic fluency in logical inference program learning outcome (PLO). Given the


relatively small size of the philosophy minor program, we give a primarily qualitative


analysis of data taken from relevant course work of philosophy minors over the 2007-


2009 academic years. We conclude that the philosophy minor students demonstrate


adequate progress towards fulfilling two of the three defining parts of this PLO. We also


conclude that there are insufficient data to warrant any conclusion regarding the


remaining third part of this PLO. We recommend that the exams in the relevant


philosophy course be modified so that more data are gathered that directly address this


remaining part of the PLO so that we may be able to better assess student progress


towards fulfilling the PLO in the future.


II.  Introduction


The philosophy faculty at UC Merced are developing the philosophy program with an


emphasis on interdisciplinary.  We emphasize formal approaches to traditional problems,


including using mathematical and computer modeling.  We currently focus on (1) social


philosophy, with particular emphases in applied ethics and political philosophy, and (2)


philosophy of mind, with particular emphasis in philosophy of cognitive science.  We


plan to continue building in these areas.  We are also contemplating adding in the future


an additional focus on (3) philosophy of art and literature.  UC Merced’s is the only


philosophy program in the discipline rooted in this particular combination of


interdisciplinary connections.  Also note that this unique interdisciplinary emphasis does
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not sacrifice traditional work in philosophy.  The interdisciplinary work we emphasize


builds on traditional training in political philosophy, ethics, and philosophy of mind.


The Philosophy Minor Program Learning Outcomes (PLOs) were first developed in the


Spring 2009 semester.  A complete summary of the Philosophy Minor PLOs is given in


Appendix A.  We have chosen to report on the second PLO of the philosophy minor


program, namely, the PLO that addresses Basic fluency in logical inference.  The original


version of this PLO stated that a student should, upon completion of the philosophy


minor program, “Be able to distinguish between logically valid and invalid deductive


arguments, and be able to identify additional premises or logical relationships that could


transform an invalid argument into a valid argument.”  Rather than assess this original


PLO, we revised the PLO it and assessed the revised PLO in this report.  We revised the


PLO in order to make the PLO more clear and to better align the PLO with tasks students


complete as part of their course work and training.  This revised Basic fluency in logical


inference PLO consists of three specific parts.  In order to fulfill this PLO, upon


completion of the Philosophy Minor Program a student should be able to:  (1) Distinguish


between logically valid and invalid deductive arguments, (2) Translate verbal statements


into symbolic expressions having correct logical form, and (3) Give proofs of elementary


propositions of logic.


The philosophy faculty concluded that this PLO should be assessed first, partly because


we believe that there is more of a history at UC Merced of relevant courses associated


with this PLO than with the others and partly because a basic fluency in elements of


deductive logic is a necessary first step in a student's formation within a philosophy


program.


We wish to know to what extent the students minoring in philosophy approach the ideal


of consistently identifying valid logical structure of arguments and correctly using formal


methods to analyze logical claims.  We also wish to know whether there are any
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identifiable trends in the progress of the philosophy minors with respect to the


components of this PLO over the years for which we have relevant data.


III.  Assessment Methods


The data used in assessing the philosophy minors' progress with respect to the Basic


fluency in logical inference PLO are collected from the final examinations in Philosophy


5:  Logic and Critical Reasoning that were completed by philosophy minors at UC


Merced in the Spring 2007, Spring 2008 and Spring 2009 semesters.  These are the final


examinations available for review.  Since Philosophy 5 is ordinarily offered at UC


Merced exclusively in the spring semester, our use of this data source leads us to define


the evaluation period regarding this PLO as the 2006-2007, 2007-2008 and 2008-2009


academic years.  The philosophy faculty concluded that these examinations were the


most appropriate source of data for assessing progress regarding this PLO for several


salient reasons.  First, each philosophy minor is required to complete Philosophy 5 in


order to complete the philosophy minor.  This ensured that data could be collected for as


many students who were declared philosophy minors during the evaluation period as


possible.  Second, Philosophy 5 is the course in the Philosophy minor program that most


explicitly aims to instruct undergraduate students in the elements of deductive logic.


Third, each section of Philosophy 5 offered during the evaluation period was led by the


same instructor, Rolf Johannson.  Consequently, the students in each section of


Philosophy 5 engaged in a logic course largely consistent in format and content as those


of the other sections.  Finally, the final examinations Johannson authored for each of the


sections of Philosophy 5 offered over the examination period were structurally and


substantively similar.  Specifically, each of the authored final examinations contained


sets of questions specifically asking students to distinguish between correct and incorrect


logical inferences, to translate English sentences into symbolic sentences, and to give


complete formal proofs of elementary logical theorems.  Consequently, these final
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examinations contain categories of questions that map one-to-one with the main parts of


this PLO.  Moreover, the facts that Philosophy 5 was led by the same instructor and that


the final examinations are structurally and substantively similar give us confidence that


the data gathered from these final examinations can be sensibly compared across the


sections over the examination period.


The results of the data taken from these final examinations consist of graphical


summaries of the performance of philosophy minor students with respect to each of the


three mains parts of the PLO.  We note that the data were collected from the work of 18


undergraduate minors, all the philosophy minors who completed Philosophy 5 during the


three year examination period.  Three of the final exams are from the Spring 2007


semester, four from the Spring 2008 semester, and eleven from the Spring 2009 semester.


These numbers reflects the relative youth of UC Merced in general and the philosophy


minor in particular.  We recognize that while we may make qualitative observations


regarding the gathered data, the entire population is too small to allow us to take any


samples, including the entire population, large enough to allow us to run statistically


valid inferential tests.


The results of the collected data were first shared among and discussed by the philosophy


faculty in January, 2010.  These results, summarized in section IV below, will next be


discussed internally by the philosophy faculty at an upcoming philosophy program


meeting in the spring 2010 semester.  At this meeting we will incorporate into our


discussions what we learn from the responses we receive from reviewers of this report.


IV.  Results


The results are summarized in the histograms that are given in full in Appendix B.  The


results correspond to the various parts of the PLO in the Philosophy 5 final examinations


administered over the examination period are organized as follows:
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(1) Distinguish between logically valid and invalid deductive arguments:  Final


Sections I (summarized in Table IV.1) , IV (summarized in Table IV.2) and


V.(summarized in Table IV.3),


(2) Translate verbal statements into symbolic expressions having correct logical


form:  Final Section III (summarized in Table IV.4)


(3) Give proofs of elementary theorems of logic:  Final Section VII (summarized in


Table IV.1).


In each table, we give the histograms of points awarded to the questions in the


corresponding section of the final examination for all UC Merced Philosophy minors


who completed Philosophy 5 in the spring 2007, spring 2008 and spring 2009 semesters.


We also include histograms for the combined populations of UC Merced philosophy


minors who completed Philosophy 5 over the examination period.


As noted above Section III, the entire population of Philosophy minors who completed


Philosophy 5 over the examination period (18 over the three year period) is too small to


warrant statistically valid inferential tests.  The following are our qualitative


observations.  We note that in every category but one (the Section III category), the


percentage of correct responses appears to improve markedly from the Spring 2007 to the


Spring 2009 semesters.  Moreover, in every category but one (again the Section III


category), the 2009 data and the combined data consistently show that the majority of the


philosophy minor students earned half or more credit for all of the questions in each


section.  In particular, we note that for the combined Section VII data, two thirds of the


philosophy minors earned at least 72% of the possible credit and half earned at least 83%


of the possible credit for the questions in this section.


V.  Conclusions and Recommendations
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A.  Student Learning:  We conclude that the collected data indicate that the UC Merced


philosophy minor students are making adequate progress fulfilling parts (1) and (3) of the


PLO.  The data do not clearly confirm that the philosophy minors are adequately


fulfilling part (2) of the PLO.  We were somewhat surprised but quite gratified at the


philosophy minors' unusually strong performance in the Final Exam Section VII


category, since the corresponding part (3) of the PLO requiring theorem proving is


typically one of the most challenging parts of any undergraduate philosophy program.


Given the very small total sample size, we do not regard the data recorded on Final Exam


Section III category, which corresponds to part (2) of the PLO, as evidence that the


philosophy minors are failing to adequately learn how to translate verbal expressions into


symbolic statements.  However, we recognize that this part of the PLO may require more


attention from the philosophy faculty in the near future in order to ascertain whether or


not philosophy minors are making adequate progress towards fulfilling this part of the


PLO.  We recommend that within the next two academic years, the Philosophy 5 course


be modified in the following respects.  First, we recommend that the philosophy minor


students are informed more explicitly at the start of the course that they will be expected


to make significant progress towards fulfilling all three parts of the PLO and that their


performance with respect to the PLO will be evaluated specifically with reference to their


performance in Philosophy 5.  Second, we recommend that the students receive more


homework problems and examination questions that specifically require them to translate


English expressions into formal symbolic notation.  We believe that these modifications


will enable us to collect more relevant data so that within three academic years, including


at least one full academic year following the implementation of our recommendations, we


will be better able to gauge the progress of the philosophy minors regarding part (2) of


the PLO.
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B.  Assessment Methods:  We are in the main satisfied with the assessment methods we


used, taking into account the small population of philosophy minors from which we


could gather relevant data over the examination period.  We found that the final


examinations were very well structured so as to provide supporting data that correspond


directly to the three parts of the PLO.  This makes the data taken from the Philosophy 5


final examinations ideal for use with respect to assessing progress towards fulfilling the


PLO.  In the future, naturally, we hope to gather larger body of accumulated relevant


data.  However, we recognize that until the time that UC Merced grows to a point where


at least thirty philosophy minors complete Philosophy 5 each year, we cannot guarantee


that we will be able to analyze the data we gather with any statistical methods more


precise than the qualitative analysis if summary graphics and statistics of the kind we


have given in this report.


We found that we were able to observe some general trends in the collected data across


the three years of the examination period which suggest that in general the philosophy


minors' progress towards fulfilling this PLO has improved over the three year


examination period.  We would be interested in knowing to what extent the philosophy


minors' facility with the three parts of the PLO improves during the semester they


complete Philosophy 5, the course in the program that most directly addresses this


deductive logic PLO.  To this end, in future years when we re-asses progress towards this


PLO we will consider gathering and analyzing data from exams administered early in the


semester and comparing the results with the results taken from the final exams, which are


of course administered at the end of the semester.


VI.  Implications of Proposed Changes


We anticipate that implementing the plans proposed in Section VII will require a


moderate increase in the amount of resources the philosophy faculty devoted towards


evaluating the PLO this year.  To prepare to assess the Deductive Logic PLO, the three
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philosophy faculty spent together roughly 10 working hours in meetings to: discuss and


design student learning outcomes for Philosophy 5 and the deductive logic PLO, discuss


methods of assessment, and assemble the relevant data.  To complete the assessment of


the deductive logic PLO, the philosophy faculty spent roughly but conservatively 80


working hours (the equivalent of two dedicated working weeks of a professor's schedule).


We estimate that for the next assessment of this PLO, it will require roughly 10 working


hours in addition to the roughly 120 working hours spent on the current assessment of the


PLO, for a rough total estimate of 130 working hours.


The philosophy faculty note that while they were able to complete the current assessment


for this PLO internally, without hiring any  additional help, this significantly impacted


their work schedules for the 2009-2010 academic year and also required a significant


amount of work such as data entry and the generation of statistical graphs that lies


outside the usual expertise of professional philosophers.  This issue may be somewhat


alleviated in the near future with the hire of additional faculty in philosophy.  However,


the philosophy faculty will investigate the possibility of in the future hiring individuals,


including possibly students, on a temporary basis to assist with the preparation and


summarization of the PLO data.


VII.  Self Evaluation


Assessable PLO Outcome.  Rating: Developed.  The PLO is clearly described in its


constituent parts, and each part specifically indicates which skill the student is to


cultivate in terms of learning applications.


Valid Evidence.  Rating: Developed.  Data gathered in general match one to one with the


various parts of the PLO and are in quantifiable form.  More data need to be gathered that


directly correspond with part (2) of the PLO.
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Reliable Results.  Rating: Emerging.  The current qualitative assessment methods are


entirely consistent across philosophy faculty members.  However, a significantly larger


body of data are needed in order to allow the generation of assessment summaries that are


perfectly calibrated among different reviewers.


Results Summary.  Rating: Emerging.  Results are complete in the sense that no data are


missing, but the sample size is too small to warrant valid statistical conclusions or to


establish clear benchmarks.


Conclusions and Recommendations.  Rating: Emerging.


VIII.  Appendices


A.  Outline of Program Learning Outcomes


The following program learning outcomes will be published in the Minor in Philosophy


section of the UC Merced SSHA web site.


Upon graduation, we expect students minoring in philosophy to fulfill all of the


following:


(1) .  Have the ability toBasic fluency in interpretation and criticism of arguments


independently study, summarize and criticize philosophical arguments, including


arguments presented in classic texts and in contemporary philosophical literature.


(2) .  Have the ability to presentAbility to present and defend original arguments


well-defined claims of one’s own, to give clear philosophical arguments in


defense of these claims, and to respond to critical objections others might raise


against these claims.


(3) .  Be able to distinguish between logically validBasic fluency in logical inference


and invalid deductive arguments, be able to translate verbal statements into
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symbolic expressions having correct logical form, and be able to give proofs of


elementary propositions of logic.


(4) .  Be able to use philosophy in an interdisciplinaryInterdisciplinary applications


way, for example, by philosophically analyzing non-philosophical texts (e.g. texts


form a literature, history, psychology, or physics course), or by using formal


methodological tools, such as mathematical and computer models, in the analysis


of philosophical problems.


Additionally, we expect students minoring in philosophy to fulfill at least two of the


following:


(5 ) .  Be able to provide and assess evidence fora Basic fluency in inductive logic


causal claims and identify various fallacies in inductive reasoning (e.g. sample


bias)


(5  .  Be able to distinguish between descriptiveb Ability to appraise normative claims)


and normative philosophical claims, and to use certain descriptive claims either to


support or to criticize certain normative claims.


(5 ) .  Have an appreciation of how the discipline ofc Historical understanding


philosophy has developed over time in response to internal challenges and to


advances in science and changes in social life.  (E.g., the renaissance in


philosophy of mind was stimulated in part by the development of contemporary


artificial intelligence).
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B.  Histograms Summarizing Data From Philosophy 5 Logic Finals, 2007-2009


Table IV. 1.  Section I Data


2007 2008 2009


Combined
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Table IV. 2. Section IV Data


2007 2008 2009


Combined
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Table IV. 3.  Section V Data


2007 2008 2009


Combined
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Table IV. 4.  Section III Data


2007 2008 2009


Combined
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Table IV. 5.  Section VII Data


2007 2008 2009


Combined
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C.  Raw Data From Philosophy 5 Logic Finals, 2007-2009
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D. Example Student Work from Final Section I  







. 
• 


Philosophy 5: Logic & Critical Reasoning (Spring 09) 
Final Exam 


NAME A I \1001-\ WvA~ii1 S 


Student ID# 1000 J lit WG I 


Instructions: Answer all questions from all seven sections. 


I 


Section I: (3 points) Which of the following symbolic sentences is a tautology (i.e., 
theorem)? You may use a truth table (or any other means) to help determine your 
answer. In the blank provided write "YES" if it's a tautology, "NO" if it isn't. 


I. (P --> Q) v (Q --> R) 'ye5 
2. (P" Q --> R) --> (P --> R) (\0 


3. (P --> Q) " (Q --> P) --> (P ..... Q) ~ CS 


Section II: (4 points) Which of the following are well-formed, official symbolic 
formulas? Reminder: official symbolic formulas are formed according to the rules for 
constructing symbolic formulas, and do not omit any parentheses that accompany binary 
connectives. In the blank provided write "YES" if it is, "NO" if it isn't. 


4. - ( -I\x - Fx v Oy) yes 
5. Ay (Hy --> Vx Hx) y~S 


6. (Vx)-Fx no 
7. Ay (Hx --> Ox) yes 


1 
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Philosophy 5: Logic & Critical Reasoning (Spring 09) 
Final Exam 


NAME ~ J"-,{M l\b d:bA:)~\'--
\ 


Student ID# \ GC 0 S \ ~ :>S-S 


Instructions: Answer all questions from all seven sections. 


I 


Section I: (3 points) Which of the following symbolic sentences is a tautology (i.e., 
theorem)? You may use a truth table (or any other means) to help determine your 
answer. In the blank provided write "YES" if it's a tautology, "NO" ifit isn't. 


1. (P -> Q) v (Q -> R) 'Y,,''', 


2. (P II Q -> R) -> (P -> R) N:::. 


3. (P -> Q) II (Q -> P) -> (P +-+ Q) \ies 


Section II: (4 points) Which of the following are well-formed, official symbolic 
formulas? Reminder: official symbolic formulas are formed according to the rules for 
constructing symbolic formulas, and do not omit any parentheses that accompany binary 
connectives. In the blank provided write "YES" if it is, "NO" if it isn't. 


/- ( - /\x - Fx v Gy) -..!N",'.::.0 __ 


5. J\y (Hy -> Vx Hx) "/f) 


6: (Vx) - Fx t\lc:> 


7. J\y (Hx -> Gx) ~e'> 
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Philosophy 5: Logic & Critical Reasoning (Spring 09) 
Final Exam 


NAME J!i e1f18!VA dV:U1l{ 
J 


Student ID# /1)100 'f<f.s-s- q 


Instructions: Answer all questions from all seven sections. 


1 


Section I: (3 points) Which of the following symbolic sentences is a tautology (i.e., 
theorem)? You may use a truth table (or any other means) to help determine your 
answer. In the blank provided write "YES" ifit's a tautology, "NO" ifit isn't. 


1. (P -- Q) v (Q -- R) 


2. (p,., Q -- R) -- (P -- R) ;J 0 


3. (P--Q),.,(Q--P)--(p .... Q) h 


Section II: (4 points) Which of the following are well-formed, official symbolic 
formulas? Reminder: official symbolic formulas are formed according to the rules for 
constructing symbolic formulas, and do not omit any parentheses that accompany binary 
connectives. In the blank provided write "YES" if it is, "NO" if it isn't. 


/( -Ax-FxvGy) ;1/0 
5. I\y (Hy -+ Vx Hx) t () 7 


tVu'\ 6. (Vx) - Fx /' 


~fe, L 7.l\y(Hx-+Gx) l_l 



MWP-laptop-6120

Highlight



MWP-laptop-6120

Highlight



Administrator

Highlight







. • 


Philosophy 5: Logic & Critical Reasoning (Spring 09) 
Final Exam 


NAME 


Student ID# I 000 S' ;: (; b v 


Instructions: Answer all questions from all seven sections. 


I 


Section I: (3 points) Which of the following symbolic sentences is a tautology (i.e., 
theorem)? You may use a truth table (or any other means) to help determine your 
answer. In the blank provided write "YES" if it's a tautology, "NO" ifit isn't. 


/(P --> Q) v (Q --> R) 1\ ::J 


2. (P 1\ Q --> R) --> (P --> R) y) v 


3. (P --> Q) 1\ (Q --> P) --> (P +-+ Q) I ~ t:"', 
,~' 


Section II: (4 points) Which of the following are well-formed, official symbolic 
formulas? Reminder: official symbolic formulas are formed according to the rules for 
constructing symbolic formulas, and do not omit any parentheses that accompany binary 
connectives. In the blank provided write "YES" if it is, "NO" if it isn't. 


~ ( - Ax - Fx v Gy) 


5. Ay (Hy --> Vx Hx) 


/(Vx)-Fx 
.,: 


7. Ay (Hx -> Gx) ~ (,.<.., 
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{)(\) 


81' 


~------\ 


><--"""'j 
_f\..../-k._ 


c-~t.j .... 
-----"-


~- .------ ---' 


Philosophy 5: 


----, -----
\_1 
V 


it -~_ e_ ~0rvrv' c)' 


? _ p ~ ~F'St"l ('1U j <:'" 


P . l 'C ~Jzc '') 


Logic & Critical Reasoning (Spring 09) 
Final Exam 


NAME \AQ\';~ t\.el f \ ~~"I& '" Y\ 
L; 


Student ID# toe \ '\ '65 6> i 


Instructions: Answer all questions from all seven sections. 


1 


Section I: (3 points) Which of the following symbolic sentences is a tautology (i.e., 
theorem)? You may use a truth table (or any other means) to help determine your 
answer. In the blank provided write "YES" ifit's a tautology, "NO" ifit isn't. 


/. (P -> Q) v (Q -> R) tJ 0 


2. (p,., Q -> R) -> (P -> R) f0Cl 


3. (P -> Q),., (Q -> P) -> (P .... Q) ~FS 


l\ 


Section II: (4 points) Which of the following are well-formed, official symbolic 
formulas? Reminder: official symbolic formulas are formed according to the rules for 
constructing symbolic formulas, and do not omit any parentheses that accompany binary 
connectives. In the blank provided write "YES" if it is, "NO" if it isn't. 


/-(-Ax-FxVGy) tJtlI 


5. /\y (Hy -> Vx Hx) ''1f-:; 


/CVx)-Fx 


7. /\y (Hx -> Gx) '0~S 
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Philosophy 5: Logic & Critical Reasoning (Spring 09) 
Final Exam 


I 


Student ID# --,-I Ul>=:O:...:S::c",,-~=--":>-=-____ _ 


Instructions: Answer all questions from all seven sections. 


Section I: (3 points) Which of the following symbolic sentences is a tautology (i.e., 
theorem)? You may use a truth table (or any other means) to help determine your 
answer. In the blank provided write "YES" ifit's a tautology, "NO" if it isn't. 


;C (P --+ Q) v (Q --+ R) \-.lo 


/- (P A Q --+ R) --+ (P --+ R) '-\Q.s, 


3. (P --+ Q) A (Q --+ P) --+ (P ..... Q) "\Q..~ 


Section II: (4 points) Which of the following are well-formed, official symbolic 
formulas? Reminder: official symbolic formulas are formed according to the rules for 
constructing symbolic formulas, and do not omit any parentheses that accompany binary 
connectives. In the blank provided write "YES" if it is, "NO" if it isn't. 


/. - ( -/\x - Fx v Gy) --.!N=o"---_ 


5. I\y (Hy --+ Vx Hx) '1Q.9. 


6. (Vx) - Fx No 


7. I\y (Hx --+ Gx) iQ,~ 
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Philosophy 5: Logic & Critical Reasoning (Spring 09) 
Final Exam 


NAME AShlee Graham 
Student ID# Irmu.3 7G~ 


Instructions: Answer all questions from all seven sections. 


I 


l~ 


Section I: (3 points) Which of the following symbolic sentences is a tautology (i.e., 
theorem)? You may use a truth table (or any other means) to help determine your 
answer. In the blank provided write "YES" if it's a tautology, "NO" ifit isn't. 


I. (P -> Q) v (Q -> R) ~e.,~ 


ft.(P II Q->R)->(P->R) ~e~ 


/. (P -> Q) II (Q -> P) -> (P ..... Q) NO 


Section II: (4 points) Which of the following are well-formed, official symbolic 
formulas? Reminder: official symbolic formulas are formed according to the rules for 
constructing symbolic formulas, and do not omit any parentheses that accompany binary 
connectives. In the blank provided write "YES" ifit is, "NO" if it isn't. 


4. - ( - Ax - Fx v Gy) ~ C's 


5. I\y (Hy -> Vx Hx) '-Ie"::l 


6. (Vx) - Fx ['-\0 


71\y (Hx -> Gx) NO 
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Philosophy 5: Logic & Critical Reasoning (Spring 09) 
Final Exam 


1 


NAME Sanr\r-o N. Mf n~ncle~ 


Student ID# loo0500b2-


Instructions: Answer all questions from all seven sections. 


Section I: (3 points) Which of the following symbolic sentences is a tautology (i.e., 
theorem)? You may use a truth table (or any other means) to help determine your 
answer. In the blank provided write "YES" if it's a tautology, "NO" ifit isn't. 


/. (P -> Q) v (Q -> R) n D 


/- (P " Q -> R) -> (P -> R) 


3. (P -> Q)" (Q -> P) -> (p ...... Q) 


~ I I 


Section II: (4 points) Which of the following are well-formed, official symbolic 
formulas? Reminder: official symbolic formulas are formed according to the rules for 
constructing symbolic formulas, and do not omit any parentheses that accompany binary 
connectives. In the blank provided write "YES" if it is, "NO" if it isn't. 


Y-(-Ax-FxvGy) nO 


5. Ay (Hy -> Vx Hx) 'I f> : 


6. (Vx) - Fx n 0 


7. Ay (Hx -> Gx) "I E,$ 
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Philosophy 5: Logic & Critical Reasoning (Spring 09) 
Final Exam 


I 


\ 


7-11:> 1.-


M?.Kfb1 
Student ID# 10m 111 ("?5 


Instructions: Answer all questions from all seven sections. 


Section I: (3 points) Which of the following symbolic sentences is a tautology (i.e., 
theorem)? You may use a truth table (or any other means) to help determine your 
answer. In the blank provided write "YES" if it's a tautology, "NO" if it isn't. 


/CP -> Q) v (Q -> R) 


"..(' (P " Q -> R) -> (P -> R) 


4(0 


y£? 
yl?s 3. (P -> Q)" (Q -> P) -> (p .... Q) 


Section II: (4 points) Which of the following are well-formed, official symbolic 
formulas? Reminder: official symbolic formulas are formed according to the rules for 
constructing symbolic formulas, and do not omit any parentheses that accompany binary 
connectives. In the blank provided write "YES" if it is, "NO" if it isn't. 


4. - ( -/\x - Fx v Gy) 'I.e,} 


/fly(Hy->VxHx) ·~flO 


"K (Vx) - Fx 'jR? 


7. fly (Hx -> Gx) \/f5 
1 


3 
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E. Example Student Work from Final Section III 







Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 1\ x( f"x --"I ~x) 
9. Some dogs are not cats. V X ( I-x A tv Gx) 


10. Only dogs are cats. !\ X ( G ><---=7 F X) 
11. Some dogs are cats. V X ( r: X .A <6X) 


;' No dogs are cats. rv A X ( F X--..4 Gx) 


Section IV: (4 points) From the formula: 


~ .... Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" if the formula follows by EG, "NO" if it doesn't. 


13. ~x""9X) 00 
{f-{L -to 6o tJhO 


14. Vy@ .... GX) \JrzS 
I 


hOVhJ 15. Vx(FA .... Gx) ~ eS f/) 
hO f{{> 


'-
16. Fx .... VxGx 


~' ( 


. 
• 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
0: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


9. Some dogs are not cats. 


10. Only dogs are cats. 


11. Some dogs are cats. 


12. No dogs are cats. 


A .. (Fx -7 bx) 


Vx C r~ " ~ b~ ) 


/\'" ((;("-7 r)() , 
v X ( f .. /I bx ) 


Section IV: (4 points) From the formula: 


FA ..... Ox 


which of the following formulas follow by existential generalization (EO)? In the space 
provided write "YES" if the formula follows by EO, "NO" if it doesn't. 


/VX(FX ..... OX) '(E-o 


14. Vy(Fy .... Ox) '(ES 


15. Vx (FA"'" Ox) '1fS 


16. Fx ..... VxOx NO 


\ 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


9. Some dogs are not cats. r Only dogs are cats. 


11. Some dogs are cats. 


12. No dogs are cats. 


"'JA f, ". '" Gy') 


/\'x fx ~ G, 


Section IV: (4 points) From the formula: 


FA ..... Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" ifthe formula follows by EG, "NO" if it doesn't. 


13. Vx (Fx ..... Gx) ND 


14. Vy (Fy ..... Gx) yes 
/. Vx (FA ..... Gx) Nc 


16. Fx ..... Vx Gx tit 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


/-Some dogs are not cats. 


/. Only dogs are cats. 


II. Some dogs are cats. 


12. No dogs are cats. 


~ /lx(fx~ Cv ) 
\/)< (EX ~ A>t,x) 


(\·x ( fy" un' ) 
VIC (f)(A e,y) 


/IX i &-0 ,~CVt \ 


Section IV: (4 points) From the formula: 


FA - Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" if the formula follows by EG, "NO" if it doesn't. 


13, Vx(Fx- Gx) //0 


14. Vy(Fy- Gx) f4W~e0 
l 


15. Vx(FA -Gx) Yt'5 


16. Fx-VxGx 1'/ f) 
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2 


Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
0: a is a cat 


translate the following English sentences into official symbolic sentences, and write the . 
answers in the blanks provided: U" ;'\fI<JS,,-\ C<..)--6'(l 1"" ('<.~ \ 


8. All dogs are cats. 


ysome dogs are not cats. 


10. Only dogs are cats. 


y. Some dogs are cats. 


12. No dogs are cats. 


Section IV: (4 points) From the formula: 


FA ...... Ox 


(¥o~j\.l '< C~I ')") ~"-' t 


which of the following formulas follow by existential generalization (EO)? In the space 
provided write "YES" if the formula follows by EO, "NO" ifit doesn't. 


y. Vx (Fx ..... Ox) 'feel 


Y.Vy (Fy ..... Ox) N° 
15. Vx(FA ...... Ox) 'Ie> 
16. Fx ..... VxOx /Ju 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


/some dogs are not cats. 


10. Only dogs are cats. 


/. Some dogs are cats. 


12. No dogs are cats. 


,\ "f (j: i. -'I G" ') 


Vx C F" ... } ~ ('y"j 


(\x (G" ->, f, j 


Vx(f!; -, G"< 
, 


/\ x ( Gy -) .~ fJ i 


Section IV: (4 points) From the formula: 


FA - Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" if the formula follows by EG, "NO" if it doesn't. 


13. Vx(Fx- Gx) M, 


y{ Vy(Fy-Gx) (110 


15. Vx(FA- Gx) :.J c ":> 


16. Fx-VxGx V\ c; 


• • 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


/some dogs are not cats. 


~ Only dogs are cats. 


,....r(' Some dogs are cats. 


/-No dogs are cats. 


f\'f. (r" -'>' G,... ') 


,It, (fx-? ~6 x'; 


.1\", (r." -'1 Gx ) 


Section IV: (4 points) From the formula: 


FA ..... Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" if the formula follows by EG, "NO" ifit doesn't. 


,x( Vx(Fx ..... Gx) 'lej 


14. Vy (Fy ..... Gx) '{D 


L Vx(FA ..... Gx) NO 


16. Fx ..... VxGx NO 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: aisadog 
0: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


/.All dogs are cats. 


/some dogs are not cats. 


/onlY dogs are cats. 


/some dogs are cats. 


?-NO dogs are cats. 


'-Ix (F~ -t:>G-x) 
~(F-I/G) 


Section IV: (4 points) From the formula: 


FA ..... Gx 


which of the following formulas follow by existential generalization (EO)? In the space 
provided write "YES" if the formula follows by EO, "NO" ifit doesn't. 


