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I: INTRODUCTION AND EXECUTIVE SUMMARY

Hamilton College, named for Alexander Hamilton, the first secretary of the US
Treasury and a charter trustee of the College's predecessor institution, the Hamilton-
Oneida Academy, is the third oldest institution of higher education in New York State.
Founded in 1793 as the Hamilton-Oneida Academy and chartered in 1812, Hamilton
today ranks among the top 15 liberal arts colleges in the nation, enrolls 1775 students,
and offers 40 majors taught by over 180 faculty members. The College is a
coeducational, residential liberal arts community that values and seeks intellectual and
cultural diversity. Throughout Hamilton's nearly two-century history, the College's
rigorous curriculum and intimate atmosphere have attracted some of the nation's most
capable students and faculty to its scenic hilltop campus in central New York.

Education in all its forms is the central mission of Hamilton College. At
Hamilton, it is understood that the pivotal commitment of the faculty, administration, and
staff to the intellectual and personal development of students is the College's most
important and enduring tradition. Hamilton's curriculum reflects an appropriate respect
for breadth and depth in the study of the liberal arts, while continuing its traditional
emphasis upon oral and written communication. The fundamental purpose of a Hamilton
education is to enable young men and women of unusual gifts to realize their fullest
capabilities, for their own benefit and for the world in which they live.

Hamilton College continues to be a highly selective institution that provides its
students with an academic environment worthy of their talents and abilities. The College
community represents a diverse group of intellectuals from across the country. The
faculty is composed of men and women who are dedicated to the ptomotion of academic
achievement, human decency, and personal growth. The evolving pedagogical strategies
of the faculty continue to define a Hamilton education — traditional lecture formats have
given way to instruction that is active, hands-on, and collaborative. Such strategies
challenge and motivate our student and often result in original student-faculty
collaborative research projects.

Hamilton College has become an institution of higher learning that draws students
from across the country and beyond. Although Hamilton remains small by present-day
standards, it provides resources and facilities for a high quality education that compare
favorably with those offered by undergraduate institutions substantially larger in size.
While remaining steadfastly dedicated to our traditional liberal arts mandate, we have
evolved from a small frontier school to a thriving modern institution prepared to meet the
educational demands of the 21st Century.
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Executive Summary: The Last Five Years

The last five years have been characterized by both progress and turmoil. The
implementation of a new curriculum began shortly after the re-accreditation review, and a
five-year Strategic Plan was developed at about the same time and approved in June
2002. The sudden and unexpected announcement in October 2002 of President Eugene
Tobin’s departure created considerable controversy and division in the Hamilton
community around issues of academic norms and collegial governance. The planning
and expected launch of a capital campaign was delayed during the search for a new
president. '

With the appointment in April 2003 of the College’s first woman president, Joan
Hinde Stewart, a scholar of French literature and Dean of the College of Liberal Arts at
the University of South Carolina, attention could then be refocused on curriculum,
planning and development. The appointment of a new Dean of Admission, Monica Inzer,
brought even greater energy and focus to an already healthy and successful admissions
operation. The announcement of the $175 million “Excelsior” capital campaign in
December 2004 included ambitious goals for facilities in the social sciences and arts
(Appendices R, S, T).

At the same time, the campaign launch and much of the 2004-05 academic year
were attended by controversies concerning the Kirkland Project: specifically, an adjunct
appointment for Susan Rosenberg, a former member of the Weather Underground, and a
speaking invitation to Ward Churchill, a University of Colorado ethnic studies professor
who had made controversial remarks about the victims of 9/11. These controversies
sparked renewed conversations on campus and off about issues of academic freedom and
institutional responsibility.

Despite these issues and controversies, the College has made considerable
progress over the last five years. The report below describes:

@ The implementation of a new, distinctive curriculum that will soon be
reexamined in light of ongoing assessment

° The implementation of the Strategic Plan, including integrated budget and
facilities planning and the opening of a new $56 million Science Center in
2005

° Increased support for faculty scholarship and teaching and new programs
for faculty development and diversity

° An extremely strong and improving financial condition and physical plant
with greater transparency and efficiency in financial and facilities
planning

° Effective efforts in communications and development that will lead to a
successful campaign and heightened visibility

e A continuously improving admissions profile on almost all dimensions,

including one of the largest and best classes ever to enroll at Hamilton in
2005
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® Improved academic support, particularly in Information Technology
* Services and the Burke Library
® Several new initiatives in the area of student life, including new alcohol

and behavior policies, integration of residential and academic life, and
greater attention to the linking of athletics and academics

The various strengths in all these areas have created a kind of synergy in which
improvements in one area have positive effects for others, producing visible, demon-
stable progress for the College as a whole. There are no particular weaknesses or
pressing problems, and the future looks very bright.

Development of the Periodic Review Report

This Periodic Review Report was developed through first drafts written by
members of the President’s cabinet and other administrators. These drafts were shared
with relevant campus committees, and a penultimate draft was posted on the College’s
website for comment. The College would be happy to provide further information or
clarification as needed.
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II: CURRICULUM, ACADEMIC SUPPORT AND ASSESSMENT
A “New” Curriculum

The 2001 reaccreditation review took place just after Hamilton’s faculty had
completed a major review and revision of the curriculum. The new curriculum
eliminated the traditional system of divisional requirements in favor of encouraging
writing and speaking-intensive pro-seminars and a required inter- or multidisciplinary
sophomore seminar. The sophomore seminar aims to provide a kind of “capstone”
experience for general education that includes a public presentation. Certain other
requirements — passing a quantitative literacy exam or quantitatively-based course and
taking three writing intensive courses — were preserved. The curriculum review also left
in place the requirement that departments offer some kind of senior experience, either an
independent project or thesis, or senior seminar paper (Appendix B).

The reaccreditation review noted some of the potential difficulties in
implementing the new curriculum, including providing good advising in the absence of
distribution requirements, staffing and assessing the sophomore seminars and providing
appropriate support services for faculty members and students. F ortunately, the College
received a major grant from the Mellon Foundation for a five year assessment project,
described below and in Appendix F, that primarily focused on the first class (’05) to
matriculate under the new curriculum, which included the required sophomore seminar.
Hamilton therefore has developed a fairly clear picture of how the new curriculum is
affecting students.

Perhaps not surprisingly, the picture is mixed. Advising has developed differently
and in some ways better than expected in the new system. The sophomore seminars have
been somewhat difficult to implement and not as well received by students as might have
been hoped. Students value the support and instruction they receive in writing and
speaking in all segments of the curriculum. Whatever the future of these particular
curricular arrangements, Hamilton’s academic programs continue to be strong and well
regarded by students.

Advising

The review report stated that in the absence of distribution requirements, “the area
of greatest concern is advising.” Students would need guidance in planning a curriculum
of the breadth consistent with a liberal education, and advisors would need to recognize
the “fact that advising has both an academic and personal component.” Encouraging
good advising and the development of more of a mentoring relationship would in turn
require the College to clarify how advising could be evaluated and “counted” in terms of
workload. ‘

_ Advising under the new system has turned out to be both less and more successful
than might have been predicted. On the one hand, there has been some movement in
course selection away from sciences and mathematics; ten percent of the graduating class
2005 did not take a course in these areas. A similar percentage did not take a course in
the arts, though this may be more a function of the availability of seats in studio courses
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than lack of interest. Some science students report “loading up” on science courses to
pursue their interests. On the other hand, enrollments and majors in foreign languages
have held and in some cases increased. In many areas, particularly the social sciences
and humanities, there seems to have been little change in enrollment patterns.

Similarly, a mixed picture has emerged regarding advising relationships. Students
are assigned advisors on the basis of areas of interest and, where possible, with a faculty
member who will be the instructor of a course the student intends to take. To ensure
continuity and equity in service obligations, all faculty who are available for the
upcoming two years and who have fewer than twenty major advisees are assigned to first-
year advising. After the first few weeks of the semester, students are given the option of
changing advisees, but few students do so. Thus the vast majority of students have the
same advisor for the first two years.

Nevertheless, our assessment studies have produced little evidence that students
are developing close relationships with their initial advisors. Students tend to see their
advisors primarily as “functionaries” who can help them maneuver through the
bureaucratic requirements of course selection and registration. They typically see their
advisors only a few times a year and seldom in settings (orientation, registration, pre-
registration) conducive to mentoring. Curricular planning and mentoring largely occur
with friends and other faculty with whom they are developing deeper relationships. At
the same time, senior survey data show far greater levels of satisfaction with advising in
the first two years at Hamilton than at peer institutions. Similarly, very few students take
‘the opportunity to change advisors, far fewer than did under the old system.

These results perhaps say more about misguided or inflated expectations about
advising than its realities for students and faculty. Advising cannot and should not be
seen as faithfully reproducing course selections that occurred with distribution
requirements. Although some shifts are a legitimate cause for concern, moving to an
“open” curriculum will inevitably produce these kinds of changes. Similarly, as the
Mellon Assessment Report indicates (12-15), the expectation that advisors and advisees
will develop close personal or mentoring relationships is unrealistic. There is little or
nothing in the nature of their interaction that would foster such relationships.

More positively, students do seem to be satisfied with the more bureaucratic
aspects of advising. The College has intentionally developed more systematic
communication with accepted students, including an electronic “advising tour” and the
opportunity to be given preference for registering for a desired course. Careful efforts are
made to match students with advisors in areas of student interest, and advisors now have
a handbook to help them with advising (Appendix C). Advising is now counted as part
of an expected service obligation for all faculty members. Instead of having an
evaluation of advising akin to evaluation of teaching, the College treats it in the same
way as committee service—again, as part of a service expectation.

Overall, then, the advising system under the new curriculum is successful in
certain ways and less so in others. Student satisfaction is high. Course selection has
shifted in some ways that are a concern but in other ways not at all. Many of the
perceived shortcomings may be a function of unrealistic expectations about course
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selection and mentoring. The College needs to continue to monitor student satisfaction
and course selection and consider ways to encourage students to broaden their choice of
courses—as well as ensuring that such courses are available.

Sophomore Seminars

The sophomore seminar is the centerpiece of the general education curriculum.
Students are required to take a seminar that is either team-taught by faculty members
from two different departments or one that is part of a cluster—a group of seminars around
a theme that has specified overlaps in meetings, readings and assignments. Each student
is required to give some kind of public presentation of his or her research. There has
been an impressive variety of seminars offered, from clusters on globalization, the
Adirondacks, and food to team-taught courses on opera and the physics of musical sound.

One of the difficulties in the program has been developing enough seminars to
provide both a sufficient number of seats and some choice for students. In the first year
of the program there were too many seminars, and some had to be cancelled. Since then
it has become more difficult to get faculty members to provide enough sections.
Although there has been no serious problem in sophomores being able to fulfill the
requirement, each year it has become more important for the Dean’s Office to persuade
departments to offer seminars and to hire adjuncts (for three to six sections out of roughly
forty-five) to do so. Obviously, part of the difficulty is that the program is labor
intensive. Developing and managing courses is more time consuming than preparing
standard offerings, and some departments find it difficult to contribute to the program and
simultaneously staff and serve their majors.

Beyond these logistical difficulties, as noted in the Mellon Assessment Report
(18-33), sophomore seminars have yet to catch on with students. Students are often
uncomfortable with the team or cluster setting, preferring to work with, and be evaluated
by, their primary instructor. Many fail to see the point of interdisciplinary study,
particularly when they end up taking a seminar that they did not prefer but were still
required to take. In larger clusters and in some team-taught courses students perceive it
more as a large class than a seminar, and some small seminars seem little different from
other small classes. Although student evaluations have improved over the first four years
of the program, they are now only roughly on par with other Hamilton courses.

At the same time, students have “noted ways in which these classes have helped
them improve academically.” Students have responded positively to having to write a
sighificant paper that demands that they do independent research and deal “with issues of
structure, argument, and style in longer papers.” Perhaps more important, students report
that the presentation requirement in the seminar has been valuable, particularly for those
inexperienced in making oral presentations. Students often reported learning some of the
basic technical aspects of speaking — eye contact, pace — as well as more conceptual
considerations of audience and purpose. The Mellon Assessment Report concludes that
the oral presentation results are probably the most positive outcomes so far of sophomore
seminars.
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As sophomore seminars have become the central concern of the faculty in the new
curriculum, pro-seminars have received less attention. Since they are not required,
departments have not given significant thought or attention to providing them. This is
especially true since it has been difficult each year to get the requisite number of _
sophomore seminars—each year a faculty coordinator has had to do considerable work to
ensure enough seminars are offered—Iet alone enough seminars so that students end up
in a preferred course. Our best guess is that pro-seminars do contribute positively to oral
communication instruction at the College, particularly with regard to classroom
discussion, but are not a major factor in the curriculum. Indeed, both sophomore
seminars and pro-seminars illustrate some of the logistical difficulties of balancing the
demands for dedicated general education courses with the needs of the discipline and
major. :

In the spring, the faculty began discussing possible adjustments to the sophomore
seminar program (e.g. loosening requirements for interdisciplinarity) that would make it
more attractive to students and easier to administer. With the arrival of a new
VPAA/Dean of Faculty in the fall of 2000, it is expected that the faculty will review the
curricular changes, and particularly the sophomore seminar program. At a minimum, it is
expected that something will be done to make the development of seminar sections
easier. For example, instead of requiring all sections to be team-taught or clustered, the
Committee on Academic Policy is allowing some single sections to be offered with the
proviso that instructors spell out how they will introduce interdisciplinary concerns into
the course. Certainly, the review will consider other alternatives, but it is clear that there
will probably be some adjustments to the curriculum in light of the assessment results.

As important as the development of this new curriculum has been, other aspects
of the academic program have evolved as well. The program for undergraduate research
has expanded, and nearly one hundred students now take advantage of opportunities to do
collaborative work in the sciences, in the social sciences, through the Arthur Levitt Public
Affairs Center and under Emerson grants for summer collaborative research in any area
of the curriculum. New majors were approved in Communications (2003) and
Environmental Studies (2005), and language instruction in Japanese has expanded,
including a new minor. Needless to say, the departments and interdisciplinary programs
have continued to do their usual rigorous, fine work with students. It is perhaps no
surprise then that graduating students in exit survey routinely rate the academic
experience at Hamilton very highly.

Academic Support

Several centers and programs—the Nesbitt-Johnston Writing Center, the
Quantitative Literacy Center, the peer Tutoring Program and the Language Learning
Center—have continued to assist student learning and support the curriculum. Similar
support has been provided by the Arthur Levitt Public Affairs center, the Emerson
Gallery, several lecture and performing arts series and the Kirkland Project for the Study
of Gender, Culture and Society. Since the reaccreditation review, two new centers have
been added—the Oral Communication Center and the Multimedia Presentation Center—
in response to the new curriculum and in support of it. Although Hamilton does not have
an assessment “office” or “center,” there 1s, under a Mellon grant, a group of faculty and
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students doing assessment that informs some of the work of these support groups and the
faculty more generally.

In 2003, the College established the Oral Communication Center in a shared
classroom space (Appendix D). In addition to a part-time director, one full-time staff
person was added to provide videotape consultations for students wishing to improve
their presentation skills. The center has developed a set of materials to help students
think about making presentations, leading discussions, etc. The Center has been heavily
used, and, as noted in the assessment study, students welcome the opportunity to receive
coaching conceming public speaking. The Center will be moved to a new space in
Spring 2006 and in a few years will have a larger, dedicated space, including a
videotaping lab, after the expansion and renovation of the Kirner-Johnson building.

The Multimedia Presentation Center was established in the Burke Library in
2002. It is an advanced computing facility for the use of all forms of media. MPC staff
provide services to assist students and faculty with multimedia presentations, from
assignment through delivery, with a focus on developing students’ abilities to
communicate effectively and persuasively what they have learned. The MPC is a
tangible recognition that student presentations will increasingly incorporate many forms
of media as part of the communication process. The basis of any student presentation is
knowledge acquired and this knowledge results from collaboration with others to access,
evaluate, synthesize, analyze, and create information. Librarians and technologists are
important partners in this process, and as such, they support the work in the MPC.

The other curricular support centers have, in general, continued their work as
before. The Levitt Center has expanded its programs to include the use of VISTA
workers to support community service experiences in Utica that have an academic focus.
The Emerson Gallery has inaugurated a series of exhibitions, “Hamilton Collects,” that
have recognized alumni collectors and raised interest in plans for a museum. The arts in
general have done significant planning in anticipation of major new facilities including
the museum, a theater and studios for instruction (Appendix L).

The Kirkland Project has offered thematic speakers’ series, brown bag luncheons,
support for faculty development and several other programs related to diversity. The
Project was the subject of considerable controversy in 2004-05. In the spring of 2006 the
Project changed its name to the Diversity and Social Justice Project.

Assessment

Like most institutions, Hamilton has in place many different kinds of assessment:
grading of students; annual evaluation of faculty for merit raises; faculty evaluation
through reappointment, tenure and promotion reviews; periodic review of departments
and programs. And, as at many institutions, there are mixed feelings about many of these
forms of assessment: concerns about grading standards and grade inflation, about the
criteria and legitimacy of merit pay, about clarity and weighing of standards in personnel
reviews, about the value of external evaluations of departments and pro grams. Finally,
also as at many institutions, the issue of assessing the effectiveness of programs and
- outcomes for students has been a topic of discussion.



Hamilton College Periodic Review Report 9

The response to these concerns has been likewise varied. There is still discussion
and debate about grading standards and inflation but no serious consideration of setting
some kind of limit on distribution of grades. After a two year discussion with department
chairs and the Committee on Appointments, the VPAA/Dean instituted a rough set of
weightings for considering merit raises and a general distribution of merit increases. The
VPAA/Dean has met with the COA and junior faculty periodically to (re)state the
understanding of the various criteria for reappointment and tenure. In all these areas
conversation is like to continue, particularly with the arrival of a new VPAA/Dean in
2006-07.

There have been three major changes touching on assessment at Hamilton since
the reaccreditation review. Beginning in 2000 with a five-year, $600,000 grant from the
Mellon Foundation, the College launched a longitudinal study of the liberal arts
experience for students with a particular focus on the Class of 2005. The study has a
number of components: an evaluation of progress in writing using blind, external
evaluation; focus groups and surveys of a large sample (a cohort of 100) of the Class of
2005; assembly and evaluation of various survey data; and several “opportunistic” studies
of topics such as course selection and attitudes toward various skills (Appendix F).

Each year, the Project has reported its findings, and some of these—for example,
issues of advising described above—have led to changes in Hamilton’s approach to
various issues. We have been gratified by some results, such as the clear improvement in
students’ writing over the course of their college careers. Similarly, the importance of
certain kinds of personal interactions with faculty mentors and friends, as opposed to
particular majors, has provided us with opportunities to ask further questions about the
relationship of the curriculum to residential life. The results have also posed some
problems we need to address, such as reactions to the sophomore seminars. We are
pleased with the way in which this project has evolved, and the Mellon Foundation has
extended the project for another three years. Obviously, the Mellon Assessment Project
has and will continue to have a major impact on conversations at the College about a
range of issues.

Hamilton is also currently part of two consortial grants for assessment, one from
the Teagle Foundation for assessing various aspects of curriculum and the second a major
longitudinal study of outcomes organized by the Center for Inquiry in the Liberal Arts at
Wabash College. In both these consortia, Hamilton has had a key role in helping to define
the issues and provide materials for further study. Numerous institutions have asked for
information on and presentations about our assessment efforts. In short, Hamilton has
become one of the institutions regularly involved in national conversations about
assessment.

A second major change in assessment at the College concerns post-tenure review.
Hamilton, along with Colgate, Skidmore and Union, received a career development grant
from Mellon in 2004. The centerpiece of the grant is support for faculty planning efforts
at the time of sabbatical (Appendix OO). Instead of sabbatical proposals merely spelling
out scholarly plans for a leave, a faculty member is now expected to provide a five-year
perspective on his or her career trajectory. The proposal becomes the basis for
consultation with senior departmental colleagues and the faculty personnel committee, as
well as a one-on-one discussion with the VPAA/Dean. The result of these consultations
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and the meeting is a letter from the VPAA/Dean spelling out shared expectations about
activity during the leave and beyond. Our limited experience with this system so far has
been positive; faculty members have generally embraced the idea of such conversations
and the resulting clarification of expectations. Thus post-tenure review has become a
formative, rather than summative, mode of assessment at Hamilton.

Finally, this year the College has developed a new, flexible departmental planning
process that include departments developing their own approaches to assessment, again
emphasizing planning rather than evaluation. Instead of the traditional self-study
submitted to an external review panel that then visits the campus and submits an
evaluation, departments are now encouraged to develop a plan (Appendix E). Such
development might include visiting other institutions that they regard as doing things well
or differently in interesting ways or doing whatever else the department thinks it needs to
do to in planning. A three- to five-year plan is then developed in consultation with the
faculty’s curriculum committee and the VPAA/Dean, which in turn is sent out to external
“consultants” for comment and feedback. These individuals may or may not be invited to
campus as part of this discussion, the point being that we will take whatever steps are
most likely to promote agreement and enthusiasm on the part of all parties with respect to
the plan. This process was developed based on the experience of two of our departments
pursuing institutional grants from the Research Corporation. Several departments have
started the process this year, and, as with post-tenure review, it has thus far been
positively received. :

Taken together, these developments indicate Hamilton’s commitment to
assessment at all levels, from individual faculty members and departments developing
plans to the broadest measures of students’ experience. What we can expect between
now and the next reaccreditation review is a continued refinement and use of these forms
of assessment.
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III: PLANNING

The 2001 Reaccreditation Report made four suggestions related to planning:

o Clarify the roles and members of the various planning bodies

° Involve faculty and student representatives in planning discussions with
Trustees

o Engage the Budget and Finance Committee in the early stages of budget
building

. Involve faculty, through the existing committee structure, in planning

Planning during the last five years has been primarily focused on achieving the
goals contained in the College’s Strategic Plan, adopted in 2002. Other studies and plans
related to diversity, student life and facilities have been completed, along with an overall
integrated facilities plan for the campus that creates a tentative fifteen-year plan for
building renovation and construction (Appendix L). Similarly, the Budget and Finance
Committee has become actively involved in the annual budget creation process. More
recently, President Stewart has clarified the purpose of the Campus Planning Committee
with the goal of creating an annual planning process that more broadly involves members
of the campus community and that is driven by both short- and long-term goals.

The 2002 Strategic Plan

Shortly after the review team’s visit, the Senior Officers, at the direction of the
Board of Trustees, drafted a strategic plan. The resulting document was the subject of
many committee and community meetings. Revisions pared the original document down
considerably, and the Trustees approved the plan in June 2002. The 2002 Strategic Plan
(Appendix G) has six goals:

o Becoming national leaders in teaching students to demonstrate their
knowledge through oral and written communication

o Becoming national leaders in offering a challenging academic program

including opportunities for student-faculty collaborations and student

responsibility

Providing the infrastructure necessary to support the academic program

Increasing support for employees, particularly with respect to diversity

Promoting distinctive academic programs

Assessing student academic performance

Progress has been made on all six goals (for details, see Implementation Plan
Update in Appendix H). Specifically,

® The College has continued to offer outstanding instruction in writing and
documented its successes as part of an ongoing assessment project.
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° One and a half support positions have been added to assist students in
developing skills in oral presentations through an Oral Communications
Center. Dedicated space has recently been allocated to the Center with
larger space planned in the upcoming renovation of the Kirmer-Johnson

building.

e The programs for collaborative undergraduate research have been
expanded 1n all areas of the curriculum.

o There is now a five-year plan for facilities financing and construction of

social science facilities. The College has also established a prioritized list
of longer-term projects with particular emphasis on student activities, art
(museum, studio arts, and theater), and library projects (Appendix L).

° The College has developed a strategic plan for diversity (Appendix I) that
pursues issues from recruitment to climate for all groups in the
community.

° The College has provided resources to certain areas of distinction,
including opening its new $56 million science center in the fall of 2005,
planning for Kimner-Johnson construction and renovation for the social
sciences and adding positions in Asian Studies and in the social sciences
through grants from the Luce and Freeman foundations.

Perhaps the most extensive work in implementing the plan has involved
developing “the infrastructure to support the core strategies.” This goal has driven
substantial facilities planning over the last three years including: programmatic planning
for a renovation of the Kirner-Johnson building to support the social sciences and
distinctive academic centers (Writing, Oral Communications, Levitt), programmatic
planning for the visual and performing arts, student life, the humanities, athletics and the
Library. These programmatic studies were then integrated together with a land use study
to provide a comprehensive look at campus plant changes over the next fifteen years
(Appendix L). Several of these facility needs are incorporated as goals in the $175
million Excelsior (capital) Campaign.

