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Environmental Scan: Diversity, Equity, and Inclusion

Over the past month, members of the Diversity, Equity, and Inclusion Resource Team have
worked to pull together information from across campus and external resources in order to
address topics related to student access, completion, career success, and community
engagement, as well as university alignment and shifting practices. This document highlights
key themes and findings, some of which cut across multiple categories.

We are mindful of the tendency to critique and catalog things in relationship to “what is” at the
university (which could be associated with box 1 thinking). You will find in this executive
summary moments where we ourselves have found ourselves falling into this thinking. You will
also find ideas about “what could be” at the university (which could be associated with box 3
thinking). We hope that as you work to construct our next Strategic Framework, these four key
constructs are centered in your thinking relative to box 3:

1. Underserved: people belonging to groups that have been historically excluded from or
are currently underrepresented in the unit of consideration.

2. Equity: making opportunities proportional to the needs of individual students based on
social, cultural, and physical identities; ensuring outcomes are demographically
proportional to the demographics of those who access the institution.

3. Barriers: those practices, policies, or unmet needs that prevent students from making
timely academic progression from pre-access through post-completion and into career
and community.

4. Inclusion: the sense of belonging that a stakeholder, without having to sacrifice core
aspects of the stakeholder’s identity, experiences with various aspects of the institution
and other institutional stakeholders.

Finally, “numerous studies verify that important benefits flow from diversity, including
improved teaching and learning, skills development, and workforce preparedness, but more
research is needed on how to identify and use specific benchmarks of success (e.g., critical mass
and compositional diversity)” (Taylor, Milem, & Coleman, 2016, p. 8). While the findings and
recommendations offered by each of the resource teams are likely well-aligned with
institutional and external metrics, we know that holistically assessing the impact of a diverse,
equitable, and inclusive institution remains a box 3 challenge.

Access:

e We need to deliberately and systematically strengthen existing and build new
relationships with P-12 schools to help underserved pre-collegiate students know what
is expected in college and have the preparation and motivation to enroll in college. Such
relationships need to include undergraduate admissions but also extend into the
offering of academic credit-bearing opportunities (expanding School-Based Scholars
courses in Kentucky, offering dual credit options for Cincinnati-area students),
partnering with faculty and staff beyond Admissions to offer programming in schools



and on campus that reaches students as early as middle school, and continuing to find
ways to physically bring middle and high school students to campus.

e Additional targeted resources are needed in undergraduate admissions to strengthen
connections with seven key feeder high schools which have large populations of URM
students who attend NKU (Boone County HS, Ryle HS, Dixie Heights HS, Conner HS,
Lloyd Memorial HS, Holmes High School, Newport HS) and open new markets (such as
Cleveland, Columbus, Chicago, and Indianapolis).

e School-Based Scholars courses are present in six of the seven key feeder schools listed
above. In order to continue to expand the pipeline between School-Based Scholars and
admitted NKU students, we need to consider the Education Commission of the States
recommendations for greater publicity and counseling to high school families as well as
broadening dual enrollment criteria to reach more middle-achieving high school
students.

e Additional targeted resources are needed in the Center for Student Inclusiveness (CSI)
to support recruitment, transition into the first year, and success beyond the first year.

e Kentucky has deemed health care, advanced manufacturing, transportation/logistics,
business services/IT, and construction as areas for immediate workforce application.
Since Kentucky is offering incentives for universities to begin offering such programs
again, it would be in our best interest to consider offering these programs and
researching the untapped and potentially underserved student populations who might
be attracted to such programs.

Completion:

e Additional targeted resources are needed in the Center for Student Inclusiveness (CSI)
to support recruitment, transition into the first year, and success beyond the first year.

e Diversity, equity, and inclusion work needs to be incorporated into both the RPT and
annual performance evaluations for both staff and faculty to incentivize learning about
and applying best practices in a busy university environment. More inclusive classroom
practices will lead to an increased sense of belonging and achievement of better
learning outcomes for all students, but in particular students from underserved
communities.

e Connections and partnerships between co-curricular and curricular offerings would
allow students to apply their learning outside of the classroom and connect their
learning to their course outcomes. One challenge is that course syllabi and events
programming often occur in isolation from one another, minimizing opportunities for
these connections to be made.

Career Success:

e Problem-centered inquiry is one strategy likely to lead to the outcomes employers say
they value in college graduates, including critical thinking, collaboration, and
communication. Problem-centered inquiry is occurring episodically in the curriculum
based on individual faculty interest and programmatic support. We should support


https://inside.nku.edu/schoolbasedscholars/hscourses.html
https://www.kheaa.com/website/kheaa/work_ready?main=1

problem-centered inquiry as well as other hands-on, learner-centered pedagogical
techniques through the Center for Teaching and Learning as well as unit-based supports.
Additional targeted resources are needed in the Career Services to allow great support
of culturally-competent career support for underserved students.

The current structure of general education is not supportive of developing cultural
competence in all NKU students. We recommend revisiting the Foundations of
Knowledge structure to center and strengthen cultural competence within the Cultural
Pluralism category.

Each student graduating from NKU should be knowledgeable about discipline-specific
instruction and practice in what cultural competence looks like in their profession. We
recommend that every major and minor identify where in their curriculum students are
exposed to and ask to practice cultural competence within their field and that the
university collect artifacts to document such practices.

While more opportunities for faculty, staff, and student leader engagement with
cultural competence practices exist today than in the past, such opportunities remain
voluntary and thus do not permeate the structure of the institution. Diversity, equity,
and inclusion work needs to be incorporated into both the RPT and annual performance
evaluations for both staff and faculty to incentivize learning about and applying best
practices in a busy university environment.

Community Engagement:

Meaningful community engagement must privilege open conversations between
community partners and university stakeholders to better understand the assets in our
community and to construct partnerships that achieve equitable outcomes that are co-
constructed by both community partners and university stakeholders.

The expansion of The INKUBATOR to include community partners including underserved
communities, businesses, and nonprofits would both advance social and economic
mobility in our region and provide additional experience for our students in working
with underserved communities. This expansion would develop cultural competence of
all stakeholders, connect NKU students with our business partners and regional
nonprofits, and enhance the collective impact.

Sustained student engagement in the community is made more difficult due to course
scheduling (in a given day due to 50-minute course periods and/or across time due to
restriction to a single semester’s course) and because of the need for better
transportation options between campus and the community. In addition, community
members may be more likely to come to campus if barriers to parking were eliminated.
Community engagement work needs to be incorporated into both the RPT and annual
performance evaluations for both staff and faculty.

University Alignment:

In order to effectively meet the needs of underrepresented and underserved students,
and to better serve all of our students, NKU needs to embrace “a paradigm shift in
thinking about equity, diversity, and student learning” (McNair, et al., 2016). “This



paradigm shift requires that campus educators understand and value the assets that
students bring to the educational experience” (McNair, 2016) and that all members of
the campus community recognize the importance of institutional change through
embeddedness and alignment. This alighment needs to take place at the meta-level
(strategy, structure, and resource allocation); at the mid-level (talent development,
policies and procedures, programs, and pedagogy); and, at the level of mental models —
individually and inter-personally.

NKU’s mission and vision should be reviewed for a clearer expression of our
commitment to diversity, equity, and inclusion.

University-wide policies that do not address diversity, equity, and inclusion should be
revised to do so.

Decision-making processes at all levels of NKU should be established that systematically
reflect diversity, equity, and inclusion principles.

NKU considers itself an access institution and has engaged in initiatives designed to
further the missions of the Office of Inclusive Excellence and the Center for Student
Inclusiveness. However, these are all optional and remain additive for those
stakeholders who choose to utilize them. Without an expectation that diversity, equity,
and inclusion become embedded in the work of all employees, alignment cannot be
complete.

Shifting Practices to be More Responsive to Changing Student Needs:

We do not know if there would be resistance for expanding course offerings at non-peak
times, including more evening and weekend courses and mimicking executive-type
scheduling to meet the needs of undergraduate and graduate students. We should
determine if there would be pushback and if needed, incentivize these shifts.
Emphasizing the increasing awareness of students as knowledgeable consumers of
educational value and the shift in demographics which necessitate the need to plan for
25-44 year old students rather than simply focusing on traditionally-aged students could
help build buy-in from faculty and staff for shifting practices.

We should consider eliminating programs with low enrollment without good prospects
for increased enrollment in the near future as well as investigate if more flexible
offerings factor into the decisions of students in good standing who choose to leave the
university.

We should build upon the success of Adult Learner Programs and Services’s expansion
of and One Stop Spring 2019 pilot of expanded hours beyond the 8:15-4:30 standard
university hours. This expansion would support our current and future students, many
of whom have daytime work commitments, and simultaneously honors our heritage in
which expanded hours were a university norm.

We should capitalize on shifts we make in our practices to stand out in a crowded higher
education marketplace. This could attract significant interest from adult and
underserved learner populations.
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Please find the full reports to the questions selected by the Core Team below, organized by the
following sections.

Access

Completion

Career Success

Community Engagement

University Alignment

Shifting Practices

This report was created collaboratively by Holly Attar, Bethany Bowling, Eric Brose, Meg
Cowherd, Rebecca Cox, Amy Danzo, Sara Drabik, Lauren Franzen, Cori Henderson, Shomari Kee,
Madhura Kulkarni, Tom Ramstetter, Kathleen Roberts, Lois Schultz, Dionna Sholler, Brandelyn
Tosolt, and Lori Wright.
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Access

How are we ensuring that pre-collegiate students know what will be expected in college?

NKU offers a variety of pre-collegiate programs that cater to P-12 students, including but not
limited to:

NKU Music Preparatory
CINSAM

Community Connections
School Based Scholars

However, | wouldn't say that these programs are designed, nor should they be, to ensure
college expectations. That might be more along the lines of admissions literature, college
specific entrance interviews/auditions, and high school to university advisor communications.

Do we need to expand P-12 partnerships to strengthen underserved students’ preparation
and to encourage enrollment in college?

| think we need to expand P—12 partnerships to strengthen all students' preparation and
encourage enrollment in college. Things NKU is already doing to achieve this, but with added
staff/faculty, could do more:

-Engage with parents, teachers, and advisors

-Maintain good relations with alumni

-Improve retention through ensuring purpose for our upper class students

-Develop scholarships that encourage bridging participating in P-12 programs to collegiate
study

In addition to diminished institutional resources, what are NKU’s challenges in enrolling
students from underserved communities?

From Dannie Moore, Assistant Vice President, Center for Student Inclusiveness

“NKU articulates the desire and intention to support underserved students however some of
our resources don’t align. Our biggest challenge at the moment is staffing. We cannot meet
with the number of students who come to the office seeking services and conduct all of the
needed trainings and workshops and manage the day-to-day operating responsibilities with one
person offices, as well as continue to provide educational, worthwhile programming for the
campus community. | also believe to improve our ability to deliver equitable outcomes for
underserved students we need training, presentations and community work on creating a sense
of belonging for our underserved students. We have to do a better job of making sure all
students feel like they are a part of the NKU community.”
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From Melissa Gorbandt, Director of Undergraduate Admissions
Opportunities to consider as we meet the challenge of enrolling students from underserved
communities:

additional recruitment staff to open new markets (Cleveland, Columbus, Chicago,
Indianapolis) since our local demographics do not offer a large net for potential students
a decrease in staffing levels within the Center for Student Inclusiveness (CSI) and the
merger of African American Programs and Services, Latino Student Programs and
Services has resulted in less support available for recruitment and yield initiatives
develop recruitment plans geared toward the high schools with a specialized academic
focus (Robert E. Taft HS (technology), SCPA (SOTA), etc. Include faculty and current
students when possible.

lack of bi-lingual recruitment materials and marketing efforts

develop diverse media marketing that will effectively reach the age group of 15-18
highlighting NKU’s accolades

offer additional programs as early as middle school that expose students/parents to
high education and NKU

additional funding and support for additional high school group visit experiences on
campus

lack of diversity with our faculty and staff

develop a diverse student group to assist with recruitment and yield initiatives

further engage diverse alumni in outreach efforts

increase partnerships with organizations that support underserved youth

highlight diverse/inclusive opportunities at community colleges

engage diverse faculty and staff in recruitment and yield initiatives by developing a
speaker series

additional scholarship opportunities

offer dual credit opportunities in Cincinnati to allow students to earn NKU credit while in
high school

is there an opportunity to expand and promote transportation opportunities from
Cincinnati commuters?

Northern Kentucky community has not embraced our university as its own. What is the
benefit of the community doing so? Our visitors see this.

NKU does not offer football

Are we marketing to Louisville and Cincinnati regions?

Events:

Louisville High School Visits: Louisville 2017-2018= 19 / Fall 2018= 23

Louisville College Fairs: Louisville 2017-2018= 30/ Fall 2018= 32

Cincinnati High School Visits: 2017-2018= 52 / Fall 2018= 62

Cincinnati College Fairs: 2017-2018= 49 / Fall 2018= 47

Total College Fairs and High School Visits: 2017-2018 = 150 / 2018-2019 =164
Recruitment and Pathway Programs at Jefferson Technical and Community College and
Cincinnati State Technical and Community College
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Attendance at the Louisville National College Fair

Attendance at the Cincinnati National College Fair

Attendance at the National Performing Arts Fair with SOTA

Connections with community groups (Lincoln Foundation, YMCA Black and Latino
Achievers, DVS-Diversity & Education Solutions)

NKU to You events = Louisville 1, Cincinnati 2

Sponsor group visits to campus (10-15 a year)

Advertising:

Digital campaign to drive leads for visits, applications, and awareness of NKU through
consistent branding and messaging, focusing on influencing and changing perceptions
about how people think about NKU. Create and implement three specific campaigns
utilizing the channels of social media, banner ads, retargeting, search engine marketing,
geo-targeting, and streaming radio

The Office of Admissions purchases high school student names to include in our email
and direct mail campaigns beginning sophomore year

Print ads to support National College Fairs

Partnership with DVS-Diversity & Education Solutions that hosts onsite admissions
programs and sponsors bus tours to NKU from Cincinnati and Louisville

Cincinnati Public Schools Partnership

High School Banner Program in select high schools (2 Louisville, 8 Cincinnati)
Promoting EDGE program in Cincinnati via billboards and print advertising

Digital campaign serving Cincinnati and all 12 states that qualify for the EDGE program
Local 12 will feature a story on NKU and adult learners

What are our feeder schools? Do these schools have a high percentage of underserved
students?

Data pulled from Management Dashboard —12/14/18

The top 10 feeder schools into NKU are below. Of those four have a URM enrollment >10%
(Boone County, Ryle, Dixie Heights, and Conner). Additional data is provided for 2014-18 in the
attached spreadsheet.

Student High School Fall 2018 Percentage Percentage
Enrollment at NKU | URM* Free/Reduced Lunch*
Unknown 1590
Campbell County High 541 6% 36%
School
Simon Kenton High School 392 6% 32%
Larry A Ryle High School 422 14% 24%
Dixie Heights High School 340 14% 35%
Boone County High School 331 21% 49%
Conner Senior High School 355 11% 30%
Other Non US High Schools 295
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| Scott High School | 253 | 10% | 38% |
*US News & World Report High School Rankings (https://www.usnews.com/education/best-
high-schools/kentucky/)

In addition, three additional feeder schools for fall 2018 enrollment who have URM enrollment
>10% are:

Student High School Fall 2018 Percentage Percentage
Enrolilment at NKU | URM* Free/Reduced Lunch*
Lloyd Memorial High School 107 31% 55%
Holmes High School 87 54% 79%
Newport High School 76 38% 78%

How do we get school based scholars program to more schools with high URM enrollment?

Within Boone, Campbell, and Kenton counties, there are four high schools that have URM
enrollment above the three-county average. These schools include Holmes HS (URM=54%),
Newport HS (URM=38%), Lloyd HS (URM=31%), and Boone County HS (URM=21%). Of these
high schools, Holmes is not a participant of NKU’s SBS program. Newport HS only recently
began participating in fall 2018, with only two students, none of which were URM students.
Both Lloyd and Boone have seen declines in URM student participation since fall 2015.

Additionally, overall URM SBS participation from these three counties do not match URM high
school enrollment.