~ Vx(Fx ..... Ox) 


~ Vy(Fy ..... Ox) 


15. Vx (FA ..... Gx) 


)JI"FX ..... VXOX 


1'0 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


ysome dogs are not cats. 


~nlY dogs are cats. 


?0ome dogs are cats. 


ftNO dogs are cats. 


(V'f, ~;.(&+~) 
Vxfft.,+/~ 


Section IV: (4 points) From the formula: 


FA ...... Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" if the formula follows by EG, "NO" if it doesn't. 


fo Vx (Fx ...... Gx) 


~ VY(F~ ...... Gx) 


/vX(FA ...... GX) 


16. Fx ...... VxGx 


\i-R5 
I 


h12 
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F. Example Student Work from Final Section IV 







Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
0: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. A'f.(fldb~ 


9. Some dogs are not cats. \/y( F< ~"'b~) 


10. Only dogs are cats. A¥.(Gd'f~ 


11. Some dogs are cats. \) \df:< , c:):Zl 


12. No dogs are cats. Mer,. ~ '" ~0 


Section IV: (4 points) From the formula: 


FA ..... Ox 


which of the following formulas follow by existential generalization (EO)? In the space 
provided write "YES" if the formula follows by EO, "NO" if it doesn't. 


13. Vx (Fx ..... Ox) _N'-'..\.lO __ 


14. Vy (Fy ..... Ox) ...1.1-"'.f-"..5 __ 


15. Vx (FA ..... Ox) .-e'i-".fc:..s __ 


16. Fx ..... Vx Ox ...!\\",l.d.J __ 


. 
• 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 1\ x( f"x --"I ~x) 
9. Some dogs are not cats. V X ( I-x A tv Gx) 


10. Only dogs are cats. !\ X ( G ><---=7 F X) 
11. Some dogs are cats. V X ( r: X .A <6X) 


;' No dogs are cats. rv A X ( F X--..4 Gx) 


Section IV: (4 points) From the formula: 


~ .... Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" if the formula follows by EG, "NO" if it doesn't. 


13. ~x""9X) 00 
{f-{L -to 6o tJhO 


14. Vy@ .... GX) \JrzS 
I 


hOVhJ 15. Vx(FA .... Gx) ~ eS f/) 
hO f{{> 


'-
16. Fx .... VxGx 


~' ( 


. 
• 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


/-Some dogs are not cats. 


/. Only dogs are cats. 


II. Some dogs are cats. 


12. No dogs are cats. 


~ /lx(fx~ Cv ) 
\/)< (EX ~ A>t,x) 


(\·x ( fy" un' ) 
VIC (f)(A e,y) 


/IX i &-0 ,~CVt \ 


Section IV: (4 points) From the formula: 


FA - Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" if the formula follows by EG, "NO" if it doesn't. 


13, Vx(Fx- Gx) //0 


14. Vy(Fy- Gx) f4W~e0 
l 


15. Vx(FA -Gx) Yt'5 


16. Fx-VxGx 1'/ f) 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
0: a is a cat 


translate the following English sentences into official symbolic sentences, and write the . 
answers in the blanks provided: U" ;'\fI<JS,,-\ C<..)--6'(l 1"" ('<.~ \ 


8. All dogs are cats. 


ysome dogs are not cats. 


10. Only dogs are cats. 


y. Some dogs are cats. 


12. No dogs are cats. 


Section IV: (4 points) From the formula: 


FA ...... Ox 


(¥o~j\.l '< C~I ')") ~"-' t 


which of the following formulas follow by existential generalization (EO)? In the space 
provided write "YES" if the formula follows by EO, "NO" ifit doesn't. 


y. Vx (Fx ..... Ox) 'feel 


Y.Vy (Fy ..... Ox) N° 
15. Vx(FA ...... Ox) 'Ie> 
16. Fx ..... VxOx /Ju 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
0: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


;t: Some dogs are not cats. 


~nlY dogs are cats. 


fisome dogs are cats. 


yNo dogs are cats. 


f\'/..('i:'"--I)G~) 


V-((h-'>"'Gy) 


Section IV: (4 points) From the formula: 


FA ..... Ox 


which of the following formulas follow by existential generalization (EO)? In the space 
provided write "YES" if the formula follows by EO, "NO" if it doesn't. 


13. Vx (Fx ..... Ox) w 
/" Vy (Fy ..... Ox) ~ 


15. Vx(FA ..... Ox) ,\Q.,~ 


16. Fx ..... VxOx ~t 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


/some dogs are not cats. 


10. Only dogs are cats. 


/. Some dogs are cats. 


12. No dogs are cats. 


,\ "f (j: i. -'I G" ') 


Vx C F" ... } ~ ('y"j 


(\x (G" ->, f, j 


Vx(f!; -, G"< 
, 


/\ x ( Gy -) .~ fJ i 


Section IV: (4 points) From the formula: 


FA - Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" if the formula follows by EG, "NO" if it doesn't. 


13. Vx(Fx- Gx) M, 


y{ Vy(Fy-Gx) (110 


15. Vx(FA- Gx) :.J c ":> 


16. Fx-VxGx V\ c; 


• • 
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Section III: (5 points) Using the following scheme of abbreviation: 


F: aisadog 
0: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


/.All dogs are cats. 


/some dogs are not cats. 


/onlY dogs are cats. 


/some dogs are cats. 


?-NO dogs are cats. 


'-Ix (F~ -t:>G-x) 
~(F-I/G) 


Section IV: (4 points) From the formula: 


FA ..... Gx 


which of the following formulas follow by existential generalization (EO)? In the space 
provided write "YES" if the formula follows by EO, "NO" ifit doesn't. 


~ Vx(Fx ..... Ox) 


~ Vy(Fy ..... Ox) 


15. Vx (FA ..... Gx) 


)JI"FX ..... VXOX 


1'0 



Administrator

Highlight







Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


ysome dogs are not cats. 


~nlY dogs are cats. 


?0ome dogs are cats. 


ftNO dogs are cats. 


(V'f, ~;.(&+~) 
Vxfft.,+/~ 


Section IV: (4 points) From the formula: 


FA ...... Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" if the formula follows by EG, "NO" if it doesn't. 


fo Vx (Fx ...... Gx) 


~ VY(F~ ...... Gx) 


/vX(FA ...... GX) 


16. Fx ...... VxGx 


\i-R5 
I 


h12 



Administrator

Highlight







Section III: (5 points) Using the following scheme of abbreviation: 


F: a is a dog 
G: a is a cat 


2 


translate the following English sentences into official symbolic sentences, and write the 
answers in the blanks provided: 


8. All dogs are cats. 


/some dogs are not cats. 


~ Only dogs are cats. 


,....r(' Some dogs are cats. 


/-No dogs are cats. 


f\'f. (r" -'>' G,... ') 


,It, (fx-? ~6 x'; 


.1\", (r." -'1 Gx ) 


Section IV: (4 points) From the formula: 


FA ..... Gx 


which of the following formulas follow by existential generalization (EG)? In the space 
provided write "YES" if the formula follows by EG, "NO" ifit doesn't. 


,x( Vx(Fx ..... Gx) 'lej 


14. Vy (Fy ..... Gx) '{D 


L Vx(FA ..... Gx) NO 


16. Fx ..... VxGx NO 
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G. Example Student Work from Final Section V 







3 


Section V: (2 points) Which of the following, if any, is a correct application of 
quantifier negation (QN)? (Write "YES" if it is, "NO" if it isn't) 


17. - Vx (Fx -> Ox) 


.. Vx - (Fx -> Ox) j'J 0 


18. /\x - (Fx -> Ox) 
~, 


J",~ 


- Vx (Fx -> Ox) 
, -J 


.. 


Section VI: (4 points) Theorem 18 can be written as follows: - P -> (P -> Q) 


Which of the following is an instance of Theorem 18? (Write "YES" ifit is, "NO" ifnot) 
'V 


19. - - /\x Fx -> ( - /\x Fx -> Ox) 
-'-1// 


~ ) ". 


(I ,/..- " 20. - (P -> Q) -> «P -> Q) -> Q) .., 
'.i-


/i 
\-, I 


21. - Fx v Oy -> (Fx v Oy -> Hx) .0 
, , 


'I" ' 
! ! 


22. - P -> (P -> Vx ( - Fx" Q» . --' 


I to;:' 
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Section V: (2 points) Which of the following, if any, is a correct application of 
quantifier negation (QN)? (Write "YES" if it is, "NO" if it isn't) 


17. - Vx (Fx --> Gx) 


:. Vx - (Fx --> Gx) /1/0 


18. /\x - (Fx --> Gx) 


:. - Vx (Fx --> Gx) y"e ~ 


Section VI: (4 points) Theorem 18 can be written as follows: - P --> (P --> Q) 


Which of the following is an instance of Theorem 18? (Write "YES" if it is, "NO" if not) 


\;p S 
( 


)1;> 
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Section V: (2 points) Which of the following, if any, is a correct application of 
quantifier negation (QN)? (Write "YES" if it is, "NO" if it isn't) 


17. - Vx (Fx -> Ox) 


.. Vx - (Fx -> Ox) ND 
18. /\x - (Fx -> Ox) 


.. - Vx (Fx -> Ox) t· ) ~ c 


Section VI: (4 points) Theorem 18 can be written as follows: - P -> (P -> Q) 


Which of the following is an instance of Theorem 18? (Write "YES" ifit is, "NO" ifnot) 


/--0 /\x Fx)-. (-/\x Fx -> Ox) 


y -(P -> Q) -> «P -> Q) -> Q) 


/- Fx v Oy -> (Fx v Oy -> Hx) 


/-P -> (P -> Vx ( - Fx" Q» 


\.J 
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Section V: (2 points) Which of the following, if any, is a correct application of 
quantifier negation (QN)? (Write "YES" ifit is, "NO" if it isn't) 


/. - Vx (Fx ---+ Gx) 


:. Vx - (Fx ---+ Gx) 'jP " 


18. I\x - (Fx ---+ Gx) 


:. - Vx (Fx ---+ Gx) 'Id 


Section VI: (4 points) Theorem 18 can be written as follows: - P ---+ (P ---+ Q) 


Which ofthe following is an instance of Theorem 18? (Write "YES" ifit is, "NO" if not) 


£ --I\x Fx ---+ ( -I\x Fx ---+ Gx) (\ D 


20. - (P ---+ Q) ---+ «P ---+ Q) ---+ Q) 'Ie ( 


21. - Fx v Gy ---+ (Fx v Gy ---+ Hx) r ,.J 


22. - P ---+ (P ---+ Vx ( - Fx" Q)) 'if 5 
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Section V: (2 points) Which of the following, if any, is a correct application of 
quantifier negation (QN)? (Write "YES" if it is, "NO" if it isn't) 


17. - Vx (Fx -> Gx) 


:. Vx - (Fx -> Gx) No 


/- Ax - (Fx -> Gx) 


:. - Vx (Fx -> Gx) Nb 


Section VI: (4 points) Theorem 18 can be written as follows: - P -> (P -> Q) 


Which of the following is an instance of Theorem 18? (Write "YES" ifit is, "NO" if not) 


19. --AxFx->(-AxFx->Gx) 


~ -(P-> Q)-> «P-> Q)-> Q) 


/-Fxv Gy -> (FxvGy -> Hx) 


22. - P -> (P -> Vx (- Fx A Q)) 


No 
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Section V: (2 points) Which of the following, if any, is a correct application of 
quantifier negation (QN)? (Write "YES" if it is, "NO" if it isn't) 


/- - Vx (Fx ---> Gx) 


:. Vx - (Fx ...... Gx) ye. l
,\ 


/- Ax - (Fx ---> Gx) 


:. - Vx (Fx ...... Gx) 
f'\ 0 


Section VI: (4 points) Theorem 18 can be written as follows: - p ...... (P ---> Q) 


Which of the following is an instance of Theorem 18? (Write "YES" ifit is, "NO" ifnot) 


19. --AxFx ...... (-AxFx ...... Gx) tl"-''> 


20. - (P ...... Q) ...... ((P ---> Q) ...... Q) ~eh 


7-- Fx v Gy ...... (Fx v Gy ...... Hx) I.j ~ c,. 


22. - P ---> (P ---> Vx ( - FXA Q)) ;je.S 
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3 


Section V: (2 points) Which of the following, if any, is a correct application of 
quantifier negation (QN)? (Write "YES" if it is, "NO" if it isn't) 


/' - Vx (Fx -+ Gx) 


:. Vx - (Fx -+ Gx) 


/.' /\x - (Fx -+ Gx) 


:. - Vx (Fx -+ Gx) f'lO 


Section VI: (4 points) Theorem 18 can be written as follows: - P -+ (P -+ Q) 


Which of the following is an instance of Theorem 18? (Write "YES" ifit is, "NO" if not) 


19. --/\x Fx -+ (-/\x Fx -+ Gx) 


20. - (P -+ Q) -+ «P -+ Q) -+ Q) 


/FXVGY -+ (FxvGy -+Hx) 


22. - P -> (P -+ Vx ( - Fx A Q)) 


3 
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3 


Section V: (2 points) Which of the following, if any, is a correct application of 
quantifier negation (QN)? (Write "YES" if it is, "NO" if it isn't) 


/' - Vx (Fx -+ Gx) 


:. Vx - (Fx -+ Gx) 


/.' /\x - (Fx -+ Gx) 


:. - Vx (Fx -+ Gx) f'lO 


Section VI: (4 points) Theorem 18 can be written as follows: - P -+ (P -+ Q) 


Which of the following is an instance of Theorem 18? (Write "YES" ifit is, "NO" if not) 


19. --/\x Fx -+ (-/\x Fx -+ Gx) 


20. - (P -+ Q) -+ «P -+ Q) -+ Q) 


/FXVGY -+ (FxvGy -+Hx) 


22. - P -> (P -+ Vx ( - Fx A Q)) 


3 
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H. Example Student Work from Final Section VII 







I , 


4 


Section VII: Give a complete proof (derivation) of each of the following three theorems 
in the space provided. Number every line, and give complete annotations for all lines 
except assertion and assumption lines. 


23. (5 points) 


f . 


,. 
4. 


o 
" 


Ax (Fx ...... Gx) ...... (\Ix Fx ...... Vx Gx) 


~~ ;1'1 (ro( -'> G~) ~ (v( F, 


\ A>( Ch~ G .. ) 


Iq .. .J. V" L" -'? 
\ ..rr " r" 


) 
. 
f 


". Vt by I ! 
~-~-----" ----------~~I 


I 
I 
I 


4 F1 
I 


vI 


t. b I MP 
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24. (7 points) Ax (P v Fx) ---+ P v Ax Fx 


I S),,,,, A, (pv'r,)~ pvAxF~ 
J J\)( (t' :T.T----------- -.... \ 


3 . ~ P v /Ix F" 


, 7~p~p::p'n 
;1.11' ;1 ~ r; / I 


~ .. 


i 
__ '"-"---'"~"--~, t 


I p v F~ i I 1 \ 
:) III 


• 


t. I 
i 


3, CP 


1 







6 


25. (6 points) Ax Fx 1\ Vx Gx -+ Vx (Fx 1\ Gx) 


I ~ "r:y A V x G x -> V x C Fx II G x ) / SI),w /1, 


2 


3 


J, r 


.:J.S 


b. 5,f1 


, 
: 4 \.11 
\ 
\ 


6, --, Adj-, 


! 
FG \ '(" 







/ 
!J 


4 


Section VII: Oive a complete proof (derivation) of each of the following three theorems 
in the space provided. Number every line, and give complete annotations for all lines 
except assertion and assumption lines. 


23. (5 points)f. <;~ Ax (Fx -> Ox) -> ('.Ix Fx -> Vx Ox) 


} 


'if 
5. 
(, 


7. 


(' o . 


\/\x C r)< -> 0<:) 


\ ~ hFx 
1 \/ y 7;-------'1 


\ 


f~ Vx ~yl 
-.---~~ 


1-,( 


F y ---"? C. ( 


{;,y 


Vy (:,/ 
----------L------__ ._ 


) 
-------~-----


) 


If eeL 
I 
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c;, 
C. 
7. 


- ~\, 


\ 


:;;,~u~, y? --t iy f~ I 
/\/( 


fv f=-;y 


F/ 


5 


2/ fAT 


C; / b / MTf 


'+; cD 







25. (6 points) J ,Sir=::, I\x Fx A Vx Gx -> Vx (Fx A Gx) 
- ·, __ •••• __ H __ .. ____ ._ 


~.,' !\xfr- " Vx ~y 
) ;. tt& w Vx ( fir i1 G. )~) '7. 


r. 
G. 


'" (. 


Cr 
! , 


/tyFx 
'v,x G;x 


Cn,! 
f1 
F! A c,,/ 


VxCIx- 1\ 0-) k) 


?/ )' 


2,5' 


_., ,::: "r 
j/'--l-


G/ 01lr~ 


f) EG/ 


6 







4 


Section VII: Give a complete proof (derivation) of each of the following three theorems 
in the space provided. Number every line, and give complete annotations for all lines 
except assertion and assumption lines. 


23. (5 points) /\x (Fx ...... Gx) ...... 01x Fx ...... Vx Gx) 


t\ Fr 
eY 


----


C" " 'j) _'/ r. : ,I r 
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24. (7 points) Ax (P v Fx) --> P v Ax Fx 


". 


" 
5: 7; \,,>1\ f' 
,.\ en 


.; v 


5 







25. (6 points) AxFx II VxGx --> Vx (FxlI Gx) 


7~'c"'-'" A \( r~ /1 '1/ 'f G x --7 V>< Cr lc: 1\ C ,.) 
~. '---~~r-;-; V", C)< . \ 


?\.~\p \Ix ( fx "\ 6><) \ 
'\ . 


, , 


\ 
I, 


i . 


\. . r' . 'jxi.\.\(,,\ I 


I 
J 


',>' t, 


\j",Cfy (\ C-v\ 
'---"-'-~ -,._- ----'-" 


\ 


\ 
......... _-- ---... ---- --


6 







4 


Section VII: Oive a complete proof (derivation) of each of the following three theorems 
in the space provided. Number every line, and give complete annotations for all lines 
except assertion and assumption lines. 


23. (5 points) /\x (Fx --> Ox) --> (Vx Fx --> Vx Ox) 


\, fuOc0 I\i--lh -I G"i-') -'Y (\j 'i--h -7 \f Y-..G",) 


2.. 
O· 


L\. 


S· 


<.0. 
I, 


, 


\" 


1-, 


\~, 


1\"1..(<;:"1-. -7 6 i. J 


Sop , 'oJ!'- ("" -7 'oj /0- G 1---


'-1 'jo, (""I'-


~ec::P G."i-
\ 


~Gr<-. 


~-» G1-. 


('" 