The Faculty Committee on Budget and Finance has focused its efforts over the
last four years on improving integration of financial plans with planning initiatives. In
2001 the Strategic Plan was quantified in financial terms and became the basis for a new
five-year budget projection. Subsequently, capital project plans, reviewed during
development by the Planning Committee, were integrated into a comprehensive facilities
plan. Corresponding operating costs and projections for new debt service were taken into
account to develop a plan that is achievable (Appendix L). During 2004-2005 the
Committee on Budget and Finance met several times with the Campus Planning
Committee to share issues of mutual concern including capital planning and overall
staffing.

Planning in Other Areas

One of Hamilton’s strategic goals is to increase the diversity of the campus
community. Much progress has been made in this area, in part guided by the Diversity
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Strategic Plan that was developed in 2004 (Appendix I). Of particular note has been the
improvement in the representational diversity of the student body and the faculty. The
figures for diversity in the entering classes have gone from roughly 15% to nearly 25% in
the past few years. Approximately 40% of the tenure-track hires in the last five years
have been from underrepresented groups, and roughly half were women. Further efforts
have been made to make Hamilton a welcoming and inclusive environment for all its
members. In conjunction with Cambridge Associates, the College has sponsored
workshops on relationships with student workers, recruitment and classroom climate and
“stereotype threat.”

‘ In Spring 2004, President Stewart formed a Task Force on Academic and Student

Life (Appendix J). The purpose of the task force was to assess ways of coordinating the
Division of Student Life and the Dean of Faculty office with regard to their mutual
pursuit of the educational mission of the College. The Committee issued its
recommendations in November of 2004. These recommendations are in various stages of
implementation.

In Fall 2005, President Stewart resumed chairing the Campus Planning
Committee (over the last five years this had been delegated to the Vice-President for
Academic Affairs) and clarified the roles and membership of the committee, as
recommended by the Middle States Visiting Committee. She indicated that the
committee was to be advisory to her and should be focused on thinking through major
strategic issues along with strategies for addressing them. As we entered the fourth year
of implementing the current strategic plan, she asked the committee to help inform an
annual ongoing planning focus, driven by relevant data and guided by the wisdom of the
campus community, with short and long-term goals and assessment built into the process.
The Dean of Faculty would continue to lead academic planning, with the faculty being
responsible for the curriculum. Dave Smallen, Vice-President for ITS, was asked to help
to facilitate the planning process, assuring that the committee was presented with relevant
background information, and that progress on achieving goals was annually assessed and
reported to the community and the Board of Trustees.

Committee members emphasized the need for them to be informed about campus
issues, to integrate the work of the planning committee with other standing committees,
and to find ways to involve the broader community in the work of the committee. The
first topic addressed by the committee was student retention.

The membership of the committee returned to that indicated in its original charge,
namely the President (chair), Vice-President for Academic Affairs, Vice-President for
Adininistration and Finance, Dean of Students, two student representatives and one
administrator from Communications and Development. In addition, one member of the
staff and the Director of Institutional Research were asked to join the committee, with the
Vice-President for ITS acting as facilitator. The committee met roughly twice each
month during the 2005-2006 academic year.
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IV: FACULTY AND GOVERNANCE
Faculty

The 2001 reaccreditation review rightly praised the “faculty’s perseverance and
commitment.” The report duly noted that that the faculty had adopted a new curriculum
that placed new demands on teaching while faculty members would continue to maintain
and improve their scholarship and play a major role in service and governance. The
report also suggested that the College continue to maintain, and where possible, increase
support for the faculty’s work. It also suggested expanding efforts to recruit and retain a
more diverse faculty and clarify the role of adjunct faculty. For the most part, the faculty
has successfully balanced these demands, and there are several initiatives with respect to
support and recruitment that are noteworthy. The use of adjunct faculty has continued to
be varied, particularly given the new curriculum, but policies on the hiring and
compensation of adjuncts have been become more consistent.

In order to help implement the new curriculum, the faculty expanded by five
positions. Because of fluctuations in the size of the student body, the student:faculty ratio
has ranged from 9:1 to 10:1. As of Fall 2005 Hamilton’s teaching faculty comprised 175
full-time teacher-scholars. This figure does not include Physical Education faculty or
various postdoctoral fellows. About 70% of the total faculty are tenured associate or full
professors, roughly 15% are tenure-track instructors or assistant professors and
approximately 5% are on term appointments (roughly 10% are in Physical Education). In
any given year, approximately 40 faculty members are visitors replacing faculty on
sabbatical or term appointments in two-year positions renewable for up to six years.

Diversity/Recruitment

Achieving greater recruitment and retention of women and persons of color is a
primary goal of the College. With regard to diversity, 42% of Hamilton’s full-time
faculty members are women while 58% are men. Currently 13% of Hamilton’s faculty
are faculty of color as defined by US Census Bureau categories (A frican-American,
Asian-American/Pacific Islander, Latino or Hispanic, and Native American U.S.
citizens). Another 4% are non-resident alien international faculty. Since 1999, roughly
40% of the tenure-track hires have been from underrepresented groups, and 48% of the
hires have been women.

Much of this success is attributable to greater efforts by departments and more
formal procedural requirements for searches. Job descriptions are vetted by the faculty’s
Committee on Academic Policy with an eye to the kind of pool an ad might produce. As
affirmative action officer for faculty recruitment, the Associate Dean of the Faculty
reviews applicant pools, conferring with search committees regarding the composition of
short lists and finalist groups prior to invitations to campus. Departments have also used
videoconferencing with and letters to potential candidates of color as means for
diversifying the pool of candidates. The results have been very positive. The College
has seen successes in hiring diverse cohorts of excellent faculty. In 2004-05, for
example, three women faculty of color were hired from six tenure-track searches.
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There have been a number of efforts to support faculty diversity efforts, including
a workshop on diversity recruitment for department chairs and eight focus groups of
faculty to discuss the College’s diversity efforts. Also, Hamilton recently established a
Diversity Initiatives Fund in the VPAA/Dean’s office, from which faculty and others can
request funds to support curricular development, speaking events and other projects.

Support

General support for faculty teaching and scholarship has also increased. Several
endowed funds provide support for faculty development of sophomore seminars. With
respect to scholarship, the College has established separate start-up funds to support
research for faculty outside of the sciences similar to the usual start-up packages provided
to scientists. For senior faculty a grant from Mellon has provided funds for support for
faculty plans in conjunction with sabbaticals. Under this program, instead of the usual
process of submitting a research proposal for the sabbatical, the process now involves
submission of a three-five year plan that is reviewed by the department and discussed
with the VPAA/Dean. The VPAA/Dean writes a letter summarizing the discussion and
the general expectations for the next few years; the faculty Committee on Appointments
also reviews the proposal and letter and comments as appropriate. Resources are then
earmarked in support of the plea. Finally, as departments develop collective plans
(Appendix RR), it is expected that the College will provide travel and other support to
help departments review their programs and resources.

As is the case at many schools like Hamilton, faculty members both want to
participate in service and governance and are concerned about the time these activities
might take from teaching and scholarship. To address this, the VPAA/Dean has, in
consultation with the faculty’s executive committee, the Academic Council, taken two
steps. First, they established a rough definition of a service “workload” that would create
common expectations and equity in service. Second, the Academic Council has taken
responsibility for nominating individuals for committee service, thereby spreading the
opportunities for committee service and preventing committees from “replicating”
themselves. There is now greater clarity about expectations and systematic efforts to even
out service commitments.

At the time of reaccreditation review, there was some discussion on campus,
particularly among members of the subcommittee dealing with this area, concerning
policies and levels of compensation for adjuncts. The report suggested that there be
closer tracking of adjunct appointments and clearer guidelines for compensation. The

-VPAA/Dean’s Office now has established systematic monitoring of appointments. The
adjunct budget has been cut back to eliminate non-essential offerings. Compensation
remains varied, simply because of the differences among adjuncts (e.g. emeriti vs.
teachers of introductory courses), but now there is greater clanty about proper
compensation for each of the various categories.

Perhaps more important, adjuncts have regularly become a part of the sophomore
seminar program. This is a mixed blessing. On the one hand, these adjuncts are usually
connected to the Hamilton community and this opportunity offers them a way of being
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more fully involved, often bringing different skills and perspectives to the program. On
the other hand, given the centrality of the program, it probably should not be dependent
upon adjunct support. The Committee on Academic Policy will address this as it reviews
the new curriculum over the next year or two.

Overall, the faculty is as strong as ever and support for their work in teaching and
scholarship has grown since the reaccreditation review. Certainly there are and will
continue to be issues of evaluation, of balancing the several roles of faculty members, of
maintaining vitality over a career and other issues. Nevertheless, on all these dimensions
the College has developed clearer policies and greater levels of support and will continue
to do so.

Governance

Two of the dominant “themes” of the 2001 reaccreditation report were “the need
to adopt and begin to implement an institutional strategic plan” and “the need to consider
a more consultative and participatory process for making and communicating decisions.”

At the time of the reaccreditation review, the Trustees had charged the
administration with drafting a new Strategic Plan independently, at least initially, of other
committees or campus constituencies. This charge was given, rightly or not, because of
the perception on-the part of the Board that the Faculty had not been, as the Review
phrased it, “exercising strong leadership in this area.” Predictably, many felt
“disenfranchised by this planning process.” Several drafts of the plan were vetted with
the Board and the community, sometimes with considerable controversy, and the Board
approved the Plan in 2002. Since its passage, the function of the On-Campus Planning
Committee has been oversight of the implementation of the plan, mainly through
receiving reports from senior administrators.

For the most part the governance process at Hamilton works in a way similar to
that at other institutions. Committees meet regularly with administrators, who often serve
ex officio, and there is typically considerable consultation before making decisions
(Appendix M). For example, the Faculty’s Committee on Budget and Finance, with the
VPAF and the VPAA/Dean sitting ex officio, has routinely given advice that has altered
the developing budget. Similarly, the Committee on Admissions and Financial Aid
recently revisited the question of the “SAT-optional” admissions policy adopted several
years ago and proposed that it be made permanent; the faculty unanimously passed the
motion. There are many other ongoing instances in which faculty committees make
decisions and give advice to the administration. With the exception of the Vice President
for Communication and Development, each senior administrator meets, consults with and
receives regular advice from one or more committees.

Two constant issues with this system are the degree and scope of consultation and
the role of the monthly faculty meeting. It is occasionally, and even often, the case that
individuals will feel that an issue should have been discussed more broadly beyond a
committee, perhaps at a faculty meeting or other forum, before a decision is made.
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Similarly, legislation brought by committees to the faculty meeting, even if widely
discussed, is often subject to amendment or liable to be sent back to committee, causing
frustration all around. In either case there is the sense, perhaps inevitably, that somehow
there is a better process or that more communication would alleviate some feeling of
inadequate consultation.

During the current academic year the VPAA/Dean instituted a system of regular
reporting by committees to the monthly Faculty Meeting. In previous years, there was
resistance to such reporting, the feeling being that unless legislation were being presented
there was no reason to have reports or perhaps even to meet. To this point at least the
‘new system has been reasonably well received and will, like the system of governance
generally, be an ongoing experiment. Overall, it seems that Hamilton’s governance
system works in ways comparable to other institutions of this type with some tensions as
described above.
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IV: FINANCIAL CONDITION

The report issued by Middle States in 2001 accurately captured the strength of
Hamilton’s financial condition. In 2006, the College continues to focus on, and benefit
from, financial health. Since 2001, a number of key objectives have been accomplished.
Two overarching goals framed these improvements; first, to create a more transparent
budget process, and second, to look for, and implement, ways to maximize the use of
financial resources including finding efficiencies in budgeting, processes, and personnel.
These initiatives were undertaken in the context of a third related goal of preserving and
enhancing programmatic and financial health.

Budget and Endowment Performance

Hamilton continues to run a balanced budget each year. Substantial progress was
made on several budget objectives, including increasing funds for plant renewal,
maintaining competitive wages and benefits for faculty and staff, maintaining the
financial aid discount, and maintaining program quality while holding most budgets to
minimal growth. A special draw from the endowment was authorized to support the
investment in the science building and corresponding debt service, which resulted in
three years of endowment spending slightly over the five percent guideline. As planned,
endowment spending was curtailed to bring it back into the guideline range for 2006-
2007.

_ Hamilton’s endowment has performed superbly compared to benchmarks. In
January 2006, including Planned Giving assets, the endowment stands at $626 million.
Returns have been top ranked in the universe of endowments reported by NACUBO,
13.9% for one year (53" of 687 endowments), 13.2% for three years (17" of 633
endowments), 7.3% for five years (27" of 552 endowments) and 13.5% for ten years (15"
of 463 endowments). Careful manager selection, an early move into private equity, and
asset allocation in favor of value investments allowed the endowment to weather a
significant downturn in the market. Hamilton set up a separate investment office to
provide closer oversight to the endowment. A very active trustee committee continues to
be deeply involved in strategy, asset allocation, and investment selection. Over the past
three years, this committee has reallocated a portion of the portfolio from U.S. equities to
international funds, domestic hedge funds, and real estate.

In 2001 the Administration and Finance division embarked on a project to
improve budget transparency and overall partnership with efforts in other areas of the
College. Dubbed REACH (Resources—Environment-Alignment-Community-Highest
Quality) (Appendix P), this effort set the stage for a more open and collaborative way of
working on financial matters. The vision was to give the On-Campus Budget Committee
and area budget managers whatever tools they needed to understand financial issues and
make responsible and useful recommendations for financial allocation. Improvements
include:

e Two major revisions of the annual budget report resulting in a more revealing and
understandable document.
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e Establishing a Health Care Task Force, the membership of which includes a broad
representation of campus employees. This group reviews health plans and make
recommendations for choices among and within the plans to help live within
financial means while providing needed support for employee health care
expenses.

e Amnew On-line Budget Tool that allows ready access to review budgets on-line
during the year and submit budget requests for subsequent years (Appendix O).

A balanced Five-Year Financial Forecast integrated with a Five-Year Capital
Master Plan (Appendix N). These reports were then subsequently enhanced to
calculate the financial connection between the annual operating budgets and the
audited financial statements, projecting another look at financial health.

e Preparation of Financial Ratio Analysis comparing Hamilton’s financial profile to
Moody’s AA rated institutions. This report was presented to the On-Campus and
Trustee Budget Committees.

* Moving data and reports about Hamilton on-line, including the Planning
Notebook that was previously only narrowly distributed on paper. This effort by
the Office of Institutional Research made information available to everyone
within the Hamilton community. New summary reports were also developed to
assist key decision-makers by providing a more transparent look at the meaning
of, and trends related to, the large volume of data Hamilton collects.

o Creation of a Dashboard Indicators Report (Appendix Q) that summarizes
financial and performance factors for the College in a format that is easy to read
and interpret.

e Frequent presentations offered to all employee groups, trustees, and alumni
groups above where revenues come from and how money is allocated.

Maximizing Use of Financial Resources

The College recognizes that good stewardship of available resources is a
responsibility to our current and future students, to our generous alumni, and to the
overall social good. To that end, many initiatives have been undertaken to optimize labor,
achieve lowest cost for services, and improve processes. These efforts include:

e Improving internal controls such as banking procedures, including implementing
Positive Pay, new and more secure check printing software, an accounts payable
policy and procedures manual for adding vendors, printing checks, authorization
limits, etc., review and consolidation of college brokerage accounts, an internal
controls audit and insurance review of program and facilities in Madrid, a stipend
policy, employee background screening for regular and temporary employees, and
procedures for handling petty cash. Internal controls in athletics were also
reviewed, including education sessions for coaches.

e Formation of a Trustee Audit Committee, separate from the Trustee Budget
Committee, to oversee the audit and discuss matters in internal financial control.
Part of this committee’s work was to develop a Policy on Protecting Employees
Reporting Financial Misconduct. The Committee also implemented an annual
certification process related to Conflict of Interest for trustees, officers, and
certain employees with financial authority.
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Integrating the payroll system with Human Resources employee and benefit data
through the implementation of Kronos HRIS software. We expect that this new
system, when fully implemented, will yield significant efficiency gains and
budget savings. It will also eventually enable employee on-line self-service for
personal information updates and electronic timesheet submission.
Improvements in endowment utilization including additional attention to spending
of funds that are narrowly restricted, purchase of an automated system to account
for endowed funds, and pursuit of a private letter ruling from the IRS to allow
Hamilton to commingle charitable trusts fully with the endowment, thereby
maximizing diversification and performance. We have also started to design a
database to track and display restrictions and budgets for endowed funds to allow
budget managers ready access to this information.

Improving support of Hamilton employee resources by beginning the transition
from a Personnel Office to a more progressive Human Resources functionality.
Changes underway include clarifying roles and responsibilities within their office,
developing a “partnership mentality” between the HR team and College
management, and developing an “early diagnosis” model for employee relations.
Achieving other efficiency gains by reviewing all positions on campus to
reallocating staffing to meet current needs. We also realigned custodians to
manage more square footage with no increase in staffing.

Implementing a new summer camp accounting structure so that over time '
revenues from summer programs will increase to cover costs.

Implementing automation initiatives such as on-line work order requests and on-
line tuition payments, saving office supplies, postage, and labor.

Reducing budget variability by locking in rates for foreign currency and energy in
advance.

Reviewing and rebidding all Hamilton insurance for both the Clinton campus and
off-campus programs. '
Development of an ambitious environmental protection plan; the results of which
include receiving a clean bill of health from the EPA.

Implementing a number of energy conservation initiatives including geothermal
heating and cooling (Skenandoa and Science atrium), new windows and
insulation in numerous buildings, and investment in energy efficient heating and
cooling equipment manufactured in Germany.

Development and Renewal of Campus Facilities

Hamilton’s physical facilities are the home for the activities of this residential

college (Appendix K). The ages of the facilities span two centuries. Since 2001, a more
complete assessment of long-term needs has been completed, resulting in a Campus Land
Use Plan and a Campus Integrated Master Plan. A tentative long-range plan has been
developed, spanning fifteen years. Projects completed or underway:

Renovation of most of the fraternity houses purchased after the 1995 Residential
Life decision, including Woolcott (20 beds), Eells (65 beds), Ferguson (58 beds),
Spencer House (Business and Human Resources Offices and public meeting
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rooms), Skenandoa (51 beds), Wertimer (45 beds) and Sigma Phi (scheduled for
renovation as Admission building in 2006).

Improvements in academic facilities including construction and opening of a
208,000 square foot unified Science Center and component renewal of Couper
Hall. A major expansion and renovation of Kirner-Johnson for the social sciences
will commence in 2007 and architect selection is underway for arts projects,
including a black box theater, studio arts, and a museum. Longer-term
improvements for the library, humanities, languages, and math have been
identified. The Molly Root House was renovated into classrooms and offices for
Art History, beginning progress on the future projects in the arts.

Improvements in student life facilities, including converting the former Saunders
Chemistry building to a fitness and dance center, and building new squash courts
attached to the Field House. Planning is underway to add ELS as a functional
component of the Student Activities Village and we are seeking gifts to convert a
house alongside the Root Glen to an Outdoor Education Center.

Utility upgrades including completion of sprinkler systems in all residence halls,
construction of a 46KV electric substation.

Landscape improvements including development of a campus arboretum and the
extension of Martin’s Way. '

Three significant properties were acquired. 3 College Hill Road (currently in
service for student housing), the gift of the fifty acre D’ Agostino Forest, and the
Molly Root House located at the entrance to the south campus, a property with
four acres of land that opened many new opportunities for campus development.
Three faculty rental housing units were converted to student housing to provide
beds lost in other residence halls due to fire code upgrades and renovations. The
basement rooms in Dunham were also renovated and upgraded.

Challenges Ahead

Hamilton is very successful and financially secure. However, looking forward, it

is clear that the College will continue to be challenged to achieve its own ambitions and
respond to competitive pressures for program and plant development within its financial
means. We must also guard against undue burden on students and their parents through
adequate financial aid and insure that we protect the long-term purchasing power of the
endowment. As in the past, the challenges will be to contain tuition and fees, offer
financial aid, avoid irresponsible spending from the endowment, provide for competitive
wages and benefits, manage energy costs, and avoid deferred maintenance of plant.

As we look to the next five years and beyond, several specific pressures must be

addressed:

Growth in the number of employees must be contained if the size of the student
body is held constant. The faculty has been charged with considering ways to
reallocate faculty positions as programmatic demands change, an effort which
will be challenging. Physical plant and other areas have been instructed to
benchmark their allocations of labor against industry standards with the goal of
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further streamlining the workforce. This will minimize the number of positions
that must be added as facilities are expanded.

Hamilton intends to implement an ambitious capital plan that is dependent on
fundraising and new debt service. Not only must gift goals be attained, but
limiting the amount of debt to a level that ensures financial health and does not
impose a burden on the operating budget is essential. To that end, a more formal
debt policy will be developed.

Even as the capital plan is being implemented, further attention must be given to
preserving existing physical plant assets. Additional funds for the renewal and
replacement budget for existing plant must be allocated, for example, for
residence halls on the south campus. The current goal is one percent of plant
value. The College has commissioned a full inventory and analysis of plant
through Sightlines, Inc. in order to determine a more fine-tuned goal, one that is
likely to be much larger than the current budget.

As the economic condition of the central New York region continues to decline,
the Town of Kirkland and Village of Clinton are pressing for increased support
from the College. Overarching issues of economic development in the region and
the health of the “college town” are likely to come up as future concerns. The
College has started a working group to discuss items of common concern and to
look for solutions. No immediate goals have been set and this topic will be
fleshed out over the next few years.

The creation of the Investment Office started a process of closer monitoring and
management of the endowment. The long-term management of this key asset of
the College is becoming increasingly complex as the size of the endowment
grows. As the endowment approaches $1 billion, the College will need to decide
whether the current model is optimal. Growing our investment office or
outsourcing parts of the management will need to be examined.

A number of different optimization efforts have been undertaken to achieve the
maximum number of beds on campus within existing facilities. Enrollment of the
College has grown such that housing capacity is now fully utilized. Management
of the college’s housing capacity will be challenging as we go forward. Indeed, if
the College continues to grow, new housing will need to be constructed. This
housing would probably be townhouse style residences:
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VI: COMMUNICATIONS AND DEVELOPMENT
Communications

Since the College’s last reaccreditation in 2001, the Office of Communications and
Development (Appendix U) has focused its efforts on representing Hamilton more
consistently, both visually and editorially, and on securing the funding necessary to
achieve the objectives identified in the College’s five-year strategic plan that was adopted
in June 2002. In particular, the College adopted a new graphic identity and undertook the
reputational research necessary to develop a comprehensive marketing plan. Similarly,
we planned and launched the Excelsior Campaign and that attempts to refocus donors on
facilities priorities, while at the same time maintaining their commitments to the Annual
Fund.

Hamilton College continues to refine the messages it sends graphically and
editorially to its various constituencies. In response to concerns at the time of the last
Middle States review that the College’s graphic identity was diffused, and in light of the
adoption of a new Strategic Plan for Hamilton, the Office of Communications instituted a
new graphic identity system in 2002-03. The logo design of the College Chapel cupola —
with its unique quill weather vane — signals Hamilton’s historical roots and the College’s
commitment to clear and effective oral and written communication. That design
represents a refinement rather than a revolutionary change in the way we present
ourselves visually and helps ensure that we present a positive, unified and memorable
image of the College to our various constituents.

The first two core strategies (oral and written communication and individualized
instruction) of the Strategic Plan adopted in June 2002, have been the editorial focal
points for the College’s communications efforts. Student recruitment materials, Alumni
Review feature stories and other communications aimed at Hamilton’s primary audiences
have attempted to carry these messages. Nonetheless, in arriving at these core strategies,
the College relied on a strong intuitive sense of what it does well currently and what it
has done well traditionally.

" A new president and renewed interest in heightened visibility forced the College to
look more critically at its core messages. Within two months of her arrival at Hamilton in
the summer of 2003, President Stewart formed a senior-level committee to consider ways
to enhance the College’s visibility. That group quickly recommended the establishment
of a complementary committee of alumni and parents with expertise in communications,
public relations and marketing to assist on this project. Together, the two groups
concluded that Hamilton needed to assess it reputation and test its messaging by
surveying its primary constituencies.

In January 2005, Hamilton retained the services of George Dehne and Associates
(GDA), and that firm surveyed employees, current students, prospective students and
alumni about the College’s reputation and institutional strengths (Appendix T). Also, the
College began working with Citigate Sard Verbinnen (CSV), a New York public relations
firm. A primary reason for retaining CSV was the development of a long-term positioning
plan using the research data from the Dehne study. '
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The survey work confirmed that much of the intuitive messaging was appropriate and
the long-term positioning plan resulted in the development of three core messages and a
more refined branding statement. The College is now developing a series of marketing
. plans segmented for different audiences, but all linked by the strategic vision defined by the
long-term positioning plan.

