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Preface:  Becoming What We Want (and Need) To Be 
To accomplish the goals of the accreditation process, and in support of the campus Diversity Action Plan, 
the focus of WASC Theme 2 has been defined as “ensuring inclusive academic excellence for 
traditionally under-represented students in the areas of student access, persistence and graduation.”   The 
WASC proposal identified three research questions for exploration by the Theme 2 Action Team: 

1. In which HSU program areas are the largest numbers and percentages of under-represented 
students retained and graduating?  

2. Within the program areas identified in Q.1, what "best practices," circumstances, or other 
conditions are evident as factors that affect under-represented students' access, retention, 
achievement, and graduation?  

3. How can these "best practices," circumstances, or other conditions be used to facilitate under-
represented students' access, persistence, academic achievement, and graduation in other HSU 
program areas?  

Answers to these questions will explore HSU’s best practices in the areas of student access, persistence, 
and graduation in an effort to determine how these best practices might enhance academic success for 
under-represented students.  The Action Team is charged with developing multiple plans that will 
include both process and outcome objectives that are measurable and ambitious, and that are based on 
analyses of institutional data at the academic program level.   The processes being employed to develop 
answers to these questions and to formulate action plans for the campus are discussed below.  Before that, 
we need to turn to a more basic question:  Why is diversity important in the formation of the lives of our 
students, staff, faculty, and administrators?  We must answer that question, for only when we are claimed 
by the conviction that diversity matters will our efforts toward access, persistence, graduation, and 
academic success for under-represented students be energized and sustained. 
 
To focus the brief discussion in this report, we draw on a paper (one of three1) commissioned by the 
Association of American Colleges and Universities to provide an intellectual framework for its new 
initiative, Making Excellence Inclusive. That initiative is a multi-year endeavor designed to help 
campuses “(a) integrate their diversity and quality efforts, (b) situate this work at the core of institutional 
functioning, and (c) realize the educational benefits available to students and to the institution when this 
integration is done well and is sustained over time.”  HSU’s WASC themes, the basis for future 
accreditation, are directly in accord with (a) since Theme 1 is to identify learning outcomes which all 
HSU graduates should demonstrate, verified with assessment measurements, while Theme 2 focuses 
specifically on improving access, persistence, and academic achievement of under-represented students 
                                                 
1 The three commissioned papers are “Making Diversity Work on Campus: A Research Based Perspective”, “Achieving 
Equitable Educational Outcomes with All Students: The Institution’s Roles and Responsibilities,” and “Toward a Model of 
Inclusive Excellence and Change in Postsecondary Institutions. “  Each examines one or more elements which 
comprehensively link diversity and quality of learning, embedding this into the campus structure and sustaining it over time so 
that it becomes the campus culture. All three papers are available at <http://www.aacu.org/inclusive_excellence/papers.cfm>. 
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within the larger framework of the learning outcomes for all students.   Key to our understanding is the 
inextricable necessity of achieving the goals of Theme 2 in order to achieve Theme 1.  Becoming who we 
want and need to be cannot occur without diversifying our campus.   
 
Integrating diversity and quality into the core of our institutional functioning (point b above) is a key 
element (and will be discussed in our final report) in re-visioning our diversity efforts.  Presently, we have 
“pockets” of faculty, staff, and students who provide our campus with an array of support systems and 
activities that serve to increase the access, retention, and academic success of under-represented students.  
Their service and advocacy play a critical role in helping the campus community engage and reflect upon 
the nature, challenges, and benefits of being among persons with identities other than one’s own.   
However, the goal is to become an educational community with a cohesive vision and coordinated 
institutional structure that simply assumes diversity as the “given” mode of existence because its benefits 
are so great (point c above). 
 
Diversity as Educational Process 
A common tendency on university campuses is to focus too heavily on diversity mainly in terms of the 
ethnic composition of the student body.  Increasing the proportion of under-represented students on 
campuses is absolutely crucial—the educational benefits of diversity cannot occur unless diversity exists!  
However, increasing the proportion of under-represented students enrolled and succeeding is not the 
ultimate goal.  Rather, the ultimate goal is the learning outcomes—the valuable attributes of human 
existence that emerge within an atmosphere of diversity and are essential to the making of a learned 
person.  Those characteristics—those learning outcomes—are goals we have identified for all our 
graduates; and to achieve most of them requires increasing compositional diversity so that those attributes 
can develop in all our students. 
  
For example, Chang (1999) found that the likelihood that students will engage with students of different 
backgrounds increases as compositional diversity increases. 2  Likewise, in a later study, Chang (2003) 
found that there are differences of opinion between racial groups at the point of college entry on important 
social and political issues.  Campus communities with greater compositional diversity tend to create more 
richly varied, interactive pedagogies which require direct interaction not only with persons who have 
differences of opinion, but also with a broader array of worldview constructions.  “Such an atmosphere 
creates greater discontinuity for students and subsequently improves the chances for enhanced cognitive 
and identity development.  For example, when students encounter novel ideas and new social situations, 
they are pressed to abandon automated scripts and think in more active ways.” 3  Such skills are important 
in a democratic society, in a world of increasing contact among groups, and in a workforce that must 
solve problems collaboratively and creatively.  These learning outcomes, these abilities, occur more 
frequently and with greater integrative depth when there is greater compositional diversity.  That is the 
type of benefit inherent in diversity—and that is the goal. 
We should examine the numbers to alert ourselves to the extent of our compositional diversity; and to 
increase the numbers, we will need to be truly captivated by the educational vision that diversity enables.  
Only then will we have the motivation to prioritize resources and practices that will recruit and retain 
students and faculty of color and other under-represented students to ensure the success of all our students 
and the enrichment of all our lives.  Recruitment, retention, and success of under-represented students is 
not the majority society’s way of lending a “helping hand” to them; it is a recognition of the value of all 

                                                 
2 Cited in Milem, Chang, and Antonio, “Making Diversity Work on Campus: A Research-Based Perspective”, p. 6. 
3 Milem, Chang, and Antonio, pp. 6, 8. 
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persons in their particularity, and the benefits that we all experience as persons when each of us is 
affirmed, challenged, and expanded by the presence of others different from ourselves. 
 
A campus will not reap the full extent of the above benefits without increasing its compositional diversity.  
However, increasing compositional diversity does not in itself automatically result in extensive gains in 
such cognitive and personal growth of students, faculty, and staff.  It doesn’t “just happen” because one 
manages to increase compositional diversity.  It is just as likely that the under-represented students will 
come, and then leave, if the campus structures fail to support their presence effectively.  It is toward 
determining the components of this “effective structure” that our examination of “best practices” 
presently is directed.  
 

Baseline Institutional Data 
 
1. In which HSU program areas are the largest numbers and percentages of under-represented students 

retained and graduating? 
 
In its Institutional Proposal to the Western Association of Schools and Colleges (WASC) for Re-
accreditation, Humboldt State University stated as a primary concern, “The student population at HSU 
does not reflect the demographic diversity and cultural richness of the state of California 
....The percentage of non-White students at HSU is below state and CSU System percentages, and the 
same is true for percentages of faculty and staff” (April 2006).  Table 1 below attests to the under-
representation of “students of color” (SOCs) at HSU: 
 

Table 1:  Ethnic Diversity of HSU, CSU, and State of California 
 

    
     HUMBOLDT STATE UNIVERSITY  
                           Fall 06 

CSU 
2005 

CA 
2005* 

CA 
2005** 

      Males  Females 
  
Total Percent Percent Percent Percent 

Asian   124 143 267 3.60% 15.10% 12.40% 12.40%
Black   116 148 264 3.60% 7.10% 6.10% 6.10%
Hispanic   304 439 743 10.00% 26.20% 35.50% 35.50%
Native American 74 106 180 2.40% 0.90% 0.70% 0.70%
Pacific Islander 21 22 43 0.50% 0.70% 0.40% 0.40%
White   1826 2292 4118 55.40% 44.80% 60.90% 25.40%
Other   272 360 632 8.50% 5.20% 16.40% 16.40%
Unknown/Multiple 580 608 1188 16.00%   3.10% 3.10%
     100.00% 100.00% 135.50% 100.00%

   
  *2005 Census data include Hispanic and Latino in White and then disaggregate. 
**2005 Census data as they would appear if Hispanic and Latino were not included in White. 
The foregoing data indicate that if Humboldt State’s goal is to reflect the demographic diversity and 
cultural richness of the CSU System and state of California—with the five major SOC groups totaling 
50% to 55% of the student body—the Asian enrollment must triple or quadruple, Black enrollment must 
double, and Hispanic enrollment must triple.  In fall 2006 only three HSU majors (Ethnic Studies, Native 
American Studies, and Social Work) had enrollments reflecting more than 40% SOCs.  Of these three, 
only Social Work included representation of all five major SOC groups, including three groups (Black, 
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Native American, and Pacific Islander) whose enrollments exceeded both CSU and state population 
distributions (percentages).   
 
The retention and graduation of under-represented students begins with their recruitment and admission, 
generally regarded as “access” issues.  Humboldt State’s ethnic diversity in any given semester is the 
result of a variety of efforts to facilitate access by generating applications from students who not only 
meet the University’s enrollment criteria but also actually enroll at HSU.  Their persistence beyond initial 
enrollment depends upon their HSU and concurrent life experiences, generally regarded as “retention and 
graduation” issues. Appendix A provides graphic depictions of HSU’s non-White and White/Other 
enrollment trends from 1998 to 2005. 
 
Appendix B provides a five-year summary of the numbers, percentages, and yield rates of first-time 
freshman applications by ethnic group.  The data indicate that the ethnic diversity of HSU applicants has 
much more closely resembled CSU System and California demographics than the resulting student 
enrollments.  That is, 7.2-8.4% of first-time freshman applicants were Asian, 6.9-11.7% were Black, 19-
26.6% were Hispanic, 1.1-1.5% were Native American, 38.9-50.7% were White, and 11.6-16.4% were 
Unknown.  Thus it has been the differential yield rates on first-time freshman applications from ethnic 
group to ethnic group that ultimately resulted in a disproportionately White student population, albeit less 
so since 2003.4   
 
The similarity of HSU's Fall 2000 enrollment (7,433) and Fall 2006 enrollment (7,435) provide a unique 
opportunity to better understand how the University’s diversity is changing.   
 

Table 2:  HSU Student Demographic Changes Between Fall 2000 and Fall 2006 
  ETHNICITY       GEOGRAPHIC ORIGIN            CLASS STANDING 
  2000 2006   2000 2006   2000 2006 
Asian 215 267 Local 1,832 1,728 Freshmen 1,323 1,542
Black 165 264 No. CA 890 924 Soph. 857 860
Hispanic 579 743 Bay Area 1,235 1,159 Junior 1,655 1,637
N.A. 197 180 Cent. CA 914 847 Senior 2,634 2,427
P.I. 34 43 L.A. 1,004 1,191 Post-Bac. 964 969
Other 233 632 San Diego 378 409      
Unknown 1,048 1,188 Out-State 1,130 1,114      
White 4,962 4,118 Foreign 49 62      
     Unknown 1 1      
        7,433        7,435    7,433 7,435   7,433 7,435
The data presented in Table 2 indicate that in the past six years, HSU’s Asian enrollment grew by 24%, 
Black enrollment by 60%, Hispanic enrollment by 28%, and Pacific Islander enrollment by 26%, while 
Native American enrollment declined by 9%.  Although the White enrollment appears to have declined by 
17%, the combined Other and Unknown student populations have grown by 42%, making an accurate 
assessment of ethnic diversity especially difficult in Fall 2006.  It should be noted that 4.5 times more 
HSU than CSU System students identify as “Other” and “Unknown,” an as-yet-unexplained phenomenon 
at this campus. 
                                                 
4 Data on “yield rates” do not distinguish between HSU’s rates of acceptance of students and the students’ own decisions to 
accept admission to HSU; however, the prevailing belief is that many more SOCs are accepted to the University than 
ultimately enroll.   
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The Table 2 data also indicate that in the past six years the percentage of HSU students coming from the 
northern half of the state has decreased while the percentage originating in the southern half has increased 
proportionately.  Since 2000, students from the local area (Humboldt and neighboring counties) declined 
from 25% to 23% of the total.  Altogether, HSU’s 2006 student population included 70 fewer students 
from local and other northern California counties and 143 fewer students from the Bay Area and central 
California.  That decline of 213 students was more than offset by an increase of 218 students from Los 
Angeles and San Diego Counties.  Finally, the Table 2 data indicate that, while the 2006 student 
population had 219 more freshmen than in 2000, that increase was offset almost entirely by a decrease of 
207 seniors, a finding of particular concern for HSU’s retention and graduation rates. 
  
Appendix C summarizes the Fall 2006 distribution of SOCs by University Colleges and majors.  The 
overall 21% SOC population at HSU is distributed among major divisions, including 17% all-University 
(AU), 22% College of Arts, Humanities, and Social Sciences (CAHSS), 20% College of Natural 
Resources and Sciences, and 24% College of Professional Studies (CoPS).  Seventeen of 55 majors have 
25% or more SOCs: 
 

• Administrative Services (33%, or 1 of 3). 
• Anthropology (27.2%, or 31 of 114), with all five SOC groups represented. 
• Business Administration (31.3%, or 101 of 323), with all five SOC groups represented. 
• Chemistry (30%, or 24 of 80), with four SOC groups represented (PI=0). 
• Communication (25.3%, or 21 of 83), with four SOC groups represented (PI=0). 
• Computer Science (25%, or 12 of 48), with four SOC groups represented (PI=0). 
• French (33.3%, or 5 of 15), with four SOC groups represented (NA=0). 
• IS/Ethnic Studies (73.3%, or 11 of 15), with two SOC groups represented (Black=1 and Hispanic 

= 10). 
• IS/International Studies (25.9%), or 22 of 85), with all five SOC groups represented). 
• Journalism (27.2%, or 53 of 195), with all five SOC groups represented. 
• Native American Studies (56%, or 14 of 25), with two SOC groups represented (Hispanic = 1 and 

NA=13). 
• Physical Science (25%, or 2 of 8), with one SOC group represented (Black =2). 
• Political Science (32.4%, or 34 of 105), with all five SOC groups represented. 
• Psychology (27.8%), or 104 of 374), with all five SOC groups represented. 
• Social Work (41.7%, or 45 of 108), with all five SOC groups represented. 
• Sociology (35.9%, or 46 of 128), with all five SOC groups represented. 
• Spanish (27.8%, or 10 of 36), with two SOC groups represented (Black=2 and Hispanic=8). 

It is important to note that while four majors with high percentages of SOCs may target diverse students 
(e.g., Ethnic Studies, International Studies, Native American Studies, and Spanish), most do not.  
Moreover, comparisons of SOC percentages do not tell the whole story—some of the highest numbers of 
SOCs are in such high-enrolled majors that the resulting percentages are below 25%:5 
 

• Art (70 of 413, or 16.9%), with all five SOC groups represented.  
• Biology (108 of 514, or 21%), with all five SOC groups represented. 
• English (36 of 227, or 16.3%), with all five SOC groups represented. 

                                                 
5 Conversely some of the majors with very high percentages of SOCs have very low numbers in absolute terms. 
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• Environmental Science (31 of 195, or 15.9%), with all five SOC groups represented. 
• Forestry (33 of 145, or 22.8%), with all five SOC groups represented. 
• Kinesiology (39 of 216, or 18.1%), with all five SOC groups represented. 
• Liberal Studies Elementary Education (36 of 197, or 18.3%), with all five SOC groups 

represented. 
 
Another way to assess the relative representation of SOCs within academic disciplines is by identifying 
the “Top 5” majors selected by each ethnic group: 
 
Asian:     Biology (28), Pre-/Nursing (20), Business (17), Art (15), and Psychology (14)   
Black:     Business (30), Psychology (27), Social Work (18), Biology (17), and Journalism (15) 
Hispanic: Biology (52), Psychology (49), Business (40), Art (37), and Pre-/Nursing (34) 
N.A.:     Business/NAS (13/each), Psychology (10), LSEE (8), Art/Biology/Kinesiology (7)                   
P. I.:     Biology/Psychology (4/each), Environmental Science (3). 
 
Here it is apparent that Biology and Psychology are in the “Top 5” majors for all five SOC groups; 
Business Administration is in the “Top 5” majors for all SOCs except Pacific Islanders; and Art is in the 
“Top 5” majors for three SOC groups.6  Taken together, six of the “Top 5” majors account for 481, or 
34%, of HSU’s 1,414 SOCs:  Biology (108), Psychology (104), Business Administration (101), Art (70), 
Journalism (53), and Social Work (45).   
 
Although academic departments generally do not track the retention and graduation rates of student 
populations by ethnicity, all-University retention and graduation data are collected routinely for various 
reporting purposes.  Some of these are depicted on the next page.  The data in Table 3 indicate that in the 
1999 cohort of first-time freshmen at Humboldt State, higher than average percentages of female, Asian, 
and American Indian students graduated in four years; higher than average percentages of female, Asian, 
and Black students graduated in five years; and higher than average percentages of female, Asian, Black, 
and White students graduated in six years.  The data also show that the percentages of all ethnic minority 
groups graduating from Humboldt State University in the six-year period exceeded those in the CSU 
System as a whole, with the most significant differences among Black, Hispanic, and American Indian 
students.  
 
Figure 1, prepared by the Integrated Postsecondary Education Data System (IPEDS), compares HSU 
graduation rates by ethnicity to 15 demographically similar colleges and universities across the nation, 
including three other CSU campuses.  Also based on the 1999 cohort of first-time freshmen at each 
institution, the graph depicts the higher rates of graduation by SOCs at Humboldt State University. 
 
 
 
 
 
 
 

                                                 
6 Among HSU students as a whole, the “Top 5” majors are Biology (514), Art (413), Psychology (374), Business 
Administration (323), and Wildlife (277). 
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Table 3:  HSU and CSU Retention & Graduation Rates by Gender & Ethnicity – 1999 Cohort 
 

HUMBOLDT CUMULATIVE GRADUATION/CONTINUATION RATES   CSU 

    WITHIN 4 YRS    WITHIN 5 YRS  WITHIN 6 YRS 
Within  
6 yrs. 