'-- Gf.. 


~~~ 
~ Yj-7 GUj 


G':J 


\ "-..f'f.-G.'f. J .:, 


d, UI. 


(.0,(, MT 


I,"1s,I-'I.;:' 


~/...j,el 


~ ;;!,ll.l 


10, \1 0'1\" 
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24. (7 points) !Ix (P v Fx) -> P v !Ix Fx 


(


\. 'S\\DW /\ ... (f? .. ("<.)-,,>,?.J 


1.. f\'f..l9"r;:,,) 


Q. :)\ VC::> ? -I {\ y.. orr ".. 


>( 
SV 


P\ 
>« 


? 


\ 


5 


:1, LlI. 







25. (6 points) /\x Fx 1\ Vx Ox -+ Vx (Fx 1\ Ox) 


x \ (\. &,0(;0 1\" f.t.. " \f"l-- G"I-- -=7 "\f i-. (f" AG,,) 


'2. f\"f-..h A 'Ji-.("1>'-. 


S· ~W '.) t-. (f"l-- J\ C:t ") 


,,;)\, ,eo t"l-- "c. '\ "f-.. 
r, 


'-JI--G)(. 


6 


2.,~ 


rs,,(j) 
,::>,1 M'J 







/ 
r 
\ ~ &' .1\ OW 


;l. 


'--
" -SI <>...r -< 
..J. , 


Lj. 
'---


9\ ~ 
l( 
'A( 


4 


Section VII: Give a complete proof (derivation) of each of the following three theorems 
in the space provided. Number every line, and give complete annotations for all lines 
except assertion and assumption lines. 


23. (5 points) !Ix (Fx ---> Gx) ---> (\Ix Fx ---> Vx Gx) 


1\,," ( F)< -..-}&X! -->, ( Vx Fx --. 
Ax (F" -l (, x) 


Vx t='x ~ Vy &x 


Vx f=x' 
, 
\ \fv try 


~ 
I /\ , 
I 
I 


\ \Ix (,x iX 
I 


i j 


\ 
IS)<: ! 


\ 


'-\ E T 
I 


I,~ 


~ 1 ~ 
, IE '\ 
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24. (7 points) /\x (P v Fx) --> P v /\x Fx 


L{)",J\+-:o~ .... 1 


J,;"~,J("Ct-".&'\ 


}\x ~X 


-- ....i 


5 


-L 


-I 







1 
? 
J • 


Lj. 


':l. 


6. 


25. (6 points) Ax Fx II Vx Gx --> Vx (Fx II Gx) 


A,,'):'x \/x by: 


l 


"F '"I 


F, A G'i I 
\ II \ \Ix (f'x ,,&,,) I 


L-... « ••..•• _._._ ••• _ ••••• _._ ..... _-_~._- .1 


6 


7., S 
'5 vI 


( 


1 E C-







4 


Section VII: Give a complete proof (derivation) of each of the following three theorems 
in the space provided. Number every line, and give complete annotations for all lines 
except assertion and assumption lines. 


23. (5 points) /I.x (Fx ...... Gx) ...... 01x Fx ...... Vx Gx) 


I.-'::)'.\~~ !\y.(+,,=7[w)-i (VxI;"<=7V~l",,\ 
L. . {\.,., (tY.-7 ('l'{. ) 


]Sho,-, (Vy. -Fx -7 Y l ~y') 
~\ - ~1 7 c. y \Jx.'tx\ 


!=""y 


1 
-S-. 


F ,;-7 G,,/ 


('1 'I .. 


Vv L~"(., 


'--~ \ ~ -=r /" 
-"2 I (;)u~ 
<C.'), C M (> 


7, EC:' 


\ 
./ 


z,. 
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24. (7 points) Ax (P v Fx) -> P v Ax Fx 


z. 


\ 


x 


(\ f3\,,,,= 1\)< U\ -!=X)0 r v (\y ~y 
lz. A'fU"F~) 


3. /' p"i=""y-" 


X (' 
5 ~.:J.~ p" I'\Yf, 


X 4=)\ 


~ I\xr;. .. 
\ ('v'(\",tx 


5 


3,5 


:s U.:r 







6 


3, £"i 


1.5 ___ ~ 
5(i]) 1--


_~LI'lg / t 
7, Ec:=, 







4 


Section VII: Give a complete proof (derivation) of each of the following three theorems 
in the space provided. Number every line, and give complete annotations for all lines 
except assertion and assumption lines. 
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24. (7 points) Ax (P v Fx) -> P v Ax Fx 
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25. (6 points) Ax Fx II Vx Gx --> Vx (Fx II Gx) 
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Section VII: Give a complete proof (derivation) of each of the following three theorems 
in the space provided. Number every line, and give complete annotations for all lines 
except assertion and assumption lines. 
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Section VII: Give a complete proof (derivation) of each of the following three theorems 
in the space provided. Number every line, and give complete annotations for all lines 
except assertion and assumption lines. 


23. (5 points) !Ix (Fx ---> Gx) ---> (\Ix Fx ---> Vx Gx) 


1\,," ( F)< -..-}&X! -->, ( Vx Fx --. 
Ax (F" -l (, x) 


Vx t='x ~ Vy &x 


Vx f=x' 
, 
\ \fv try 


~ 
I /\ , 
I 
I 


\ \Ix (,x iX 
I 


i j 


\ 
IS)<: ! 


\ 


'-\ E T 
I 


I,~ 


~ 1 ~ 
, IE '\ 



Administrator

Highlight







24. (7 points) /\x (P v Fx) --> P v /\x Fx 


L{)",J\+-:o~ .... 1 


J,;"~,J("Ct-".&'\ 


}\x ~X 


-- ....i 


5 


-L 


-I 







1 
? 
J • 


Lj. 


':l. 


6. 


25. (6 points) Ax Fx II Vx Gx --> Vx (Fx II Gx) 


A,,'):'x \/x by: 


l 


"F '"I 


F, A G'i I 
\ II \ \Ix (f'x ,,&,,) I 


L-... « ••..•• _._._ ••• _ ••••• _._ ..... _-_~._- .1 


6 


7., S 
'5 vI 


( 


1 E C-







 
 


 


 
Physics PLO Assessment Report 2010     
January 30, 2010 
 
A report by the Physics faculty at UC Merced: Ray Chiao, Ajay Gopinathan, Sai 
Ghosh, Linda Hirst, Kevin Mitchell (WASC FAO), Michael Scheibner, Jay 
Sharping, Lin Tian, and Roland Winston, including contributions from Carrie 
Menke (an instructor) and Anne Zanzucchi (Center for Research in Teaching 
Excellence)        
 
 
I. Introduction 


In the 2008-09 academic year, the Physics faculty identified five Programmatic Learning 


Outcomes (PLOs), which defined the essential educational goals for a student majoring in 


Physics.  Of these, PLO #1, shown below, was deemed the most essential, as it encapsulated the 


central idea of what it means to be a Physics major. 


PLO 1. Physical Principles.  Students will be able to apply basic physical principles---


including classical mechanics, electricity and magnetism, quantum mechanics, and 


statistical mechanics---to explain, analyze, and predict a variety of natural phenomena. 


We thus selected PLO #1 as the first PLO to assess over the summer of 2009.  In short, we 


wanted to know whether our students were learning the basic components of the Physicist’s 


worldview and whether they understood how this worldview was manifest in basic physical 


phenomena. 


In the course of assessing PLO #1, we found that we were often drawing conclusions about PLO 


#2, shown below, and hence our assessment results and recommendations reflect observations 


about both PLOs. 







PLO 2. Mathematical Expertise. Students will be able to apply advanced mathematical 


techniques (e.g., calculus, linear algebra, probability, and statistics) in their explanations, 


analyses, and predictions of physical phenomena.  
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II. Assessment Methods 


The Physics faculty employed two primary assessment techniques for PLO #1.  


1. Analysis of student performance on final exams from core courses. 


The written final exams from the upper division core physics courses (PHYS 105, Spring 2008; 


PHYS 105, Spring 2009; PHYS 110, Fall 2008; PHYS 137, Fall 2008) were assessed by a 


faculty panel.  There was broad participation from the Physics faculty, with seven faculty (out of 


eight total) and a Physics instructor participating in this panel.  Due to the relatively small sizes 


of the upper division Physics classes, all student exams were assessed.  Copies of the exams were 


distributed electronically to faculty (with student names redacted), and the assessments were 


performed independently by each participant.  The panel was divided in to four groups of two, 


with each group of two responsible for assessing one of the final exams.  (No faculty member 


assessed a final exam that he/she personally wrote or administered.)  Two problems from each 


final exam were chosen by the faculty group and assessed according to the attached rubric. (See 


Appendix.)  The rubric was developed by Carrie Menke in consultation with the Physics faculty.  


The assessment results were tabulated (see Sect. III), and a Physics retreat was held on Aug. 10, 


2009 to evaluate the results and discuss appropriate measures to address any deficiencies or 


concerns. 


2. Student focus group. 


The Physics faculty solicited the Center for Research on Teaching Excellence (CRTE) to help 


coordinate and administer a focus group of our most senior Physics majors (mostly juniors at that 


time), with the objective to solicit student feedback on the quality of the Physics program.  The 


focus session was organized around a script developed in collaboration between Anne Zanzucchi 
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of the CRTE and the Physics faculty (see attached Appendix).  To preserve student anonymity, 


Anne Zanzucchi moderated the focus group with no Physics faculty present.  This resulted in a 


wide-ranging discussion which touched on all of the Physics PLOs.  Student responses from this 


focus group were summarized by Anne Zanzucchi (see attached Appendix).  The focus group 


was administered in June 2010, and three of about eight Physics juniors participated.  The results 


of the focus group were discussed at the Physics faculty retreats on June 9, 2009 and Aug. 10, 


2009. 


 


III. Results 


Following the attached rubric, each solution was rated as Excellent, Acceptable, or 


Unacceptable.  These results are summarized in the tables below, followed by individual 


comments by the faculty panel.  According to faculty expectations, 62% of the solutions were 


acceptable or better.  When restricted to Physics majors/minors, this number improves somewhat 


to 66%.  One common theme from this analysis is that our students have a tendency to be 


distracted by the abstract and advanced mathematics, missing some of the basic physical 


principles as a result.   
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Physics 105, Analytic Mechanics, Spring 2008 
Instructor: Jay Sharping  
PLO Reviewers: Kevin Mitchell, Carrie Menke 
Students: 17 total, 9 physics majors/minors 
 


Physics 105, Spring 2008
Final Exam Problem 1


0


2


4


6


8


10


12


Excellent Acceptable Unacceptable


Rating


F
re


q
u


en
cy


Other


Major/Minor


Physics 105, Spring 2008
Final Exam Problem 3
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Comments: 
 Both problems were difficult to use for assessing PLO 1 even through they were the most 


physical in the exam.  The problems mainly tested the students’ understanding of what 
MATHEMATICALLY constitutes a conservative force (problem 3) and if they remembered 
the form of a damped harmonic oscillator. I suggest including more conceptual questions 
based on the students’ knowledge of major themes within the course. 


 Problem 1: This was not the best problem to determine “physical” insight, but it did test their 
ability to interpret the mathematics.  In general, very few students correctly understood how 
to solve an ODE given an ansatz and to carry this through to completion.  It appeared that 
many of the students simply wrote down the answer from memory (for which I still rated as 
acceptable, A). 


 Problem 3: Students generally understood what a conservative force is.  However, many of 
them had trouble with the mathematical execution.  I again wonder whether MATH 24 (and 
perhaps MATH 23) should be co-requisites. 
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Physics 105, Analytic Mechanics, Spring 2009 
Instructor: Carrie Menke 
PLO Reviewers: Linda Hirst, Jay Sharping 
Students: 10 total, 4 physics majors/minors (Alan Blatt not included as a major b/c he’s not on 
the physics major spreadsheet although he indicated himself as a physics major in the class.) 
 


Physics 105, Spring 2009
Final Exam Problem 4


0


1


2


3


4


5


6


Excellent Acceptable Unacceptable


Rating


F
re


q
u


en
cy


Other


Major/Minor


 


Physics 105, Spring 2009
Final Exam Problem 9
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Comments: 
Our evaluation consisted of looking carefully at two problems which we felt evaluated PLO#1.  
The evaluation below shows the number of students in each category. 
For problem 4 we specifically looked for: 


1. Intuition about various damping conditions (revealed in graph) 
2. Knowing the solution (without necessarily having to do the math to arrive at it) 
3. Realizing the subtleties associated with , o,  


 
For problem 9 we specifically looked for: 


1. Adoption of the small displacement approximation (Taylor series) 
2. Using mathematics to arrive at the answer (preferably the Lagrangian approach) 
3. Showing intuition about oscillatory behavior 


 
In summary we feel that students need to achieve a balance or stronger link between the 
“derivation” and the “concept”.  The derivation is critical, but one must not lose track of the 
conceptual understanding and development of intuition about how things behave.  We can 
discuss how to achieve this during our follow up meeting. 
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Physics 110, E&M, Fall 2008 
Instructor: Derrick Kiley 
PLO Reviewers: Lin Tian, Ajay Gopinathan 
Students: 18 total, 13 physics majors/minors (Total includes one physics grad student that was 
not included in the category of majors/minors.) 
 


Physics 110, Fall 2008
Final Exam Problem 1
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Physics 110, Fall 2008
Final Exam Problem 3
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Comments: 
We picked two problems (#1 and #3 from part II) to analyze.  The division between the various 
categories is shown in the table below. The total number of students is 18. 
 
For problem number 1 we specifically looked for: 


1. the understanding of gravitational versus electrostatic forces 
2. knowing the steps to derive velocity from interaction 


 
For problem number 3 we specifically looked for: 


1. applying Faraday’s law correctly 
2. using Newton’s law to derive the dynamics and solve for the velocity 
3. understanding the concept of terminal velocity 


 
The third problem yielded a high number of acceptable responses and it was a fairly 
straightforward and standard problem.  The one excellent went above and beyond and worked 
out the problem in 2 ways.  The first question was much harder and demanded a lot of physical 
insight to even attempt the problem. 
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Physics 110, Quantum Mechanics, Fall 2008 
Instructor: Lin Tian 
PLO Reviewers: Sai Gosh, Rolan Winston 
Students: 11 total, 8 physics majors/minors (Total includes one physics grad student that was not 
included in the category of majors/minors.) 
 


Physics 137, Fall 2008
Final Exam Problem 1
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Physics 137, Fall 2008
Final Exam Problem 3
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Comments: 
We picked two problems (#1 and #3 from part II) to analyze. The division between the various 
categories is shown in the table below. The total number of students is 11. 
 
For problem number 1 we specifically looked for: 


1. understanding of the concept of commutation 
2. concept of eigenstates and eigenvalues 
3. properly computing the above 


 
For problem number 3 we specifically looked for: 


1. concept of ground state and ground state energy 
2. expansion of arbitrary wavefunction in terms of eigenstates  
3. approach to proving a general relation 
4. knowing relevant mathematical inequality 


 
The third problem yielded a high number of unacceptable responses as the students seemed to 
have difficulty in formulating an approach to proving a general assertion. The first question was 
much more straightforward.   
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Consistency of reviewer results. 


As a test of whether different reviewers assessed student work consistently, we constructed a 


joint distribution matrix for the PHYS 105 Spring 2008 data, which was assessed by Menke and 


Mitchell.  The horizontal and vertical axes are labeled E, A, and U for “Excellent”, 


“Acceptable”, and “Unacceptable”.  The number in each cell records the number of problems 


with the given ratings.  For example, there were 6 problems rated Excellent by both Mitchell and 


Menke but 2 problems rated Excellent by Mitchell and Acceptable by Menke.  In summary, of 


the 37 problems assessed, Mitchell and Menke disagreed on only 7, representing a high degree of 


consistency.  (The correlation coefficient between the Mitchell-Menke data is 0.78.) 


  Mitchell 
  E A U


E 6 1 0 
A 2 15 3 Menke
U 0 1 6 


Table: Menke-Mitchell joint distribution matrix. 
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IV. Conclusions and Recommendations 


A. Student Learning 


As a result of the above assessment data, the student focus group, and informal discussions with 


our students, the Physics faculty have identified the following measures to enhance the Physics 


program, and to address PLO #1 in particular. 


 


Instructional Measures 


1. Faculty could be more attentive to incorporating PLO #1 into the syllabus and course 


objectives and to aligning homework and exam questions with this PLO. 


2. Since our students often miss the basic physical principles due to abstract and difficult 


mathematics, instructors could include more conceptual "physical intuition" problems on 


homeworks and exams.  It was suggested that the Physics GRE would be a good source of 


inspiration for such short conceptual questions. 


3.  Instructors could make more extensive use of available online applets to give a greater 


conceptual illustration of fundamental principles. 


 


Structural Measures 


1.  The Physics faculty believes there is a significant deficiency in our students’ preparation in 


thermodynamics.  This conclusion is based on informal discussions with our senior students 


(some of who have recently took the Physics GRE, for which they felt woefully underprepared in 


thermodynamics) as well as a reassessment of the curriculum of our current Physics 


requirements.  To address this deficiency, we propose adding an additional required 


thermodynamics course at the sophomore or junior level.   
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2. Add Math 24 as a (concurrent) prerequisite for Phys. 10, so students have the necessary 


mathematical background to succeed in this course.  


3. Add Math 23 and Math 24 as (concurrent) prerequisites for PHYS. 105, so students have the 


necessary mathematical background to succeed in this course.  


4. Eliminate PHYS 10 as a prerequisite for the Waves minicourse, as this prerequisite is 


unnecessary, and its elimination would open up the course to more students. 


5. PHYS 124: Rotational Mechanics Minicourse will be recast as a course primarily covering the 


hydrogen atom and quantum angular momentum.  This will help reinforce the material from 


PHYS 137.  Classical rotational dynamics will be covered in PHYS 105.  


 


Faculty have already begun implementing these recommendations in the 2009-10 academic year. 


Faculty are currently discussing the appropriate strategy to introduce the new course in 


thermodynamics. 


 


B. Assessment Methods 


Our two assessment measures were viewed as quite helpful and should be continued in the 


future.  Below, we mention some improvements. 


 


1. Analysis of student performance on final exams from core courses. 


The data drawn from this assessment activity was valuable, especially since it highlighted that 


our students were not performing up to our own expectations.  Two improvements to our 


protocol are identified below. 


 


 
11







i. When each core course is taught, a couple of final exam questions should be specifically 


written to assess PLO #1.  Such questions would emphasize the conceptual understanding of 


physical principles and downplay the use of sophisticated mathematics.   


 


ii.  As the size of the faculty increases, we should have at least three reviewers for each exam 


question.  Correlation data between different reviewer responses should be computed between all 


pairs of reviewers to determine whether reviewers are applying similar standards. 


 


2. Student focus group. 


The student focus group administered by the CRTE was immensely helpful and should be 


repeated on an annual basis with our senior and junior students.  One improvement to the focus 


group would be to increase student participation by moving it from the summer to the middle of 


the spring semester. 


 


3. Other data streams. 


As the Physics program matures, we will also consider additional data streams in our assessment 


of PLO #1, including student self-reported GRE results, student written theses, and student oral 


thesis presentations.  (Our students first took the Physics GRE in Fall 2009, after our summer 


assessment retreat.  Only informal, word-of-mouth results were available to us.  See comments 


on thermodynamics above.) 
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V. Implications of Proposed Changes 


The main additional resource we will need to implement these changes is instructional support 


for an additional thermodynamics course.  In addition, we will need continued support from the 


CRTE (for the annual focus group implementation).  We have also greatly benefited from the 


part-time WASC support of Carrie Menke, which we strongly urge to continue. 
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VI. Self Evaluations 


Criterion  Status  Comments 


Assessable 
Program Learning 
Outcome (PLO #1) 
 


Developed.  PLO describes how 
students can demonstrate learning, 
identifying observable and 
measurable results.  Criteria are 
articulated in the form of a rubric, 
criteria and standards1 may need 
further development to be more 
meaningful and consistently 
applied. 


This PLO is well chosen and 
assessable. 


Valid Evidence  
 


Emerging.  Faculty have reached 
general agreement on the types of 
evidence to be collected for the 
PLO but may not include both 
direct and indirect forms.  
Evidence needs to be further 
focused or aligned with PLO or 
emerging criteria to produce truly 
meaningful and useful results. 


As the Physics program matures, a 
larger body of evidence will become 
available.  Also, the exam questions 
used to evaluate PLO #1 will become 
better measuring sticks as faculty 
become more familiar with the 
assessment protocol. 


A
SS
ES
SM


EN
T 
M


ET
H
O
D
S 


Reliable Results 
 


Developed.  Reviewers are 
calibrated to apply assessment 
criteria in a uniform way and 
faculty routinely check for inter-
rater reliability. 


Consistency of results will improve 
as we have more faculty to 
participate in the assessment, and as 
faculty become more familiar with 
assessment protocols and 
expectations. 


Results Summary 
 


Developed.  Results clearly 
delineated for each line of 
evidence in tabular or other 
summary formats. May reference 
benchmarks or other expectations. 


Results are clearly stated. 


RE
SU


LT
S 
&
 C
O
N
CL
U
SI
O
N
S 


Conclusions & 
Recommendations 


Developed.  Report clearly 
articulates conclusions, 
implications and 
recommendations for 
improvement regarding both 
student learning and assessment 
and which could be drawn from 
results. Includes some 
consideration of the reliability and 
validity of results.  May offer 
vague support for some claims. 
Results have been discussed by 
many faculty and 
recommendations likely to be 
implemented due to faculty 
involvement and support and 
quality of assessment work. in 
support of claims.  


As the quality and quantity of the 
data we collect increases, we will 
continue to hone our understanding 
of specific deficiencies and 
appropriate remedies. 
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VI. Appendices 
 
1. PLO #1 Rubric 


2. PLO #2 Rubric (draft) 


3. Student focus group protocol (2 pages) 


4. Focus group summary report (4 pages) 


5. Copies of the four final exams used for assessment, with solutions.  One of these includes an 


example of student work (Chris Ferri). (34 pages) 


 







Draft: June 17, 2009 


Final Exam Rubric:  
Assessing Outcomes of the Physics Programmatic Learning Objectives (PLOs) 


 
Description: Using this rubric, we will categorize the final exams from upper division physics courses.  The results will provide 
information on the success of and potential for improvement for the first PLO: physical principles.  
 
Utilizing this rubric:  Take the conditions of the exam—timed-versus-take home, open-versus-closed book, formula sheet allowed or 
provided—into account when applying this rubric.  Each group analyzing a final exam should choose a problem or small subset of 
problems from the final exam to evaluate using this rubric.  Since it’s currently a small program, names will be obscured and codes 
will be given to reduce any potential bias. 
 


PLO Unacceptable Acceptable Excellent 
1.  Physical Principles.  
Students will be able to apply 
basic physical principles—
including classical mechanics, 
electricity & magnetism, 
quantum mechanics, and 
statistical mechanics—to 
explain, analyze, and predict a 
variety of natural phenomena. 


• Knowledge of basic 
physical principles is 
missing. 


• Knowledge of basic 
physical principles evident, 
but  
o Application is missing. 
o Significant errors exist 


in their application. 
o Example: student can 


write down Maxwell’s 
equations, but cannot 
calculate the magnetic 
field around a wire. 


• Knowledge and/or 
application of two or more 
physical principles are 
confused.   


• Knowledge of basic 
physical principles is 
evident. 


• Those principles are applied 
correctly,  
o although some errors 


exist. 
• Misconception in 


knowledge or application of 
more subtle feature of 
principle may exist. 


• Knowledge of basic 
physical principles is 
evident. 


• Those principles are applied 
correctly. 
o although minimal errors 


may be present. 
• Evidence that more subtle 


aspects of physical 
principles known and 
correctly applied. 


 
 







 


Draft: June 16, 2009 


Final Exam Rubric:  
Assessing Outcomes of the Physics Programmatic Learning Objectives (PLOs) 


 
Description: Using this rubric, we will categorize the final exams from upper division physics courses.  The results will provide 
information on the success of and potential for improvement for the first two PLOs: physical principles and mathematical expertise.  
 
Utilizing this rubric:  Take the conditions of the exam—timed-versus-take home, open-versus-closed book, formula sheet allowed or 
provided—into account when applying this rubric.  Each group analyzing a final exam should choose a problem or small subset of 
problems from the final exam to evaluate using this rubric.  Since it’s currently a small program, names will be obscured and codes 
will be given to reduce any potential bias. [[Just a suggestion, what do you think?]] 
 


PLO Significant Improvement 
Needed Acceptable Excellent 


2.  Mathematical Expertise. 
Students will be able to apply 
advanced mathematical 
techniques (e.g. calculus, linear 
algebra, probability, and 
statistics) in their explanations, 
analyses, and predictions of 
physical phenomena. 


• Did not apply advanced 
mathematics required to 
correctly solve problem. 


• Tries to apply the wrong 
advanced mathematical 
technique. 


• Tries to apply the correct 
mathematical technique(s), 
but significant errors exist. 


• Utilizes advanced 
mathematics correctly, 
although some errors exist. 


• May not have used the most 
efficient mathematical 
method, but solved the 
problem correctly. 


• Utilizes advanced 
mathematics correctly, 
minimal errors may be 
present. 


• Utilizes an efficient 
mathematical approach to 
solve the physics problem. 


 
 







Physics Major 
Focus Group Opening Script 
 
Thank you for volunteering to participate in today’s discussion about the Physics major.   My 
name is Anne Zanzucchi, please feel free to refer to me by my first name.  I am a staff member at 
the Center for Research on Teaching Excellence, who is provided support to the Physics faculty 
who have asked for student feedback on the program. 
 
This interview is meant to be a conversational and informal discussion about the major with the 
purpose of identifying 
 


(1) key aspects of your learning experience,  
(2) what has been of most value to you and why,  
(3) what has been challenging for you and why, and 
(4) strategies for improving the program.   


 
Your comments are considered vital (How might the student feedback be important?  Would it 
influence the direction or focus of program-wide assessment?) 
 
My role as the moderator is to guide the conversation, facilitate discussion and to ensure that 
everyone is able to participate.  Differing points of view and your honest reflections are 
encouraged.   
 
The session is being recorded but your comments will not be linked to you.  The audio will be 
transcribed by the CRTE staff; Physics faculty will not listen to the audio but will only view the 
transcribed comments.   
 
Though you will hear each other’s comments during this next hour, please do not discuss these 
comments outside of this session in order to ensure individual privacy.   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 







Focus Group Questions and Activities 
 
Goal:  The focus of this session is to determine key responses to students’ learning experiences 
in the major program.  The interview concludes with a problem-solving opportunity to ensure 
constructive and applicable feedback. 
 
Topics of Interest:  Program Learning Outcomes, support services, instructional methods, 
workload, extracurricular activities, research opportunities (further suggestions?) 
 
 
Two Options for the Category of Brainstorming (15 minutes) 
 
Open-ended questions: 


(1) Take about 2-3 minutes to list or write a brief paragraph about your primary experiences 
as a Physics student.  What are the immediate images, concepts, or phrases that come to 
mind? 


(2) Exchange your writing with a partner, take about 5 minutes to read and discuss 
responses.  It is not necessary to agree on a unified perspective, though to identify what 
appear to be a few positive and a few negative responses worth sharing with the group 


(3) Pairs report to the group about main ideas; Anne will list on board 
 
* If any of the above topics of interest were not mentioned in responses, weave into conversation 
and ask follow-up questions. 
 
Close-ended questions: 


(4) A brief survey and then discussion.  Survey would include questions that ask the student 
to rate understanding of Program Learning Outcomes on a scale of 1 to 10 with 1 being 
not at all and 10 being exceptionally well.   


 
Elaboration (15 minutes) 


(5) At what point (or which project) did you really feel as though you were fully engaged 
with and learning Physics? 


(6) Have there been teaching practices that have been particularly effective at supporting 
your learning?  How so? 


(7) How influential have Physics-related “culture” activities been towards your learning?  
These activities might include extracurricular clubs, presentations at science fairs, etc. 


 
Parting Wisdom (15 minutes) 
 
Imagine that you have opportunity to share impart your wisdom to incoming students…  


(8) What do you think would be most important for them to know about the Physics major? 
(9) What will a student need to do to succeed?  
(10) How can this message about best be delivered? 
(11) What will the faculty need to do to encourage student success (within the major 


and professionally)   
(12) How can this be best implemented? 







Physics Major 
Focus Group, Summary Report 
June 2009  
 
Goal:  The focus of this interview session is to determine key responses to students’ learning 
experiences in the Physics major program, concluding with a problem-solving opportunity to ensure 
constructive and applicable feedback. 
 
 
Brainstorming  
 


(1) Take about 2-3 minutes to list or write a brief paragraph about your primary experiences as a 
Physics student.  What are the immediate images, concepts, or phrases that come to mind? 


 
Curriculum 
 


Laboratory reports: Frustration about assignment design, students need clear instructions and a rubric 
since report writing process can be subject-specific. 
 
Homework: Most assignments are homework; exams are rare and high-stakes.  “A good homework 
assignment is one that fits with previous work but includes a bit of a challenge.  A bad homework 
problem is one where it is really easy or so hard the teacher can’t answer.”  Another rare situation is 
too many exams and very few homework problems to prepare for exams. 
 
Rubrics: They are rarely shared with assignments. “Rubrics are useful because not only can you see the 
expectations, you can also go back and figure out how to improve.”  “It would be nice to know what 
was expected.” 
 
MIT courseware: Not appropriate level of difficulty nor aligned with instructional focus.  Not 
mathematically rigorous enough. 
 
Sequencing of courses (coherency):  Current catalog provides better links between courses than 
previous years.  In some courses, material is very easy and quickly becomes too difficult.  Lower-
division courses were often taught by post-docs, so temporary contact with some faculty (and turn-over 
with course assignments).   
 


Student experience 
 


Lord of the flies: Tight-knit group of students 
 
Teaching Assistants: Quality varies considerably.  Some are disengaged or not prepared to teach.  
Successful TAs work closely with faculty mentors. 
 
Fun and new professors, though some faculty do not seem prepared for class (lecture) or focused on 
teaching.  “Nevertheless, I think the Physics program is still interesting.” 
 
 







Program Learning Outcomes.  Upon graduation, how well prepared do you feel with respect to the 
following learning outcomes?   
 
[Scale of 1-5. Well-prepared = 5; Average = 3; Under-prepared = 1] 
 


Physical Principles. Students will be able to apply basic physical principles – including classical 
mechanics, electricity and magnetism, quantum mechanics, and statistical mechanics – to explain, 
analyze, and predict a variety of natural phenomenon. 


 
[4] Very well prepared in all areas, perhaps a little less so with quantum mechanics.  Statistical 
mechanics seems less integrated with the other areas of Physics. 


 
Mathematical Expertise. Students will be able to apply advanced mathematical techniques (e.g. 
calculus, linear algebra, probability, and statistics) in their explanations, analyses, and predictions 
of physical phenomena. 


 
[3] Math and Physics classes seem isolated from one another.  For example, linear algebra is not 
aligned with quantum mechanics (in the Math department), so difficult to connect skills.   


 
Experimental Techniques. Students will be able to take physical measurements in an 
experimental laboratory setting and analyze these results to draw conclusions about the physical 
system under investigation, including whether data supports or refutes a given physical model. 


 
[4] Lab research experiences beyond the classroom have been immensely helpful learning 
experiences (learning to write effective notes, for example).   


 
Communication and Teamwork Skills. Students will be able to clearly explain their 
mathematical and physical reasoning, both orally and in writing, and will be able to communicate 
and work effectively in groups on a common project. 


 
[2.5] Group work opportunities, thus far, have been rare (exception is WRI 116).  Students would 
like more instruction and opportunities to practice skill.  Referenced Physics 160 as the only 
instance where this is cultivated – would like more opportunities to present research findings 
(orally and in writing).  Best teamwork experiences have been outside the classroom in laboratory 
work and presenting at undergraduate conferences.  “Amount of presented works in our classes is 
lacking in terms of preparing us for careers [or graduate school].” 


 
Research Proficiency.  Students will be able to formulate personal research questions that expand 
their knowledge of physics.  Students will be able to apply sound scientific research methods to 
address these questions, either by researching the current literature or developing independent 
results. 


 
[2] Respondents grappled with the idea of formulating personal research questions, debating 
whether this is feasible for undergraduates.  Curriculum does not build to the outcome, but research 
opportunities do.  All concluded that intensive mentoring will be necessary. 


 
 
 
 







Elaboration  
 
Engagement.  At what point (or which project) did you really feel as though you were fully engaged 
with and learning Physics? 
 


Not yet, all admitted that synthesis is something that occurs at another stage.  One respondent 
mentioned being part of a meeting with a graduate student preparing for a qualifying exam, and 
having the epiphany that he was able to answer some of the same questions. 


 
Teaching Practices. Have there been teaching practices that have been particularly effective at 
supporting your learning?  How so? 
 


Math: Teaching math in a rigorous, sequential way – not skipping any steps to show the Math 
behind the Physics.  Students would benefit from a full, complete and thorough description of the 
basic mathematics and how it fits with the Physics.  Rigorous proof to demonstrate mathematics, in 
classes without it “my understanding has been deficient, I know that for a fact.” 
 
Finding connections:  In lecture, referring back to previous points helps students “mind-map” the 
concept.   
 
Knowing students’ current knowledge:  Ask or test for knowledge (or be familiar with the 
standards of pre-requisites) to situate teaching.   


 
Extracurricular Activities.  How influential have Physics-related “culture” activities been towards 
your learning?  These activities might include extracurricular clubs, presentations at science fairs, etc. 
 


Research Day: Presentation for general audiences at Research Day has not tested knowledge or 
benefited project development.  Format was useful in terms of connecting with a general audience. 
 
Seminars and Conferences:  Seminars have been very helpful towards learning more about the 
field.  Students mentioned conference participation as beneficial towards their learning and 
professional advancement, “building professional connections, seeing hiring opportunities.”  A 
respondent added the caveat that conferences are not for every Physics student.  “It takes a 
mentality to be a Physics student.  You have to be interested in things that you can’t see.  That 
takes a lot of dedication.” 
 
Professional memberships: Receiving the field publications has been useful particularly “seeing 
articles and how the writing works.” 
 
 
 
 
 


 
 
 
 
 







Parting Wisdom:  Imagine that you have opportunity to share impart your wisdom to incoming 
students.  What will a student need to do to succeed in the Physics program? 
 


Study / Time Management: Identify early on what your challenges will be, mathematics for 
example. 
 
Student mentors: Challenge with connecting with incoming Physics majors is that many of them 
are undeclared or minors. 
 
Faculty mentors: Find faculty who you feel comfortable asking questions and fit with your 
strengths.  Don’t be afraid to ask questions and push yourself to learn. 
 
Advisors:  Advising is “very below average” (according to one student).  Students are often 
advised against taking challenging courses or do not seem to fully understand the Physics 
curriculum (e.g. that ICP would be relevant).  One student joked that advising is usually like this, 
so it is important to read the catalog to be knowledgeable about what is needed.  Be assertive about 
your goals. 


 
Conclusion: Summary of general student consensus.  What are the key points that the faculty should 
know? 
 


Teaching Assistants:  The benefits of faculty mentoring are evident, as the quality of teaching 
varies accordingly.  Some TA’s do not respond to student work or show up to discussion sections.  
Some TA’s have not been knowledgeable within the field.  Others, with faculty guidance and clear 
expectations, have been incredible. 
 
Textbooks:  Use of textbooks vary, often not integrated into lectures (ideally would serve as a 
reference guide).  Lectures often differ so much from the content of the textbook that the purpose 
of the textbook has been confusing. 
 
Awareness of the sequencing of courses: Instructors knowing how courses fit together will help 
pace the material and establish connections among courses.      