According to the faculty director of School Based Scholars program, NKU has made attempts to
partner with Holmes HS, however, there are not enough students at the high school who
qualify for the program or enough to justify a course offering there. He did state that the
students who do qualify attend college courses at Gateway’s Urban Campus. NKU plans to
invite parents from Holmes HS to NKU’s SBS Parent Night in January to discuss interest in
enrollment in online/on-campus courses. Furthermore, the Education Commission of the States
(ECS) recommend that high schools publicize such programs to families and provide counseling.
ECS also recommends high schools and states to broaden their dual enrollment criteria to reach
more students who are middle-achieving students (ECS, 2018).


https://www.usnews.com/education/best-high-schools/kentucky/
https://www.usnews.com/education/best-high-schools/kentucky/
https://www.ecs.org/wp-content/uploads/Rethinking_Dual_Enrollment_to_Reach_More_Students.pdf

2015-2016 High School Enroliment by Race/Ethnicity: Boone, Cam
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pbell, and Kenton Counties

Amer_ Native_

Indian/ Hawaiian Two or

Alaskan_ /Pacific_ More
County School Native |Asian Black Hispanic |Islander |White Races TOTAL |% URM
Kenton Beechwood High School 2 18 5 22 1 579 15 642 10%
Kenton Dixie Heights High School 1 36 40 66 4 1,206 51 1404 14%
Kenton Holmes High School 0 0 283 92 3 397 87 862 54%
Kenton Lloyd High School 2 7 77 51 1 406 42 586 31%
Kenton Ludlow High School 0 0 2 9 0 360 15 386 7%
Kenton Scott High School 2 8 27 25 0 846 32 940 10%
Kenton Simon Kenton High School 3 9 14 31 1 1,658 45 1761 6%
Campbell |Bellevue High School 0 0 6 17 1 350 22 396 12%
Campbell |Campbell County High School 0 19 20 29 0 1,462 28 1558 6%
Campbell |Dayton High School 0 1 23 7 0 320 1 352 9%
Campbell |Highlands High School 0 9 12 17 0 940 15 993 5%
Campbell [Newport High School 1 0 93 32 1 266 34 427 38%
Campbell |Silver Grove School 0 0 3 2 0 173 3 181 4%
Boone Boone County High School 3 23 99 120 10 1,113 41 1409 21%
Boone Conner High School 1 23 59 45 0 1,248 29 1405 11%
Boone Larry A. Ryle High School 1 48 45 119 4 1,590 44 1851 14%
Boone Randall K. Cooper High School 0 29 48 22 1 1,164 33 1297 10%
Boone Walton-Verona High School 0 4 5 11 4 497 7 528 6%
Notes:

1. Schools in bold font indicate high schools with URM enrollment above the three-county average (15%).
2. Underrepresented Minority (URM) status is defined as individuals from the following race/ethnic groups: Native Hawaiian/Pacific

Islanders, Black/African Americans, Hispanic/Latinos, American Indian/Alaskan Natives, and students of two or more races.
Source: National Center for Education Statistics (NCES), Common Core of Data (CCD)

Overall URM SBS within Boone, Campbell, and Kenton

Fall 2015 Fall 2016 Fall 2017 Fall 2018
URM Status Count % Count % Count % Count %
URM 48 6% 60 7% 82 8% 90 8%
Not URM 737 94% 820 93% 987 92% 1060 92%
Grand Total 785 100% 880 100% 1,069 100% 1,150 100%
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School Base Scholars (SBS) Enroliment by Three-County High Schools and URM Status

Fall 2015 Fall 2016 Fall 2017 Fall 2018

High School Count % Count % Count % Count %
Beechwood High School 14 21 3 25

URM 0.0% 1 4.8% 0.0% 1 4.0%

Not URM 14 100.0% 20 95.2% 3| 100.0% 24 96.0%
Bellevue High School 12 18 2

URM 1 8.3% 0.0% 0.0%

Not URM 11 91.7% 18 100.0% 2| 100.0%
Boone County High School 43 45 66 45

URM 6 14.0% 6 13.3% 13 19.7% 6 13.3%

Not URM 37 86.0% 39 86.7% 53 80.3% 39 86.7%
Campbell County High School 75 109 73 79

URM 0.0% 5 4.6% 1 1.4% 5 6.3%

Not URM 75| 100.0% 104 95.4% 72 98.6% 74 93.7%
Conner Senior High School 79 88 102 126

URM 7 8.9% 6 6.8% 4 3.9% 6 4.8%

Not URM 72 91.1% 82 93.2% 98 96.1% 120 95.2%
Dixie Heights High School 119 137 143 201

URM 7 5.9% 12 8.8% 9 6.3% 25 12.4%

Not URM 112 94.1% 125 91.2% 134 93.7% 176 87.6%
Highlands High School 38 22 47 64

URM 1 2.6% 0.0% 2 4.3% 1 1.6%

Not URM 37 97.4% 22| 100.0% 45 95.7% 63 98.4%
Holmes High School 0 0 0 0
Larry A Ryle High School 45 61 65 78

URM 5 11.1% 5 8.2% 8 12.3% 5 6.4%

Not URM 40 88.9% 56 91.8% 57 87.7% 73 93.6%
Lloyd Memorial High School 20 27 73 67

URM 6 30.0% 7 25.9% 19 26.0% 12 17.9%

Not URM 14 70.0% 20 74.1% 54 74.0% 55 82.1%
Newport High School 2

Not URM 2| 100.0%
Randall K. Cooper 124 92 111 131

URM 7 5.6% 4 4.3% 8 7.2% 11 8.4%

Not URM 117 94.4% 88 95.7% 103 92.8% 120 91.6%
Scott High School 92 103 127 90

URM 4 4.3% 8 7.8% 11 8.7% 4 4.4%

Not URM 88 95.7% 95 92.2% 116 91.3% 86 95.6%
Silver Grove High School 4 3

URM 0.0% 1 33.3%

Not URM 41  100.0% 2 66.7%
Simon Kenton High School 78 80 177 154

URM 1 1.3% 0.0% 6 3.4% 12 7.8%

Not URM 77 98.7% 80| 100.0% 171 96.6% 142 92.2%
Walton Verona High School 42 74 82 86

URM 3 7.1% 5 6.8% 1 1.2% 2 2.3%

Not URM 39 92.9% 69 93.2% 81 98.8% 84 97.7%
Grand Total 785| 100.0% 880 100.0% 1069| 100.0% 1150 100.0%
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What new credentials and/or associate’s degree programs would allow immediate application in the
workforce to create a shorter pathway to completion for students who choose to pursue them?

In looking at what is available in our region, Kentucky deems these areas as immediate
workforce application: health care, advanced manufacturing, transportation/logistics, business
services/IT, and construction. In the past several years, NKU has chosen to eliminate many
credentials and associate’s degree programs that were found in those areas. Since Kentucky is
providing incentives for universities to begin offering these again (free tuition to students
enrolled in these programs for up to 60 hours), it may be in our best interest to look into
offering these programs again.

Source: https://www.kheaa.com/website/kheaa/work ready?main=1

Here are our current programs that would meet this criteria:

Advanced Manufacturing Automated Manufacturing Processes and | Certificate
Systems

Advanced Manufacturing Manufacturing Processes Certificate

Advanced Manufacturing Technological Leadership and Innovation Certificate
Certificate

Business and IT Business Informatics Certificate

Business and IT Computer Aided Design and Drafting Certificate

Business and IT Cyber Security Certificate

Transportation and Logistics | Geographic Information Systems Certificate

These were the programs that we have had (As of 7/30/2018) that would meet the criteria:

Morthern KY University Advanced Manufacturing Certificate Automated Manufacturing Processes and Systems
Northern KY University Advanced Manufacturing Certificate  Manufacturing Processes

Northern KY University Advanced Manufacturing Certificate  Manufacturing Technology

MNorthern KY University Advanced Manufacturing Certificate Technological Leadership and Innovation Certificate
MNorthern KY University Business and IT Certificate Business Informatics

Northern KY University Business and IT Certificate  Computer Aided Design and Drafting

Northern KY University Business and IT Certificate  Cyber Security

Morthern KY University Business and IT Certificate Leadership Development

Morthern KY University Business and IT Certificate Software Development

MNorthern KY University Healthcare Certificate Adult Health Nursing

MNorthern KY University Healthcare Certificate Family Practice Nursing

Northern KY University Healthcare Certificate  Health Informatics

Northern KY University Healthcare Certificate Psychiatric and Mental Health Nursing

Morthern KY University Transportation and Logistics Ce_rtil‘il:ate Geographic Infurrnltiun S\rste_ms

Return to cover page
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Completion

How can we improve our ability to deliver equitable outcomes for underserved students?

NKU articulates the desire and intention to support underserved students; however, some of
our resources don’t align with this intention. Staff members in the Center for Student
Inclusiveness cannot meet with the number of students who seek services while conducting
workshops and managing day-to-day operating responsibilities with one person offices, as well
as continue to provide educational, worthwhile programming for the campus community.
Faculty are also increasingly being required to spending more time in meetings and less time
working with students. Diversity, inclusion, and equity work are not rewarded in the RPT
process, so there is minimal extrinsic incentive for professors to focus in these areas. There are
limited resources for professional development and limited time available to devote to learning
new pedagogical methods that serve students more equitably; therefore, since work in this
area is not rewarded in the RPT process, it is not prioritized. We have also shifted to using more
adjunct instructors who are not incentivized to address equity. In addition, many URM students
at NKU do not feel as though they belong. We have to do a better job of making sure these
students feel like they are a part of the NKU community.

To deliver equitable outcomes for underserved students, we need to align our resources with
our intentions. We need to incorporate diversity, equity, and inclusion work into both the RPT
process and staff performance evaluations. We need to appropriately staff and fund the Center
for Student Inclusiveness for maximum effectiveness. We need to support the recently initiated
cultural competence professional development for advisors and master advisors so that they
can help bring about equitable outcomes for students, while potentially increasing the number
and diversity of advisors so they are more accessible and can provide adequate support. We
need to create a better sense of belonging for our underrepresented students, as well as our
underrepresented faculty and staff as representation is a key component of retention for
students of color. This can be accomplished by using intentional trainings, presentations, and
community work at all levels of the institution.

What intentional actions are we taking to increase the 1st to 2nd year retention of
underserved students?

Due to limited resources and personnel, most efforts in the Center for Student Inclusiveness
(CSl), which is most often looked to for URM retention, are focused on first-year students
through mentorship programs such as NKU ROCKS and LAMP. African American Programs and
Services (AAPS), which is an office of 1 person, is also initiating new programs such as an
alternative spring break in 2019, a Living Learning Community for ROCKS in 2019-2020, and a
possible 1 credit hour course for potential ROCKS mentors on leadership in the African
American community. The AAPS director is focusing on developing student leadership in the
community as a retention tool. CSI now has an assistant director who has largely spent her time
this semester meeting with URM students, helping them to navigate university processes and
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challenges while providing direct support. CSl received non-recurring funds for a retention
specialist for spring 2019. They have also requested recurring funds from the CUA Budget
Committee to make this position permanent in FY20. To retain URM students, we need to
invest financial and human resources into the Center for Student Inclusiveness.

How do we talk about students who are not meeting academic and social expectations? Do
we use the deficit framework, i.e. the language of blame, complaints, judgment? Or the asset
framework, i.e. language that values and uses the cultural capital of underserved students?
What biases and assumptions stand in the way?

The majority of academic advisors do a good job of valuing the cultural capital of underserved
students and talking to students who are not meeting academic and social expectations in a
non-biased way using the asset framework. However, there is a small minority of advisors on
campus who may make assumptions at times about students who are struggling, or who may
make comments about students using blaming or judgmental language. For advisors, there is a
natural tendency to want to form biases and assumptions from the electronic student profile as
we prepare for appointments, simply based on the limited information we might have from a
pure academic standpoint. As an example, when an advisor looks up a student in SAP and pulls
their transcript, they may make some automatic judgements and assumptions from their
academic grades, advising notes from past appointments, or factors such as age, major, and
other data. If the student is struggling, and a PACE student or adult learner, the advisor might
assume that they are working full time with family obligations and that is causing them not to
do well as a full-time student. However, when meeting with a student, a seasoned, thoughtful
advisor will know to check any assumptions at the door because reality may be quite different.
Intentional hiring of advisors is critical for student success. Representation by advisors of color
is beneficial as students may be more open about their individual challenges with someone
they feel understands them. Professional development addressing personal biases and
promoting effective and supportive communication with URM students should be regularly
provided and mandated.

How do we ensure that underserved students receive the appropriate amount of challenge
and support to ensure their success without marginalizing these students?

NKU offers a combination of support from both university resources such as advising,
scholarship, and tutoring, as well as from faculty who are trained to implement teaching
intervention strategies. These strategies involve improving student self-assessment, student
transparency, and short-term retention.
https://inside.nku.edu/norseadvising/academic-assistance/advising-centers.html
https://inside.nku.edu/financialaid/programs/scholarships.html
https://inside.nku.edu/plus/tutoring/plus tutor.html

Teaching strategies include "active learning," such as flipped classrooms, small groups, whole
class involvement, and in-class reading and writing assignments (Example:
https://cfe.unc.edu/files/2014/08/FYC2.pdf). Another teaching model that has found success is



https://inside.nku.edu/norseadvising/academic-assistance/advising-centers.html
https://inside.nku.edu/financialaid/programs/scholarships.html
https://inside.nku.edu/plus/tutoring/plus_tutor.html
https://cfe.unc.edu/files/2014/08/FYC2.pdf
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"inclusive teaching," which encourages structure within the classroom, respectful
conversations, and discussions with increased student comfort (Example:
https://cfe.unc.edu/initiatives/structuring-the-classroom-for-inclusive-teaching/. [Click here for
an AACU article titled A Teaching Intervention that Increase Underserved College Students]

What resources does NKU offer for students with learning disabilities or other disabilities?

The Office of Disability Services offers reasonable academic accommodations based on
students’ specific needs. Included are extended time testing, quiet environment for testing,
note-takers, tape recording, services for deaf or hard of hearing students, and residential
accommodations for both university housing and board contracts.

Program events include Wheelchair Basketball in October, which is Disability Awareness Month.
There is also Delta Alpha Pi International Honor Society for students registered with Disability
Services.

The staff makes referrals to Academic Advising and Counseling. Staff conducts specialized
training about the office’s services to academic advisors, faculty, and staff during initial hiring
orientation and at other university events.

Does NKU provide credit for student learning outside of credit bearing courses?

NKU offers three types of credit-by-exam (CBE) options:
1. College-Level Examination Program (CLEP), a national program of credit-by-examination
2. https://inside.nku.edu/testing/CBE/CLEP.html
3. DSST exams, which offer credit in 38 subjects
(https://inside.nku.edu/testing/CBE/DSST.html)
4. Credit for Prior Learning Examinations (CPLE)
https://inside.nku.edu/testing/CBE/CPLE.html

CLEP and DSST exams are created by outside organizations as noted above and administered on
campus. CPLE exams are created by NKU departments to give credit-by-exam for courses they
offer. All of these exams are administered at Testing Services. No credit is offered for student
learning stemming from NKU programs outside of credit bearing courses, such as programs in
Student Affairs.

Return to cover page



https://cfe.unc.edu/initiatives/structuring-the-classroom-for-inclusive-teaching/
https://inside.nku.edu/content/dam/viceprovost/docs/Assessment/A%20Teaching%20Intervention%20that%20Increases%20Underserved%20College%20Students%E2%80%99%20Success.pdf
https://inside.nku.edu/testing/CBE/CLEP.html
https://inside.nku.edu/testing/CBE/DSST.html
https://inside.nku.edu/testing/CBE/CPLE.html
https://www.aacu.org/peerreview/2016/winter-spring/Winkelmes
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Career Success

How does NKU ensure that underserved students — and all students — are engaged in
problem-centered inquiry? Are they achieving the knowledge, adaptive skills, and hands-on
experiences that will prepare them for evolving careers?

NKU engages in a variety of best practices designed to engage our students in problem-
centered learning and to ensure achievement in knowledge, adaptive skills and hands-on
experiences to prepare them for evolving careers.

Among these practices are first-year experiences such as University 101 and NKU R.O.C.K.S,,
learning communities, opportunities to engage in undergraduate research, experiential
learning, and diversity and inclusive learning within the cultural pluralism requirement in our
general education program, Foundation of Knowledge.

Our first-year programs focus on critical thinking, writing, information literacy (which is the
basis for our current quality enhancement plan), and collaborative learning. Our learning
communities encourage students make new friends, form study groups, participate in class
discussions and make stronger connections with faculty. The hope is that these learning
communities make college less overwhelming, especially when meeting new students and
faculty, and taking a full load of courses.

While undergraduate instruction is our major mission, we place a great emphasis on
undergraduate research. As the Council on Undergraduate Research states, students who
participate in research are better prepared in their fields, as well as more informed as citizens
as they learn skills of problem-solving, critical thinking, and communication.

Experiential learning is achieved through internships, co-ops, practical experiences, research
experiences, volunteering, field experiences, and more. Each of these types of experiences give
students valuable career-related experiences that make a difference in post-graduate
employment.

Finally, through our Foundation of Knowledge general education program, we hope to guide
students to understand, value, and embrace a “multicultural tapestry of knowledge” and to
define themselves as able to think critically, communicate effectively, reason scientifically,
frame philosophically, and express artistically.

But what is “multicultural tapestry of knowledge,” and how do we ensure that our students
experience it, much less appreciate it? Are we fully seeking diversity, equity and inclusion in
these efforts? Is cultural competence actually a goal of our programs? For instance, our cultural
pluralism requirement in the Foundation of Knowledge is only three hours — one class. A
student could take one course focused on one culture (perhaps his or her own) and be finished
with it. How can one class encourage cultural competence?
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Is cultural competence addressed in our first-year programs, learning communities,
undergraduate research, and experiential learning? Is cultural competence addressed in each
class and in each academic program? It should be and we should aspire to make sure of it. We
must ensure that every major and minor identify where in their program students are asked to
demonstrate cultural competence within the program and we should collect artifacts.

Furthermore, we ought to be supporting faculty in problem-centered pedagogy. According to
Teresa E. Taylor, Jeffrey F. Millem, and Arthur L. Coleman in Bridging the Research to Practice
Gap: Achieving Mission-Driven Diversity an Inclusion Goals, Pedagogy and curricular offerings
are key to our diversity goals. Negative classroom experiences for underrepresented students
may have a negative impact on their overall attitude and thus, their success. Additionally, a
diverse faculty and staff indicates the cultural competency of the university and would
encourage that of our students. Support for all faculty and staff across the university in
prioritizing cultural competence in themselves, in their classes, and in their programs would
also encourage the same in our students and graduates.

How are we investing in cultural competence practices for the career success of underserved
students - and for all students?

Beyond the fulfillment of the single general education course aligned with cultural pluralism,
we are not investing in cultural competence practices for the career success of students. We
suggest that every major and minor identify where in their program students are asked to
demonstrate cultural competence within the program. Further, we suggest a collection of
artifacts to serve as both a bank of work to highlight when building relationships with potential
community partners and donors and as an accountability measure.

Currently, Career Services does direct outreach to targeted student populations such as the
Center for Student Inclusiveness, Student Support Services, Adult Learner Programs and
Services, International Students and Scholar Services, and Veterans Resource Station. While
direct services vary by population, they include written guides, customized presentations, and
individual appointments with students. In addition, print materials are available in the Career
Resource Library relating to the needs of specific populations. Career Services provides
information to many students and employers about the process for hiring international
students.

In addition, during conversation with employers recruiting at NKU (and potentially recruiting on
campus), Career Services promotes NKU’s diverse student population as a benefit of recruiting
here. They also share information with employers about the benefits of hiring international
students as well as the process. Finally, Career Services disaggregates their event data by
race/ethnicity, gender, work authorization, and veteran status.
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Prior to the reduction of staffing levels in Career Services, Career Services sponsored a Diversity
Networking Reception and had assigned liaison roles to the Center for Student Inclusiveness
and other student services offices.

With additional resources, Career Services could complete additional staff training related to
cultural competencies, offer additional customized presentations and written resources for
students, and house a career closet for students in need of professional wardrobe. Currently,
Career Services will refer students to community resources (such as Dress for Success), but only
if the student communicates the need for this assistance.

Finally, students benefit significantly from career-focused mentorship programs which are also
highly engaging to our alumni and community partners. For comparison, Xavier University has a
successful career-focused mentoring program and they have 9 Career Services employees to
staff a student population of 6,800. Holding all other factors constant, NKU Career Services
would need to more than quadruple current staffing levels to match this ratio.

How can we ensure that our students graduate with a minimum level of cultural competency
and awareness?

Does NKU prioritize diversity in the curriculum by formally assessing diversity learning
outcomes university-wide?