   GRAD   CONT   GRAD   CONT                   GRAD  GRAD 
ALL STUDENTS 11.90% 44.20% 33.20% 19.80% 44.90% 46.10%
FEMALES 14.70% 43.10% 36.00% 18.30% 48.20% 50.70%
MALES  7.90% 45.70% 29.20% 21.90% 40.30% 40.20%
WHITE 11.40% 46.00% 33.90% 20.40% 45.60% 52.10%
BLACK  9.70% 45.20% 35.50% 19.40% 45.20% 26.80%
HISPANIC 10.80% 41.50% 30.80% 21.50% 44.60% 39.70%
ASIAN/P.I. 18.80% 37.50% 46.90% 12.50% 50.00% 46.50%
AMERICAN INDIAN  12.50% 43.80% 18.80% 18.80% 43.80% 34.80%
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Figure 1.  HSU Graduation Rates By Ethnicity Compared to IPED Peer Group - Fall 1999 Cohort 
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Pilot Study 
 
2.  Within the HSU program areas identified in Question 1, what “best practices,” 

circumstances, or other conditions are evident as factors that affect under-represented students’ 
access, retention, and graduation? 

 
Sample/Methods.  In the late fall of 2006, the WASC Theme 2 (Inclusive Academic Excellence) Action 
Team initiated a Pilot Study to facilitate identification of “best practices” and other circumstances or 
conditions that may influence the access, retention, academic achievement, and graduation rates of SOCs 
at Humboldt State.   Choosing to make no presumptions about causal relationships between SOC 
distributions and “best practices” at the program level, the Theme 2 Action Team selected a purposive 
sample of 18 program areas for the Pilot Study based on institutional data indicating their SOC 
enrollments are either above or well below the overall 21% average representation of SOCs at HSU.  Each 
of six pairs of Action Team members provided information packets to three of the 18 program areas, 
which included four ancillary academic/student support units and 14 academic majors (four from CAHSS, 
six from CNRS, and four from CoPS).  The information packets contained carefully selected HSU 
aggregated and disaggregated data, as well as a copy of the AACU-commissioned report, “Achieving 
Equitable Educational Outcomes with All Students:  The Institution’s Roles and Responsibilities” 
(Bauman, et al., 2005, http://www.aacu.org/inclusive_excellence/documents/Bauman et al.pdf).  The 
itemized Contents of Pilot Study information packets are identified in Appendix D. 
 
Pilot Study participants were informed that the Action Team would use their analyses to develop multiple 
plans with ambitious, measurable process and outcome objectives that will serve as the basis for future 
reaccreditation reviews.  Action Team members recommended an approach to completing program area 
analyses that included (1) distribution and review of the AACU-commissioned report followed by 
multiple convenings (e.g., focus groups, meetings, and/or retreats) to (2) examine the data and document 
impressions, insights, and questions in the context of the report, (3) brainstorm departmental practices and 
circumstances that may have influenced the data, and (4) prepare and submit a written analysis and 
interpretation of the data, as well as recommended departmental practices and other action steps, 
processes, or strategies for improving the data year by year over the next five years.  Participants were 
asked to include measurable process and outcome objectives for each of the next five years. 
 
Fourteen of 18 program areas (78%) completed the requested analyses by the end of February 2007; they 
included three of four ancillary academic/student support units and 11 of 14 academic majors (four from 
CAHSS, five from CNRS, and two from CoPS).  To facilitate identification of both thematic and unique 
responses that might inform the development of strategies for ensuring Inclusive Academic Excellence at 
Humboldt State, Action Team pairs reviewed at least six reports each (the three originally assigned to 
each pair and at least three more).  Following these reviews, Action Team members “charted” key 
findings from each report in a three-column format that identified (1) key issues/dimensions related to 
student access, graduation/retention, academic achievement, and institutional receptivity; (2) “best 
practices” related to each key issue/dimension; and (3) questions, comments, or additional information 
offered by program areas as related to key issues/dimensions of the study.       
 
The WASC Theme 2 Action Team met once at the end of February and twice in March 2007 to discuss 
charted findings on “best practices” evident in the program area reports.  To the extent feasible, Action 
Team members also categorized these “best practices” based upon the ongoing collective review of the 
literature on critical factors in the academic persistence of under-represented students in higher education; 

http://www.aacu.org/inclusive_excellence/documents/Bauman et al.pdf�
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e.g., cultural alienation, cultural appropriateness of curriculum and teaching pedagogy, diverse learning 
styles, institutional receptivity (evident in the ethnic diversity of faculty, staff, and administrators, as well 
as organizational infrastructure, policy guidelines, and strategic plans that promote inclusive academic 
excellence), adequacy of facilities, formal and informal student support systems, academic achievement, 
student migration from/to majors, adequacy of financial aid, academic advising and mentoring, and 
student relationships with faculty, staff, and other students.  The Action Team’s annotated list of 
resources is provided in Appendix E.   
 
Findings.  The WASC Theme 2 (Inclusive Academic Excellence) Action Team compiled the following 
“best practices” from both Pilot Study reports and our concurrent literature review.  The descriptions 
below do not distinguish between practices identified by HSU program areas and those found in the 
literature, nor are they listed in rank order.  
 
 
• Access by Under-represented Students: 
 
(1) Targeted Pipeline Development; e.g., long-term, ongoing relationships with targeted high schools 

and community colleges that are visited each year for formal and informal recruitment purposes, 
including guest lectures, hands-on demonstrations, portfolio presentations, and discipline-specific 
career days; formal articulation agreements with community colleges; grant-funded outreach to 
encourage appropriate middle and high school preparation for science, technology, engineering, and 
math (STEM) fields; participation in regional coalitions, councils, task forces, and other organized 
efforts to increase college-going rates of low-income high school and community college students. 
 

(2) HSU Recruitment Materials; e.g., attractive, informative brochures, flyers, and websites that 
accurately depict HSU’s current diversity, commitment to “diversity as educational process,” and 
high-achieving students in specific academic disciplines. 

 
(3) Cooperative/Collaborative Recruitment; e.g., networking with campus-based programs (Alumni, 

AS, EOP, INRSEP, ITEPP, and SASOP), as well as CSU System-wide and non-university-based 
professional associations and research networks, to identify and contact prospective students, their 
families, and formal and informal community leaders. 

 
(4) Multiple/Varied Recruitment Contacts; e.g., combinations of letters, phone calls, emails, and 

personal visits from HSU faculty, staff, and students to provide varieties of information of interest to 
prospective students, their families, and their high school or community college counselors, teachers, 
and coaches; hosted campus visits and student-accompanied community tours, recreational outings, 
and social events. 

 
(5) Fundraising for Student Scholarships, Stipends, and Internships; e.g., fundraising events (art 

auctions, dinners, and golf tournaments) sponsored by academic-discipline-specific alumni, faculty, 
and student organizations; faculty-initiated grant proposals to federal agencies and private foundations 
to provide scholarships and/or stipends to support student participation in research projects, and/or 
paid internships with federal, state, and local government agencies, non-profit organizations, and local 
business enterprises. 
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(6) Program Admission Criteria; e.g., in addition to standardized test scores and GPAs, using essays 
and/or interviews to assess applicants’ life experiences, demonstrated abilities to meet challenges and 
overcome adversity, and self-determination or motivation to succeed in higher education; requesting 
help from AIR Center, Counseling Center, Disability Resource Center, EOP, INRSEP, ITEPP, 
SASOP, and off-campus professional associations/networks to assist in developing program 
admission criteria that do not unintentionally create access barriers for SOCs. 
              

• Retention/Academic Achievement/Graduation: 
 
(1) Community-Building Activities; e.g., regular, recurring faculty/staff involvement in HSU open 

houses, orientation programs, freshman interest groups (FIGs), transfer interest groups (TrIGs), and 
scholarly interest groups (SIGs); student academic achievement recognition ceremonies; academic or 
other theme-related dorms; opportunities for student participation in national, academic-discipline-
specific competitions; student clubs and service organizations, volunteer civic engagement, social 
action, and leadership development activities, recreational outings, and social events. 
 

(2) Academic Practices; e.g., small classes in freshman/introductory courses in the major; faculty clearly 
articulating, in writing, course-specific expectations of students (course objectives, reading and 
writing assignments, required time commitments, assessment and grading criteria, consequences for 
missed deadlines, terms and conditions of Incompletes, and departmental/university sources of 
tutorial, writing, and disabled student services); faculty providing prompt feedback on assignments, 
with written comments on strengths and weaknesses early in each semester; faculty/staff advisors 
clearly articulating, in writing, other academic expectations of students (unit loads, GPAs required for 
graduation and post-baccalaureate objectives, impacts of missed unit loads and GPAs on athletic, 
financial aid, and post-baccalaureate program eligibility); faculty/staff advisors providing written 
major and program participation contracts with course matrices for two-, four- and five-year student 
academic plans; faculty/staff advisors meeting with students periodically to track academic progress, 
review mid-semester evaluations, and address problems associated with family, employment, and 
community obligations; faculty/staff identifying flexible options to meet individual students’ specific 
needs (directed studies, individual or interdisciplinary majors, acceptable course substitutions, and 
online, videoconference, or other distance learning alternatives to courses that are unavailable due to 
schedule conflicts, impacted enrollments, or rotation delays.         
 

(3) Curricula that Facilitate Diversity as Educational Process; e.g., cluster courses and depths of study 
that increase exposure to diverse perspectives and illuminate relationships among concurrently studied 
subjects; identifying courses that reduce SOC retention (in the major or the University) and providing 
remedies, such as preparatory courses and tutoring; encouraging freshmen participation in the 
CHAMPS/Life Skills program and/or science-related supplemental courses; offering GE and/or DCG 
courses to facilitate the recruitment of students/SOCs into academic disciplines in which they are 
under-represented; incorporating as many DCG course guidelines as possible into all courses (see 
revised DCG guidelines at http://www.humboldt.edu/~ugst/dcg/DCGrevguidelines.html); using texts 
by diverse authors and discussing differences in their perspectives; offering special topics courses to 
facilitate student involvement in recurring and special opportunities for enriched learning (Week of 
Dialogue on Race, Diversity Conference, American Indian College Motivation Day, Klamath River 
Theater Project, Tribal Educators/Leaders Summit); involving diverse students in evaluating and 
improving academic programs (through course and program evaluations, focus groups, surveys, and 
participation in curriculum committees); inviting/responding to students’ requests for specific field 

http://www.humboldt.edu/~ugst/dcg/DCGrevguidelines.html�
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trips, guest lecturers, videos, or other curricular enhancements; suggesting extra reading/research, 
writing, or project-oriented assignments to enrich curricula for high-achieving students. 
 

(4) Pedagogies that Facilitate Diversity as Educational Process; e.g., faculty assessment and 
accommodation of diverse learning styles represented in each course offering/class section; 
pedagogical methods that ask students to share their work, discuss key concepts with other students 
whose ethnic backgrounds and/or viewpoints are different; faculty encouraging study groups and 
project teams; faculty requiring students to evaluate each other’s work by offering both praise and 
constructive criticism; collaborative/active learning programs that help students experience and 
appreciate cultural diversity inside and outside the classroom, such as in-class presentations, 
discussions of similarities and differences among artists, authors, scientists, and theorists, role-playing 
and simulations, applied learning through analyses of real-life conflicts and problems, cooperative 
learning, field work, service learning, civic engagements in low-income communities, and foreign 
exchanges; faculty exposure of students to career-related environments and opportunities through 
internships, involvement in faculty research projects, and participation with faculty in annual meetings 
of professional associations. 

 
(5) Strong Student Support Services; e.g., offering diversity training for faculty, staff, and students to 

improve faculty and staff services, peer advising and peer mentoring; directories, orientation 
programs, and campus tours to orient faculty, student services professionals, and students to the 
various student/SOC support services available on campus7; directories of clubs and activities that 
specifically target diverse student populations8; requiring undeclared majors to meet with advisors in 
the Advising Center, EOP, INRSEP, and/or ITEPP at least a specified number of times every 
semester; recognizing student/SOC advising and mentoring as an integral part of the faculty workload 
and ensuring adequate time for retention-related professional development and advising/mentoring 
activities; requiring all declared majors to meet with faculty advisors at least a specified number of 
times every semester (and more often for students with GPAs below 2.75); mandated study halls 
and/or tutoring for students with GPAs below 2.75; requiring every faculty member to provide at least 
a specified amount of advising/mentoring to a specified number of students each semester—in 
addition to maintaining regular office hours for students enrolled in their classes; regularly scheduled 
events to publicly recognize high-achieving students/SOCs; conducting exit interviews of all 
graduates and, to the extent feasible, of students who change majors, transfer to other universities, or 
otherwise discontinue their studies at HSU.     
 

(6) Facilities for Informal, Open-Access Student/SOC Interaction; e.g., art studios, club meeting 
rooms, computer labs, food services/vending machines, library facilities, quiet study areas, science 
labs, recreational/athletic facilities, and student lounge areas with food preparation equipment 
(coffeemakers and microwaves) and/or vending machines accessible during daytime, evening, and 

                                                 
7These would include the AIR Center, Admissions and Records Office, Advising Center, Associated Students/ Clubs/Activities 
Offices, Career Center, Children’s Center, Counseling and Psychological Services, Disability Resource Center, EOP, English 
Writing Lab, Financial Aid Office, Health Center, Housing Office, Humboldt Orientation Program, INRSEP, ITEPP, 
Intramurals, Learning Center, Multi-Cultural Center, Recreation Center, University Center/Bookstore/Food Services, 
University Police, Veterans Upward Bound, Women’s Center, and Youth Educational Services. 
 
8 These would include such “cultural clubs” as the American Indian Alliance (AIA), American Indian Science & Engineering 
Society (AISES), Asian Pacific American Student Alliance, Black Student Union, Brothers United, Club Cubano, German 
Club, Clobal Connections, Hermanas Unidas de Humboldt, INRSEP Club, ITEPP Club, International Cultural Festival, Latinos 
Unidos, Legacy, MEChA, Nu Jack, Queer Student Union, and Salsa Club. 
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weekend hours; access to computer/printer, copier, video, lab, and artistic equipment and supplies 
during daytime, evening, and weekend hours; access to laptop computers during HSU-sponsored 
athletic and other travel; adequate parking; public transportation during daytime, evening, and 
weekend hours; administrative and student support services available for distance learners and 
students enrolled in evening courses. 

 
• Institutional Receptivity/Campus Climate: 
 
(1) Explicitly Stated Commitment to Diversity as Educational Process; e.g., institutional, 

departmental/program, and individual recognition that “diversity,” broadly defined, is both essential 
and integral to quality higher education (as well as to HSU’s mission and vision statements, Strategic 
Plan, Diversity Action Plan, and 2006 Proposal to WASC for Re-accreditation); corresponding 
commitments reflected in the individual teaching philosophies of HSU faculty members.       
 

(2) Recruitment, Retention, Tenure, and Promotion of Diverse Faculty; e.g., faculty vacancy 
announcements explicitly state the University’s/department’s commitment to diversity as educational 
process, require demonstrated abilities to work in diverse environments, and (as appropriate) require 
demonstrated abilities to teach from non-dominant or multi-cultural perspectives; faculty recruitment 
efforts targeting under-represented groups (through discipline-specific professional associations of 
women and ethnic minorities); faculty search activities (development of vacancy announcement, 
screening of applications, interviews of finalists, and rank-ordering of candidates) conducted by 
committees comprised of faculty of diverse ethnicity, gender, and rank; faculty retention, tenure, and 
promotion practices (a) informed by the literature on “best practices” (refer to Appendix F) and (b) 
formalized as department policies and procedures consistent with Appendix J of the Faculty 
Handbook (http://www.humboldt.edu/~aavp/FacultyHandbook/AppendixJMay2006FINAL.pdf).9   

 
(3) Ready Access to HSU, CSU, and Discipline-Specific Diversity Data; e.g., ready/electronic access 

to diversity-related data compiled at the end of each fall semester, spring semester, and academic year, 
including HSU aggregated and departmentally disaggregated data useful in ongoing Theme 2 
assessments of access, retention, academic achievement, and graduation rates of students by gender, 
ethnicity, class standing, etc.; ready access to corresponding reports for comparable-size 
campuses/departments in the CSU System and IPED grouping. 

 
(4) Ready Access to Other Diversity-related Informational Resources; e.g., web-based links to current 

literature related to inclusive academic excellence, “best practices,” and replicable models of 
university efforts to improve access, retention, achievement, and graduation of under-represented 
students; directories of HSU offices, programs, events, and activities related to diversity efforts; and 
schedules of professional development opportunities for faculty, staff, and administrators engaged in 
inclusive academic excellence initiatives. 

     
(5) Organizational Development to Support Diversity Initiatives; e.g., clearly assigning 

responsibilities for development and implementation of diversity initiatives to administrators, faculty 

                                                 
9Based upon recommendations by the Diversity Plan Action Committee, conceptual endorsement by the Academic Senate, and 
public statements of support by the University President, the WASC Theme 2 Action Team anticipates revisions in the faculty 
RTP process to include performance criteria related to inclusive academic excellence. 
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governing bodies, and line staff in written position descriptions that provide the bases for individual 
and institutional accountability (e.g., performance evaluations and RTP criteria); relationships of 
diversity-related personnel clearly depicted in organizational charts; objectives-based reporting 
requirements clearly delineated in diversity-related strategic plans, program plans, and WASC 
proposals. 

     
(6) Realistic Plans, Processes, Objectives, Outcomes, and Timeframes; e.g., University expectations 

for improved access, retention, achievement, and graduation of students/SOCs must be based on 
availability of adequate human and financial resources for diversity-related program planning, 
program implementation, program monitoring (data collection, analysis, and interpretation), program 
modifications and refinements, and outcomes reporting. 
 

Discussion.  Program areas participated in the Pilot Study with widely varying levels of enthusiasm for 
the assigned tasks and recommended approach.  The WASC Theme 2 Action Team noted many of the 
“enthusiasts” began and/or ended their reports with statements of commitment to/conviction about the 
value of diversity; as examples: 
 

o Students understand the [program area] world is pluralistic, inclusive, diverse, and open to 
anyone from any background...all voices are heard. 

 
o [Program area] has accomplished much of what institutions generally are attempting to 

achieve in building community out of difference...and now enjoys the advantages associated 
with bringing together people from varied backgrounds in the pursuit of a common goal. 

 
o The department is committed to encouraging and promoting diversity in its extensive 

participation in general education....We believe students are drawn to the major largely 
because it fosters applicability in the individual lives of our students....Core to our curriculum 
is the notion of ‘identity.’ 

 
Program area reports ranged from single-page, memo-style documents to much more substantial, full-
color, bound reports with appendices.  Faculty comments suggested that heavy workloads, the December-
January holiday break, and the short deadline impacted the length and depth of some reports: 
 

o Determining means for ensuring inclusive academic excellence is too important a 
      topic to be rushed through; and yet rushed is how we feel, and this report reflects 
      that. 

 
o All [faculty] agreed that research should be considered to see if this is a good use of  

                 faculty time.... 
 