The College’s web site is a primary medium for conveying Hamilton’s core
messages. Several times during the past five years, the College has “modernized” the
design of its web site, but the first major new design in five years, including a radically
different home page concept, was launched in January 2006. In addition to being more
deliberate about conveying certain messages about the College, the new design attempts
to incorporate more seamlessly Hamilton’s visual identity.

To accomplish these objectives, Hamilton added a full-time administrative position
(currently shared by the media relations office and the electronic media office) and a half-
time secretarial position to provide editorial support for the editor of the Alumni Review.
The office was also reorganized into five teams to better serve campus clients: Creative
Services, Editorial Services, Project Management, Media Relations and Electronic
Communications.

Development

With the successful completion in December 2000 of the College’s New Century
Campaign that raised $108 million in five years, the Development Office turned its
attention to its next major fund-raising effort, while at the same time continuing to focus
donors at all levels on Hamilton’s highly successful unrestricted Annual Fund.

Using the College’s Strategic Plan as a guide, and in close consultation with the
trustees and president’s cabinet, the Development Office identified the priorities for its
next capital campaign (Appendices T,U). Ultimately a goal of $175 million was chosen
and the College announced that $80 million in gifts and pledges had been secured when
the Excelsior Campaign was kicked off officially in December 2004. The campaign has
an unprecedented emphasis ($60 million) on new and renovated facilities and includes
$40 million in unrestricted annual giving and $75 million in endowment priorities.

Prior to the launch of the Excelsior Campaign and in the years since the kickoff,
Hamilton has continued to focus donors on the importance of unrestricted giving through
the Annul Fund. In each year since the last Middle States review, the College has
exceeded its unrestricted Annual Fund dollar goals, setting a record each time. Alumni
participation in the Fund is a source of institutional pride and one of the Development
Office’s primary goals is to lead the country in the percent of alumni who participate in
the unrestricted Annual Fund.
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The College has added nine development positions to support the campaign,
including two in Donor Relations, two in the Annual Fund, one in Alumni Programs,
three in Major Gifts and one in Information Services.

Over the past decade, investments in donor stewardship and information services
have sought to improve data sharing with other offices on campus, most importantly
Financial Aid, the Business Office and the Office of the Dean of Faculty. The result has
been better coordination between these offices, which has led to improved use of
endowed funds and better donor relations.

A new point of emphasis in the past five years has been the addition of a
government relations position within the foundations and corporations office. That
function resided formerly within the Office of the Dean of F aculty. Already, annual
receivables from state and federal contracts and grants have tripled to $1.5 million.

The College continues to advance an “alumni education” philosophy through the
programming of its Alumni Relations Office. Both on campus and off, and especially
during Fallcoming and Reunion Weekend, the Alumni Office has been focusing
graduates less on social functions and more on educational opportunities. A key
component of this strategy, for example, is the scheduling of more than two dozen
“Alumni Colleges” during Reunions. Such opportunities are also provided during
Fallcoming, Volunteer Weekend and, as more extended week-long mini-courses, during
the summer. Even off-campus programs now typically involve faculty members traveling
to alumni association events to share their scholarly expertise off College Hill. And when
faculty members are not part of the program, local alumni association presidents often
build a program around the expertise of fellow graduates.

In the next several years, the College’s Office of Communications and
Development, in cooperation with the appropriate offices and programs on campus, will
develop, implement and assess a marketing plan that has as its core a new model of
research-driven decision-making. At the same time, the office will continue to focus
major donors on the priorities of the Excelsior Campaign, while still seeking to lead the
nation in alumni participation in the Annual Fund.
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VII: ADMISSION AND FINANCIAL AID

The 2001 Accreditation Review of the Admission and Financial Offices was very
positive. Since that report, the offices have continued to experience great success. The
attached “Ten Year Admission Trends” report documents these positive developments
(Appendix W).

In particular, we are proud of our increases in the quality and diversity of our
student body. Over the past five years, average SATs for incoming students improved 75
points to a new record-high of 1347. The percent of students ranking in the top 10% of
their high school class has climbed from 63% to 70%; the percent from the top 20% from
83% to 87%. The percentage of international or multicultural students has jumped from
a combined total of 17% to 23%. Thus, on these and virtually all other quantitative
measures in the area of admissions, we are pleased to report that Hamilton has been
fortunate enough to maintain or surpass any successes that the Evaluation Team found in
2001. '

The 2001 report also suggested that the Admission and Financial Aid Offices
increase their focus on the area of Assessment. Under the leadership of a new Dean of
Admission and Financial Aid (appointed Summer 2004), the area of Assessment emerged
as one of four primary “Critical Few Objectives™ for the Offices (Appendix V). Much of
this work is still underway, but having clear goals and objectives; collecting, analyzing
and measuring data annually; and understanding how our various initiatives contribute to
our successes (or not) are clear priorities for the Admission and Financial Aid Offices and
are a step in the direction that the Review Team encouraged in 2001.

Besides a new Dean of Admission and Financial Aid, since the accreditation
review, other new developments and future plans in the Admission and Financial Aid
Office include the following:

e New Director of Financial Aid appointed July 2005

e Strong Focus on Office-Wide Planning as evident in Critical Few Objectives
document (Appendix V).

e New Focus on Marketing and Visibility (complete overhaul of print and web
materials, more sophisticated and personalized mail and email sequence, targeted
and different travel, revitalized alumni volunteer program, revised prospect
acquisition plan)

* Renewed Focus on Customer Service including audit of all on and off-campus
programming, redesigned publications and messaging, focus on student and
alumni volunteer selection and training, cross training of admission and financial
aid staff members, improved use of web and technology in outreach efforts

e Development of Comprehensive Diversity Plan (focused on Geographic and

- Ethnic Outreach) as outlined in Critical Few Objectives document

e Major Focus on Assessment Initiatives including better internal tracking, audit of

travel timing and planning, market research study, admitted student questionnaire,
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and linking admission data to retention studies to understand what makes for a
successful Hamilton student

e Planned move of Admission and Financial Aid Offices to Sigma Phi building in
June 2007 (better arrival experience at center of campus, much improved space
and presentation room, better starting point for tours)

Over the next few years the offices will continue to pursue these objectives, with
particular emphasis placed on visibility and marketing initiatives and financial aid
assessment and delivery improvements.

Obviously, admission results impact everyone at Hamilton, and we continue to
depend upon and value our positive relationships and partnerships with many across
campus (and off campus) who contribute to our enrollment successes. We recognize
how fortunate our market position is during these challenging economic and
demographic times and never take our success in this arena for granted. We will
continue to evaluate and refine our admission and financial aid efforts as necessary
and hope to continue to improve upon our already good programs in the future.
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VIII: LIBRARY AND INFORMATION TECHNOLOGY SERVICES

In the last five years the Library and ITS have made substantial progress in
addressing the needs identified in our October 2000 self-study and the subsequent report
of the visiting committee.

Collaborative Efforts

The Library and ITS are among the most important academic support
organizations at Hamilton. These organizations are highly regarded for the service they
individually provide. Hamilton is distinctive for the way in which these organizations
have partnered to provide integrated services to faculty and students and our staffs have
been invited to give presentations about our collaboration. For example, Hamilton was
one of only ten institutions invited to participate in a workshop on library/IT
collaboration that was held at the Center for Inquiry in the Liberal Arts (February, 2005).
While the heads of the two organizations continue to report to different members of the
President’s cabinet (the head of ITS reports to the President, the Couper Librarian reports
to the Vice-President for Academic Affairs), they work together on college committees
and meet monthly.

The Library/ITS collaboration has been solidified by the creation of the Hamilton
Information and Learning Liaisons (HILLgroup), a support organization for faculty and
student use of information and technology staffed by members of both organizations.

" The HILLgroup provides faculty members with support teams consisting of a librarian
and instructional technologist to work through the needs of the course and help develop
manageable assignments consistent with course goals. In 2004-2005 there were 34
courses and 46 independent projects supported by the HILLgroup. As an extension of the
HILLgroup services, the Library and ITS has created the Multimedia Presentation Center
and the Information Commons and staffed the Digital Asset Management Committee.

As noted previously, the Multimedia Presentation Center (MPC), another
collaborative Library ITS venture created in 2002, provides services to assist students and
faculty with multimedia presentations, from assignment through delivery with a focus on
developing students’ abilities to effectively and persuasively communicate what they
have learned. In 2004-2005 the Multimedia Presentation Center (MPC) and the related
faculty workspace were used by 788 members of the college community in connection
with course-related multi-media projects (Appendix Y). The quality of the work done in
the MPC was recognized in August, 2005 by Campus Technology Magazine as one of
only 12 institutions of higher education designated as technology innovators — and the
only liberal arts college so recognized!

The Information Commons (IC) located on the main floor of Burke Library is a
major hub of learning and research on campus, bringing together high-capacity
computing tools, print and electronic resources of the Library and professional assistance
of both reference librarians and information technology staff to provide a single point of
service for the campus. The IC provides work areas that encourage collaboration, and
modern technology for accessing, manipulating, analyzing and presenting information.
Technology is integrated with books, and other printed material and services and
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reinforces the interplay among them. The co-location of the IC with the MPC provides
the opportunity for students to conduct their research, use library materials in the
development of their ideas, and produce a final product, whether that be a printed paper, a
poster session, a PowerPoint presentation, or a video. We anticipate rearranging the
MPC and IC so that we can consolidate to one service desk and provide a higher level of
service.

HILLgroup members also participated on a committee to study Hamilton’s needs
for managing its digital assets. “Increasing use of digital objects of all types, including
digitized video, graphics, photographs, audio and large data sets has created increasing
demand for both online and offline storage. As the personal collections of faculty
increase, it is becoming more difficult to insure that these digital assets can be adequately
preserved, retrieved and shared in the course of the teaching and learning process.”

The committee conducted surveys and interviews with faculty and staff at Hamilton and
evaluated five systems that were developed to manage digital content - ultimately
recommending one system to pilot at Hamilton in 2006-2007.

Library Efforts

The Library is one of the most significant technology centers on campus after ITS
(Appendix AA). Library technology staff work very closely with ITS staff in a
partnership that could serve as a model for other institutions. While ITS manages the -
technology needs for the campus generally, the Library technology staff does its own web
site programming, portal channel programming, management data sharing and reporting,
digital asset management, digital imaging, server administration, and course management
support. The Library also manages a state-of-the-art integrated library system. There is a
high level of coordination and cooperation between the Library and ITS in carrying out
these endeavors.

In the Fall of 2004 the Vice-President for Academic Affairs formed a task force to
study the programmatic needs of the library and ITS now and in the future, and how these
needs might be met by an expansion of the existing Burke Library (Appendix CC). The
task force completed its work in the Spring of 2005 identifying four important challenges
that require immediate attention: providing services and infrastructure needed to support
the changing nature of teaching and learning; maintaining a balance between virtual and
print collections; maintaining the quality of collections and the space to house the
growing collection of materials; creating the infrastructure to make our distinguished
special collections secure and accessible to our academic program. Karen Boyd, of the
architectural firm Butler Rogers Baskett, translated the report’s recommendations into
space requirements and provided analysis as part of an overall integrated facilities plan
(Appendix DD). The expansion of Burke Library is tentatively scheduled for sometime
between 2010 and 2015.
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Physical Changes in Burke Library

At the time of the expansion and renovation of the science facility, it was
determined that that Science Library should be integrated into Burke Library. This was
accomplished. This integration provides better reference service and longer hours for
science students. It also brings the collection together in a way that enhances
interdisciplinary work, especially that which takes place in the sophomore seminars. This
change does create added pressure on the shelving capacity of Burke Library, a need
which must be met by a library expansion in the near future.

The basement of the library was largely converted into compact shelving for back
files of bound periodicals and large monographic sets. Compact shelving more than
doubled our shelving capacity in those areas. Since the basement was the only floor that
could bear the added weight of compact shelving, ITS offices were relocated to the north
side of the 3" floor of Burke Library. ITS benefited by bringing all its staff together into
one location, the Library benefited by gaining shelving capacity, faculty benefited by
regaining six faculty carrels which had been used by ITS as offices. There was a loss of
about 80 student study carrels on the 3™ floor of Burke.

The library also sent 15,000 volumes of bound periodicals into remote storage.
Virtually all of these volumes are ones the Library holds electronically as well as in print.
In the three years these volumes have been in remote storage, we have made only one
request for the physical volumes.

Electronic and Other Resources and Access

In 2001 the Library implemented a new library automated system (Endeavor) to
manage the acquisitions, cataloging, circulation and ILL operations as well as provide a
powerful online public catalog. We also implemented a URL link resolver (“Find it”)
which takes users directly from a citation in an index database to the full text of the
article. “Find it” received widespread acceptance immediately upon implementation. It
stands as a mainstay of Library service today.

The Library has added a number of important electronic resources in the past five

years, including:

e SciFinderScholar
Early American Newspapers, Series I, 1690-1876
New York Times historical collection (1851-2002)
PsycArticles
ScienceDirect

e American Chemical Society Web Editions
In addition, the Library has implemented EZ Proxy which allows off-campus access to
our electronic resources for all students and faculty.

The Library continues to work on a federated search system which will allow
users to search multiple databases simultaneously. With the significant expansion of the
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number of electronic databases to which the Library subscribes, it can be daunting for a
student to know which database to use when starting his/her research. A federated search
will allow the student to search a broad range of databases and will be useful in the initial
discovery process of research.

Access to some of our special collections has been significantly enhanced by
digitizing 960 Civil War enlistment forms from the NY 117" regiment (Oneida Co.) and
366 Civil War letters including 57 George Pearl letters written to his family in Clinton,
N.Y. We have also digitized 30 years of the journal Shaker Manifesto (1869-1899) and
are in the process of tagging the data so that we can create appropriate indexes. These
projects have been funded in large part by annual grants from the New York State
Regional Bibliographic Data Bases (RBDB) program. The Library will continue this
program so long as funding from New York State remains in place. We are using the
experience gained through work on these projects to better evaluate Digital Resource
Management systems. We will need to implement such a system as our digital collection
expands beyond our capability to manage with a locally developed system.

One problem facing the Library is the rising costs of acquisitions. The
acquisitions budget, like the entire operating budget, has been largely flat for the last five
years resulting in the significant loss of purchasing power. With periodical subscriptions
increasing at a rate of 8 percent annually, the Library had to undertake a significant
periodical cancellation project in 2003. The Library makes use of consortial purchases,
online article ordering rather than subscriptions to try to contain costs. The Library will
continue to seek ways to economize but a continuation of very small increases will -
ultimately result in the loss of important resources. By comparison to other colleges in
the U.S. News & World Report top 25 liberal arts colleges, Hamilton ranks at or near the
bottom in funding for acquisitions (Appendix BB). It needs an infusion of approximately
$250,000 to its annual book budget to reach the midpoint of our peers.
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ITS Efforts

There has been tremendous growth in the ITS infrastructure (Appendix X). The
number of technology-enhanced classrooms has risen over 500% (from 14 to 72) over the
last five years to meet the rising need by faculty for teaching spaces in which they can
use technology (Appendix Z). The most recent addition of 28 such spaces in the new
Science Center has provided Hamilton faculty with modern, state-of-the-art teaching
spaces. The campus network also continues to expand as buildings are constructed or
renovated. For example, the completion of the Science Center increased the number of
wired network ports by approximately 25%, to 5,000. In addition, as buildings are
renovated wireless access is being provided. As mentioned earlier, the number of
technology-enhanced classrooms has substantially increased and the number of computer
application servers has increased to over 50.

There have also been significant improvements in providing access to college
information, in part spurred by changes in leadership for the Business Office and
Admissions. Examples include: the entire budgeting and expense reporting systems are
now Web-based, greatly simplifying the budget creation and reporting functions; the
admission recruiting process has a substantial Web-based component and the transition
from high school to Hamilton is facilitated by a series of Web-based activities required of
all entering students during the summer preceding their enrollment.

Similarly, student course registration, demographic information, and
grades/transcripts are all readily available through a Web interface. A growing number of
alumni, over 9,000 as of December 2005, are actively using HOLAC (the Hamilton On-
Line Alumni Community) to keep in touch with classmates, share information, and
access the electronic version of the Alumni Review magazine. A new Human Resources/
Payroll system is being implemented and it will provide for Internet-access to personnel
information. Finally, the college web site is being redesigned with a particular emphasis
on effectively communicating the strategic emphases to prospective students. The first
stage of the redesign was completed in January, 2006.

The partnership between ITS and the Office of Communications and
Development is a model for how to divide responsibility for the technology (ITS) and the
content ( C & D) for the Hamilton web site. In 2002 Hamilton was one of the first
institutions to use a content management system for maintaining the consistency and
accuracy of our Web information. SiteManager, our content management system, allows
staff in college offices to efficiently maintain their Web information in a way that is
consistent with the overall college design

A key component of our efforts to make information available on-line has been
the development of the My Hamilton portal. My Hamilton provides a customizable,
personalized point of access to college information for all members of the Hamilton
community. A goal of My Hamilton is to make it easy for people to find information and
transact business with the college in a highly efficient manner. My Hamilton continues to
deliver Web content to all constituents of the Hamilton College community (prospective
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students, students, faculty, staff, alumni). For 2004-2005, 99% of students, 95% of
administrators/staff, and 91% of faculty have used My Hamilton.

Library/ITS Support Services

Audiovisual Services reports to the Library as it did in 2001. Increasingly, the
classroom technology environment has become more complex at the same time that
faculty desire to use technology in connection with their courses has spiraled upward.
Planning for, and supporting, these classroom spaces has become ever more challenging.
As aresult, the heads of Audiovisual Services (AV), the Library and ITS have agreed that
AV should merge with ITS, effective July 1, 2006. The goals of this merger are to
deliver the highest possible quality of support for classroom uses of technology and
campus events and to do so with an efficient use of resources. With institutional
constraints on financial and personnel resources it is essential that we find new ways to
provide needed services while at the same time meeting increasing demands. We feel
that this merger will meet both these criteria. The merger was announced to the campus
in January 2006 and details of the reorganization are being worked out through
discussions among the staffs.

The support provided to faculty and students by the Instructional Technology
Support Services team has led to an increase in the number of faculty using technology in
the connection with their courses, particularly in the use of all forms of electronic media.

For example, the Blackboard course management system is used by 66% of the courses
offered last year.

Data from the COSTS project demonstrates that Hamilton is among the most
efficient in its use of IT resources (U.S. News top 25 is the peer group). For 2004-2005
Hamilton ranked 19" out of 25 in per capita spending on IT and 17" out of 25 in IT as a
percentage of total institutional budget. In particular, we make very effective use of
student help to provide IT services, ranking 5" in the percentage of IT support provided
by students (38%) and 18" in the percent of the IT budget devoted to personnel costs
(49%).

New Challenges

Assuring the integrity and privacy of information has become increasingly
complex. Almost daily there are reports of colleges and universities that have had
confidential information compromised through break-ins to their computer systems.
These incidents are not only costly in terms of direct costs for notifying individuals
whose information may have been stolen, but the negative publicity from these events
can damage the institutional reputation.

To address these threats ITS initiated a major continuing effort to educate each
member of our community and raise awareness about their role in improving information
security. In addition, we have implemented new technologies to mitigate security risks.

IT organizations are facing constrained budgets and staffing and the resulting
organizational stresses brought on by trying to meet increasing needs without
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corresponding increases in resources. Ongoing management of intellectual property
issues, disaster recovery planning and the care and feeding of a growing infrastructure all
are challenges being faced by ITS. To meet these challenges we are more aggressively
pursuing outsourcing, rethinking ways of providing services, partnering with other
departments on campus, and collaborating with other institutions.
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IX: STUDENT LIFE

There were many significant changes in the area of student life in the years just
before the 2001 reaccreditation review. The most important shift was the implementation
of the 1995 Residential Life Plan. The plan entailed huge changes for the College
including the acquisition and renovation of fraternity houses, and the programmatic
changes outlined in the report. Other significant changes involved the shift from a 24-
hour health center, the creation of an Adventure Program, and enhancement of the Career
Center.

Since 2001, there have been several major initiatives, including the reconstitution
of the Campus Coalition on Alcohol and Other Drugs in 2003, improvements in the
quality and diversity of campus residence halls, increased efforts to deal with issues of
diversity and disability, and better integration of academic and residential life.

Alcohol Coalition

The reconstitution of the Alcohol Coalition in 2003 came about since previous
efforts in this area, such as “social norming,” failed to have a significant impact. In
addition, increased regulation of campus social events began causing more students to
consume alcohol at off-campus events and locations. Finally, there was a perceived need
for greater consistency in enforcement.

The Coalition members include a broad cross-section of students, faculty, staff,
and administrators. Following several months of research and discussion in 2004-2005 L
the Coalition decided that any significant change in the role of alcohol in the campus
culture required a multi-faceted approach involving all elements of the Hamilton
community. These elements included policy and enforcement, academic environment,
education programs, social/residential life, and student organizations and private societies
(Appendices EE, GG).

In the area of policy and enforcement, the Coalition proposed adoption of a social
honor code, the development of a point system for all judicial violations, the
implementation of a set of citizenship rules for all athletic teams, and the encouragement
of anonymous reporting through the TIPS line. After significant discussion within the
student body, students have elected not to pursue the social honor code concept, but the
remaining policy and enforcement recommendations are either in place or in process. In
particular, the point system, implemented in 2005-2006, appears to be having a
significant impact on student behavior. Consequences of incurring points include
parental notification at 4 points, probation at 6 points and suspension at ten points
(Appendix FF). To date, violations are down in general and vandalism is down
significantly.

The Coalition also proposed that faculty consider ways to better distribute courses
across all days and time slots, thus postponing the start of the weekend to Friday rather
than Thursday. Through the efforts of the Dean of the Faculty and Committee on
Academic Policy, a plan has been developed that will help to resolve this and other
course scheduling issues.
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The Coalition’s work has also focused on education programs. AlcoholEdu, an
on-line alcohol education program, is now required of all first year students. Another
step has been the implementation of the First Year Forum (FYF), now a requirement for
all incoming students. FYF is an ongoing orientation program with faculty/ student/
administrator leadership that covers issues relevant to new students (Appendix EE).
Based on feedback from leaders and students involved in the inaugural year, regular new
student orientation and FYF will be modified for future classes to reduce redundancy in
subject matter, and upper class students will have more significant leadership roles.

The Coalition has encouraged initiatives around social and residential life.
Student organizations and the Coalition have worked together to create the Friday
LateNite program, a varied series of alcohol free social events. The plans to renovate the
Emerson Literary Society building so that it will function as the sort of student
organization/*hang-out” space that students have been seeking will also contribute to the
enhancement of campus social life. Another step is the guaranteed substance-free
housing for any first year student requesting it. The College is also exploring ways to
predict demand and allocate the right number of substance-free spaces for upper-class
students, with the knowledge that their interest in sub-free housing seems to be
contingent upon the desirability of the residence hall. Other enhancements include the
increase in Campus Safety personnel on Thursdays, Fridays and Saturdays — a move
toward more consistent enforcement of behavioral standards — and the examination of
policies pertaining to third-party catered events in order to make them more accessible
and affordable for students.

Finally, changes have been made and work continues in the area of student
organizations and private societies. All Greek organizations now have a faculty or
administrative advisor, and these societies have implemented a standardized rush and
pledge schedule that limits the pledging period to seven weeks, ending no later than two
weeks before the last day of class in the spring. Greek organizations are also now subject
to an annual review designed to measure each group’s activities against the ideals laid out
in their charter. While there is certainly much yet to accomplish in'this area, this is a big
improvement.

Residence Hall Quality and Diversity

Another major initiative undertaken by the Division of Student Life since 2001
pertains to both the quality and diversity of the residences halls since the 1995
Residential Life decision. As noted in the discussion of Budget and Finance (20-21), five
former fraternities have been renovated since 1995, creating nearly 240 beds, one
dormitory (North Hall) has also been renovated (35 beds) and four frame house rental
units (approximately fifty beds) have been converted to residence space. In the summer
of 2006 another dormitory on the north campus, Kirkland Hall will also be renovated
while maintaining roughly the same number of beds.

Beyond obvious considerations of quality and safety, the long term goals of future
renovations will be to reduce the number of undesirable triples and quads, and to ensure
that any new beds added to the system are apartment style. Between now and the next
reaccreditation visit there will be significant efforts to renovate the residences on the
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south side of campus. At least some of these spaces have had minor improvements, and
there will be greater renovation efforts in these residences in the next few years.

Diversity and Disability Issues

The College continues to strive for a campus community that is more diverse by
all standard measures. The Division of Student Life is committed to ensuring that
programs and services support our increasingly diverse student body and our aspirations
for greater diversity. As one step in this process, we have revised and revamped the
former Assistant Dean of Students for Multicultural Affairs position and recruited an
experienced and dynamic individual who is working on a number of diversity initiatives
across the campus, including making sure that students with disabilities receive
appropriate support. Here too, there is much yet to accomplish, but we have made real

progress.