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I. Abstract 
 
The Political Science Program Assessment Committee (the Committee) chose to assess the first 
Political Science Program Learning Outcome (PLO) listed in the Program Assessment Plan.  
This PLO is for political science students to “understand the processes, theories, and empirical 
regularities of political institutions and political behavior in the student’s chosen emphasis area: 
American politics, comparative politics, or international relations.”  To indirectly assess student 
attainment of this PLO, the Committee conducted a focus group with graduating seniors.  Direct 
assessment was made utilizing embedded questions in the final exam for an upper division 
course.  The evidence indicates that the students have grasped much of the process, theories, and 
empirical regularities of American politics (the relevant area of emphasis given the composition 
of the focus group and the nature of the exam in which the questions were embedded).  What is 
less clear is whether the students generally understand the distinction between facts, theories, and 
systematic data.  The Committee recommends that the political science faculty consider offering 
a class emphasizing empirical theory in political science.  There are also changes to the PLO and 
the assessment process that could be made. 
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II. Introduction 
 
The Political Science Program Assessment Committee (the Committee) chose to assess the first 
Political Science Program Learning Outcome (PLO) listed in the Program Assessment Plan.  
This PLO is for political science students to “understand the processes, theories, and empirical 
regularities of political institutions and political behavior in the student’s chosen emphasis area: 
American politics, comparative politics, or international relations.” 
 
III. Assessment Methods   
 
Following the Program Assessment Plan, the Committee sought both indirect and direct forms of 
evidence regarding student attainment of PLO #1.   
 
A. Indirect Evidence (Focus Group) 
 
Per the Program Assessment Plan, the Committee organized a focus group of graduating political 
science majors to indirectly assess attainment of PLO #1.  The focus group was held on May 6, 
2009 and all 12 graduating students were invited to attend.  Unfortunately, only two students 
ultimately participated.  Both of these students had selected American politics as their area of 
emphasis, so the Committee’s questions focused on their perceptions of what they had learned 
about the processes, theories, and empirical regularities of political institutions and behavior in 
the U.S. 
 
Following the focus group format, the Committee asked both specific questions (e.g., “Please tell 
us about theories of political institutions you have learned”) and much more open-ended 
questions (e.g., “what have been the strengths and weaknesses of your training in political 
institutions and behavior?”).  As it became clear that the more open-ended questions were 
yielding more interesting and informative responses from the students, the Committee relied 
more heavily on this type of question. 
 
We found the participating students very candid about their experiences, education, and 
perceived attainment of PLO 1.  The major limitation with the execution of the focus group was 
the limited participation.  The Committee had anticipated that students might not volunteer to 
participate in this exercise and food was provided as a small incentive.  Nonetheless, only two 
students participated. 
 
B. Direct Evidence (Embedded Questions) 
 
Per the Program Assessment Plan, the Committee coordinated with Professor Nathan Monroe to 
embed questions that assess students' understanding of processes, theories, and empirical 
regularities of political institutions - namely the U.S. Congress - on his Congressional Politics 
(POLI 100) final exam in Spring 2009.  Because students in the course had participated in a 
several week long "legislative simulation" of the U.S. Senate, the questions were framed in the 
context of that exercise.  Students were given the choice to answer one of the following essay 
questions:   
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1) Imagine the following scenario. A reporter walks into our classroom just as S .12 comes 
up for debate on the floor.  She observes the following: Senator Thune begins “debating” 
the bill by reading a celebrity blog aloud from a laptop on the floor of the simulated 
Senate.  After five minutes, Senator Byrd stands up and makes a motion for something 
that sounds like “closure.”  After calling the roll, the “clerk” announces that the vote 
passes 24-16.  The clerk immediately calls the roll again, and then announces that S. 12 
passes 21 to 18 with one abstention.  The reporter wants to know what just happened.  
Put on your political scientist hat and explain the following:  Identifying the correct 
procedural jargon, what just happened?  In what way does this simulate what might 
actually happen in the real Senate under similar circumstances? Why did the first vote 
pass 24 to 16, and the second passed only 21 to 18 (and why is this significant)? 


 
2) One of the weaknesses of the simulation was that it did not reflect the pressures that 


members of Congress face from external actors.  In general, how would the strategies and 
decisions of members – individually and collectively – have changed if the simulation 
had included the president? The federal courts?  The bureaucracy? The media?  Interest 
groups?   


 
Notice that the three specific questions at the end of question 1 mirror the three types of 
knowledge we wished to asses: "identifying the correct procedural jargon" assesses their 
understanding of legislative "processes", asking "what might actually happen in the real Senate" 
assesses their understanding of the "empirical regularities" of Congress, and the vote comparison 
and "why is this significant" question assesses their understanding of a core theory of Senate 
behavior (i.e. that Senate parties manipulate procedure to bias legislative outcomes).   
 
Question 2 is also intended to elicit responses directed at each type of knowledge, though it is 
framed differently.  Here, students are expected to demonstrate an understanding of the ways in 
which these external actors interface with Congress ("processes"), use examples from real world 
politics ("empirical regularities"), and speculate about changes in "strategies and decisions of 
members," which calls for demonstration of "theories" about how political actors behave. 
 
IV. Results   
 
A. Indirect Evidence (Focus Group) 
  
The committee’s open-ended discussion with the two participating graduates was highly 
illuminating.  Both students clearly felt that they learned a great deal about the various 
institutional and behavioral theories of American politics.  They were readily able to identify and 
describe several theories they had learned in their classes.  The students also felt that they had a 
good feel for the empirical regularities of American politics, but perhaps to a lesser extent than 
the theoretical components.  Both students agreed that they would like to have a better 
understanding of some of the basic processes and factual information regarding American 
politics.  To this end, they suggested that the Political Science Faculty considering offering 
additional lower division courses on American politics. 
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In sum, these students reported mixed success in the achievement of PLO 1.  They perceive that 
they succeeded in learning the theories and, to a slightly lesser degree, the empirical regularities 
of American politics.  They felt they did not learn as much about the basic “facts” of American 
politics as they would have liked. 
 
B. Direct Evidence (Embedded Questions) 
 
The committee's overall assessment of student responses to the two essay questions is generally 
positive, though mixed.   
 
In general, the students exhibited a strong grasp of institutional processes, both basic and 
complex.  The following are representative responses, with respect to legislative process: 
  
 Question 1: "As the reporter walks into the classroom, what she is observing is a  
 filibuster in progress.  Senator Thune is reading the celebrity blog as a way to delay 
 further progress on S. 12. Five minutes later, Senator Byrd has had enough of the 
 celebrity blog.  The reporter observes a motion which she believes to be "closure." In 
 actuality, Senator Byrd invoked the cloture motion which will end Senator Thune's 
 filibuster with a 60% aye vote." 
  
 Question 2: "[Senators] have the power to shape the influence of the federal courts, 
 because [they] help decide who gets to be appointed.  This is important because the bills 
 the become law are interpreted by the federal courts." 
 
Responses to question 1, along the lines demonstrated above, showed a level of procedural 
understanding that is deep and complex, and implies an understanding of the broader, more basic 
context of core American political institutions.  Though less nuanced, the responses to question 2 
also showed a level of procedural knowledge that is adequate (or better) for a graduating senior 
in political science.   
 
With respect to understanding empirical regularities, competence varied more across questions.  
The following are representative responses: 
 
 Question 1: "The previous scenario illustrates a scene that will probably occur multiple 
 times from now through 2010: cloture being invoked to break a Republican filibuster." 
  
 Question 2: "Interest groups, representing conglomerated factions of the public, will 
 lobby legislators to persuade them to vote favorably for their cause." 
 
Question 1 commonly elicited responses similar in nature to the example above, showing a solid 
grasp of the past and (impressively) future legislative reality of the U.S. Senate.  Students tended 
to understand the relative frequency and proper real world context of dilatory activity in 
Congress.  On Question 2, students demonstrated more superficial knowledge (like the example 
above) of empirical regularities.  In part, this may be because of how the question was worded.  
It may also have been a selection effect (i.e. weaker students chose may have disproportionately 
chosen to answer question 2). 
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Students showed basic understanding of institutional theories of American politics, but by in 
large party their responses lacked the desirable depth and awareness that what they were 
explaining was a theoretical approach.  Here are examples of responses for each question:  
  
 Question 1:  "There will also be considerable pressure from the party itself to follow the 
 party line.  Once cloture passes, however, only a simple majority is needed, so several 
 senators are freed to vote with their constituents, while the party goal is still bet by the 
 bill itself." 
 
 Question 2: "Senators would have to be aware that their votes may be monitored by 
 interest groups rating their decisions, which can be used for or against them in upcoming 
 elections." 
 
While the example response to question 1 above (like many other similar responses to that 
question) actually implies a very sophisticated theoretical understanding of legislative politics, it 
does not suggest that the student understands that this is a theoretical take, as opposed to a 
concrete fact about the way political institutions work.  Similarly, the response to question 2 
suggests that the student sees interest group pressure as a political reality, rather than a 
theoretical explanation of the possible source or legislators' behavior.   
 
V. Conclusions and Recommendations 
 
A. Student Learning 
 
It is clear that the evidence indicates that the students have grasped much of the process, theories, 
and empirical regularities of American politics (the relevant area of emphasis given the 
composition of the focus group and the nature of the exam in which the questions were 
embedded).  What is less clear is whether the students understand the distinction between facts, 
theories, and systematic data.  To address this issue, the committee will propose to the political 
science faculty that they should whether 1) Theoretical Models of Politics should be offered 
relatively regularly (it has yet to be offered) or 2) Theoretical Models of Politics should become 
a required course for all political science majors.  This class should help students gain a better 
understanding of the nature and role of theory in political science. 
 
B. Assessment Methods 
 
The PLO being evaluated is general and quite difficult to measure in any objective sense.  The 
committee will suggest to the political science faculty that they consider revising this PLO in 
order to make it more assessable. 
 
The focus group was very useful, but in the future more effort and/or incentives will be needed to 
increase student involvement. 
 
The responses to the embedded questions were illuminating, but the use of questions in only one 
upper division class limits the committee’s ability to generalize about student attainment of the 
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PLO.  In the future, it would be useful to utilize embedded questions in multiple upper division 
classes covering all three potential areas of emphasis (American politics, comparative politics, 
international relations). 
 
VI. Implications of Proposed Changes (Planning/Budget) 
 
There are no significant resource implications to the above suggestions, except for the possibility 
of offering a new class. 
 
VII. Self Evaluation 
 
Criterion Assessment Explanation 
 
Assessable PLO 
 


 
Initial - Emerging 


 
PLO #1 does not specifically state how 
students can demonstrate attainment.  Note 
that it is very difficult to state this type of 
PLO in a more specific and obviously 
measureable manner. 
 


Valid Evidence 
 


Emerging - Developed Meets the “Developed” definition with the 
exception that there was not a formal ex ante 
rubric used. 
 


Reliable Results 
 


Developed The Committee and Political Science faculty 
engaged in conversations about how to 
calibrate the measurement of attainment and 
both members of the Committee checked 
each other’s evaluations of attainment. 
 


Results Summary 
 


Emerging - Developed Evidence is clearly displayed, but not in 
tabular format. 
 


Conclusion & 
Recommendations 
 


Developed - Highly 
Developed 


Specific conclusions, implications, and 
resulting recommendations are articulated 
and have been discussed with the entire 
political science faculty. 
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VIII. Appendices 
 
A. Focus Group Summary Memo 
 
May 6, 2009 
 
To:  The Political Science Faculty 
 
From: The Political Science Program Assessment Committee: Thomas Hansford (chair), Nate 


Monroe 
 
Re:  Summary of Focus Group Discussion of PLO 1 
 
 
The Political Science Program Assessment Committee invited all six graduating Political 
Science majors to attend a focus group today (May 6, 2009).  The purpose of the focus group 
was to gather indirect evidence of the degree to which PLO 1 is being attained.  PLO 1 states that 
students should have “an understanding of the processes, theories, and empirical regularities of 
political institutions and political behavior in the student’s chosen emphasis area: American 
politics, comparative politics, or international relations.” 
 
Two of the graduating seniors were able to attend.  Both students had selected American politics 
as their area of emphasis.  Our open-ended discussion with these students was highly 
illuminating.  Both students clearly felt that they learned a great deal about the various 
institutional and behavioral theories of American politics.  They were readily able to identify and 
describe several theories they had learned in their classes.  The students also felt that they had a 
good feel for the empirical regularities of American politics, but perhaps to a lesser extent than 
the theoretical components.  Both students agreed that they would like to have a better 
understanding of some of the basic processes and factual information regarding American 
politics.  To this end, they suggested that the Political Science Faculty considering offering 
additional lower division courses on American politics. 
 
In sum, these students reported mixed success in the achievement of PLO 1.  They perceive that 
they succeeded in learning the theories and, to a slightly lesser degree, the empirical regularities 
of American politics.  They felt they did not learn as much about the basic “facts” of American 
politics as they would have liked. 
 
B. Student Responses to Embedded Questions 
 
Attached 
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SECTION I: ABSTRACT 
 


SECTION II: INTRODUCTION 
 
The Psychological Sciences Section of the School of Social Sciences, Humanities 


and Arts (SSHA) offers both a major and a minor in Psychology at the undergraduate 
level. Psychology was one of the inaugural disciplines at UC Merced, originally a track in 
the Social and Cognitive Sciences major in Fall 2005. The Psychology major was created 
in Fall 2006, with the minor following in 2007. The major has consistently grown in size 
every year since 2005 (2006 n = 36; 2007 n = 219; 2008 n = 328; 2009 n = 373; 
<http://ipa.ucmerced.edu/docs/Undergraduates/>). It is the largest major in SSHA, and 
the second largest at the University after Biology. Psychology offered three lower 
division and thirteen upper division courses in the major in Fall 2009. These courses are 
offered by seven ladder rank faculty who typically teach two undergraduate and one 
graduate course per year, and three to four lecturers who each teach from two to six 
undergraduate courses per year.  


The Psychology major offers an array of undergraduate courses that are typical 
for a UC campus, although with fewer offerings than a mature campus. Within the major 
we offer a somewhat richer array of courses in developmental and health psychology—
two of the three areas of emphasis in research among our faculty. The third area is 
quantitative psychology, and we are starting to develop a richer array of undergraduate 
courses in that area as well. The Psychological Sciences Section also offers a minor area 
in Psychology to undergraduate students. Students taking the minor must complete a 
representative sample of the full major requirements following an explicit set of 
guidelines that ensure exposure to the basic lower division courses, and to upper division 
courses that reflect the breadth of the discipline. The most important difference between 
students in the minor and students in the major is that the former take fewer upper 
division Psychology courses.  


In its previous assessment plan, the Psychological Sciences faculty proposed to 
assess each of the four Psychology program learning outcomes in sequence. Hence this 
first report focuses on the first PLO, that undergraduates who successfully complete the 
requirements for the Psychology major will “show knowledge of the key substantive 
content of the field of psychology, including memory and thinking, sensory psychology 
and physiology, developmental psychology, clinical and abnormal psychology, and social 
psychology.” In short, how well have Psychology majors learned the basic content of the 
field?  


SECTION III: ASSESSMENT METHODS 
We are required to assess one PLO during this first assessment. That will be 


PLO#1, that students who complete the Psychology major will Show knowledge of the 
key substantive content of the field of psychology, including memory and thinking, 
sensory psychology and physiology, developmental psychology, clinical and abnormal 
psychology, and social psychology. Assessing PLOs, especially in a large major with few 
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faculty in a rapidly changing environment characterized by limited resources, is a major 
challenge. Hence, our approach to this task is to start with small, achievable methods that 
will provide useful outcome information in the form of both direct and indirect evidence. 
As our university and program mature, we will expand the evidence sources as program 
need and resources allow.  


Direct Evidence 


In future years, taking this test will be a requirement for graduation for 
Psychology majors. However, we are not allowed to impose a new requirement on 
students who entered under a catalogue without that requirement. In one to two years, we 
can begin to require the test of those who transferred to UC Merced as juniors or seniors 
under the 2009-2011 catalog; and within four years most psychology majors will be 
taking the test. In the meantime, the present assessment used volunteers. Working with 
the UC Merced office of Institutional Planning and Analysis (IPA), on April 13, 2009, we 
administered this test to 14 volunteer undergraduate students (15% of the 961 psychology 
majors who graduated in May 2009). We provided two incentives to volunteers—a $10 
gift certificate to the university store, and a pizza and soda gathering after the test. 
Appendix A presents demographic characteristics of these students. 


We used the Educational Testing Service major test on graduating seniors2. This 
is a two-hour test standardized on a national but self-selected sample of higher education 
institutions. The total score on this test has an internal consistency reliability of r = .913, 
with a standard error of measurement of 4.4. The test also provides several subscale 
indicators: (1) Memory and Thinking, (2) Sensory and Physiology, (3) Developmental, 
(4) Clinical and Abnormal, and (5) Social. Reliability of these subscales is considerably 
lower, ranging from .67 to .73, with higher standard errors of measurement (7.6 to 8.8).  


Indirect Evidence 


Our original assessment report proposed to use the University of California 
Undergraduate Experience Survey (UCUES) item 2e, which is a student rating of how 
well they were prepared in understanding a specific field of study. However, this survey 
is administered in even years. The alternative indirect evidence we proposed was the 
National Survey of Student Engagement (NSSE), administered in odd years, but it does 
not have an item like 2e on UCUES. Consequently, we conducted a semi-structured exit 
interview with the same students who took the ETS major test. Immediately following the 
administration of the ETS major test, students were invited to have pizza and soda with a 
psychology faculty member (Yarrow Dunham) and a psychology graduate student (Chris 
Fradkin). Nine of the fourteen students attended. The discussion was guided by general 
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1 57 Psychology students who participated in graduation spring 2009 that have been cleared for graduation 
by the Registrar's office; an additional 39 students who participated in graduation spring 2009 applied for 
graduation and are still under review. 
2 See 
http://www.ets.org/portal/site/ets/menuitem.1488512ecfd5b8849a77b13bc3921509/?vgnextoid=f349af5e44
df4010VgnVCM10000022f95190RCRD&vgnextchannel=eddc144e50bd2110VgnVCM10000022f95190R
CRD. $25 per test online. 
3 Reliability was measured using Kuder-Richardson formula 20 (KR-20), a version of coefficient alpha for 
dichotomous data. 
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questions about the value of the ETS major test, about their general impressions of the 
psychology major, about their exposure to methods and statistics of psychology, and 
about writing. The latter two provide some information about Psychology PLOs #2 and 
#3, although those are not the focus of this assessment. 


 
The Faculty Accreditation Organizer (FAO) disseminated results of both the 


direct and indirect assessments to both psychology ladder rank faculty and to lecturers 
teaching Psychology major undergraduate courses. The faculty then discussed the results 
and potential implications by email over the summer of 2009, and the FAO then revised 
the report again. This draft was discussed in an extensive faculty meeting on September 
2, 2009. The result of that meeting was a revised report drafted by the FAO circulated 
among faculty for further email discussion. The contents of the present report were then 
discussed and approved at the faculty meeting on January 20, 2010.  


SECTION IV: RESULTS 


Direct Evidence 


This is the first administration of the ETS Psychology major test at UC Merced, 
and as such, it is as much or more an exploration of the logistics and viability of this test 
for providing direct evidence about PLO#1 as it is an evaluation of our success in 
achieving this PLO. Here we focus primarily on the Total Score results because of their 
high reliability, but the interpretation of test results would not differ much across 
subscales.  


Results suggest that the average UC Merced Psychology major performs better 
than 38 percent of the nearly 23,000 students who took this test (Percentile A, Row 1), 
but that the average score at UC Merced only exceeds the average score of 20 percent of 
the 305 Psychology Departments that administered the test (Percentile B). UC Merced 
Psychology majors preformed considerably lower than the comparison group of selected 
best public universities (Percentile C). However, in absolute terms, the UC Merced 
average (151.2) is only .58 standard deviations lower than the average of all Psychology 
Departments (156.3), and is only 5.1 points lower than that average on a scale that ranges 
from 120 to 200. Moreover, a 95% confidence interval for the Total Score mean runs 
from 140.2 to 162.2, a range that is certainly consistent with the average for all 
Psychology Departments. 


 
Table 1. Results for ETS Psychology Major Test 


 Total Score Subscale 1 Subscale 2 Subscale 3 Subscale 4 
UC Merced 


Mean 
Std Dev 


Percentile A4 
Percentile B5 
Percentile C6 


 
151.2 
19.1 
20th  
38th 


13th   


 
52.0 
14.1 
25th  
43rd  
17th 


 
52.3 
18.0 
23rd  
41st  
7th  


 
52.1 
19.7 
15th  
36th  
18th  


 
51.5 
19.1 
23rd   
38th  
13th  


                                                 
4 Indicates the percent of Psychology Departments with department means less than the UC Merced mean. 


*******DRAFT******* 
5 Indicates the percent of all individual students taking the test who fell below the UC Merced mean. 
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Sample A7 
Mean 


Std Dev 


 
156.3 
14.8 


 
56.0 
14.9 


 
56.8 
15.4 


 
56.1 
14.3 


 
56.2 
14.7 


Sample B8 
Mean 


Std Dev 


 
156.3 
8.7 


 
56.1 
7.9 


 
56.8 
8.3 


 
56.2 
6.8 


 
55.9 
7.7 


Sample C9 
Mean 


Std Dev 


 
160.0 
7.2 


 
59.1 
6.8 


 
62.3 
6.9 


 
57.6 
5.5 


 
59.4 
6.9 


All five of the scores on this test displayed a bimodal distribution. Figure 1, for 
example, shows the distribution for the Total Score. If we use the average score obtained 
by all students who took the test nationwide as a standard (156.3), five of the fourteen UC 
Merced students performed well above that average, and nine of them performed well 
below average, with very few near the average itself. Small sample size makes the shape 
of the distribution extremely difficult to assess due to sampling error, but if this 
distribution remained bimodal in future years, attention to improving the performance of 
lowest-scoring students might improve UC Merced’s overall ranking.  


 
Figure 1. Distribution of UC Merced Total Scores on the ETS Psychology Major Test 


 


0


1


2


3


4


5


121-130 131-140 141-150 151-160 161-170 171-180 181-190
 


Average of 
all US 
Students 


                                                                                                                                                 
6 Indicates the percent of Select Comparison Institution Psychology Departments with department means 
less than the UC Merced mean. 
7 N = 22,797 Individual Students 
8 N = 305 Psychology Department Means 
9 Best Public Comparison Universities in ETS Sample: The Ohio State University, University of Idaho, 
University of Miami FL, University of Missouri Columbia, University of Oklahoma, University of Tampa 
FL, University of Tennessee Knoxville, Brigham Young University, Oklahoma State University, West 
Virginia State University. After creating these data, however, we learned that Brigham Young University is 
private, and it will be replaced in the next assessment.  
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ETS also provides results for six indicators. Those results for UC Merced students 


are in Table 2. Students did most poorly on the developmental psychology items and on 
the items pertaining to sensation and physiology. They did best on clinical, abnormal, and 
social psychology. However, ETS provides no comparative information for these 
indicators, so that a low mean percent correct could still result in a high percentile 
ranking if the test items are particularly difficult, and vice versa. Further, given the small 
sample size, differences in mean percents across indicators may be no more than would 
be expected by chance. Therefore we present these data for informational purposes only, 
and urge caution in their interpretation.  


 
Table 2. Percent of Items Answered Correctly for Six Indicators 


Assessment Indicator Title Mean Percent Correct 
Memory and Thinking 45 


Sensory and Physiology 36 
Developmental 40 


Clinical and Abnormal 58 
Social 58 


Measurement and Methodology 49 


Indirect Evidence 


The psychology major and program. The students were generally positive about 
the program. For example, the students generally praised their teachers as being 
passionate about their subject matter, although they noted that some classes are offered 
by people without direct expertise, which weakens those offerings, but is perhaps 
unavoidable in our development phase. However, they did identify three matters that 
could warrant improvement. First, they had concerns about academic advising, especially 
that they often received advice about applying to graduate school that was factually 
incorrect, and concerns that the advice they received was rarely individualized to student 
needs. Second, they recommended that the program identify better ways to communicate 
information about how to get research experience, how to apply for grad school, GRE 
preparation, and similar matters, starting at least in junior year. Third, they noted that 
many final exams are not cumulative; this removes the requirement of revisiting material 
and so may lead to worse retention.  


Methods and statistics. They praised PSY 10 and 15 as being strong early 
exposure to methods and statistics. They particularly liked when methods classes include 
strong writing component, especially how to write an APA style paper. However, they 
were concerned that this content is not fully reinforced throughout the rest of their 
courses, so that the material is often forgotten. They wondered if there are ways we could 
make sure that statistics and methods taken in the first year are revisited. One suggestion 
was to require completion of PSY 105 (Advanced Research Methods), and another was to 
try to build more exposure methods and statistics into upper division courses generally. 


Writing. On this topic they were uniformly satisfied. They said they received 
strong support for writing in many classes, and they were required to write many research 
papers, with helpful feedback from teachers.  
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SECTION V: CONCLUSIONS AND RECOMMENDATIONS 


Student Learning 


Strong evaluative conclusions about student learning based on the ETS major 
field test are not warranted based on these test results, substantially because of the small 
sample size of entirely volunteer students, at least some of whom may have been poorly 
motivated. However, taken at face value, more than half the students performed at a level 
well-below average by any standard. Some possible explanations for the low scores are:  


1. The test does not adequately measure what is being taught in courses at UC 
Merced. 


2. Coursework at UC Merced is not effective in teaching the content of psychology. 
3. UC Merced students are in some way less qualified, less skilled, less competitive, 


less motivated, or otherwise different from the normative samples in ways that 
affect their test performance. Access to a full raw data set including both the test 
results and the demographics in Appendix A might allow exploration of some of 
these issues, as would coupling student IDs associated with test results to UC 
Merced archival information (e.g., student GPA).  


4. The limited array of course offerings at UC Merced may lead to a situation in 
which students have some exposure to a topic but not full exposure, leading to 
lower scores.  


5. About 60% of Psychology courses are taught by part-time or full-time lecturers. 
There may be a systematic difference between lecturers and ladder rank faculty 
(in either direction) in the learning their students achieve.  


The faculty discussed these explanations at a faculty meeting on September 2, 2009, 
noting that the 3rd and 4th explanations have particular plausibility. However, the faculty 
has no data with which to explore the effects of any of these options. The FAO has 
explored with the administration whether ETS will give access the raw data set in order 
to match ETS results to UC Merced data records about GPA, standardized test scores, 
and similar data that might allow such explorations. However, it is not clear this can be 
done under existing confidentiality rules, and doing so will take additional resources.  


In the interviews, students expressed substantial satisfaction with the Psychology 
program. However, the following potential changes were discussed by the faculty:  


1. The faculty should convey student concerns about academic advising to the 
SSHA advisors.  


Action Recommendation. The FAO has already taken this action, informing 
the advisors of the general statement, and of a specific statement that 
advisors were providing incorrect information about admission to graduate 
school. The FAO suggested to the advisors that they refer graduate school 
admissions questions to the faculty. [At about that time, budget cuts forced 
the loss of the advisor position that had been dedicated to the Psychology 
major, making it more difficult for the remaining advisors to cope with the 
needed advising task. That loss was rectified January 2010.] 


2. The faculty should create better ways to get information out about how to get 
research experience, how to apply for grad school, GRE preparation, and 
similar matters, starting at least in junior year.  


*******DRAFT******* 
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Action Recommendation. During the Fall 2009 semester, Psychology 
faculty and graduate students to organize a set of 5-6 meetings with 
undergraduates towards this end, most meetings run by a faculty member, 
and coordinated with but not limited to the Psychology Club members. 


3. The faculty should discuss whether to recommend the use of cumulative final 
exams in courses.  


Action Recommendation. The faculty declined to make this a policy for 
academic freedom reasons, but asked the Chair to distribute an email 
encouraging such exams. The Chair distributed such an email on September 
7, 2009.  


4. The faculty should consider whether to require additional statistical or 
methodological learning beyond PSY 10 and 15, and if so, in what form.  


Action Recommendation. The faculty discussed whether to include this 
either as part of the major or as part of an honors track. The latter evidenced 
significant enthusiasm. However, this would await the development of an 
honors track, and might require significant additional resources since these 
courses (e.g., PSY 105) would then need to be taught more frequently and 
perhaps with smaller enrollments. The faculty will continue to discuss this 
as part of the honors track discussion. 


Assessment Methods 


Student comments about the ETS test. Student comments about the test were of 
two kinds, substantive and technical. Substantively, they pointed out that the process of 
testing graduating seniors necessarily means that they formally studied much of the 
content of the test at least a year or two ago. While they have known the answer to many 
questions at that time, their retention is lower today. Taking tests at the end of each 
course might result in better performance. They also noted that the test content reflected 
more breadth than is represented in the UCM course catalog. For example, topics such as 
neurophysiology do not have a separate course, and not all students have taken all the 
courses in the catalog. So students are being tested on material to which they may have 
had no or limited exposure. Finally, they pointed out that the test tended to focus on rote 
memorization rather than, say, critical thinking skills.  


Technically, they noted that it was very long to take at two hours, and they would 
have benefitted from a break in the middle if that were allowed. They also wanted to 
receive immediate feedback about not just their score and standard error but also their 
percentile ranking.  


Logistics of the ETS Test. A major purpose of this administration of the ETS 
Major Field test was to explore how useful and feasible it might be as a measure of direct 
evidence for Psychology PLOs. In general, the test proved to be reasonably feasible from 
a logistic point of view. However, several problems need to be addressed in subsequent 
administrations.  


1. The ETS test apparently allows students to take a break halfway through the test. 
The faculty should explore this and ensure it happens if allowed.  


Action Recommendation. The Faculty Accreditation Organizer (FAO: 
Shadish) will ensure this occurs.  
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2. The faculty should clarify whether students can receive immediate feedback about 
their percentile rank. If not, the faculty should inform students of how and when 
we will provide them with that information.  


Action Recommendation. It cannot be done during the testing session. The 
FAO will do so after results are received. 


3. This test measures student retention of knowledge that may be several years old. 
The faculty should discuss whether this is desirable compared to course-based 
assessments of recall more immediately after learning, and whether methods exist 
whereby students could review that knowledge more immediately prior to the test.  


Action Recommendation. The faculty noted that all schools using this test are 
subject to this problem. The faculty endorsed continued use of the ETS Major 
Field Test for several more years to gain more experience with it.  


4. The faculty should explore possible ways to address the low motivation some 
students may have towards taking this exam. Some examples that the faculty 
suggested were:  
a. Better training of the test proctors to ensure they know the proctoring 


guidelines, especially those that might bear on motivation.  
Action Recommendation. The FAO will ensure this occurs.  


b. Ask ETS if they know how other institutions have dealt with this problem10.  
Action Recommendation. The FAO will experiment with various activities 
in Appendix C to improve motivation, resources allowing.  


c. Consider whether there are program changes we could make that would result 
in some students being more motivated (e.g., an honors track that would 
require passing at a certain level to get honors).  


Action Recommendation. The faculty is enthusiastic about an honors track 
and will consider it further. However, that track would presumably affect 
only a minority of students qualifying for honors, so would have little 