Overall, the Theme 2 Action Team considered both the rate of response to the Pilot Study (78%) and the 
quality of respondents’ reports very good.  Whether succinctly written or more elaborate, the reports were 
rich in qualitative and quantitative data and provided fertile ground for critical analysis, lively discussion, 
and quieter reflection.  Thus, the Theme 2 Action Team is convinced that—given the necessary human 
and informational resources, and a reasonable timeframe—the Pilot Study bears campus-wide replication 
as a first step in assessing each program area’s current (baseline) status in terms of access, retention, 
academic achievement, and graduation of SOCs, as well as related institutional receptivity indicators.  
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Based on our own six months’ growth in learning to select, organize, analyze, and interpret available 
institutional data—as well as our growing appreciation for the vast body of pertinent literature, including 
AACU-commissioned reports—Theme 2 Action Team members are convinced that this level of 
engagement is critical to our becoming what we want and need to be:  a university with strongly, and 
widely, held convictions about diversity as educational process. 



 

 121

3.  How can these "best practices," circumstances, or other conditions be used to facilitate under-
represented students' access, persistence, academic achievement, and graduation in other HSU 
program areas? 
  
In the foregoing major focal areas of (a) Access, (b) Retention/Academic Achievement/ Graduation, and 
(c) Institutional Receptivity/Campus Climate, the Theme 2 Action Team has identified 18 broad 
categories of potential “best practices” from the HSU Pilot Study and literature review. The categories 
contain literally hundreds of actions that can be taken toward inclusive academic excellence to facilitate 
diversity as educational process, which ultimately results in improved access, retention, academic 
achievement and graduation rates.  Departments can identify practices in which they want to engage based 
upon their specific goals and circumstances.  Some of these practices already are being pursued within 
particular programs on campus.  Many of the remaining practices could be implemented without major 
resource (re)allocations.  Other practices will require increases in both financial and human resources 
(time and energy). 
 
It will take utilizing practices that fall within the entire range of resource allocation—from minimal to 
major allocation initiatives—to successfully integrate diversity and quality into the core of our 
institutional identity and functioning.  Our goal in developing an implementation process of best practices 
is to focus on actions that can be taken now, within current budgetary constraints and with appropriate 
milestones for such a situation.  At the same time, these actions will solidify initial efforts and analysis of 
outcomes, laying the foundation for the establishment of an Office of Diversity, Equity, and Retention in 
four years, which will require a significant allocation of money.  The committee wants to emphasize that 
the University must take seriously the alignment of resources with the developmental priorities identified 
in its WASC accreditation process as central to its mission.  At the same time, we do not want to give the 
impression that nothing can be done until further resources are allocated.  We have designed a process 
that can be effective in a steady, incremental increase of best practices working with an ever-increasing 
number of departments and programs over a period of ten years. Within two or three years, a search for a 
Director of Diversity, Equity, and Retention should be completed so that, by the fourth year, that Director 
can begin completing and expanding the goals of inclusive educational excellence within this initial ten-
year plan and beyond. 
 
The process outlined below enables the University to begin immediately, build gradually but effectively, 
and have the process well under way, including data and analysis, in the next four years.  The new 
Director then can consider the four-year outcomes in planning and implementation revisions. 
 
The Ten-Year Incremental Implementation Process 
As indicated above, eleven departments and three support programs on campus completed the pilot study.  
Though the fourteen programs varied in their levels of engagement and analysis, an overarching 
conclusion in our study was that such self-analysis was crucial as the place to begin with 
departments/programs.  Therefore, replication of that process with all departments/programs on campus 
will be an ongoing effort during the next ten years.  This will occur by adding new departments/programs 
incrementally each year.  The initial pilot project was ambitious, utilizing a large working committee to 
develop and implement the process that would answer the three research questions posed within the 
WASC II theme.  If the ongoing committee, which is coordinating the campus process, implementing its 
components, and analyzing the outcomes is smaller -- between 6-10 persons based on the present working 
committee -- the implementation process and timeline must reflect that reality. With that number, it is 
projected that each year, at least five more departments/programs will do the initial self-study.  The same 
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basic packet of data and directions will be provided as in the pilot, with teams of two committee members 
working with each department.  
 
At the same time as five new departments/programs are working on the self-study, committee members 
will work directly with select departments that have completed the self-study to take the next step:  
identifying best practices outlined in this report that can be implemented in their departments.  Ideally, 
these practices will be reflective of the diversity and inclusive educational excellence goals that the 
department has identified as important to its program.  At the least, each department should implement 
and maintain at least two new best practices for a period of at least three years.  Annually, it should 
analyze how its core data related in its initial self-study has changed in relation to these best practices, 
specifically as they relate to the areas of access and /or persistence, and/or academic achievement, and/or 
graduation rates.  Departments should draw conclusions, make adjustments, and perhaps add new “best 
practices” to the mix.  The two-person team working with the department/program will assist with annual 
follow-up to determine goals, identify best practices that might work toward those goals, and analyze 
results.  Beyond that, the teams of two must focus their energy on assisting new departments with their 
initial self-studies and follow-up.  By the third year of engaging in this process, departments should be 
self-directed; and, when the first several have reached this level, the Director of Diversity, Equity, and 
Retention should be on board to further solidify support mechanisms and direction for those departments. 
 
The scope of the above implementation process could expand if more persons become involved in 
working with departments.  The process would be the same, but the number of departments involved at 
each level could be increased.  One possibility to be explored in Fall 2007 is the involvement of DPAC 
(Diversity Plan Action Council) members in the 2-person teams working with departments.  
  
We are convinced the departments that are effectively supported in their efforts will succeed and will see 
the benefits accruing to their programs by engaging in some of these best practices.  The process outlined 
emphasizes supporting their efforts in a direct, achievable manner by limiting the number with whom the 
committee is working at any given time and emphasizing the particular configuration and goals of each 
department/ program. At the same time, incremental expansion will occur campus-wide. 
 
During these initial years, due to the constraints of committee workload, committee members will work 
first with those departments who enthusiastically indicate interest in taking “the next step” in the follow-
up year.  With the hiring of a Director of Equity, Diversity, and Retention responsible for oversight and 
support, the University can institutionalize the expectation of follow-up and the development of an 
ongoing diversity plan for each department, including such plans as part of the program review process. 10  
 
In summary, the incremental implementation would begin in 2007-08 as follows: 
 

• Initiate follow-up with 3-5 departments/programs (A, B, C, D, E) from pilot 
self-study group to identify best practices to implement (or as many as possible depending on 
availability of volunteers, with the hope of engaging all 14 departments/units from the initial 
pilot).    

                                                 
10 The full-time diversity and retention position is critical to institutionalization of such expectations.  
Becoming what we want and should be requires alignment of resources according to the strategic plan and 
the priorities we identified as a campus in our WASC accreditation process. 
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• Engage five departments/programs (F, G, H, I, J) in self-study process. 
 
In 2008-2009:   
 

• Initiate follow-up with departments F,G, H, I, J to identify best practices to 
            implement. 

• Check in periodically with departments A, B, C, D, E to ensure they receive support in their 
second year of implementation and analysis. 

• Engage five new departments/programs (K, L. M, N, O) in self-study process. 
 
In 2009-2010:   

• Initiate follow-up with departments K, L, M, N, O to identify best practices to implement. 
• Check in periodically with departments F, G, H, I, J to ensure they receive support in their second 

year of implementation and analysis. 
• Engage five new departments/programs (P, Q, R, S, T) in self-study process. 
• Receive report  from A, B, C, D, E, who will be completing their third year 

            of participation. 
• University will complete a search for a Director of Diversity, Equity, and Retention 

 
In 2010-2011: 
 

• Director of Diversity, Equity, and Retention begins work, including reviewing, revising, and 
coordinating implementation of the remainder of this ten-year plan. 

• Initiate follow-up with departments P, Q, R, S, T to identify best practices to implement. 
• Follow up with departments K, L, M, N, O to ensure they receive support in their second year of 

implementation and analysis. 
• Receive report from F, G, H, I. J, who will be completing their third year of participation. 
• Engage five new departments/programs (U, V, W, X, Y) in self-study process. 

 
This pattern continues for the next six years (2011-2017), completing a ten-year implementation plan (see 
attached chart depiction) with the following results: 
  
1. Every department/program will have completed a self-study utilizing an information packet similar to 

those developed for the pilot project.  By examining data provided, and reflecting upon their current 
practices, departments and programs will get a realistic sense of how they compare to other 
departments and the University as a whole, reflect on their own particular set of circumstances, and 
envision programmatic goals, practices to engage toward those goals, and timelines for 
implementation and analysis. 

 
2.   Measurable outcomes data will be accumulating at the departmental/program level in relation to their 

particular goals and practices. 
 

3. At least some of the departments will accumulate substantial experience in implementing best 
practices over several years, gathering data, doing analyses, and making revisions.   These results can 
be used to inform and encourage other departments at other stages of the process. 
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4.  By the fourth year, when the new Director of Diversity, Equity, and Retention is in place, there will be 
data on measurable outcomes related to practices in some departments.  These can serve as a basis for 
reviewing and revising the ten-year implementation plan. 
 

5.   After the third year of engagement by the 2-person team mentors, departments should be well on their 
way to having a diversity plan for ensuring educational excellence with ongoing assessment and 
revision.  At that point, each self-directed department will incorporate annual diversity reports which 
address access and/or persistence, and/or academic achievement, and/or graduation as part of its 
annual outcomes assessment report, as well as part of its periodic program review self-study. 
 

6. University Wide Measurable Outcomes.  These efforts at the departmental level should impact the 
University as a whole, contributing to greater success in access, retention/ persistence, and academic 
achievement. As departments and programs identify and implement best practices, measure outcomes, 
interpret results and adjust/implement additional practices, the overall University data for student 
access, persistence, and graduation also will be gathered and analyzed.  For instance, a recommended 
best practice for improved access is to have departments work directly with identified high schools to 
develop an ongoing relationship of interaction, which acts as a conduit for student engagement toward 
University enrollment.  This may be part of a larger University effort with that high school, or an 
effort particular to a department.  Either way, the effect should be an increase in enrollment from that 
school.  If a school has a higher percentage of SOC, then over time that should also translate to more 
SOC at HSU, enriching the learning and community environment for all students, faculty, and staff. 

   
University Wide Measurable Outcomes 
As mentioned earlier, the goal is to become an educational community with a cohesive vision and 
coordinated institutional structure that assumes diversity as a “given,” and results in the realization of the 
educational benefits of diversity over time.  Given this, inclusive academic excellence (for SOC) melds 
with the University-wide learning outcomes, as well as the assessment of those outcomes, as identified in 
WASC Theme I.  For instance, increasing compositional diversity and incorporating pedagogical methods 
that enhance interaction among persons from diverse backgrounds (a “best practice”) will contribute 
directly to students’ demonstration of University outcome #2: Critical and creative thinking skills in 
acquiring a broad knowledge base and applying it to complex issues, and #4: Appreciation for and 
understanding of an expanded world perspective by engaging respectfully with a diverse range of 
individuals, communities, and viewpoints.  Increased diversity in our educational community will also 
help prepare students to “pursue social justice, promote environmental responsibility, and improve 
economic conditions in their workplaces and communities” (Outcome #7).  The measurement of these 
University outcomes will be an indicator as to our progress toward inclusive educational excellence.    
 
As for access and retention/persistence, the Committee (in consultation with Associate Vice President for 
Enrollment Management Mike Reilly, who is also a Committee member) recommends an ambitious goal:  
By 2017, the University will increase both the freshmen retention rate and the six-year graduation rate to 
match or exceed the CSU System-wide rates—requiring an increase of at least four percentage points in 
each rate.  Using the most recent data available, which is for 1999-2005, HSU has a freshmen retention 
rate of 76% compared to 80% for the CSU System-wide.  Our six-year graduation rate is 44% compared 
to 48% for the CSU System-wide.  The freshmen retention rates and six-year graduation rates for SOC 
will be  
disaggregated, with a goal of reducing any gaps between SOC and the overall all-student averages for 
freshman retention and graduation rates.  Please note that our goal is inclusive academic excellence, 
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meaning that our goal is not to match the CSU retention rates for the various groups of SOC, but rather to 
bring our SOC freshmen retention rates and graduation rates into alignment with our all-student average 
and, beyond, to the CSU all-student average.  For instance, African American students at HSU had a six 
year graduation rate of 35%, while the African American students CSU-wide had a six-year graduation 
rate of 27.4%.  The CSU-wide six-year graduation rate for all students was 48%, whereas at HSU it was 
44%.  Our goal for African American students at HSU is to increase their six year graduation rate to at 
least 48%. We should not assume success simply because our present African American graduation rate is 
higher than the CSU average for that cohort (while remaining below the HSU and CSU all-student 
averages).   
   
In terms of access, comparison of SOC enrollment will be compared with the percentage of high school 
graduate demographics and charted over the ten-year implementation period as a way of assessing 
progress in SOC access.  The goal will be to bring HSU into improved alignment with the percentages of 
these high school graduate demographics.  The initial benchmarks for HSU, based upon 2003 high school 
graduate data generated by the California Postsecondary Education Commission, are as follows:   
 

42.8 % White 
32.5% Latino 
11.2% Asian Pacific 
7.3% African American 
3.3% Filipino 
.9% Native American   

In 2011, and again in 2015, HSU will re-bench its goals based upon updated comparable data that reflects 
the changing make-up of high school graduates throughout the state.  HSU application, enrollment, and 
attendance data will then be compared to this baseline data in order to assess how closely our application 
and enrollment rates are tracking to these statewide benchmark figures.  
 
As part of the ongoing assessment process, methods for generating collective data on these comparisons 
and  determining what is contributing to the increase (or not working, contributing to lack of progress) 
will be developed by the Director of Equity, Diversity, and Retention,  in consultation with Mike Reilly 
and WASC II Action Team (in whatever configuration it retains).  
 
University-wide Initiatives of Best Practice 
The implementation strategy and timeline recommended in this report focus primarily on direct work with 
departments/programs that can be initiated and sustained given the existing human resources—primarily 
an ongoing committee of committed faculty, staff , and administrators making up an action team working 
in pairs with departments.  The strategy is one of cumulative effect resulting from the implementation of 
an increasing number of best practices at the department level.   
 
In addition to the primary implementation strategy outline in this report, we strongly recommend two 
additional dimensions of best practice at the university level.  The first is increasing “institutional 
receptivity.”  Institutional receptivity describes the level to which a campus cultivates access and supports 
retention of underrepresented students, faculty, and staff. While there are various practices for developing 
institutional receptivity, a primary one that impacts inclusive academic excellence for students of color is 
the recruitment, retention, and tenure/promotion of diverse faculty. (See Appendix E, section 
“Institutional Receptivity/Campus Climate” and Appendix F, Summary of Best Practices for Retaining 
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Diverse Faculty.) It is possible that some departments and units may identify this as part of their 
implementation process of best practices, but university-led efforts to this effect are also recommended. 
 
The second dimension of best practice is the hiring of the Director of Equity, Diversity, and Retention as a 
key step toward institutionalization of increasing “institutional receptivity” and thus increasing retention.  
We already have discussed the role of this position in continuing the work that will be initiated by 
volunteers. It will also be his/her responsibility to develop university-wide processes that will support the 
retention efforts of underrepresented students, as well as the recruitment and retention of underrepresented 
faculty and staff.  The significance of increasing HSU retention rates to CSU levels can be demonstrated 
with a very simple calculation. In terms of student retention, if HSU could focus on improving our 
freshmen to junior retention rate to match the CSU average, using Fall 2007 freshmen as an example, we 
would retain an additional 164 students and add approximately $1.6 million in revenue. (In this case, that 
would mean improving our retention rate from the current 56% to the CSU average of 71%).  That 
example alone makes a compelling case for the need to institutionalize our retention effort. Understanding 
that such retention is inseparable from our goal of inclusive educational excellence for all students, 
including increasing our SOC populations to match our all-student retention and graduation rates, 
underscores just how important having a Director of Equity, Diversity, and Retention will be to enabling 
us to become what we want (and need) to be as an institution.  
 
 

HSU, as a whole, should not expect to make serious inroads 

 into improving educational outcomes for all students 

 unless it is willing to commit equally serious resources to that goal…. 

One cannot ensure inclusive academic excellence with good intentions alone. 