Hamilton is committed to providing equal opportunity and access to qualified
students with disabilities. Although the College does not have a specialized program for
students with disabilities, the Associate Dean of Students for Diversity and Accessibility
coordinates individualized accommodations and support services for any student who has
a documented need. In addition, students with disabilities are encouraged to take
advantage of support services such as the Writing Center, the Language Center, the
Quantitative Literacy Center, and the Peer Tutoring Program that are available to all
students. Approximately 100 students have requested accommodations on the basis of a

- documented disability, with ADD/ADHD and other learning disabilities as the most
common diagnoses.

Integration of Academic and Residential Life

A fourth initiative has challenged the College to pursue increased integration of
academic and residential life. Through programs and enforcement, the Division of
Student Life works hard to ensure that the residence hall environment supports the
academic mission of the college and students’ right to sleep and study. In addition,
however, students have expressed an interest in more opportunities to interact with
faculty beyond their courses. Working to find appropriate means to facilitate this
interaction without overtaxing faculty is a goal of the Division of Student Life.
Beginning next fall we will be testing several programs designed to create intentional
connections between faculty and first year students. These include a first year housing
program for 40 volunteer students that is linked to an academic course; clustering
students with a shared academic interest in the same general area of a residence hall and
assigning a faculty advisor to that group; encouraging faculty to invite their first year
students to dinner at their home or to participate in an out-of-class social activity
together; and creating seminar rooms in several predominately first-year residence halls.
The goal is to'maximize the opportunities for first year students to interact with faculty in
informal ways, and to interact with one another around intellectual topics. At then end of
the fall 2006 semester we will evaluate these initiatives to determine which, if any, we
want to continue on the same or a larger scale.
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X: ATHLETICS

Over the last four years, the Physical Education department has taken several
important steps in addressing the concerns and issues identified in the 2001 Middle States
report. The 2001 report cited concerns regarding student athlete grade performance,
league affiliation, job descriptions, booster club finances, strategic planning, and
communication (Appendix NN). To date, each of these areas has been addressed and is
in various stages of resolution.

Academic Performance

The issue of academic performance and athletes has been addressed on two fronts.
On the admission side, new league policies have significantly reduced the number of
student athletes receiving preference in the admission process. The New England Small
College Athletic Conference has legislated specific numbers for each institution. At
Hamilton, we are allowed 69 athletic admissions who are below our pre-determined
average. In addition, the league has also determined that only 25% of these students (17
for Hamilton) can be in the maximum range below the college average. These policies
have required coaches to become more efficient in their recruiting efforts and have
resulted in the recruitment of greater numbers of academically strong student athletes.
These policies have also required athletic administrators to make difficult decisions
regarding the allocation of opportunities (“slots™) for each team (Appendix JI).

On the performance side, efforts have been made to increase awareness and
accountability for student athlete academic performance (Appendix KK). Over the past
three years, student athlete grades are now identified by team in the college Datatel
system. Coaches and athletic administrators closely monitor the academic progress of
each team member every semester. Analysis shows that student athletes as a group
perform slightly below their non-athletic counterparts. Last semester the general average
grade point average was 86.8, while the average for student athletes was 85.5. Team
academic performance is ranked in the department by team and gender, and is discussed
at staff meetings at least twice per year. Departmental goals are set regarding future
performance. Results show that while athletes as a group perform almost as well as their
non-athletic counterparts, it is clearly the female athletes that carry the group. More work
needs to be done to improve the overall academic performance of our male athletes.

Along these lines, coaches have been encouraged to closely monitor higher risk
members of their teams. To assist them in this endeavor, faculty liaisons are now required
for all teams. While there is no structured job description for these liaisons, most provide
additional mentoring and academic support for the teams they work with. Study skills,
time management and counseling are all part of the services they offer. In addition,
improved communication between the Dean of Students office and the athletic program
has enabled coaches and athletic administrators to be better informed regarding the mid
term and end of term status of student athletes. Mid-term warnings and probation
information are now made directly available to the coaching staff.
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NESCAC Affiliation

The decision to make a commitment to participate more fully in NESCAC has
had mixed results and continues to be an important issue. In 2001 Hamilton decided to
commit to playing full schedules in the following NESCAC sports: Football, Volleyball,
Men’s Ice Hockey, Women’s Ice Hockey, Baseball and Softball. In addition we agreed to
participate in all single site championships for individual sports. The remaining team
sports (Soccer, Lacrosse, Field hockey, and Basketball) retained the affiliation with the
Liberty League. This year, Tennis will make the move to participating in a full NESCAC
schedule.

While Hamilton has enjoyed the benefits of increased visibility with our
NESCAC counterparts, it has not come without some difficulty. The competition level in
NESCAC is the best in the country-and we have struggled to be competitive in several
sports. We are also working to increase the financial commitment necessary to cover the
additional travel. To date, there have not been substantial problems with missed class
time because of travel obligations.

The College is considering increasing our participation in NESCAC. A four
person committee comprised of the Dean of Admission and Financial Aid, the chair of
the Committee on Athletics, the Executive Director of Communications and the Director

of Athletics is exploring the potential merits and liabilities of incremental or full -
NESCAC participation.

Gender Equity

Striving for gender equity has been a priority in the department over the past four
years (Appendix II). At the time of the 2001 report there were major concerns regarding
Job descriptions, workload distribution and support. These problems were particularly
prevalent among women coaches, which may have led to considerable turnover within
that group. Since then, the athletic administration has taken steps to balance the
department workload more equitably, making decisions on length of season (spring/fall
versus winter) rather than job seniority. Because Hamilton continues to be understaffed
relative to our NESCAC peer institutions, we have cautiously moved toward the use of
part-time head coaches (in an equal number of women’s and men’s sports) as a means to
alleviate the problem of double head coaching duty. We are experiencing mixed results
with this arrangement. We will need to properly evaluate the longer term prospects for
success for the overall health of our programs and to determine how our student-athletes
are best served. The re-distribution of the departmental workload has fostered a steady
improvement in staff morale and better retention of our female coaches.

Another issue of equity relates to booster club finances. In 2001 the department
was struggling to balance the donations received from friends and alumni. Historically,
donations to men’s teams have been higher, and this creates problems in terms of
providing equitable resource opportunities for women athletes. With-support and
assistance from the Committee on Athletics and the development office, the department
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made significant progress toward providing equal booster club support for our women’s
teams. Minor changes in the wording of the annual solicitation letter have been effective
in promoting and securing greater financial support for the general fund (an account
created for the exclusive use of women’s programs). In addition, larger gifts are solicited
annually from trustees and are specifically directed to the general fund. For example, one
trustee matches all gifts to the general fund. It is hoped that these changes will represent
the preliminary steps in establishing an endowment for women’s sports.

The result of these efforts has been considerable. Over a four year span the
balance in the general fund has more than doubled. In March, 2003 the balance was
$49.,839 and rose to $114,192 in March of 2006. Over the past two years women’s
booster donations have kept pace with the men. As of March 2006 women have received
$27,780 in gifts compared to $39,985 for the men. While not yet equal, the numbers are
far better than in previous years. Resources from the general fund have supported a
women’s basketball team trip to the Bahamas and will support upcoming trips for both
women’s squash and soccer. . \

Strategic Planning and Communications

The Hamilton College Strategic Plan of 2002 said very little in terms of
intercollegiate athletics and recreational sports. There has been more recent interest in the
relevance of athletics in the overall mission of the College. Since 2002 the department
has advocated for, and the administration has recognized, the importance of competitive

"athletic and recreational facilities. In 2003 a needs assessment for athletic and
recreational facilities determined,the priorities to initiate planning and construction.
Currently, the construction of squash courts, offices, locker rooms, a sports medicine
facility, fitness center, dance studio and climbing wall are underway.

Internally, the department has taken on the task of creating a strategic direction
(Appendix LL). In the fall semester of 2004, with the help of an outside facilitator, the
department discussed and constructed a strategic plan for self- assessment, policy making
and communication. All members of the department participated in the development of
this document as well as other operational policies that seek to streamline and organize
athletic department business, communication and focus. This continues to be an ongoing
priority in shaping our future direction. :

External communication is also a priority for the athletic department. In our
discussions we identified that our role and visibility as faculty members are important
components in our overall strategic direction. Integration into the mainstream of campus
life has been a priority for members of the athletic department. Coaches attend faculty
meetings regularly and participate in many faculty committees, and they attend
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Convocation, Commencement and other annual campus ceremonies and events. Faculty
liaisons for each team have helped broaden the understanding of intercollegiate athletics
in the campus community and have strengthened the relationships between coaches and
. academic faculty.

Looking ahead, it will be important for members of the department to work
together creatively to find ways to develop and maintain strong programs. Further
collaboration regarding recruiting methods in conjunction with clear and consistent
admission policies will help coaches attract and yield the best student athletes. Improved
facilities will also assist coaches in their efforts to attract the best and the brightest.
Attention to current budget limitations will be necessary since greater resources are
needed to support all teams equitably and at a level comparable to our peers. Pending
decisions concerning greater NESCAC participation, funds may be required to support
additional necessary travel.

The department must continue to be mindful of the delicate balance between
athletics and academics. Program expectations in and out of season must be kept in
perspective despite increased pressures for success. A more structured agenda should be
implemented to support “at risk” student athletes, and the department must research and
employ a strategy to improve the academic performance of male high profile athletes. In
addition to academic performance, there will be an increased focus on campus citizenship
among student athletes. The athletic department is currently working with the Dean of
Students to formalize a citizenship policy and an anti-hazing agreement for athletes to be
included in the department handbook.

A move toward “tiering” teams was initiated last year with the goal of assisting
some programs in gaining a competitive edge. The primary strategy thus far has been to
provide an admission advantage to a select group of teams, enabling them to yield greater
numbers of talented student athletes. In addition we have made some budgetary and
staffing decisions aimed at greater support for teams in the top tier. Likewise, there is a
need to define realistic expectations for our lower tiered programs and especially for
those coached by part-time staff members. We have seen some early positive results, and
will determine whether these changes will have significant long-term benefits.
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Appendix B

The Hamilton Plan for Liberal Education

The Hamiiton Plan for Liberal Education provides highly motivated students with both the freedom and the
responsibility to make educational choices that emphasize breadth and depth. Unique to this plan are two
distinct capstone requirements -- one at the completion of the general education sequence (The Sophomore
Seminar) and one at the conclusion of the concentration (The Senior Program) -- that serve as integrating and.
culminating experiences for students at decisive points in their undergraduate careers. The new plan builds on
the strength of the concentration and The Senior Program by instituting a Sophomore Program and reinvigorating
the advising system. To staff the new curriculum, eight faculty positions (five new FTEs plus three new endowed
chairs) will be added, effectively lowering the College?s student-to-faculty ratio to 9-to-1.

A. General Education

As part of the new Hamilton Plan for Liberal Education, the faculty has significantly strengthened the general
education sequence by: (a) replacing distribution requirements with a series of recommended goals; (b)
instituting special first- and second-year seminars; (c) reaffirming the centrality of writing; (d) reinvigorating the
advising system; and (e) establishing a multidisciplinary seminar program at the end of the sophomore year that
culminates in an integrative project with public presentation. Highlights of the general education program
include:

First- and Second-Year Proseminars -- to ensure a high level of engagement early in their studies,
students will be encouraged to participate in four special classes: small, rigorous courses of no more than 16
that offer intensive interaction among students and between students and instructors, through emphasis on
writing, speaking and discussion, and other approaches to inquiry and expression that demand such intensive
interaction. (Effective with the 2001-2002 academic year)

The Writing Program -- all Hamilton students will be required to pass three writing-intensive courses,
each taken in a different semester during the first two years of study. (Already in effect)

The Advising Program -- with the elimination of distribution requirements, the advising system will
become less administrative and more substantive as faculty members help students develop their own
academic programs and understand the implications of their choices. (Effective with the 2001-02 academic
year)

The Sophomore Program -- The Sophomore Program will take the form of a series of seminar offerings
that emphasize inter- or multidisciplinary learning and culminate in an integrative project with public
presentation. As one possible example, the faculty may choose to pursue a seminar titled "Forever Wild: The
Past and Future of the Adirondacks." Such an offering might include content in natural histery, political
history, ecology, geology, popular culture and the environment, and would attract faculty members from
many disciplines and interest students with diverse backgrounds. The culminating experience might take
place in the Adirondack Park, taking advantage of the College's location. (Effective with the 2002-2003
academic year)

B. The Concentration

The number of courses normally comprising a concentration is between eight and 10, depending upon the
department or the program. In addition, each student is required to complete a senior program, as defined by
his or her concentration. Many students also complete an independent study.

The Senior Program -- Each department and program of concentration has designed a senior program
to serve as an integrating and culminating experience for the concentration by requiring students to use the
methodology and knowledge gained in their first three years of study. Building on their coursework and
demonstrating their increasing ability to work independently in terms of both motivation and subject matter,
seniors are required to produce a significant synthesis of knowledge by means of one of the following: a
research project leading to a written, aural or visual creation; a seminar for concentrators, including a major
presentation and research paper by each student; or comprehensive examinations ideally involving both
written and oral components. (Already in effect)
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I. Letter from David Paris, Dean of the Faculty

July 28, 2005

Dear Colleagues,

I hope you are having a pleasant and productive summer. The fall semester will soon be upon us, and 1 am writing
to provide some information about the New Student Orientation program (see attached schedule). The first event for
faculty is the President's reception on Tuesday, August 23 at 2:00 p.m. Each department and program should be
represented at the reception, and having an even greater representation would certainly be welcomed by new students and
their parents. I encourage you to attend.

Faculty will convene in Kimer-Johnson Auditorium on Wednesday morming, August 24 at 8:30 a.m. to discuss
advising practices, the Honor Code, and other matters. All faculty advising new students are expected to attend; all faculty
are encouraged to attend.

The joint session for the entering class and the Faculty will be held Wednesday at 9:30 a.m. in Wellin Hall, All
faculty are expected to attend. A panel of faculty will welcome the class and get them thinking broadly about their
intellectual interests and course selection. Advisors will meet with their advisees as a group beginning at 10:30 a.m,
Advisors are requested to include discussion of the Honor Code in this group session, which can last until noon or longer.

After lunch, advisors may schedule individual advising meetings throughout the afternoon (as well as on Thursday
morning and afternoon). Please note on the attached schedule concurrent events that your students might need to attend
that you should consider as you schedule appointments. These events include the Academic Information Sessions and
voluntary sittings for the Quantitative Skills Exam.

In a change of practice this year the Academic Fair has been discontinued. Poor attendance and lack of clear
purpose have suggested that the event is not necessary. We will continue the practice of Academic Information Sessions,
which will be conducted by representatives of Pre-Health Professions, Pre-Law, Study Abroad, and Hamtech: Liberal Arts
& Engineering. These sessions will be held at 1 p.m. and repeated at 2 p.m.

Students may sit for the Quantitative Skills Exam at lor 2 p.m. Although the exam is voluntary, advisors should
strongly encourage those students to take the exam who do not expect to fulfill the Quantitative Literacy Requirement
through taking a course.

Wednesday’s events will be followed by a picnic on the Commons Quad, beginning at 5:30 p.m.

To greet our new colleagues and reconnect with old ones, you and a guest are invited to join us Friday evening,
August 26 at the Annex of Beinecke Student Activities Village for hors d’oeuvres and drinks beginning at 6:00 p.m.,
followed by a buffet dinner at 7:00. Please return the attached sheet indicating whether you will attend.

Thank you for your participation in these events as we begin the 2005-2006 academic year!

Sincerely,

David C. Paris
Vice President for Academic Affairs
and Dean of the Faculty
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Il 'Faculty Orientation Schedule

Faculty Schedule for New Student Orientation, August 2005

This schedule lists events relevant to faculty and all events associated with advising and course registration for
new students. Please refer to the student schedule for a complete list of events.

Tuesday, August 23

2pm — President’s Reception

Students and their families are invited to talk with the president, deans, administrators, and faculty
representatives from each office and academic department.

McEwen Breezeway and Kirner-Johnson Lawn (Rainsite: Beinecke Village Annex)

Wednesday, August 24

8:30am-9:30am - Advising Nuts and Bolts

VPAA/Dean David Paris and Associate Deans Kirk Pillow and Phil Klinkner will discuss advising practices and
other matters. Attendance by all new-student advisors is expected.

Kirner-Johnson Auditorium

9:30am-10:30am — Making the Most of Your Hamilton Experience

A joint student/faculty assembly with presentations by a panel of faculty. Attendance by all new-student
advisors is expected.

Wellin Hall

10:30-12pm — Group Advising Sessions
Students meet with advisors in their offices.
Faculty Offices

12-1pm — Lunch

Faculty may accompany their advising group to lunch, or may request bag lunches delivered to their offices, if
they prefer to continue group advising through lunch. Lunch will be served in the dining halls until 2pm in case
faculty wish to adjust the schedule further.

Commons and McEwen Dining Halls

1pm-5:30pm — Individual Advisor/Advisee Meetings

. Faculty meet with advisees, keeping in mind as needed the other events scheduled concurrently. Department
chairs and program directors should be reachable during these hours to take questions from students and
advisors.
Faculty Offices

1pm and 2pm — Quantitative Skills Exam

Two voluntary sittings for the quantitative skills exam will be held at these times. During the morning group
sessions, advisors should encourage their advisees to sit for the exam if they do not expect to fulfill the
Quantitative Literacy Requirement through taking a course.

Location information available in New Student Orientation boollet
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1pm and 2pm — Academic Information Sessions

Concurrent information sessions will be held for students interested in Pre-Health Professions, Pre-Law, Off
Campus Study, and Hamtech: Liberal Arts & Engineering. Each session will be held at 1:00 and again at 2:00.
Locations available in New Student Orientation booklet

5:30-6:45pm — New Student and Faculty Picnic
Commons Quad (Rainsite: Commons Dining Hall)

Thursday, August 25

8-9:45am — Individual Advisor/Advisee Meetings
Faculty Offices

10am -12pm - “Toto, We’re Not in Kansas Anymore”
An interactive presentation on diversity by Dr. Maura Cullen. Faculty are encouraged to attend.
Wellin Hall

12pm - Lunch
Commons and McEwen Dining Halls

12:30-2:30pm — Individual Advisor/Advisee Meetings
Additional time for advising sessions, as needed.
Faculty Offices

1:30-4:30pm — Course Registration
G-L - 1:30-2:15pm
A-F —2:15-3:00pm

M-R - 3:00-3:45pm
S-Z — 3:45-4:30pm

Friday, August 26

8:30am-12pm
Advisors should be available or reachable to assist students with course selection or other questions remaining
after Thursday’s registration.

6pm — Faculty Reception and Dinner

Join your colleagues in welcoming new faculty to campus.
Beinicke Annex

Sunday, August 28

4pm — Convocation
Wellin Hall

5-7pm — All Campus BBQ
MecEwen Breezeway



lll. Honor Code

All advisors are asked to discuss the honor code with their first-year advisees at some time during orientation.
Extra time has been added to the Wednesday moming group advising session to allow for this discussion.
Associate Dean of Students, Phil Klinkner, and Associate Dean of Faculty, Kirk Pillow, will address this matter
at the Faculty Colloquium on Advising and the Honor Code

All first-year students will take a quiz on the Honor Code, the results of which will be provided to their advisors.

Copies of the Honor Code and Honor Court procedures are available at
http://www.hamilton.edu/pdf/honorcode.pdf and also on pages 109-115 of the Student Planner.

Honor Code Pledge (All first-years are required to sign this pledge prior to registration)

By my signature below, I affirm on my honor that I will abstain from dishonesty in all academic work. I have
read and understood the Honor Code and the Constitution of the Honor Court, and I will abide by their
provisions. I understand that if I suspect or witness violations of the Honor Code, I am obligated to respond
by taking appropriate action. For example, I may report the suspected dishonesty to the instructor in the
course, to the chair of the Honor Court, or to the dean of students; I may request that an instructor proctor
an exam if I believe cheating is occurring; or I may talk to a student who I believe may be violating the
Honor Code.

PLANNING A COURSE OF STUDY

l. Requirements and Expectations

Proseminars: The College strongly encourages students to participate in at least four proseminars. Faculty can
find a list of proseminars along with course descriptions in the online Advising Viewbook (click on
“Foundations” and then “list of proseminars”).

Requirements: The College requires all students to complete the Writing Program, the Quantitative Literacy
Requirement, and the Sophomore Program. More information on these requirements can be found on pp. 5-6 of
the College Catalogue.



Physical Education Requirement: Students must complete the P.E. requirement by the beginning of spring

break of their sophomore year [see p. 178 of the College Catalogue or contact Sue Viscomi (ext. 4753, sviscomi)
with questions].

1) The Committee on Academic Standing has approved a policy to ensure students complete their
requirement in a timely fashion. This policy applies to the classes of 2006, 2007, 2008, and 2009. A
warning letter will be sent from the Associate Dean of Students (Academic) in August to all members of
the class of 2008 whose requirement is still incomplete. If students have not completed or have not
made arrangements to complete the requirement by April 2006, they will not be allowed to register until
the second day of the fall registration period foi their class. Members of the Class of 2009 will be
handled in the same way, but with a targeted completion date of April 2011.

2) Registration for P.E. classes is done via the web. First years should be instructed to register for a
physical education class (or two) at the same time they register for their academic classes. Returning
students will be given the opportunity to register via the web August 29 — September 12.

3) P.E. course listings can be found on WebAdvisor and in the course booklet.

4) P.E. requirements are listed along with other requirements in Degree Audit on WebAdvisor.

First Year Forum Requirement: The First Year Forum is an ongoing orientation program for new students
that covers a variety of topics representative of the issues and challenges commonly faced by first year students.
Beginning this fall, all new students, including transfers with less than 8 units of Hamilton credit, are required to
participate in the First Year Forum. In addition to presenting information, the Forum seeks to provide an
opportunity for new students to develop meaningful relationships with their leaders (faculty, administrators, and
student) and one another at a critical time in their Hamilton careers.

Groups of approximately 15 students, facilitated by a team composed of a faculty member, administrator and
one student, meet twice weekly (75 minutes each) for five weeks beginning in the second week of class.
Students register for the first year forum along with their other courses, during orientation, as if it were a
fifth course. Advisors will need to remind students of this. Although not technically a requirement, students
who fail to attend the minimum required sessions (nine) will lose standing in the spring course registration
process.

First Year Forum Session topics are listed below:

1. Introductions/ Inside the Academy: How College is Different From High School
2. Student Code of Conduct/Judicial Process

Study Skills/Time Management/Writing Center/Peer Tutoring/Using the Library (presentation for half
of the groups)

Honor Code/Case Studies/Using the Library (presentation for the other half)
Finding Your Niche/Getting Involved on Campus

Diversity and Free Speech

Alcohol and Sexual Assault

Sexual Health (will use video/discussion)

. Thinking About Your Future (Career Center/Internships/Study Abroad)

0. Open Discussion/Wrap-up

w
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Il. Choosing a Concentration

Students are expected to explore a variety of areas before selecting a concentration during their second year.
However, because most departments have prerequisites for upper level courses it is important that students take
introductory level courses in potential major fields early in their time here. This is especially true for highly
sequential concentrations such as art, mathematics, languages, and the sciences (including computer science). In
addition, the following departments have made it clear in the Advising Viewbook that potential majors should
take particular care to meet certain requirements in their first year:

American Studies, Chemistry, Comparative Literature, Computer Science, Latin American Studies,
Music, Neuroscience, Physics, Public Policy, and Russian Studies.

Any student interested in an art concentration and who does not have an art advisor should contact the Art
Department as early as possible during orientation week. To be eligible to declare a concentration, a student
must have completed at least two courses in the department or program of concentration by the end of the
second year and achieved a cumulative average of 72 or better in the courses taken in that department.

lll. Life and Career Plans

Pre-Professional Advising

In addition to planning for a concentration, some students will need to make course decisions early based on
their career plans.

e Architecture: Students who wish to pursue graduate work in architecture should meet with Professor
Rand Carter (ext. 4268, rcarter).

e Business School: Students wishing to pursue graduate study in business should take at least one
semester of calculus. Interested students should consult the detailed recommendations for further
course work and preparation for an MBA program at the pre-business web site at
www.hamilton.edw/academics/prebusiness.html. The pre-business advisor is Ann Owen (ext. 4419,
aowen).

e Engineering: Students interested in the 3-2 Engineering Program should plan on taking Math 113-114
and Physics 190 in their first year. Additional information can be found at '
http://www.hamilton.edu/academics/physics/Physics/newEngineering.Main.htm. The engineering
advisor is Professor Peter Millet (ext. 4706, pmillet).