impact on the overall motivation problem. Hence the faculty decided not to 
do this until we have experience administering the ETS test to all graduating 
seniors as a requirement, presumably in four years.  


If it is not possible to improve student motivation in taking this test, the faculty 
should reconsider whether the test is the most useful way to obtain direct 
evidence.  


5. Given the pilot nature of the present test administration, the faculty believe it is 
premature to make any assessment changes. The faculty concluded that it needs 
several more years of test data, especially under conditions where all graduating 
seniors must take the test, before considering important program changes.  


Action Recommendation. The faculty unanimously endorsed this conclusion, 
and recommends no changes to the use of the ETS Major Field Test. 


6. The faculty should consider what levels of performance on these tests might 
represent poor, fair, good, or excellent achievement.  


                                                 


*******DRAFT******* 


10 On 8/10/09, a staff person from ETS responded to our email with a list compiled from other universities 
about ways to motivate test-takers. The list is in Appendix C, and the faculty will consider the 
implementation of these actions the next time the test is administered—although most require some 
nontrivial resources.  
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Action Recommendation. The faculty discussed whether to consider a poor 
performance as a department mean less than the 25th percentile, fair as less 
than 50th percentile, good as less than 75th percentile and excellent as above 
the 75th percentile. The faculty decided to postpone such standards until we 
have more experience with this test. The faculty is particular concerned about 
the non-representative sample of students that have taken and will take this 
test until such time that all graduating seniors are required to take the test in 
four years. The reason is that changes in performance levels due to the 
unknown characteristics of such samples may be mistaken for changes in 
program level performance.  


Indirect Assessment Method. Using student interviews to generate indirect 
evidence seemed to work well logistically, except that its sample of students interviewed 
was even more limited than for the ETS test. At the end of the summer of 2009, as this 
report was being written, UC Merced created a program called Student Assessment of 
Teaching and Learning (SATAL, pronounced like saddle). SATAL offers many services, 
one of which is the conduct of interviews with graduating seniors such as focus groups or 
group interviews. The faculty should consider adding such an assessment as a form of 
indirect evidence regarding Psychology PLOs. Doing so would have several advantages. 
For example, because SATAL uses undergraduate students to do the interviews, this 
would result in less potential bias compared to faculty conducting the interviews (as 
happened this time). Similarly, SATAL could probably reach a larger number of students 
than were reached this time, and this would require less faculty time. This option will 
require that the faculty work with the SATAL program to develop the kinds of questions 
that will be asked during the interviews.  


Action Recommendation. The faculty unanimously encouraged the use of the 
SATAL program for this purpose. The FAO will explore this. 


However, the faculty should probably still continue to use the UCUES and NSSE survey 
results as a form of direct evidence because those surveys provide comparative data—in 
the first case, comparing UC Merced to other UC campuses, and in the second case, 
comparing to national samples. The SATAL assessments do not allow such comparisons.  


Action Recommendation. The faculty agreed to continue to use these surveys 
for assessment purposes.  


SECTION VI: IMPLICATIONS OF PROPOSED CHANGES 
Continued use of the ETS Major Field test will require that the administration provide 
considerable resources in support of the effort. This year, the UC Merced IPA office 
donated its time in helping to set up and administer the test (obtain rooms, order tests) 
and in providing the funds for creating comparisons to peer institutions; the SSHA 
Dean’s office provided funds to purchase and score the test; the Psychology Faculty 
Accreditation Officer (FAO), who coordinates the majority of these tasks, devoted 
extensive time to it with no compensation; and the Psychology faculty and graduate 
students provided time in administering the test. The IPA office has noted it cannot 
sustain the same level of commitment in the future, and neither the Dean nor Psychology 
has a budget for doing this work. If resources cannot be found to support this, another 
way of obtaining direct evidence will be needed.  
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Action Recommendation. The FAO submitted a budget of $2000 to Interim 
Dean Hans Bjornsson on September 16, 2009, to support use of the ETS test 
in Spring 2010. That budget should be increased to $2250. The test is $25 per 
student. A total of 16 students took the test this year. If 40 students take it next 
year, the cost will be $1000. Add $150 for a custom report that allows 
comparison of UC Merced to other large public state universities. Then 
include incentives for students to take the test—students are not required to 
take the test until they graduate under the 2009-10 academic year catalog, 
which will not happen for four years. This year’s incentives were pizza plus 
$10 gift certificates, or about $250. But it is clear more incentive is necessary 
to motivate students, so the proposed budget for incentives is $1000. See 
Appendix C for a list of ideas for increasing motivation.  


The faculty voted to use the SATAL program to conduct student exit interviews. 
Assuming the services of this program remain free, no additional funds are required.  


SECTION VII: SELF-EVALUATION USING WASC RUBRIC 
 


Appendix B contains the rubric for assessing the quality of academic program 
learning outcomes that WASC uses in reviews. We can use this material to self-evaluate 
the status of the Psychology PLOs on the five WASC criteria.  


Comprehensive List 


The Psychology PLOs are probably best described as “Developed” in the WASC 
rubric. The Faculty Accreditation Report submitted by Psychology on January 30, 2009, 
made clear its consideration of both institution-wide outcomes and national disciplinary 
standards. The PLOs fall short of a “Highly Developed” rating because they probably do 
not meet the standard for such a rating that says “Faculty have agreed upon explicit 
criteria for assessing students’ level of mastery of each outcome.” However, it is unlikely 
the faculty could take this step until the methods for assessing each PLO have been 
finalized.  


Assessable Outcomes 


The Psychology PLOs are probably at the “Emerging” level. The faculty needs to 
provide more information to students about how they can demonstrate learning. Some 
PLOs already do this (probably PLO#3), but others do not.   


Alignment 


*******DRAFT******* 


The Psychology PLOs are probably at the “Developed” level. The curriculum 
provides ample opportunity for students to learn and develop the skills described in the 
PLOs, and a curriculum map outlines the relationship between the PLOs and the 
curriculum. However, the map does not clearly articulate increasing levels of proficiency 
in the PLOs, specifically lacking a mastery course such as a capstone course. This 
omission was intentional. With a faculty of 7 and with 373 majors, the faculty were 
unable to develop such a mastery course given the resources that would be required to 
grade in that course. The faculty should, however, continue to consider ways to in which 
a mastery requirement could be introduced into the curriculum. 
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Assessment Planning 


The Psychology PLOs are probably at the “Emerging” level. While assessment 
plans are specified for PLO#1 and #2, the faculty have not yet agreed on how PLO#3 
might be assessed. Further, the current assessment plan (e.g., the ETS major field test) is 
clearly tentative, and may change over time as the faculty gains experience with present 
options and alternatives.  


The Student Experience 


The Psychology PLOs are probably at the “Emerging” level. PLOs have been 
published in the UC Merced catalog in the Psychology major section, they are published 
on the UC Merced Psychological Sciences web site (http://psychology.ucmerced.edu), 
and are increasingly presented in the syllabi of individual instructors. The faculty should 
develop additional ways of ensuring student awareness of the PLOs, and see that the 
PLOs are incorporated into all syllabi. Students have had limited involvement in the 
creation and use of rubrics or in self-assessment. However, it may be premature to 
involve students until the assessment plan itself is further developed.  


The comparison of Psychology PLOs to the WASC Rubric suggests a number of 
actions the faculty should consider:  


1. The faculty should revisit the phrasing of the PLOs to clarify how students can 
demonstrate learning.  


Action Recommendation. The faculty noted that doing so presumes prior 
agreement on assessment methods. Since those methods are currently being 
developed, such rephrasing should be postponed until the assessment methods 
are finalized.  


2. The faculty should consider ways in which a mastery course or mastery 
requirement could be built into the curriculum.  


Action Recommendation. The faculty again noted that resource constraints 
preclude most of the viable options for a mastery course. The faculty 
discussed the proposal to require a mastery paper in which each graduating 
senior would designate one course in which they would write a mastery paper 
that would be graded by a common rubric across courses. While not rejecting 
this proposal, the faculty noted that many courses do not include a large term 
paper as a requirement, and that the resources to grade such a paper would 
still be nontrivial in such cases. The faculty took no further action on this.  


3. The faculty should reconsider alternative and present assessment methods, as also 
recommended in previous sections.  


Action Recommendation. As noted previously, the faculty unanimously voted 
to continue with the ETS Major Field test for the foreseeable future.  


4. The faculty should develop additional ways to ensure that undergraduates are 
aware of the PLOs (e.g., annual reminders on the psychology major list serve). 


Action Recommendation. The FAO should annually place an email on the list 
serve towards this end. The first such email was sent September 7, 2009.  


5. The faculty should recommend that all syllabi include the Psychology PLOs, 
perhaps as an appendix.  


Action Recommendation. The FAO has already made this recommendation to 
the faculty and lecturers, and most have done so in their Fall 2009 syllabi.  
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Appendix A: Demographic Characteristics of UC Merced 
Students Taking the ETS Major Test 


 
Gender 
 N % 
Male 3 21 
Female 11 79 
No Response 0 0 
  
Ethnicity 
American Indian or Alaskan Native 0 0 
Asian American or Pacific Islander 4 29 
Black or African American 1 7 
Mexican American 0 0 
Puerto Rican 0 0 
Latin American or Other Hispanic 0 0 
White 7 50 
Other 1 7 
No Response 1 7 
  
Educational Level 
Freshman 0 0 
Sophomore 0 0 
Junior 0 0 
Senior 14 100 
Graduate 0 0 
Other 0 0 
No Response 0 0 
  
Transfer Student 
No 11 79 
Yes 3 21 
No Response 0 0 
  
Enrollment Status 
Full-time 13 93 
Part-time 1 7 
No Response 0 0 
  
Best Language 
English 14 100 
Other 0 0 
Both 0 0 


 
Major Distance Learning Courses 
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None 10 71 
Less than 40% 2 14 
40% to 90% 0 0 
More than 90% 0 0 
No Response 2 14 
  
Overall Undergraduate GPA 
3.50 - 4.00 6 43 
3.00 - 3.49 5 36 
2.50 - 2.99 1 7 
2.00 - 2.49 1 7 
1.00 - 1.99 0 0 
Less than 1.00 0 0 
No Response 1 7 
  
Major Field GPA 
3.50 - 4.00 8 57 
3.00 - 3.49 4 29 
2.50 - 2.99 1 7 
2.00 - 2.49 1 7 
1.00 - 1.99 0 0 
Less than 1.00 0 0 
No Response 0 0 
  
Education Planned 
Bachelors 0 0 
Masters 6 43 
Doctoral 5 36 
Other 1 7 
Undecided 2 14 
No Response 0 0 
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 PROGRAM LEARNING OUTCOMES  PROGRAM LEARNING OUTCOMES  
 Rubric for Assessing the Quality of Academic Program Learning Outcomes   Rubric for Assessing the Quality of Academic Program Learning Outcomes    


 
Criterion  Initial  Emerging  Developed  Highly Developed  


Comprehensive 
List  


The list of outcomes is problematic: 
e.g., very incomplete, overly detailed, 
inappropriate, disorganized. It may 
include only discipline-specific 
learning, ignoring relevant institution-
wide learning. The list may confuse 
learning processes (e.g., doing an 
internship) with learning outcomes 
(e.g., application of theory to real-world 
problems).  


The list includes reasonable 
outcomes but does not specify 
expectations for the program as a 
whole. Relevant institution-wide 
learning outcomes and/or national 
disciplinary standards may be 
ignored. Distinctions between 
expectations for undergraduate 
and graduate programs may be 
unclear.  


The list is a well-organized set of 
reasonable outcomes that focus on the 
key knowledge, skills, and values 
students learn in the program. It 
includes relevant institution-wide 
outcomes (e.g., communication or 
critical thinking skills). Outcomes are 
appropriate for the level 
(undergraduate vs. graduate); national 
disciplinary standards have been 
considered.  


The list is reasonable, appropriate, and 
comprehensive, with clear distinctions 
between undergraduate and graduate 
expectations, if applicable. National 
disciplinary standards have been 
considered. Faculty have agreed on 
explicit criteria for assessing students’ 
level of mastery of each outcome.   


Assessable  Outcome statements do not identify 
what students can do to demonstrate 
learning. Statements such as 
“Students understand scientific 
method” do not specify how 
understanding can be demonstrated 
and assessed.  


Most of the outcomes indicate 
how students can demonstrate 
their learning.  


Each outcome describes how students 
can demonstrate learning, e.g., 
“Graduates can write reports in APA 
style” or “Graduates can make original 
contributions to biological knowledge.”   


Outcomes describe how students can 
demonstrate their learning. Faculty have 
agreed on explicit criteria statements, 
such as rubrics, and have identified 
examples of student performance at 
varying levels for each outcome.  


Outcomes  


Alignment  There is no clear relationship between 
the outcomes and the curriculum that 
students experience.  


Students appear to be given 
reasonable opportunities to 
develop the outcomes in the 
required curriculum.   


The curriculum is designed to provide 
opportunities for students to learn and 
to develop increasing sophistication 
with respect to each outcome. This 
design may be summarized in a 
curriculum map.  


Pedagogy, grading, the curriculum, 
relevant student support services, and 
co-curriculum are explicitly and 
intentionally aligned with each outcome. 
Curriculum map indicates increasing 
levels of proficiency.  


Assessment 
Planning  


There is no formal plan for assessing 
each outcome.  


The program relies on short-term 
planning, such as selecting which 
outcome(s) to assess in the 
current year.  


The program has a reasonable, multi-
year assessment plan that identifies 
when each outcome will be assessed. 
The plan may explicitly include 
analysis and implementation of 
improvements.  


The program has a fully-articulated, 
sustainable, multi-year assessment plan 
that describes when and how each 
outcome will be assessed and how 
improvements based on findings will be 
implemented. The plan is routinely 
examined and revised, as needed.  


  


The Student 
Experience  


Students know little or nothing about 
the overall outcomes of the program. 
Communication of outcomes to 
students, e.g. in syllabi or catalog, is 
spotty or nonexistent.    


Students have some knowledge 
of program outcomes. 
Communication is occasional and 
informal, left to individual faculty 
or advisors.  


Students have a good grasp of 
program outcomes. They may use 
them to guide their own learning. 
Outcomes are included in most syllabi 
and are readily available in the catalog, 
on the web page, and elsewhere.   


Students are well-acquainted with 
program outcomes and may participate 
in creation and use of rubrics. They are 
skilled at self-assessing in relation to the 
outcomes and levels of performance. 
Program policy calls for inclusion of 
outcomes in all course syllabi, and they 
are readily available in other program 
documents.   
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How Visiting Team Members Can Use the Learning Outcomes Rubric  
Conclusions should be based on a review of learning outcomes and assessment plans. Although you can make some preliminary judgments about 
alignment based on examining the curriculum or a curriculum map, you will have to interview key departmental representatives, such as department 
chairs, faculty, and students, to fully evaluate the alignment of the learning environment with the outcomes.   
  
The rubric has five major dimensions:  
1.  Comprehensive List. The set of program learning outcomes should be a short but comprehensive list of the most important knowledge, skills, 


and values students learn in the program, including relevant institution-wide outcomes such as those dealing with communication skills, critical 
thinking, or information literacy. Faculty generally should expect higher levels of sophistication for graduate programs than for undergraduate 
programs, and they should consider national disciplinary standards when developing and refining their outcomes, if available. There is no strict 
rule concerning the optimum number of outcomes, but quality is more important than quantity. Faculty should not confuse learning processes (e.g., 
completing an internship) with learning outcomes (what is learned in the internship, such as application of theory to real-world practice). Questions. 
Is the list reasonable, appropriate and well-organized? Are relevant institution-wide outcomes, such as information literacy, included? Are 
distinctions between undergraduate and graduate outcomes clear? Have national disciplinary standards been considered when developing and 
refining the outcomes? Are explicit criteria – as defined in a rubric, for example – available for each outcome?  


2.  Assessable Outcomes. Outcome statements should specify what students can do to demonstrate their learning. For example, an outcome might 
state that “Graduates of our program can collaborate effectively to reach a common goal” or that “Graduates of our program can design research 
studies to test theories and examine issues relevant to our discipline.” These outcomes are assessable because faculty can observe the quality of 
collaboration in teams, and they can review the quality of student-created research designs. Criteria for assessing student products or behaviors 
usually are specified in rubrics, and the department should develop examples of varying levels of student performance (i.e., work that does not 
meet expectations, meets expectations, and exceeds expectations) to illustrate levels. Questions. Do the outcomes clarify how students can 
demonstrate learning? Have the faculty agreed on explicit criteria, such as rubrics, for assessing each outcome? Do they have examples of work 
representing different levels of mastery for each outcome?  


3.  Alignment. Students cannot be held responsible for mastering learning outcomes unless they have participated in a program that systematically 
supports their development. The curriculum should be explicitly designed to provide opportunities for students to develop increasing sophistication 
with respect to each outcome. This design often is summarized in a curriculum map—a matrix that shows the relationship between courses in the 
required curriculum and the program’s learning outcomes. Pedagogy and grading should be aligned with outcomes to foster and encourage 
student growth and to provide students helpful feedback on their development. Since learning occurs within and outside the classroom, relevant 
student services (e.g., advising and tutoring centers) and co-curriculum (e.g., student clubs and campus events) should be designed to support the 
outcomes. Questions. Is the curriculum explicitly aligned with the program outcomes? Do faculty select effective pedagogy and use grading to 
promote learning? Are student support services and the co-curriculum explicitly aligned to promote student development of the learning 
outcomes?  


4.  Assessment Planning. Faculty should develop explicit plans for assessing each outcome. Programs need not assess every outcome every year, 
but faculty should have a plan to cycle through the outcomes over a reasonable period of time, such as the period for program review cycles. 
Questions. Does the plan clarify when, how, and how often each outcome will be assessed? Will all outcomes be assessed over a reasonable 
period of time? Is the plan sustainable, in terms of human, fiscal, and other resources? Are assessment plans revised, as needed?  


5.  The Student Experience. At a minimum, students should be aware of the learning outcomes of the program(s) in which they are enrolled; ideally, 
they should be included as partners in defining and applying the outcomes and the criteria for levels of sophistication. Thus it is essential to 
communicate learning outcomes to students consistently and meaningfully. Questions: Are the outcomes communicated to students? Do students 
understand what the outcomes mean and how they can further their own learning? Do students use the outcomes and criteria to self-assess? Do 
they participate in reviews of outcomes, criteria, curriculum design, or related activities?  
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Motivation Ideas for MAPP & Major Field Tests 
(from various institutions) 


 
1.  A culture of assessment at the institution can be an immense benefit in motivating students for these types of tests.  


Faculty enthusiasm is a tremendous influence on students’ perception of the importance of the test. 
 


2.  A letter is sent to entering freshmen and it explains the importance of the test and lets them know they will be tested 
as a freshman and a senior.  Helps to do this along with #1. 
 


3.  Test takers are divided into teams, with prizes and recognition awarded to the top teams, as well as top individual 
performers.   
 


4.  Many departments will write the use of a test such as Major Field Tests into their curriculum and make it clear from a 
student’s freshmen year the importance of the test for their program of study.  
 


5.  With Major Field Tests, some departments will award different levels of credit toward a grade in a capstone course in 
proportion to the score received. (One institution uses the MFT Comparative Data Guide’s average student score: if a 
student beats that, he/she receives a full 10% credit toward a grade, if lower, the student receives 5%). 
 


6.  $20 Gift certificates to the bookstore. 
 


7.  Free cap & gown rental. 
 


8.  Book store gift certificates, letters of appreciation and care packages at exam time are all used together at one 
institution. 
 


9.  Scholarships are offered to the top 20 students.  
 


10.  Students are required to take the test or there is a hold put on their registration (i.e. not allowed to register for the 
next semester). 
 


11.  Students receive a half or full credit for taking the test. 
 


12.  Annual assessment days are held which include fun activities, awards ceremonies, and food. 
 


13.  Test required in order to receive diploma. 
 


14.  Test is scheduled before dinnertime (4PM- 6PM) and pizza and soda are served. 
 


15.  Students are entered in raffles for gifts from the local mall, food establishments, or cash.  
 


16.  When results come back, students scoring at mean or above are entered in a prize drawing. 
 


17. Parking privileges for a month or a semester. 
 


18. Priority on residence hall lists. 
 


19. Reception with President. 
 
*One note of caution: We don’t recommend using Major Field Tests or MAPP as the sole measure of a student’s 
abilities.  It should be part of an overall assessment plan for curriculum improvement, not a make-or-break high stakes 
hurdle. 


Diana C. McNeil, Account Specialist – Western Region 
Educational Testing Service   800-745-0269 (press 1)                dmcneil@ets.org 
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I.  ABSTRACT 


Sociology assessed a Program Learning Outcome (PLO) for our minors in 2008-
2009, and began assessing a second PLO in Fall 2009 for both majors and 
minors.  This report outlines the process and outcomes of these assessment 
activities.  For our minor, the faculty examined student capstone research papers 
using a rubric to assess student mastery of the use of research methods in 
sociology. The results of our assessment indicated that students were not 
obtaining sufficient training in research methodology, so we instituted a 
requirement (for both majors and minors) to take a lower division sociological 
research methods class and cut the senior capstone course.  For our major and 
minor, we are currently in the process of assessing whether students can 
demonstrate critical thinking about the causes and consequences of social 
inequality.  Pre-and post-test questions were administered to students in our 
introduction to sociology class in the fall, and we will continue to assess this PLO 
in an upper division course in the current semester.  Results of this assessment 
will be available at the time of the next report.


 







 


II:  INTRODUCTION 


MISSION STATEMENT 


Using a “sociological imagination” involves acknowledging the structures and patterns that 
shape daily experiences, understanding the mutual influence of individual choice and social 
structures, examining social phenomena from various perspectives, and thinking critically 
about existing social arrangements.   Sociologists use a variety of theories and rigorous 
research methods to understand the social world.  Substantively, sociology at University of 
California, Merced uses these tools to focus on the role that social inequality, politics, and 
organizations play in shaping individual and collective social experiences.   
 
In teaching, the Sociology program at UC Merced is committed to helping students develop 
the insights of a sociological imagination that will lead to a systematic understanding of 
society.  In particular, we hope that students will obtain the skills they need to be critical 
consumers and careful analysts of social science research.  We seek to enhance students’ 
ability to communicate effectively both orally and in writing.  We also expect that our students 
will develop a keen insight into the causes and consequences of social inequality.  Through 
the study of sociology, students will therefore gain many concrete skills that are helpful for a 
broad range of rewarding careers or future graduate studies. 
 
Through our research, we generate scientific understanding of important local, national, and 
international social problems.  To help explain and solve both theoretical and practical issues 
confronting society, we seek interdisciplinary partnerships from across our campus and 
elsewhere.  Our intention is to draw from our own and related disciplines to create cutting-
edge knowledge about social life.  We value scholarship that contributes to important debates 
within our discipline as well as to more far-reaching discussions that cross disciplinary 
boundaries or are taking place outside the academy. 
 
In our service to the university, the discipline, the community and beyond, we seek to use our 
scientific understanding of the social world to help enrich public policies and public discourse.  
 
We seek to make our program a lively intellectual environment that fosters innovative thinking 
among faculty and students alike.  Finally, we strive to be collegial and respectful in our 
interactions with those around us.  


 


In order to fulfill our mission outlined above with respect to our undergraduate 


programs (BA in Sociology and Minor in Sociology), we have developed several program 


learning outcomes (PLOs):   


Upon completion of a BA in Sociology, Students will: 


1) Think critically about the causes and consequences of social inequality. 
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2) Design and evaluate empirical sociological research.   


3) Explain and apply the major theoretical perspectives in sociology. 


4) Communicate orally and in writing about sociological concepts. 


5) Use their sociological education outside the undergraduate classroom, particularly in 


their careers or future study. 


 


PLOs 1, 2 (partially) and 4 apply to students minoring in sociology as well as majors.  


Prior to the development of these learning goals and an overarching assessment plan for our 


major, the sociology faculty engaged in assessment of our minor in Fall, 2008 and Spring, 


2009.  The minor was first available to students beginning Fall, 2007, so we wanted to 


examine our first cohort of minors to see how successful their training had been in our 


program’s first year.  We hoped to indentify particular areas of strengths and weaknesses 


among our minors that would indicate strengths and weaknesses in our minor program.  


Further, we sought to determine whether the course requirements for our minor made sense 


in relation to the course requirements for the sociology major we were in the process of 


designing.  At the time of this initial assessment of our minor, we had not yet developed 


explicit program learning outcomes.  However, we had begun discussing of the types of 


outcomes we hoped our minors would achieve, and these were aligned with the PLOs we 


ultimately developed for our programs. 


In addition to the assessment activities outlined below, during the academic year 


2009-2010 we are in the process of assessing our first PLO, “Think critically about the causes 


and consequences of social inequality.”  We selected this as the first PLO to assess for our 


major because we regularly offer multiple classes dealing with both critical thinking and social 
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inequality which make assessing this PLO using embedded exam questions and/or 


assignments relatively straightforward.  Courses relating to our other PLOs have not been 


offered on a regular basis to facilitate assessment of learning outcomes related to these 


courses. 


 


III.  ASSESSMENT METHODS 


  As originally designed, the curriculum for our sociology minor culminated in a 


Capstone for Sociology Minors course (formerly SOC 190).  This course was offered for the 


first (and only) time in Fall, 2008.  Each student was required to produce an approximately 


20-page research paper for the course to demonstrate their ability to use sociological 


literature to either make a reasoned, theoretically-informed and evidence-based argument 


about a topic of their choice or to conduct original research on the topic.  All three ladder-rank 


sociology faculty examined each of the student papers in this course closely.  Drawing from 


our initial discussions of the types of learning outcomes we expect our minors (and our 


majors) to obtain, faculty graded the papers using a rubric to assess a key aspect of our 


program:  student’s ability to evaluate and/or design empirical sociological research (PLO 


#2).   This rubric is included as Appendix A, and was developed collaboratively by all faculty 


members in order to promote inter-rater reliability.   To assess PLO #2, we focused 


particularly on items A (Use of evidence) and B (Use of research methods) in the rubric.  We 


also rated papers on items C (Use of sociological concepts) and D (Writing style), but do not 


focus on these items in detail here. 


In addition, during the 2009-2010 academic year, we began assessing PLO #1 which 


specifies that students should be able to demonstrate critical thinking about the causes and 
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consequences of social inequality.  In the first week of the fall, 2009 semester, we 


administered a pre-test in our Introduction to Sociology (SOC 1) class and we also 


administered a post-test using these same questions at the end of the semester to analyze 


student growth.  Questions were both multiple choice and short answer.  Further, in the 


spring semester we will include be embedded short answer questions on the final exam in an 


upper division class on Urban Inequality (SOC 131) to examine student knowledge of this 


PLO.   These results will not be available until after the SSHA staff assists us in entering the 


data during the summer months; this report focuses, therefore, on the results of our earlier 


assessment activities outlined above. 


 


IV.  RESULTS   


All results discussed below refer to the results of our assessment of sociology minors’ 


capstone projects.  Our ratings in each category ranged from 1 (poor) to 4 (excellent).  As 


illustrated on Figure 1, on average, students demonstrated acceptable performance on each 


of the four outcomes we assessed, falling primarily in the satisfactory-to-good range in use of 


evidence (Mean=2.55), use of research methods (Mean=2.62), and writing style 


(Mean=2.78).  With respect to using sociological concepts, the average rating was slightly 


better than good (Mean=3.03).  Overall, these ratings indicate that our initial training has 


been successful.  
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FIGURE 1:  Assessment of Sociology Minors, 2009 
(all capstone project types)
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However, in examining the papers, all of the raters noticed that students who 


conducted original research rather than theoretically informed literature reviews performed 


worse on all of the outcomes than those who engaged in literature reviews.  Figure 2 


illustrates the average faculty ratings on each of the four items separately by the type of 


capstone project.  On average, the five students engaging in original research scored at least 


one point lower than their peers (N=15) who conducted literature reviews for their project on 


three of the four items we rated (the gap was less than one point for use of sociological 


concepts).  Of particular note for PLO #2 is the gap in ability to use evidence and describe 


research methods.  We do not wish to put an inordinate amount of weight on these findings  
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FIGURE 2:  Assessment of Sociology Minors, 2009 
(by capstone project type)
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given the small number of students who conducted original research (1/4 of the class, or 


5/20).  It is possible that the observed differences between the groups are driven by selection  


bias, or pre-existing differences between the two groups that are unrelated to their training 


(e.g. weaker students may have opted to conduct original research rather than literature 


reviews under the erroneous impression that this would be “easier”).  There is some evidence 


that this may be the case:  students who opted to conduct original research had inferior 


scores on their writing style than those who conducted literature reviews (and writing style 


seems unrelated to methodological training, per se).  However, because we aim to provide 


excellent training in the use of research methods and the ability to critique existing 


sociological literature, we found these results a troubling indictment of the methodological 


training we were offering our minors.  It is important to note that only a small number of 


students (1/4 of the class or 5 out of 20) chose to engage in independent research; these 
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numbers may, to some degree, reflect the students’ self-evaluation of their abilities to conduct 


original research well.   We have attached three examples of student work (representing a 


range of ratings on our rubric for “Use of Research Methods”).   


 


V.  CONCLUSIONS AND RECOMMENDATIONS 


A. Student Learning:  The results of our assessment of sociology minors’ acquisition of 


key methodological and analytical skills indicate that, for the most part, we are offering 


important learning opportunities for students in areas key to our programmatic 


interests and our discipline.  However, results comparing students engaging in original 


research with those conducting literature reviews highlight some notable gaps in the 


training we offer students.  It appears inappropriate to require a capstone of our minors 


without first offering them basic training in how to gather and examine evidence.  As 


such, we have already revised the requirements for our sociology minor, and these 


newly revised requirements went into effect in Fall, 2009.  We decided we needed to 


require a lower division course dedicated to teaching research methods and the 


evaluation of evidence so that we could better ensure student mastery of these 


learning outcomes early in their academic careers.   We therefore added a sociological 


research methods (SOC 15) course to the requirements for our minors, and cut the 


minors’ capstone requirement from the curriculum (replacing it with a required upper 


division elective).   Likewise, the assessment of PLO #2 among our minors gave us 


useful information about designing the curriculum for our proposed BA in sociology.  In 


addition to requiring sociological research methods for our majors to give them a solid 


basis in understanding research design, we also require majors to complete a 
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statistics course (SOC 10) and Sociological Theory (SOC 100).  This reflects our 


expectation that sociology majors should receive dedicated training in three core 


aspects of sociological analysis (methods, theory, and statistics) in addition to 


developing substantive knowledge in a variety of sociological topics.  These skills can 


then be applied in upper division seminars requiring research papers.  In planning for 


our major, we discussed, but rejected, the prospect of requiring a capstone for our 


majors.  From our experience with the capstone for minors, we deduced that the need 


to keep such a class quite small (20 or fewer students) and our expectation for a 


significant influx of majors once our major is approved made such a requirement 


untenable at our current faculty size.  Instead, we have several upper division courses 


that develop student mastery of research methods and evaluation of evidence through 


course papers and other assignments.   Further, students have the option of 


conducting independent research for credit through an honors thesis, or for 


participating in faculty research projects for either course credit or (when available) 


pay.  It is important to note that, given our evaluation of student work for assessing our 


minor as well as our experiences with students in our classes, it is critical to the quality 


of our training that we keep the research methods capped at 36 or fewer students.  


This is because active learning exercises and original data collection are central to 


mastering the skills related to conducting and analyzing social research, and require 