  --Pilot Study Respondent 
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APPENDIX A OF THEME 2 REPORT 
 Fall Term Graphs for All Students  
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APPENDIX B OF THEME 2 REPORT:  HSU APPLICANT DEMOGRAPHICS AND YIELD RATES 
Ethnicity of First Time Freshmen Applicants for Fall Terms  

ETHNICITY 2002 2003 2004 2005 2006 2007 
Latino 916 1,203 1,439 1,913 1,717 1,977
Am Indian 73 85 81 82 101 98
Asian Amer 353 399 529 591 570 656
Black 331 519 581 843 736 802
Unknown 696 638 1,035 976 1,109 1,162
White 2,440 2,678 2,654 2,800 2,971 3,135

TOTAL 4,809 5,522 6,319 7,205 7,204 7,830 
       

Percentage of First Time Freshmen Applicants for Fall Terms  
ETHNICITY 2002 2003 2004 2005 2006 2007 

Am Indian 1.5% 1.5% 1.3% 1.1% 1.4% 1.3%
Asian Amer 7.3% 7.2% 8.4% 8.2% 7.9% 8.4%
Black 6.9% 9.4% 9.2% 11.7% 10.2% 10.2%
Unknown 14.5% 11.6% 16.4% 13.5% 15.4% 14.8%
White 50.7% 48.5% 42.0% 38.9% 41.2% 40.0%
Latino 19.0% 21.8% 22.8% 26.6% 23.8% 25.2%

 
Ethnicity of First Time Freshmen Applicants Who Enrolled for Fall Terms  

ETHNICITY 2002 2003 2004 2005 2006 2007 
Am Indian 20 20 12 13 22 26
Asian Amer 38 51 46 32 42 47
Black 38 58 47 51 68 56
Unknown 145 118 163 145 228 303
White 496 511 431 442 490 478
Latino 114 113 73 143 129 141

TOTAL 851 871 772 826 981 1051 
 

Percentage of First Time Freshmen Applicants Who Enrolled for Fall Terms  
ETHNICITY 2002 2003 2004 2005 2006 2007 

Black 4.5% 6.4% 6.0% 6.1% 6.9% 5.3%
Unknown 17.0% 13.2% 21.0% 18.0% 23.1% 28.8%
White 58.3% 59.0% 56.0% 53.4% 50.1% 45.5%
Latino 13.4% 13.1% 9.6% 17.1% 13.4% 13.4%
Am Indian 2.4% 2.3% 1.6% 1.6% 2.2% 2.5%
Asian Amer 4.5% 6.0% 6.0% 3.9% 4.3% 4.5%
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Yield by Ethnicity of First Time Freshmen Applicants for Fall Terms  
 

ETHNICITY 2002 2003 2004 2005 2006 2007 
Black 11.5% 10.8% 7.9% 5.9% 9.2% 6.6%
Unknown 20.8% 18.0% 15.7% 15.3% 20.5% 21.3%
White 20.3% 19.2% 16.3% 15.7% 16.5% 15.0%
Latino 12.4% 9.5% 5.1% 7.4% 7.6% 7.1%
Am Indian 27.4% 23.5% 14.8% 15.9% 21.8% 23.9%
Asian Amer 10.8% 13.0% 8.7% 5.4% 7.4% 7.0%
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APPENDIX C OF THEME 2 REPORT:  Ethnicity breakdown by Major - Fall 2006  

majr_ethnic200640 report generated: 26-SEP-06  
            Nat Pac     

Coll Major Major 
Description Asian Black Hisp Amer Isl Total % SOC 

AU IS 
Interdisciplinary 

Studies 1 3 9 1 0 83 16.9%
  LS Liberal Studies 1 1 3 1 0 76 7.9%
  UNDE Undeclared 20 16 46 20 3 619 17.0%

COLL     22 20 58 22 3 778 
16.1%

HS ANTH Anthropology 2 3 20 5 1 114 27.2%
  ART Art 15 9 37 7 2 413 16.9%
  COMM Communication 2 9 8 2 0 83 25.3%
  ENGL English 7 7 20 2 1 227 16.3%
  GEOG Geography 0 0 7 0 0 92 7.6%

  PSCI 
Political 
Science 4 6 19 3 2 105 32.4%

  HIST History 1 1 16 6 0 155 15.5%

  SSSS 
Social Science 

(Education) 0 0 4 0 0 21 19.0%
  JN Journalism 6 15 27 4 1 195 27.2%
  MUS Music 5 7 14 0 2 157 17.8%

  NAS 

Native 
American 

Studies 0 0 1 13 0 25 56.0%
  PHIL Philosophy 3 3 4 1 0 62 17.7%

  RS 
Religious 

Studies 1 0 3 1 0 51 9.8%
  SOC Sociology 6 8 26 4 2 128 35.9%
  THEA Theatre Arts 4 10 9 0 0 93 24.7%
  FREN French 1 1 2 0 1 15 33.3%
  GERM German 0 0 1 0 0 11 9.1%

  ISES 
IS - Ethnic 

Studies 0 1 10 0 0 15 73.3%

  ISIS 

IS-INTL- 
International 

Studies 7 5 5 4 1 85 25.9%

  SPAN Spanish 0 2 8 0 0 36 27.8%

COLL     64 87 241 52 13 2083 
21.9%
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NS BIOL Biology 28 17 52 7 4 514 21.0%
  BOT Botany 4 1 4 2 0 75 14.7%
  ZOOL Zoology 7 3 15 2 0 130 20.8%
  CHEM Chemistry 3 5 15 1 0 80 30.0%

  CIS 

Computer 
Information 

Systems 5 4 4 1 0 61 23.0%

  CSCI 
Computer 

Science 5 2 4 1 0 48 25.0%

  ERE 

Environmental 
Resources 

Engr 5 1 12 2 1 175 12.0%

  ENS 
Environmental 

Science 6 1 16 5 3 195 15.9%

  NRPI 
Nat Resources 
Plng & Interptn 1 0 7 2 1 94 11.7%

  FISH 
Fisheries 

Biology 4 0 5 3 1 86 15.1%
  FOR Forestry 8 4 15 5 1 145 22.8%
  GEOL Geology 2 0 7 0 0 69 13.0%
  MATH Mathematics 4 2 12 2 0 99 20.2%
  NURS Nursing 8 1 9 3 1 140 15.7%

  NURP 
Nursing Pre-

Major 12 5 26 5 0 160 30.0%
  OCN Oceanography 2 0 2 0 0 35 11.4%

  PHSC 
Physical 
Science 0 2 0 0 0 8 25.0%

  PHYX Physics 1 0 1 0 1 40 7.5%
  PSYC Psychology 14 27 49 10 4 374 27.8%

  RRS 

Rangeland 
Resource 

Science 0 0 2 0 0 24 8.3%
  WLDF Wildlife 6 5 24 5 1 277 14.8%
COLL     125 80 281 56 18 2829 19.8%
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PS IT 
Industrial 

Technology 4 2 10 0 0 67 23.9%

  BA 
Business 

Administration 17 30 40 13 1 323 31.3%

  LSCE 
Liberal St-Child 

Dev-Elem Ed 0 0 4 0 0 25 16.0%

  LSCD 
Liberal Studies-

Child Develop 3 3 5 1 0 65 18.5%
  ECON Economics 0 0 5 0 0 25 20.0%

  CRAC 

Administrative 
Services-

Prelim 0 0 1 0 0 3 33.3%

  CRAS 

Administrative 
Services-Prof 

Clear 0 0 1 1 0 10 20.0%

  LSEI 
Liberal St Elem 
Ed -Integrated 0 0 0 0 0 5 0.0%

  LSEE 
Liberal Studies-
Elementary Ed 5 3 19 8 1 197 18.3%

  KIUG Kinesiology 3 8 20 7 1 216 18.1%

  LSRA 

Liberal Studies-
Recreation 

Adm 0 3 4 3 1 77 14.3%
  SW Social Work 7 18 15 3 2 108 41.7%
COLL     39 67 124 36 6 1121 24.3%
UNIV     250 254 704 166 40 6811 20.8%
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APPENDIX D OF THEME 2 REPORT:   

CONTENTS OF PILOT STUDY INFORMATION PACKETS 
 

 
November 27, 2006 Letter from WASC Theme 2 Action Team Co-Chairs 
 
November 17, 2006 Letter from President Rollin Richmond 
 
Institutional Data: 
 
ACCESS: NOTES/IMPRESSIONS Regarding theme 2 Action Team Charge: 

Comparison of HSU enrollments to CSU enrollments and California Census  
  by Ethnicity, and (on reverse side) 
GRAD 
RATES: Comparison of HSU graduation rates to CSU graduation rates by Ethnicity 
 
ACCESS: HSU Enrollment History, 1988-89 (data and line graph) 

HSU Demographics, Fall Terms 1999-2006 (data, line graphs, pie charts, bar graphs) 
HSU Census Majors Headcounts by Class Standing, Fall 2006 

  HSU Ethnicity Breakdown by Major, Fall 2006 
  HSU Ethnicity Breakdown by Major, Fall 2006 - Students of Color (SOC) 
GRAD 
RATES: HSU Degrees Awarded by Majors and Sex, AY 05/06 
  HSU Degrees Awarded by Majors and Ethnicity, AY 05/06 
 
RETEN- 
TION:  HSU Freshmen Retention Counts/Rates, 2002-2005, by Ethnicity 
  HSU Ethnicity Breakdown by Major, Fall 2001 (for rough comparison to 
  HSU Degrees Awarded by Majors and Ethnicity, AY 05/06) 

HSU Graduation/Persistence Rates, Freshmen Entering Fall 1998 through 2004 
GRAD 
RATES: HSU Degrees Awarded by Majors and Year, 1998/99 through 2005/06 (for 
  comparison to disaggregated reports). 
 
ACADEMIC 
ACHIEVEMENT: 

Cumulative GPA Ranges for HSU Graduates in 2001-05 by Ethnicity 
  Cumulative GPA Ranges for HSU Graduates in  2001-05 by Identified Major 
 
INSTITUTIONAL 
RECEPTIVITY: 
  HSU Faculty and Staff (Unduplicated Headcounts) by College, 2004-05 
  HSU Faculty (Unduplicated Headcounts) by Rank, 2004-05 
  HSU Administrative Staff by Job Group, Race and Gender, 2004-05 
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APPENDIX E OF THEME 2 REPORT:   
(INCLUSIVE ACADEMIC EXCELLENCE)  

IDENTIFIED RESOURCES 
 

Humboldt State University Resources 
 

Humboldt State University Strategic Plan, 2004-2009, including Appendix X: Diversity Action Plan 
(Draft), pp. 109-132. 
Full text available from Humboldt State University website at: 
http://www.humboldt.edu/%7Eplanning/. 
“As a university that attracts students from throughout California, we reaffirm our commitment to 
diversity of all kinds, and to quality education as a catalyst for life-long learning” (Executive 
Summary, p. 2). 
 
“Our future hinges on our ability to support and to enhance diversity, while developing the 
international aspects of the university to benefit our students, our community, and the world” 
(Cultural Richness Theme, p. 35). 

 
“We suggest that the practices and definitions that should be used to organize HSU’s actions in 
relation to ‘diversity’ are those that recognize contemporary and historic inequities in access to a 
meaningful education…and those that seek to remedy these inequities…. Therefore, we believe it is 
imperative to define diversity in relation to peoples of color, White women (where they continue to be 
excluded), sexual minorities, language minorities, and those who are disabled” (DPAC, p. 4).  

 
“Given the current racial/ethnic composition of California…the increase in students attending CSU 
campuses, and the flat rate of HSU enrollment, it is imperative that we consider race and ethnicity as 
primary components of HSU’s diversity initiatives. All of our students will live in an increasingly 
more racially/ethnically diverse world – if we do not provide a learning environment that is rich in the 
aspects of diversity outlined above, we then doom our students to an inadequate education. Students 
across campus know that they are being shortchanged in relation to a fully rounded education (as 
reported in HSU’s Campus Climate Surveys). White students, as well as students of color, express 
concern about their limited education in an institution that is very ‘White’ in composition and in its 
institutional and pedagogical approaches” (DPAC, p. 5). 
 

Institutional proposal submitted to the Western Association of Schools and Colleges for Re- 
accreditation of Humboldt State University, April 2006. 
Full text available from Humboldt State University website at: http://www.humboldt.edu/~wasc/. 
“HSU has just completed three pivotal documents…a five-year strategic plan, a multi-decade 
master plan, and a comprehensive diversity plan.  Under the leadership of a new President and 
with his promising vision for the University, the campus community must now engage in refining 
these plans by setting priorities, creating strategies for implementation, and establishing criteria for 
evaluation…. Our first theme centers on determining the core academic expectations for our 
students, and assuring that those expectations are sufficiently challenging and aligned with our 
mission and vision.  Our second theme focuses on ensuring inclusive academic excellence for 
traditionally underrepresented students with the goal of improving access and graduation rates for 
these students” (pp. 1-3). 

http://www.humboldt.edu/%7Eplanning/�
http://www.humboldt.edu/~wasc/�
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Taking action on diversity at Humboldt State University:  An annual report from HSU’s  
 Diversity Plan Action Council, May 2006. 

Full text available from Humboldt State University website at: 
http://www.humboldt.edu/~dpac/_download/dpac_report_final.pdf. 
“DPAC believes that HSU’s financial future is very much tied to its ability to attract and retain a 
diverse body of students, faculty, staff, and administrators.  Throughout our deliberations we have 
recognized that funding is limited and key elements of these initiatives might have to wait for an 
infusion of financing.  At the same time, we believe that the cultural transformation of our 
University and the action items in the Diversity Action Plan need to be prioritized regardless of 
the ebb and flow of economic resources” (DPAC, p. 2). 

 
“The ability to create a campus climate, University culture, and academic curriculum that 
welcome and support diverse students must be at the top of the agenda for University 
administrators at this time” (DPAC, p. 7). 

 

Association of American Colleges and Universities Publications 
 
Making excellence inclusive:  Preparing students and campuses for an era of greater expectations (a 
series of three papers commissioned by the AACU): 
 
Bauman, G. L., Bustillos, L. T., Bensimon, E. M., Brown, M. C., II., and Bartee, R. (2005).   

Achieving equitable educational outcomes with all students:  The institution’s roles and 
responsibilities. [Washington, D.C.]: Association of American Colleges and Universities. 
Full text available from Association of American Colleges and Universities website at: 
http://www.aacu.org/inclusive_excellence/documents/Bauman_et_al.pdf. 
The authors discuss the responsibility that institutions have to examine the impact that traditional 
higher education practices have on those students historically underserved by higher education, 
including African American, Latino/a, and American Indian students.  With the persistent 
achievement gap facing African American and Latino/a students as a starting point, the authors 
argue that if we do not commit to discovering what does and does not work for historically 
underserved students, we run the very real risk of failing a significant portion of today’s college 
students—even as we diversify our campuses to a greater extent than ever before.  To demonstrate 
the kind of institutional commitment that is needed, the authors present one campus’ process for 
systematically monitoring and addressing the inequities they discovered (Clayton-Pedersen and 
McTighe Musil, pp. iv-v). 
 

Milem, J. F., Chang, M. J., and Antonio, A. L. (2005).  Making diversity work on campus:  A 
research-based perspective. [Washington, D.C.]: Association of American Colleges and 
Universities. 
Full text available from Association of American Colleges and Universities website at: 
http://www.aacu.org/inclusive_excellence/documents/Milem_et_al.pdf. 

http://www.humboldt.edu/~dpac/_download/dpac_report_final.pdf�
http://www.aacu.org/inclusive_excellence/documents/Bauman_et_al.pdf�
http://www.aacu.org/inclusive_excellence/documents/Milem_et_al.pdf�
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The evidence...indicates that diversity must be carried out in 
intentional ways in order to  

accrue educational benefits for students and for the institution.  The authors argue persuasively for 
a conception of diversity as a process toward better learning rather than as an outcome—a certain 
percentage of students of color, a certain number of programs—to be checked off a list.  They also 
provide numerous suggestions for how to ‘engage’ diversity in the service of learning, ranging 
from recruiting a compositionally diverse student body, faculty, and staff, to developing a positive 
campus climate; to transforming curriculum, co-curriculum, and pedagogy to reflect and support 
goals for inclusion and excellence (Clayton-Pedersen and McTighe Musil, p. iv). 
 

Williams, D. A., Berger, J. B., and McClendon, S. A. (2005).  Toward a model of inclusive  
excellence and change in postsecondary institutions. [Washington, D.C.]: Association of 
American Colleges and Universities. 
Full text available from Association of American Colleges and Universities website at: 
http://www.aacu.org/inclusive_excellence/documents/Williams_et_al.pdf. 
The authors offer a framework for comprehensive organizational change to help campuses achieve 
Inclusive Excellence.  The authors review several dimensions of organizational culture that must 
be engaged to achieve this goal and discuss a method to help campuses monitor changes that 
might come from introducing new systems and new practices.  The resulting framework, perhaps 
most importantly, helps campus leaders focus simultaneously on the ‘big picture’—an academy 
that systematically leverages diversity for student learning and institutional excellence—and the 
myriad individual pieces that contribute to that picture (Clayton-Pedersen and McTighe Musil, p. 
v). 

 

Other Literature Reviewed by Theme 2 Action Team 
 

“Best Practices” for Teaching Excellence 
 
Chickering, A. W., and Gamson, Z. E. (1991).  Appendix A:  Seven principles of good practice 

in undergraduate education.  In A. W. Chickering and Z. E. Gamson (eds.), Applying the seven 
principles of good practice in undergraduate education (pp. 63-69).  San Francisco, CA:  Jossey-
Bass. 

Appendix A, suitable for a faculty development handout, provides a Faculty Inventory for 
assessing excellence in teaching based on the authors’ “seven principles.”  The Inventory 
provides ten examples of good practices for each of the seven principles: 

• Good practice encourages student-faculty contact. 
• Good practice encourages cooperation among students. 
• Good practice encourages active learning. 
• Good practice gives prompt feedback. 
• Good practice emphasizes time on task. 
• Good practice communicates high expectations. 
• Good practice respects diverse talents and ways of learning. 

http://www.aacu.org/inclusive_excellence/documents/Williams_et_al.pdf�
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Institutional Receptivity/Campus Climate 
 
Baker, M. R. (2006).  Recruiting and retaining faculty of color.  Manager of Faculty Recruitment, 

Rochester Institute of Technology, Rochester, NY, presentation at the 13th Annual Institute on 
Teaching and Mentoring, Miami, FL. 
The majority of suggestions would apply to all new faculty members, not just minority faculty.  
Some suggestions were highlighted as especially important, due to specific circumstances of 
minority faculty; e.g., more mentoring support due to unconscious bias of support of majority 
faculty whose expectations reflect majority understandings and structures.  The article is a bit 
disorganized, shifting between what could be called “change the majority campus culture” to 
“assistance to adjust to the majority campus culture,” with most suggestions of the latter sort. 
 

Bennett, M. J. (1979). Overcoming the golden rule: Sympathy and empathy. In D. Nimmo, (Ed.), 
Communication Yearbook 3, New Brunswick, NJ: Transaction Books. Reprinted (1998) in M.J. 
Bennett (Ed.), Basic Concepts in Intercultural Communication, Yarmouth, ME: Intercultural 
Press.  
Bennett discusses the difference between sympathy and empathy and the impact both 
have relating to under-represented people—a good reference for pedagogical approaches. 
 

Best practices for recruiting faculty of color (1998). West Chester, PA: University of Pennsylvania 
(1998).  
Full text available from Office of Social Equity website at: 
http://www.cup.edu/president/equity/index.jsp?pageId=1580830010421143127641204.  
This brochure, prepared for the Diversity as a Catalyst for Excellence: Faculty Recruitment 
Conference held in September 1998 by the Office of Social Equity at West Chester University of 
Pennsylvania, was most helpful in giving concrete suggestions concerning recruiting practices at 
each level of the process, including campus climate for diversity, search committee formation, 
position announcement, etc.  It listed “good,” “better,” and “best” practices for each stage of 
recruiting faculty of color, with each higher-category practice including lower-category practices 
with additions.    

 
Chickering, A. W., Gamson, Z. F., and Barsi, L. M. (1986). Institutional inventory:  Principles 

for good practice in undergraduate education.  The Johnson Foundation, Inc., Wingspread, 
Racine, WI. 