Prior to 2010, the General Education Program at NKU had a “Race and Gender” category. Many
of the classes that were housed within the Race and Gender category are housed in the current
“Cultural Pluralism” category (within “Self & Society”) while others are in “Culture and
Creativity”. It is critical to note that only one course in “Cultural Pluralism” is required within
NKU’s general education program. The courses that are currently available for students to
choose from to meet this are:

e ANT 201 (World Cultures)

e ANT 230 (North American Indians)

e ANT 231 (Modern American Indians)

e ANT 245 (Peoples of Latin America and the Caribbean)
e ANT 270 (Native Australia and Oceania)

e BLS 100 (Introduction to Black Studies)

e EDU 316 (Racism and Sexism in Educational Institutions)
e EMG 105 (Media in a Diverse Society)

e ENG 212 (Literatures of Inclusion)

e MUS 110 (Appreciation of Jazz)

e SOC 100 (Introduction to Sociology)

e SPB 200 (Rivalry and Rituals: International Sport)

e SWK 105 (Social Work and the Community)

e TAR 102 (Race, Gender and Theatre)


https://www.xavier.edu/career/mentor/
https://inside.nku.edu/content/dam/gened/docs/Historical_Course_General_Education_Mapping.pdf
https://inside.nku.edu/content/dam/gened/docs/bagenedchecklist.pdf
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e WAGS 150 (Introduction to Contemporary Gender Issues)

This list of courses reveals a focus within the General Education category of helping students
explore content centering on a single group from non-dominant groups of people and
privileging international contexts. However, the course titles and descriptions suggest that
many of the courses are learning about other people, not how to engage with other people.

These courses are meant to align with Student Learning Outcomes (SLOs):

B.1. Students understand economic, political, and social legacies of imperialism and
colonialism, with reference to linguistic or cultural diversity, for societies, groups, and
individuals.

B.2. Students compare historical perspectives on the development of various cultures.

B.3. Students identify the connections between and differences among local, national and
global communities.

E.2. Students understand the influence of cultural and socioeconomic background in shaping
attitudes and opinions (in themselves and others).

Two of these SLOs (B1 and B2) explicitly posit the discussion of difference as a discussion of
history or historical legacies that result in modern inequities. A third (B3) is suggestive of the
student comparing themselves with national or global communities. These are all valuable
SLOs, but they do not necessarily support a cultural competence skillset.

All general education SLO’s are assessed on a schedule (each SLO category once per three
years). The assessments are becoming more systematized and are paired with workshops to
support faculty in designing courses and assignments meant to develop students toward
achieving the SLOs.

A final consideration in general education is the additional tension added through Kentucky
Transfer Policy. While we believe that addressing cultural competence is necessary in our
general education curriculum, the confines of the state-mandated transfer policy creates a
system in which students are incentived to take and complete general education courses at the
post-secondary institution of their choice. If we attempt to add distinctive elements to our
general education curriculum, we run the risk of appearing less desirable to potential students.
In addition, given that approximately one third of all of our bachelor’s degree graduates
entered NKU as transfer students, it becomes even more clear that we cannot rely solely on
general education to meet the needs of developing cultural competence skills in our students.

We recommend that the faculty revisit the general education category of Cultural Pluralism to
remove inappropriate courses and to center and expand the cultural competence components
and SLOs in those courses that remain in the category. We suggest that the centering and
significance of cultural competence components to a course become part of the review process
for adding a course to this general education category.


https://inside.nku.edu/content/dam/gened/docs/FOK-CurriculumMapWithSLOs.doc
https://inside.nku.edu/gened/assessment.html
http://cpe.ky.gov/policies/academicaffairs/genedtransferpolicy.pdf
http://cpe.ky.gov/policies/academicaffairs/genedtransferpolicy.pdf

Diversity, Equity, and Inclusion Reports 16

However, we believe it is even more important that we ensure that every major and minor
identify where in their program students are asked to demonstrate cultural competence and
collect artifacts to document that cultural competence. Programs could have the freedom to
determine where in their program demonstration of cultural competence would be required
and what form the artifacts might take. The would honor disciplinary autonomy while also
embedding cultural competence in the curriculum.

We recognize that thoughtful partnerships with Student Affairs to offer co-curricular
opportunities to develop cultural competence would strengthen our ability to graduate
students with a minimum level of cultural competency. Currently, there is a disconnect
between programming in Student Affairs and the creation of syllabi and course schedules in
Academic Affairs. Too often attendance at meaningful programs is artificially lowered by the
inflexibility of course schedules that were designed and shared with students before the event
was planned. Meaningful collaboration between faculty who teach courses related to potential
programming from Student Affairs and those offices likely to offer such programming would
help to alleviate this tension. The creation of an incentive program such as AllCard dollars, a
badge, or another recognition for students who attend a certain number of selected events
would also help to increase the number of students who benefit from these events.

A final and critical consideration is that in order to build cultural competence in our students,
faculty and staff must be culturally competent. This leads directly to the final question in this
section.

How are we creating the expectation and support for faculty, staff, and student leaders to
regularly participate in culturally responsive learning opportunities?

e The primary expectation to regularly participate culturally responsive learning
opportunities is articulated in CPE’s new Diversity, Equity, and Inclusion Policy
(2016), which expects that KY Colleges & Universities are developing the cultural
competence of students, faculty, and staff and assessing this development (to be
reported out).

e This expectation is also articulated in NKU’s 2022 Inclusive Excellence Plan and is an
expectation to be included in all unit-level inclusive excellence plans under IMPACT.

e Asof Fall 2018, it is expected that advisors who wish to attain the status of Master
Advisor must participate in a minimum of 3 workshops on cultural competence. Five
modules on cultural competence were developed by Norse Advising and the Office of
Inclusive Excellence.

e No expectation has been expressed for faculty and staff.

e Student leaders have the opportunity to participate in a number of culturally responsive
learning opportunities. For example, Resident Assistants attend the Freedom Center and
participate in a debrief activity after the museum. Housing student staff and Orientation
Leaders typically receive Allied Zone and Trans Ally trainings. The Center for Student
Inclusiveness has supported trainings around allyship practices have been used for
leaders in Greek Life and as programs by Resident Assistants for residents. In addition,
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sessions at Norse Leadership Society and sponsored by Hall Directors can feature
cultural competence content. Within Greek Life, Fraternity and Sorority Life facilitates
training for chapter leaders and connects individual chapters with staff in Center for
Student Inclusiveness to train chapter members. Some individual Greek national
organizations offer training and support around cultural competency in which leaders
and chapter members may choose to participate. Greek Life is working to implement an
expectation that chapter members participate in ongoing support and development
related to cultural competence, but is aware that a lack of adequate staffing in the
offices that might support such training may prevent their being able to do so.

Return to cover page
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Community Engagement

Two questions:

1.

2.

How can campus leaders create partnerships that work? How does NKU leverage the
ecosystem that surrounds the campus?

How can we improve our ability to deliver equitable outcomes for our community
partners?

The community partnerships that constitute NKU’s ecosystem include:

Business partnerships

K-12 partnerships

Underserved communities
Internship sites — COB, Social Work
Donors

Alumni
?

A critical overarching question is - How does NKU strategically leverage this ecosystem in ways
that advance social and economic mobility in the region? One idea to consider is creating a
regional incubator or idea/innovation lab that would generate prototypes that are eventually
scaled. Participants in this lab would include underserved communities, businesses, Chambers,
internships and placement sites, non-profits, and the university, including Gateway etc. More to
come on idea/innovation lab...

For purposes of this response, we have primarily focused on community/civic engagement and
internships. Ideas percolating around leveraging business relationships...

First, we pose additional questions for reflection:

How does NKU define community engagement? Does NKU make a distinction between
community engagement, civic engagement, and service learning?

Should we consider eliminating the term “service learning”?

Does NKU have an inventory of its community partnerships (civic/community
engagement & service learning?)

What are our goals when engaging with underserved communities? To strengthen the
well-being of the community? To educate the student? Are these goals in conflict? Do
we sacrifice strengthening the well-being of the community for the education of our
students? Is this tension resolvable?

Are engagement goals co-created with the community? Does the university, in
partnership with community, conduct a root cause analysis of the issue being
addressed? So, we are together making deep change and not just responding to
symptoms.

How diverse are NKU’s community partners? Are we reaching out the NKY “invisible
communities”?
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Are there opportunities to develop mentors within the community?

“What is”

Silo experiences — Examples - COB internships and MSW field placements — are
synergies available by connecting various community experiences?

Scripps Howard Center Civic Engagement: Service and Citizenship — How does this
Center connect with campus-wide community engagement efforts and course-based
service learning?

Pop-ups — SAFE Pride tables — NKY, Cincinnati, Indiana

Fuel NKU partnership: Kroger, colleges, students, faculty and staff

Health Innovation Center & Partnerships

Barriers

Transporting students off-campus for community-based projects particularly with time
constraints — 50-minute class periods. How authentic is engagement with the
community with these time limitations, i.e. 50-minute class periods and also the 15-
week semester? Solution - increase scheduling flexibility; partner with classes across
campus could help to expand available time. Solution for community engagement that
extends beyond the 15-week semester?

Bringing community members to campus due to lack of “visitor” parking - requires
funding. (Solution - provide parking passes for purposes of community engagement.;
create a specific space for community visitors only).

Sentiment exists that if there are no tangible outcomes, there is no meaning. How do
we assess our students’ community engagement experiences?

Building community partnerships not rewarded, unless a grant is involved; faculty not
consistently incentivized to take the time and make the effort to initiate and build
partnerships. (Solution - increase the value of community engagement by making
community engagement part of RP&T — doing so would require defining what is meant
by community/civic engagement/service learning).

“What could be?”

Community engagement efforts must go beyond developing goodwill and focus on advancing
social and economic mobility of the region. Equitable outcomes will result from leveraging
strategic partnerships, crossing silos, and thinking creatively as an eco-system, which includes
balancing the well-being of communities with the education of our students. Examples include:

Change how wethink about community/civic engagement: making transformative
changes in our long-standing customs,assumptions, institutions, and mind-sets. This
means acknowledging community assets for achieving these outcomes, i.e. community
authority and expertise. This is accomplished by resisting the temptation to believe we
already know what to do and buildingrelationships that foster mutual accountability and
shared responsibility (The Principles for Equitable and Inclusive Civic Engagement,
Kirwan Institute, 2017).



Diversity, Equity, and Inclusion Reports 20

e Educate administrators, faculty, staff, and students about community engagement that
is capacity-focused development, i.e. asset-based, internally focused, and relationship
driven not the traditional deficit-focused approach of “needs-driven”.

e Develop an ecosystem mindset: an understanding and appreciation that new value and
growth do not reside within one’s current boundaries but beyond them, and that
success involves forging new connections to solve problems and creating new value as
an institution. This mindset must be cultivated at the individual, departmental,
divisional, and institutional level.

e Create a collaborative that offers faculty development around community engagement.
The collaborative would bring together faculty, interested in community engagement
but unfamiliar with how to make these connections, faculty, experienced in
engagement with the community, and community members. A Collaborative: Co-
creating a vital community.

e Introduce the concept of the inclusive innovation ladder, which defines the value of
increasing degrees of community involvement. Develop an assessment tool, whereby,
we are aware of how the university is engaging the community.

e Implement a Supplier Diversity program — strategically leveraging partnerships with
minority-owned and women-owned businesses. Would lead to mentors for our
students.

Return to cover page
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University Alignment

In order for diversity, equity, and inclusion to be aligned across the university, it must be deeply
embedded in all levels and areas of the institution. Alignment at the meta-level includes
strategy, structure, & resources allocation. At the next level, alignment includes talent
development, policies & procedures, programs and pedagogy — curricular and co-curricular,
community engagement, and scholarship. This alignment should take place at the institutional,
divisional, and departmental level.

Integrating the principles and practices of DEI into these key aspects of the university and
ensuring the sustainability of these practices requires the University to make explicit its
commitment to DEI. Currently, the university is engaged in a critical first step in ensuring that
this alignment occurs — integrating the DEI lens throughout the strategic planning process.

Below are observations what NKU is doing with recommendations moving forward.
Mission & Vision

While Inclusiveness is one of NKU’s core values, NKU’s mission and vision should be reviewed
for a clearer expression of our commitment to access, community engagement (a more robust
description community engagement is needed) and DEI. Additionally, how “inclusiveness” is
described should be reviewed.

Examples:

e St. Cloud State University: Mission - We prepare our students for life, work and
citizenship in the twenty-first century. Vision - Through active discovery, applied
knowledge and creative interaction, we positively transform our students and the
communities where they live and work.

e Western Connecticut State University is committed to the philosophy that all
individuals should be given an opportunity for the development of their skills and
knowledge, as well as an awareness of their role and responsibilities in society.

e Community College of Allegheny County: Mission is to make quality education
affordable and accessible to the community, to provide leadership in workforce training,
and support the economic development of the region.

Additional language:

e “..diversity in our students, faculty, staff, and all of our activities. We provide an
inclusive environment where innovation and freedom of intellectual inquiry flourish”

e “.mutual respect for individuals, and freedom from intolerance. In all of our pursuits,
we strive at once for excellence and diversity, recognizing that openness and inclusion
produce true quality”

e “ _.strives to foster and sustain an environment of inclusiveness that empowers us all to
achieve our highest potential without fear of prejudice or bias.
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e We commit ourselves to building an exemplary educational community that offers a
nurturing and challenging intellectual climate, a respect for the spectrum of human
diversity, and a genuine understanding of the many differences-

e We expect every member of our academic family to embrace the underlying values of
this vision and to demonstrate a strong commitment to attracting, retaining and
supporting students, faculty and staff who reflect the diversity of our larger society.

Policies and Procedures

Very few policies and procedures at NKU include a statement about Inclusive Excellence or
integrate the principles and practices of diversity, equity, and inclusion. Exceptions include the
following:

e All position descriptions include a Statement on Inclusive Excellence.

e All faculty applicants must submit a Diversity Statement with their materials.

e The Title IX policy includes language that addresses principles and practices of DEI.

e The Bias Incident Protocol also includes DEI language.

The below list of university-wide policies and procedures that do not address DEl is not
inclusive but a sampling of what was reviewed.
e The Policy Approval Procedures,
Policy Process Map,
Admissions and Academic Policy Committee purpose and charge, and
Budget request documents.

Accountability

While some individuals may intentionally include principles and practices of DEI in their
decision-making processes, NKU, as an institution, does not evaluate decisions with a
university-wide impact through an equity lens. Additionally, NKU does not hold its
administrators, faculty, and staff accountable for ensuring that these decisions are not reifying
any existing equity outcomes. A failure to examine our procedures, processes, and polices
through an equity lens, can result in alienating and/or disparately impacting students, faculty,
and staff who are low income, first generation, people of color, LGBTQ, veterans, and/or those
who are differently abled. The risks are compounded when students, faculty, and staff identify
with more than one of these social identities (intersectionality).

During any decision-making process at all levels of the institution, the following questions could
be asked in order to value and embed DEl principles (adapted from the Equity and
Empowerment Lens of Multnomah County).
1. Who does the policy or decision benefit? How can your organization incorporate the
needs of all?



https://inside.nku.edu/content/dam/policy/docs/toolkit/Policy%20Approval%20Procedures%20-%208-2-2018.pdf
https://inside.nku.edu/policy/policy-toolkit.html
https://inside.nku.edu/content/dam/admin-finance/docs/commiteedocuments/Admissions%20and%20Academic%20Policy%20Committee%20(AAPC).pdf
https://inside.nku.edu/budgetoffice/forms-instructions.html
https://multco.us/file/31830/download
https://multco.us/file/31830/download
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2. How does your organization use data that reports specifically on inequities? (Pay
particular attention to data on the experiences and outcomes for communities of color,
immigrants, and refugees.)

w

How are you integrating diverse perspectives, even when you do not agree with them?

4. How does the policy/decision perpetuate or help to dismantle historical, legal, or
political oppressions set in the past?

5. How does the policy or decision anticipate and address influence or differential power
within the organization? Examples:

(@]

(@]

Performance reviews must include an appraisal of a supervisor’s ability to
provide employees from diverse backgrounds with ongoing support and
necessary resources to perform well tin their jobs, in addition to being
monitored for basic performance.

Performance evaluations for all faculty and staff should include engagement with
DEI.

Specific questions can be posed for individual units. Examples include:

e EDM
o
o

(@]

Does NKU report on transfer access by race and ethnicity?

Does NKU report on admission applications, acceptance, and yield by race and
ethnicity?

Does NKU report on incomplete admission applications by race and ethnicity?

e Academic Affairs

©)
©)
©)

©)
@)
@)

Is there value in NKU disaggregating course level data by race and ethnicity?
Do we examine Syllabi for inclusive practices?

Are NKU faculty knowledgeable about culturally responsive teaching practices
and how is the university assessing this knowledge?

Is the University’s commitment to DEl integrated into RP&T?

Cultural audit of curriculum?

e Leadership

o

@)
@)
@)

Are all managers, supervisors, chairs etc. held accountable for implementing
diversity and inclusion practices — performance evaluations, RP&T?

Does leadership regularly address issues/initiatives of DEI in staff meetings?
Are all staff provided opportunities for professional development on DEI
principles and practices? How is development of faculty and staff being
assessed?

Is accountability to DEI considered when awarding merit raises?

Have units set specific targets to achieve representation in the finalist pools?
Are university vendors held to some standard of commitment to DEI?

e Administration

o

Does NKU’s budget process have supplier diversity goals? (racial/ethnic, gender
etc).

How is NKU prioritizing funding? Is NKU prioritizing programs and strategies that
build capacity in communities most affected by inequalities?
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o Grant funding — how are we using grant money for addressing equality and racial
justice?

o Do budget documents and presentations state the university’s commitment to
DEIl, including any guiding values and principles?

o Has Human Resources considered developing equivalencies for positions? Ex.
How many years experiences = a Bachelor’s degree. This is a growing practice.
See UC.

o How are new employees introduced to the university’s DEI commitment,
practices, and resources?

Above questions are provided as examples. A more comprehensive list can be developed.

Does NKU consider itself an access institution committed to inclusion and equity?
Yes.

According to the Northern Kentucky University Office of Inclusive Excellence, we are
“committed to and accountable for advancing principles and practices of diversity, equity and
inclusion into the core aspects of the university.”

We believe that our efforts at inclusion ensures success for diverse students, leverages the
educational and institutional benefits of diversity and creates the conditions for the flourishing
of all students, faculty and staff.

The university, through the Office of Inclusive Excellence, claims “a culture of inclusion” which
promotes “individual uniqueness, whereby all members of the NKU community experience a
sense of belonging through respectful interactions, equitable policies and procedures, and
opportunities to fully participate in the life of the university.”

Furthermore, according to the office, NKU’s 2022 Inclusive Excellence Plan provides the vision
and the practices to make visible the University’s commitment to becoming a diverse,
equitable, and inclusive community.

But how is that vision put into practice?

NKU has engaged in initiatives in hiring diverse faculty with extensive process aids in
recruitment of diverse candidates, understanding bias, evaluation rubrics and more. We have
offered a campus climate survey and a diversity dialogue series.