® Graduate School: Students who are considering the possibility of graduate study should keep in mind
that graduate schools in some disciplines require a reading knowledge of one foreign language for the
master's degree and two for the doctorate. In addition, graduate programs in the sciences and social
sciences may require proficiency in mathematics, statistics, or computer usage. Students should consult
with faculty members in the disciplines in which they intend to do graduate work.

* Health Professions: See page 31 of this manual for pre-medical information. All those considering
careers in the health-related professions are encouraged to consult with Leslie North, Coordinator for
Health Professions Advising (ext. 4584, Inorth) early in their academic careers.

¢ Law: Hamilton encourages pre-law students to explore a variety of courses throughout the curriculum
and to develop an interest in an area that they might like to study in depth. For more information on
pre-law advising see the pre-law web site: www.hamilton.edu/academics/prelaw studies.html.
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Members of the Pre-Law Advising Committee are:
o Doug Ambrose, (Chair), History (ext. 4134, dambrose)
o Robert Martin, Government, (ext. 4273, rmartin)
o Susan Mason, Teacher Education Program (ext. 4373, smason)
o Robert Simon, Philosophy, (ext. 4126, rsimon)

**Jeannine Murtaugh (ext. 4339, jmurtaug) is the Career Center pre-law and legal services counselor.

Teaching Certification: The minor in Education Studies is recommended for students who are
interested in school administration, public policy and education, school counseling, design and
development of curriculum, educational assessment, K-12 private school teaching, graduate studies
leading to New York State initial teaching certification, requirements for provisional teaching
certification in states outside of New York, and other related fields. For more information, students
should consult as early as possible with the chair of the program committee, Susan Mason (ext. 4373,
SIason).

Career Center

The Career Center can be useful not only in assisting students with the search for jobs, career-related experience
and internships, but also in helping them choose their concentrations. Students often are concerned about
whether the concentration they choose will be useful in the "real world." Career counselors can provide
information about which vocations others with similar concentrations and backgrounds have pursued, and help
students to think about realistic career options. To set up an appointment, call ext. 4346. Below is a list of
career counselors and their areas of specialty:

David Bell (ext. 4544, dbell): Advertising and Public Relations; Computers and Technology;
Environment and Natural Resources; Government; Non-Profit and Social Change; Sciences.
Leslie Bell (ext. 4338, /bell): Education; Health Care; Non-Profit and Social Change.

Jeannine Murtaugh (ext. 4339, jmurtaug): Banking and Financial Services; Business Management;
Consulting; Law and Legal Services

Kino Ruth (ext. 4420, mruth): Banking and Financial Services; Business Management; Sales and
Marketing; International Business

Heather Wixson (ext. 4337, hwixson): Human Services; Print, Electronic and Broadcast Media; Retail
and Wholesale Management; Sports and Leisure; Visual and Performing Arts

IV. Study Abroad

It is important that students who wish to study abroad begin planning early. Ideally, they should map out all
four years of college studies to ensure that they meet all requirements for graduation. To go abroad, students
must maintain a minimum grade point average, demonstrate language proficiency, and complete their P.E., Q-
Lit, writing intensive, and Sophomore Seminar requirements. For more detailed information, please see the
Hamilton Study Abroad web page at www.hamilton.edu/academics/abroad/requirements.html or the College

Catalogue (pp. 11-15, and 24-26).
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Edith Toegel, Associate Dean of Students, handles non-Hamilton study abroad (ext. 4022). Amy James, the
Coordinator for International Student Services, is also an advisor for study abroad. The staff assistant is Karen
Prentice-Duprey (ext. 4634).

e Students interested in the Hamilton program in Beijing should contact Dana Hubbard (ext. 4326, CJ
202C, dhubbard).

e Students interested in the Hamilton programs in Madrid and Paris should contact Gena Hasburgh (ext.
4201, CJ 213, ghasburg).

e Students interested in all other programs should contact Edith Toegel, (ext. 4022, etoegel), Amy James
(ext. 4022, ajames), or Karen Prentice-Duprey (ext. 4634, kprentic).

V. Fall Registration for First-Years

Course Availability: The online Advising Viewbook lists first year courses, organized by department. The
Course Schedule Booklet, in addition to listing courses, has information about enrollment numbers, locations,
and meeting times. Students may also search for courses by using Web Advisor. Because students are often
unable to register for all of the courses of their choice, it is important to encourage them to select alternative
choices and to write them down on their pre-registration card. If a course is multi-sectioned, the Registrar's
Office will attempt to place the student into another section of the same course; so the student should not
attempt to sign up for the same course several times.

Registration: First year registration for the fall is Thursday, August 25, from 1:30-4:30. Registration follow-
up for first year students who need to make changes to their schedule will be on Friday, August 26. Students
may need to consult with you on Thursday afternoon or Friday moming. The deadline for adding new courses
or electing the credit/no credit option is Friday, Sept. 2 at 2:00 p.m. Let students know how you would like
them to contact you during the first week of classes so they can get your approval for any changes. There are
significant penalties for students if they turn in their Add forms late. :

Note: Fall registration for first year students takes place in the Registrar’s Office. They will not be able
to register on-line through Web Advisor.

VI. Placement

Placement Exam results will be placed in each student’s advising folder. Generally, placement results are fairly
accurate; however, if you have students who think they have been inappropriately placed, advise them to go to
the first class and speak to the instructor. If they still feel they are not in the right section, they or their advisor
should contact the appropriate person listed below. Students in some language courses can, at the instructor’s
discretion, be switched to a different section after the add/drop deadline.

French John O’Neal 4212
German John Bartle 4779
Italian Mary Beth Barth 4776
Latin (Classics) Barbara Gold 4286
Math Timothy Kelly 4784
Q-Lit Mary O’Neill 4374
Russian John Bartle 4779
Spanish Santiago Tejerina-Canal 4145
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Mathematics

Not all of the incoming first year students have taken a Math Placement Exam, and so it is likely that some of
the students you will advise to take a math course will not have a Placement Recommendation in their advising
folders. If a student wishes to take a Mathematics course, and the student either does not have a Placement
Recommendation or feels that the Recommendation is wrong, please have the student register for the course he
or she (and you) feel is most appropriate. Students with no recommendation or who disagree with the
recommendation they received from the Math Department should then go to Christian Johnson 216 on Friday,
Aug. 26, between | and 4 pm, so that we can attempt to resolve most of those problems before the start of
classes. For further information, and responses to immediate questions, please call Tim Kelly (ext. 4784), or
Dick Bedient (ext. 4138.)

Music Theory

The prerequisite for MUS 209 is MUS 109. Students may take the Music Theory Placement Exam at
(http://www.hamilton.edu/2008/placementexams/). Students who do well on this exam have the prerequisite
waived for MUS 209. If a student did not complete this exam over the summer, and wishes to do so prior to
registration, he/she can take the exam on-line and submit it to Rob Kolb, who will determine the appropriate
placement.

Quantitative Literacy

The Q-Lit examination is no longer required. Two optional sittings of the exam will be given on Wednesday,
August 24 at 1 p.m. and 2 p.m. Students who do not intend to meet their Q-Lit requirement by taking a course
should be encouraged to sit for the exam. The results will be delivered to faculty offices on Wednesday
afternoon before advising meetings begin.

VIl. Transfer, A.P. and International Baccalaureate Credit

TRANSFER CREDIT: College-level courses taught in high schools are not eligible for transfer even if taught
by a university-approved instructor or visiting professor. These courses may be considered when determining a
student’s placement level or may serve as prerequisites for some Hamilton College courses. Check with
department chairs for guidance. A course may be acceptable for credit if it is taught on a college campus and if
most students in the course are college students (in other words, it cannot be a course taught primarily for high
school students). Students must formally petition for transfer credit. Refer them to Kay Klossner (ext. 4635,
kklossne) in the Registrar’s office for information on how to do so.

INTERNATIONAL BACCALAUREATE AND A-LEVELS: Questions about receiving credit for
International Baccalaureate or A-level work should be referred to the Registrar’s Office.

ADVANCED PLACEMENT POLICIES: In order to receive A.P. credit, a student must take a departmentally
approved Hamilton course and pass with the minimum grade stipulated by the department. Students must take
one of the courses listed below as their first course in the department, unless otherwise designated. A student
may not receive credit toward a degree solely on the basis of a score on an Advanced Placement Test.

e ART
General, Drawing, and Art 2D Design: Students having obtained a 4 or 5 will receive 1 credit upon
completion of ART 104 or 160 with a minimum grade of a B in the course.
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ART HISTORY
Students having obtained a 4 or 5 will receive 1 credit upon completion of ARTH 151, 152, 154 or any

200-level Art History course with a minimum grade of B in the course.

BIOLOGY
Students having obtained a score of 4 or 5 on the Biology AP exam will receive 1 credit after placement

in and completion of a course beyond Bio 110 with a minimum grade of C- or better in that course. The
credit 1s for exemption from an introductory semester of college-level biology.

CHINESE

Students having passed the beginners placement exam in Chinese will be placed in Chinese 130.
Students having passed the advanced Chinese placement exam will be placed in Chinese 200. There is
also an oral exam to make sure the students can be placed at higher levels.

CHEMISTRY
Students having obtained a 4 or 5 will receive 1 credit upon completion of CHEM 125 and/or 190 with a
minimum grade of a C- in the course(s).

COMPARATIVE LITERATURE

Students having obtained a 5 on the English Literature and Composition AP exam will receive 1
semester credit (not toward the concentration) for completing any Comparative Literature course with a
B- or better, with the following limitation: Students who receive an AP credit in English may not also
receive an AP credit in Comparative Literature.

COMPUTER SCIENCE )
Computer Science A: Students having obtained a 4 or 5 will receive 1 credit upon completion of
CPSCI 111 with a minimum grade of a C in the course.

Computer Science AB: Students having obtained a 4 or 5 will receive 2 credits for CPSCI 110 and
111 upon completion of CPSCI 210 or 220 with a minimum grade of a C in the course.

ECONOMICS AND PUBLIC POLICY
Issues in Macro: Students having obtained a 5 will receive 1 credit upon completion of ECON 285
with a minimum grade of a B- in'the course.

Issues in Micro: Students having obtained a 5 will receive 1 credit upon completion of ECON 275
with a minimum grade of a B- in the course.

ENGLISH LITERATURE AND LANGUAGE

Students having obtained scores of 4 or 5 on either or both of the two English placement exams may
place out of English 150, directly into one of the 200-level courses open to them. This fall, the 200-
level courses in English open to first-years with AP scores of 4 or 5 are 204, 222, 257, and 267. Spring
courses open to students with AP scores of 4 or 5 will include 204, 205, and 225.

FRENCH LITERATURE AND LANGUAGE
Students having obtained a 4 or 5 will receive 1 credit upon completion of a 200-level French course
with a minimum grade of a B- in the course.

GERMAN
Students having obtained a 4 or 5 will receive 1 credit upon completion of a 200-level German course
with a minimum grade of a C- in the course.
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GOVERNMENT AND WORLD POLITICS '
United States: Students having obtained a 5 will receive 1 credit upon completion of any course within
the department, other than GOVT 116, with a minimum grade of a B in the course.

Comparative: Students Baving obtained a 5 will receive 1 credit upon completion of any course within
the department, other than GOVT 112, with a minimum grade of a B in the course.

HISTORY

U.S. and European: Students having obtained a 4 or 5 on either exam will receive 1 semester credit
towards general requirements (not towards the concentration) for completing a 100-level history course
with a minimum grade of a C- in the course.

HUMAN GEOGRAPHY

Students having obtained a 4 or 5 on the advanced placement exam will receive lcredit upon successful
completion of ANTHR 113 or 114 with a minimum grade of B- or better.

LATIN - LITERATURE AND VERGIL

Students having obtained a 4 or 5 in AP Latin Literature or Vergil will receive 1 credit upon completion
of LATIN 390 with a mmimum grade of B- in the course. Students having obtained a 3 will receive 1
credit upon completion of LATIN 210 with a minimum grade of B- in the course.

MATHEMATICS
Contact the mathematics department

MUSIC THEORY
Students who recegive a 5 on the AP exam in Music Theory are placed in MUS 209 and will receive 1
advanced placement credit upon completion of MUS 209 with a minimum grade of B in the course.

PHYSICS

Physics B (non-calculus): Students having obtained a 4 in AP Physics B will receive 1 credit upon
successful completion of PHYS 100 (for pre-meds and other science majors) and PHYS 190 (for
physics and chemistry majors). Another Physics course may be substituted for 100 or 190 with
permission of the department chair. Students having obtained a 5 in AP Physics will receive 1 credit
upon successful completion of any Physics course and should consult with the department about
placement.

Physics C (calculus based): ‘
Mechanics only: Students having obtained a 4 in AP Mechanics will receive 1 credit upon successful
completion of PHYS 190. Students having obtained a 5 in AP Physics C will receive 1 credit upon
successful completion of a Physics course and should consult with the department about placement.

E&M only: Students having obtained a 4 in AP E&M will receive 1 credit upon successful completion
of PHYS 195. Students having obtained a 5 in AP Physics C will receive 1 credit upon successful
completion of a Physics course.

Both mechanics and E&M: Students having obtained a 4 in both Mechanics and E&M will receive 2
credits upon successful completion of PHY'S 290 and should consult with the department about
placement. Students having obtained a 4 and 5 in Mechanics and E&M will receive 1 credit upon
successful completion of a Physics course and another upon successful completion of PHYS 290.
Students having obtained 5’s in both Mechanics and E&M will receive 2 credits upon successful
completion of a Physics course (starting with 290 is recommended).
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o PSYCHOLOGY
Students having obtained a 4 or 5 in AP Psychology may elect any 200-level course that has
Introductory Psychology as a prerequisite. Students with a 4 are advised to discuss their plans with the
department chair, as many find it worthwhile to reinforce their foundation of psychological knowledge
by electing Introductory.

e SPANISH LITERATURE AND LANGUAGE
Students having obtained a 4 or 5 in AP Spanish Literature or Language will receive 1 credit upon
completion of a 200-level Spanish course with a minimum grade of a B- in the course. Placement is
based on placement exam. Students may choose to begin with 140 with the consent of the department
and still receive AP credit upon completion of a 200 level course.

RESOURCES FOR STUDENTS

. Academic Support Services

As an advisor you may find it helpful to give students your insights into how to manage time and improve study
skills. Consistent use of a daily planner can help many students become aware of how they are using their time
or whether they are over committed to extracurricular activities. Asking your advisees about their activities
outside of class may allow you to encourage them to maintain a moderate level of extracurricular activity during
their first year. In addition to the advice you offer, Hamilton provides the following resources:

e Academic Warnings: Advisors will be notified if one of their advisees receives an academic warning.
Advisors are strongly encouraged to contact the student to find out why the student is having difficulty.
Students receiving academic warnings in two or more courses will be contacted by the Associate Dean
of Students (Academic). Faculty may send academic warnings online at:
http://my.hamilton.edu/college/registrar/academicwarning/

e Coaches and Extracurricular Advisors: Coaches and other extracurricular advisors are often helpful
when a student is struggling academically. They usually know the student quite well, and advisors are
encouraged to contact them if they think it would be helpful. A list of coaches, their phone numbers,
and email addresses can be found under the “Physical Education” heading in the Hamilton College
Telephone Directory.

o Course Instructors: Students who are struggling in a particular course may be reluctant to speak to
their professor and may need encouragement to make contact.

o Dean of Students Office: Students having serious difficulties in courses should be referred to Philip
Klinkner, Associate Dean of Students (Academic) (ext. 4600, pklinkne).

e Learning and Physical Disabilities: Students seeking special arrangements will need to provide the
Dean of Students Office with a recent evaluation conducted by a specialist in the appropriate field. It
should include a specific diagnosis, information regarding onset, longevity and severity of symptoms,
and information on how the disability and/or related medications and treatments interfere or limit any
major life activity including participation in the courses, programs and activities of the college. Using
this information, in consultation with the student, his or her professors and, if necessary, other qualified
experts, the assistant dean will help the student to develop a system of support services that are
appropriate to the student's needs. Requests for special arrangements should be made well in advance of
the time they will be needed.
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Oral Communications Center: The Oral Communications Center offers quarter-unit applied oral
communication courses and individual student assistance through the Oral Communication Lab. The
Oral Communication Lab is located in McEwen Room 109 with hours of operation posted outside
Room 109 and at the "Oral Communication at Hamilton" webpage. Students should contact Jim Helmer
(ext. 4063, jhelmer), the Coordinator of the Oral Communication Lab, or Susan Mason (ext. 4373,
smason), the Director of Oral Communication Center for assistance.

Peer Tutoring Program: The College has about 70 peer tutors on call for most subjects. The Program
is located in Christian A. Johnson Room 223. The program is open Monday - Friday, 10:00 a.m.-12:00
noon and 1:00 - 4:00 p.m. Students should contact Mary O'Neill (ext. 4374, moneill) to request a tutor.

Quantitative Literacy Center: The Center offers drop-in tutoring for quantitative math and science
courses such as Biology, Chemistry, Economics, Geology, Mathematics, and Physics. Students who
need to fulfill their Quantitative Literacy Requirement with the non-credit Quantitative Literacy Tutorial
may do so at the Center. The Center is located in Christian A. Johnson Rooms 223-224 and is open
Monday - Thursday 4:00 - 6:00 and 7:00 - 9:00 p.m. and Sunday 2:00 - 4:00 and 7:00 - 9:00 p.m.
Contact: Mary O’Neill (ext. 4374, moneill).

Study Skills Tutoring: Mary O’Neill (ext. 4374, moneill), Academic Support Coordinator, provides
study skills tutoring. Students should contact her directly.

Writing Center: The Writing Center provides peer consultation for all students. In addition, faculty
may refer individual students who need more intensive tutoring directly to the Writing Center (ext.
4363). The Writing Center is located in Kirner-Johnson 209; writing conferences are available Monday-
Thursday, 10 a.m. - 11 p.m.; Friday, 10 a.m. - 2 p.m.; and Sunday, 1- 11 p.m.

Personal Support Services

Students struggling with personal problems may come to their advisor for assistance. Advisors are not expected
to be personal or mental health counselors, but should be aware of the various resources Hamilton provides.

Counseling Center: Counseling Center services are available 24 hours a day, 7 days a week (ext.
4340). The following text is taken from the Counseling Center web site
(www.hamilton.edu/college/counseling _center):

Faculty members are encouraged to consider making a referral if they notice:

o You're doing more "personal counseling” than "academic advising" with a student.

o A student seems to be "perpetually” tired, anxious, depressed, irritable, angry, or sad.

o Marked changes in a student's appearance or habits (for example, deterioration in grooming,
hygiene, dramatic weight change, marked withdrawal in a normally outgoing person,
accelerated activity or speech in a normally reserved person, or marked change in academic
performance).

o Indications of hopelessness or helplessness.

o A student's use of alcohol or other substances interferes with his/her relationships or work.

o A student's thoughts or actions appear unusual to others.

If you notice any of these warning signs, here's how to make a referral. Inform the student in a
straightforward, matter-of-fact manner of your concern. Be specific regarding the behavior patterns you
have observed. At this point, suggest that he/she consider personal counseling and refer the student to
the Counseling Center. Although we appreciate your concern for the student you are referring, we
expect the student to call and make his/her own appointment.
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If the student agrees to the referral, you may:

o Facilitate the referral by having the student call us from your office or room to arrange an
appointment.

o Agree that the student will contact the Counseling Center on his or her own to arrange an
appointment.

o Inurgent or crisis situations, walk the student over for immediate contact with our staff.

Except in emergencies, the option should be left open for the student to accept or refuse a referral for
counseling. If you are unsure about whether to refer, call us. Our staff is always willing to discuss your
concerns about a student and possible courses of action.

As required by both laws and ethics of professional practice, all communication between a therapist and
client is confidential. Once a student is a client at the Counseling Center, we cannot discuss the
particulars of his/her situation, or even acknowledge the fact that counseling is being provided without
the consent of the client. If it seems necessary we will generally attempt to obtain client permission to
communicate with a faculty member, friend, or family member. If you do not hear from us, it 1s likely
that permission has not been granted. Students are also encouraged to communicate with you in a
manner that is comfortable for them. Even though we are bound legally and ethically by the rules of
confidentiality we can always listen to your observations and concerns. In any event do not hesitate to
contact the Counseling Center for a consultation.

e Dean of Students Office: Any student having significant personal problems (e.g. family conflict,
financial difficulties, harassment, or other personal crises) should be referred to the Dean of Students
Office (ext. 4020).

o Health Center: Students suffering from physical ailments should be referred to the Health Center (ext.
4111). The Health Center will not give out retroactive “medical excuses” to students who miss class
due to illness except in extraordinary circumstances. Students are expected to contact course instructors
as soon as the illness begins to interfere with academic responsibilities and to work out in advance how
to deal with assignments and attendance issues. If the Health Center staff recommends a student
suspend or curtail academic activity due to illness, they will contact the Dean of Students Office, who
will in turn contact the student’s instructors.

e Office of Residential Life: Students experiencing roommate difficulties or other problems with their
living arrangements should contact the Office of Residential Life (ext. 4023).

lll. Readings and Websites

* Suggested Readings: (All readings are on reserve at the Hamilton College Library.)
1. Essentials of Writing — The Hamilton College Style Guide.
2. Making the Most of College, Chapter 3, by Richard Light.
3. The Transition to College Writing, by Keith Hjortshoj.

o Useful Websites |
1. Dartmouth College’s Study Skills Website: http://www.dartmouth.edu/admin/acskills/success/index. html
2. Virginia Tech’s Study Skills Website: http://www.ucc.vt.edw/stdyhlp.html
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|. Departmental Memorandums

From the Biology Department:

BIOLOGY AT HAMILTON FOR FIRST-YEAR STUDENTS

There are two different ways to begin the study of Biology at Hamilton. The standard approach is a two-
semester sequence that covers organismal biology (Bio 110) in the fall and cellular and molecular biology (Bio
111) in the spring. An alternative route is a one-semester proseminar that covers fundamentals of the study of
Biology at the college level, offered only during the fall.

How should you decide which course is right for you?

You should decide which course to take based on the strength of your high-school science background and the
general confidence you have in your ability with science subjects. The two-semester sequence provides a
survey of the breadth of biology and includes necessary background in related topics (e.g., chemistry). Bio 115
offers study of selected topics in greater depth but assumes a good high school background in biology and
chemistry and gives less of a survey of the life sciences. In Bio 115, students are expected to study basic
biological concepts independently or in groups to prepare for specific material in class.

If you are thinking about majoring in Biology, Biochemistry/Molecular Biology, or Neuroscience, or you are
pre-med:

Either introduction, Bio 110-111 or Bio 115, will give you an excellent foundation for any of these directions.
You should choose the best option for you based on the criteria outlined above. The pre-med requirements
include one year of college-level biology, so pre-med students should take either Bio 110 and 111 or Bio 115
followed by a 200-level Biology course.

If you wish to take Bio 115:

Students gain entry in Bio 115 through permission of one of the instructors: Prof. Ernest Williams (x4387) or
Prof. Herm Lehman (x4298). You may contact them during orientation week either at the Academic Fair or
during academic advising hours.

What about AP credit?

Students with a score of 4 or 5 on the Biology AP exam will gain one college credit after placement in and
successful completion (C- or better) of a course beyond Bio 110.

Course descriptions are available in the College Catalog or online at:
http://www.hamilton.edu/academics/courses.html?dept=Biology
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From the Chemistry Department:

To First Year Advisors:

Students thinking about a possible concentration in Chemistry, Chemical Physics, or Biochemistry should
understand that chemistry is a sequential subject that builds upon prior concepts and knowledge. Students will
have more flexibility for the pursuit of opportunities such as studying abroad and adding second
concentrations/minors if they begin the study of chemistry in the first semester. In addition, we will have 8-10
summer research opportunities available for rising sophomores who have completed a year of college chemistry.

We have two introductory courses to choose from, Chem 120 or Chem 125. Chem 120 covers most of the
general chemistry curriculum in one semester, with lectures and laboratories in the traditional manner. We have
two sections (Brewer; LaGraff), which should keep each class size around thirty students. Chem 125 is a
discussion-based pro-seminar, and requires the students to read and work problems on the material before we
discuss it in class. Chem 125 covers a little more material than Chem 120, primarily by moving faster through
the first four chapters of the textbook. The student’s questions on reading and problem assignments drive the
classroom discussion in Chem 125. Students in either Chem 120 or Chem 125 will take the same laboratory, and
students must register separately for one of the five sections of laboratory.