Suitable for a campus-wide assessment of best practices, the Institutional Inventory provides 
11 examples for each of six dimensions of best practices in undergraduate education.  The 
Institutional Inventory complements the authors’ Faculty Inventory for assessing excellence in 
teaching based on the authors’ “seven principles.”  Institutional dimensions of good practice 
include: 

• Climate (includes recruitment and retention of minority faculty, staff, and students; 
institutional publications that reflect diversity in the study body, faculty, and staff; 
opportunities for informal student-faculty get-togethers; student representation on 

http://www.cup.edu/president/equity/index.jsp?pageId=1580830010421143127641204�
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committees; public recognition of outstanding student academic performance; high 
expectations of students; and overt efforts to create a hospitable environment). 

• Academic Practices (include addressing relationships between students’ course loads 
and other responsibilities, such as work, family, and community commitments; periodic 
comparisons of male/female staff salaries; tracking of graduates; involving students in 
evaluating/improving academic programs; limiting Incompletes carried by students; 
and faculty articulation of clear criteria for assessing students’ work). 

• Curriculum (includes student participation in programs that help them appreciate 
cultural diversity; field work, hands-on applications, cooperative learning, and 
internships; faculty revisions of GE and major requirements; student engagement in 
independent study, contract learning, or mastery learning; special programs for 
freshmen; faculty and student awareness of the knowledge, skills, and attitudes 
expected of a graduate; individually-designed majors; interdisciplinary majors; and 
learning communities, cluster courses, or seminars that illuminate relationships among 
various subjects studied). 

• Faculty (includes taking student advising seriously and recognizing it as part of the 
faculty work load; working closely with student services staff; campus availability to 
students outside of class; explicit criteria for evaluating teaching; release time to 
develop new ways of teaching; feedback to faculty re teaching/advising performance; 
explicit limits on outside consulting and private ventures; faculty participation in key 
institutional planning and decision-making processes; evaluation of administrators).     

• Academic and Student Support Services (include diversity training for faculty, staff, 
and students; wide range of counseling services; writing lab; time management 
seminars; help for those with poor pre-college academic preparation; involvement of 
Student Affairs, Academic Affairs, and AS in student orientations; students as tutors, 
advisors, resources for other students; professional help with financial aid forms; 
financial aid checks available on first day of class; specification of educational 
objectives in student activities; same advisor throughout a student’s enrollment). 

• Facilities (include moveable classroom furniture; comfortable places for student-
faculty meetings; quiet study areas; recreational/athletic facilities open evenings and 
weekends; eating facilities open throughout the day and evening; access to computer, 
video, lab, and artistic equipment on campus; adequate parking facilities; public 
transportation during day and evening; library access during day and evening hours; 
administrative and student services available for students enrolled in evening 
programs).  

 
DiversityInc. (November 2006).  Real success stories.  

Full text available from DiversityInc website at website: http://www.diversityinc.com/. 
Eight chief diversity officers from the DiversityInc Top 50 companies for diversity tell you how 
they make diversity work within their organizations.  They discuss importance of CEO 
commitment, buy-in at all levels, global diversity, and whether or not diversity is viable in 
economic downturns.  Recommendations included: (1) Chief diversity officer reporting directly to 
CEO. (2) Executive compensation tied to diversity achievements. (3) Diversity training with clear 

http://www.diversityinc.com/�
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competencies and expectations. (4) Diversity goals tied to corporate survival color of green. (5) 
Diversity workplace ambassadors. (6) Scorecarding and metrics.  

 
Diversity Web, a resource hub for higher education at: http://www.diversityweb.org/. 
 
Equity and Diversity Resource Center-Generated and Collaborative Campus-wide Diversity Education 

Initiatives (n.d.). Madison, WI: University of Wisconsin.  
Full text available from University of Wisconsin website at: 
http://www.library.wisc.edu/EDVRC/docs/public/pdfs/ICC/ImprovingCampusClimate.pdf. 

 
Expert-identified leading practices and agency examples (January 2006). Washington, D.C.: United 

States Government Accountability Office. 
Full text available from United States Government Accountability Office website at: 
http://www.gao.gov/new.items/d0590.pdf.  
Provides a definition of diversity management.  Report on research conducted on leading practices 
and examples of how they are practiced in the federal government; nine practices were found. 
 

James Irvine Foundation (2005), Campus Diversity Initiative Evaluation Project Resource Kit. 
Claremont, CA: Claremont Graduate University, School of Educational Studies.  
Full text available from Association of American Colleges and Universities website at: 
http://www.aacu.org/irvinediveval/pdfs/ResourceKit_11_05.pdf. 
This resource kit was created as part of the foundation's Campus Diversity Initiative Evaluation 
Project; it is intended to be a resource guide to aid campuses in designing evaluation plans to 
measure the outcomes of campus diversity initiatives. 

 
Ma, J. (July 2005). Trends and issues recruiting and retaining female and minority faculty. 

[New York, NY]: TIAA-CREF Institute. 
Full text available from TIAA-CREF Institute website at:  
http://www.tiaa-crefinstitute.org/research/trends/docs/Tr070105c.pdf. 
Women are particularly under-represented at research universities.  Research points to the 
problems of combining career and family in such environments.  Minority faculty are 
underrepresented in science and technology fields, and this tends to be a pipeline issue.  Discusses 
trends and institutional policies aimed at recruiting and retaining female and minority faculty.  
Data and conclusions:  (1) Women accounted for almost 50% of Ph.D.s awarded in US but with 
variations in disciplines. (2) Women are underrepresented at research institutions.  Longitudinal 
study finds striking gender differences in faculty family situations. (3) Minority faculty are 
underrepresented particularly at higher ranks and in science, engineering, and math. (4) In 2000 
79% of PhDs were white, indicating pipeline problem. 

 
Millman, J. (November 2006). Debunking diversity studies, DiversityInc.  

Full text available from DiversityInc website at: http://www.diversityinc.com/. 
 Five studies that prove the business case for diversity and five that get it wrong.  Good 

review of current diversity studies.   
 
Moody, J. A. (2002). Supporting women and minority faculty: The recruitment and retention  

of a diverse faculty. Tucson, AZ: Dean’s Diversity Subcommittee, University of Arizona. 

http://www.diversityweb.org/�
http://www.library.wisc.edu/EDVRC/docs/public/pdfs/ICC/ImprovingCampusClimate.pdf�
http://www.gao.gov/new.items/d0590.pdf�
http://www.aacu.org/irvinediveval/pdfs/ResourceKit_11_05.pdf�
http://www.tiaa-crefinstitute.org/research/trends/docs/Tr070105c.pdf�
http://www.diversityinc.com/�
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We must cultivate and value diversity within the faculty, and the 
fact that we have not  

done so, despite our frequent expressions of good intensions, means that something is wrong about 
how we do business.  The author identifies good departmental and institutional practices that can 
help women and minority faculty thrive and make the greatest contribution to the academic 
enterprise. 

 
Reichenberg, N. (May 2001). Best practices in diversity management.  Paper delivered for the 

United Nations Expert Group Meeting on Managing Diversity in the Civil Services.   
Full text available from United Nations website at: 
http://www.mabe.econ.chula.ac.th/Sununta/UN_Best_practices_in_diversity_management.pdf 

The purpose of a 1998 benchmarking survey of 350 public sector organizations that are IPMA 
and NASPE members was to identify best practice organizations in several areas.  States of 
Oklahoma, Washington, Wisconsin and City of St. Petersburg were the best practice 
organizations in the area of diversity.  Eight practices were identified, applicable to HSU:  (1) 
Integrated, ongoing, measurable processes and strategies. (2) Decentralized efforts with 
specific diversity plans.  (3) Diversity training for workforce.  (4) Review committees for 
policy, assistance, approving plans. (5) Linkages between recruitment, development, and 
retention strategies w/organizational performance.  (6) Accountability for results. 

 
Reviewing applicants: Research on bias and assumptions (n.d.). Madison, WI: University of Wisconsin, 

Women in Science and Engineering Leadership Institute.  
Full text available at: http://wiseli.engr.wisc.edu/initiatives/hiring/Bias.pdf 
 Summary of research conducted on unconscious search biases and how they can influence the 
recruitment process.  Examples of common social assumptions, biases that can influence the 
evaluation of applications, and assumptions in academic job-related contexts are given.  (1) 
Search committees are not composed of ill intentioned people.  (2) Training on unconscious 
selection bias and effective search practices for deans, directors, and search chairs is critical and 
produces more diversified candidate pools. 

 
Smith, D. G., et al. (1996). Achieving faculty diversity: Debunking the myths. Washington, D.C.: 

Association of American Colleges and Universities. 
More information available from ERIC website at: 
http://eric.ed.gov/ERICWebPortal/custom/portlets/recordDetails/detailmini.jsp?_nfpb=true&_&E
RICExtSearch_SearchValue_0=ED398785&ERICExtSearch_SearchType_0=eric_accno&accno=
ED398785 

 
Smith, D. G., et al. (1997). Diversity works: The emerging picture of how students benefit,  

Washington D.C.: Association of American Colleges and Universities. 
More information available from ERIC website at: 
http://eric.ed.gov/ERICWebPortal/custom/portlets/recordDetails/detailmini.jsp?_nfpb=true&_&E
RICExtSearch_SearchValue_0=ED416797&ERICExtSearch_SearchType_0=eric_accno&accno=
ED416797 

 
Smith, D. G., et al. (2004). Interrupting the usual: successful strategies for hiring diverse 

http://www.mabe.econ.chula.ac.th/Sununta/UN_Best_practices_in_diversity_management.pdf�
http://wiseli.engr.wisc.edu/initiatives/hiring/Bias.pdf�
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http://eric.ed.gov/ERICWebPortal/custom/portlets/recordDetails/detailmini.jsp?_nfpb=true&_&ERICExtSearch_SearchValue_0=ED398785&ERICExtSearch_SearchType_0=eric_accno&accno=ED398785�
http://eric.ed.gov/ERICWebPortal/custom/portlets/recordDetails/detailmini.jsp?_nfpb=true&_&ERICExtSearch_SearchValue_0=ED398785&ERICExtSearch_SearchType_0=eric_accno&accno=ED398785�
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Faculty. The Journal of Higher Education 75(2), 133-160. 
Full text available from Academic Search Elite database at: 
http://web.ebscohost.com/ehost/detail?vid=4&hid=19&sid=eafaa04b-f67c-44ae-a89c-
a6f4c22629da%40sessionmgr2. 
Empirical study of faculty hires over three-year period of three elite public research universities 
(689 searches).  Hypothesis: That at institutions with predominantly white populations, hiring of 
faculty from underrepresented groups (defined as AA, Latino/a, and AI) occurs when (1) job 
description specifically engages diversity at the departmental or sub-field level (2) special hire 
strategy (defined as waivers, spousal hire, or opportunity hire) is used, and/or (3) search is 
conducted by diverse committee.  Little empirical research (as of 2004) on whether or not these 
strategies yield meaningful outcomes.  Data was analyzed quantitatively and qualitatively.  
Multiple regression used to validate what variable(s) best predicted the absence or presence of a 
FOC hire. 

 
The researchers’ literature review suggests (1) that there is reason to be concerned about the 
“pool” argument asserted by administrators and faculty to explain the lack of 
diversity in candidate pools.  Literature suggests that there has not been an increase in the number 
of SOCs earning doctorates.  (2) There is an assumed bidding war for faculty of color.  Research 
suggests that this is not true, and scholars of color are not highly sought after.  (3) Search 
processes must change.  It is at the departmental level that most policy decisions about hiring are 
met, there is considerable power at this level, and senior faculty and department heads decide what 
constitutes “quality.”  Many question the system of meritocracy.  

 
Despite study limitations, conclusion is that intentional hires in the form of diversity indictor or 
special hire makes a difference.  Regular searches in fields not related to diversity will not yield 
diversity hires.  Diversity indicators and special hires were critical at these institutions for hiring 
AA and AI.  Even in sciences, requiring experience and success in working with diverse students 
helped to broaden pools.  Approaches in this study directed toward bringing the scholarship of 
diversity to searches rather than representation helps keep these interventions legally acceptable.  
Search process will remain the core of faculty hiring, and modifications to search practices can be 
explored to expand the applicant pool.  

 
Steinpreis, R., Ander, K. A., and Ritzke, D. (1999). The impact of gender on the review of the 

curricula vitae of job applicants and tenure candidates: A national empirical study. Sex Roles, 
41(7/8), 509-528. 
Full text available from Springerlink database at: 
http://www.springerlink.com/content/h60217k42618223t/ 

 
Tatum, B. D. (2000). The ABC approach to creating climates of engagement on diverse  
 campuses. Liberal Education, 86(4), 22-29.   
 Full text available from Academic Search Elite database at: 

http://web.ebscohost.com/ehost/detail?vid=1&hid=22&sid=af556f57-8f7a-4395-838d-
4dc14ee4988b%40SRCSM1  
In this essay, Beverly Tatum briefly summarizes her ABC approach to creating a 
welcoming campus climate.  She argues that to engage a diverse student body, the campus climate 
must Affirm identity, Build community, and Cultivate leadership. 
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Thomas, R. (1990)  From affirmative action to affirming diversity. Harvard Business 
Review, March-April 1990 reprint #90213. 
The author differentiates between affirmative action and diversity, asserting that AA will die a 
natural death.  AA is about representation, and > 50% of the US workforce is minority, female, 
and immigrant.  His argument is that women and minorities do not need a boarding pass because 
more than 50% of US workforce is minority, female, and immigrant.  The reason many companies 
are skeptical about hiring women and minorities has more to do with education and qualifications 
than color or gender.  Companies are concerned about productivity.  He claims that (1) getting 
hired is not the problem, but later on women and minorities plateau and lose their drive. (2) Once 
representation is corrected, AA alone cannot manage the upward mobility of all because AA is an 
unnatural focus on one group. (3) Managing diversity is different from, and moves beyond, AA. 
(4) Managing diversity means enabling people to live and work to their potential and getting from 
a heterogeneous workforce the same productivity, commitment, quality, and profit as from the old 
homogeneous workforce.   

 
He further claims that the traditional approach to diversity created a cycle of crisis, action, 
relaxation, and disappointment when things did not work, and those organizations repeated the 
cycle over and over again.  AA says that if we can fill our pipeline with qualified women and 
minorities, we will solve our mobility problems. Management usually concludes it is a recruitment 
problem because managers are good people who do the right thing.  The traditional image of 
diversity is a melting pot where employees disengage from their ethnic identity.  We need 
unassimilated diversity where we have tolerance for individuality.  The author identifies 10 
guidelines for managing diversity to create an environment where everyone does their best work. 

 
Thomas, R. R., Jr. (1996). Redefining Diversity. New York: American Management 

Association. 
If you read just one book on diversity management, choose this one.  Although written 
for the private sector, its lessons translate easily into the academic setting.  It provides a broad 
understanding of what diversity is, how it functions, and how to use it to benefit an institution.  It 
also provides a better vocabulary with which to discuss these important issues. 

 
Turner, C. S. V. (n.d.). Keeping our faculties: Address on the recruitment and retention of 

faculty of color in higher education, an executive summary of a symposium held in October 1998, 
sponsored by the University of Minnesota and the Minnesota State Colleges and Universities. 

 This essay was divided into two categories, “Barriers” and “Strategies.”  Barriers dealt 
mainly with misperceptions and briefly cited research that challenged those perceptions. 
Strategies were broad in most cases, though two were particularly interesting—broadening 
definitions of scholarship and creative activities for the RTP process, and  
the need to support research on campus, qualitatively and quantitatively, “that documents the 
contributions which a diverse professoriate brings to the teaching, learning, research, and service 
context.”  Also cited was an argument that major companies have discovered  diversity is good for 
business; thus if universities are to be contributing to a successful workforce, diversity is an 
important element of higher education.  This article was helpful highlighting broad strategies that 
would frame a change in campus climate through new perspectives and understandings.  

 
Zimmerman, M., ed. (2006). Growing through our past into the future:  Journeys of educators on the path 

to cultural competence. Indianapolis, IN: Indiana University Purdue University. 
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Full text available from Indiana University Purdue University Indianapolis website at: 
http://www.opd.iupui.edu/meiupui/essays.htm. 
This is a collection of essays written by professors at IUPUI that relate to the challenges and 
rewards of multicultural-based pedagogies. 

 
Student Academic Achievement/Retention/Graduation 

 
A framework for retention (2003). ASHE-ERIC Higher Education Report, 30(2), 75-112.  

Full text available from Academic Search Elite database at: 
http://ezproxy.humboldt.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=af
h&AN=11939485&site=ehost-live.  
Abstract from citation: Describes the Geometric Model of Student Persistence and Achievement which provides a 
framework for the retention of minority students in higher education. User-friendliness of the method; Focus on the 
cognitive and social attributes that the student brings to campus; Institutional role in the student experience; Geometric 
model that allows the discussion of the dynamics between cognitive, social and institutional factors.  
Additional comments: This report discusses five interrelated components which provide the 
framework for a comprehensive student retention program: recruitment and admissions, academic 
services, curriculum and instruction, student services, and financial aid. This model differs from 
most other approaches in that it places the student experience at its center. It then considers the 
social, cognitive, and institutional factors that impact student persistence, achievement, and 
attrition. Discussion includes specific issues relating to underrepresented first generation college 
students, although the model could readily be applied to virtually all students in higher education.  

 
American Educational Research Journal.  

Full text available from ABI/Inform Complete (Proquest) database at: 
http://proquest.umi.com/pqdlink?Ver=1&Exp=04-07-
2012&RQT=318&PMID=27674&clientId=17853 and from JSTOR database at: 
http://www.jstor.org/journals/00028312.html. 

 
Benjamin, D., Chambers, S., & Reiterman, G. (1993).  A focus on American Indian college 

persistence.  Journal of American Indian Education, 32(2). 
Full text available from Journal of American Indian Education website at: 
http://jaie.asu.edu/v32/V32S2foc.htm. 
The authors used a sample of 166 freshmen Indian students entering a medium-size southwestern 
state university in the fall of 1984 and 1985 to demonstrate that quantitative data (e.g., high school 
grade point averages) frequently used to predict academic persistence in the general population are 
not good predictors of academic persistence among American Indian college students.  They also 
found that dominant culture definitions of “persistence behaviors” (e.g., attendance) may lead 
researchers to overlook more critical factors in American Indian success at college (e.g., ability to 
go home frequently to meet family and ceremonial obligations). 
 

Best practices for academic advising (n.d.). Rohnert Park, CA: Sonoma State University, Student Affairs 
Committee.   
This document is a good starting point for thinking about best practices in  
advising that would work with all students, but particularly under-represented students who may 
fall through the cracks. 