The university has a variety of academic programs, classroom resources and other resources
that are designed to commit us to inclusion and equity. Among the campus resources available
to students, alumni, faculty and staff are:

e Adult-Centered Education

e African-American Programs and Services

e American English Language Program
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e Black Faculty/Staff Association

e Compliance and Institutional Ethics

e Disability Programs and Services

e Office of Education Abroad

e Office of International Students and Scholars
e Latino Programs and Services

e LEAP

e LGBTQ Programs and Services

e Norse Violence Prevention Center

e SAFE: Staff, Administrators and Faculty for Equality
e TRIO

e Veterans Resource Station

Many of these support services are for students who opt in or are included in one or more
demographics. Those students who do not identify are possibly not involved in inclusive-
excellence efforts because these are offered to identity-based groups currently.

Of course, more can and should be done if we are to remain an access institution committed to
providing opportunities for social, civic and economic mobility for everybody. The university
could endeavor to ensure that every major and minor identify where in their program students
are asked to demonstrate cultural competence within the program and collect artifacts.

As society further defines the scope of inclusion and what equity means, NKU must continue to
adapt in good faith.

Return to cover page
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Shifting Practices

How can we incentivize more and different structures for course offerings at non-peak course
times, including more evening and weekend courses and building on “executive MBA” -type
scheduling for working adults even in undergraduate degree programs?

At a high level, do we need to incentive this? Are we assuming that current faculty do not want
to/won’t teach at off hours? Or that staff would not be open to an alternate schedule? Ideally,
there should be a survey to gather the thoughts and feedback.

If the survey indicates that there would be significant push back from faculty/staff are not
interested in this then see below for some suggestions for incentives/making it happen:

e All colleges/VP areas would need to “buy into” these changes, emphasize the need for
the change and the fact that it is a necessity to survive

e There is an alternative work hours policy and process for those staff that are approved
for it

e We “used to” do it this way. See older brochure for offices being open later, certain
degrees that were focused on adult students, evening/weekend etc.

e If there is resistance to teaching classes/working at off hours, there could be limitations
on how often an individual would be asked to work outside of the normal business hour
structure

e Multiple on campus food locations open later (i.e. Starbucks, Outtakes and Steak n
Shake)

e Money loaded to All Card for those that teach later in the evening/weekends

e Swap professional development time or money for those that work during non-peak
hours

Students don’t need much of an incentive. They want to be here less during “banker’s hours”
but would like to be here more at non peak times. Weekend classes and opening food
locations would help incentivize students to come to campus and stay for activities. Current
high school students are working more hours and will need additional flexibility

How do we create shared understanding of the need to transform educational offerings to
meet the demands of today’s and tomorrow’s student populations to minimize resistance to
change?

e This generation is more aware of money and what they get for their money (they want
to work and go to school)
o Will need more marketing for students around how much you will actually pay
for tuition and what student loans will look like for an average student
= This will improve the understanding of how NKU is the best value/option
for them
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e Define who we are as an institution and who we should focus on serving
o Look at enrollment and cutting programs that don’t have good enroliment
o Define our region and make sure that we are covering more regions

o According to national census data, over the next 5 to 10 years, the age range of
18-24 will stay flat-lined, whereas the most growth will be seen in those aged 25-
44
= We need to plan and act accordingly
= Shift the focus on adult students being able to go full time
o Benchmark against local schools and their offerings that differ from ours within
the same programs
= Ex: Thomas More offers education programs that are more conducive to
working students
o Look at students that have not re-enrolled, where they went if anywhere
= See attached Clearinghouse query
= Are there other data sources for this information?

How do we expand “business hours” to ensure that students who take courses outside of the
8:15-4:30 time have access to the supports, programs, and offices they need to be successful?

e For staff, there is a current policy for flexible work schedules.

o For departments that should have extended hours management can work out a
schedule to have coverage over the needed times. There will need to be less
coverage from 8:15-4:30 but with additional office hours those that are coming
for services should be less during that timeframe

e The One Stop is piloting in Spring of 2019 extended office hours (till 6:00pm) on
Mondays

e Adult Learner Programs and Services has been open 8:15-6:00 Monday-Thursday for a
while now by adjusting schedules and not utilizing overtime. Some Advising centers
have certain days that they are open later as well

How do we build upon the shifts reflected in the above questions to become a desirable
institution for prospective faculty and staff, particularly those from underserved groups,
focused on student success?
e Need to brand ourselves differently to stand out
o Determine the recruitment strategy for the branding
o What are the common denominators between the students that we serve and
what changes can we make that impact all of those groups in a positive way?
e Admissions is focused on only high school students and there will need to be more
resources put towards adult students and those students seeking only a certificate or
micro-credential
e Get out in the community
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o Faculty/staff go into schools to talk about NKU or be the expert in a field and talk

about it
o Look at NKU programs that are going out into the community and doing it well

o Come to where the students are...

Return to cover page
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Introduction

Enrolling and educating a diverse student population is a fundamental interest for many institutions
throughout the United States. But, as state and federal developments illustrate, this interest can raise
questions from the public and the courts that institutions must be prepared to address. The good news
is that institutions have a variety of sources to guide their efforts and address these questions, including
decades’ worth of research studies.

Research and evaluation are essential to help institutions define their diversity-related goals, identify
optimal strategies to achieve them, and assess impact over time.! A strong research foundation can
provide more effective and efficient allocation of scarce resources, more confidence in educational
judgments, and — for those institutions that pursue “race-conscious” policies — the evidence required by
the courts as justification of the need to consider race.

Though empirical foundations have always been relevant to institutional decisions and legal evaluations
of those decisions, Fisher v. University of Texas at Austin underscored their importance as the U.S.
Supreme Court has continued to emphasize the need for evidence-based justifications for race-
conscious institutional practices. Two issues have gained special attention: (1) the relationship between
the necessity of race-conscious practices and the availability and effectiveness of race-neutral
alternatives; and (2) the relationship between the race-conscious practices and their impact on the
achievement of diversity-based educational goals. Only with strong research foundations will
institutions be able to address these issues effectively, something that the research community has also
noted.?

The challenge today is to learn from and leverage existing research, translating general findings to
specific contexts and for different audiences. That effort can help ensure that an institution’s mission-
driven diversity and inclusion goals are clearly defined, effectively pursued, and legally permissible.

With a special (though not exclusive) focus on racial and ethnic diversity, this paper is intended to
support those efforts by:

1. Surveying the current research landscape related to student diversity in higher education for
areas of strength and areas in need of further exploration;

2. Suggesting prospective research directions that may inform action within individual
institutions and in the broader higher education community; and

3. Identifying policy and practice implications for institutions in a shifting political and legal
landscape.

This paper is focused on assisting individual colleges and universities as they work to enhance their own
research efforts, informed by the broader landscape of common principles and interests at play in the
broad higher education community. Broad-based findings are often an important starting point for
institutional action. For example, a well-established line of research that diversity can have a positive
impact on teaching and learning, on students' skills development and civic participation, and on the
American workforce as a whole® was the foundation for the U.S. Supreme Court's 2003 endorsement of
the fact that the educational benefits of diversity are “substantial” and “real.”* At the same time,
moving forward, actionable studies on access, diversity, and inclusion are particularly needed to shape
practitioners’ efforts on the ground and inform national and institutional decision making.



However, common baselines do not translate into one-size-fits-all solutions. (And general findings alone
are unlikely to be enough in most legal settings, in part because context can affect how the benefits of
diversity play out.’) America is home to more than 6,000 unique institutions, and the strategies
employed to achieve access, diversity, and inclusion goals can reflect that. More must be done to design
research studies that contextualize findings and provide guidance on how those findings may be applied
or extended to other settings.

Although this is not an easy task, it is also not impossible. As this paper’s conclusion emphasizes,
alignment across institutional programs, functions, and offices can establish important foundations for
creating the greatest potential for achieving diversity goals, with important educational, management,
and cost benefits.

Research encompasses many methods and approaches, ranging from rigorous peer reviewed
guantitative and qualitative studies to more informal documentation of experiences and interactions
(and everything between). Case studies; student, faculty, administrator, and alumni surveys and
interviews; and analyses of data developments and trends are a few of the types of research efforts that
can be informative. The multidisciplinary nature of the research agenda requires the contributions of
many stakeholders, including researchers, practitioners, legal counsel, and institutional leaders, to
ensure that studies are designed, carried out, and shared in a manner that has the greatest possible
impact on institutional practices. We hope that this paper can play a role in invigorating those efforts.

This paper is divided into 3 sections:

e Section | describes its development.

e Section Il —the heart of the paper — reviews the current research landscape, organized under a
common planning framework of goals, objectives, enrollment strategies, and curricular/co-curricular
strategies on campus. Each subsection ends with recommendations for institutional action.

e Section Il focuses on alignment across programs and policies to create a coherent, effective
institutional strategy to achieve its goals.

Throughout Sections Il and I, we offer recommendations for policy, practice, and research. Detailed
endnotes support each section.



Section I: This Paper’s Development Process

The development of this paper involved several years of research and analysis, complemented by
extensive engagement with higher education leaders and practitioners, researchers, and legal counsel
on policy and legal issues related to access and diversity in higher education.

At its core, this paper was shaped by a comprehensive literature review of more than 1,000 sources to
assess the overall state of the field, identify areas of strength, and develop a clearer understanding of
the gaps and needed next steps. The review was oriented around the immediate “real world” questions
that institutions of higher education face and related issues inherent in the pursuit of the educational
benefits of diversity. We, therefore, focused on studies that had been used or recommended by a
range of experts and stakeholders. For example, we reviewed all studies cited in the 92 amicus briefs
filed in the U.S. Supreme Court's first hearing of Fisher v. University of Texas at Austin; studies cited in
relevant published literature reviews; and studies recommended by researchers with demonstrated
expertise in the study of the educational benefits of diversity. We also paid close attention to new
studies published from 2014 to early to 2016 that presented promising foundations for institutional
action. During our review, we disregarded articles that represented solely secondary research, only
provided commentary, focused on how to conduct research, lacked an abstract, or were irrelevant to
questions associated with the educational benefits of diversity.

To complement and inform that analysis, the College Board's Access and Diversity Collaborative (ADC)
sought significant input from its organizational and institutional sponsors and other stakeholders to
ensure that the information would be relevant and actionable.®

This paper identifies trends within this body of research and highlights studies that have particularly
strong potential relevance for institutional policy and practice. We have based our conclusions on the
strength and rigor of the research that was reviewed, and we have aimed to recommend only those
action steps that are supported by available evidence. Where possible, we have distinguished findings
that have a large body of research behind them from those that are based on a smaller but still
promising number of studies. Some areas have received more research attention than others, and not
every finding here has decades of work behind it.

At the same time, our review is not perfectly comprehensive, nor does it account for every article, book,
or report published on this topic. It necessarily focuses on published studies and articles. Because
institutions’ own internal research efforts are often (appropriately) confidential, conclusions here are
necessarily limited about the relative strength or weakness on particular points within the public,
published diversity research landscape.

On a similar note, we emphasize that institutional leaders, practitioners, and researchers should take
care to translate and adapt research findings to their unique contexts. Though published studies can and
should inform how an institution defines and pursues diversity and seeks to reap its benefits, these
findings may or may not play out in the same way in different settings. Connecting general findings to
specific contexts is an essential step to building an effective — and legally sustainable — diversity strategy.
In Justice O'Connor's words, “context matters.”

Finally, given institutions’ need to meet legal obligations, this paper focuses in particular on research
regarding race and ethnicity.



Section II: The Current Research Landscape

This section summarizes the current research landscape, including areas of strength and gaps within the
body of published research on the educational benefits of diversity. It aims to inform current
institutional discussions oriented toward the development of sustainable and effective diversity policies
and practices as well as to identify actionable questions for a broader research agenda. It is organized
under a common policy planning framework followed by many institutions of higher education.
Discussion of each element begins with a text box that includes a summary of our findings, followed by a
more detailed discussion of important research insights and areas for further exploration. The
framework and our findings are:

A. Institutional goals related to the educational benefits of diversity

1. The educational benefits of diversity are well documented, most often in undergraduate
settings.

2. Adverse effects associated with a lack of diversity — such as racial isolation or tokenism and
stereotypes based on race, gender, income, or first-generation status — are also generally well
documented.

3. Though all students can benefit from diversity, benefits may flow differently for different
types of students. Different students require different types of experiences and supports to
benefit from campus diversity.

4. More research is needed to examine how general conclusions about educational benefits of
diversity play out in different institutional contexts, disciplines, and fields.

B. Defining and measuring success in achieving institutional goals

1. Adequate representation of different groups in the student body is a prerequisite for
achieving the educational benefits of diversity but is not sufficient on its own.

2. Aclear relationship exists between campus climate and achievement of goals associated with
the educational benefits of diversity. Positive campus climate and opportunities that foster
meaningful interactions inside and outside the classroom are research-based benchmarks.

3. Alumni and employer perspectives can confirm the importance of the educational benefits of
diversity.

4. Determining sufficient numbers of students with diverse backgrounds and characteristics is
inherently context-specific. What works at any one institution will depend on an array of
many factors, such as mission, historical setting, student demographics, academic focus, and
geographic reach.

C. Enrollment strategies

1. Each element of the enrollment process (outreach, recruitment, admission, financial
aid/scholarships) can play an important role in achieving diversity goals.

2. Race-conscious enrollment practices — in concert with race-neutral efforts — have been shown
to have a positive impact on obtaining a racially diverse class in certain settings. But these
determinations are inherently institution- and context-specific.

3. Admissions can be an essential strategy for achieving diversity goals.

a. Individualized, holistic review is used by a variety of institutions and has been
demonstrated to be effective in advancing diversity-related goals.

b. The relative success of “automatic” or “guaranteed” admission policies (i.e., “percent
plans”) has been shown to depend heavily on context such as state demographics and
segregated K-12 schools.



4.

Research on the relationship between financial aid and scholarships and the achievement of
diversity goals is limited, but significant research reflects the essential role financial aid plays
in attracting and retaining low-income students.

Research on the relationship between outreach and recruitment and the achievement of
diversity goals is growing, and some studies have demonstrated the effectiveness of certain
recruitment strategies that may include a racial focus.

Strategies designed to attract low income and first-generation students may complement
those focused on racial and ethnic minorities. That relationship, however, does not establish
that those strategies are in all settings effective substitutes for race-conscious strategies.
Again, context matters.

D. Strategies in and outside the classroom

1.

Pedagogy and curricular offerings can be important strategies to achieve an institution’s
diversity goals. Opportunities for collaborative learning may be especially important, while
negative classroom experiences for minority students may have a particularly significant
negative impact on their overall attitude toward the campus.

Faculty members are essential partners in the achievement of diversity goals. They serve as
"human bridges" between the student and the institution. Their classroom practices play an
important role in creating and leveraging the benefits of diversity for learning and their
perspectives can be important benchmarks for success. Having a diverse faculty can also be
an important signal to students that diversity is an institutional priority.

Institutional housing policies and support for diverse peer groups can make a meaningful
impact on the achievement of diversity goals.

Conclusion: Alignment across programs and policies

1.

Alignment across institutional programs, functions, and offices creates the greatest potential
for achieving diversity goals, with direct educational, management, and cost benefits.

A sustained effort with dedicated resources and common purpose can work toward alignment
and help achieve institutional goals.

Overall, our review confirms that the body of research contains strong foundations for current
institutional policy and practice, but deeper research and examination is needed to continue to improve
existing efforts. Numerous studies verify that important benefits flow from diversity, including improved
teaching and learning, skills development, and workforce preparedness, but more research is needed on
how to identify and use specific benchmarks of success (e.g., critical mass and compositional diversity).



A. Institutional Goals Related to the Educational Benefits of Diversity

As described in this section, our review of published research reflects that:

1. The educational benefits of diversity are well documented, most often in undergraduate
settings.

2. Adverse effects associated with a lack of diversity — such as racial isolation or tokenism and
stereotypes based on race, gender, income, or first-generation status — are also generally well
documented.

3. Though all students can benefit from diversity, benefits may flow differently for different
types of students. Different students require different types of experiences and supports to
benefit from campus diversity.

4. More research is needed to examine how general conclusions about educational benefits of
diversity play out in different institutional contexts, disciplines, and fields.

A significant body of research confirms that the educational benefits of diversity are, as Justice O'Connor
observed in Grutter, “substantial” and “real.”” Hundreds of studies from our literature review verify that
racially diverse environments and cross-racial interactions can have a positive impact on academic and
intellectual development, on students' social-cognitive skills and personal development, civic
involvement, and on our national workforce and economy.® And many studies concluded that the
diversity policy or practice being studied was effective in obtaining those benefits.® Studies tend to
focus on undergraduate contexts to demonstrate the educational benefits of diversity. 1°

Studies have underscored the importance of “campus climate," defined as external forces (i.e.,
governmental policy, programs, and initiatives; sociohistorical forces) and institutional forces (i.e.,
historical legacy of inclusion or exclusion; structural diversity in terms of numerical and proportional
representation of different groups; psychological climate, including perceptions and attitudes between
and among groups; behavioral climate characterized by the nature of intergroup relations on campus).!
Campus-wide benefits from a diverse class composition include the reduction of racial isolation and
“racial balkanization” (when students divide into small, sometimes contentious, factions) as well as the
reduction of “solo status” or tokenism among underrepresented minorities (where a solo or token
minority individual is given undue attention that can lead to greater stereotyping by majority group
members).t2 Conversely, insufficient representation can lead to perceptions of racial hostility and
feelings of isolation among those students in the minority, eroding the campus climate, limiting
participation, and hampering the learning environment for all students.*?

Studies have shown that by increasing the numbers of racial minority students, institutions can increase
the frequency of cross-racial interactions among students and add value to the educational environment
to enrich all students' learning.’* Studies have shown that institutions have better retention and co-
curricular programs when students have stronger levels of comfort and sense of belonging.'®> Sense of
belonging, in particular, has been shown to promote “positive and or/ prosocial outcomes such as
engagement, achievement, wellbeing, happiness, and optimal functioning” for a wide range of students,
including Latino students, LGBT students, first-year students, students of color in STEM majors, African-
American male students, graduate students, and students involved in campus clubs and organizations.®




Socioeconomic diversity is the focus of a growing body of research, with studies finding that low income
and first generation students also face adverse effects from stereotypes and isolation and can benefit
from more inclusive institutional policies and practices.!” For example, a 2015 study found that
“students exposed to cues suggestive of an institution’s warmth toward socioeconomic diversity
demonstrated greater academic efficacy, expectations, and implicit associations with high academic
achievement compared with those exposed to cues indicating institutional chilliness.”*®

It is important to note that the benefits of diversity do not necessarily flow to all students in the same
way. Studies have shown, for example, that white students may benefit more from exposure to diverse
ideas and information and exposure to diverse peers, but African-American students may benefit more
from their interactions with diverse peers and exposure to close friends of their own race.?® Similarly, a
study showed that a campus with numerical diversity may not be perceived that way by some minority
groups, particularly by black students, which may inhibit cross-racial interaction.®

Experiences in K-12 education can often play a significant role. Some studies have shown, for example,
that Latino and Asian American students are more likely to arrive at college having already experienced
diverse neighborhoods and learning environments, while white students are more likely to have
attended K-12 schools with significant white majorities.?! Other studies have shown that, when white
students lack interracial interaction in college, racially stigmatizing views that they developed before
college can be reinforced.??