How should a student decide between Chem 120 and Chem 1257

Students and advisors with questions should call one of the faculty in chemistry for individual advice. Both
courses provide an excellent start for students who are interested in studying science, preparing for a
professional career such as medicine, or getting an overview of the conceptual basis of the discipline, which is
usually much different from their high school experience. A student who has done well in their math and science
courses should probably enroll in Chem 125; most students in Chem 125 will not have AP credit. Students who
plan to work hard should be successful in this course. If in doubt, a student should enroll in Chem 125; we will
allow students to transfer from Chem 125 into Chem 120 after the first week of classes, a policy that we have
used to encourage students to give Chem 125 a try.

Faculty who can be called upon for advising questions:
Karen Brewer; x4726; Chemistry & Pre-med advising

Ian Rosenstein; x4730; Chemistry, Biochemistry, & Pre-med advising
George Shields; x4728; Chemistry, Biochemistry, & Chemical Physics advising
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From the Chinese Department:

The Chinese program recommends its potential concentrators to take Chinese language courses (Chinese 110 for
beginners) and Chinese culture courses (Chinese 150) in their first year at Hamilton.

Advanced Placement

Students having passed the beginners placement exam in Chinese will be placed in Chinese 130. Students
having passed the advanced Chinese placement exam will be placed in Chinese 200. There is also an oral exam
to make sure the students can be placed at higher levels.
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From the Classics Department:

Students who are interested in the ancient world may take courses in and may major in either Classical
Languages or Classical Studies. Because the classical languages concentration requires substantial
accomplishment in both Latin and Greek (only one language is required for Classical Studies), prospective
concentrators entering the College with no knowledge of Latin or Greek should make an immediate start with
the prerequisite 100- and 200-level courses.
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From the English Department:

DEPARTMENT OF ENGLISH

Students who do not take 150 and who want to take creative writing workshops must first take Eng 204, which
is available both semesters. Prospective concentrators in Creative Writing are not required to take a workshop in
the first year. Please note that the fall section of 215 (Introduction to Creative Writing) is NOT open to first

year students.
ADVANCED PLACEMENT POLICY

There are two AP examinations in English. Recipients of scores of 4 or 5 on either or both of them may place
out of English 150, the departmental prerequisite course, directly into one of the 200-level courses open to them
(see below). We encourage AP students to consider placing into those courses.

Most but not all students have reported their AP scores to the Registrar over the summer. Those who did so will
receive information from us about AP placement. A student whose scores have not yet been received may still
register for 200-level courses by confirming the AP score to the person entering his or her schedule at
registration.

This fall, the 200-level courses in English open to first-years with AP scores of 4 or 5 are 204, 206, 222, 235,
257, and 267.

Spring courses open to students with AP scores of 4 or 5 will include 204, 205, and 225.

CREATIVE WRITING: Students may not use AP scores to place directly into Ehg 215 (Introductory Poetry
and Fiction Workshop). Students with AP scores of 4 or 5 must first take Eng 204 in either the fall or the spring
before taking 215.

COURSE CREDIT: AP 5 students who place directly into a 200-level course will receive two course credits if
they pass the course with at least a B-. AP 4 students are eligible for placement at the 200-level but not for an
additional credit. AP 5 students who choose to take Eng 150 will not receive the additional course credit, even if

they take a 200-level course after 150.

Questions may be directed to Catherine Kodat, the department chair, at x4341 or via e-mail (ckodat).
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From the Music Department:

MUSIC DEPARTMENT

As part of a liberal arts education, the study of music at Hamilton incorporates the examination of theoretical
concepts and historical contexts of various styles of music with opportunities for performance. In addition to
courses in music theory, history, solo performance and gréup performance, the curriculum includes a wide range
of courses from the history of jazz, to contemporary music technology, to Javanese gamelan and African
drumming, to conducting.

COURSE & CONCENTRATION INFORMATION

Students who have any inclination whatsoever to concentrate in music are urged in the strongest possible terms
to enroll in MUS 109 in their first semester (and certainly in their first year). This course is the prerequisite for
the majority of 200-level courses in the department. Students also have the option of placing out of MUS 109
(see info below).

Courses that provide a good introduction to the college-level study of music for the general student include:

[MUS 105] - Musical Perception
[MUS 108] - From Words to Song
MUS 109F, S - Theories of Music: Fundamentals

MUS 154S - Music of the World's Peoples
MUS 160F - History of Jazz

Students who are contemplating a concentration in music are strongly advised to complete the following courses
during their first two years. This is especially important for students who are considering double-concentrating
or who are considering spending the junior year in an off-campus program. The semesters listed below are our
typical schedule, and are good for 2004-05, though changes may occur in subsequent years in some cases.

MUS 209F - Theories of Music: Counterpoint and Harmony

MUS 2108 - Theories of Music: Musical Forms

MUS 180F - Basic Aural Skills (a quarter-credit course)

MUS 2808 - Intermediate Aural Skills (a half-credit course)

MUS 281F, S - Intermediate Keyboard Skills (a half-credit course)
MUS 251F - Music in Europe Before 1600 '

MUS 2528 - Music in Europe, 1600 to 1900

MUS 2538 - Music in Europe and America Since 1900

ADVANCED PLACEMENT

The prerequisite for MUS 209 is MUS 109. During the summer, the music department administers an on-line
placement exam (http://www.hamilton.edu/2008/placementexams/). Students who do well on this exam have the
prerequisite waived for MUS 209. If a student did not complete this exam over the summer, and wishes to do so
prior to registration, he/she can take the exam on-line and submit it to Lydia Hamessley or Rob Hopkins, who
will determine the appropriate placement.

Students who receive a 5 on the AP exam i Music Theory are placed in MUS 209 and will receive 1 advanced
placement credit upon completion of MUS 209 with a minimum grade of B in the course.

The prerequisites for MUS 280 and 281 are MUS 180 and 181, respectively. These are quarter-credit courses. At
the beginning of the semester, the instructors of these courses administer exams. Students who demonstrate
sufficient proficiency have these prerequisites waived and are placed in MUS 280 and 281, respectively.
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AUDITIONS FOR MUSIC DEPARTMENT ENSEMBLES

Auditions for the College Orchestra, Chamber Music Ensembles (woodwind, string, and brass), Choir, College
Hill Singers and Jazz Ensemble will be held during Orientation. Students must sign up early for audition times,
using the schedule sheets posted at room 210 in the Schambach Center. They may visit Professors Kolb,
Buchman, or Woods for information in advance of their audition.

REGISTRATION FOR PRIVATE LESSONS

Registration for private lessons takes place the first week of each semester in the Music Department Office, List
111. Registration is for both new and continuing students and a fee is charged. Students may not begin the study
of an instrument or voice in their senior year. Students may stop by the Music Department Office during
Orientation to pick up registration packets and to get further information.
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From the Hispanic Studies Department:

1) Students interested in taking HSPST 110 (First Semester Spanish) should be aware that we also offer HSPST
115, Spanish Immersion I, which covers HSPST 110 and 120 in one semester (the course meets five days a
week and is counted as two units on the student’s transcript). Students who take this course will be ready to take
HSPST 130 in the spring, or HSPST 135 (immersion). In other words, students can complete two years of
Spanish language study in one year by taking our immersion courses 115 (fall) and 135 (spring). There is no
obligation to take 135, however, just because you take 115. These courses are open to everyone but especially
designed to help beginning students to major in Hispanic Studies, and/or to be ready to study abroad in a
Spanish-speaking country during their junior year.

2) Hispanic Studies 201W, Spanish for Native Speakers, is not being offered this fall, but will be offered again
in fall 2006.
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From the Theatre Department:

1) We anticipate that Theatre 101 will be closed out for the fall semester. An additional section of Theatre 101
will be offered during the spring semester. Students interested in taking theatre should consider taking Theatre
110, Performing Cultures: Introduction to Theatre, which also covers the basics of performance and
presentation, offered during the spring semester. Students are not permitted to enter Theatre 102 without first
taking Theatre 101, regardless of prior acting experience.

2) Departmental theatre productions are open to non-majors as well as majors. Auditions will be held early in
the semester, and will be announced on campus e-mail.

3) Other opportunities for performance include directing and playwriting showcases, held later in the semester,
as well as senior projects. Auditions will be announced on campus e-mail.
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From the Dance Department:

Students interested in majoring or minoring in dance should enroll in an introductory level course during the
freshman year. Introductory courses are closed to upper level students.
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. PLANNING TIPS FOR TAKING LANGUAGE COURSES

If a student has had a language in high school which he or she plans to continue studying at Hamilton
College, it is better to take a course in the language in the first semester of the first year.

A corollary to the above suggestion would mean that students deferring language instruction would be
better served if they reduced to a minimum the "hiatus" in their language studies. Should they not
be able to take in their first semester a language studied in high school, it is in their best interest to take
it as soon as possible.

While many students find even a brief exposure to language study beneficial, students wishing to
attain proficiency in a language should be encouraged to take the language at least through the
end of the basic four or six semester sequence. Students who think that they might concentrate in one
or more languages should start their study as early as possible at Hamilton. It is best not to start two
new languages simultaneously.

Students derive maximum benefit from at least two consecutive semesters of language instruction
at the college level. They should, therefore, be discouraged from dropping a:language after only one
semester.

Although students' long-term plans are never entirely clear at the outset of their undergraduate years,
they should be advised that there is invariably a langnage requirement in graduate school. If a
student has any intention of pursuing graduate work after Hamilton, he or she would be well advised to
do some language training while at Hamilton so as not to have to begin it afresh four years after high
school.
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ill. Pre-Medical Advising

Please encourage your premed advisees to attend

“Health Professions Information Session for First-Year Students”
Two sessions: either 1:00 PM or 2:00 PM on Wednesday 8/24
In Benedict 104

Minimum requirements for medical school:

>

>

Two semesters of College English or Comparative Literature (English 150 or 110 plus one other course
in English, any two Comparative Literature classes, or any combination of the two disciplines).

Two semesters of College Biology with Lab (Biology 110-111, or 115 and one other course at the 200
level, with 248 also recommended. Students with AP Biology should consider electing Bio. 115. Or Bio
111 in the Spring and Bio 248 following Spring.)

Two semesters of College Physics with Lab (Physics 100-105 (algebra-based) or 190-195 (calculus-based)
Four semesters of College Chemistry, including Organic Chemistry I and II (Chemistry 120/125, 190,
255, and 265/270); a few medical schools now require Biochemistry (Chem 270 or Bio 346).

In addition, many medical schools ask that students demonstrate proficiency in mathematics; only a few
schools require two semesters of calculus. Schools that ask students to be competent in mathematics accept
a range of courses as evidence, including statistics and computer science, as well as calculus.

Medical schools often suggest additional work in the sciences, psychology, and social science. Fulfilling
these additional requirements ordinarily happens naturally in the process of pursuing the breadth of study
recommended under the curricular guidelines.

The current national trend is to take four years to complete premed requirements, establishing a
strong academic and extracurricular resume during the undergraduate years, and spending a year of
study, research, or work between college and medical school. This schedule allows for exploration of
possible majors during the first year, and is compatible with foreign study.

A student who plans to enter medical school immediately after Hamilton must take the four basic science
courses in the first three years to be prepared for the MCAT in the spring/summer of the Jjunior year. This
means doubling up somewhere along the line.

Students who plan to major in chemistry should consider electing physics in the sophomore year, as it is a
prerequisite for Physical Chemistry, ordinarily taken in the junior year.

Starting in 2007, the MCAT will be offered as an online test and will be scheduled 6-8 times a year, adding
flexibility to premed planning.

Encourage your advisees to choose a schedule that will allow them to complete the necessary courses with
the best mastery of the material. Students must do more than just elect the right courses. They must do
well in the classes and retain the information for the Medical College Admission Test (MCAT).

Students should make a tentative four year academic plan in consultation with Leslie North.
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Below are some sample course schedules taken from our guide to first year students. Schedule A and B will
prepare students to take the MCAT in the spring of their junior year and attend medical school immediately after
graduation. These schedules are appropriate for students who have completed Advanced Placement work in
sciences, have strong study skills, and are fairly certain that they know what their intended major is:

Schedule A

Fall semester

Spring semester

Schedule B
Fall semester

Spring semester

Year 1

Chem 120 or 125
English
Math/Elective
Elective/Major
Chem 190
Elective/Major
Elective /Math
Biology 111

Year 1

Chem 120/125
English
Math/Elective
Physics 100/190
Biology 111
Elective/Major
Math/Elective
Physics 105/195
Chem 190

Year 2

Chem 255
Sophomore Seminar
Major/Elective
Elective

Chem 265/270
Biology 248
English/Comp Lit
Major/Elective

Year 2
Chem 255
Elective
Major
English
Chem 270
Elective
Biology 111
Major

Year 3

Physics 100/190
Math

Major

Elective

Physics 105/195
Major

Major
(Elective®)
MCAT study

Year 3
Biology 110
Major

Major
Elective
Elective
Biology 111
Major
(Major)*
MCAT study

Year 4

Major

Senior Project
Elective/Major
Elective

Major

Senior Project
Elective
Elective

Year 4

Major

Senior Project
Elective/Major
Elective

Major

Senior Project
Elective
Elective

The following schedules allow students to explore various disciplines before declaring a major and are
also appropriate for students who have not had advanced high school work in the sciences.

Schedule for students interested in exploring a health career--MCAT in Spring of Senior Year

Schedule C
Fall semester

Spring semester

Year 1

Chem 120/125
English
Elective/Math
Elective
Elective
Chem 190
Math

Elective

Year 2

Elective

Chem 255
Elective

Elective
Elective/Major
Chem 265 04 270
Major

Elective

Year 3

Biology

Elective

Major

Major

Major

Biology
(Major)*
Elective/English

Schedule for exploring a health career--MCAT in Spring of Junior Year

Schedule D
Fall semester

Spring semester

Year 1

Biology 110/115
English
Elective/Math
Elective

Biology 111 or other
Elective/Major
Elective/Math
Elective

Year 2

Chem 120/125
Elective
Major
Elective
Chem 190
English
Major
Elective
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Year 3

Chem 255
Physics 100/190
Major

Elective

Physics 105/195
Chem 265/270
Major

(Major)*
MCAT study

Year 4

Physics 100/190
Senior Project
Major

Major

Physics 105/195
Senior Project
Major
(Elective*)
MCAT study

Year 4

Major

Senior Project
Major
Elective
Major

Senior Project
Elective
Elective



Schedule for a semester abroad —MCAT in Spring of Senior Year

Schedule E Year 1 Year 2 Year 3 Year 4

Fall semester Chem 120/125 Chem 255 Semester Away Physics 100/190
English Elective Senior Project
Math Major Major
Elective/Major Elective Major

Spring semester Chem 190 Chem 265/170 Bio 248 Physics 105/195
Elective/Major Major Major Senior Project
Math English Major Major
Biology 111 or other | Elective/major Elective (Elective)*

MCAT study

*Students who enter Hamilton with credit from Advanced Placement courses, or have accumulated extra credits
by over-electing, can choose three courses during the term they are preparing for the MCAT.

To help students present excellent credentials when they apply to professional schools in the health professions,
we advise them to begin fulfilling the science requirements in their first year. Encourage your advisees to choose
a schedule that will allow them to complete the necessary courses with the best mastery of the material. Students
must do more than just elect the right courses. They must do well in the classes and retain the information for
the Medical College Admission Test (MCAT). Students who are fairly certain of their intended major and
whose primary interest is in science can begin by electing two of the basic laboratory sciences in the first year,
Students should be cautioned, however, to elect two sciences only if they are well prepared by advanced work in
high school and are certain they will devote sufficient time to their studies. Students who plan to play a sport in
their first year, or commit to an equally time consuming extracurricular activity, and students who need to
explore vartous departments before choosing a major, may be more successful if they choose only one science.
Those who plan to study abroad will gain flexibility by enrolhng in two of the basic laboratory science courses
in their first semester, but there are other options if one science seems more appropriate.

In addition to the required coursework, students should be encouraged to pursue extracurricular activities that
familiarize them with both the clinical and research environments. Leslie North, Coordinator of Health
Professions Advising, can offer assistance in formulating a tentative four-year plan, will offer suggestions of
extracurricular and summer opportunities that will enhance their experience, and can assist with the time
management and study skills. Students are encouraged to meet with Leslie North within the first three
weeks of the semester. Leslie’s office is currently in South Court 110 but on September 10 she will move
to Science Center 1005. Her extension is 4584. She will have a group meeting for first year students in
late September.

There are many successful routes to medical school. Although all students must complete the
minimum coursework (outlined below), each student can choose the path that seems best suited for
him/her. Other health professions (veterinary, optometry, physical therapy, etc.) have similar, but not
identical, requirements.

Information and advice is available from any member of the Health Professions Advisory Committee:

Leslie Bell Career Center

Gordon Jones Physics

Robin Kinnel Chemistry

Tara McKee Psychology

Sue Ann Miller Biology

Leslie North (Chair) Coordinator of Health Professions Advising
John H. O’Neill English

Doug Weldon Psychology

Stephen Wu Economic
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Honor Code at Hamilton

The Honor Code is an integral feature of life at Hamilton College. Created by students more than 90 years ago, the
Honor Code protects the long-standing tradition of academic integrity within the College community. As a
matriculating student at Hamilton, you will be required to sign a formal pledge to abide by the principles of the Honor
Code. The Honor Code booklet and pledge card were included in the packet sent to you in June.

The Honor Code promotes an honest and Informal relationship between students and faculty, and assumes a high level
of maturity on the part of students. Upon signing the Honor Code pledge, a student assumes two major responsibilities: to
refrain from dishonesty in his or her own work, and to take action and report suspected violations of the Honor Code to
the proper authorities. Academic dishonesty, as defined in the Honor Court Constitution, includes any unauthorized
giving or receiving of assistance on any examination, incorporation of another person's work or ideas in any exercise
without proper acknowledgement, and submission of one piece of course work in two separate courses without
permission of the faculty members involved.

Alleged violations of the Honor Code are considered by the Honor Court, an elected body composed of students and
faculty members. After determining that a violatign has occurred, the Court may assign any of the following sanctions,
alone or in combination: warning, required tutorial, removal from the course, permanent transcript notation indicating an
act of academic dishonesty, suspension or expulsion. A second proven violation will normally result in expulsion.

Additional Information

* Using Sources - guidance on proper citation provided by the Hamilton College Nesbitt-Johnson Writing Center

= Citing Sources - guidance for making oral presentations provided by the Hamilton College Oral Communications
Center

e The Exercise of Academic Integrity - a document provided by Margaret O. Thickstun, Hamilton College Professor
of English

Return to the Academic Viewbook

Copyright 2004 The Trustees of Hamilton College. All rights reserved.

http//my.hamilton.edu/applications/advising/info.ctm?mode=hon 8/3/2004
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Breadth in the Liberal Arts

As a liberal arts college, Hamilton expects you to undertake coursework in a wide variety
of disciplines, to explore areas unfamiliar to you, and to make connections across courses
and disciplines. A liberally educated person studies in the traditional academic divisions
of the arts, foreign languages, the humanities, mathematics, the sciences, and the social
sciences. Hamilton also emphasizes cultural analysis, including the study of non-Western
traditions and of diversity in the United States. You will work with your advisor to
determine how best to achieve this intellectual balance.

To help you understand how the goal of breadth in the liberal arts might translate into
more specific objectives, various faculty members have suggested the objectives below.
You and your advisor may think of others.

e To develop facility with mathematical modes of reasoning or ability to evaluate and
interpret quantitative data.

e To develop the ability to analyze, interpret, and evaluation literary, philosophical, or
religious texts and the ideas they present.

e To develop historical perspective on ideas, practices, structures, and events.

e To develop understanding of artistic processes through production, performance,
composition, or critical analysis of the visual, aural, or performing arts.

e To develop understanding of scientific inquiry by employing the methods or
concepts of a scientific discipline.

e To develop understanding of contemporary social, religious, political, or economic
ideas, practices, and structures.

e To develop understanding of assumptions about and consequences of diversity along
such lines as race, ethnicity, class, gender, sexual orientation, and/or religious
affiliation in the United States.

e To develop understanding of non-Western intellectual, cultural, and social traditions.

e To develop understanding of a second language through oral and/or written usage.
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Academic Advising at Hamilton College

Academic advising is one of the many ways in which students engage with faculty on an
individual basis. Advisors and advisees work together to craft a unique, individual academic
plan based upon each student’s strengths, weaknesses, and goals. Hamilton College views
the advising relationship as an on-going conversation than transcends mere course selection
and attempts to assist students as they explore the breadth of the liberal arts curriculum,
experience college life, focus on a major concentration, and prepare for life after Hamilton.

Students are responsible for:

e Making their own decisions based upon their best judgment and informed by the best
information and advice available to them

e Arranging advising appointments

e Preparing for advising meetings

e Seeking out contacts and information related to planning their academic program

e Understanding degree and program requirements

Faculty are responsible for:

e Proactively engaging advisees in the academic planning process
e Monitoring the academic progress of their advisees
e Making appropriate referrals to other campus offices

e Communicating clearly to their advisees the regular times during which they are
available for consultation

The College 1s responsible for:

» Providing appropriate recognition for the role that faculty play in the academic advising
system

e Assuring that there are clear policies, procedures, and resources to support the advising
process

e Assisting faculty to develop effective advising skills
e Conducting ongoing assessment of the advising program

[
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Appendix D

Hamilton College’s Oral Communication Center

“Hamilton will strive to become the national leader among liberal arts colleges for teaching
students to demonstrate their knowledge and insights effectively through written, oral, and other
forms of communication.” Hamilton College Strategic Plan - April 2002

Oral Communication Center’s Mission Statement

The Oral Communication Center supports faculty and students in achieving the College's
standard for oral communication by encouraging and facilitating the integration of
effective oral communication throughout the curriculum. This is achieved by:

e Supporting Faculty and a Discipline-Based Approach to Oral Communication
Instruction

* Supporting Students in Meeting the College’s Standard for Oral Communication

e Offering .25 Credit Courses in Applied Communication Skills Using a Theory in -
Practice Pedagogy

Oral Communication Courses

100 F,S Principles of Competent Oral Presentations.

Abbreviated study of fundamental principles, with emphasis on organization and presentation.
Designed for students who wish to enhance confidence in oral delivery skills. Videotaping. One-
quarter course credit. Maximum enrollment in each section, 12. Mason.

130F Argumentation and Debate.

Analysis of problems, issues, evidences, and options leading to articulate clear, cogent, and

. concise arguments. Practice in oral presentation of rational and defendable context-based
positions and decisions. In-class and public discussions and debates. Videotaping. One-quarter
course credit. Maximum enrollment in each section, 16. Helmer.

140F Dynamics of Discussion.

Investigation of approaches and competencies needed to thoughtfully and actively participate in
discussions. Emphasis on organizing strategies and oral skills leading to exploration of differing
conceptions and opinions. Study of discussion systems that foster mutual understandings
without trying to win adherents. Videotaping. One-quarter course credit. Maximum enrollment in
each section, 18. Helmer.

160S Critical Listening Competencies.

Study and application of effective listening competencies. Emphasis on the transactional and
contextually based nature of listening processes. Active and empathetic listening. Connections
between relationship development and feedback, listening, and questioning skills are stressed
Videotaping. One-quarter course credit. Maximum enrollment in each section, 18. McArn

170S Negotiating: Principles and Skills

Practice in productive conflict resolution and negotiating. Methods and models for productive
conflict management are studied and practiced. Practice in the uses of negotiating as a
persuasive and informative activity to confront and resolve conflicts. Videotaping. One-quarter
course credit. Maximum enroliment in each section, 18. Staff.

180S Principles and Practice of Intercultural Communication.

Study and application of cross-cultural communication practices designed for students planning to
travel and/or study abroad. The central role of practicing culture-appropriate communication will
be studied. Students will prepare a communication primer for a culture of their choice that



addresses key characteristics of intercultural communication. Case studies. Videotaping. One-
quarter course credit. Maximum enrollment in each section, 18. Mason.

190F Theories and Practices of Leadership

A laboratory approach to the study of effective leadership practices resulting in active community
participation. Skills associated with active leadership roles as strategist, change agent, coach,
communicator, mentor, and member are observed and practiced. Required applied
communication fieldwork. One-quarter course credit. Maximum enrollment in each section, 18.
Mason.

[200] Essential Instructional Models for Volunteer Tutors and Teachers.

In cooperation with HAVOC and other community based volunteer teaching organizations.
Planning, preparing, and delivering student-centered, active learning based lessons and tutorials.
Appropriate educational adaptations to the challenges and opportunities of various educational
environments, learner groups, socio-economic and cultural dynamics. Approved practicum
experiences required. One-quarter course credit. Stearns.