significant involvement of both faculty and TAs in helping students with their work. 


B. Assessment Methods:  The assessment of capstone projects was quite time-


consuming, and given our plans to initiate a sociology major which is likely to garner 


significant student interest, we determined that such an assessment tool was not likely 
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to remain feasible as we began to have significantly more students.  As such, we 


thought that embedding questions on exams and analyzing shorter assignments would 


provide us with more useful information about student knowledge relating to using and 


designing empirical sociological research.  Further, using a pre- and post-test design 


for some portion of our assessment appealed to us because it would allow us to 


isolate actual student learning gains by observing growth from a starting point, rather 


than to infer student gains only from an end-product.  Therefore, as our assessment 


plan reflects, we developed an assessment plan for PLO #2 which to examines 


student gains on a series of multiple choice questions as well as uses a rubric to 


determine level of student proficiency in finding and summarizing relevant peer-


reviewed research articles.   


 


VI.  IMPLICATIONS OF PROPOSED CHANGES (PLANNING/BUDGET) 


In order to offer a research methods course on a regular basis to both Sociology 


majors and minors, we need sufficient faculty FTEs to cover this class.  At present, we are 


able to do so with existing ladder-rank faculty.  Likewise, given the projected number of future 


majors, faculty lines, and TA support that were estimated in the UC Merced application for 


WASC approval of the sociology major, we should be able to offer a sufficient number of 


research methods courses to our students in the near future.  However, if our major and/or 


minor see a significant additional influx of students beyond the projected numbers, and/or if 


the plan for hiring faculty or TAs in our discipline is reduced, this would place significant 


strains on our ability to offer an adequate number of sections of this class.  The research 


methods class requires a qualified TA (or lecturer) to be assigned to cover the course 
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discussion sections (in this instance, “qualified” means an MA or Ph.D. student in the social 


sciences OR a social scientist who is ABD or has a Ph.D. in hand to serve as a lecturer).   


Lack of sufficient personnel resources to offer these classes and staff the discussion sections 


would seriously jeopardize our ability to provide the type of methods training our assessment 


has identified as necessary for our students.   Presently, the necessary personnel resources 


are already planned and budgeted for so no additional allocation of resources is required.  If 


student demand increases, and/or faculty hiring occurs at a slower pace than is currently 


projected, we will request additional faculty and/or TA lines from the SSHA dean as needed. 


 


VII.  SELF EVALUATION 


Criterion Evaluation 


Assessable Program 
Learning Outcome 


Highly Developed:  PLO explicitly describes how students can 
demonstrate learning.  We employed a rubric to assess the PLO that 
identifies key aspects of student learning and describes student 
performance at varying levels. 


Valid Evidence Developed:  Faculty collected relevant and sufficient evidence.  
Rubric assesses the level of student attainment.  Evidence is aligned 
with PLO and assessment criteria to enable meaningful results.  
Assessment criteria have not been pilot tested and refined over time, 
nor shared with students, since this is a new program.   


Reliable Results Highly Developed: Reviewers jointly created rubric to calibrate 
assessments, and faculty assessments had high inter-rater reliability. 


Results Summary Highly Developed: Results are clearly delineated for each line of 
evidence in tabular format.  Results for subgroups of students are 
compared as a benchmark and report references faculty expectations. 


Conclusions & 
Recommendations 


Highly Developed: Conclusions, implications, and recommendations 
are clearly discussed and linked to results.  All faculty discuss the 
validity and reliability of results and participate in the planning process 
related to necessary changes, bringing in relevant stakeholders 
(librarians, deans, etc) as needed to implement changes. 


 







 


VIII.  APPENDICES: 
 
APPENDIX A:  RUBRIC FOR ASSESSING SOCIOLOGY MINOR CAPSTONE PROJECTS (2009) 
CRITERIA Level of performance expected in order to achieve each ranking and points associated with each rank. 


 
 EXCELLENT (4) GOOD (3) SATISFACTORY (2) POOR (1) 
A.  Use of evidence Strong, peer-reviewed 


research based support for 
argument.  Demonstrates 
clear understanding of prior 
research. 
 


Primarily use peer-
reviewed research to 
support argument.  May 
demonstrate minor 
misunderstandings of prior 
research OR use some 
evidence that does not fit 
argument. 
 


Uses some peer-reviewed 
research, but primarily 
uses sources that are not 
peer-reviewed.   
Demonstrates minor 
misunderstandings of prior 
research AND uses some 
evidence that does not fit. 
 


Few sources support 
thesis.  Lack of peer-
reviewed research for 
evidence.  Sources 
insignificant or 
unsubstantiated.  
Demonstrates serious 
misunderstandings of prior 
research. 
 


B.  Use of research 
methods 


Use of research method is 
fully appropriate in terms of 
applicability, scope, data 
collection or analysis.  If 
paper is a literature review, 
discussion of methods in 
prior research is fully 
appropriate. 
 


Use (or discussion) of 
research method is mostly 
(but not fully) appropriate in 
terms of applicability, 
scope, data collection, or 
analysis. 


Use (or discussion) of 
research method is 
marginally appropriate in 
terms of applicability, 
scope, data collection, or 
analysis. 


Student does not 
adequately discuss use of 
method, or use of method 
is inappropriate in terms of 
applicability, scope, data 
collection or analysis. 
 


C.  Use of sociological 
concepts/theories 


Student displays 
intellectual creativity and 
independent thought in use 
of sociological concepts 
and theories.  Sufficient, 
accurate and appropriate 
use of reference to 
sociological concepts and 
theories. 
 


Sufficient, accurate and 
appropriate use of 
reference to sociological 
concepts and theories. 


Paper refers to sociological 
concepts and theories, but 
there are some gaps in the 
application such that they 
are not sufficiently, 
accurately, or appropriately 
discussed.   


Paper does not refer to 
relevant sociological 
concepts and theories or 
does not use them 
accurately or appropriately. 


D.  Writing style No problems with spelling, 
grammar, syntax, or usage. 
 
References are correctly 
and completely cited. 


Minor problems with 
spelling, grammar, syntax 
or usage.   
OR 
References are missing or 
have incomplete citations. 


Minor problems with 
spelling, grammar, syntax 
or usage.   
AND 
References are missing or 
have incomplete citations. 


Significant problems with 
spelling, grammar, syntax 
or usage.  
AND/OR 
No explicit references or 
use of inappropriate 
references. 
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APPENDIX B: STUDENT WORK  
 
Three examples of student work are attached in .pdf format.  Below, we provide the average 
rating on the rubric (across three raters) for the key dimensions of assessment for each of the 
samples of student work. 
 
Student (topic) Use of Evidence Research Methods 
A (Comic book superheroes) 4 3.333 
B (Drug policy) 2.667 2 
C (Mental health) 2 1 
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                                                                                                                       REALLY SUPER? 1


 
 


REALLY SUPER? 
 
 
 


 
 
 
 
 


Really Super?: Racism and Sexism Among Comic Book Superheroes 
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The pattern and role of the superhero in comic books closely mimics that of heroes in the 


myths and legends of every culture on the continent. The hero, usually male, acquires, either 


through birth or trials, some sort of non-natural abilities that make him superior to everyone else 


(Campbell, 1949). He uses his powers to stop monsters and villains to win the admiration of the 


people thus inspiring them to become better people themselves. That is why so many stories in 


so many different parts of the world have similar plot line because the human mind needs to 


believe in something more (Campbell, 1949). Such myths are also used to teach basic lessons 


about morality or to give hope such as that good will always triumph over evil. At the same time 


such stories always give some kind of character flaw or weakness to the main hero that makes 


them human as well. For all of his strength Hercules has a temper and Odysseus’ pride gets him 


in trouble with the sea god Poseidon. Finally the heroic efforts of the hero always allows him to 


find love in the form of a beautiful woman being what renowned mythologist Joseph Campbell 


says is the greatest reward of all (Campbell, 1949).  


Comic books are set up the same way. A hero ends up acquiring abilities that make him 


stand out from the rest of world. He chooses to use these abilities to fight evil thus earning the 


admiration of everyone else. And like the heroes of legend they all have their fatal flaws. 


Superman has kryptonite. Both Tony Stark and Oliver Queen are alcoholics and womanizers. 


Finally the hero is always having problems with finding love, though this never stops him from 


looking for it. So comic books are modern day ways of telling stories that have existed 


throughout human history. As a result they fulfill the same needs that the heroes of ancient myths 


do. They fill the need to believe that the average human is capable of becoming something more. 


But of course that raises the question of what happens when a group of people do not have the 


necessary heroes to believe that they are capable of becoming something more? If there is no 
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example to inspire a group of people to become more then they will just stay the same allowing 


for another group to rise and seize control. This is what has happened in America. The country’s 


social values are set up so that white, heterosexual men are the ones who have dominance over 


the rest of the country. This is reflected in the heroes of comic books, especially in the two main 


houses of Marvel and DC, where the most powerful and strongest heroes are white, heterosexual 


men. The success of these men allow for other white, heterosexual males to see and believe that 


they are capable of doing great things while everyone else is let down by a lack of strong heroes 


to adhere to. But sometimes comic books will resist the mainstream values of society and present 


new heroes that challenge the norm. Comic books both reflect and challenge the white, 


heterosexual patriarchy that dominates society through the roles and actions of its characters. 


 Stereotypes about race have always existed within every form of media so it is no 


surprise that comic books should be any different. Characters of racial minority were first added 


to both Marvel and DC comics in the 1970s in response to Civil Rights movement of the 1960s 


(Kaveney, 2008; Wood, 1976). One of the first heroes to be added to the Marvel universe was 


that of Falcon who worked as a sidekick to Captain America (Marvel Encyclopedia, 2006). In 


the DC universe Lucius Fox and Gravedigger were among some of the first African American 


characters to be added (Teitelbaum, 2008). While these men were good, strong, talented 


characters they were all easily accepted mainly because despite all of their skills they still 


worked under a white man. This idea of needing a white man to watch over the black superhero 


appears in later comics too. After all Blade has Whistler to watch him and Cyborg, as one of the 


leaders of the Teen Titans, has the Justice League watching over him headed up by Superman 


and Batman (Marvel Encyclopedia, 2006; Teitelbaum, 2008). It implies not only the idea that 


African American heroes are not truly capable to work on their own, but, on a more sinister level, 
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that you cannot completely trust one either. Another common theme among African-American 


heroes is that of their origin. In both the Marvel and DC universe African American or African 


heroes tend to come from Harlem or some other DC equivalent urban setting or they come from 


Africa itself (Marvel Encyclopedia, 2006; Teitelbaum, 2008). By having African American 


primarily come from those two setting comic books are encouraging the idea that African 


Americans have either at one point been in trouble with the law, such as Falcon and Luke Cage, 


or that they are from supposedly more primitive, tribal areas, such as Storm, Black Panther, and 


Freedom Beast (Marvel Encyclopedia, 2006; Teitelbaum, 2008). This makes it hard for African 


American children to find someone to connect with because they are stuck with heroes who 


come from a very select background and might not be a good idea to trust.  


 Asian characters are also trapped in general, common stereotypes though theirs tend to be 


slightly more positive. The first common tend among Asian superheroes is that they all tend to 


either come from Japan or China thus encouraging the idea there is really only two main types of  


Asian cultures on the entire continent (Marvel Encyclopedia, 2006; Teitelbaum, 2008). Even 


though there are a few other characters from both Marvel and DC who are other ethnicities, such 


as Karma who is Vietnamese and Aruna who is Indian, overwhelming majority are Chinese and 


Japanese (Marvel Encyclopedia, 2006; Teitelbaum, 2008). It makes it hard for children who are 


not either Japanese or Chinese to find a hero to admire because virtually none exist. It is 


especially hard for Filipino children because there are no superheroes who are Filipino. It also 


encourages the idea of Asia being a panethnic continent causing outsiders to view the people 


from or descended from that area as are all being the same. Also, almost all Asian superheroes 


are martial art masters or master gymnastics (Marvel Encyclopedia, 2006; Teitelbaum, 2008). Of 


course in the world of fighting superheroes there are plenty of people who know martial arts that 
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are not Asian, such as Batman. But for many of the Asian superheroes their super power is that 


they are martial art masters such as Shang-Chi and Lady Shiva (Marvel Encyclopedia, 2006; 


Teitelbaum, 2008). It encourages the false belief that every Asian person grows up knowing 


martial arts and can fight like Jackie Chan or Jet Li. Even if they cannot fight they can still do 


various flips that should allow them to move around like a ninja. So Asian superheroes have their 


own stereotypes to deal with as well because they are not only all grouped together, but often 


assumed to have certain abilities as well. 


 American Indians are also highly stereotyped, in not only their culture and powers but in 


the assumption that there is no such thing as an non-perfect American Indian. Like Asian and 


African superheroes comic books lump every single American Indian Culture together as well. 


This is usually symbolized by the racist, “traditional” clothing that American Indian heroes wear 


(Teitelbaum, 2008). For example Thunderbird, Shaman, and Strongbow all wear headbands with 


feathers attached (Sanderson, 2006). This implies that all American Indian tribes have the same 


culture because they almost always wear the same type of clothes. Also many American Indian 


superheroes’ ability is that of either of shaman like quality or some other ability to affect dreams 


such as Shaman and Moonstar (Sanderson, 2006). When people think of the word shaman they 


associate it with religion. So by giving so many American Indian superheroes shaman like 


powers writers are imply that they all believe in the same thing. The only one who seems exempt 


from this stereotype is the X-Man Forge because does not appear like the “traditional” American 


Indian, but even he has shaman like abilities implying that he has the same religious beliefs as 


Shaman and Moonstar (Sanderson, 2006). Also throughout the entire Marvel and DC universe 


there does not seem to be any supervillians who are American Indian. At first this seems like a 


good thing except it just continues to label America Indians as the “noble savage”. This idolizes 
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American Indians as people who are eternally wise and incapable of doing wrong. This may not 


be seen as a bad thing except American Indians are people too and therefore able to make 


mistakes. So by idolizing them so much it makes it that much easier for them to fall and be seen 


as fake even though they were being held by ridiculously high standards in the first place. 


American Indians have their own racism to face in the comic book world. Not only is it assumed 


that despite coming from different tribes they all wear and believe in the same thing, but that 


they are incapable of doing wrong continuing the belief of the noble savage. 


 Latino and Latino Americans are discriminated against more in the make up of their 


demographic then any other group. Despite the fact that the majority of Latinos in the United 


States are Mexican or Mexican American a majority of Latino superheroes are not Mexican. In 


the Marvel universe they are almost all from Brazil with a few from Puerto Rico and one 


Mexican. While in the DC world it is spilt more between Mexican, Dominican, and Puerto Rican 


(Teitelbaum, 2008). This is bizarre because since Mexican Americans are the largest racial and 


ethnic minority in the country one would think that Marvel and DC would put out more Mexican 


superheroes to convince kids to buy their comics. Instead they portray other Latino ethnicities 


more as if to imply that Mexican and Mexican Americans are not good enough to be superheroes. 


 The one minority group that is ostracized and villainized in comic books more then any 


other is that of Arab and Arab Americans. There are only two positive Middle Eastern characters 


in both DC and Marvel worlds. The first is that of Sabra who is Israeli and the second is of the 


one time X-Man, Dust (cite). Besides these two women Arab and Arab Americans are not shown 


as heroes. Instead they are virtually always associated with evil. The Arab villain appear in one 


of three roles; that of the repulsive terrorist, the sinister sheikh, or the rapacious bandit (Shaheen, 


2004). All three are deadly and often shown as ugly, greedy men who are anti-American, anti-
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Christian and anti-Israel thus making it easy for the majority of American readers to develop 


negative feeling towards them (Shaheen, 2004). These feelings are only further amplified when 


the Joker, one of the most hated and recognizable villains in all of comic book history, becomes 


the Iranian Ambassador to the United Nations (Shaheen, 2004). Once there he delivers a speech 


about how much he and Iran are alike and that neither of them are going to take any abuse 


anymore. The Joker then proceeds to try and gas the entire United Nations (Shaheen, 2004). The 


Joker’s association with Iran in the minds of readers means associating Iran with the evil that 


Joker represents. Add in a bunch of filthy looking, backstabbing men who are covered in 


“traditional” Arab clothes and reader will almost always associate anything that is related to the 


Middle East as evil. Plus the only way that the evil Arab men are ever dealt with in comic is 


through shear force usually resulting in the death of the Arab. This influences the belief that the 


only way to deal with the evil Arab is with violence. Arab women are not shown better either. 


They typically fall into two categories; that of either the faceless and shapeless housewife or that 


of the beautiful belly dancer who is needs to be rescued from an evil sheikh’s harem (Shaheen, 


2004). While the faceless housewife is ignored and forgotten, the beautiful belly dancer is often 


shown as a helpless woman who ends up being the love interest of the hero thus endearing her to 


the reader. So in the end the only good Arab character is that of the belly dancer, but even then 


she is a helpless character who needs to be saved by the strong Western hero. Arabs are unfairly 


portrayed the worst out of all ethnic and racial groups. Not only are there virtually no Arab 


superheroes, but all of the characters, minus the belly dancer, are automatically aligned with evil 


and thus encourage the belief that anyone of Arab or Muslim decent should be feared and 


destroyed. 
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 Every racial and ethnic minority is discriminated against in superhero comic books in 


someway. African Americans always have some white man with seniority looking over their 


shoulder. Asian Americans all appear to be martial artists. Both groups only seem to come from 


certain areas. American Indians are also all grouped together by the misleading belief that they 


wear the same thing and believe in the same religion. Plus they are never seen as anything but 


good making it harder from them to seem human. Latino superheroes are from all over the place, 


but only a minority of them are Mexican mimicking the public’s attitudes about people from 


Mexico. Arab and Arab Americans have it the worst out of everyone. They are virtually 


portrayed only as evil men who wish to destroy America and everything relating to it. The only 


good character is that of the helpless belly dancer who exists solely as a romantic love interest 


for the hero. These stereotypes affect the readers in two different ways. The first is that it makes 


it hard for young audiences to connect and be inspired by a hero if they are unable to relate to 


any of them. It is especially bad for Arab Americans because not only are there almost no 


superheroes, but they are shown as virtually nothing but the bad guys. This also affects how 


other people see different groups in the world. As sociologist Bonilla-Silva showed it is much 


easier for people who come from homogeneous neighborhoods to believe the stereotypes that the 


media portrays (Bonilla-Silva, 2006). This is do to the fact since everyone in their area looks and 


acts the same they have no real world experience to disprove to them that the stereotypes they 


see are false. As a result they engrain those beliefs into their head as true and whenever they do 


come up against someone who does not fit in with their beliefs they disregard that person as an 


anomaly rather then the norm. This applies to comic books because, despite being fantasy, they 


are a source of information about the world and thus affect people’s views and decisions. 


 







                                                                                                                       REALLY SUPER? 9


It is interesting to that while romance plays a very heavy part in superhero stories that the 


sexuality of various characters is rarely ever discussed. For while there are a few characters that 


are out of the closet there seems to be just as many who are in it. Out of four official DC and 


Marvel character encyclopedias only four characters are openly homosexual (Marvel 


Encyclopedia, 2006; Teitelbaum, 2008). Northstar of the X-Men is the only gay man, while 


Batwoman/Kate Kane and her lover Question II/Renee Montoya, as well as the mutant Sunfire 


are the only three lesbians in the books. There only being a total of four openly homosexual 


characters out of thousands in the combined Marvel and DC universes show just how dominant 


the heterosexual norm is in America. It is especially interesting to note that two of them are X-


Men since their creator, Stan Lee, has specifically mentioned multiple times that one of the 


purposes of creating such a group was to show how fear over people who are different is 


irrational. Because of this one would think that he would create a few more openly homosexual 


characters instead of sticking with just two. The DC universe is interesting in its decision to 


create lesbians, but not gay men as superheroes. It tends to reflect patriarchy more than even 


Marvel’s lonely Northstar does. This is because while Northstar is alone he is still male and thus 


challenges societies ideas of what it mean to be male. Kate Kane, Renee Montoya, and Sunfire 


have a harder time because even though they are actually lesbians, and not bisexuals or women 


pretending to be lesbians, they can still theoretically pass under the idea with the heterosexual 


male fantasy of girl-on-girl action. Thus it is easier for them to be seen as just more masculine 


women rather then a complete challenge to the heterosexual norm. It does not help that all of 


women were introduced in the 2000s when society, at least appeared to, became more acceptable 


of lesbians (Teitelbaum, 2008). As a result they do not really have the same impact on society as 


Northstar did when he was introduced in the 1970s when it was not as posh to be gay (Marvel 
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Encyclopedia, 2006). Despite that homosexual characters are the smallest minority in the comic 


book world making it hard for homosexual readers to relate to them. 


Even though there are not many openly homosexual superheroes in comic books both 


Marvel and DC have characters with homosexual undertones. One such pairing was that of 


Professor Charles Xavier and Magento. Before they become enemies it is remarked that they 


spent more time with each other then their families causing some to imply that they were more 


then just friends (Kaveney, 2008). This relationship however is often just explained by being an 


extremely close relationship between two male friends. Though, in all honesty, once the thought 


of them as something more is implanted it can be hard to get out. The best and most popular 


example though is that of the Sapphic tendencies of Wonder Woman, especially when she was 


first created. Throughout the adventures of the Wonder Woman of the early 1940’s she is often 


seen either binding or being bound by women (Robbins, 2006). And whether she is at her 


homeland of the all women’s community of Paradise Island or out in the rest of the world she 


always has female admires (Robbins, 2006). Admittingly, minus the binding, these women never 


did anything more then hug., but it was strong enough to cause codes to be incorporated at the 


time to forbid nonheterosexuality (Robbins, 2006). Of course Wonder Woman had her token 


boyfriend in the form Steve Taylor, but she consistently refused to marry him at every turn 


potentially because she does not like him as much as she does other, female companions 


(Robbins, 2006). Assuming that Wonder Women and her female companions, along with Prof 


Xavier and Magneto, are all more then just friends then comic books are secretly sending the 


message that it is okay to be homosexual, as long as you stay in the closet. It is oppressive 


because no one should have to deny who they really are especially in a genre where in accepting 


those who are different is taught so often.  
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Comic books support the idea of heterosexual dominance by providing very few 


superheroes that are openly gay, instead preferring to keep them all hushed up in the closet. But 


the fact that they have any homosexual characters at all is evidence of Marvel’s and DC’s 


rebellion of the heterosexual norms that dominate society because they are willing to bring a 


suppressed minority into the mainstream. 


Unlike ethnic minority characters there has been even less changes for women. Women 


are not only stereotyped, but also have to subscribe to impossible standards of beauty and 


femininity leading them to almost always being portrayed as sex objects. Those that are not are 


almost always villains. These representations and limits are just as dangerous, if not more so then 


the racial stereotypes because the issues they present are often ignored.  


 Women can fall into one of two types of categories in the comic book world. That is of 


either the Poison Maiden or the Great Bitch. These terms were used by Susan Wood in the 1970s 


to describe how Marvel comics was changing its characters to follow the Civil Rights movement, 


but kept women in one of the two categories. The Poison Maiden is usually one of three people 


in the comic book world. She is either the male hero’s mortal girlfriend, the less aggressive 


superhero girlfriend or sister, or the random heroine that exists solely to be saved in every 


storyline (Wood, 1976). These women include Spiderman’s first girlfriend, Gwen Stacy, The 


Scarlet Witch, Lois Lane and countless other women in comic book history. These women 


always play the second rate hero or maiden in distress that sets up the story for the men to come 


in and save the day. This teaches both young female and male readers that women are not as 


strong or smart as men because if they are always needing a man to save them then they must not 


be able to survive without one. However the Poison Maiden also makes the hero’s life more 


complicated because she actively servers as his love interest thus becoming a liability to the hero 
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(Wood, 1976). Because the hero loves the maiden he will always rescue her whenever the villain 


kidnappers her to draw the hero into a trap. This method works especially well when the villain 


figures out the hero’s secret identity. Any good villain would have figured out from previous 


encounters that brute strength is not enough to destroy the hero. The villain has to attack the ones 


that the hero loves the most if he wants to kill him. Thus the maiden becomes a liability because 


the villain can use her to force the hero into a trap where, if he cannot destroy the hero, the 


villain can at least hurt the maiden and damage the hero symbolically. The best example is when 


the Green Goblin kidnapped Spiderman’s girlfriend Gwen Stacy and used her to lure the hero 


into a trap. While the villain did not succeed in destroying Spiderman he was able to kill Gwen 


thus causing great harm to the hero (Wood, 1976). Even female characters with powers are 


liabilities to superheroes because while they are powerful they are not strong enough to defeat 


the villain alone. The Scarlet Witch is actually a very strong magic user, but is still defeated in 


every battle and then used later on to lure out her husband and the rest of the Avengers into a trap 


(Wood, 1976). Of course not all women in the comic book world need saving. The Great Bitch is 


portrayed as the opposite of the Poison Maiden. The maiden is usually kind and loving, and 


weaker then the hero. The Great Bitch on the other hand is strong, clever, dishonest, greedy and 


about half the time wants the hero dead (Wood, 1976). Because of this it is hard for little girls 


and boys to admire her. The whole reason why they read certain comics is to see their favorite 


hero triumph. So if their hero is always fighting a certain type of woman then they are always 


going to associate that woman and her characteristics as being the opposite of what the hero 


stands for. As a result, even if certain Great Bitches, such as the Black Widow and Elektra, are 


helping out the hero the reader is not going to take their help too seriously because the reader 


knows they’ll just become enemies again in the next issue. Early on the Great Bitch had a more 
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devious purpose of being used to belittle the Women’s Movement. Wood points out that certain, 


more male hating characters, such as the more butch Valkyrie, are often implied to be a part of 


the Women’s Movement (Wood, 1976). This belittles the idea behind the Women’s Movement 


because it twists it from being about equality to being about destruction of men instead. Valkyrie 


in particular is used to this end when she is seen attacking the beloved Hulk shouting, “Up 


against the wall, male chauvinist pig,” (Wood, 1976, pg 15). The fact that she was under an evil 


spell by the evil Enchantress at the time makes the situation reflect even worst on feminism. It 


implies that Valkyrie would never attack the Hulk, and thus call him a chauvinist pig, without 


being under the influence of evil. This causes the readers to associate the Women’s Movement 


with evil and therefore discourage them from taking the issues that the movement was raising 


seriously. Finally whenever a woman gains a significant amount of power she is often shown as 


either becoming more ruthless or just becomes plain evil. Emma Frost rose to become one of the 


most power female CEOs in the X-Men universe, but is often portrayed as a ruthless bitch figure 


for doing so, mainly because she used her beauty and ability as a telepath to her advantage 


(Marvel Encyclopedia, 2006). Yet if she was a man one cannot help, but wonder if she would not 


be seen as so cruel. Lady Shiva is regarded to be the best martial artist out of everyone in the DC 


universe, yet she is often portrayed as switching sides (Teitelbaum, 2008). The best example of a 


woman is power being bad is that of Jean Grey. When Jean Grey first becomes the Phoenix she 


is seen as a powerful and majestic figure, but it is not long before the presence of such power 


corrupts her and she becomes the destructive Dark Phoenix (Marvel Encyclopedia, 2006). Jean 


Grey is the ideal example of the Great Bitch because as soon as she becomes a powerful figure 


that surpasses everyman she is sentenced to become evil as if women are not capable of being 


responsible of such power. Her example teaches both male and female readers that women are 
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not able to handle power and thus great power should solely remain the possession of men. 


Between these two categories, of the Poison Maiden or the Great Bitch, it is hard for young girls 


to find a strong positive role model. They are stuck between the two choices of either the good, 


but weak Maiden character or the strong, but morally ambiguous Bitch who is very likely to try 


to kill the male lead on the next page. Since the female reader will probably want to be on the 


side of good she’ll emulate the Poison Maiden and wait for the hero to come and save her and 


thus learn to always depend on men to save her rather then save herself.  


 Even when it is possible to find a strong female character who is not a Great Bitch there 


is always the problem of the personified image of feminine beauty that the women of the comic 


book world present because it just continues the male belief that all women have to be beautiful. 


Since the comics are drawn it means that those in charge can create their characters to look 


however they want to. This freedom allows the primarily male drawers to create all the women 


as they fantasize and believe they should look like. This is why in the comic book world almost 


all of the female characters look the same because they have long hair, big eyes, large breasts 


and small waist that the male drawers fantasize they should have (Wood, 1976). These similar 


images continue the idea that there is only one type of beauty. This idea is not so different from 


those portrayed in other types of media, except in the comic book world they can be exaggerated 


to extremes even more. For example various heroines, such as Wonder Woman, Super Girl, 


Black Cat, and Black Widow, have very lean and muscular bodies that they need in order to do 


their job (Marvel Encyclopedia, 2006; Teitelbaum, 2008). But they do not only just have lean 


bodies, but breasts that have to be C-cups at the very least, if not larger. This then reflects 


society’s desire for thin women with large breasts, a standard that is obtainable only by a select 


few. However the women not only have unlikely figures, but figures that are impossible to obtain 


 







                                                                                                                       REALLY SUPER? 15


with their weight. A study was done where the Body Mass Index of twenty-five randomly 


selected Marvel female heroes was calculated. Out of those twenty-five women the average BMI 


was of 19.33, the lower half of “normal” BMI range, with 1/5 of the women have an underweight 


BMI of 17 (Healey & Johnson). This lower BMI only further perpetuates the idea that women 


have to be thin to be beautiful. It also makes it even more impossible for female readers to 


imitate such an ideal. Many of the women on the list, such as Black Cat who has a BMI of 17.25, 


Ms. Marvel who has a BMI of 17.33, and Elektra who has a “heavier” BMI of 19.24, are suppose 


to have advance strength and be martial art masters (Healey & Johnson). In order for them to 


obtain and maintain these abilities they would have to work out constantly to keep the necessary 


muscle mass. Instead they are either underweight or barely heavy enough to be in the normal 


range. Either way they certainly would not have enough muscle in order to properly carry out 


their jobs, especially if one adds in the weight of their giant sized breasts. The disproportionate 


figures of the comic book world tend to just reinforce the idea that there is only one type of 


beauty for young male readers to desire and young female readers to follow.  


Besides body type there is also the problem of clothes in comic books. Virtually all 


female comic book characters have on skintight revealing clothing. From Marvel’s Jean Grey 


and Elektra to DC’s Wonder Woman and Supergirl all female character, especially heroes, have 


outfits that show a little more skin then most people do in reality. The fact that female 


superheroes wear such ridiculous outfits is often joked about. Problem is that such jokes have a 


double effect on readers. Not only do they continue the idea that women have to dress and look a 


certain way, but they also make it hard to take such female heroes seriously. Very few women 


would go out and fight in Elektra’s bright red corset and thong or wear Emma Frost’s reverse bra 


with matching underwear and thigh-high boots (cite). But the most revealing costume of a 
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female superhero would defiantly go to the Teen Titan Starfire whose, barely there metal bathing 


suit does not leave much to the imagination (Teitelbaum, 2008). Only in a world where 


everything is completely drawn could a woman wear such little clothing and yet never reveal 


anything. Even Wonder Woman’s outfit is a little silly as one cannot help but wonder how her 


breasts do not fall out as she is battling evil and oppression. Despite the lack of tack and 


practicality of many female heroes costumes they are continuously drawn that way because the 


men who draw fulfill some sort of fantasy by doing so. 


Of course not every woman is stuck in this narrow physical ideal of beauty, but the 