Studies have shown that when mission and diversity goals are not linked with campus action, students
can perceive that the message is “hollow talk” and that the institution has a weak commitment to
diversity; as a result, the benefits of diversity may be diminished.?® These findings show that
institutions’ efforts should aim for twin goals: creating opportunities for students to interact in diverse
groups and opportunities for students to feel included and welcome, both in and outside the classroom.
It can be a significant challenge — and learning opportunity — to understand perspectives and
experiences different than one’s own. Institutional policy and practice can facilitate students’
experiences by creating a climate and campus environment that welcomes difference and supports
interactions across it. The graphic below shows some examples of the strategies described in this paper
and how they may contribute on an institution’s diversity and/or inclusion efforts.
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Most research that confirms the effectiveness of the educational benefits of diversity concerned
undergraduate environments. Only a few studies today have focused on specific majors, disciplines, or
fields of interest; science, technology, engineering, and math (STEM) fields may be especially ripe for
study.?* Graduate and professional schools also likely require additional attention, even though some
important foundations have already been laid.2> Research on medical schools, for example, has shown a
connection between a diverse medical school class and better healthcare delivery to traditionally
underserved communities.?® Studies have shown both that minority and female doctors are more likely
to serve needy populations of patients (a significant need in our health care system)?’ and that a diverse
medical student body can lead to all medical students (particularly white students) feeling more
prepared to serve diverse patient populations.?
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Policy recommendation

¢Clearly articulate the institution’s
unique, broad based diversity
goals, with a direct connection to
institutional mission and the
research based benefits associated
with student diversity. At its core,
an institutional mission statement
should describe the contributions
the institution seeks to make and
the conditions and climate it needs
to do so. As a foundation for policy
coherence within complex
institutional systems, a well
developed mission statement
should articulate well supported
goals and the conditions that make
those goals possible. Campus
climate can be a helpful reference
point, although likely inadequate
alone. The mission statement
should then be reflected in the
policies and practices of different
institutional units to align campus
leaders, administrators, faculty, and
other staff around a set of common
goals that should be a guiding force
in institutional action. In time, a
strong mission statement that is
both understood and acted upon
can lead to significant institutional
efficiencies and cost savings.
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Research recommendation

ePursue studies using a variety of
research methods that examine
benefits of diversity in different
learning environments, disciplines,
schools, and institution types.
Most current studies that explore
the interplay between diversity and
its effects on students fall in two
categories: (1) quantitative
methodology, such as hierarchical
linear and regression models and
structural equation modeling (i.e.,
causal and quasi experimental
methods); and (2) surveys and
comparison of national longitudinal
studies (i.e., descriptive methods).
To enhance the research agenda,
additional qualitative methods may
enhance findings and create a more
holistic understanding of direct and
indirect educational outcomes.
Possible methodologies include:
campus case studies; long term
observations; and in depth
interviews with students, faculty,
and administrators. These
strategies may be especially helpful
to understanding the outcomes of
specific diversity policies and
practices more deeply, including an
examination of how quantitative
findings play out in different
contexts. Such efforts can provide
a deeper, more holistic
understanding of institution level
impact that can lead directly to
action.




B. Defining and Measuring Success in Achieving Institutional Goals

As described in this section, our review of published research reflects that:

1. Adequate representation of different groups in the student body is a prerequisite for
achieving the educational benefits of diversity but is not sufficient on its own.

2. Aclear relationship exists between campus climate and achievement of goals associated with
the educational benefits of diversity. Positive campus climate and opportunities that foster
meaningful interactions inside and outside the classroom are research-based benchmarks.

3. Alumni and employer perspectives can confirm the importance of the educational benefits of
diversity.

4. Determining sufficient numbers of students with diverse backgrounds and characteristics is
inherently context-specific. What works at any one institution will depend on an array of many
factors, such as mission, historical setting, student demographics, academic focus, and
geographic reach.

Research demonstrates that student population numbers alone are not sufficient to measure success in
achieving the educational benefits of diversity on campus. Campus climate and alumni engagement are
two other indicators that studies have shown to be helpful in gauging success. After all, studies confirm
that the frequency and quality of interactions with diverse peers and others on campus matter most for
obtaining the benefits of diversity.?

Composition of the student body

Having a sufficient number of students that represent valued elements of diversity can be an important
first step to ensure that the educational benefits of diversity can be realized on campuses. Studies have
found that a greater number or percentage of different types of students on campus increases the
likelihood that all students will be exposed to diverse people, ideas, and information.?° For example,
one study found that campuses with higher racial diversity can mitigate the tendency for students in
fraternities and sororities not to have close interracial friendships.!

Studies have recommended that institutions include the composition of their student bodies as part of
defining their mission and practices to ensure “greater levels of engagement in diversity-related
activities.”3? This recommendation aligns with the U.S. Supreme Court’s instruction that an institution
be able to describe what “critical mass” means in its unique context “by reference to the educational
benefits that diversity is designed to produce.”®® Critical mass is not a quota but a flexible range that
constitutes sufficient diversity to achieve the institution’s mission-driven diversity goals.>* It represents
a “contextual benchmark” at which marginalization and isolation of minority groups decreases, full
participation by all students is supported, and opportunities exist for all students to engage with those
different than themselves.3®> In other words, where there is critical mass, the educational benefits of
diversity may start to flow.

Research has recognized that individuals with multiple dimensions of diversity may have different
experiences than those who represent a single minority identity. A line of studies on “intersectionality,”
for example, found that individuals with multiple minority identities (e.g., low income white women,
African-American women, Latino members of the LGBT community) at times can experience more
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prejudice, discrimination, and other negative effects than those with a single minority identity.3® At
other times, these individuals may be less likely to be recognized or noticed in the community, which
can help them avoid some negative discrimination but can also reduce the likelihood that they will rise
to leadership positions or influence on the community as a whole.

Campus climate

Research has identified a relationship between the campus climate for diversity and retention. Based on
its research findings, one leading study recommended that student affairs staff, academic affairs staff,
and faculty members structure opportunities for students to build relationships with more diverse
peers.?’

Studies have emphasized the importance of improving campus climate and fostering interracial
interactions, particularly as enrollment patterns change and student demographics diversify.3®
Moreover, studies have shown a relationship between institutional context and students' college
persistence and completion rates.3® One study concluded that the combination of student
characteristics and experiences and institutional structure and context, can strongly influence the
retention and persistence of students*® and can have a significant effect on the degree completion rates
for students with diverse racial backgrounds.*! In addition, peer dropout and retention intentions have
an impact on student retention and persistence.*?

The takeaway for institutions is relatively simple: the composition of the class and the institution’s
unique context (both across the institution and in different disciplines) both matter.

Note on Terminology

We have noticed a disconnect in the terminology that describes student body composition that may
create confusion. Though segments of the educational community, along with the legal community,
have relied on the term and concept “critical mass,” education and social science researchers typically
focus on a different but related concept: “compositional diversity,” which describes the institutional and
proportional representation of different racial and ethnic groups in light of campus climate and other
unique factors of a particular campus setting. (A similar term — structural diversity — has fallen out of
favor because it suggests a too rigid focus on basic population demographics on campus, to the
exclusion of considerations of campus climate and other contextual factors.*®) Some business-focused
or organizational researchers focus on “organizational diversity” to describe the diversity reflected in
various functions of an organization; in the higher education context, functions include the curriculum,
decision-making, budget allocations, rewards, hiring, admissions, and tenure, and other day-to-day
business. To bridge the gap between differences in terminology and perspective, some researchers
have suggested new terms, including “dynamic diversity,” which focuses on the interactions among
students within a particular context and under appropriate environmental conditions needed to realize
the educational benefits of diversity.*

Institutions should be deliberate in identifying benchmarks that indicate success on diversity goals. Two
examples from institutions in Texas — both a result of the transparency required by legal action —illustrate
how institutions may tailor their approach to creating benchmarks to their unique contexts.

¢ Inresponse to a complaint to the U.S. Department of Education’s Office for Civil Rights, Rice
University defined critical mass in terms of its 11 residence halls, the center of students’
academic, extra-curricular, and social lives on campus.*® Students were randomly assigned to
residence halls during their freshman year, and maintained membership throughout their
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undergraduate years — whether or not they actually live in the hall. Rice could justify its
consideration of race and ethnicity in its admissions process in part because it explained that it
needed sufficient diversity in each residential hall to allow it to meet its diversity goals.*® Each
residential college was a "self-contained community" with its own dining hall, student
government, club sports teams, budgets, traditions, social structures, and even unique classes
for credit outside the normal departmental class schedule.*” Without sufficient diversity among
students ("racial, ethnic, and otherwise") in each college, Rice determined that it could not meet
its institutional diversity goals.*

¢ Inthe Fisher litigation, the University of Texas at Austin (UT) considered whether different
classes on campus had sufficient diversity as an indicator of whether it had reached sufficient
critical mass of African-American and Latino students.*® This was important because the Fisher
plaintiff alleged that UT did not need to consider race or ethnicity because its student
population had reached approximately 20 percent combined black and Latino enrollment.>® UT
argued that the aggregate number alone was insufficient evidence and wanted to look deeper at
whether and how different racial and ethnic groups actually interacted on campus. They cited
an internal study of classrooms on campus — one important way that students from different
backgrounds came together — that showed that sufficient diversity was not present in thousands
of courses.>! As a result, UT readopted the consideration of race and ethnicity as part of the
holistic, individualized admission process. (The lawfulness of its admission policy in this setting
remains at issue, and is being re-examined by the U.S. Supreme Court in the 2015-16 term.)

Enrollment

*What is the institution's
recruitment "footprint"?

*What class composition
would reflect an
institution's broad based
diversity goals?

*What enrollment
strategies can help enroll
desired applicants?

On campus

eAre students
experiencing intended
educational benefits of
diversity? Where and
how?

*Do all students feel
supported and included
in campus life?

After graduation

eHow do alumni reflect
back on their experiences
that may speak to the
longer term benefits of
diversity?

eHow do employers
describe how graduates
engage in the workplace?

Beyond “Critical Mass”

Alumni and employer perspectives

Studies have confirmed that some benefits of diversity are not fully realized until after students
graduate. A recent national study, for example, found that students who had interacted regularly with
diverse peers in college were 2.2 times more likely to believe that their degree was worth the cost after
graduation.>? And several employer surveys have found that the educational benefits of diversity — such
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as improved critical thinking, collaboration, and teamwork — are valued characteristics for hiring recent
college graduates.>?

eExamine the conditions and contexts that allow the educational benefits of
diversity to flow, particularly those related to campus climate, student body
composition, and opportunities to interact in diverse groups. This is particularly
important given the legal framework for race conscious policies that requires
institutions to describe concretely their diversity goals and objectives — and the
necessity of any race conscious means of achieving them. The research and higher
education communities should also work to bridge the terminology gap so that all
stakeholders can understand that they are working toward a similar goal: ensuring
that student populations include sufficient diversity and deploying that diversity to
allow the intended educational benefits to flow.

eExamine how multiple elements of diversity, e.g., sexual orientation, point of
view, religion, and socioeconomic background possibly in conjunction with
race, ethnicity, and gender — lead to educational benefits and improved
outcomes. Diversity is often defined broadly in institutional missions and policies
to encompass many different characteristics, dispositions, and experiences. (And,
indeed, both the Supreme Court and, in many academic institutions, faculty and
administration, recognize a broad definition of diversity — talent, geographic,
experiential, socio economic, and many other qualities, including, but not limited
to gender, race and ethnicity — as being critical to creating a robust academic
environment.)

Research recommendations
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Policy recommendation

eConcretely describe what success
on diversity goals looks like.
Questions about improvement or
success usually begin with an
examination of “how much”
diversity is necessary to achieve
goals and what aspects of broad
diversity are missing or
inadequately represented.
Institutions should work to define
what compositional diversity or
critical mass means in their own
contexts, even as they recognize
that numbers alone are not the
answer — and that "success" will
involve a highly contextualized
judgment about sucess in the
classroom and beyond.
Geographic location, institutional
characteristics, and enrollment
patterns can all have a significant
impact, and an institution should
not rely solely on studies based on
settings with significant differences
from their own contexts.

Practice recommendation

e|ldentify measures to track
progress on goals and
interdisciplinary teams to gather,
interpret, and act on. Quantitative
and qualitative measures to
consider include:

*Enroliment, persistence,
retention, and completion
patterns for all students and sub
groups

eCompositional diversity
institution wide and in different
disciplines

eData on the quantity and quality
of engagement students have
across communities of difference
(e.g., campus climate surveys)

eReported incidents of
discrimination, harassment, or
other intolerance on campus

eEngagement with students within
underrepresented groups on
campus to understand whether
they experience racial isolation or
tokenism on campus and, if so, in
what settings

eAlumni and employer surveys that
measure longer term benefits of
diversity in communities and in
the workplace

*Engage with faculty to track and
interpret indicators. Graduate
students may also be helpful
partners.




C. Enrollment Strategies

As described in this section, our review of published research reflects that:

1. Each element of the enrollment process (outreach, recruitment, admission, financial
aid/scholarships) can play an important role in achieving diversity goals.

2. Race-conscious enrollment practices — in concert with race-neutral efforts — have been shown
to have a positive impact on obtaining a racially diverse class in certain settings. These
determinations are inherently institution- and context-specific.

3. Admissions can be an essential strategy for achieving diversity goals.
a. Individualized, holistic review is used by a variety of institutions and has been
demonstrated to be effective in advancing diversity-related goals.
b. The relative success of “automatic” or “guaranteed” admission policies (i.e., “percent
plans”) has been shown to depend on context such as state demographics and
segregated K-12 schools.

4. Research on the relationship between financial aid and scholarships and the achievement of
diversity goals is limited, but significant research reflects the essential role financial aid plays
in attracting and retaining low-income students.

5. Research on the relationship between outreach and recruitment and the achievement of
diversity goals is growing, and some studies have demonstrated the effectiveness of certain
recruitment strategies that may include a racial focus.

6. Strategies designed to attract low income and first-generation students may complement
those focused on racial and ethnic minorities. That relationship, however, does not establish
that those strategies are in all settings effective substitutes for race-conscious strategies. Again,
context matters.

Though most published studies have focused on admissions, studies have shown that tying diversity
goals to other enrollment practices can improve and increase underrepresented minority students’
access to selective institutions’ admission processes and likelihood of enrollment.>* This aligns with the
move that many institutions have made to “enrollment management” systems that connect recruitment
and outreach, admission, and financial and scholarship activities through aligned goals and thoughtful
staffing structures.>®

Research on enrollment can clarify sometimes misunderstood institutional practices. For example, a
2015 study found that “institutions that consider race in admissions decisions use other race-conscious
and race-neutral diversity strategies more often and find them more effective than institutions that use
race-neutral strategies alone.”® And it found that the most widely-used strategies (e.g., targeted
recruitment and outreach) receive little media and research attention, while little-used strategies tend
to receive significant media and research attention (e.g., reducing legacy emphasis, test-optional
policies, and percent plans).’
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Recruitment, outreach, and college match

Though relatively few diversity-related research articles focus on recruitment and outreach, such studies
have found a strong link between recruitment, outreach, and retention practices, particularly in the
science, technology, engineering, and mathematics (STEM) fields.>® A recurring theme in these studies is_
that targeted recruitment and outreach can lead to better retention and graduation rates for female and
minority students.>®

Research has shown that many low-income students — even those that have strong grades and test
scores — are less likely to apply to competitive institutions. © One study of national data found that 41
percent of all high school students academically “undermatch” in their postsecondary enrollment
choices, which occurs “when a student's academic credentials permit them access to a college or
university that is more selective than the postsecondary alternative they actually choose.”®? Studies in
response to this trend have shown that relatively small investments can significantly increase application
and enrollment rates of high-achieving, low-income students. For example, one study sent mailings to
high-achieving, low-income students with information about college applications, including guidance on
application strategies, semi-customized net price information on five colleges, and eight “no-
paperwork” application fee waivers.®? The results showed that investment in these materials (which
cost about $6 per student) led to a substantial increase in participating students’ applications to
selective colleges and, the number of students who enrolled in a college that was equal to their own
academic achievement.5?

These efforts are particularly important given findings that the likelihood of graduation for
underrepresented students increases as institutional selectivity rises.®* For example, two studies of
state higher education systems found that outcomes for substantially similar students can be
significantly affected by the type of institution of attendance:

¢ A study of the University of California system (made up of three highly selective and five
moderately selective four-year campuses) compared students admitted by traditional
admissions with those admitted through the Guaranteed Transfer Option (which allows
guaranteed admission to a specific campus conditional on successful completion of lower-level
requirements at a California Community College).® Students accumulated more credits when
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they attended a less demanding institution but did not earn higher grades, were no more or less
likely to drop out of a school where they were “overmatched,” and were less likely to drop out
at a more selective institution than if they had attended a less demanding institution.®

¢ Astudy of SAT-takers in Georgia — where minimum SAT scores are required for admission to
four-year state institutions — found that, for relatively low-skilled students just above and below
the minimum admission threshold, access to four-year public colleges substantially increases
bachelor’s degree completion rates, particularly for low-income students.®’

In response, higher education organizations and institutions have undertaken their own efforts to reach
more high-achieving, low-income students. The College Board now sends out application fee waivers,
scholarship information, and other college match materials to students in the top 10-15 percent of their
high school classes and the bottom third of income distribution.®® The University of Michigan sends out
vouchers and application guidance to high-achieving, low-income Michigan students; if admitted, these
students can receive four years of free tuition.®® After the first year of these efforts (and others such as
improving Michigan's yield of admitted applicants), the number of African-American and Latino
freshmen rose a combined 23.5 percent, with black enrollment gaining the most (from 3.84 to 5.11 of
the total admitted class) — a small (just 58 African-American students) but visible change.”® Other
programs designed to enhance college match are also showing promising results, including the Posse
Foundation,”® College Advising Corps,’? Bottom Line,”® and the Gates Millennium Scholars Program.”