 
Brown, L., & Robinson Kurpius, S. E. (1997).  Psychosocial factors influencing academic 
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persistence of American Indian college students. Journal of College Student Development, 38(1), 
3-12. 
Full text available from Project Muse database at: 
http://muse.jhu.edu/journals/journal_of_college_student_development/v046/46.1alessandria.html. 
The authors completed an empirical study of psychosocial factors influencing American  
Indians in higher education, the results of which indicated that “academic preparation and 
aspirations, academic performance, and interactions with faculty and staff best differentiated 
between students who persisted…and those who did not” (Brown & Robinson Kurpius, 1997, p. 
3).  
 

Carlstrom, A. H. (2005). Preparing for multicultural advising relationships. Academic Advising Today, 
28(4).  
Full text available from National Academic Advising Association website at: 
http://www.nacada.ksu.edu/AAT/NW28_4.htm. 
Entering into any helping relationship, including academic advising, can create a degree of 
uncertainty.  People use a variety of strategies to cope with uncertainty in relation-ships, some 
more helpful than others.  When advisor and advisee are culturally different, advisors may find 
they engage in two strategies to reduce their own uncertainty: (1) approaching students as “just 
individuals” (i.e. ignoring their cultural identities), or (2) approaching students as though their 
cultural identities were necessarily the most salient aspect of their current challenge (i.e. ignoring 
their individual identities). Both approaches are “either/or” in nature, and thus miss the 
complexity of the whole student. Advising done from an “either/or” approach is based upon the 
advisor’s cultural assumptions, whether the advisor is aware of those assumptions or not. 
“Either/or” approaches contribute to work that runs the risk of being distorted and unhelpful. 
 

   1. Do not assume sameness. 
    2. What we think of as normal or human behavior may only be cultural. 
    3. Familiar behaviors may have different meanings. 
    4. Do not assume that what we meant is what was understood. 
    5. Do not assume that what we understood is what was meant. 

  6. We do not have to like or accept “different” behavior, but we may find it helpful to   
       understand where it comes from. 
  7. Most people do behave rationally; we just have to discover the rationale. (Although it is  
      important to keep in mind that a preference for rationality can be a culturally bound 
      preference). 

 
Claxton, C. S., and Murrell, P. H. (n.d.). Learning styles. Madison, WI: National Teaching and Learning 

Forum. 
Full text available from National Teaching and Learning Forum website at: 
http://www.ntlf.com/html/lib/bib/88dig.htm. 
“Learning style is a concept that can be important in this movement [to educate increasingly 
diverse students], not only in informing teaching practices but also in bringing to the surface 
issues that help faculty and administrators think more deeply about their roles and the 
organizational culture in which they carry out their responsibilities.”  The authors discuss learning 
style in terms of  (1) personality, (2) information processing, (3) social interaction, and (4) 
instructional methods.  
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Clearinghouse of academic advising resources. Manhattan, KS: Kansas State University National 
Academic Advising Association.  
More information available from the National Academic Advising Association website at: 
http://www.nacada.ksu.edu/Clearinghouse/overview.htm. 
This web site is a clearinghouse for all advising issues, including culturally sensitive advising. 

 
Cornett-Devito, M. M., and Reeves, K. J. (1999). Preparing students for success in a multicultural world: 

Faculty advisement and intercultural communication. NACADA Journal, 19(1): 35-44. 
 
Cunningham, L. (n.d.). Multicultural awareness issues for academic advisors. Manhattan, KS: National 

Academic Advising Association, Kansas State University. 
Full text available from National Academic Advising Association website at: 

 http://www.nacada.ksu.edu/clearinghouse/AdvisingIssues/Multicultural.htm#over. 
Multicultural awareness is essential for academic advisors, for our cultural identity “is central to 
what we see, how we make sense of what we see, and how we express ourselves” (DuPraw & 
Axner, 1997).  Lack of understanding about what constitutes cultural identity, and how we are 
affected by the various aspects of our world view, can be a source of conflict and a great hindrance 
in the development of productive relationships.  As DuPraw and Axner (1997) noted, “Oftentimes 
we aren’t aware that culture is acting upon us.  Sometimes we are not even aware that we have 
cultural values or assumptions that are different from others!” 
 
There are two guiding principles that we must keep in mind:  (1) cultural identity is made up of a 
myriad of aspects, and 92) while we can learn something from generalizations about cultures, we 
must not allow these generalizations to cause us to stereotype or oversimplify our ideas about 
others.  It is crucial that we preface any discussion of diversity issues with firm declarations that 
all people have cultural identity and that we value all forms of diversity, whether they be majority 
or minority. 

 
Dumas-Hines, F. A, Cochran, L. L. & Williams, E. U. (2001). Promoting diversity:  

recommendations for recruitment and retention of minorities in higher education. College Student 
Journal, 35(3), 433-441. 
Full text available from Academic Search Elite database at: 
http://ezproxy.humboldt.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=af
h&AN=6816231&site=ehost-live.  
Abstract from citation: Many institutions of higher education are facing the challenge of finding ways to diversify their 
campuses. The purpose of this paper is to provide recommendations for recruitment and retention of faculty and students at 
institutions of higher learning. These recommendations are based on a review of literature and research conducted on 29 
universities in Midwestern United States. Specific suggestions and examples are provided for the following strategies: (1) 
Develop a university-wide philosophy statement that encourages cultural diversity. (2) Analyze the cultural diverse faculty 
and student composition on campus and set goals for enhancing diversity. (3) Conduct research on best 
practices/programs/activities that promote recruitment and retention of culturally diverse faculty and students. (4) Develop, 
implement, and evaluate a comprehensive plan for recruitment/retention activities that focus on enhancing cultural diversity 
on campus among faculty and student populations. 
Additional comments: The authors present the results that they have gleaned from a review of the 
literature and pertinent research from 29 universities in the Midwest. Some of the best retention 
strategies that they report on include “forced and academic mentoring, minority mentees, self-
esteem/positive image activities, [and] cultural diversity/sensitivity training.” They comment that 
“self-isolation from the general student population and college life is recognized as one of the 
main factors that contributes to minority student attrition,” but that “mentoring relationships have 
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often been a popular method of reducing isolation.” They also report on other strategies that focus 
on personal attributes that influence whether or not a student stays in school.  

 
Duranczyk, I. M., Higbee, J. L., & Lundell, D. B., editors (2004).  Best practices for access and 

retention in higher education. Minneapolis, MN: Center for Research on Developmental 
Education and Urban Literacy, General College, University of Minnesota.  
Full text available from ERIC Open Access database at: 
http://www.eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b/80/32/a7/26.pdf.  
Abstract from citation: This monograph explores best practices for access and retention in higher 
education in programs that support the most diverse and nontraditional students on their campuses. 
It focuses on research, theory, and assessment in a variety of national programs. Its 14 chapters 
provide historic information about successful initiatives, multicultural and international strategies, 
and student background factors that influence retention and success. This monograph specifically 
addresses retention perspectives of students who are first-generation, immigrant or refugees who 
are nonnative speakers of English, students with disabilities, or students from a low-
socioeconomic background. The following are appended: (1) Bibliography of Resources for 
Multicultural Higher Education; (2) Publication Announcements; and (3) Call for Submissions. 
Additional comments: The compiler has not had a chance to review the contents of this anthology 
in detail. However, a cursory review indicates that several of the chapters, in particular those 
dealing with best practices for promoting persistence and/or retention, may be of interest and 
relevance to our campus.  

 
Fox, J. T. (n.d.). Coming together to succeed. Hamilton Square, NJ: MinorityNurse.com. 

Full text available from MinorityNurse.com website at: 
 http://www.minoritynurse.com/features/undergraduate/02-14-01f.html. 
 This article discusses how support groups can enhance the academic and career readiness 

of minority nursing students. 
 
Frisby, C. L. (1993). One giant step backward: Myths of black cultural learning styles. School 
 Psychology Review, 22(3), 535-557.   
 The author argues that cultural learning styles do not come in black and white; that is, the  

idea of a black cultural learning style is fundamentally flawed and harkens back to an old racist 
perspective on education.  

 
Gordon, V. & Habley, W. (2000). Academic advising:  A comprehensive 

Handbook. San Francisco, CA: Jossey-Bass. 
Additional information available from National Academic Advising Association website at: 
http://www.nacada.ksu.edu/Publications/jbbook.htm. 
 

Guild, P. B. (2001). Diversity, learning style and culture.  
Full text available from New Horizons for Learning website at: 
http://www.newhorizons.org/strategies/styles/guild.htm. 

 
Haycock, K. (2006).  Promises abandoned: How policy choices and institutional practices 

restrict college opportunity:  A report by the Education Trust.   
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This article addresses the issue of how education has become another agent of stratification in our 
country.  The highest-achieving low-income students in the U.S. go directly to college at the same 
rates as the lowest-achieving students from wealthy families. 
Best Practices/Recommendations: (1) Institutions must put the needs of low-income students first 
before any monies go to students who can afford to pay for their educations. (2) Institutions must 
redefine “quality” when looking at new students.  Institutions should be recognized for what they 
do for the students they admit instead of bestowing status on schools who only admit students who 
would be successful wherever they go.  (3) Encourage states to provide more need-based student 
aid programs and distribute it to the students with the greatest financial need. 

 
Hyatt, R. (2003). Barriers to persistence among African American intercollegiate athletes: A  
  literature review of non-cognitive variables. College Student Journal, 37(2), 260-275. 

Full text available from Academic Search Elite database at: 
http://ezproxy.humboldt.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=af
h&AN=10049290&site=ehost-live.  
Abstract from citation: For many universities which sponsor intercollegiate athletics programs, it 
is a constant battle to maintain the balance between academic success and competitive success. 
There is a great deal of criticism and discussion both on and off college campuses regarding the 
low graduation rates of athletes, particularly African American males competing in the sports of 
football and basketball. In response, the NCAA implemented legislation that focused on the 
academic progress of the student athletes. Additionally, individual institutions hasten to implement 
academic and student service programs aimed at improving the graduation rates of athletes on 
their campuses. Unfortunately, these programs are often initiated without gaining an 
understanding of the student population they are designed to serve. Understanding the variables 
affecting persistence in a particular student population, at a particular institution is the first step in 
developing retention programs. There are many variables that affect persistence in college 
students. The variables are typically categorized as either cognitive (intellectual) or non-cognitive 
(attitudinal or motivational). The purpose of this article is to heighten the reader's awareness about 
the role non-cognitive variables may play in persistence among African American student athletes.          
Additional comments: In this literature review, the author explores the impact of non-cognitive 
personal and institutional variables upon the persistence and, by extension, the retention of African 
American student athletes. These variables include commitment, integration, discrimination, and 
isolation. Hyatt notes that “research has demonstrated that traditional measures of cognitive 
variables correlate with persistence in the traditional white college student population, but not in 
the non-traditional, non-while student population” and, further, that “non-cognitive variables may 
play a more important role in the persistence of non-traditional minority college students.” The 
author highlights the importance of each institution analyzing its own unique mix of variables and 
investigating “the profile of persistence on its campus,” since “there is not a common college 
experience.”   

Jenkins, M. (1999).  Factors which influence the success or failure of American Indian/Native 
American college students. Research and Teaching in Developmental Education, 15(2), 49-54.   
The author discusses a variety of barriers to college access, including inadequate financial 
resources and pre-college preparation. 

 
Latino student mentoring program (2006). Arcata, CA: Humboldt State University, Learning Center. 
 Su Karl, Carmen Colunga, and Jyoti Rawal of HSU’s Learning Center conceptualized a 
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pilot program to offer incoming students access to leaders or mentors who could identify  
with their family and cultural experiences.  The need for the program arose from 
conversations between Latino student leaders and the Student Affairs administration regarding 
retention issues; some of the student leaders expressed interest in a peer mentoring program to 
connect and support new incoming students, as well as continuing students.  A group of eight to 
ten paid mentors participated in a one-unit structured mentor training program in Spring 2006, in 
preparation for taking on a class of mentees in Fall 2006.  Training included theory and practice of 
leadership, role modeling, cultural competency, and effective communication.  Mentors also 
became well versed in campus culture and navigating the academic system, as well as making 
connections with key faculty and staff who support Latino and Chicano students.  The long-term 
goals of this program include extending it to other cultural groups.   

 
Levitz, R. S., Noel, L., & Richter, B. J. (1999). Strategic moves for retention success. New  
 Directions for Higher Education, 27(4), 31-49.  

Full text available from Academic Search Elite database at: 
http://ezproxy.humboldt.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=af
h&AN=9180336&site=ehost-live.   
Abstract from citation: Three retention and enrollment management experts share their most 
effective innovations and best practices that have achieved cost-effective results. Tables provide 
data on dropout rates, graduation rates, and results of a student satisfaction rating survey of four-
year colleges and universities. 
Additional comments: The authors recommend that an institution focus on the freshman-year 
experience for the maximum return to the university. Institutions “can control their dropout 
rates… based on the energy and effort that is put into getting students started right on the path into 
and through the first year of college.” Further, “the most efficient way to boost graduation rates is 
to reduce the first-to-second-year attrition rate.” Institutions that have been successful in this area 
have focused on providing personal and programmatic student support services through 
orientation, advising, and introductory course experiences, employing strategies that are proactive 
and intrusive. The authors promote the use of the Noel-Levitz Retention Management System 
(RMS) and Student Satisfaction Inventory (SSI), as tools to help an institution assess the quality of 
the student experience and achieve campus retention goals. 

 
Lomawaima, K. T. (1999).  The unnatural history of American Indian education. In K. G. 

Swisher and J. W. Tippeconnic, III (Eds.), Next steps:  Research and practice to advance Indian 
education (pp. 3-31).  Charleston, WV:  Appalachia Educational Laboratory. 

 
Loo, C. M., and Rolison, G. (1986).  Alienation of ethnic minority students at a predominantly 

white university.  The Journal of Higher Education, 57(1), 58-77. 
Full text available from JSTOR database at: 
http://www.jstor.org/view/00221546/di962499/96p03924/0.  
The researchers assessed the extent and nature of sociocultural alienation and academic 
satisfaction among ethnic minority students at a small campus (6,000 students) of the University 
of California in an effort to determine whether their alienation and satisfaction differed 
significantly from that of White students and to assess similarities and differences in the attitudes 
of White and minority students (p. 59).  They found that sociocultural alienation of minority 
students in a predominantly White university is greater than that of White students and that 
feelings of cultural domination and ethnic isolation are the forms in which this alienation is 
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experienced.  They also found that sociocultural alienation can be distinct from academic 
satisfaction; that is, while academic excellence in curriculum programs, and teaching and 
accessible or supportive faculty contribute to satisfaction with the academic institution, ethnic 
minority students can still feel socioculturally alienated….Hence, no matter how outstanding the 
academic institution, ethnic minority students can feel alienated if their ethnic representation on 
campus is small.  Furthermore, unlike White students, ethnic students’ retention rates may be just 
as much a function of sociocultural alienation as of academic factors (pp. 71-72). 
 
According to the authors, several institutional factors…can counter academic and sociocultural 
alienation of minority students and promote their success:  (1) a higher proportion of ethnic 
minority representation in the student population; (2) the presence of a residential, sociopolitical, 
academic community on campus that provides cultural support where the larger university seems 
ethnically unsupportive; (3) strong student support services (such as EOP, financial aid, and career 
planning and placement) that effectively serve minority students; (4) increased numbers of ethnic 
minority faculty to whom minority students can comfortably relate; and (5) supportive and 
accessible faculty who impart a sense of academic and personal worth to students (p. 72). 

 
Melendez, M. C. (2006/2007). The influence of athletic participation on the college adjustment  

of freshmen and sophomore student athletes. Journal of College Student Retention, 8(1), 39-55. 
  Citation available from Onmifile Full Text Mega database. 

Abstract from citation: A study examined the relationship between race/ethnicity, gender, athletic 
participation, and college adjustment. Participants were 207 freshmen and sophomore college 
student athletes and non-athletes. The results indicate that student athletes reported higher scores 
on academic adjustment and general institutional attachment than their non-athlete peers; that 
race/ethnicity did not influence college adjustment for this group of students; that females 
demonstrated higher scores on academic adjustment, social adjustment, and institutional 
attachment subscales; and that minority females reported higher scores on the academic 
adjustment subscale than their majority and male peers. 

 
Metzner, B. S. (1989).  Perceived quality of academic advising:  The effect of freshman attrition. 
 American Educational Research Journal, 26(3), 422-442.  

Full text available from JSTOR database at: 
http://www.jstor.org/view/00028312/ap040104/04a00050/0?currentResult=00028312%2bap0401
04%2b04a00050%2b0%2cFBBA2A&searchUrl=http%3A%2F%2Fwww.jstor.org%2Fsearch%2F
BasicResults%3Fhp%3D25%26si%3D1%26gw%3Djtx%26jtxsi%3D1%26jcpsi%3D1%26artsi%
3D1%26Query%3Dmetzne. 
This article provides a wonderful chart resource to help academic advisors route students with 
specific problems to the proper office, organization, or individual on the Bloomington Campus of 
Indiana University-Purdue University.  HSU might consider developing such a resource for 
advisors.  
 

Miksch, K, Higbee J, et al. Multicultural Awareness Project for Institutional Transformation: MAP IT 
(2003). Twin Cities, MN: University of Minnesota, Multicultural Concerns Committee and Center 
for Research on Developmental Education and Urban Literacy.  
Full text available from University of Minnesota website at: 
http://education.umn.edu/CRDEUL/pdf/map_it.pdf 

http://www.jstor.org/view/00028312/ap040104/04a00050/0?currentResult=00028312%2bap040104%2b04a00050%2b0%2cFBBA2A&searchUrl=http%3A%2F%2Fwww.jstor.org%2Fsearch%2FBasicResults%3Fhp%3D25%26si%3D1%26gw%3Djtx%26jtxsi%3D1%26jcpsi%3D1%26artsi%3D1%26Query%3Dmetzne�
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This report discusses 10 guiding principles for transforming an institution, and how to make the 
findings of research done for primary and secondary school applicable to higher education. 