problem is that the majority who do not are villains. It goes back to the idea of the Poison 


Maiden that all of the heroes be attractive. So in order to tell the good from the bad generally 


only villainesses are shown as being ugly such as Granny Goodness or the Queen of Fables 


(Teitelbaum, 2008). This continues the idea of the Great Bitch because if goodness is associated 


with beauty then making only the villains ugly helps the reader identify who to root for. 


However this also has the affect of reinforcing the idea that good girls should fit within the 


narrow standards of beauty that society deems acceptable. The only female heroes that do not fit 


within this image are that of Callisto, Question II and Jessica Jones (Marvel Encyclopedia, 2006; 


Teitelbaum, 2008). However there are reasons to why to each of these women are not shown the 


same as the rest of their female companions. Callisto is the leader of the Morlocks and therefore 


is suppose to look damaged in order to not fit in with the rest of their society. Question II is a 


lesbian and therefore under the rules of heterosexual patriarchy excused to be more butch 


looking then other female characters. The only true exception is Jessica Jones, but even then one 


woman does not cancel out all of the other hundreds of other females in the comic book 


community. So while there may be a few exceptions to the rule of the underweight, yet large 
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bosomed female hero usually only the villainesses are ugly reinforcing the idea that one can only 


be good if they are beautiful. 


It is not just the standard of beauty that separates female characters from that of male, but 


also the treatment of characters themselves. Female characters are more likely to suffer from 


what is known in the comic book world as women-in-refrigerator syndrome which is used to 


describe female characters who have been killed, mutilated or depowered (cite). Generally such 


women are Poison Maidens who die because they are incapable of fighting off the villain. 


However, what makes them different from men is that they do not die or lose their abilities in the 


same way that men do. As comic book writer Gail Simone pointed out female heroes do not die 


heroically like their male counterparts (cite). They are instead killed in a very gruesome manner 


or just found after the fact. While she did not die Barbara Gordon was shot by the Joker while 


answering the door of her home and thus has to live out the rest of her comic book career in a 


wheelchair (cite). The most sadistic death that raised an uproar among female fans was that of 


Stephanie Brown as a female Robin, who was bond, tortured and then killed by a power drill 


(cite). But it did not end there for unlike a previous Robin who had died, Jason Todd, Stephanie 


did not have a statue erected in her honor in the Batcave allowing her to be forgotten in the mind 


of the reader (cite). By experiencing such a gruesome and graphic end writers and drawers are 


passing on the lesson that girls should not attempt to become superheroes otherwise they will 


meet a violent fate. This would not necessarily be a bad thing in that realistically most 


superheroes’ lives would end violently. However only female characters tend to meet such a fate 


thus making it seem as if only men are meant for the world of superheroes. 
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The only woman who seems to be able to be both a beautiful and a truly strong character 


is that of Wonder Woman, but even she has had a turbulent history where she changed from 


feminist icon to boring housewife to icon again.  


In order to understand what made Wonder Woman so unique one needs to understand her 


creator. Wonder Woman was created by self-proclaiming feminist William Marston in the 


1940’s in response to bloody, male dominated violence that existed in comic books (Pereira, 


2006). Marston believed that women were morally superior to men and thus wanted to create a 


character that expressed his belief and Wonder Woman was born (Pereira, 2006). Even from her 


birth Wonder Woman did not need a man in her life since she was molded from clay by her 


mother and then granted life from the Olympic goddesses (Robbins, 2006). From there she was 


raised on Paradise Island that was only inhabited by women. The reason why Marston gave the 


character her lasso was because he felt that bondage was an appropriate way for Wonder Woman 


to defeat her enemies without shedding blood (Pereira, 2006). With this Wonder Women went 


out to America to teach other women to stand up for themselves without the help of men (Pereira, 


2006). Finally Marston made Wonder Woman unique in that even though she fought male 


oppression she still faced her strongest oppostition in women. These women were not truly evil, 


but instead were so taken with the male focused mentality that ruled them they committed crime, 


but in the end were saved by Wonder Woman and her bondage lasso of truth (Pereira, 2006). The 


Wonder Woman that Marston created truly was a symbol of feminism, especially in the 1940s 


and 1950s. Not only did she not bow down to any man, but she encouraged other women to do 


the same, thus helping little girls to become all that they believe they can be. The fact that she 


was both feminine and strong helped out because it allowed female readers to see her as the best 
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aspects of both the Poison Maiden and the Great Bitch. That of a strong, beautiful young woman 


who is able to stand on her own. 


Of course not everyone liked Wonder Woman and what she stood for as many found her 


ways too deviant for society. Because of her short shorts and brazier many people criticized her 


for being to scantily clad (Pereira, 2006). There was also protest to all of the bondage that kept 


on reappearing (Pereira, 2006). However the most protest came from Dr. Fredric Wetham who 


believed that Wonder Woman was dangerous especially to young women who might actually 


believe that it was socially acceptable to be both independent and strong (Pereira, 2006). Dr. 


Wetham’s comment shows how powerful not just Wonder Woman has on people, but that of 


comic books as well because if they had no power then Wonder Woman would not be seen as 


such a threat to the American patriarchy. As a result of such fear, codes were put into place that 


forbade ideas of female independence and strength (Pereira, 2006). Wonder Woman was 


eventually then turned into a shopping, beauty obsessed housewife after Marston died as a result 


allowing the male dominated genre to overtake the only challenge they had to their rule. This 


was further shown by Wonder Woman having to prove herself multiple times to convince the 


male dominated Justice League to let her join because if she was really as strong and 


independent as she was created to be then she would not feel the need to win their approval in 


the first place (Pereira, 2006). It was not until the 1970s that the character got a reboot through 


feminists like Gloria Steinem and with the success of the TV show. Even then there was no 


undertone of bondage so the revamped Wonder Woman was not fully restored to her former 


glory (Pereira, 2006). The affects of her becoming a fashion, obsessed frail thing still has it’s 


impact. When ever a picture of the Justice League it shown the character at the front is virtually 


never Wonder Woman, but Superman instead. And even if Superman is absent then Batman 
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takes his place followed by Wonder Woman. Wonder Woman is third tier to two other male 


heroes which continues the ideal that men are in charge before women. This does not mean that 


Wonder Woman is not a good role model for young women. She has still done the best of 


escaping the Poison Maiden/Great Bitch categories that dominate the comic book scene so much. 


But even Wonder Woman cannot escape the patriarchal grasp that dominates comic books 


because she is still portrayed as being behind men. 


Sexism against women is the only major obstacle left in the comic book world that 


affects so many characters. Women are generally either portrayed as being helpless yet 


dangerous to have around or ruthless bitches who can never be completely trusted. They are 


almost always shown as sex symbols through their unrealistic body type and clothing. Female 


superheroes are also doomed to a more violent end then their male counterparts whereupon after 


their death they will be forgotten. Even the famous Wonder Woman is incapable of completely 


escaping the hold of the patriarchy undertones that dominate the business. These all have affects 


on both the male and female readers because it influences them into believing that women are 


incapable of becoming strong, independent heroes thus allowing men to stay in power.  


 One of the great things about the comic book word is that it is always getting revamped 


with new storylines and characters all the time. So it is possible for old favorites to be changed to 


put in more diversity as well adding new faces. One of the ways that DC answers the desire for 


more diversity is to have old favorites pass down their abilities to new heroes. For example one 


of the first Green Lanterns was a white man named Hal Jordan, but eventually he gave some of 


his powers to an African American man named John Stewart who become one of the most 


powerful and popular Green Lanterns in DC history (Teitelbaum, 2008). The spirit like power of 


the Spectre needs a host so it also is often passed down. Its most recent host is that of African-
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American cop Crispin Allen (Teitelbaum, 2008). Titles and abilities can also be passed from man 


to women. For example, when the first Question discovered he was dying of cancer he trained 


Renee Montoya to take his place (Teitelbaum, 2008). All of these characters were able were able 


to be added to the superhero world and thus better demonstrating that anyone can become a hero. 


Marvel tends to mix it up differently though. Instead of just having certain characters hand down 


their powers they will reboot a series and thus change certain characters personality or even race. 


Originally a white man when introduced to the world Nick Fury became African American in the 


revamped Ultimate Nick Fury series (Marvel Encyclopedia, 2006). Traditional Poison Maidens, 


such as Jean Grey and Scarlet Witch, were given an attitude change as both were introduced as 


being strong, self-confident women from the start of the Ultimate X-Men series allowing them to 


be less dependent on their male counterparts (Kubert, 2001). The most noted female superhero 


that received a reboot is that Jessica Jones in the Alias storyline. Jessica, formally known as the 


minor superhero Jewel, is considered by many to be the most current, perfect example of 


feminism in comic books due to not only the complexity and realism of her character, but how 


she defeats her nemesis, the mind controlling Purple Man (Healey, 2006). Jessica Jones is a 


former superhero who threw down her cape to become a private detective and went into a self 


destructive streak of alcohol and sex (Kaveney, 2008). The reasons for her self-destructive streak 


become clear as the story progresses and ends up accumulating in her confrontation with the evil, 


mind controlling Power Man who played a major role in her fall from superhero status (Healey, 


2006). Jessica is in many ways the perfect example of a strong female hero because she manages 


to break all bounds. By being an alcohol and have sex with random men in bars she cannot be 


defined as a Poison Maiden, but because she always fights on the side of good she is able to not 


be called a Great Bitch either. She is also incredible brave and strong. This was best shown in the 
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story arc where she refuses to give up the secret identity of Captain America after accidentally 


discovering proof of it on a role of film. In the end of the story the Captain admits that very few 


people would have been able resist all of the pressure from the media, government and villains 


hounding her for the information (Kaveney, 2008). Being able to resist pressure from all sides is 


something that only a very strong person can do proving even more that Jessica is neither a 


Poison Maiden nor Great Bitch or she would have cracked. Even the outfit she wears breaks 


norms. Instead of wear the skin tight outfit that all the other female superheroes don she goes 


around in baggy jeans and an over sized jacket making her shapeless (Kaveney, 2008). In the end 


Jessica is able to defeat her opponent the Purple Man with help. But the help comes not from the 


traditional male source, but in the form of Jean Grey symbolizing the power of sisterhood among 


the Marvel characters (Healey, 2006). Jessica Jones is truly a symbol of a strong female in the 


comic books word because not only does she manage to stay out of the two categories that 


dominate female character, but she is also able to defeat her enemy without the assistance of men. 


Both DC and Marvel are trying to meet the demands for change by changing aspects of certain 


character. While DC prefers to just hand down the power Marvel believes in starting entirely 


anew by changing people’s race and behaviors to create more variety.  


Another way that Marvel tries to bring variety to the comic book world is by adding on 


completely new series aimed at younger readers. These new series tend to focus on very diverse 


and strong characters that are of different races, genders and sexualities. The first series is that of 


the Young Avengers. The basic storyline is one where a group of teens gather together to fight 


evil, but are watched, because of their age, by the watchful eye of the Avenges. They are lead by 


Eli Bradly/Patriot who is the grandson of one of the African American, World War II soldiers 


that they tested the super solider serum on before giving it to Captain America (Heinberg, 2008). 
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The characters are notable not only in that this is one of the first teams lead by a African 


American, but also in that two of its male characters, Hulking and Wiccan, are in a relationship 


with each other (Heinberg, 2008). The Runaways are a group of teens who discover that their 


parents are supervillians and thus decide to escape (Vaugh, 2006). In the beginning they are also 


similar to the Young Avengers in that they are lead by an African American boy named Alex 


Wilder and also have a lesbian couple in characters Karolina Dean and Xavin (Vaugh, 2006). As 


the story line progresses Alex dies and the team is lead by Nico Minoru who is Chinese-


American (Vaugh, 2006). These two series are unique in their characters. Traditionally teams in 


the comic book world are lead by white men, but here they are both lead by African American 


boys and in the case of Runaways later on a Chinese American girl (Heinberg, 2008; Vaugh, 


2006). These differences in leader roles allow for a wider variety readers to better believe in the 


idea that they are capable of becoming strong leaders. This is especially important since the 


series is aimed at younger audiences because they tend to be more impressionable then older 


ones. The fact that both groups have homosexual couples also encourages acceptance for people 


who are homosexual as well as providing ideal for children who are. The new series are positive 


ones they provide a greater variety of heroes to admire and influence a wider audience of the 


younger generation. 


Sometimes in order to truly find original superheroes that are not touched by all the bias 


that exists dominates the business one has to look outside the Marvel and DC houses. Milestone 


Media Inc. is a black owned and controlled comic house that sells comics that feature black 


heroes that are not only strong, but do not always resort to force to defeat their opponent (Brown, 


1999). As assistant professor Jeffrey Brown pointed out African American superheroes generally 


have to by hypermasculinized in order to escape being grouped in with the weak Other (Brown, 
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1999). African Americans were always displayed in the media as being part of the weak Other so 


the white men in power had an excuse to subject them. As a result many African American 


superheroes are shown as being overly big and buff in order to prove that they are tough. Such 


heroes include Luke Cage, Cyborg, and Bishop (Brown, 1999). It would be hard not to call any 


of these heroes tough because they are all so strong and burley. Interestingly enough though the 


heroes of Milestone Media Inc. are not physically imposing and burley. What makes the 


superheroes of Milestone Media Inc special is that they usually use their brains to defeat their 


opponents instead of brute strength (Brown, 1999). This has awarded them a wide fan base 


among a variety of people, but especially young boys who feel that it is easier to identify with 


the slightly geeky Virgil Hawkins/Static or the super-genius Hardware rather then with some 


over muscular hulk figure (Brown, 1999). These character prove an exceptionally strong role 


model for kids because not only do they not fit into the idea of the over muscular black superhero, 


but they change young readers to use their head to solve problems rather then their fists. The 


only problem with Milestone Media Inc. is that it has trouble staying financially afloat in a 


businesses dominated by Marvel and DC (Brown, 1999). Outside publishing houses like 


Milestone Media Inc are important because they often have the freedom to come up with original 


characters that are not trapped within the bounds of stereotypes, thus allowing them to come up 


with uniquely original story lines that can truly inspire readers to be different. 


 It may seem silly that a bunch of pictures with a few words would have such a great 


affect on society. But many, various people love comic book superheroes and what they 


represent. If people were not invested in it then superhero movies would not make millions of 


dollars at the box office. People would not dress up and then go to comic book conventions or 


spend of thousands of dollars on a first addition issue of Spiderman. Comic books mean a lot to 


 







                                                                                                                       REALLY SUPER? 25


people because they allow them to connect to their primal desire for a hero to believe in. Joseph 


Campbell argues that the point of myths and their heroes is to allow us the hope to transform into 


something greater then we currently are (Alsford, 2006). Because of this people need heroes that 


they can relate to so they can believe that they are capable of becoming something more. 


Without heroes of different race, ethnicities, genders, and sexualities the majority of society is 


stuck believing that they are able to do and become great things, thus allowing the white, 


heterosexual patriarchy to continue to dominate their lives. Comic books reflect this through the 


stereotypes and sexualization of their characters. At the same time though they also try to 


challenge and surpass it by reinventing characters and introducing new ones that might inspire 


change.  


 The research on superheroes and comic books is not complete. More needs to be do to 


show that women and minorities not only read, but are affected by what they see so that readers 


are able to influence more equality in comic books so that future fanboys and fangirls will be 


inspired to believe that they can become something super.  
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PLO ASSESSMENT REPORT (2008-2009) 
MINOR IN SPANISH 


 
I. Abstract 
 
The PLO assessed for the academic year of 2008-2009 was the one related to student 


writing ability. The program (minor in Spanish) pursued the question of whether by the 


completion of their minor in Spanish students possessed Spanish writing skills equivalent 


to the advanced level of the ACTFL Proficiency Guidelines. In order to assess this PLO, 


a faculty committee read and evaluated direct evidence, student portfolios, as well as 


indirect evidence, student reflection essays. The results of our assessment showed 


different areas where most students demonstrated adequate proficiency in the necessary 


skills to communicate in written Spanish at an advanced level, but also pointed to areas 


where our program can improve the way we teach skills related to writing in Spanish. 


Due to the results obtained, we can conclude that the assessment method used is 


adequate, but in the future we recommend more faculty involvement in the assessment 


process. In addition, the student work assessed shows that the teaching and learning of 


the skills associated with the process of writing in a foreign language will benefit classes 


with a small number of students and the existence of a Foreign Language laboratory at 


our institution. 


 
 
 
 
 
 
 
 
 
 
 







 
 
 
 
II. Introduction 
 
The University of California, Merced has offered a minor in Spanish since Fall 


2006. The main goal of the minor in Spanish is to provide students with the ability to 


communicate in that language, not only in the context of family and community, but also 


in professional and academic environments. The minor offers courses that allow students 


to develop their oral and writing skills and that contribute to their understanding of 


history, social issues, and the artistic manifestations of the different communities around 


the world in which Spanish is spoken. In addition, the courses that form part of our 


program aim to develop students’ analytical reading and writing skills, as well as critical 


thinking. With those goals in mind, our courses offer students ample opportunity to be 


involved in activities that allow them to interpret and to express their reaction to the 


content they are learning. Some of these activities include class discussions, collaborative 


learning, peer revisions, and community involvement, among others.  


The minor in Spanish has a strong writing component. During the last academic 


year writing portfolios as an assessment resource was implemented in all the courses of 


the Spanish Program. For this reason, it was decided to review for the academic year 


2009-10 the program learning outcome in writing. By reviewing this outcome, faculty in 


our program sought to find out whether students that completed the minor in Spanish 


possess Spanish writing skills equivalent at least to the advanced level of the ACTFL 


Proficiency Guidelines: the student will be able to write about a variety of topics with 







significant precision and detail, and to produce organized compositions and short 


research papers. 


 


III. Assessment Methods 


 Direct and indirect evidence was collected in order to assess the writing skills of 


students that completed the minor in Spanish. The direct evidence consisted of a portfolio 


of the written assignments they completed in the last course for their minor in Spanish. A 


faculty committee comprised of Dr. Virginia Adán-Lifante and Elinor Torda collected 


and evaluated the portfolios using a rubric describing criteria and standards based on 


ACTFL expectations. As indirect evidence, students wrote a reflective essay on how the 


courses they took for the minor in Spanish contributed to the development of the writing 


skills they needed to communicate effectively in Spanish. The above mentioned faculty 


committee collected and interpreted them. 


 1. Sample size and strategy 


 The population sampled included the eleven students that finished the minor in 


Spanish during the semester of Spring 2009. The materials included in the portfolios 


varied depending on the course the students took as their last course for their minor in 


Spanish: SPAN 110: Spanish Linguistics, SPAN 106: Hispanic Cultures II, SPAN: 142 


Spanish for Business and Management. On some occasions there were students that took 


two of these courses in order to complete the minor.  In these instances, only one of their 


portfolios and reflection essay was assessed. While all students in each of the courses had 


to prepare a portfolio that contained their written work in the course and a reflection 


essay on how the course had or had not helped them to understand the writing process 







and to develop their writing skills in Spanish, those identified by their instructors as 


taking their last course to complete their minor in Spanish were requested to write 


another reflection essay that included the same issues but applied to all the courses they 


took for the minor. 


 2. Rubrics 


 In order to assess the writing material included in the portfolios, the faculty 


committee applied the rubric used in most Spanish language courses. Student written 


work is evaluated for content, organization, grammar, vocabulary and spelling (Appendix 


1). For the assessment of the indirect evidence, the faculty committee looked for answers 


to the question of whether the student felt that by the end of their minor they had 


improved as writers and what strategies used in the courses they completed for their 


minor in Spanish better helped them. 


 3. Faculty calibration 


 All faculty teaching Spanish courses or Hispanic Literature in Spanish are trained 


to evaluate written essays following the above mentioned rubric, which is used (with 


some variations) in most Spanish courses. The two members that constituted the 


committee had a meeting at the beginning of Fall 2009 to discuss the application of the 


rubric to the materials presented in the portfolio and to decide upon the evaluation criteria 


for the reflective essay. They also decided to read both the portfolios and essays of their 


students and the ones of students in other courses. However, it was decided that 


instructors would not write the final reports of their own students. Once the above 


mentioned reports were written, they were shared with the other member of the 


committee and any discrepancy among them was discussed. Results of the assessment 







were disseminated and read by all faculty involved in teaching courses that count for the 


minor in Spanish. Every member in this faculty group was provided with the opportunity 


to comment on the assessment process and its results.  


 


IV. Results 


The assessment report document completed by the assessment committee can be 


found in Appendix 2.  


Direct evidence: Assessment of student average proficiency at an advanced level of 


writing in Spanish following the rubric (Appendix 1) for essay evaluation used by the 


Spanish program in all their classes and in the assessment of student written work 


included in their portfolios.  


 Content Organization Grammar Vocabulary Spelling/Punctuation
Student 1 Excellent Excellent Excellent Excellent Very good 
Student 2 Excellent Excellent Excellent Excellent Excellent 
Student 3 Excellent Excellent Excellent Excellent Excellent 
Student 4 Good Good Good Good Fair 
Student 5 Excellent Very Good Excellent Excellent Excellent 
Student 6 Good Good Good Good Good 
Student 7 Very Good Very Good Very Good Good Very Good 
Student 8 Good Good Good Good Good 
Student 9 Excellent Excellent  Excellent Excellent Very Good 
Student 10 Good Good Good Good Good 
Student 11 Excellent Excellent Excellent Excellent Excellent 


 
In addition to the information included in the above table, it was noticed by the 


assessment committee the improvement made by the students when comparing written 


samples pertaining to the beginning of the semester to the one completed at the end of the 


semester. The committee also made observations on the students’ ability to incorporate 


the instructor’s feedback on their work.  







Indirect Evidence: Based on the information provided by the eleven students who wrote 


reflective essays, it can be concluded that they considered that the writing component of 


the courses they took as part of the minor in Spanish contributed to the improvement of 


their writing skills in Spanish in the following ways: development of a richer vocabulary; 


the writing of organized essays and awareness of the purpose of the essay; and the 


acquisition of a more formal and academic Spanish. Furthermore, students emphasized 


how the writing assignments they had to complete as part of the courses for their minor in 


Spanish contributed to their personal confidence in their writing abilities. Students 


considered that with each essay they wrote they learned something new and felt proud of 


the end result. Likewise, they thought that the learning strategies utilized in some courses 


had been beneficial for their confidence as writers. For example, having the opportunity 


to participate in service learning projects that required the use of their Spanish writing 


skills led to a more meaningful learning experience. Similarly, they commented on the 


effectiveness of collaborative learning; having to share their written work with other 


students helped them in gaining confidence in their abilities as writers and made them 


more open to constructive criticism. Students also pointed out how the writing abilities 


they developed in the courses for the minor in Spanish benefited their performance in 


classes not related to the minor.  


 Confidence as 
writers 
(communication, 
professional, in 
other subjects 
outside minor) 


Vocabulary Spelling Grammar Content and 
organization, 
purpose 


Language 
proficiency 
(academic 
and non 
academic) 


Student 1 X X   X X 
Student 2 X      
Student 3 X X   X X 
Student 4       
Student 5 X   X X X 







Student 6 X   X X  
Student 7 X X X X X  
Student 8 X X  X   
Student 9 X X X  X  
Student 10 X X X X  X 
Student 11 X X X X X X 


 
 
V. Conclusion & Recommendations 
 
 A. Student Learning 
 
  When analyzing the results of the direct evidence and reflecting on 


whether the students met the program’s expectations, it is important to bear in mind that 


all students whose written work was assessed were Spanish Heritage speakers. 


Consequently, some of them entered the program with strong oral linguistic abilities in 


Spanish. However, it is also important to keep in mind that a student’s specific ability to 


speak a language does not necessarily correspond to his or her ability to communicate in 


writing. In fact, as the direct and indirect evidence show, while all students reached an 


advanced level of written Spanish, the work of most of them shows a need for 


improvement. Similarly, the direct and indirect evidence show that students are able to 


use writing skills they acquired and practiced in the courses they took for the minor in 


Spanish.  


Even if the written samples included in the portfolios demonstrate that all students 


reached the goals of the program, it also shows areas that may be improved, for example 


the use of accent marks. Accent marks are a very important spelling issue in Spanish.  


Although students received feedback on this aspect of their writing each time their essays 


and other written activities were evaluated, most students showed some deficiency in this 


area by the completion of the minor. Similarly, it was noticed in some students a strong 







interference from English when writing in Spanish. For this reason, while our program 


was successful in teaching students how to write essays using academic Spanish, there 


are areas on where our program needs to concentrate in order to make student learning 


more effective. Better communication among all instructors teaching classes in Spanish, 


as well as the sharing of materials that have proved to be effective in addressing these 


problems, could be an answer to this matter. Another resource that may contribute to 


improve the quality of students’ written work is the access to a language laboratory, 


where students and the instructor can work together using the tools that technology 


currently offers to date. 


 B. Assessment Methods 


 The results of the assessment of students’ writing skills by the end of the minor in 


Spanish are positive. By means of this evaluation, it shows that students are able to 


communicate in writing using an advanced level of Spanish and are capable of writing 


well planned and organized essays. It also reflects student satisfaction on the skills 


acquired and their sense of accomplishment.  


The direct and indirect evidence used seems to be adequate; they offer enough 


samples of students’ written work and students’ reflection on what they learned. Still, we 


would have had a clearer idea of how much each of these students had improved if we 


had some samples of student writing before starting the minor. For this reason, it will be 


helpful in the future if an example of such a work is collected from each student entering 


the minor. 


 Another way in which this assessment method can be improved in the future is by 


involving more faculty in the assessment committee. However, it is important to indicate 







that the lack of involvement of more members of the faculty was not due to lack of 


interest, but to the fact that this was the first time this assessment method was used by the 


program and there were several organizational issues which have since been solved 


during the present academic year in preparation for the next PLO assessment. 


 Finally, it has been noticed that some students did not address the issue required 


of them to examine in their reflective essay. Consequently, clearer directions of what is 


expected from them are necessary in the future.  


VI. Implications of Proposed Changes 


 As mentioned students would benefit from the use of a language lab where they 


could have access to extra learning materials and where they could pursue collaborative 


work with other classmates and instructors. Another factor that would contribute to better 


student performance is courses with a low instructor-student ratio. The minor in Spanish 


is one of the most popular in SSHA, but there are a limited number of classes students 


can take. Thus, these courses are sometimes beyond their enrollment capacity. Classes 


taught in a foreign or second language do not benefit from having a large number of 


students, especially when oral participation, writing exercises and constant instructor 


feedback are pivotal components of the courses.  


VII. Self Evaluation 


Assessable Program Learning Outcome: Highly Developed. Writing is an outcome that is 


assessable. Our rubric clearly articulates explicit criteria and standards for assessing. 


Valid Evidence: Developed. Faculty collected relevant and sufficient evidence for the 


outcome, including both direct and indirect evidence. Assessment instruments measure 


the level that students attained. 







Reliable Results: Developed. Reviewers are calibrated to apply assessment criteria in a 


uniform way and faculty routinely check for inter-rater reliability. 


Results Summary: Highly Developed. Results clearly delineate each line of evidence, 


indicating various levels of achievement. 


Conclusions and Recommendations: Developed. Report clearly articulates conclusions, 


implications and recommendations for implementation regarding both student learning 


and assessment and which could be drawn from results. 







VIII. Appendices 
 
-Appendix 1 
 
Minor in Spanish Program Learning Outcome: Writing 
 


COMPOSITION RUBRIC 
20–17 Excellent—Very Good has fully anticipated reader questions in selecting information; 


topic well-thought-out and carefully developed with effective 
supporting detail; interesting to read 


16–12 Good—Adequate has anticipated most reader questions in selecting information; 
topic may not be fully explored; development is adequate 
although some ideas may be incompletely supported or 
irrelevant; interesting ideas in places 


11–7 Fair—Poor has anticipated few reader needs in selecting information; topic 
explored only superficially and inadequately developed with 
many ideas unsupported or irrelevant 


CONTENT 


6-0 Needs a lot of work shows no awareness of reader needs; ideas superficial and/or 
uninteresting with little development; OR not enough to 
evaluate 


20–17 Excellent—Very Good has fully anticipated reader needs in organizing and presenting 
information; clear thesis; flow of ideas fluid and logical; a 
pleasure to read 


16–13 Good—Adequate has anticipated most reader needs in organizing and presenting 
information; main ideas stand out, but sequencing of ideas 
sometimes choppy or disconnected; reader may sometimes 
have difficulty following flow of ideas 


12–9 Fair—Poor has anticipated few reader needs in organizing and presenting 
information; ideas frequently confused and/or disconnected, 
with logical breakdowns apparent; reader frequently has 
difficulty “getting the point” of message as communicated 


ORGANIZATION 


8–0 Needs a lot of work shows no awareness of reader needs; logical organization 
absent; OR not enough to evaluate 


20–17 Excellent—Very Good wide range of structures with few or no significant errors (e.g., 
sentence structure) 


16-13 Good—Adequate adequate range of structures, but little variety; tends to overuse 
simple constructions; both significant and minor errors (e.g., 
agreement) present, but meaning seldom obscured 


12-9 Fair—Poor limited range of structures with control of grammar uncertain; 
errors frequent, especially when more complex constructions 
attempted; meaning often confused or obscured 


GRAMMAR 


8–0 Needs a lot of work frequent and persistent errors of basic grammar and sentence 
construction; meaning blocked as text dominated by errors; 
OR, not enough to evaluate 


20–17 Excellent—Very Good language choices appropriate for topic, purpose and reader; 
excellent use of idioms and precise, colorful vocabulary; little 
or no evidence of English interference 


VOCABULARY 


16–13 Good—Adequate language choices usually appropriate for topic, purpose and 
reader; vocabulary accurate but may be somewhat limited; 
some errors or interference may be present but meaning rarely 
obscured 







12–9 Fair—Poor language choices sometimes inappropriate for topic, purpose 
and reader; vocabulary very limited, with overuse of imprecise 
or vague terms; English interference evident, particularly with 
respect to idioms; meaning often confused or obscured 


8–0 Needs a lot of work language choices often inappropriate for topic, purpose and 
reader; range of vocabulary extremely limited; English 
interference frequent; OR not enough to evaluate 


20-17 Excellent—Very Good very few or no faults with respect to spelling / accentuation, 
punctuation, or presentation (handwriting or typing) 


16-13 Good—Adequate occasional faults in spelling / accentuation, punctuation, or 
presentation (handwriting or typing) 


12-9 Fair—Poor frequent errors in spelling / accentuation or punctuation; messy 
presentation that is sometimes illegible 


CONVENTIONS 


8-0 Needs a lot of work persistent errors in spelling / accentuation and punctuation; 
handwriting often illegible; OR not enough to evaluate 


TOTAL /100 Comments:  


  


-Appendix 2 
 
Program Learning outcome 2008-2009: Writing 
 
Direct Evidence: Portfolio (DE) 
Indirect Evidence: Reflective Essay (IE) 
 
SPAN 110 
 