There is a competing theory that underrepresented students may be in danger of “mismatching” with an
institution as a result of holistic review in admissions or other policies aimed at increasing minority
student enrollment (e.g., admission practices designed to enroll a diverse population of students may
have the negative effect of admitting students who are not academically qualified to succeed at
selective institutions).”” But many studies have explicitly called mismatch theory into question, even
finding that the opposite effect can occur (as described above).”®

Admissions

For the last few decades, higher education admissions has been the most common subject for the
broader conversation about diversity and higher education in research, law, and the broader public.
This is not surprising, as admissions policies have been the focus of every Supreme Court case (and
several lower court cases) on the subject of race-conscious practices since the 1970s”” — and institutions
involved in these suits have tended to receive significant attention from the research community.”®
Research has confirmed that the use of race and ethnicity in the admission process can be an important
tool for institutions to use to achieve their diversity goals because it lays a foundation for interracial
interactions and campus climate.”® At the same time, however, models that promote the use of other
factors such as socio-economic status (SES) have also had success at increasing campus diversity, though
that diversity is usually more related to income than race and ethnicity.®° As one study concluded, “both
socioeconomic and racial diversity are essential to promoting a positive campus racial climate [and]
racial and socioeconomic diversity, while interrelated, are not interchangeable.”®!

Most selective institutions use holistic review as the organizing philosophy and structure for their
admission programs, particularly for undergraduate institutions, law schools, and medical schools.®?
(Graduate program admissions are much more decentralized and tend to be dependent on academic
departments, though holistic review is increasingly of interest in these contexts, t00.2%) Holistic review iis
a flexible framework that allows for the institution-specific consideration of a range of intersecting
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factors to make individualized admissions decisions and build the class as a whole to meet institutional
goals.?*

A small but prominent line of research has shown that holistic review can be effective in creating a
robustly diverse academic environment, including but not limited to racial minorities. A 2015 study of
enrollment practices showed that 76 percent of all participating institutions and 92 percent of more
selective institutions reported using holistic review. 3> About two-thirds of those that reported using
holistic review found it to be effective, making it one of the most commonly used and most commonly
seen as effective enrollment strategies that institutions use to work toward their diversity-related
goals.®® A 2014 survey of medical, dentistry, and nursing programs found that 67 percent of surveyed
programs used holistic review and, of those programs, a majority saw an increase in student diversity.%’

A forthcoming study found that the quality of information provided about an applicant and his or her
background and context can have an effect on admissions decisions. Specifically, “[aldmissions officers
were more likely to admit a low-[socio-economic status] student when higher-quality information was
provided about the high school context, even though the lower-quality information still conveyed
substantial differences in applicants’ high schools and parental education. This effect was independent
of the demographic background of the admissions officers, the amount of professional experience in
admissions, and the selectivity of the institution.”®® These findings suggest that efforts to make high
school information more objective and standardized for all students may help diversify admitted classes
of undergraduate students, particularly for low income applicants.

Beyond holistic review, special attention has been paid to “automatic” or “guaranteed” admission plans
adopted through state law and applicable to state universities in Texas, Florida, and California.
¢ The University of California (UC) system adopted statewide and local percent plans. The local
path, “Eligibility in the Local Context” (ELC), has had limited success in increasing diversity in the
UC system due to significant competition for limited space. Although many California applicants
qualify under the top nine percent ELC standard, UC campuses cannot accommodate all of
them, particularly the most competitive campuses, such as UC — Berkeley and UCLA.%°

¢ Florida's percent plan, “The Talented Twenty,” guarantees admission at one of eleven state
public institutions to students who rank in the top twenty percent of their high school classes.
Studies have shown that white and Asian students are “disproportionately eligible;” that the
program had a small impact in increasing eligibility for admission for underrepresented
students; and that the increases in diversity at the state's most competitive public institutions
(the University of Florida and Florida State University) was likely due to increased outreach and
recruitment rather than to the Talented Twenty program.*°

¢ Asthe subject of the Fisher litigation, the University of Texas at Austin (UT) has received
especially strong research attention. Under Texas’ “Top Ten Percent Plan,” automatic admission
to state-funded Texas institutions is available to any Texas high school student ranking at the
top of his or her graduating class (the actual percentile has decreased to seven or eight percent
at UT due to increasing demand for slots).”! Research has found that the Top Ten Percent Plan
has promoted a diverse student body at UT (though not in all disciplines), but the reasons for
that may not be directly tied to the Plan itself. Studies have shown that the increase in campus
diversity may be better attributed to the state's demographics and high levels of racial
segregation rather than the Plan on its own; since 2009, white students have made up less than
half of high school graduates in Texas.*?
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These institutions are competitive state flagship universities that serve a significant population of
students and that have been the subject of significant public and legal attention, so the research focus
on these states is understandable. But state automatic admission programs are, as the Fifth Circuit
Court of Appeals recognized in 2014, a “unique creature” that may “offer no template for others” in
different circumstances.”® (Indeed, a 2015 study of institutional practices within different sectors and
contexts found that percent plans were the least commonly used strategy to attain diversity goals, with
just 13 percent of responding institutions reporting that they used them.®*)

Finally, several have examined the impact of state bans on the consideration of race on public
institutional enrollment patterns. Many concluded that these bans led to decreased minority
enrollment, in part because they had a discouraging effect on both application rates and enrollment
rates of underrepresented minority students.®®> One recent study went beyond initial undergraduate
enrollment to examine longer term effects and found that the enrollment of students of color decreased
by about 12.2 percent in graduate programs as a result of bans in Texas, California, Washington, and
Florida.®® These findings suggest that in some contexts, race-neutral strategies alone do not produce the
same type of student diversity as race-conscious strategies.®’

Other studies of public institutions in states with bans (Arizona, California, Florida, Georgia, Michigan,
Nebraska, New Hampshire, Texas, and Washington) have found that many regained at least some
minority student enrollment over time due to better designed race-neutral strategies, including a
greater focus on low income applicants.®® One recent study of race-neutral methods, for example,
found that Latino enrollment was regained at all institutions but the highly selective University of
California - Berkeley and University of Michigan and that African-American enrollment was regained at
all but the University of California — Berkeley, University of California — Los Angeles, University of New
Hampshire, and University of Michigan.*®

Scholarships and financial aid

Research on scholarships and financial aid has grown significantly over the last two decades, with a
focus on the effects of financial aid on student persistence. But there appear to be inconsistencies in
conclusions between studies (even using the same data sets) and as well as gaps in available research
(e.g., the effects of financial aid on graduation, the effects of financial aid for students at two-year
institutions, the effects of loan debt on persistence and graduation, the effects of merit aid, and the
impact of student self-selection or likelihood to apply for aid).1®

Some studies have shown that the effect of financial aid depends both on student need and on specific
institutional conditions. For example, one study found that, on average, a $1,000 increase in grant or
scholarship funds for low-income students results in a two to four percent increase in student
retention.’®® The study's authors hypothesized that, because this effect is relatively small but the cost is
high, better targeted financial aid or more cost effective financial aid may be needed to ensure the
highest return on additional investment in these programs.1%? In response to this hypothesis, a study of
Louisiana’s public statewide and regional four-year institutions (excluding the state flagship) found that
increasing the amount of need met with grants/scholarships from less than 30 percent to 55-60 percent
corresponded to a 26 percent increase in the retention rate; on the other hand, increasing the
percentage from 55-60 percent to 70-80 percent increases retention by only four percent.®

Research has also shown that the burden for paying for higher education is disproportionately felt by
low-income, historically underrepresented, and minority students. 1®* A recent study examined the
influence of increasing tuition on the enrollment patterns of diverse groups of students and the impact
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on the racial and ethnic composition of student bodies at four-year public institutions. 1% It found that,
as tuition increases by $1,000 for full-time, undergraduate courses at nonselective public institutions,
campus racial and ethnic diverse enrollment fell by almost six percent.'%®

Though federal grants are directed to alleviate the costs of college, they have not kept pace with rising
college costs.’” Further, state merit aid tends to be awarded disproportionately to white, upper-income
students.’® Among undergraduate students enrolled full-time/full-year in Bachelor’s degree programs
at four-year colleges and universities, white students receive 76 percent of all institutional merit-based
scholarship and grant funding and are 40 percent more likely to win private scholarships than minority
students; minority students represent about a third of applicants but slightly more than a quarter of
private scholarship recipients. 1%°

The underlying challenge of financial aid and scholarship programs usually comes down to limited
funding. Need-based programs such as the University of Florida's Machen Opportunity Scholarship
Program have had positive ancillary effects on increasing racial diversity on campus, but the effects are
necessarily limited due to the inability to accommodate all potentially eligible students with currently
available funding.t°

Private scholarship opportunities can be important supplements to public funds. One of the most
prominent, the Gates Millennium Scholars (GMS), provides about 1000 “last dollar” awards (intended to
cover the gap between tuition and the real cost of college attendance) to minority students who are Pell
Grant eligible and have demonstrated high academic achievement, a commitment to community
service, and exceptional leadership potential. GMS awards are renewable for up to ten years, providing
support through undergraduate and graduate school. A review of the impact of GMS on outcomes
found that, despite some differences among cohorts and subgroups, recipients were more likely than
non-recipients to be academically on-track (graduated or still enrolled in undergraduate program); to be
enrolled in graduate school or other post-baccalaureate program; and to aspire to obtain a post-
baccalaureate degree.!!!

Another leading private scholarship program, the Michael and Susan Dell Foundation Dell Scholars
Program, each year provides 300 mostly first generation students with financial support (520,000 over
six years), a laptop and textbook credits, and individualized advising throughout college (including
mentoring and access to a private networking group). A study of its impact found that, though being
named a Dell Scholar had no impact on students' initial decision to enroll or on early college persistence,
Dell Scholars at the margin of eligibility were significantly more likely to earn a bachelor's degree within
six years (a nearly 25 percent or greater increase in bachelor's attainment).!!2 Though high cost, the
study found that the program's benefits — both in the enhanced earnings of recipients and their tax
payments — outweigh the program's costs after 12 years of post-college earnings.*?

Support for the college transition

Many linstitutions offer opportunities for students to come to campus to study and experience campus
life before freshman year begins. Summer “bridge” programs — usually intended to help incoming
freshmen acclimate to the college environment — have received some research attention but studies
have raised questions about the lack of research-based assessments to determine the actual impact of
summer bridge programs.!'* One recent longitudinal study of a |University of Arizona bridge program
focused mostly on minority, first generation, and low-income students found a significant, positive
correlation between participation in the bridge program and first-year retention; after controlling for
entering student characteristics, the study also found a correlation between program participation and
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second-year retention.'*> And the Meyerhoff Scholars Program at the University of Maryland Baltimore
County (UMBC) has provided financial assistance, mentoring, advising, and research experience to
undergraduate students committed to obtaining Ph.D. degrees in science, technology, engineering, and
math (STEM) fields. Several studies have shown that it increased diversity in STEM fields at UMBC,
provided multiple supports and opportunities to participating students, and consistently produced

strong student outcomes.

Practice recommendation
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eDesign and evaluate enroliment
strategies with specific attention to
diversity goals (recognizing that
other institutional goals will also
come into play). Even well
developed enrollment processes
have not always been examined to
probe what policies and practices
are working and why. Enrollment
leaders and institutional researchers
may consider the following:
*Running projections to see how
different combinations of
admissions factors and/or financial
aid policies may change results

eExamining admission rates and
yields for different student sub
groups and cross referencing with
students’ experiences with
different enrollment practices
eSurveying stakeholder groups (e.g.,
students, high school counselors,
faculty, alumni, and employers)

eComparing historical admission
policies with current policies to
explore how changes over time
may have impacted admission and
enrollment patterns and the
diversity of the admitted class

e|dentifying retention and
completion benchmarks for success
for different populations of
students and examining the impact
of different strategies on meeting
those benchmarks
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Research Recommendation

eFocus new research efforts on
common enrollment strategies,
particularly holistic review.

Holistic review may be
particularly ripe for additional study,
given the frequency of use and
relatively small research base on
how to make it as effective at
achieving institutional goals as
possible. Researchers may be
particularly important partners for
institutions at this time given the
many new initiatives to make
holistic review processes even more
inclusive and nuanced by examining
student portfolios of work
throughout high school, encouraging
students to demonstrate concern
for others and community service,
and offering students new
application formats to reflect their
unique talents and perspectives
(e.g., videos).




D. Strategies In and Outside the Classroom

As described in this section, our review of published research reflects that:

1. Pedagogy and curricular offerings can be important strategies to achieve an institution’s
diversity goals. Opportunities for collaborative learning may be especially important, while

negative classroom experiences for minority students may have a particularly significant
negative impact on their overall attitude toward the campus.

2. Faculty members are essential partners in the achievement of diversity goals. They serve as
"human bridges" between the student and the institution. Their classroom practices play an
important role in creating and leveraging the benefits of diversity for learning and their
perspectives can be important benchmarks for success. Having a diverse faculty/can also be an
important signal to students that diversity is an institutional priority.

3. Institutional housing policies and support for diverse peer groups can make a meaningful
impact on the achievement of diversity goals.

While a diverse student body can lead to interactions with peers who hold different views of the world,
studies have consistently shown that the mere presence of minorities and co-existence of diverse
groups is not enough; what matters most is what an institution does with its diverse student
population.!'” Curriculum and course offerings, faculty engagement, mentoring, and student peer and
affinity groups can all play a role.!*® And, as one |eading study has found, many institutional actions
related to curricular and co-curricular programs can contribute to the achievement of institutional goals,
including developing retention and support programs on campus; engaging students in institutional
history; and creating safe cultural spaces.'®

Pedagogy and curricular offerings

Research confirms that pedagogy and curricular offerings can be an important reflection of institutional
mission and values, including in diversity. And respect for diverse talents and ways of learning has been
included as a best practice in undergraduate education for decades.'®

As one study observed, a lack of diverse perspectives in an institution's curriculum can contribute to a
“campus climate of exclusion,” especially if the composition of the student body is diverse. Aligning.
faculty development and rewards to promote pedagogical practices and curricular offerings that support
the institution’s diversity and inclusion goals has been suggested by many researchers as a potentially

highly effective strategy.'?

Research on collaborative learning has found that it can improve the racial climate in the classroom and
allow for greater educational benefits to flow as students’ preconceptions are challenged and
communication across groups takes place.’?> One study even found that collaborative learning had the
highest effect on college students’ openness to diversity.!?

Studies have identified diversity and global learning (i.e., courses that help students explore cultures, life
experiences, and worldviews different from their own) as “high-impact educational practices,” research-
backed educational practices that are correlated with positive educational results for students.'?* Other
high-impact practices include learning communities, service learning, study abroad, student-faculty
research, and senior culminating experience.'? Studies have shown that students who engage in these
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practices earn higher grades in the first year of college and are more likely to be retained in the second
year — an effect that is even greater for students of color.}?® But, despite the evidence of these
practices’ benefits, research suggests that they are not being practiced frequently enough on college
campuses; also, first-generation and African-American students have been shown to be less likely than
other peers to participate.?’

Research has also shown that negative classroom experiences can be a barrier to the achievement of
institutional diversity and inclusion goals. Studies have shown that while minority students can be
resilient and bear some prejudice before feeling alienated, this resiliency does not apply when students
experience prejudice or discrimination in the classroom.?® Multiple studies have found that negative
experiences_in the classroom can spill over into minority students’ overall perceptions of inclusiveness

on campus.12-

Supported by a strong research base, institutions are increasingly turning to opportunities to engage in
structured dialogue outside the classroom as well.’*® Many studies of intergroup relations or
“intergroup dialogue” (IGD) programs that create environments for diverse groups of students to
interact and engage in structured communication have shown that, through cognitive dissonance these
programs can create better intergroup understanding, can increase students’ positive intergroup
relationships, and can increase participants’ motivation to be active in their communities after
college.!3! Studies also caution that poorly trained facilitators can prevent participants from
experiencing the benefits of IGD (in fact, poorly trained facilitators can have a negative impact on
participants’ attitudes toward diversity and inclusion).'3?

Faculty engagement and hiring

Including faculty, staff, administrators, trustees and alumni in diversity efforts is an essential

institutional strategy.!3 Faculty members’ perceptions of campus climate may be important
benchmarks to address the effectiveness of diversity and inclusion strategies — and faculty members
should be aware of how their instructional and classroom efforts contribute to the achievement of
diversity goals.** Programs that encourage a mentoring relationship between students and faculty have
been shown to have an important impact on student experiences and outcomes.*®

Having faculty members from underrepresented groups on campus can provide students another
opportunity for frequent and quality interactions, which have been found beneficial for students’
development and outcomes,*3® including better student recruitment and retention strategies, increased
interracial interactions, and improved teaching and learning practices.'®” After all, “Students are
painfully aware when there is discrepancy in diversity between the faculty and student bodies on their
campus, and failure to actively and publicly pursue a more diverse faculty sends a message of insincere
commitment to diversity. In this way, faculty diversity initiatives are not only important in their own

right.. .. but they also serve to enhance the perceived climate for diversity.”13®

A new line of research has focused on faculty “cluster hiring” (hiring faculty into multiple departments
or colleges around interdisciplinary research topics, often with a complementary aim to increase faculty
diversity along race, ethnicity, gender, perspective, ideology, and methodology) and found that the
practice can increase faculty diversity and cultivate a more inclusive campus climate.’®® Successful
institutions in the study made diversity benefits explicit in the goals and dedicated resources and
infrastructure to support the clusters.1#
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Mentoring and academic supports

Though existing research is somewhat limited (and often focused on the importance of faculty members
being mentored), some studies show that effective mentoring of students can have a meaningful impact
on academic outcomes. For example, the University of Minnesota offers several forms of peer and
faculty-student mentoring opportunities, both formal and informal, aimed at achieving institutional
diversity goals by supporting underrepresented students. A study of its efforts found that, even in
programs without a formal mentoring component, participants engaged in informal mentoring
partnerships to offer support to one another.*** More broadly, the study found that the
institutionalization of mentoring can contribute to a more sensitized faculty, a more diverse student
body, and better outcomes for underrepresented groups.'*?