OCC Quarter-Unit Courses

Semester "Total # Sections Av. Seats Available Total Enroliment for | Fac/Student Ratio
All Sections
F'02 5 -15.2 46 9.2:1
§'03 -7 15.1 67 9.6:1
F’'03 6 14.6 48 8.0:1
S04 6 14.7 58 9.7 :1
F'04 5 - 15.2 51 10:23 1
S'05* 6 15.0 61 10.2:1
F’05 5 14.0 74 14.8:1
806 6 16.0 76 12.7:1

Some Examples of the Activities of the Oral Communication Center

Discipline specific study
«  Competent Presentation Skills in Mathematic
«  Competent Presentation Skills in Computer Science
+  Presenting Senior Research in Psychology

Field Studies
«  Volunteer Teaching: Instructional Methods for HAVOC
«  Tutors course work with Project SHINE

Curriculum of the College
*  Proseminars
»  Sophomore Program
= Senior Program

Faculty Support
-+ Consultation/instructional support in every department of the College.
* Instructional design support for faculty seeking to integrate and implement instructional
practices that blend their disciplines’ liberal learnings with the study and practice oral
communication.

Student Support
+  The Oral Communication Lab to offer students a place to study, practice, and apply

necessary communication skills.
+  The OCL utilizes peer tutors and is open over 40 hours a week.




Appendix E

PERIODIC DEPARTMENTAL PLANNING

Each departmént or program will meet every 5 or 6 years to review and assess its strengths
and weaknesses and to provide opportunities for strategic planning.

Defining the Issues

The process of a departmental or program review begins with a meeting of the Dean, a
subcommittee of the CAP, and the faculty of the department to discuss the department’s
mission. Items to be discussed can include the overarching departmental goals relative to the
mission of the college, the department’s contribution to the general education of Hamilton
students, and the strengths and weaknesses of the department’s program. Given that each
department will have unique goals and circumstances, the participants at this meeting will
decide on particular features of the process (e.g., faculty retreat, visits to other institutions,
survey of recent graduates, a campus visit by an external review team, etc.) that will be
incorporated into the plan. A tentative timetable will be established for the intervening steps
of this planning process and a prospective deadline will be set for the delivery and discussion
of the final summary prepared by the CAP subcommittee.

Identification of Departmental Goals

A departmental self-study is the next step in the department or program review. Department
members will meet (perhaps in a retreat setting) to review 1) the outcomes of the previous
planning effort, 2) to re-evaluate the department’s goals, and 3) to identify the ways in which
the department intends to accomplish these goals. A departmental self-study might begin
with consideration of these overarching questions:

What are the goals of the department? How will the department be able to measure
how well it is achieving its goals?

What would the department’s faculty want its concentrators to be prepared to do
immediately upon graduation? Ten years after graduation? What would the

* department’s faculty want its non-concentrators to be prepared to do immediately
upon graduation? Ten years after graduation?

In what ways and to what extent should the department participate in the external,
scholarly activities in the fields of study represented by its faculty? What are the
Department's expectations, quantitative or qualitative, about scholarship and scholarly
productivity?

There are many ways to address these issues —one mechanism to generate ideas and
information may include the identification of and visits to outstanding programs at
comparable schools. . By articulating why such programs are among the best, the
department’s faculty can begin to develop a sense of possibilities it may want to consider.
These “scouting expeditions” can provide fresh perspective on how common issues are
addressed elsewhere as well. The office of the Dean of the Faculty can assist with
arrangements for visits by members of the department’s faculty to such institutions. The
department, with the assistance of the Dean and the CAP subcommittee, may also find it



helpful to conduct a survey of recent graduates (including concentrators and non-
concentrators) to help assess its success and to identify potential issues that the self-study

should address.

Creating the Departmental Plan
Once a department has defined its goals, the next step in the process is to articulate how the

department plans to achieve and assess these goals in a 4-5 year period. This plan should
address issues related to the following topics:

Curriculum-

What changes to your present curriculum will be necessary to prepare your
concentrators and non-concentrators better for what you want for them to be able to
do upon graduation and thereafter? Are there changes to the field that are not yet
reflected in the course offerings of the department, and how does the department plan
address these changes? How does the department plan to participate in the
Sophomore Seminar Program? What commitment does the department have to
general education classes and other programs on campus? What are the enrollment
trends in the department’s courses (based on information provided by the Registrar),
and what does the department plan to do, if anything, to address them? Are the
department’s courses sufficiently rigorous? Are the patterns of grade distributions
appropriate? By what measures will the department be able to determine the success
of its courses, the major, and its overall program? A survey of departmental alumni
and other forms of student input may be useful in addressing these questions.

Scholarship-
What role does faculty scholarship have in the department? What is the appropriate
balance between the teaching and scholarship endeavors of departmental faculty?

Personnel-

Are any retirements or other personnel changes anticipated within the next five years?
What are the implications of this for curricular offerings, faculty job descriptions, etc?
Will the department be requesting the addition of tenured or term faculty positions?
Are junior faculty being properly mentored? Do personality conflicts within the
department prevent long-term planning? How can the culture of the Department be
developed and improved so that the Department works as a team rather than a group
of individuals?

Facilities- :

What facilities changes, major equipment purchases, changes in library resources,
staff and administrative resources, etc. will be helpful, necessary, or essential for the
department to fulfill its goals in the coming 4-5 years? (N.B. This information may
be particularly helpful for the development office as it identifies fund-raising
opportunities).



Assessing the Departmental Plan - External

When the Dean and the CAP subcommittee receive the report of the departmental self-study
and plan, the Dean and department will identify faculty who perform comparable jobs at
comparable institutions including those from outstanding departments and will engage as
many of five of them to evaluate the departmental plan by examination of information sent to
them by the Dean. These materials should include: the departmental goals and plans, CV’s
of departmental faculty members, departmental catalogue copy with course syllabi, and any
other information the Dean, CAP subcommittee, or department considers useful. Among the
questions these external consultants should be asked to address:

Are the department’s goals appropriate for the department and the college? Are the
plans reasonable to achieve these goals? What are appropriate measures for
determining the degree of success in achieving these goals?

What are the strengths and weaknesses of the plan in relation to the curriculum,
faculty scholarship and development, personnel, and facilities?

Are the members of the department’s faculty sufficiently aware of professional
developments in their field? Does it appear that members of the faculty continue to
participate in the post-graduate conversations in their fields? Are there indications of
potential concern over the continuing development of members of the faculty? What
is the reputation of this department among professional colleagues?

Subsequently the Dean, in consultation with the CAP subcommittee and the department, may
arrange for a visit to the campus by a team of two (or possibly three) external consultants to
interview faculty, staff, and students, to assess the facilities and other resources, and to delve
into the fine aspects of the departmental goals and plans that may not be apparent in the
written documents. For example, is the quality of interpersonal interaction among faculty,
and between faculty and students, conducive to the fulfillment of the department’s missions?
Are the department’s facilities, equipment, and other resources adequate for what the College
expects of the department and for what the department hopes to achieve?



Assessing the Departmental Plan - Internal

The Subcommittee of CAP, in consultation with the Dean, will evaluate the department’s
goals and plans and the reports of the external consultants. In addition, the subcommittee of
the CAP may explore the issues further by interviewing members of the department and
meeting with students. Among the questions the CAP subcommittee, perhaps in conjunctlon
with a visiting review team, might want to consider:

Is there an equitable distribution of teaching assignments and research expectations
among the members of the department’s faculty?

Is there an appropriate balance between resources devoted to concentrators and those
devoted to non-concentrators?

Is there a proper balance between resources devoted to teaching and resources devoted to
research, and are there beneficial interactions between these two types of activity?

Is there appropriate mentoring and evaluation of junior faculty? Does the department or
program use an appropriate method of acquiring first-hand knowledge of teaching
performance at all levels?

Does the department present obstacles to the participation of any discrete groups of
students, such as women or minorities? Does the department or program establish and
achieve appropriate diversity and intercultural objectives?

Are there appropriate procedures for addressing safety and environmental concerns, and
the use of animal or human subjects in research, where appropriate?

Questions on measure of success and department culture/teamwork?

At the conclusion of the review process the Subcommittee of the CAP will prepare a
summary of its findings and share and discuss this with the full CAP. The CAP will then
send the summary to the members of the department and the Dean. The Dean, the CAP
subcommittee, and the faculty of the department will meet very soon thereafter to discuss the
results of the review and to discuss the implementation of the departmental plan.
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KEY FINDINGS
2004-2005

Relationships with fellow students and favorite professors are central elements in
creating a Hamilton education.

Student writing improves ordinally from high school up until the junior year, when it
levels off.

Oral communication skills, when practiced, quickly produce a number of benefits,
including engagement, intellectual focus, and enhanced speaking skills; students clearly
want more attention to public speaking in their courses.

The formal underclass advising program and advisers are not important as a shaping
force for most student careers; initial interests, relationships with professors, peer
influence, and scheduling matter more.

While most classes are small, most students are not in smaller classes; allocation of
faculty by department and course may offset the generally favorable student-faculty ratio.

Four years into the sophomore seminar programs, evaluations remain below the college
average; structural constraints, particularly the “team-taught” requirement and a shortage
of courses offered, inhibit the chances for long-term success of the program.

The new curriculum has increased student segregation out of traditional lab sciences;
many students hold negative views of those fields.

Students neither generally expect nor experience major changes in perspective or values
during their Hamilton careers, except in study abroad programs. '



OVERVIEW OF FINDINGS, 1999-2005: A First Edition
November, 2005
Prepared by Dan Chambliss

As we enter the final year of the Mellon Project for longitudinal assessment of liberal arts
education at Hamilton College, it is appropriate that we begin summarizing what we have
learned and sharing the lessons with others. In the years since 1999, we have compiled an
enormous quantity of information: thousands of student papers have been collected and
evaluated, hundreds upon hundreds of interviews conducted, surveys have been compiled into
longitudinal databases, and we have conducted around 20 smaller projects covering subjects
from the junior year abroad, course selection patterns, experiences of fraternity and sorority life,
and student perception of various academic skills.

Our work is essentially a demonstration project for assessment in residential liberal arts
colleges. We have three goals in this work: (1) to discover what Hamilton College itself does
well or poorly in its educational mission; (2) to develop from our research educational policy
lessons for other colleges; and (3) to develop methodological lessons about the nature and proper
conduct of assessment in liberal arts colleges.

We are now ready to begin pulling all of this information together to reach definitive
conclusions. What follows is a narrative summary of much of what we have learned about
Hamilton and its students.

Background: Hamilton is an entirely residential, geographically isolated, highly selective
(of both students and faculty) college which offers a fairly traditional liberal arts curriculum to
traditional-aged students. Located in the northeastern United States, it attracts mostly white,
upper middle class students. Admissions policy favors well-rounded, motivated students whose
high school performance has been generally strong across the board.

The Educational Experience at Hamilton College: Relationships, Disciplines, Skills, and the
New Curriculum

1. Personal and social relationships are crucial both to Hamilton’s appeal and to its
educational outcomes. Potential students, once they consider a small liberal arts college in the
Northeast, are attracted to Hamilton primarily by the promise of close student-faculty
relationships and by the evidently “friendly” feel of the campus community. Indeed, many
students (roughly half) finish Hamilton claiming a close personal relationship with at least one
professor, and a majority cite deep friendships with peers as the single most important outcome
of their time at Hamilton. Communal living is a fundamental mechanism through which
Hamilton accomplishes its work, with the structured participation in classes being the
particularly academic means of operation. It may be true that many students bring with them
significant social and personal anxieties (as cited in Hamilton trustee Barry Seaman’s recent
book, Binge); it is certainly true that personal and social needs are relatively high and often must
be satisfactorily met before significant academic work can be successfully accomplished.



Academic work, it seems, is pursued rather more opportunistically, with most students not
committed to a specific field of interest, and many following interests that become clarified or
elicited during early courses.

Again, friends are clearly the best thing about students’ self-reported experience at
Hamilton. The college provides communal living and close relationships for students living in
an otherwise fragmented, socially isolating society. Friendly to newcomers, comfortable and
relatively non-threatening for most students, Hamilton promises and delivers friendships with
fellow students and faculty alike. Once having found two or three good friends and one or two
good professors, many students report very high satisfaction with their experience at Hamilton.
These relationships are not just a pleasant bonus to the Hamilton experience; they are the
foundation on which the academic and intellectual experience is built.

This has crucial implications for academic and intellectual life at the college. Most
students — perhaps 70%-80% - are not committed to any narrow academic field; the same holds
for social activities and even sports as students go through the college years. They want friends;
they want meaningful social contact. If they get it from particular activities, they will continue;
if they don’t, they tend to stop or withdraw. This is absolutely true of extracurricular activities,
which for most students are the vehicle for relationships, and not an end in themselves; it also
seems to be true of athletics, and perhaps even of academics as well (as when a student studies a
subject in order to work with a particular professor).

2. Academic disciplines, therefore, are an administrative unit for the college; for the
students, though, the curriculum is a vehicle for expanding their intellectual life, developing
meaningful relationships with other students and faculty, and enhancing a number of general
liberal arts skills and values. Discipline-specific knowledge is, for the majority of our students,
somewhat irrelevant as a strong attraction or an important result of their Hamilton experience.
While a large minority, very roughly 25%, indeed are committed to an area of study (for
instance, economics, pre-medical studies, or theatre), in random sample alumni interviews,
almost no one cites the learning of discipline-bound information as critical to the value of their
Hamilton experience. In this sense, we are clearly a liberal arts college, nothing like a nursing or
engineering school which teaches particular bodies of knowledge. Academically, it implies that
introductory courses are crucial in the academic careers of our students, either opening new
doors or shutting others entirely and for good. Professor performance in a course seems to be the
central determining factor in course success.

3 Students’ basic liberal arts skills improve in their years at Hamilton, as best we
can tell. Writing definitely improves from high school until the junior year and leveling off
thereafler. Students regard writing as an important, learnable craft, with faculty feedback being
the crucial self-reported element in improvement. Students, collectively at least, seem to have
accurate assessments of their own writing ability and correctly judge where improvement is and
is not being made. Oral communication improves somewhat, primarily through small class
experience and public presentations; but students believe they need, and definitely want, more
attention to this area. A little bit of help, they say, goes a long way; and while students are afraid
of giving talks, they clearly and strongly believé that public speaking is an important skill that
improves with practice. Critical thinking, by self-report, also seems to improve, but we have no



direct information on this. Interviewees believe, too, that such improvement may be an
incremental function of maturation and schooling generally, and not a specific area of emphasis
at Hamilton.

More broadly, over the past five years student cohorts have had a shrinking level of
contact with the traditional laboratory sciences as the new “no requirements” curriculum came
into place. A fear of, or even hostility to, science is widespread and openly evinced,
compounded by the relative difficulty of beginning study of a new field in the later years (further
comment on this later). The senior thesis is highly valued among students who complete one;
otherwise, there is little reported value of the “independent research and individualized
education” cited on the college’s web page as one of our strengths. Some students engaged in
summer research programs found them valuable, but these students are a relatively small portion
of the student body. Overall, students are not looking for, nor do they find, major life-changing
experiences in either perspective or values, except in the study abroad area. Their ambitions for
the college experience, in this sense, may seem quite modest to many faculty, but the students
are, in this sense, rather conservative in their approach.

4, The new curriculum change that began in the fall of 2001 ended distribution
requirements and established a sophomore seminar; at the same time, a significant effort was
made to improve underclass advising. (a) The ending of distribution requirements has led to an
increased segregation of students in various academic realms, with the traditional lab sciences
becoming in some ways a college unto themselves, heavily peopled by their own majors and
virtually unknown to a major portion of the student body. The studio arts, likewise, are heavily
populated by their own majors and sometimes difficult for other students to find their way into;
the difference is that students are actively trying to take the art courses, whereas the sciences, to
repeat, are widely viewed with fear or distaste. While the new freedom for students to choose
their own courses without regard to distribution requirements may have improved student
motivation and thus the quality of classes (by anecdotal faculty report), the faculty has not in
general made systematic structural or curricular changes to meet the resulting change in student
demand. Thus the curriculum change has exacerbated a significant “closed course” problem in
many disciplines. (b) The sophomore seminar program operates with several structural
disadvantages: the seminar is a required course in a curriculum sold as being open; courses are
team taught by professors who are otherwise solo practitioners; seminars are interdisciplinary in
a college where personnel and planning decisions are made by departments. A shortage of
offered seminars, in a fairly narrow range of fields, has led to great student animosity to the
program, especially pronounced in the early years of the program. The problems are endemic
and structural. Course evaluations for sophomore seminars, although improved since the first
years of the program, remain below the college average for courses, especially in intellectual
challenge and overall course quality. But the oral presentation component of the program is seen
by students as very valuable, worthy of expansion, and enhancing of student engagement. (c)
The advising program for underclass students, focusing on academic planning, seems to be
largely irrelevant, with the adviser usually seen as a functionary. In practice, academic planning
is accomplished through a combination of student interest, scheduling constraints and
opportunities, and peer advice, with modest input from the official faculty adviser, especially in
the first semester. The adviser is one more professor whom the student meets in the first
semester, which is a valuable contribution; but.as a program, freshman and sophomore advising



makes a very minor contribution. (d) Finally, the effort to create “more small classes” has not
been notably successful in meeting its real goal of having many students in small classes,
although it has created more small classes. The fact is, most classes at Hamilton are small
(fewer than 20 students), but most students are not in small classes. Classes are small for a
number of reasons: students don’t want to take them, they can’t get in, or requirements prevent
most students from entering. A fourth possibility — that our favorable student-faculty ratio has
been applied across the board — is clearly not the case. Students in some fields are far more
likely to have small classes than students in other fields. The uneven allocation of faculty
resources, together with highly structured prerequisite systems, leads to one of the academic
weaknesses of the college today, the “closed door” problem in which students are shut out of
classes they want to take. In most egregious form, we find noticeable numbers of upper level
and senior students, including Dean’s List students, complaining broadly that they are unable,
having completed their major requirements, to explore new or important areas of interest,
particularly those at the core of classic liberal arts.

But most Hamilton students are academically flexible, and most students are very
satisfied with their educational and personal experience at Hamilton, having found a good path
through the college. They develop close friendships and they praise their professors. Again, the
crucial formula for success seems to be “two or three good friends, one or two great professors.”



PART 1 FINDINGS FROM THE PANEL INTERVIEWS, 2004-2005'
(Christopher Takacs, Research Associate, Mellon Assessment Project)

1. Student Academic Life

Student-Faculty Relations

We can learn quite a bit about how students experience Hamilton by looking at the
extreme attitudes—both good and bad—that students hold towards the faculty. However, we
need to be cautious when talking about “students’ attitudes towards professors.” There are no
easy formulas such as “most students like Hamilton professors,” since most students only have
experiences with a small portion of the Hamilton faculty. The students themselves differentiate
between the types of relationships they have with professors, these falling into four rough
groups: 1) professors they have a close relationship with, 2) professors they have a
“professional” relationship with, 3) professors they dislike, or with whom they have had a bad
experience, and 4) professors they do not know.

A mentor beyond academics

Just over half (32 out of 61) of the students interviewed in our panel study reported
having close personal relations with one or more professors, and many noted that they have
spoken with some professors about personal or social matters on a number of occasions.
Meanwhile, thirty percent (18 out of 61) of students interviewed reported that they did not have
close relations with a faculty member—many of these students, however, noted that they
maintained “professional” relationships with faculty. A small number of the students surveyed
(7 out of 61, or 11%), when asked directly about whether they were close with a professor, did
not directly answer the question in either a positive or negative way. Four students not only
responded that they did not have close relations with professors, but gave specific examples of
bad relations with professors.

1. Reported having at least one close professor 51% (32)
2. Reported not having a close professor 31% (20)
3. Did not directly answer question 11% (7)
4. Reported bad relations with professor(s) 7% (4)
Total 100% (63)

Collapsing category 4 into category 2, and omitting category 3, we find that the typical
Hamilton student, then, reports being close to one or more professors, though a significant
percentage of the student body does not.

! This report is based on intensive interviews with 68 students of the random-sample panel initially drawn in 2001;
the interviewees were in their senior year, 2004-2005. The general outline and themes of this report were prepared
together with Daniel F, Chambliss.



1. Reported having at least one close professor 57% (32)
2. Reported not having a close professor 42% (24)
Total : 99% (56)

Students who reported having a professor close to them repeatedly emphasized how they
frequently dropped by their professors’ offices “just for a chat”—a professor’s availability for
informal discussion is a key component in a close student-professor relationship, according to
these students. However, more important to most of these students is their ability to meet with
professors outside the classroom and talk with them about issues other than academics. Students
with professors close to them report that they can talk about issues outside of class work and
academics with the professor; in many ways this is a primary characteristic of a strong student-
professor bond. Further, students reported that this bond strengthened when they met with
professors outside of the classroom, or saw them outside of an academic setting. “John” noted
how,

S: The best thing about having a relationship with a professor, as opposed to
just being one of his students, is that often they can, you know, you see them
outside of class; and I think some of the best things about, you know, really
knowing professors is seeing them outside of class, and then you know, feeling
that they actually do think of you as a person. So you know, I could just see a
professor in Café Opus or something, you know, we could sit down and talk for
five minutes or an hour, or whatever it happens to be.

_ Like who?

- Well, my adviser has been really...he’s just a really nice guy. I mean,
he... asks about, you know, things outside of, you know, my course work and
stuff. So I mean, you know, when I came back from abroad, he wanted to hear
about, you know, you know, what I’d done there, where I traveled, all things like
that...I would say the thing I value most about my relationships with professors
is, 1s, is really just being able to approach them at any time, not just when they’re
sitting in their office or when, you know, when they’re packing up their stuff at
the end of a lecture. So I think that’s the best part. [“John”)

Another student, “Poetry,” commented how her interactions with her professor outside of
the college on class trips helped her to get to know the professor better as a “friend.”

S Most of our class was hands-on, like going to...[meet] representatives and
senators and having dinners and lunch with them, and just talking to them back
and forth and stuff. And so that made me able to like, was able to like, you know,

grasp like, you know, she’s not just a professor, she’s actually a friend, you know,
that’s really helped me. [“Poetry”]

Further, students noted how their closest professors go out of their way to help them,

whether it be reminding them of deadlines and course requirements or helping them to raise their
grade in a certain class. “Jonathan Thompson” commented that:

10



S: Personally, if I could pick my top professors, it would be the ones who
took the extra effort to help me out or to like help students out generally. Itook a
psychology class with [name], and I had been struggling in class. I asked to see
him during office hours, and I laid out my plan, like here this is how I’'m going to
get my grade back up to a B. He was like okay, and if anyone’s in class who can
do it, it’s you. [“Jonathan Thompson”]

And “Amy” reported that one time her professor, at the end of an email about a class discussion
wrote,

S: You know I was reviewing your transcript and just wanted to make sure
you know that you need this one more class...before you can graduate, which was
definitely, I mean I knew I needed it, you know, but it was nice that there was
someone who was checking up on me and looking out for me. [“Amy”]

Students report that having a professor as a friend both academic and social benefits—it
gives students opportunities to work on their professor’s research projects, to design independent
studies to replace or supplement normal coursework, and to network with professionals in their
field of study, in addition to providing the practical benefits of having an academic and
intellectual mentor.* We also know from survey data that students who report being satisfied
with student interaction with faculty have higher GPAs. This correlation may not just be one-
way, but may be reciprocal-—good students may find that they have better relationships with
their professors (and find more venues to foster such relationships such as joint student-faculty
research projects) than poor students, and students with close relationships with their professors
may feel more inclined to work hard, revise their work with their professors, and make full use
of their professor’s availability, which might well help their grade. In any case, close student-
faculty relationships seem to have a very positive effect on student experience, work, and
satisfaction with Hamilton.

A “professional” relationship

A large portion of students reported having what some of them called a “professional”
relationship with their professors—one characterized by friendliness and respect (but not to the
degree that the student would call the professor a friend), and by an exclusively academic, in-
class relationship. This seemed to be, in a way, the default type of student-faculty relationship—
the one most students seemed to expect from a professor, and the one that some of the students
preferred:

5: Other professors, you know, aren’t really the same, you know, they just
sort of want to get through their class. I mean, but I think you can almost like
expect that. I mean you can’t expect that a professor is going to like have, like
developing close, you know, friendships with all their students, you know. So I
mean, there is, I think, you know, relationships between like professors and

? One particularly important issue further research should focus on is when students seem to bond with their
professors, and how their time at Hamilton is shaped by when they make these bonds.
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students I think is like, its sort of appropriate for, I mean compare it today like a
professional relationship for the most part... I think most professors, like it seems
to be more of a professional relationship, which I think is fine, that’s to be
expected. [“Sean”]

Even students who reported being close to their professors also suggested that this closeness, in
some ways, remains “professional.”

S: You know, professors know you and you can talk to them; you can get to
know them a bit; and you don’t get lost, you know, you’re not a number... I'm
not anticipating getting invited to anybody’s house for dinner, but you know, it’s
not that I don’t know people here.