 
Muraskin, L. (1997). "Best practices" in Student Support Services: A study of five exemplary  

sites. Followup study of Student Support Services programs. Rockville, MD: Westat, Inc.; 
Washington, D.C.: Office of Planning, Budget, and Evaluation. 
Full text available from ERIC Open Access database at: 
http://www.eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b/80/2a/a6/a5.pdf.  
Abstract from citation: This report examines best practices in the delivery of Student Support 
Services (SSS), one of the three Special Programs for Disadvantaged Students known as the TRIO 
programs. Data have shown that participation in student support services has a positive effect on 
student outcomes, but many participants do not receive enough services to receive significant 
benefits. This study was based on case studies that were conducted of five local projects in 1996 
drawn from 30 projects in the National Study of Student Support Services, a longitudinal survey 
of students begun in 1991. The five sites ranged from a small, rural community college to a large 
state university and also included an historically Black college and a small-town branch of a large, 
public institution. The most important common practices across the projects were: (1) a project-
designed freshmen-year experience; (2) an emphasis on academic support for developmental and 
popular freshman courses; (3) extensive student service contacts; (4) targeted participant 
recruitment and participation incentives; (5) dedicated staff and directors with strong institutional 
attachments; and (6) an important role on campus. The dynamics of different modes of service are 
summarized. These include discussion of group learning, active counseling, and integrated 
services. Appended are reports of project characteristics in 1992 and 1996 and project budgetary 
information for 1995-96. 
Additional comments: This report shows that participation in the Student Support Services (SSS) 
program “positively affects student outcomes, including grade point average and college 
retention.” Challenges to successful implementation of this program include the need for more 
resources and improvement of SSS performance assessment. The author discusses literature and 
research on other effective practices which are characterized as student integration and retention, 
informal group learning, and reform of developmental education. For student integration and 
retention, Muraskin notes that “non-cognitive factors are equally important to, if not more 
important than, academic performance in college retention” and that “isolation from the academic 
and social experiences that foster integration increases the likelihood of withdrawal.”  In terms of 
group learning, “informal group study among students who are academically at risk appears to 
enhance academic performance and retention.” Such study groups can be organized by a number 
of commonalities, e.g., race, ethnicity, department, subject area, etc. Finally, the author mentions 
growing concerns with the modality of instruction geared to under-prepared college students, 
particularly in English and mathematics, noting that the more successful approaches emphasize 
“teaching basic skills through content and writing.” 

 
Noel-Levitz, Inc. Retention excellence awards.  

Further information available from Noel-Levitz website at: 
https://www.noellevitz.com/Papers+and+Research/Retention+Excellence+Awards/. Description 
from website: The Lee Noel and Randi Levitz Retention Excellence Awards program was 
established in 1989 to honor the retention achievements of postsecondary institutions throughout 
the United States and Canada.  Each year, awards are given to recognize the most successful, 
state-of-the-art retention programs in use at many kinds of institutions, with many different target 

http://www.eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b/80/2a/a6/a5.pdf�
https://www.noellevitz.com/Papers+and+Research/Retention+Excellence+Awards/�


 

 151

groups of students. Nominees for awards are judged on identifiable and measurable institutional 
outcomes, originality and creativity, use of resources, and adaptability for use at other institutions. 
Winners are selected by a national panel comprised of leading campus-based retention 
practitioners.                                                 Additional comments: This site highlights successful 
higher education student retention programs, which the Noel-Levitz panel has been selecting for 
its Retention Excellence Award each year since 1990. It would be instructive to review the profiles 
of the award winners to select a comparable group of cohort institutions and discern the strategies 
that they have employed to help retain their students.  

 
Obiakor, F. E. & Harris-Obiakor, P. (1997). Retention models for minority college students.  

Emporia, KS: Research and Creativity Forum, Office of Graduate Studies and Research, Emporia 
State University.  
Full text available from ERIC Open Access database at: 
http://www.eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b/80/26/16/b3.pdf.  
Abstract from citation: This paper discusses retention techniques that can be used with minority 
students at predominantly white colleges, focusing on four phases that are critical to the retention 
and academic achievement of minority students: acceptance, acclimatization, responsibility, and 
productivity. In the acceptance phase, the college community should attempt to convince minority 
students very early that it is interested in them and that help is available for them to maximize their 
potential. The acclimatization phase involves building a positive racial climate and the 
incorporation of clearly stated retention policies. To foster minority student responsibility, 
minority program directors should organize a leadership seminar that addresses the organizational 
structure of the college and its relationship to the community, profiles an effective leader, 
parliamentary procedures for conducting an effective meeting, and an overview of management 
skills. In the productivity phase, the minority networking milieu should endeavor to destroy the 
stereotypes that hinder acceptance into the mainstream of academic life at white colleges. 
Additional comments: The abstract provided with the citation fairly well summarizes the main 
points in this paper. The basic premise is that much attention has been given to increasing the 
number of underrepresented students enrolled at predominantly White colleges. However, in order 
“to retain minority students and assure their academic success, the college community, especially 
the minority faculty and student populace, must make pragmatic commitments to the acceptance, 
acclimatization, responsibility 

 
Ortega, J. (2007). Humboldt State University Facilities and Student Centers that support and  
 promote inclusiveness, academic excellence, and community building (unpublished  
 inventory prepared for WASC Theme 2 Action Team). 
 
Pavel, D. M. (1999). American Indians and Alaska Natives in higher education:  Promoting 

access and achievement.  In K. G. Swisher and J. W. Tippeconnic, III (Eds.), Next steps:  
Research and practice to advance Indian education (pp. 239-258). Charleston, WV:  Appalachia 
Educational Laboratory. 

 
Perry, T., Steele, C., and Hilliard, A. G., III (2003).  Stereotype threat and African-American 

student achievement. In Young, Gifted, and Black : Promoting High Achievement Among  
African-American Students. Boston, MA: Beacon Press. 
This chapter is based on a 1995 article which outlines a theory proposing the existence of 

http://www.eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b/80/26/16/b3.pdf�
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socially-constructed external, situational threats perceived by non-dominant groups which 
compromise their ability to perform to the standards of dominant groups.  It discusses how 
relationships with faculty and their pedagogies can mitigate the threat and promote stronger 
academic performance. 
 

Priest, R., and McPhee, S. A. (2000). Advising multicultural diversity: The reality of diversity. In V. 
Gordon & W. Habley, Academic advising: A comprehensive handbook (pp. 105-117). San 
Francisco, CA: Jossey-Bass. 

 
Redden, E. (2007). Access and success—Is it either/or? Inside Higher Ed.  

Full text available from Inside Higher Ed website at: 
http://www.insidehighered.com/news/2007/02/02/california.   

 
Report of the Oklahoma Higher Education Task Force on Student Retention (2002). Oklahoma  
  City, OK: Oklahoma State Regents for Higher Education. 

Full text available from ERIC Open Access database at: 
http://www.eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b/80/27/b7/30.pdf.  
Abstract from citation: The Oklahoma State Regents for Higher Education appointed the 
Oklahoma Higher Education Task Force on Student Retention and charged the Task Force to: (1) 
review Oklahoma and national data on student attrition; (2) identify factors that contribute to 
student persistence in college; and (3) recommend specific initiatives to increase student retention 
and graduation. The Task Force used data from many sources in studying these aspects of higher 
education. Comparison of state and national persistence rates shows that freshman persistence at 
Oklahoma's comprehensive universities and two-year colleges is similar to, or better than, national 
peer institutions, but freshman persistence in Oklahoma's regional universities is significantly 
lower than national peer rates. Findings make it clear that Oklahoma college students are taking 
advantage of the well-developed system of transfer among state institutions. Only about 10% of 
freshmen at comprehensive universities and 21% of freshmen at regional universities are not 
enrolled somewhere in the state the following year. The Task Force identified barriers to student 
retention, whether financial, academic, social and personal, related to student services and 
advising, or related to future expectations and jobs. The Task Force also developed a matrix of 
common initiatives to improve student retention and identified best practices to improve retention. 
Recommendations of the Task Force include a focus on completion and improved student 
preparation for college. Six appendixes contain details of the study and the matrix of initiatives to 
improve student retention. 
Additional comments: This task force conducted an exhaustive review of the practices in the field 
to help the State of Oklahoma improve the retention of its college students. The task force 
developed 16 specific recommendations, many of which could be adapted for use elsewhere, 
including focusing on persistence to completion, improving student preparation for college, and 
exploring collaboration between secondary schools and higher education.  
 

Restoring college affordability: Acting far outside the box (August 2006). Postsecondary 
Education Opportunity, 170, 13-16. 
Full text available from Postsecondary Education Opportunity website at: 
http://www.postsecondary.org/archives/previous/170806_pg13-16.pdf 

http://www.insidehighered.com/news/2007/02/02/california�
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This editorial suggests that the financial aid system is broken and no longer meets the needs of the 
most financially needy students.  College affordability for needy students has been in substantial 
decline since about 1980. 
Best Practices/Recommendations:  (1) Aggressively address the large unmet need students face 
(currently more than $31 billion nationwide and $4.6 billion in California). (2) Increase Pell 
Grants to match 1970’s levels where they paid approximately 70% of the cost of college 
attendance.  (3) Shift monies from less need-oriented aid programs to Pell Grants.  (4) Encourage 
states to match Pell Grants since they have been responsible- through lack of financial support- for 
the increased educational costs for students. 

 
Rueda, R. (1998). Standards for professional development:  A sociocultural perspective. Santa Cruz, CA: 

University of California, Center for Research on Education, Diversity & Excellence. 
Full text available from University of California, Berkeley website at:  
http://crede.berkeley.edu/research/pted/rb2.html. 
This research brief discusses five standards in terms of sociocultural theory and explains how each 
standard supports the learning process underlying professional development. 

 
Seidman, A. (2005). Minority student retention: Resources for practitioners. New Directions for 

 Institutional Research, 125(Spring), 7-24. 
Full text available from Academic Search Elite database at 
http://ezproxy.humboldt.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=af
h&AN=16620871&site=ehost-live.  
Abstract from citation: The author gives an overview of the main research findings concerning 
minority retention and graduation. 
Additional comments: In this article, Seidman conducts a comprehensive review of the literature 
in an effort to identify the “programs that can help recruit, retain, and graduate minority students.” 
The author sums up the commonalities that he has identified in successful programs using the 
formula: “Retention = Early Identification + (Early + Intensive + Continuous) Intervention.” He 
goes on to say that “for a college to retain a student, he or she must be identified as early as 
possible as a student in need of help; what kinds of help needed must be determined as well, 
whether academic, social, or both.” Although not legally binding, a written contract between the 
student and the institution can provide “some sense of legitimacy and validity to the demands of 
such students.” Further, “providing this type of early identification and intervention throughout a 
student’s precollege and college careers enhance the chances of student success in meeting 
academic and personal goals.”  

 
Swisher, K. (1994). American Indian learning styles survey: An assessment of teachers  

knowledge. The Journal of Educational Issues of Language Minority Students, 13, 59-77.  
Noting the term "learning styles" has different meanings for different people, the author explores 
“current thinking about learning styles from the perspective of those groups closely associated 
with American Indian students, i.e., teachers and administrators of the schools attended by 
American Indian students.”  The purpose of the study was “to determine the extent of teacher 
knowledge about learning styles and to determine the extent to which this knowledge is applied in 
classrooms attended by American Indian students.”  
 

Teaching for inclusion, Chapter 1: Your diversity, the academic culture, and teaching and learning styles 
(2001). Chapel Hill, NC: University of North Carolina, Center for Teaching and Learning.  
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Full text available from Center for Teaching and Learning website at: http://ctl.unc.edu/tfi1.html. 
 
Thomason, T. C. & Thurber, H. J. (1999). Strategies for the recruitment and retention of Native  

American students. Executive summary. Flagstaff, AZ: American Indian Rehabilitation Research 
and Training Center, Northern Arizona University. 
Full text available from ERIC Open Access database at: 
http://www.eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b/80/10/8e/f6.pdf.  
Abstract from citation: This paper describes issues involved in increasing the number of Native 
American students in higher education, with a specific focus on psychology and rehabilitation 
training programs. The paper also describes many specific strategies for use by colleges and 
universities to recruit, retain, and graduate Native American students. Three sections cover 
strategies to improve recruitment, strategies to improve retention, and model programs and best 
practices. Recruitment geared towards minorities is different from the recruitment of Anglo 
students. Strategies include tailoring the admissions process to fit the needs of Native American 
culture, addressing bias in admission standards, beginning recruitment early, making recruiters 
aware of minority issues, advertising culturally appropriate programs and support services, and 
involving Native communities in recruitment efforts. While recruiting minority students can be a 
challenge, retaining them in school can be even more difficult for institutions. Students face four 
main potential barriers that affect retention: financial need, the environment of the institution, 
student characteristics, and academic support. Many specific examples of programs that can aid in 
the retention of minority students are described. The section on model programs and best practices 
suggests that rather than reinvent the wheel, models that have been used previously and have 
reported positive outcomes can be replicated. Programs that have been implemented in North 
Dakota, California, New York, Arizona, Florida, and Ohio are highlighted. 
Additional comments: The purpose of this paper was to discuss the issues and challenges that 
specifically impact Native Americans in higher education, and then outline programs and best 
practices that institutions employ to improve the recruitment and retention of those students. The 
authors note that “recruiting more minority students into higher education is a challenge, but 
retaining them in school can be even more difficult for the institutions.” In addition, “the success 
of retention programs depends on intensified recruiting, advising, faculty mentoring, financial aid, 
housing, academic support, and policy changes.” The authors offer ideas gleaned from the 
literature as to how institutions can help students overcome the four main potential barriers that 
determine whether he or she will remain in school. They conclude by highlighting exemplary 
programs that are being employed at a variety of institutions of higher education, including San 
Diego State University, the University of Arizona, Florida Atlantic University, and the University 
of North Dakota.  
 

Time for a fundamental re-evaluation of the bad policy decisions of the 1990s (November 2002).  
Postsecondary Education Opportunity, 125, 1-7. 
Full text available from Postsecondary Education Opportunity website at:  
http://www.postsecondary.org/archives/previous/1251102Editorial.pdf.  
This article looks at the federal and state policies on financial aid that have served to limit 
access to higher education for the most financially needy students.  It criticizes in particular 
programs such as state merit scholarship programs, federal Hope and Lifetime Learning tax 
credits, and tax incentives for prepaid college tuition and college savings programs.  
Best Practices/Recommendations:  Create an addition to the Pell Grant program that doubles the 
size of the Pell award for students with zero expected family contributions who complete a 
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college-preparatory curriculum in high school.  This would provide a strong incentive for students 
to take courses that prepare them for college and will engage states in the process of helping low-
income students attend college. 

 
Weaver, H. N. (2000). Balancing culture and professional education: American Indians/Alaska 

Natives and the helping professions. Journal of American Indian Education, 39(3), 1-18. 
Full text available from Omnifile database at:  
http://vnweb.hwwilsonweb.com/hww/shared/shared_main.jhtml?_requestid=59038.  

 
Zimar, H. (2007).  More public institutions help low-income students graduate debt-free. 

American Association of Collegiate Registrar’s and Admissions Officers Newsletter.  
This article examines the growing trend of a number of public universities who are waiving or 
reducing fees for low-income students. Best Practices/Recommendations:  (1)University of North 
Carolina-Chapel Hill is waiving tuition, fees, room and board for all students who are at or below 
200% of the federal poverty line. The program has led to an increase in the diversity of the 
campus. (2)The University of Louisville plans to offer a program that will pay for the remainder of 
the cost of attendance not covered by federal aid for nearly 150 students each year. (3)The 
University of Washington will begin its Husky Promise program which guarantees a tuition-free 
education to all new students who are at or below 65% of the state’s median family income. They 
expect 5,000 students to qualify in fall 2007. 
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APPENDIX F OF THEME 2 REPORT:  Summary of Best Practices For Retaining Diverse Faculty 

 
Though the articles didn’t necessarily differentiate, it seems appropriate to acknowledge that the practices 
seem to fall into two categories:  “to help support minorities within a majority campus climate” and “ways 
to cultivate a more diverse campus climate.”  The former category had “best practices” that tended to be 
specific in task, but usually applicable to all new faculty, so that category often morphed into “how to 
help new faculty adjust to university expectations” with special reference to the needs of faculty of color 
in meeting these expectations.   The practices toward changing campus climate were often short on details 
and long on generalities, like “develop systematic ways to address inequities in the hiring and promotion 
of faculty of color.”    
 
If one incorporates the suggestion of broadening definitions of scholarship and creative activities for the 
RTP process and recognizes that minority faculty often are the scholars articulating these definitions, then 
you have a practice that is addressing inequities in the hiring and promotion of faculty of color.  This is 
“best practice” in two ways—it enriches the campus’ own process of debating such definitions; and, as 
the campus climate reflects that shift in understanding of scholarship, it supports retention of faculty of 
color who often have chosen avenues of scholarship and activity other than the majority culture’s.   
 
1. Before Arrival:  At least three months in advance of arrival, inform new faculty members of their 

course assignments, class sizes, expectations for office hours, approximate academic preparation of 
students in classes, etc.  

 
2. Upon Arrival:  Briefly and enthusiastically welcome faculty in multiple university settings, including 

first day of classes, enthusiastically introducing them to faculty, staff, and students. This courtesy 
should show genuine appreciation for the expected contributions of the faculty member to the campus.  
Senior faculty can introduce new faculty to informal and formal networks of colleagues (including 
Internet networks), offer to collaborate with them on research or teaching projects, and invite them to 
lunch or cultural and sporting events.  Persist in reaching out, or isolation will set in.  (If senior 
faculty members need training to feel comfortable around new faculty whose gender, race, religion, 
social class, or ethnicity differs from their own, it should be provided.) 

 
3. Provide year-long orientations for newcomers beyond the pension plan, medical coverage options, etc.  

Sessions should concentrate on topics that help them survive and adjust well; e.g., time management, 
services that the campus can provide them, off-campus housing and personal services, etc.  Offer 
faculty development workshops that promote active learning, a variety of pedagogical techniques and 
devices, classroom technology management, effective advising, and meeting requirements for tenure.  
NOTE:  Any glitches in equipment or other promised resources should be addressed immediately; 
otherwise, seeds of mistrust are sown. 

 
4. Provide instrumental mentoring—senior colleagues in a department who assist younger colleagues in 

presenting at conferences, giving critiques of scholarly work and asking the younger colleague to 
critique senior colleagues’ work, assist networking within the discipline at conferences, etc. (This was 
cited as something that needs to be done more consciously by colleagues for minority faculty due to 
the majority culture unconsciously supporting them less.)  Mentee-readiness workshops should be 
held for junior faculty so they can get optimal benefit from the faculty mentoring relationship. 
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5. Protect junior faculty from excessive teaching, advising, and service assignments.  Initial course 
assignments should be familiar to new faculty, and they should not be overtaxed (especially new 
women and minorities) with assignments as the “diversity” member of campus committees.  The chair 
should help new faculty choose committee assignments that will facilitate their scholarly enterprises. 