Research on two institutions of higher education in Oklahoma use a mentoring program designed to
engage faculty in the process of mentoring underrepresented female students, especially teacher
candidates, found that participating mentors believed that “their contributions as mentors not only
increased the quantity of teachers, but also, their mentoring was key for the purposes of recruiting and
retaining qualified and diverse candidates through to graduation to return to the work force.”** And a
qualitative study of past participants in the University of Connecticut's Minority Research Apprentice
Program, designed to attract underrepresented students by expanding their knowledge of research and
technology, showed the success of the program at helping to clarify minority students’ career goals.**

Also, several studies have shown that mere exposure to mentors — whether through a formal program
or not — has yielded benefits for students.'*

Finally, though not directly tied to faculty mentoring, a randomized controlled trial individualized
“coaching” for students — most of whom were “non-traditional” college students enrolled in degree
programs — found that regular contact with a coach on long-term goals and skill development increased
retention and completion for participating students in a cost effective way.*

Housing policies, peer groups, and affinity groups

Research has shown that the more an institution encourages students to interact beyond the classroom,
the more likely students are to experience the benefits of diversity. Peer or affinity groups can also have
a significant impact on the quality of students’ interracial interactions.!*” At the same time, research on
the topic is limited because the majority of higher education peer group studies have focused on the
student body as a whole rather than the influence of interpersonal interactions among different student
groups and the effect that race and ethnicity may have.’*® Moreover, estimating peer effects is difficult
to research, given challenges in finding cause and effect and in accounting for the natural selection bias
of choosing friends.'#°

An influential study of the U.S. Air Force academy found that the academic benefits of diversity increase
when students live, study, and participate in co-curricular activities together.>® (Similar observations
were a foundation of the amicus brief effort from retired military leaders to the U.S. Supreme Court in
Grutter and Fisher | and I, which also underscored that fostering teamwork and collaboration among
diverse groups was a significant national security interest for the military.**?)

Roommate studies have shown that white students in particular may benefit from having roommates of
other races and ethnicities. One study found that randomly assigned roommates during the first year of
college and subsequent voluntary contact between roommates during the second and third years
reduced racial prejudice among undergraduate students.’> Another found that living with an other-
race roommate can positively impact white students’ attitudes toward race and were less anxious, more

27



pleasant, and more physically engaged in other settings with diverse groups.'>® Another study found
that white students at a large state university randomly assigned African-American roommates in their
first year were more likely to have more personal contact with and interact more comfortably with
members of minority groups, and more likely to endorse a general view that a diverse student body is
essential for a high-quality education. >

Roommate studies have also shown that roommates from different family income backgrounds can also
have positive effects. A study of Berea College students — an institution that specifically targets low-
income students — found that “low income students may be benefitted by having a higher income peer
as a roommate in a non-trivial fashion [in first-semester grades and retention] by being paired with
higher income peers without the higher income peers incurring substantial costs.”*

There have been studies that show positive effects of cross-racial friendship. For example, racial
diversity in friendship groups has been found to have positive effects, particularly for students of
color.®® Another study of students at Berea College found that white students randomly assigned to
black roommates have a significantly larger proportion of black friends than white students who are
randomly assigned white roommates.*’

Studies have also shown that underrepresented students’ sense of belonging on campus and
opportunities for leadership can increase through engagement with other students from their own
cultural groups.**® For example, one study of focus groups of African-American and Asian-American
students found that “ethnic student organizations constituted critical venues of cultural familiarity,
vehicles for cultural expression and advocacy, and sources of cultural validation for participants.”**®
Another study of multiple racial/ethnic groups found that participation in ethnic student organizations is
positively linked with higher rates of cross-racial interaction.!®® Another found that participation in a
racial/ethnic student organization was “significantly and positively associated with numerous civic

behaviors and attitudes after graduation.”*%

Peers can have a significant impact on persistence and success, particularly for certain disciplines. A
study of the experiences of 1250 women of color and 891 white women attending 135 institutions
nationwide found that "women of color who persisted in STEM frequently engaged with peers to discuss
course content, joined STEM-related student organizations, participated in undergraduate research
programs, had altruistic ambitions, attended private colleges, and attended institutions with a robust
community of STEM students.”*%? (Notably, and somewhat in contrast to general studies that positively
link institution-wide persistence rates with more selective admissions, this study also found that
negative predictors of persistence include attending a highly selective institution.®3)
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Policy recommendatio

eCreate opportunities for students
to interact in diverse groups in
and outside the classroom.
Faculty members are likely to be
essential partners in the effort to
implement high impact
educational practices, engage in
mentoring, and serve as a signal to
students about the institution's
commitment to its goals.

eEnsure that students from all
backgrounds have opportunities
to interact with peers who are
similar and peers who are

different. Institutions should offer
students options for their extra
curricular activities, housing, and
courses while also creating
opportunities for deliberate
engagement across difference
(e.g., intergroup dialogue).
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Research recommendatio

eExamine whether and how the
educational benefits of diversity
are actually being experienced in
and outside the classroom.
Studies and surveys should
examine the quality and frequency
of interracial interactions among
students — and the short and long
term benefits of these
interactions. This requires a close
look at specific policies and
practices as well as how they work
individually and in concert to
produce the intended educational
benefits of diversity.




Section III: Alignment across programs and policies

As described in this section, our review of published research reflects that:

1. Alignment across institutional programs, functions, and offices creates the greatest potential
for achieving diversity goals, with direct educational, management, and cost benefits.

2. Asustained effort with dedicated resources and common purpose can work toward alignment
and help achieve institutional goals.

There is important guidance for institutions within the body of published research on the educational
benefits of diversity. The findings from these studies can and should provide guideposts for institution
and context-specific research and institutional decision making. We hope that the findings and
recommendations in this paper may help institutions with a variety of large- and smaller-scale efforts.

As institutions work to build their research base, alignment and coordination of efforts across the
institution is essential. Research confirms, for example, the importance of institutional leaders taking
steps to translate diversity goals into specific action steps through directive from the president's office,
collaboration across campus, or both.’®* Tools to support this effort have been developed.!®® Research
also supports the importance of the assessment and ongoing evaluation of efforts to achieve an
institution's mission-driven goals; though these efforts require time and resources, they are also an
important reflection of institutional values.®®

A growing body of research confirms the importance of alignment based on mission across programs,
functions, and offices to create the greatest potential for achieving diversity goals.’®” Research confirms
that a more holistic approach to diversity strategies — developing a mission that includes the benefits of
diversity, implementing strategies to foster interactions between students, and assessing strategies for
impact and effectiveness — can help institutions achieve the benefits they seek.1®®In other words, a
“sustained and coordinated effort is needed to increase the positive effects of diversity on student
development and learning.”*® Institutional leaders set the tone and make institutional resources
available. Admission, recruitment and outreach, and financial aid officers are responsible for attracting,
admitting, and enrolling a diverse student body. Enrolled students are then handed off to student
affairs professionals, who help students establish peer groups and engage in student life programs.
Faculty members imbue students with important skills and knowledge to be successful working in
diverse environments. And institutional researchers can examine how well these various efforts are
contributing to the achievement of the institution’s diversity goals.

Given the complexity of this endeavor, institutions have been encouraged to create a common
educational purpose for diversity and be explicit about the “centrality of diversity to the campus’s
mission of improving teaching and learning.”*”® Research has also underscored the importance of
institutions recognizing the various internal and external as well as current and historical forces that
impact the institution and its student body. ! Institutions have been encouraged to create an aligned
strategy grounded in institutional mission and to consider and address each element of that strategy to
achieve diversity goals.”?
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Policy recommendation

*Put the necessary resources, staff,
and structure in place for building
the institution's evidence base for
its diversity goals and strategies,
particularly its internal research
office. To assess the effectiveness
of policies individually and as a
whole, institutional leaders and
administrators should engage with
and empower internal researchers,
using findings from well known
national studies as a starting point
but moving to studies within their
own contexts. Not every program
or policy can or should be subject
to a rigorous peer reviewed study,
but an institution should develop
clear strategies for evaluating
policies and practices over time,
particularly if they provide any
benefit to individual students on
the basis of race or ethnicity.
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Practice recommendations

eInventory all institutional
strategies that aim to enhance the
institution’s ability to meet its
diversity related goals. For all
institutions, this process serves an
essential policymaking function:
understanding what the institution
is already doing in order to identify
prospective areas for growth and
improvement. Moreover, for
institutions pursuing race
conscious policies, the inventory
may help explain why race neutral
policies and practices, alone, are
insufficient to meet diversity goals.

elnitiate or re constitute an
interdisciplinary working group.
Having a core team to guide
diversity efforts can be a
foundation for success. That team
likely includes legal counsel,
enrollment leaders, student affairs
administrators, and internal
researchers that represent
multiple disciplines (both within
and beyond the institutional
research office).

*Engage the entire campus
community. Broad participation is
needed to interpret and act on
evaluation results. Building
support for diversity efforts among
faculty, students, and staff is an
important complement to “top
down” initiatives from campus
leaders.
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Guiding Questions

+ How can educators build an intentional and supportive
environment for students that reinforces that every student
is known, respected, supported, and valued?

» What institutional policies and practices need to be T
reexamined and changed to alleviate barriers to student
engagement and success?

* How are institutions preparing all students for the kind of b
challenges they will confront in life, work, and citizenship?

ecoming a student-ready college is a value proposition.

It is an aspiration that campus leaders want to achieve,

but one that does not ignore the challenges facing the ‘
enterprise of higher education, individual institutions, and |
educators. Becoming a student-ready college prioritizes the ‘
desire of educators to better serve our country’s diverse student
population. It represents a paradigm shift that reframes the
conversations about student success from a mindset focused
on student deficits and limitations to approaches that focus on
students’ assets, institutional responsibility, and personal
accountability that can lead to sustainable change. However,
without clearly defined action steps, “becoming a student-ready
college” will quickly become one of the many catch phrases in
higher education that everyone agrees with but no one really
understands.
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In chapter one, we provided a profile of 21st-century college
students and outline some of the external market forces that
may hinder the ability of higher education professionals to
focus on designing a student-ready college. The educational
inequities presented in chapter one are systemic and are the
result of decades of policies that have disenfranchised many
Americans. We do not seek in this book to address the social
policies that contribute to educational disparities. Instead, we
focus on strategies that can be applied when students arrive on
college campuses—strategies that every educator can imple-
,ment to change the institution’s environment to support student
success. In chapter two, we provided recommendations for
how leaders can create a campus.environment that encourages
success for all students, starting with individual accountability
and ending with collective action toward shared goals.

This chapter outlines key steps as they relate to the various
roles of the participants in the ecosystem in designing campus
action plans to support student learning and success. The
term “ecosystem” is the best analogy to describe the symbiotic
relationship among educators at individual institutions. If we
think of postsecondary institutions as an ecosystem, then
we are envisioning an entity that can excel through individual
action and shared responsibility. Each person plays a role
and must take personal responsibility for the effectiveness of
that role in supporting student success. From highlighting the
importance of caring educators in students’ lives to defining
student success and providing thought-provoking questions
for institutional self-study, this chapter will provide specific
guidelines for how to become a student-ready college by
making excellence inclusive.
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Making Excellence Inclusive

As a guiding principle of the Association of American Colleges
and Universities' signature initiative, Liberal Education and
America’s Promise (LEAP), Making Excellence Inclusive
(MEI) “is designed to help colleges and universities inte-
grate diversity, equity, and educational quality efforts into their
missions and institutional operations ... [itis] an active process
through which colleges and universities achieve excellence
in learning, teaching, student development, institutional
functioning, and engagement in local and global communities”
(AAC&U, n.d.b). Making excellence inclusive encourages insti-
tutional self-assessment and requires shared responsibility for
improvement efforts and high levels of accountability—all of
which describes what it means to be a student-ready college. The
examples, guiding questions, and recommendations included
in this chapter translate the theory of inclusive excellence
into campus practice.

Removing Systemic Barriers and Challenges
for Students

A young woman, age 24, who receritly completed her service,
in the armed forces, decides to return to mﬂu._on&, .833;&@ ;
college to complete her requirements for. transfer to a ».osiw_mm&
institution, She attended the community college ,,wmom, to.
her enrollment in the armed moawm».w.ﬁ., noEEmﬁ.om.osg. the

first level of her developmental coursework and nine hours
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_

<

of Qmm; _umm:bm nosamm. She mososa %m mﬁ%m cﬁr:& in

the student. wmn&uoow mS. Hm muaczama _uﬁ mbnoc:ﬁmnm
Smmzonwm at &Bo,# mswé ve_i inthe m.m-mE.o:BmE ?onmmm. :

mmn first mﬁow is the m&d&&og ommnm. wmmcwm she. nmS
mMEmE why she SoﬁE Enw to &uwmw §9 an mmna_mmonm coun-
selor, the Hmnmﬁsoémﬁ mSﬁm her Ba-mmbﬁmbnm mba asks for her
student &msamnmcon ssB.amw When she can’t noBmBUmw it, @6

anwcoémw mmwm for. rm« moaa security E:svmn without look- -
ing up to ake eye contact. The. nmnm@ﬂo:_mﬂ tells her to take a ,,
seat. msm E& a nc:nm@_oﬂ will vm with her shortly. Zwaa an roEr k
wait and &BL&.@ m_mmbmmm& noammmmaos with an admissions

ncﬁsm&cw who ncsmnﬁm that her admissions wmwmﬁéoaw is in’

o&mw Em mEmma ?onmmmm to §m mm.sm_sm center to register | mom

classes. §ms she arrives at the advising center, sheis told @.Q.m
isa MEEmE S:r wnﬂ veterans’ benefits and she needs to mo to
the financial aid office to resolve ;&m EoEmE. She 2»:8 across

campus to the mmwsﬂ& m& oEnm to meet with a nossm&o&.,
familiar snr processing momTQH Bill benefits. Cionﬁ:&m? :
before mrm can explain her: situation, the mnmsn_& aid mnmm :
member mmwm wma for. wﬁ. student &g:mnm.:cs :Es_umw and.
after mnnmmzbm her 38&9 S=m her to take a seat. She waits for .

30 minutes before. moBmobm tells her no orieiis m§_§u_n 8 r&v
her - donmsmm the one @Q.mon :.»E& to work with- <Qm§5m is
out of the ommnm moH, "rm s@a ?5 Sm&g mwm is 85 to 883 mﬂ
%mﬁ time:” - T e

Her w.smﬁmaob Bosﬁm. m?m mmm_m &mnoﬁmw& msa mnmnﬁa_.

to see a @n&a\ Bmawmn from cum of rﬁ‘ m%&o@BmE& classes

with sroB she mm: she nos:mnﬁm a S%F ofy years, ago. .<<.rms‘,.,

she Rmnrmm the omwnm of the mmo&% Emz.&o_‘, she i is &m@@QE&

to Fﬁb that %m wmﬁmoa is o Mobmma in-that womEob msm has
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left the nozmma moﬁ another institution. The student leaves the
college inroﬁ 8 mbnozEm When she m§<mm home, she
decides she must say something, because this process does not
mbnoﬁmmm mamga to pursue their @oﬁmmoosme education.
She writes a letter to.the Emm_mma of the college and describes
“her day. Emﬁmmm of signing the letter with her name, she signs it
with her student identification 95&3.. The next %a\ mrm sends
the letter to the @wnwama and waits for a response.

She is surprised when she receives a call from m.a pres-.
‘ident within a week of sending the letter. The first .&Em the
Emmama does is -address her by her name and-ask her how
,mrm can help. The student Q%FEm her situation to the | pres-
Egﬁ The president promises. rma that when she returns to
campus the’ next mﬁw her experience §= be &m.maﬁ: and
&mnm §= be a person from the m&SmEm office to assist her
S:w nmﬁmmcsm the re-enrollment process, w@monm ending the
call, the president asks her why she m_ms& the letter with
her student identification number and. soﬂ her :EE% She '
mwﬁwam%os%u “Because that is the first z:sm everyone asked
me Srmm I S&:& rm_? and H knew you would be mzo to
find Sm mmmﬂmn with my student _amssmnmﬁcs uzB_umw. It is my
&Q.EQ at Em no_wmmw. Z% name doesn’t Em:mn. ,

This hypothetical story draws on details from true experi-
ences. It is not meant to place blame on any particular office
on a college campus. It describes a set of circumstances and
responses that can occur in any office on a college campus.
Unfortunately, it also reflects the informal and formal conver-
sations we have had with too many underserved students in
higher education during campus visits. The questions readers
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should ask in response to this story are “Does this happen on
my campus? Could this happen at my campus? Have I ever
treated a student in a similar manner?”

~ A Caring Educator

As an unintended consequence of external incentive structures
that prioritize institutional efficiency in higher education
(i.e., completion-driven financial reward systems), our core
beliefs and values about what we, as educators, know are the
critical elements for student success are being overshadowed.
Becoming a student-ready college requires a deep commitment
to continual institutional and self-assessment. AAC&U’s
publication Committing to Equity and Inclusive Excellence:
A Campus Guide for Self-Study and Planning (2015) includes
ten action steps that “provide a framework for needed dia-
logue, self-assessment, and action” (p. 4). The first step is
“knowing who your students are and will be.” The second
step is “committing to frank, hard dialogues about the climate
for underserved students on your campus, with the goal of
effecting a paradigm shift in language and actions.” These two
action steps are essential first steps in becoming a student-ready
college because they speak to the core beliefs and values of
individuals and institutions.

One of those critical elements of the campus climate is a
caring educator—an element of student success that cannot
be quantified or measured by an efficiency scale. Research
studies have shown the power of a caring adult in the overall
success of students at various ages (Harvey, 2007; Kramer &
Gardner, 2007; Lerner & Brand, 2006; McClure, Yonezawa, &
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Jones, 2010). In a recent Gallup survey that asked “Was there
someone who encouraged your development?,” responses
confirmed that this assurance of encouragement remains one
of the two essential factors in a person’s feeling of success in
work and life many years after completion of postsecondary
education (Busteed, 2015).

Considering the value of a caring educator in the process
of supporting student success, what is the role of the caring
adult in a student-ready college? First, let us dispel the idea
that we want every educator to become a “counselor” for every
student he or she encounters. That is not our message, and that
is an impossible aspiration, given the limits on time and effort
for most educators. Our message is that within our personal
sphere of influence on the college campus (e.g., students in
your classroom, advisees, students who work in your office,
students who access academic support services), how are our
daily actions demonstrating compassion and empathy for the
students we encounter? Are we understanding of the challenges
and obstacles that students face today, and do we see these
challenges not as reflecting students’ deficits, but as reflecting
the deficits of our institutions, our society, or even ourselves?

At a student-ready college, educators should strive to be
empathetic. According to Bennett, “empathy is the imaginary
participation in another persons experience, including emo-
tional and intellectual dimensions, by imagining his or her
perspective (not by assuming the person’s position)” (as cited in
Association of American Colleges and Universities, n.d.c). An
empathetic educator can feel the lack of identity and isolation
the student in the scenario experienced through imaginary
participation in the emotional and intellectual responses that
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the female veteran student in this chapter’s opening anecdote
encountered in navigating the institutional processes for
re-enrollment. This ability to personally understand and relate
emotionally with the student is what motivates empathetic
educators to act and to offer assistance. An empathetic educator
would view the student’s situation as a failing of the institution,
not of the student, and would take the necessary steps to change
institutional procedures to ensure that other students do not
have similar experiences. Imagine if every time we encountered
a student in need of assistance, we asked ourselves, “If this
were my son, daughter, friend, or mentee, how would I want
someone to help him or her?” Approaching each situation
in this way transforms our responses to be more empathetic.
Becoming a student-ready college requires each and every
person who is part of the ecosystem to make a personal decision
to take responsibility and ownership for student success. It
requires each person to make every action, every task, every
lecture, every assignment, every experience expressions of care
and emotion. It means realizing that being an educator is not
just a profession, a career, or a job. It means defining your
role in an ecosystem as a responsibility for fostering continual
improvement and for serving in a role of support and guidance
for students.