1. Student 1: SPAN 110 Spring 2009 
 
- Portfolio: Student included all the material requested by the instructor. 
 


- DE- Portfolio Compositions:  
 
 Content: Student has improved in each of the research assignments.  It is evident 
that she has been working in this aspect of her writing throughout the semester. She did 
an excellent job in incorporating the instructor’s comments in her corrected essays. By 
the last essay, she displayed an outstanding piece of work in regard to the content of her 
essay. 
 
 Organization, Grammar, Vocabulary and Spelling: It seems that student did not 
have serious problems organizing her essays and kept the quality of her work in this 
aspect throughout the semester. Likewise, she did not show any serious grammar or 
vocabulary problems in her writing and demonstrated a high level of Spanish. Her 
spelling problems are limited to accent marks. While they are still present by the end of 
the semester, they are limited to a fewer number of cases. 
 


- IE- Portfolio self reflection on the Spanish Minor: 
 







Student emphasizes the importance that being able to communicate in a foreign language 
has in the professional world. She thinks that the classes she took for her Minor in 
Spanish have been of great service to her by enriching her vocabulary and helping her to 
be a better writer, as she made improvements in her linguistic and writing abilities. She 
also comments on how the Minor has helped her maintain a language she had few 
opportunities to practice. 
 
Portfolio: Excellent/ Writing ability: Excellent 
 
 
Student 2: SPAN 110 Spring 2009 
 
- Portfolio: Student included all the material requested by the instructor. 
 


- DE- Portfolio Compositions:  
 
 Content, Organization, Grammar, Vocabulary and Spelling:  Student’s writing 
assignments were of outstanding quality in terms of content, organization, grammar, 
vocabulary and spelling. Her instructor’s observations on how to improve the conclusion 
of one of her essays were incorporated in subsequent essays.  
 


- IE- Portfolio self reflection on the Spanish Minor: 
 
Student emphasizes the great and positive effect that the Minor in Spanish had on her 
academic education at UC Merced. She believes this Minor helped her to also enjoy her 
Major. Brenda considers that the Minor in Spanish gave her security and made her feel 
much more confident when communicating in Spanish. She also mentions how her 
training in translations helped her with projects for other classes.  
 
Portfolio: Excellent/ Writing ability: Excellent 
 
 
3. Student 3: SPAN 110 Spring 2009 
 
- Portfolio: Student included all the material requested by the instructor. 
 


- DE -Portfolio Compositions:  
 
 Content: At the beginning of the semester student had problems with the length of 
her essays, but after the problem was mentioned by her instructor, it was solved in the 
rest of her essays.  
 Organization, Grammar, Vocabulary and Spelling: Student maintained an 
outstanding level of writing during the semester with respect to these assessment factors. 
 


- IE -Portfolio self reflection on the Spanish Minor: 
 







Student considers the Service Learning project in SPAN 103 as one of her most 
memorable experiences while pursuing a Minor in Spanish. She worked for the 
newspaper El Tiempo, and considers this experience, together with other aspects of the 
class, a great help in improving the development of her writing abilities. She also 
emphasizes how the classes she took for her minor helped her to use connectors. 
Likewise, she believes that her classes helped her enrich her vocabulary, even if some of 
these classes, like Spanish for Business and Mstudentgement, are not directly connected 
with her Major or her academic future plans. She mentions how the Minor has helped her 
to view languages from different perspectives and thanks the faculty for all their work 
and professionalism. 
 
Portfolio: Excellent/ Writing ability: Excellent 
 
 
4. Student 4: SPAN 110 Spring 2009 
 
Portfolio: Student included all the material requested by the instructor. 
 


- DE -Portfolio Compositions:  
 
 Content, Organization, Grammar, Vocabulary: Student maintained a generally 
good quality of written work during the semester. She integrated well the 
recommendations made by the instructor. 
 
 Spelling: Even if her instructor often indicated that student’s essays had 
orthographical errors and student corrected them in her second version, spelling seemed 
to be a difficult task for her, but not to the point of making her writing in Spanish 
unacceptable. 
 


- IE -Portfolio self reflection on the Spanish Minor: 
 
Student pointed out the need for our program to offer more courses at different times. She 
considers our courses for the professions and Service Learning projects a positive 
component of the Spanish Minor. Student did not reflect on how her writing has 
benefited from the program. 
 
Portfolio: Excellent/ Writing ability: Good. 
 
SPAN 106 
 
5. Student 5: SPAN 106 Spring 2009 
 
- Portfolio: Student included all the material requested by the instructor. 
 


- DE -Portfolio Research Essays and Short compositions:  
o Essays: 







 
 Content and Organization:  Student’s first essay lacked cohesion between his 
ideas and some important details; however, by the last one submitted, he demonstrated a 
greater understanding of how to present and elaborate the main idea of his essay as well 
as to include important elements from the articles provided by the instructor for a more 
coherent piece of work.  Juan clearly demonstrated progress in his overall writing ability. 
 
 Grammar, Vocabulary and Spelling:  The quality of these aspects of his essays 
was very good. 


 
o Compositions: 


 
 Grammar:  While student’s written technique improved throughout the semester, 
he demonstrated some difficulty in the use of the past subjunctive mood.  He 
incorporated the instructor’s suggestions in his final drafts. 
 
 Content, Organization, Vocabulary and Spelling:  Student presented a very good 
level of written work in regards to these assessment factors. 
 


- IE- Portfolio self reflection on the Spanish Minor: 
 
Student states how the classes he took for the Minor have helped him in improving his 
overall writing ability. Prior to the program, he wasn’t well acquainted with the Spanish 
language rules, but by the end, he has gained a clearer understanding of their use.  In 
addition to being able to summarize better in Spanish, he has also been able to apply 
other writing techniques that he has learned in his Spanish classes to his other classes.  
 
Portfolio: Excellent/ Writing ability: Excellent 
 
6. Student 6: SPAN 106 Spring 2009 
 
Portfolio: Student did not include all the material requested by the instructor. 
 


- DE -Portfolio Research Essays and Short compositions: 
o Essays: 


 
Content, Organization, Grammar, Vocabulary and Spelling:  At the beginning of the 
semester, student demonstrated problems in all of these areas although she wrote a good 
introduction to her first essay.  Nevertheless, she omitted a conclusion and had difficulty 
in regards to the content of her paper and the overall organization.  The spelling areas 
were mainly due to accents, but not limited to them.  Although student included a 
conclusion in her final draft, she did not incorporate all of the comments made by the 
instructor.  Her quality of work was good, but needed some improvement. 


   
o Compositions: 


 







Content, Organization, Grammar, Vocabulary and Spelling:  student’s writing ability 
improved throughout the semester, yet she still displayed some problems in content and 
organization as well as the use of transition words.  In addition, student still had difficulty 
in the correct use of accents, but there were fewer errors than in her earlier compositions. 
 


- IE -Portfolio self reflection on the Spanish Minor: 
 
Student took five classes for the Spanish Minor and points out how the Spanish 
linguistics (SPAN 110) course complements the composition course (SPAN 103), and 
emphasizes how what she learned in the linguistics course helped her to be a better writer 
as she gained a better understanding of word formation, sentence structure and grammar 
rules. As far as SPAN 103 is concerned, student improved her writing ability by learning 
how to organize her essays in such a way that her ideas flowed. Furthermore, she has 
become more aware of the fact that there are various ways of writing, which has helped 
her overall in the development of her writing skills. 
 
Portfolio: Good/ Writing ability: Good 
 
 
7. Student 7: SPAN 106 Spring 2009 
 
- Portfolio: Student included all the material requested by the instructor. 
 
 


- DE -Portfolio Research Essays and Short compositions: 
o Essays: 


 
Content, Organization, Grammar, Vocabulary and Spelling:  Student maintains the same 
very good level of writing ability throughout the semester with some minor problems in 
the area of organization.  His essays were of a very high quality in regards to content with 
few errors in grammar, vocabulary and spelling. 
 


 
o Portfolio Compositions: 


 
Content, Organization, Grammar, Vocabulary and Spelling:  Student’s development of a 
thesis clearly improved over the course of the semester yet he still demonstrated some 
grammar problems, especially in the use of Anglicisms and articles and prepositions that 
were not necessary or relevant to the text. 
 


- IE. Portfolio self reflection on the Spanish Minor: 
 
Student points out how every class that he took in the Spanish Minor program is 
connected with the others, and how this helped one to be more prepared for the other.  He 
considers the program to be very beneficial in the practice and improvement of his 







writing skills in the Spanish language, especially in learning to identify Anglicisms and to 
correct them. 
 
Portfolio: Excellent/ Writing ability: Very Good 
 
 
8. Student 8: SPAN 106 Spring 2009 
 
- Portfolio: Student included all the material requested by the instructor. 
 
 


- DE -Portfolio Research Essays and Short compositions: 
o Essays: 


 
Content and Organization:  In student’s first essay she needed to display more cohesion 
to her ideas.  By the later essays, she improved noticeably, with fewer problems in 
content and organization.  Incorporating the instructor’s comments clearly helped 
Student’s level of writing. 
 
Grammar, Vocabulary and Spelling:  Throughout the semester, student maintained a 
fairly high level in these areas with some problems in grammar and few spelling errors, 
mainly in regards to accents. 
 


 
o Portfolio Compositions: 


 
Content, Organization, Grammar, Vocabulary and Spelling:  Similar to the essays, 
student’s difficulties seem to lie in content and organization more than in grammar, 
vocabulary and spelling.  The development of a thesis and the use of transition words is 
where she needs the most improvement.  Nonetheless, student did an excellent job in 
incorporating the instructor’s comments, which led to more cohesive and well-written 
compositions. 
 


- IE: Portfolio self reflection on the Spanish Minor: 
 
Student speaks very highly of the Spanish minor program and of the Professors Adán-
Lifante and Pineda-Vargas.  She stated that she wishes there were more classes being 
offered in the Spanish language program.  Student did not reflect much on how her 
writing has benefited from the program except for in regards to the last class that she 
took, Hispanic Cultures II (SPAN 106).  She mentions that with each essay she wrote she 
learned something new and felt proud of her finished product.  Like some of her 
classmates, Student also indicates the need to not think in English when writing in 
Spanish. Over time, she has learned not to do so, which has helped tremendously in her 
overall development of the written language. 
 
Portfolio: Excellent/ Writing ability: Good 







 
SPAN 142 
 
9. Student 9: SPAN 142 Spring 2009 
 
 
- Portfolio: Student included all the material requested by the instructor. 
 


- DE -Portfolio writing exercises:  
 
Content, Organization, Grammar, Vocabulary: Student shows in her writing work an 
excellent command of the above mentioned categories from the start of the semester.  
 
Spelling: One of the aspects with which student seemed to struggle during the semester 
was the use of accent marks. However, by the end of the semester the occasions were 
accents marks were missing were minimal. 
 


- IE -Portfolio self reflection on the Spanish Minor 
 
Student mentions how all courses in this minor have a similar format. She characterizes 
them by their small size and their interactivity. She also emphasizes, among other 
aspects, the research component in these courses. Student also mention how the classes 
she took to complete the Minor in Spanish helped her to bettering her spelling, to practice 
the elaboration of different kind of essays, and to enrich her vocabulary. Student thanks 
her instructors and the Spanish program for offering the Spanish courses she took since 
she considers that they made her college experience more complete. 
 
Portfolio: Excellent/ Writing ability: Excellent 
 
10. Student 10: SPAN 142 Spring 09 
 
- Portfolio: Student did not include all the material requested by the instructor. 
 


- DE -Portfolio writing exercises:  
 
Content, Organization, Grammar: Student demonstrated command of these three aspects 
by the end of the semester. 
 
Spelling, Vocabulary: By the end of the semester the interference with English was 
present in student’s work. She also lacked command in the use of accents marks. 
 


- IE -Portfolio self reflection on the Spanish Minor 
 
Student do not comment specifically on the development of her writing skills, but she 
comments on her acquisition of vocabulary, cultural issues and the opportunity to get 
familiar with the work of Hispanic writers. She thanks the instructors of the course she 







took for their dedication. She also adds a comment on the benefits of having a Spanish 
major in the future. 
 
Portfolio: Fair/ Writing ability: Good 
 
* Student took one more course than required for the minor (LIT 51, SPAN 103, SPAN 
105, SPAN 141, SPAN 142, SPAN 180) 
 
11. Student 11: SPAN 142 Spring 09 
 
- Portfolio: Student included most of the material requested by the instructor. 
 


- DE -Portfolio writing exercises:  
 
Content, Organization, Grammar, Vocabulary, Spelling: In her writing exercises student 
demonstrate an excellent command on all these skills.  Her writing work was made with a 
lot of care and was outstanding. 
 


- IE -Portfolio self reflection on the Spanish Minor 
 
Student explains that all the classes she took for the Minor in Spanish contributed to her 
development as a writer and to go deep into Hispanic issues. She comments on how the 
writing of compositions offered her with the opportunity to bettering her ability to 
communicate in a more formal Spanish. She also emphasizes the importance of 
collaborative work in gaining confidence in her work and in not being afraid to share it 
with others. Another issue on which Student reflects is on the opportunity that her Minor 
in Spanish courses offered for her acquisition of a more academic Spanish. 
 
Portfolio: Good/ Writing ability: Excellent 
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Major Degree Programs: Curriculum map depicting the alignment between Program Learning Outcomes (PLOs) for UC Merced major 
degree programs and Core 1 and 1001 and the Eight Guiding Principles of General Education based on alignments reported by 
program faculty in Section III of Faculty Accreditation Reports2. Numbers or letters reference specific PLOs. 


  Eight Guiding Principles 


 


Major 
Program 


Scientific 
Literacy 


Decision 
Making Communication 


Self  
&  


Society 


Ethics  
& 


Responsibility 


Leadership  
&  


Teamwork 


Aesthetic 
Understand


-ing & 
Creativity 


Development 
of 


Personal 
Potential 


G
E 


Core 1 2 1,2, 4 1-5 3-5 4 1,3 2,5 1 


Core 100 1 1,2, 4 1-5 3-5 4 1,3 2,5 1 


Sc
ho


ol
 o


f E
ng


in
ee


rin
g 


Bioengineering 1,2,3,4 2,3,4 1,2,3,4 2,4,5 3,4,5 5 2,4  


Computer 
Science & 


Engineering 
a,b,c a,b,c c,f d,e,f,g,h d,e c,d,e,g d,e,i,j,k a,b,c,h,i,j,k 


Environmental 
Engineering 1,2,3,4 


1, 2,3, 
4,5,6 


1, 2,3, 4,5 3,4,5,6 3,4,5,6 3,4,5,6 3,4,6 4,6 


Materials 
Science & 


Engineering 
1,2,3,4 1,3,4 1,2,3,4 3,5 3,5 3,5 3  


Mechanical 
a,b,d,e,k,l,


m,o 
a,b,c,d,e,


k,l,o 
a,b,g,o c,e,f,h,j,


m,o 
c,d,f,o a,c,d,e,i ,o c,e,m,o d,e,i,k,o 


Sc
ho


ol
 o


f N
at


ur
al


 S
ci


en
ce


s Applied 
Mathematics 1,2,3,5 1,2 4 3,4,5     


Biology 1,2,4 2,3,5 4 1,5 5 3 2 2,3,4 


Chemistry 1,2 2,4 3 4 4 3 2,3 1,3,4 


Earth Systems 
Science 1,2,3 3 4 2 2 5  5 


Physics 1,2,3,5 1,2,3,5 4 4,5 5 4 1,2,5 1,2,3,4,5 


Sc
ho


ol
 o


f S
oc


ia
l S


ci
en


ce
s,


 H
um


an
iti


es
 a


nd
 A


rts
 


Anthropology 1,2,4,5,6 1-6 1-6 1,2,3,4,5
,6 


1,3,5 1-6 1,2,4 1,2,3,4,5,6 


Cognitive 
Sciences 1,2,3 4 4 1,4,5 1,4 2,5 4 5 


Economics2 c b,c,d,e g a f   e 


History  1-5 1-5 1-5 1-5   1-5 


Literature & 
Cultures  3,4 1,2,3,4,5 1,2,3,5 3,4 3 1,2,4,5 1,2,3,4,5 


Management2 1 2 4 2  5 3  1,2,3,4,5 


Political 
Science 2,3 1,2,5 4 1,5 1    


Psychology 1,2,3 2,3,4 1-4 1 1 1,5 1,5 1 


Sociology 1,3,5 1,2,3,5 2,3,4,5 1,2,5 1,2 2,4,5  1-5 


                                                 
1 Institutional General Education program. Writing 101, 116, 117, 118 and 119 are approved substitutes for Core 100. 
2 Faculty did not directly relate PLOs to the Eight Guiding Principles.  In these cases, an alignment was proposed by staff. 



https://collegeone.ucmerced.edu/files/GuidingPrinciples





Minors: Curriculum map depicting the alignment between Program Learning Outcomes (PLOs) for UC Merced minor 
programs and the Eight Guiding Principles of General Education based on alignments reported by program faculty in 
Section III of Faculty Accreditation Organizer Reports3. Numbers or letters reference specific PLOs4.  


 


 
Eight Guiding Principles 


 


Minor 
Program 


Scientific 
Literacy 


Decision 
Making Communication 


Self  
&  


Society 


Ethics  
& 


Responsibility 


Leadership  
&  


Teamwork 


Aesthetic 
Understand


-ing & 
Creativity 


Development 
of 


Personal 
Potential 


N
at


ur
al


 S
ci


en
ce


s 


Applied 
Mathematics 1,2,3 1,2 4 3,4     


Chemistry 15       1 


Environmental 
Studies & 


Sustainability 
1,2,3 1,2 3 3 2,3    


Natural 
Sciences 
Education  


1a,b,d 
2a-d 


1b-e, 
2a,c,d  


1a,b 
2a-d 


1a-e, 
2a,c,d 


1a-e, 
2a,c,d 


1b,  
2a,c,d 


2a-d 
1a,b,e 
2a-d 


Physics 1,2, 1,2     1,2 1,2 


Sc
ho


ol
 o


f S
oc


ia
l S


ci
en


ce
s,


 H
um


an
iti


es
 a


nd
 A


rts
 


American 
Studies         


Global Arts 
Studies  1-4 1-4 1-4 1-4 1-4 1-4 1-4 


Chicano/a 
Studies 2,3 1,4 1,6 2,3,4 6  1,5 1-6 


Cognitive 
Sciences 1   1,5 1 5  5 


Economics         


Literature & 
Cultures  3,4 1,2,3,4,5 1,2,3,5 3,4 3 1,2,4,5 1,2,3,4,5 


Management         


Media Arts 
Program  1,3, 4 2,3,4 2,3,4 2,3,4 1,4 1-4 1-4 


Philosophy 3,4,5a 5b 1,2 1,2,4,5c 5b 2,4 2 1,2,4 


Political 
Science 2,3 1,2,5 4 1,5 1    


Public Health 3 4 5 2     


Psychology 1,2,3 2,3,4 1-4 1 1 1,5 1,5 1 


Services 
Science          


Spanish 2,4 1-5 1-5 1-5 1,5 1-5 1-5 1-5 


Writing 2 1,2, 4 1-5 3-5 4 1,3 2,5 1 


                                                 
3 In a few cases, faculty did not directly relate PLOs to the 8 Guiding Principles. In these cases, an alignment was proposed by staff.  
4 Empty rows reflect minors that have not developed PLOs. 
5 A variant of the first PLO for majors. 



https://collegeone.ucmerced.edu/files/GuidingPrinciples



		Majors

		Minors










UC Merced is planning educational experiences designed to prepare well-educated people of the twenty-
first century for the workplace, for advanced education, and for a leadership role within their communities.  
UC Merced graduates will be exceptionally well-prepared to navigate and succeed in a complex world.  
The principles guiding the design and implementation of our academic program are envisioned within a 
continuum that ranges from preparatory and advanced curricula in general education and in the majors, 
through a variety of educational activities, inside and outside the classroom. 
 
All UC Merced graduates will reflect these principles, which provide the foundation for their education: 
 


• Scientific literacy: To have a functional 
understanding of scientific, technological and 
quantitative information, and to know both 
how to interpret scientific information and ef-
fectively to apply quantitative tools; 


 
• Decision-making: To appreciate the 


various and diverse factors bearing on deci-
sions and the know-how to assemble, evaluate, 
interpret and use information effectively for 
critical analysis and problem-solving; 


 
• Communication: To convey information to and communicate and interact effectively 


with multiple audiences, using advanced skills in written and other modes of communication; 
 


• Self and Society: To understand and value diverse perspectives in both the global and 
community contexts of modern society in order to work knowledgeably and effectively in an 
ethnically and culturally rich setting; 


 
• Ethics and Responsibility: To follow ethical practices in their professions and com-


munities, and care for future generations through sustainable living and environmental and so-
cietal responsibility; 


 
• Leadership and Teamwork: To work effectively in both leadership and team roles, 


capably making connections and integrating their expertise with the expertise of others; 
 


• Aesthetic Understanding and Creativity: To appreciate and be knowledgeable 
about human creative expression, including literature and the arts; and 


 
• Development of Personal Potential: To be responsible for achieving the full 


promise of their abilities, including psychological and physical well-being. 
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Alignment of Eight Guiding Principles and Student Affairs Learning Outcomes 


Eight Guiding Principles of General Education 
Scientific Literacy:  To have a functional understanding of scientific, technological and quantitative information, and to know both 
how to interpret scientific information and effectively apply quantitative tools; 
Decision Making:  To appreciate the various and diverse factors bearing on decisions and the know‐how to assemble, evaluate, 
interpret and use information effectively for critical analysis and problem solving; 
Communication:  To convey information to and communicate and interact effectively with multiple audiences, using advanced skills 
in written and other modes of communication; 
Self and Society:  To understand and value diverse perspective in both the global community contexts of modern society in order to 
work knowledgeably and effectively in an ethnically and culturally rich setting; 
Ethics and Responsibility:  To follow ethical practices in their professions and communities, and care for future generations through 
sustainable living and environmental and societal responsibility; 
Leadership and Teamwork:  To work effectively in both leadership and team roles, capably making connections and integrating their 
expertise with the expertise of others; 
Aesthetic Understanding Creativity:  to appreciate and be knowledgeable about human creative expression, including literature and 
the arts; and 
Development of Personal Potential:  To be responsible for achieving the full promise of their abilities, including psychological and 
physical well being. 
 
Student Affairs Learning Outcomes 
Improve confidence in their abilities (learning, social, critical thinking, creativity, problem solving and purposeful risk taking) 
 
Develop a sense of civic responsibility and engagement 
 
Demonstrate effective written, verbal and technological communication skills 
 
Increase capacity for leadership and teamwork 
 
Articulate a sense of self, identity and knowledge of their effects on others 
 
Develop an understanding and appreciation of human differences 
 
Develop skills for life long personal well‐being and success 
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Alignment of the Division of Student Affairs Learning Outcomes and the Eight Guiding Principles of General Education.  
 


Division of Student 
Affairs’ Learning 


Outcomes 


Scientific 
Literacy 


Decision 
Making  Communication 


Self  
&  


Society 


Ethics  
& 


Responsibility 


Leadership  
&  


Teamwork 


Aesthetic 
Understanding 


Creativity 


Development 
of 


Personal 
Potential 


Improve confidence 
in their abilities  
(critical thinking, 
creativity, problem 
solving) 


   
 
        X 


         
 
         X 
 
 


 


Demonstrate 
effective written, 
verbal and 
technological 
communication 


     
 
         X 


         


Articulate a sense 
of self, identify and 
knowledge of their 
effect on others 


       
 
       X 


       


Develop an 
understanding and 
appreciation of 
human difference 


       
 
       X 


       


Develop a sense of 
civic responsibility 
and engagement 


         
      X 
 


     


Increase capacity 
for leadership and 
teamwork 


           
     X 


   


Develop skills for 
life long personal 
well‐being and 
success 


               
    X 
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Below are the Student Affairs programs, services and activities that support the Student Affairs Learning 
Outcome AND its related Guiding Principles of General Education. 
 


GE Guiding Principle:  Decision Making and Aesthetic Understanding and Creativity 


Student Affairs LO:  Improve confidence in their Abilities (learning, social, critical thinking, creativity, problem solving and purposeful risk taking) 


Student Affairs Unit   Programming or Service 


Registrars Office   My Audit – Automated degree audit available to all students.  
 Registration Round‐up – session offered to help freshmen understand policies and procedures and 


prepare for spring registration. 


International Affairs   Everything about preparing, living and returning from a cross‐cultural experience in study abroad 


Office of Student Life   Welcome Weeks Program:  Keys to Success 
 Bobcat Money Wise Institute  
 Soul’d Out Poetry Jam  
 Recruitment Workshop for all registered club and organization members 


Graduate Student 
Services 


 Graduate Student Mentor Program 


Students First Center   Teach students how to navigate University resources  


Residence Life   Student conduct (judicial) process focuses on students’ decisions and ramifications and committed 
to educational sanctions 


 Student staff (RA, Sr. RA, Lead SA, OA, Residential Housing Government) training and on‐going 
supervision 


 
Student Advising & 
Learning Center 


 Tutoring  
 Study skills and numerous learning strategies workshops 


Recreation   Student staff members coordinate and manage the building and units.  
 Outdoor trips programs 


Dining Services   Student Employment 2.0 program focuses on increasing student employee confidence and problem 
solving 
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Admissions   Training for student tour guides on campus information and professional representation.  
 Training for student staff working on student applicant follow up campaign.  
 Provide student staff mentoring by staff on logic, process and decision making 


Career Services   Student Employment 
 Student Internships 
 Career Counseling: The CSC utilizes personal decision‐making models to help students determine 


where they are in the career decision‐making process and creates frameworks for career choice 
and career efficacy. 







 


 5


 


GE Guiding Principle:  Ethics and Responsibility 


Student Affairs LO:  Develop a sense of civic responsibility and engagement  


Student Affairs Unit   Programming or Service 


Financial Aid    Conduct “Senior Disorientation” and “Exit Interviews” to ensure students understand financial aid 
responsibilities upon leaving our institution.  


 Co‐host scholarship reception to encourage students to thank donors and to inspire them to give 
back in the future 


International Affairs   Engagement with foreign cultures at UC Merced and overseas. 


Office of Student Life   Yosemite Leadership Program’s Legacy Project:  A social change project reflecting students’ 
leadership development and commitment to environmental advocacy 


 California Coastal Clean‐up 
 ASUCM Student Advocacy Initiative 
 Race for the Cure:  Breast Cancer fundraiser 
 Making Strides Walk, Kids Day – children’s hospital fundraiser  
 Business Fair 
 Community Organization Fair 
 Fraternity/Sorority philanthropy and community service events  
 Earth Day events 
 Veteran’s Day parade with Merced community 


Health Services   Campus blood drive twice each semester 
Students First Center   Staff provide guidance regarding university dates and deadlines 


 Through our services and resources students should learn to meet their obligations and become a 
responsible member of our campus community 


Residence Life   Citizenship is one prong of the programming model focusing on civic engagement, social justice, 
active engagement in their community, leadership skill development.   


 Residential Housing Government serves as the liaison between the residents and housing 
administrative staff providing input on policies, budget, and issues related to residents. 


Recreation   Community service requirements for all sport club student athletes 
  Outdoor trip programs – “Leave No Trace” principles 
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Dining Services   Dining Services Advisory Board 
Career Services   Workshops: How to Find a Summer Internship, UC Center Sacramento Info Session, How to Obtain 


an Internship for Credit, Mercy Medical Center Volunteer Program Info Session, Green Careers.  
 Career Counseling regarding internships/volunteer opptys, rescinding jobs and reneging.  
 Coordinate service learning/internship placement sites for History 190 and Psychology 170  


Student Affairs 
Administration 


 Participation in Student Fee Advisory Committee – deliberating on budget allocations and 
monitoring appropriate expenditure of student fees. 
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GE Guiding Principle: Communication 


Student Affairs LO: Demonstrate effective written, verbal and technological communication skills 


Student Affairs Unit   Programming or Service 


Graduate Student 
Services 


 Writing Workshops  
 Graduate Art and Research Symposium 


International Affairs   Provide guidance throughout EAP application process, a complex application process for both 
student visas and study abroad. 


Office of Student Life   Black History Month Oratorical Contest 
Student Advising & 
Learning Center 


 Tutor training – CRLA certified  
 Peer tutoring in several disciplines 
  Intercultural  leadership and communication training for peers, tutors, peer academic advisors, 


orientation leaders 
Residence Life   Submitting on‐line applications, programming proposals, and informational reports  


 Conduct: student must verbally communicate their account of incident details, written appeal 
letters that justify appropriate ground(s), RA’s submit written informational reports  


 Training: Effective communication, conflict resolution, problem solving, interpersonal sensitivity, 
objective fact documentation, customer service, and more. 


 Office Assistants trained to operate audio/visual systems in meeting rooms. 
 Supervision time is used to follow up and coach staff to become effective communicators 


Recreation   Training for student staff to communicate clearly and effectively to Rec Center visitors 
Career Services   Workshops on How to Write a Resume/Cover Letter, How to Write a Personal Statement, 


Interviewing Skills, Professionalism, How to Write a CV, The Importance of Networking, Employer 
Info Sessions/Visibility Tables, How to Prepare for a Professional Conference   


 Mock Interviews, Resume/Cover Letter Critiques, Personal Statement Reviews  
 Graduate School Fair 
 Career and Internship Fair   
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GE Guiding Principle:  Leadership and Teamwork 


Student Affairs LO:  Increase Capacity for Leadership and Teamwork 


Student Affairs Unit   Programming or Service 


International Affairs   Students applying to EAP must work broadly across campus to coordinate academic, housing, and 
student affairs aspects of application. 


Office of Student Life   University Leadership Conference  
 ASUCM Leadership Conference  
 ASUCM Leadership Retreat 
 ASUCM High School Leadership Conference  
 Bobcat Leadership Series  
 Yosemite Leadership Program  
 Student Organization training  


Health and Wellness   Health & Wellness leadership training program  


Health Services   HEROES certified peer educator training 
 Health Advisory Committee 


Residence Life   Hire, train and supervise several Residence Life student leadership positions (Lead Office Assistant, 
Office Assistants, Senior Resident Assistants, Resident Assistants, Programming Assistants, 


 Resident Housing Government (President, Vice President, Secretary, Treasurer, Publicity Director, 
Historian, Hall Representatives) is elected by the residents to serve the residents.  


 Leadership Training around supervision, situational leadership, teambuilding, community 
development, program/event coordination/implementation 


 Team approach to many functions such as after‐hour duty and programming 
 RA selection includes group process to ascertain teamwork abilities 
 Roommate and Suitemate agreements 


Student Advising & 
Learning Center 


 Tutor training (includes 4‐credit upper division course) 
 Orientation leader retreat 
 Peer academic advisor training 


Recreation   Yosemite Leadership Program  
 Week of Wilderness Program  
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 Intramural sports team captains  
 Sports club athletes  
 Recreation student staff coordinators  
 Outdoor trips program 


Dining Services   Opportunities for student associates to be promoted to student supervisors 
Students First Center   Promotes and recruits students to participate in the Student Regent application process 
Student Affairs 
Administration 


 Leadership opportunities on Student Fee Advisory Committee – chair and vice chair 


Career Services   Workshops: Transferring Campus Leadership to Career Success, How to Incorporate Greek 
Experience on a Resume, How to Incorporate Student Employment Experience on a Resume, MBTI 
Group Interpretation (i.e. for Orientation Leaders, Student Clubs, etc.)   


 Career Peer Educator (CPE) Program 
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GE Guiding Principle:  Self and Society 


Student Affairs LO:  Articulate a sense of self, identify and knowledge of their effects on others 


Student Affairs Unit   Programming or Service 


International Affairs   Study Abroad programming 
 International Student Association 
 International Education Week  
 International Opportunities Fair  
 Cross‐ cultural and adjustment counseling 


Office of Student Life   Social Justice Retreat 
 Social Justice film series 
 GLBTQ Pride Week  
 Women’s Program: Healthy Relationships  
 Conduct process focuses on student behaviors’ impact on community and on others  


Residence Life   Conduct focuses on student’s self‐awareness and one’s impact on others 
 Programming to help students increase self‐awareness and how they interact with others 
 Training and supervision to help student staff increase their own self‐awareness and to help 


students see the effect of their behavior on others in the community 
 Handbook written with rationale for policies 
 Mediation services  


Student Advising & 
Learning Center 


 Tutor training 
 Orientation leader training 
 Peer academic advisor training 
 Learning styles workshops 


Recreation   Week of Wilderness Program 
Career Services   Workshops: Career Planning 


 Career Counseling conducts Career Assessments   
 Student in Free Enterprise (SIFE), a non‐profit business that challenges university students to 


develop community outreach projects.  
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GE Guiding Principle:  Self and Society 


Student Affairs LO:  Develop an understanding and appreciation of human differences 


Student Affairs Unit   Programming or Service 


International Affairs   International programs introduce other cultures and encourage students to explore human 
differences 


Office of Student Life   Social Justice Retreat  
 GLBTQ Pride Week 
 Women’s History month  
 Multi‐cultural Odyssey in San Francisco 


Residence Life   “Citizenship” is the programming area designed to educate residents on issues related to social 
justice, diversity, civic engagement, community service, and leadership.   


 Student staff training: customer service, social justice, policies, harassment and sexual harassment, 
discrimination, social sensitivity, cross gender communication, etc.  


 Gender Neutral housing option and information sessions 
 Conduct‐staff trained to understand and enforce certain policies directly related to respect for 


human individuality 
 Mediation services 
 Supervisory meetings used to process and engage in dialogues related to human differences 


Student Advising & 
Learning Center 


 Learning styles workshops 
 Training of Peer Academic Advisors, Peer Tutors, and Orientation Leaders all include significant 


focus on understanding and appreciating differences. 
Dining Services   Dining Services theme meals highlight foods from different cultures 
Career Services   Workshops: Dare to Care Global Panel (Engineers without Borders and Doctors without Borders 


Speakers’ Panel), “Out in the Workplace” Speakers’ Panel, Green Careers Workshop  
 Career Peer Educator (CPE) Program: Offer training on multicultural awareness 
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GE Guiding Principle:  Development of personal potential 


Student Affairs LO:  Develop skills for lifelong personal well‐being and success 


Student Affairs Unit   Programming or Service 


International Affairs   Living and succeeding in cross‐cultural environments  
 Fulbright Scholarship opportunity 


Office of Student Life   Money Wise Bobcat Institute  
 GLBTQ Pride Week  
 Senior week programs  
 Dove’s Real Beauty Campaign promotes positive body image 
 The Dating Doctor: Relationships 


Recreation   Personal training  
 Group Fitness classes  
 Fitness assessment  
 Open recreation program 


Student Advising & 
Learning Center 


 Success workshops  
 Learning skills workshops 
 New student orientation 
 Peer Academic Advising Workshops: note‐taking, reading strategies, studying for tests, writing, 


time management, learning styles, choose‐a‐major workshops  
 Undeclared advising  
 “Demajored” student support and advising 


Health Services   Wellness Fair 
 HEROES tabling 
 Presentations on healthy lifestyle choices to Greek students organizations and new students during 


Welcome Week  
 Counseling and Psychological Services presentations to Residence halls  
 Counseling and Psychological Services presentations for group therapy. 
 Disabilities Services orientation program for students with disabilities 


Career Services   Workshops: Job Search Skills, Interviewing Skills, Resume and Cover Letter Writing  
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 Etiquette Dinner 
 Graduate School Fair 
 Career and Internship Fair 


Residence Life   The programming focus areas “Resources” and “Scholarship” both seek to provide residents with 
information and skills to help them transition to the University and beyond 


 Leadership positions offer training in areas to promote future success 
 Living on campus promotes independent thinking and need to manage personal behaviors 


 
 