 
6. Assess and monitor pre-tenure faculty members’ teaching, research, and service with respect to 

progress in meeting tenure requirements.  Coach new faculty members on ways to remedy any 
teaching difficulties or concerns raised in student evaluations of them.  Assist them in developing a 
three- or five-year plan for scholarship, publications, and teaching so that essential resource 
requirements can be determined and met.  Monitor tenure and promotion reviews. 

 
7. Monitor promotions, salaries and other benefits (e.g., lab space, research support, etc.) to women and 

minorities to ensure equity within departments/disciplines.  Advance women and minorities into 
leadership positions.  When senior faculty (including women and minority faculty) willingly step up 
to champion diversity, recognize and support their efforts—and give them more power/authority to 
effect change in the campus climate. 
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APPENDIX G.1 OF THEME 2 REPORT 

Theme II Implementation Chart 
 

 Programs 
doing self-
study 

Programs 
Identifying/ 
Implementing Best 
Practices 

Programs in 
second year of 
implementation
—committee 
check-in 

Programs 
generating report 
of three years of 
implementation/ 
results 

Programs self-
directed in 
diversity plan for 
inclusive 
academic 
excellence; 
included in prog. 
rev. process 

2007-08 F, G, H, I, J A, B, C, D, E 
(from pilot group) 

   

2008-09 K, L, M, N, O F, G, H, I, J A, B, C, D, E   
2009-10 P, Q, R, S, T K, L, M, N, O F, G, H, I, J A, B, C, D, E  
 University is  conducting search  for Director of  

Equity,  
Diversity and  Retention 

2010-11 U, V, W, X, Y P, Q, R, S,T K, L, M, N, O F, G, H, I, J A, B, C, D, E 
 Director of  Equity, Diversity & Retention  begins 

work,  
including 
oversight of  

ten-year 
implementation 
process 

2011-12 Z, AA, BB, 
CC, DD 

U, V, W, X, Y P, Q, R, S, T K, L, M, N, O A, B, C, D,  E, F, 
G, H, I, J 

2012-13 EE, FF, GG, 
HH, II 

Z, AA, BB, CC, DD U, V, W, X, Y P, Q, R, S, T A,B,C,D,E, 
F,G,H,I,J, K,L, 
M, N,O 

2013-14 JJ, KK, LL, 
MM, NN 

EE, FF, GG, HH, II Z, AA, BB, CC, 
DD 

U, V, W, X, Y A,B,C,D,E, 
F,G,H,I,J, K,L, 
M, N,O, 
P,Q,R,S,T 

2014-15 OO, PP, QQ, 
RR, SS 

JJ, KK, LL, MM, 
NN 

EE, FF, GG, HH, 
II 

Z, AA, BB, 
CC,DD 

A,B,C,D,E, 
F,G,H,I,J, K,L, 
M, 
N,O,P,Q,R,S,T,U
, V,W, X,Y 

2015-16 TT, UU, VV, 
WW, XX 

OO, PP, QQ, RR, 
SS 

JJ, KK, LL, MM, 
NN 

EE, FF, GG, HH, 
II 

A,B,C,D,E, 
F,G,H,I,J, K,L, 
M, 
N,O,P,Q,R,S,T,U
,V,W, 
X,Y, Z, AA, BB, 
CC, DD 

2016-17 YY, ZZ, A3, 
B3, C3 

TT, UU, VV WW, 
XX 

OO, PP, QQ, RR, 
SS 

JJ, KK, LL, MM, 
NN 

A,B,C,D,E, 
F,G,H,I,J, K,L, 
M, N,O, 
P,Q,R,S,T,U,V,
W, 
X,Y, Z, AA, BB, 
CC, DD, EE, FF, 
GG, HH, II 
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APPENDIX H OF THEME 2 REPORT 
 
 
 
 
 
 
 
 

Department Assessment Binder: 

 

Learner Outcomes and Assessment 

 

 
 
 
 

 
 
 

Note: The following pages were placed in binders and distributed to each department. 
 

 
 
 
 
 
 
 
 
 
 
 

 
 
 

Program Assessment Binder 
 
The purpose of this binder is to help programs organize their assessment-planning cycle. 
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As a community of scholars engaged in the education of students, we approach the process of assessment 
as a means of conducting research into a central aspect of our shared mission: fostering the learning of our 
students. Specifically, program assessment is a research process intended to address the following 
research question: How well are our students learning what we intend them to learn? The natural 
corollary to this question, for an education institution, is this: How can we help them learn more? 
 
Like research in our disciplines, research into student learning has a protocol. It begins with articulating 
the central purpose – the driving force – of the program, and goes on to identify the steps (goals) that 
move the program toward fulfilling that mission. Based upon the mission and goals, the program then 
identifies its most important outcomes: the specific actions that it intends its students to perform as a 
result of their participation in the program. Once these outcomes are identified, the program can survey 
and adjust its curriculum to be sure that the outcomes are addressed appropriately, and it can also plan 
ways of evaluating how well the students are performing the intended outcomes. Once an outcome is 
assessed, the results – like any research data – are analyzed for insights into how well the program seems 
to be building students’ performance. This analysis may suggest specific changes that need to be made to 
the program, and once the changes are made, the cycle begins again. 
 
Many programs become concerned when identifying outcomes and measuring student performance. They 
worry that student performance may not reflect well on the program’s efforts, or that the assessment itself 
will be flawed, making it difficult to draw conclusions about the program. These worries are natural, but 
they also reveal misconceptions about program assessment, especially as regards WASC requirements. 
 
While student performance of our intended outcomes is a central concern to us as faculty, accreditation 
agencies like WASC are most concerned at this point with our own performance. That is to say, what 
WASC wants to see is that we are seriously engaged in the kind of action research that defines the desired 
student performance, gives us specific information about how students are actually performing in those 
areas, and applies that performance data to change curriculum and pedagogy. Further, WASC intends that 
we conduct such research continuously, rather than periodically. And they fully understand that some 
assessments will yield better information than others; what they want to see is what kinds of changes we 
make – in assessments and/or programs – when the results we get are negative or difficult to interpret. 
 
In short, WASC asks that we be meaningfully and intentionally engaged in ongoing research on fostering 
the learning of our own students.  They are not benchmarking the performance of our students; instead, 
they are benchmarking our own curiosity as regards how well our programs are doing in producing the 
kinds of learning we intend for our students.    
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Assessment Timeline 
 

Date Due Task Date 
Completed 

April 1, 2006 Statement of program Mission and Goals to Undergraduate 
Studies 

 

May 1, 2006 Assessment plan for at least one program goal articulated 
through Learning Outcomes to Undergraduate Studies 

 

2006-07 
Implementation of assessment activities for the identified program goal 

 

Feb16, 2007 Assessment Liaison meeting. Bring your Assessment 
Binder (12:00-2:00)  

 

March 23, 2007 Full statement of program learning outcomes to the 
UCC/Senate Joint Assessment Committee. Initial course 
coverage map of learning outcomes. 

 

April 6, 2007 Assessment Liaison meeting. Feedback to program on 
statement of program learning outcomes from Joint 
Assessment Committee (12:00-2:00) 

 

May 1, 2007 Revised (if necessary) statement of program learning 
outcomes to Undergraduate Studies, for inclusion in 2008-
09 HSU Catalog 

 

May 25, 2007 
 

Report of 2006-07 assessment activities to Undergraduate 
Studies 

 

2007-08 
Implementation of program or other modifications resulting from 2006-07 assessment 

activities 
Development and implementation of assessment activities for next set of learning 

outcomes. 
 

Oct  15, 2007 Map of learning outcomes on course curriculum 
completed.-Full assessment cycle plan completed. 

 

November 2007 Institutional Capacity and Preparatory Review report due 
to the WASC visiting team. 

 

February 2008 
 

WASC Institutional Capacity and Preparatory Review 
visit to campus. Team will be checking to see if every 
program has learning outcomes and assessment plans 
in place. 

 

May 25, 2008 
 

Report of 2007-08 assessment activities to Undergraduate 
Studies 
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Mission and Goals 
 
Mission and Goals focus on the department or program itself.  
 

• The mission of a department or program is its shared sense of purpose, the reason for its existence: 
o The overall mission of the Department of Epidemiology is to provide rigorous training in the fundamentals and practice of Epidemiology, and to contribute 

to the understanding of the etiology and prevention of disease, and the improvement of the health of the public through excellence in research. (UW School 
of Public Health and Community Medicine) 

o The Department of Special Education's primary mission is to prepare educators to work with children, youth and adults with disabilities to be academically 
and socially successful life-long learners. (University of Missouri-Columbia)  

o The mission of the BSME degree program offered by Department of Mechanical Engineering is to provide our students with undergraduate educational 
experiences which give them a sound basis for professional practice and a career of lifelong learning. Its goal is that students learn fundamental principles 
of mechanical engineering and master engineering methods to solve challenging problems and to communicate these solutions to the technical and non-
technical community. The faculty is dedicated to accomplishing this mission through the integration of teaching and research. (Tufts University Mechanical 
Engineering program) 

 
 
 

• The academic program goals are the steps that the department will take in order to fulfill the 
educational aspects of its mission:  

o Provide students with educational experiences that prepare them for continual learning and productive careers in engineering as well as other 
professions.  

o Offer high-quality instruction that encompasses not only the technical content but also makes students aware of the societal implications of 
technology.  

o Present a curriculum built on fundamental principles of mathematics, sciences, and engineering that utilizes departmental disciplinary 
strengths and gives students the ability to integrate and apply these principles.  

o Teach the curriculum through integrated experiences in analysis, computation, experimentation, design and fabrication.  
o Include individual and team-based experiences in problem definition and solution and the communication of these solutions to the technical 

as well as non-technical communities.  
o Encourage students, through advising and curriculum structure, to pursue individualized plans of study including elective courses, internships 

and undergraduate research.  

(Tufts University Mechanical Engineering program) 
 
 

Please note that each program within your department will have its own mission and goals. 
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Outcomes 
(Also referred to as student outcomes, learning outcomes, or learner outcomes.) 

 
While the Mission and the Goals refer to what a department or program is and does, the Outcomes refer 
instead to what students will be able to do as a result of their involvement with the department or 
program. 
 
Step 1. As explained on pages 9-11 of the Assessment Workbook, outcomes are phrased as student 
actions. They can be thought of as answers to the question, ‘how do you know that the program has 
achieved this goal?’ For example, imagine that one goal for a program is to prepare its students to think 
critically. How would it know whether it had achieved that goal – what are some student behaviors that 
might indicate critical thinking? Here are a few possibilities: 

• Choosing appropriate evidence to construct an argument 
• Acknowledging the merits of opposing viewpoints 
• Qualifying general statements 
• Actively seeking alternative points of view 
• Asking good questions 
• Objectively describing plausible alternatives to their own hypotheses 

 
An outcome not only identifies a specific student behavior, but that behavior is also measurable. Each of 
the critical-thinking behaviors listed above could be elicited and then evaluated, giving the program 
important information that can be used in enhancing its curriculum and its learning activities.  
 
The department/program’s mission and goals will determine the learning outcomes that it expects of its 
students: 
 
Goal Outcome 
Prepare students to continue developing as 
professionals throughout their careers.  

Students will design a detailed 
professional-development plan, identifying 
central questions and appropriate sources to 
guide ongoing renewal.   

Provide a comprehensive background in 
qualitative and quantitative research 
approaches. 

Students will be able to identify an issue of 
interest in the field, construct an 
appropriate research question, and describe 
the relative advantages of quantitative and 
qualitative approaches to addressing the 
question. 

 
 
It is important to keep the number of outcomes manageable – around five to seven.  
 
Step 2.  Once the outcomes have been determined, the next step for a program is to identify where each of 
the outcomes is addressed in its curriculum. In which course(s) are students introduced to the concept or 
skill? In which course(s) do they practice, apply, and develop the concept or skill? In which course(s) are 
the students’ mastery of the concept or skill measured? The goal here is to seek cohesion in the program’s 
curriculum. 
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Several approaches to creating these grids are possible, and a few are illustrated below; each department 
or program must determine how best to approach this kind of collective analysis. 
 
A) Course x Program Outcomes Alignment: Presence/absence (“x” denotes that the outcome is addressed 

in the course, and the absence of an “x” denotes that it is not) 
Course Outcome 1 Outcome 2 Outcome 3 Outcome 4 Outcome 5 

100 X  X   
101 X X   X 
200   X   
201  X    
270     X 
300      
365 X X X  X 

 
B) Course x Program Outcomes Alignment: Stages of development (“I” means that the concept/skill is 

introduced, “D” means that it is further practiced and developed, “M” means that mastery can be 
demonstrated at this point) 

Course Outcome 1 Outcome 2 Outcome 3 Outcome 4 Outcome 5 
100 I, D  I   
101 D I D   
200   D   
201  D    
270     I 
300      
365 M M   D, M 

 
C) Course x Program Outcomes Alignment: Intensity (“1” denotes that the concept/skill is lightly 

addressed in the course, “2” means that it is more thoroughly addressed, and “3” means that it is a 
major focus of the course) 

Course Outcome 1 Outcome 2 Outcome 3 Outcome 4 Outcome 5 
100 3  1   
101 1 2   2 
200   1   
201  1    
270     3 
300      
365 1 3 2  1 

 
No matter which approach the program takes to “mapping” the outcomes onto the curriculum, the process 
should engage everyone in honest analysis of the curriculum and its cohesion. 
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Assessment Planning 
 

What is your multi-year assessment plan? You should have a timeline with tentative indication of who 
will be involved in the assessment activity and where the assessment data will come from. It might look 
something like this. 
 
2006-077: 
 Embedded assessment in introductory and culminating courses of Learning Outcome #1. 
Objective is to see if there is greater mastery demonstrated by students in culminating course than in 
introductory course. Faculty teaching those courses will develop essay assignment that will be given to 
students in these courses. 
 
2007-08 
 Assessment of Learning Outcome #2 using student group projects in culminating courses. 
Objective is to see if projects demonstrate students’ communication and collaborative skills. 
Professors…… will evaluate projects. 
 
2008-09 
 Assessment of student mastery of Learning Outcome #3 by surveying graduates’ employers. 
Objective is to see if employers satisfied with skill level of our graduates. Survey to be developed by ….. 
Contact Alumni relations office for employer information. 
 If changes were implemented on the basis of the 2006-07 assessment results, brief* replication of 
Learning Outcome #1 assessment activity to see if changes are producing desired results. 
 
2009-2010 
 Assessment of Learning Outcome #4 using student reflection papers on Service-Learning 
activities. Objective is to see if students are integrating substantive theory and service experience. 
Professors… will evaluate reflection papers. 
 If changes were implemented on the basis of the 2007-08 assessment results, brief* replication of 
Learning Outcome #2 assessment activity to see if changes are producing desired results 
 
2010-11 
 Embedded assessment in introductory and culminating courses of Learning Outcome #1. 
 If changes were implemented on the basis of the 2008-09 assessment results, brief* replication of 
Learning Outcome #3 assessment activity to see if changes are producing desired results 
  
And so on…. 
 
* “brief”---using same assessment methodology but perhaps in only one class, or sample a relatively 
small number of student products, or some other relatively small scale process. 
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Assessment Instruments 
 

In this section accumulate your assessment instruments as you develop and use them. The intent here is to 
develop an ongoing record of how you constructed, scored, and evaluated you assessment activities. This 
should provide an easily accessible history of what your program had done, with documentation of what 
has been useful as technique/process, and what ideas you generate for improving the assessment process. 
 
 
Include:  
 

• The research question you sought to answer based on the assessment data. 
 

• The assignment/activity/instrument used for the production of assessment data.  
 
• The scoring guidelines (rubrics) employed for the assessment activity (See Allen, pp 26-31 and 

Section III for samples of rubrics and steps for developing rubrics). 
  

• An evaluation of the assessment instrument and/or assessment process, noting what worked, what 
didn’t work, and ideas for improving the assessment instruments and/or process.  Accumulate a 
record of your experiences in assessment here.  



 

 169

Results  
Tab 6 

 
This is the results section for the data collected during the assessment phase. Where feasible, 

results should be tallied across time to show trends. Within the Data Summary Section organize sub-
sections based on specific outcomes, with the results for each outcome arranged chronologically with the 
most recent data first. Clearly identify what assessment instrument was used and how/when it was 
administered.  

 
Outcome 1: Students will demonstrate an understanding of the tension between meso- & micro- economic 
functions in labor markets. 
 
For example: The essay rubric/scoring guide was applied to one essay question on the capstone final 
exam. The question was: How can U.S. economic policy encourage the development of a middle class in 
underdeveloped nations while supporting the economic opportunities of impoverished peoples in those 
countries?  

 
 

The results can be either Quantitative: 1-poor   5-excellent 
 
Writing Assessment EDUC 480 2006 2007 
 Mean SD Mean SD 
Articulates potential effects of gov. policy 
on wages in private enterprise 

3.6 .67 3.8 .62 

Identifies traditional wage pressures 4.2 .94 4.6 .60 
 
Or Qualitative: 
 
“The essay responses shifted slightly this year to put more emphasis on the balance between ensuring free 
labor unions with the resulting wage pressures and the availability of low wage jobs that serve a larger 
proportion of the population. This shift suggests a deeper understanding of the underlying economic and 
values tradeoffs than was evident in the past”.  
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Annual Report   
Tab 7 

Semester ____ Year _____ 
Feedback and Actions Taken 

 
1. List the outcomes assessed during the most recent cycle 

• Academic writing 
o Students will effectively integrate primary sources into their writing. 
o Students will develop a clear argument leading to a logical conclusion 

 
2. Provide a brief description of how each outcome was assessed including the process and 

participants. 
• A random sample of student literature reviews completed in the Education Research 

course was selected and assessed by a faculty committee using a rubric developed for the 
task. A norming process involving common ratings of sample writings was conducted 
prior to the assessment.  

 
3. Describe major findings from the assessment cycle 

• Students tend to report a series of studies, rather than integrate them into a coherent 
argument. The writing too often resembles an annotated bibliography. The average rating 
was a 2.8 on a 5-point scale 

• Student arguments tend to be linear, and reasonably effective. However, a common 
problem exists in that students will often introduce tangents, or elements which are not 
fully formed. The average rating was 3.4 on a 5-point scale. 

 
4. Explain what actions are planned/were taken based on the assessment results and why. 

• The continued struggle to help students effectively write academic literature reviews led 
the committee to recommend a change in the core curriculum to create a co-requisite 
course in academic writing that is linked through a common project with the education 
research course.  By tying the two courses together, we hope to provide a comprehensive 
process which supports the development of generalizable academic writing skills. 

 
5. Put a copy of this report in your assessment binder. 

Send one copy of this report to the Office of Undergraduate Studies. 
 
 