Embracing a Paradigm Shift

A student-ready college does not focus solely on beliefs, values,
and intent without action, specifically individual and collective
action. Continual reflection is inherent and serves as a core
structural process for student-ready colleges. Becoming a
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student-ready college requires every persor
ownership and a level of participation in t
institution to make it successful. Full pa
self-examination. We must know who our ¢
be beyond the demographic data, but we 1
ourselves as educators. The students we are
more diverse than ever before. They come
racial, and sexual identity groups; a mul
regions; a range of age groups; and a myriau ut suciu ULV
backgrounds. Given the diversity of student backgrounds and
the reality that it is human nature to have preconceived notions
about others who are not similar to ourselves, it is critical that
we, as educators, spend time recognizing and acknowledging
our biases and the stereotypes that may negatively influence
the students we serve.

If this self-examination does not occur, there will be a ten-
dency to address student success and institutional change from
a deficit-minded perspective, or from a perspective researchers
have named “implicit bias.” Estela Mara Bensimon, codirector
of the Center for Urban Education and professor at the Rossier
School of Education at the University of Southern California,
describes deficit-minded thinking as “funds of knowledge that
prevent[s] individuals from seeing racial inequity or cause([s]
them to interpret disparities as a deterministic deficiency that
afflicts Latinos, Latinas, and African Americans in particular”
(Bensimon & Malcom, 2012, p. 30). Deficit-minded thinking
involves blaming the students for being underprepared, rather
than blaming the social systems that perpetuate inequities in
education. It involves the belief that certain students cannot
learn how to navigate the complexities of higher education, that
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the female veteran student in this chapter’s opening anecdote
encountered in navigating the institutional processes for
re-enrollment. This ability to personally understand and relate
emotionally with the student is what motivates empathetic
educators to act and to offer assistance. An empathetic educator
would view the student’s situation as a failing of the institution,
not of the student, and would take the necessary steps to change
institutional procedures to ensure that other students do not
have similar experiences. Imagine if every time we encountered
a student in need of assistance, we asked ourselves, “If this
were my son, daughter, friend, or mentee, how would I want
someone to help him or her?” Approaching each situation
in this way transforms our responses to be more empathetic.
Becoming a student-ready college requires each and every
person who is part of the ecosystem to make a personal decision
to take responsibility and ownership for student success. It
requires each person to make every action, every task, every
lecture, every assignment, every experience expressions of care
and emotion. It means realizing that being an educator is not
just a profession, a career, or a job. It means defining your
role in an ecosystem as a responsibility for fostering continual
improvement and for serving in a role of support and guidance
for students.

Embracing a Paradigm Shift

A student-ready college does not focus solely on beliefs, values,
and intent without action, specifically individual and collective
action. Continual reflection is inherent and serves as a core
structural process for student-ready colleges. Becoming a
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student-ready college requires every person to have a sense of
ownership and a level of participation in the ecosystem of the
institution to make it successful. Full participation requires
self-examination. We must know who our students are and will
be beyond the demographic data, but we must first also know
ourselves as educators. The students we are educating today are
more diverse than ever before. They come from various ethnic,
racial, and sexual identity groups; a multitude of geographic
regions; a range of age groups; and a myriad of socioeconomic
backgrounds. Given the diversity of student backgrounds and
the reality that it is human nature to have preconceived notions
about others who are not similar to ourselves, it is critical that
we, as educators, spend time recognizing and acknowledging
our biases and the stereotypes that may negatively influence
the students we serve.

If this self-examination does not occur, there will be a ten-
dency to address student success and institutional change from
a deficit-minded perspective, or from a perspective researchers
have named “implicit bias.” Estela Mara Bensimon, codirector
of the Center for Urban Education and professor at the Rossier
School of Education at the University of Southern California,
describes deficit-minded thinking as “funds of knowledge that
prevent[s] individuals from seeing racial inequity or cause[s]
them to interpret disparities as a deterministic deficiency that
afflicts Latinos, Latinas, and African Americans in particular”
(Bensimon & Malcom, 2012, p. 30). Deficit-minded thinking
involves blaming the students for being underprepared, rather
than blaming the social systems that perpetuate inequities in
education. It involves the belief that certain students cannot
learn how to navigate the complexities of higher education, that
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they are unmotivated, or that they lack the intellectual capacity
to succeed in certain programs. Deficit-minded thinking can
extend to all student groups that are seen as different by an
individual educator. The term “implicit biases” “refers to the
attitudes or stereotypes that affect our understanding, actions,
and decisions in an unconscious manner. These biases, which
encompass both favorable and unfavorable assessments, are
activated involuntarily and without an individual’s awareness
or intentional control. Residing deep in the subconscious,
these biases are different from known biases that individuals
may choose to conceal for the purposes of social and/or
political correctness” (Kirwan Institute for the Study of Race
and Ethnicity, 2015). For example, an educator might view
students of color as lazy or as unmotivated and not as intelligent
as other students, based on societal stereotypes and images
perpetrated in the media. Low-income students may be seen
as not having financial literacy or understanding the value of
saving money—and these supposed characteristics, or deficits,
might be seen as a rationale for why these students are poor.
These deficit-minded thoughts, biases, and stereotypes can
influence how we educate and interact with students. Becoming
a student-ready college requires individuals who make up the
institution’s ecosystem to identify, to acknowledge, and to
confront these beliefs to begin a change process that doesn’t
limit student opportunities for learning and success. Every
educator should ask the questions, “What do I believe about
students who are different from me? What are my personal
beliefs about today’s college students that may hinder my ability
to create a student-ready college?”
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Once educators have identified their beliefs, they should
examine those beliefs for biases, misconceptions, and pre-
conceived notions that can hinder student learning and
success. This level of acknowledgment and self-examination
seems counterintuitive to how educators perceive themselves
because it is generally assumed that higher education pro-
fessionals, because of academic training and the pursuit of
knowledge, are at the forefront of reflection, inclusivity, and
acceptance. Unfortunately, this is not always the case. In fact,
deficit-minded practices and beliefs about student success are
pervasive and entrenched in campus policies and practices.
We will not progress to the level of caring described earlier
until we can engage in the types of conversations that can
help us deal with the mindsets that limit our capacities to
truly care. We all have limitations in our ability to be effective
educators. It is only through open discussions and ownership
of these biases, preconceived notions, and assumptions about
diverse students that we can initiate the process of becoming
student-ready.

One way that campuses can encourage this level of
self-examination and accountability is through holding ongo-
ing intergroup dialogues for all educators to explore entrenched
biases and stereotypes. We are not speaking of the one-day
diversity workshops that are common to most campuses; these
are ongoing, intergroup dialogues or “courageous conversa-
tions” for faculty, staff, and administrators that should represent
a process for continual learning that will shape current and
future campus conversations and lay the foundation for an
inclusive and honest campus culture. Furthermore, these
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dialogues should not be considered opportunities to label
colleagues who are honest in sharing their views; rather, the
dialogues should be considered safe places for engaging in
difficult conversations that will ultimately benefit the cam-
pus community. In these dialogues, .colleagues can develop
relationships with “critical friends” to help maintain a mutual
commitment and a level of shared accountability for addressing
assumptions, biases, and preconceived notions when they arise.

Guiding Questions

+ How does your institution value and affirm the cultural
capital of underserved students?

+ What biases or stereotypes may be standing in the way?

+ What do your students’ own stories tell you about the work
you need to do?

» How do you ensure that underserved students receive the
appropriate amount of challenge and support to ensure
their success, without marginalizing these students?

« What can you learn from your own successes and failures
and from other institutions working to increase under-
served student success?
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A Culture of Inclusion

Hsmﬁﬁsoz Aa m@%ozmH noSvangm four-year college, ha
a bw& ?.mmama who isin the process. of developing a five-yea
o m:ﬁmmﬁ Em? as the current plan ends in one and half years

.o
W

~ "'The student mmBomSwEnm of this msvﬁ_um: institution havi
.« .ormbmmm dramatically over the past mcm years: (1) the student
- are more ethnically and racially &é&m. (2) Em nuamber of stu
i ‘dents on financial aid has risen m,oB 25 percent to 44 percent
s Auv the mmn&@ 8@&3@ complain that the current students ar.
ot as academically prepared for college-level work as student
in the past, and (4) mgn ?:QEm for the institution has beer
reduced by 2 to 3 percent every fiscal year for the past threx
years. One of the new Hunmm&mam initiatives is to create a Cente;
moﬂ Student Success with a focus on ~5Em§m=ﬁ:m r_mr -impac
?ﬁnanmm to increase %Emma engagement and to advance
,mﬁcmmsﬁ learning and mﬁnnmmm. The ?mm_mma has identified ¢
team of campus Hnmmm? based on areas of responsibility, tc
serve as the student success committee and to provide goals
objectives, and programs for the Center for wEamE Success
A new director for the Center has been ES& and serves as
the cochair of the 838:39 m_ozm with the Som -provost o
gmﬁm&mﬁ»ﬁ &cnmcos and the assistant - vice presideni
of student affairs. The E.mma.ma has given the committee one
academic year to mc.vB: a 85@37325 plan for the service
mmrﬁmb of the Ommﬁmw.

Does this scenario sound familiar? Many campuses hs
instituted student success committees and elevated the role
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that committee in shaping the agenda for campus change. The
charge from the president is valid and is a common Hmmvosmm on
how to initiate a change process—form a committee to explore
ideas and to propose a plan. However, if we seek to create
student-ready colleges and we perceive the campus community
as an ecosystem with individual and shared responsibilities
focused on promoting collective action, then the traditional
version of functioning by committee no longer fits with these
efforts. The structure and use of the committee for institu-
tional decision making can be a hindrance to a student-ready
college—and antithetical to the creation of a culture of inclu-
sion and the promotion of transparency. Functioning by use
of the committee structure creates a campus culture divided
between those who hold knowledge and those who do not.
Consider the following questions: Who is generally chosen
to serve on committees? Is it those in the inner circle of the
leadership? Is it those who hold prominent titles and positions
in the campus community? At a student-ready college, the
traditional view of the committee is dismantled and a new
role emerges. The redesigned role of the committee offers full
participation, open communication, and transparency.

Instead of functioning mainly by committees, we propose a
more inclusive way of sense making to generate ideas—topical
dialogues and campus forums open to all faculty, staff, and
administrators to explore individual perspectives and to build
shared commitments and common understanding of the goals
and values of the institution as well as promising practices for
advancing student success. The point at which the “committee”
starts in the planning process will shape every action that
takes place in the design and implementation of the final
recommendations. The committee’s purpose is to facilitate
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widespread understanding of the goals and to gather input on
‘the process, to promote collaboration among campus educa-
tors, and to develop a process that encourages and measures
coordination of efforts to achieve a common goal.

Defining Student Success as Learning

In our roles at national organizations focused on improving
higher education institutions and student outcomes, we have
the opportunity to work with campus educators across the
country who often find themselves in situations.similar to the
scenario just described. When speaking with a group of stake-
holders, one of the first things we do is ask them to define what
student success means to them and for their institution. This
question is not new. Defining student success and clarifying
goals are essential elements of any student success plan. That is
why it surprises us that, when we ask, we still get as many differ-
ent answers as there are educators in the room. A student-ready
institution has a clear vision of what student success is, and
that vision is known and valued across campus. It is part of the
institutional culture. If it is not commonly known and valued
by campus educators, then this is a critical initial charge to
those leading topical dialogues and campus forums.

From our perspective, if the goal is to prepare students
for the kinds of challenges they will confront in work, in
life, and as citizens, both U.S. and global, and to help them
integrate and apply their knowledge and skills to complex and
unscripted problems, then the definition of student success at
an institution is more than the institution’s mission statement,
graduation rates, or retention rates. It is the institutional
learning outcomes. It is the learning that every student will
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achieve before graduating from the institution. However, even
though most institutions have learning outcomes, very few are
disaggregating data by student characteristics to assess whether
excellence is truly inclusive (Hart Research Associates, 2015).

Educators at a student-ready college are keenly aware of
the learning outcomes at their institution and the experiences
through which students demonstrate achievement of these
learning outcomes. They have a comprehensive assessment
plan for evaluating student work products to ensure that all
students are achieving the benchmarks of proficiency (e.g.,
AAC&U’s Valid Assessment of Learning in Undergraduate
Education). Students are aware of the learning outcomes that
they must achieve, the relevance of these outcomes to their
success, and the academic and cocurricular pathways through
which they will achieve proficiency of the learning outcomes.
In other words, the guided learning pathway for student success
is transparent and clearly defined. A student-ready college has
a plan in place to achieve these goals, and every educator on
campus understands his or her role in helping to achieve these
outcomes.

Guiding Questions

» What are the learning outcomes for your institution? For
your department? For your program?

« How widely known are the learning outcomes among your
colleagues? How are you communicating the learning out-

comes to campus educators?
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o Are the learning outcomes used as the definition of student
success on your campus?

» How does your institution assess student achievement of
the learning outcomes? Are specific student groups not
achieving the learning outcomes compared to other stu-
dent groups?

o Is there an assessment plan in place to track student
progress with achievement of the outcomes?

o Are students aware of the learning outcomes and the rele-
vance to their success?

» Do students know their current proficiency levels of

learning outcomes? Do they have defined proficiency level
goals?

+ Do students know the pathways for achievement of the
learning outcomes?

Promoting Excellence in Student
Engagement

The president in the earlier scenario is responding to the exten-
sive research on high-impact educational practices (HIPs),
which shows that student participation, especially underserved
student participation, in these educational practices (e.g,
first-year experiences, common intellectual experiences, learn-
ing communities writing-intensive courses, collaborative
assignments and projects, undergraduate research, diversity/
global learning, service learning, community-based learning,
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internships, capstone courses and projects), can lead to higher
levels of student persistence and grade point averages (Kuh,
2008) and self-reported learning gains (Kuh, 2008; Kuh &
O’Donnell, 2013; Finley & McNair, 2013).

In our work with campuses, we have discovered that a
directive to simply implement HIPs, absent an examination

>

of students’. needs, institutional capacity, and faculty and
staff development, often leads to a convoluted curriculum
design and a variety of HIPs with little integration and limited
effectiveness. When campus educators discuss embedding
HIPs into the curriculum and cocurriculum experience, they
often fail to explore intentionality in connecting the imple-
mentation of HIPs to defined learning outcomes. And as they
discuss selecting, designing, and implementing HIPs, they also
often overlook assessing those HIP-influenced outcomes and
analyzing equity in student participation. Figure 3.1 illustrates
a model for discussing the intentionality of HIPs.

The quality dimensions of high-impact practices also play
a critical role in the success of these practices in increasing
student achievement of learning outcomes. If implementation
and scaffolding of high-impact practices across a student’s
educational experience form a sustainable change strategy
through guided learning pathways, educators must design
HIPs based on these criteria:

o Performance expectations set at appropriately high levels

« Significant investment of time and effort by students over
an extended period of time
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o Interactions with faculty and peers about substantive
matters

« Experiences with diversity, wherein students are exposed
to and must contend with people and circumstances that
differ from those with which students are familiar

o Frequent, timely, and constructive feedback

» Periodic, structured opportunities to reflect and integrate
learning

» Opportunities to discover relevance of learning through
real-world applications

s Public demonstration of competence (Kuh & O’Donnell,
2013, p. 8)

Figure 3.1 Model for Discussing the
Intentionality of HIPs
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Key questions that every “‘committee” or campus forum should
address:

+ What do you want to accomplish by focusing on the design
and development of HIPs? |

» What are your goals for student learning and success?

« Are they tied to the institution’s mission and vision for
student success and retention?

« What HIPs currently exist on your campus?

+ What do you know about who participates? Who has
access? Who doesn’t?

+ What makes these practices high-impact? [Hint: Evidence
of achievement of student learning outcomes)

« What defined learning outcomes will be achieved as a
result of student participation in HIPs?

o Are HIPs integral to students’ educational experiences
wherever those experiences occur, whether on campus,
off campus, or online?

« How will student achievement be assessed and tracked?
« How does your institution support faculty and staff across

programs as they incorporate high-impact practices into
their work?
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Colleges that are student-ready have engaged in campus
dialogues to define answers and strategies for addressing these
questions. Not only are the answers clearly articulated and
widely shared among campus educators, but they are also val-
ued, and each educator understands his or her role in helping
to achieve the goals—this individual responsibility leads to
collective action. At a student-ready college there are numerous
opportunities for reflection and examination of the goals along
with the evidence of success. The intentionality of the design
of the student success plan becomes transparent through an
institutional culture of full inclusion and diverse perspectives.

Charting Your Course of Action

As previously stated, Making Excellence Inclusive is “an active
process through which colleges and universities achieve excel-
lence in learning, teaching, student development, institutional
functioning, and engagement in local and global communities.”
Our experiences with campuses have helped us identify key ele-
ments of any student success plan that will help educators clearly
define the various roles and responsibilities for all stakeholders:

¢ Clear identification and definition of the problem based on
data (quantitative and qualitative)

o Content goals (the “what” you seek to achieve)

s Process goals (the “how” and the “who” will be
responsible)

+ Defined actions and timeline (action, purpose/details, and
when)
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« Measures of success, including direct assessment of student
learning

« Communication with stakeholders and strategies for con-
tinuous feedback and improvement

Campuses seeking to become student-ready will address
these key elements as part of their student success efforts and
will engage the entire campus community in the conversations.
Making Excellence Inclusive involves high levels of account-
ability through the use of clearly defined goals and measures of
student progress and success.

Conclusion

Defining what it means to be a student-ready college starts with
an individual educator and moves on to the collective action of
all educators to influence and change the institutional environ-
ment to make excellence inclusive by supporting the success of
all students. As important as it is to know who your students
are, it is just as important for you to understand who you are
as an educator and what limitations may hinder your ability
to fully educate all students, especially those who are different
from you. We have an individual and shared responsibility to
engage in self-reflection and to hold each other accountable
for our actions. We must learn to be empathetic educators
and to focus on students’ assets, not their deficits. Educators at
a student-ready college define success by the learning outcomes
students must achieve, and they provide high-quality educa-
tional experiences to help students achieve at levels that prepare
them for lifelong success. A student-ready college prioritizes
learning over efficiency, even when external pressures call for
a different course of action. The success of students comes first.

"CHAPTER ONE-
In Search of the Student-Ready
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"CHAPTER TWO-
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