“Tom” commented on his time at Hamilton that,

S: One of my regrets is not having very strong relationships with the
teachers; something to learn from. [“Tom”]

St I mean, I don’t, like I don’t really have a professor that I can go in and talk
deeply. But I mean I go in and talk to professors about work and stuff if I have
questions. [“Luke”]

The “professional” student-faculty relationship is characterized by its focus purely on the
academic work of the classroom, and a degree of distance on all other “personal” issues. This is
the relationship that most students, it seems, expected to have with their professors upon entering
Hamilton—most that had close relationships with their professors seemed surprised and
delighted that such a relationship was possible, despite the fact that the majority of Hamilton
students have at least one of those relationships. We should note that the majority of student-
professor relations are probably of this “professional” sort, since most students who were close
to a professor were only close to one or two, out of a possible dozen or more professors with
whom they have taken classes. In this sense, and as students have reported in their experience,
“professional” student-faculty relationships are the default, and close relations are the
exceptions.

Students repeatedly report how beneficial it is for them to have a professor they have
worked with or simply talked to in a more personal way. In this way, these relationships are to
be encouraged. The administration and the faculty seem to realize this, and have, each in their
own way, taken steps to foster and develop these relationships, for instance in the advising
program, to which we will turn next.

The Advising Program

The faculty have attempted to, in part, institutionalize some of this close faculty-student
relationship in the advising program, in which students are (hopefully) paired with faculty
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members in their field of study in order to develop an academic plan for their years at Hamilton.
The vision put forward by the faculty in the “new Hamilton curriculum” holds broad but very
important goals:

Academic advising is one of the many ways in which students engage with
faculty on an individual basis. Advisors and advisees work together to craft a
unique, individual academic plan based upon each student's strengths,
weaknesses, and goals. Hamilton College views the advising relationship as an
on-going conversation that transcends mere course selection and attempts to assist
students as they explore the breadth of the liberal arts curriculum, experience
college life, focus on a major concentration, and prepare for life after Hamilton.?

While the rhetoric surrounding the advising program suggests that advisors take on the role of
the mentors and friends characteristic of close student-faculty relationships, students report that
their relationships with their advisors are typically “professional,” and tend to only center around
practical matters such as course registration, where professors are required to approve the
student’s course plan. Let us look at some examples in the students’ words.

“Victoria,” like a good number of students, reported having a close relationship with her
adviser:

L So have you formed any close relationships with any professors?

S: Well yeah. [ mean especially with my adviser. That’s like the closest
because I’ve had her since like my first semester freshman year. Like I had her,
she wasn’t my adviser at that moment, because she was my professor. So it was
like since that moment until now, and then she became my adviser, it’s been just
like a really close bond, like I've really enjoyed it. [“Victoria”]

Note, however, that this professor became her adviser, and was not her originally assigned
advisor. The same student later commented, about the same professor, that:

S: We talk about everything. It’s like when it has to be academic...it’s like
registration period coming or, you know, or when it was something to do with like
a deadline coming up but other than that, it would just be like catching up on — so
how have you been, how are things. And It’ll be like yeah, how are the classes
going and all of that. But besides that, like so what things are going on in your
life. Soit’s like it’s been really helpful, and it’s just been really like, it’s been a
good time, like I’ve enjoyed it so much. [*Victoria™]

One student, “James,” summed up his relationship with his adviser in words many other students
echoed:

S: I think I’ve probably mentioned this before in these interviews, but the one
faculty member that I haven’t really connected with is my own adviser. I still see

* Hamilton College Website: http://www.hamilton.edu/academics/info.cfm.
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him in the gym or somewhere, and he just says hi. I don’t even know, I think he
knows my name, and when I come to those [course advising] meetings he knows
it... I'mean, that’s one person, and it hasn’t really bothered me much. Idon’t, I
didn’t really feel the need to be too close to him just because, I meet with him just
because of classes. [“James”]

Some students did report being close to their advisors, described being their friend,
meeting with them outside of an academic setting, and talking with them about issues outside of
academics. However, these students did not report that these relationships arose out of the
advising process, but rather the opposite—students switched advisors, when they could, so that
their closest professor became their advisor. While we cannot say conclusively from the
information given from the students that no or very few close student-advisor relationships were
caused by the advising program,” the data we have, reported by the students, suggests that this is
the case. The success stories of the advising program—those cases where the relationship
between student and the advisor are both like that between two friends and between master and
apprentice (in other words, it is both a social and an academic/intellectual relationship)—seem o
not have come out of the advising program at all, but are the kinds of relationships that develop
anyway between some students and their professors which are then institutionalized (i.e., the
student simply switches advisors to their closest professor).

In this sense, the expressed goals of the advising program have not been met, and
attempts to institutionalize close faculty-student relations have not come to fruition. There are
numerous reasons why this may be so, some structural/organizational, and some social.

First, assigning professors to students and hoping for a positive outcome is similar to
assigning people to be friends—it rarely works. Second, the program assumes that all students
and all advisors are open to forming the types of relationships the program seeks to encourage,
while many students reported that they actually preferred a “professional” type of student-
professor relationship. Third, professors are not held accountable for their advising, and are not
evaluated in the same way as they are when they teach classes, so they have no institutional
incentive to advise well, or even at all. Fourth, many students’ intended majors upon entering
Hamilton (which is what the assignment of advisors is based upon) change during their freshman
or sophomore year, and hence their advisor changes. Since, for most students, advising is most
important during their first two years, many students find themselves having spent two critical
years with an advisor outside of their eventual field of concentration. Fifth, some advisors,
students report, just don’t seem to care about their advising of students, so some students may
change their advisors to those professors who do seem to care, thus overloading those professors
with advising work. Sixth, and finally, the advising process only sets up one in-program
requirement (that advisors approve courses), and thus only gives one small way to achieve its

large goals. If there is a structural way to create close student-faculty relationships, it should
probably have more of a structure in the first place.

* It would be very difficult to conclusively demonstrate this, since all the data would have to be reported from either
students or faculty, neither of whom would necessarily or reliably be able to state from where their close
relationships came,
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The advising program is over-ambitious, in that the faculty has attempted to give a formal
structure to the close student-faculty relationships that, everyone agrees, greatly benefits those
students who have them. If all students could have one member of the faculty with whom they
were close, they would probably do better than had they no such relationship—this much we can
say with relative certainty, and this much the faculty, and many of the students, consciously
recognize. However, they create a system that in effect tries to create these relationships, and
seems largely to have failed. '

Student-Administration Relations

In addition to asking students about their relationships with members of the faculty, this
year we also asked them about their attitudes toward and relationships with members of the
administration. Numerous students, when asked whether they have good relations with the
administration, and whether the administration listens to students, answered first by asking what
the questioner meant, saying things such as “like the big board of trustees and stuff?” [Katie] or
“college administrators, do you mean like deans?” [Tom], and then, working off their definition,
talked about their relationships with the administration. Ambiguity as to what constitutes the
administration is not unique (even social scientists run into problems of defining such
organizations), and should be expected—students and administrators live very different lives,
work in different environments, focus on different issues, and work towards different sets of
goals. Given that these worlds rarely meet, students’ impressions of the administration are
shaped by the two types of cases in which they do: first, by their brief and rare encounters with
those who they think of as administrators, and second, by decisions and policies announced by
the administration that affect the students in some way.

Encounters with “the Administration”

While students and faculty meet regularly for classes, which provide a focus for bonding
and interaction, there are no formal activities administrators and students share, hence student
relations with individual administrators tend to be far weaker than those they share with their
professors. Those times when students do interact with members of the administration are
generally isolated and short incidents:

S: I’m an international student. And like they [the dean of students office] help us
out. We get rides to the airport...always with complete respect...they’re extremely
helpful. Other administrators, I sat down with [President] Joan [Stewart] to have a pow-
wow...she’s very comfortable with students. [“Marcus”]

The one event students repeatedly noted when asked whether they think the
administration listens to them is the president’s open hours. Numerous students were aware of
the open hours, and remarked how they think they are a good thing for the president to have.
Despite this positive reaction, almost no students responded that they had gone to the president’s
open hours. Students, then, seem to see the open hour as a nice symbolic gesture on the part of
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the president, but rarely take advantage of it, and so maintain their sense of distance from
administrators.

I: Do you feel that the administration listens to students on the whole?

S: I think so. I mean I don’t know a lot, but I think, I mean president Stewart has her
open hours. [“Kathleen”]

5 I feel like [administrators are] probably available, you know, just talk to you if
you have problems or questions or you want to arrange stuff. I mean the president has
her open hour or whatever it is, which you know, it seems like a good policy. I mean I’ve
never felt like I wanted to go and chat about things with President Stewart. But you
know, I'm sure that some students don’t feel that way, and it’s good that she has that.
[“Sean”]

While the majority of students have only infrequent interactions with administrators (or
none at all), there is a slim portion of the student body that does regularly meet with
administrators, and subsequently have a very concrete idea of what the administration is, who
and what it consists of, and what student-administration relations are like. These select few
tended to be student leaders (members of the student assembly, class presidents, heads of clubs,
members of the student media), and hence had formal reasons and means to access the
administration (and, likewise, to be accessed by the administration). These students’ views on
the administration, interestingly, tended to be much more positive than those students who had
had few interactions with administrators. While they noted bureaucratic difficulties inherent
within the administration and its relations with students, these students also singled out
individual administrators and administrative departments for being quite sympathetic to and
accommodating for student needs and wants. Some of these student leaders commented in the
following ways:

5 [With the administration,] I haven’t really had as much contact with them until
this year, with HALT, because we have people come in and speak. And it’s sort of been

interesting because I had no idea that these [administrators] existed, or what they were
doing. [“Linda”]

And,
I All right. What about the college administrators, do you have good relations with
them?
§: College administrators, you mean like deans and stuff like that?

I: Yeah, like the Dean of Students, Office of the President, Res Life.

5: Okay. A little bit of a relationship... When I was on Student Assembly, I would
meet with a couple of them every now and then to discuss things... Dean Thompson was
great. She’s very understanding...
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It Do you feel like the administrators listen to you and other students?
S: Definitely.

Social proximity, then, is central to student-administration relations—most students feel
distant from and disregarded by the administration, a feeling caused by, to some degree, a self-
imposed reluctance to engage administrators, and also by Hamilton’s lack of a formal and ritual
means for students to interact with administrators in the same way they do the faculty. While it
might be impossible, or at least impractical, to construct a meaningful way for all or most
Hamilton students to meet and interact with administrators, at very least we should recognize
that students’ negative attitudes towards the administration are tied to a sense of distance from it
inherent in the social and bureaucratic structure of the college. With more contact, positive
attitudes seem to increase.

Administrative decisions and the student body

The other way in which student lives come into contact with the administration is through
administrative decisions and policies that affect the student body. As a group, students seem to
frown upon many of the administrations’ decisions. There is a general sense among students that
the administration is actively and consciously trying to limit students’ social options, and
minimize their “social life.” Fraternity members especially feel that the administration has taken
an aggressive stance towards societies, and that through residential life decisions and the revised
alcohol policy, administrators have sought to eliminate the role of societies from Hamilton’s
social life. In some sense, this may be accurate. Looking simply at the policies approved by the
various divisions of the administration and the board of trustees, social options’ on campus have,
in practice been limited, especially through tightening restrictions on private societies. What
students, both in and out of private societies, do not recognize is that administrative decisions are
rarely a product of one administrator’s desires, or even the desires of an administrative
department, but that they typically arise from various sources and for various reasons. The
students’ see that administrative decisions have restricted social options for students, and mistake
this for a desire by the president, the board of trustees, or by other administrators, to either “get
rid of private societies,” to “make Hamilton a dry campus,” or to in some other way change and
limit the social life of students.

Students overwhelmingly feel that they should have a central role in decision-making at
Hamilton, and that such participation could be achieved through greater contact between students
and the administration. Few such channels exist formally, and until they are created, student
satisfaction with the administration will remain low.

° When using the term “social options” we refer, as students do, to the broad category of activity students can
partake in, from joining clubs, to throwing parties, to consuming alcohol. The term itself is highly problematic,
because it means so many diverse types of behavior at once, and so we will try to specify what type of activities are
meant when possible. Typically, though, students use the term to mean simply having fun with other students, in
whatever form that may take.
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2. The Curriculum

Sophomore Seminars

As a main part of Hamilton’s new curriculum, sophomore seminars are one of very few
core requirements for students outside of those of their major. Generally team-taught and
interdisciplinary, these seminars have had mixed results, in the students’ eyes, during their first
few years of existence. Responding to the interview question of whether the student’s
sophomore seminar “added anything distinctive to their time at Hamilton,” around two-thirds
said it did not. This is not to say that only a third of students enjoy their sophomore seminars—
around half of the students said they did, the other half that they did not. In other words, a near-
equal amount of students like the seminars as disliked them; however, most students reported
that their seminars were not at all distinctive. Further, in many cases, those students who like
their sophomore seminars suggested that they liked them not necessarily because they were
sophomore seminars, but because of typical reasons why students like some classes: they like the
subject matter, they like the professors who teach it, etc. Meanwhile, many of the negative
responses towards the seminars point to the organizational and structural problems inherent in
the sophomore seminar program.

As we shall see, sophomore seminars face a number of basic problems that essentially
arise out of 1) poor course selections, which result in students taking courses they dislike; 2)
classes numbering over their student capacity; 3) co-taught class professors having different
standards of academic expectations; 4) disciplinary and intellectual divisions both between
professors and between students. Underlying all of these is the basic fact that the seminars are
required.

While the seminars face these problems, they also seem to have succeeded on two fronts.
Overwhelmingly, positive comments about sophomore seminars centered around the benefits of
making public presentations. With few exceptions, both those students who generally enjoyed
their seminars and those who responded that the seminars added something distinctive to their
Hamilton experience positively mentioned the presentation requirements. Even some students
who greatly disliked their seminars noted how they improved their public speaking and
communication skills by taking the course. Many students also commented on how having to

write a large final paper (which some of the classes required) helped prepare them for their thesis
work later on.

Course selection

Probably the most difficult issue students faced in the sophomore seminar program was

* course selection. “For many students, some fields were underrepresented, while others were
overrepresented; and because all sophomores were required to complete a seminar, many popular
classes and/or classes in underrepresented fields quickly filled during registration. Numerous
students reported having to take, because of scheduling problems, classes in fields completely
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unfamiliar to and in some cases even disliked by them. While one of the goals of the program
was to encourage students to engage in fields outside their major(s) and minor(s), the fact that
many students were essentially forced into classes outside their interests because of requirements
and scheduling provoked a high degree of anger and frustration from them, reflected repeatedly
in their responses to our interviews. “Frank™ speaks bluntly about his seminar, saying:

i Do you think that your sophomore seminar has added anything distinctive
to your or helped you in any particular way?

S: I think it was a total waste of time.
I; Yeah?
S: Yeah. I mean the, the scope of what you can do is so limited that you can

get stuck doing something you really don’t want to do.
1: Well, can you tell me about your sophomore seminar and how that was?

S: I got stuck in the [name of class], or whatever it was called, seminar and it
was just a total waste of my time. Ididn’t get anything out of it as far as my
major, and I wasn’t interested in it at all. So I think the sophomore seminar is
pretty detrimental.

I: Okay. When you say you got stuck in it, what do you mean by that?
5 Well, it was the only one that really fit into my schedule. [“Frank™]
“James” echoed many students’ sentiments in his interview:

I: Do you think that [your sophomore seminar] has added anything
distinctive to your career at Hamilton?

S: No, not really.
I; Really?

S: No, I didn’t, my, my sophomore seminar was, I don’t know. I mean most
of the time it was much the same as any other class, except that it was larger and
that there were people in it that didn’t really want to be in it. I think that was one
of the only significant differences. [“James”]

Course selection problems are not limited to sophomore seminars—popular courses,
departments, professors, and class times can and do fill up regularly. However, the degree to
which sophomore seminar course selection proved problematic for students is much higher than
normal, a fact reflected not only in responses to our interviews, but to course evaluations as well,
in which sophomore seminars overall are rated lower than the average Hamilton class by
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students.® Further, students who responded to our interview the most negatively about their
seminars were typically those who were “forced” into them because of a lack of alternative
options. Such course selection problems are compounded by the fact that, as team-taught
courses, the seminars demand more faculty attention,” and thus limit the ability of the faculty to
expand the number of courses offered so as to alleviate the selection crunch of sophomore year
registration. This problem, as stated, is not necessarily integral to the program—such problems
arise with course registration generally, though to a lesser degree—but to resolve it would
require some form of restructuring of how the courses are set up in relation to one another and in
relation to the desires, needs, and sheer volume of students and faculty.

Size of classes

Another problem directly related to the one above, is that of the size of the seminars
themselves; many students are in classes that are too large.

i What did you take?

S: The [class name]. I think it was very, there wasn’t enough structure in it
for the size of the class, since there were like 30 people in it. It just meandered,
and didn’t go anywhere.

E How do you think that could have been helped?

S: Either a smaller class size, breaking in half with the two professors or
something; or a more structured environment.

Students frequently complain about the size of classes outside of sophomore seminars, and while
the problem seems endemic to a variety of classes and departments, students seem particularly
distressed by seminar classes that are too large—these classes, after all, are intended to be small
and intimate, and to foster close discussion and intellectual relationships.

Comparing students’ reports to the numbers available on sophomore seminar class size,
we can see how many student found themselves in classes that were sized inappropriately for a
seminar format. At the same time, by comparing this data to that of typical Hamilton classes, we
can see that, while some of the seminars were crowded, on average they were significantly
smaller than the typical class at Hamilton.

For the class of 2005, the majority of whom enrolled in a sophomore seminar their
sophomore year, the average class held around 12 students. However this number is misleading.
Using the individual student as the unit of analysis®, as seen in Diagram 5, 38% of students
enrolled in classes larger than 20 people, while only a slightly higher 42% enrolled in classes

® This may not only be due to course selection problems, but judging by how frequently students reported such
?mblems with their sophomore seminars, is most likely a major factor in such negative evaluations.

In addition to the fact that tenure-track junior faculty members are not supposed to teach the seminars.
8 > )

Based on enrollment data from the Registrar’s Office.
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sized from 10-20 students, and 20% in classes less than 10 students. Hence, many students wind
up taking “seminar” classes that, in practice, are far too large to accomplish the goals of the ideal

seminar course.

Diagrams 1 and 2 show the change in sophomore seminar class sizes from their

beginning in 2002 to the present. Most notably, while the average class size has increased, there

are far fewer large classes.
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Diagram 1. Mean = 12.45 Students per class; Median = 12 Students.
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Diagrams 3 and 4 display student experience of class size in sophomore seminars — in
other words, the likelihood that a student would find him/herself in a class of that size.

Student Experience of Class Size in Sophomore
Seminars (Fall 2002 and Spring 2003)

1-4 students, 12,
3%

30-34 students, 33,
8% 5-9 students, 70,
17%

25-30 students, 78,
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10-14 students,
153, 37%

15-19 students, 19,
5%

Diagram 3.
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Diagrams 5 and 6 are condensed to better show the change in student experience of
seminar class sizes. Most notably, Sophomore Seminar class sizes have stabilized around the 10-
14 student area, which is suitable for this type of class. Significantly, very large and very small
classes are far rarer than in 2002.

Student Experience of Class Size in Sophomore
Seminars (Fall 2002 and Spring
2003)(Compressed)

1-9 Students,
82, 20%

20+ Students
157, 38%

10-20
Students, 172,
42%

Diagram 5.
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These data, combined with student reports, suggest that due to the requirement that
students take a sophomore seminar their sophomore year, combined with a high demand for
some classes and a low demand for others, many students from the class of 2005 (who took these
seminars probably in the fall of 2002 or spring of 2003) experienced classes far too large to
fulfill the intended goals of the program. We can also see from this data that the students’
situation has improved since the program began, but they still face problems of class size in these
required courses.

The potential for unclear standards within team-taught courses

Even those students who registered in seminars they wanted faced problems within the
program, which manifested themselves within the classroom. Most significant to many was a
double-standard of grading, teaching, and evaluation, arising out of the team-taught nature of the
seminars. Some students reported receiving good grades from one of the class’s professors, but
poor grades from the other, despite having done the same amount of work at the same skill level.
“Jane Smith” reports how,

S: There was not always much sufficient agreement between the two of [the
professors], so we were getting papers back with like two very different grades,
you know...I initially felt confused because we were getting mixed responses;
that, and other stuff; they were getting on. We were more confused as well as like
what we should really be focusing on. It was just, it was a big hodge-podge of -
stuff. [“Jane Smith”] '

This problem was particularly frustrating to many students, who expressed feeling lost in
some of the interdisciplinary material, while at the same time being unaware of what was
expected of them due to what they saw as two (or more) different sets of academic and
disciplinary expectations expressed by the course’s professor team. “Murphy” recounts,

S: [The professors] had very conflicting personalities, and you know, they
were approaching the same topic — one from like a History point of view, and one
from a literary point of view...so they had conflicts and things. And yeah, they
didn’t know how to grade. So I think, in general, lowered everyone’s grade and
kind of like caused a lot of problems for people. [“Murphy”]

“Murphy” echoes a number of other students who not only faced evaluation differences between
their professors, but disciplinary ones as well. The sophomore seminar’s interdisciplinary nature
thus manifests itself directly and problematically in the classroom.

Disciplinary divisions
Intended as classes that would bridge disciplinary divisions, many sophomore seminar

classes, as students described them, actually seemed like two different classes, tangentially
linked. A significant number of students complained that not only did their professors have
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differing standards and expectations, but completely different intellectual outlooks, which
oftentimes clashed. -

S: [The professors] were at odds as to how to approach the humanities
section of approaching the [topic]. In the literary and historical sense, they didn’t
quite understand that. And so the final project that I did, while it was in their
context, was not understood by them because they didn’t know anything about
lit[erature] or history, you know, in the academic sense, in the same way that they
do about Biology. [“Ruttiger’’]

Sometimes the divisions were not simply academic, but personal as well:
St It would have been good if my teachers liked each other, and had anything
in common. But they hated each other, so the class frankly wasn’t that amazing.
Like they just kind of lectured, alternating day-by-day. And once in a while, they
fell asleep in the other one’s lecture. [“Jen”] ‘

“Jose” did not mince his words about his bad experiences in the class because of his professors’
lack of communication:

S: It was pretty much an unmitigated disaster of a class...apparently [the
professors] never spoke to each other, like about the class. Like I saw them meet
once about it. I mean like, you know, they met, but there was no real
communication between them, and it was just sort of, I mean it was bad in that
sense. They didn’t teach much. [“Jose”]

But sometimes in a required class program, interdisciplinarity can backfire and exacerbate
disciplinary divisions when the mixing of disciplines is unsuccessful. Hence, while many
students enjoyed bridging disciplinary gaps, many others suggested that taking these classes
simply reinforced their embeddedness in one or the other fields taught in the course. Exposure to
other fields can benefit students, or it can alienate them.

These problems are inherent in the sophomore seminar program. The faculty and
administration saw interdisciplinary thinking as good, and tried to encourage it through a
required program. The assumptions underlying this are: 1) all students (or, more specifically and
importantly, sophomores) can and will benefit from interdisciplinary experience, 2)
interdisciplinary experiences can be deliberately created, 3) they can be encouraged and created
simply by requiring team-taught seminar classes of all sophomores. The empirical evidence on
these issues is mixed, but at very least suggests that a good deal of problems arise when these
assumptions are built upon. While interdisciplinarity is a noble and central goal of a liberal arts
education, there is little evidence in our interviews to suggest that requiring, programatizing, and
institutionalizing it has worked.
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Public presentations and long papers

While many students complained bitterly about their sophomore seminars, some also
noted ways in which these classes have helped them improve academically. Most significantly, a
good deal of students reported improving their public speaking skills from the required speaking
section of each sophomore seminar. Both students who liked and disliked their sophomore
seminars noted that their experience(s) of having to speak publicly in the classes gave them a
better sense of themselves as speakers, and refined their skills as orators. Of all the positive
comments regarding sophomore seminars, the most frequent centered on the public speaking
element of the class, and how it helps students gain a better sense of how to speak to an
audience.

8: I think probably the main thing I took away from the sophomore seminar
was the big presentation, just meeting with someone from the [Communication
Department] and she like came and videotaped us, and then just having to present
it to the class. And I think that was the first PowerPoint presentation that I’d done
on my own. So I think just learning how to do that, and feel more comfortable
with oral communications.

I Has that continued to help you in other presentations?

S: Yeah.

I: And given you confidence in public speaking and stuff like that?

S: Yeah. I think I remember a lot of the things that I learned, and I remember
a lot of the things that, particularly I learned about myself and seeing myself
videotaped.

I; ' Like, like I’'m curious, like what?

S: Just I'm not very good with keeping eye contact, and that I tend, I always
get very nervous when I’m talking in public settings.

I Me too.

S: Just remembering to like slow down when I speak. I don’t know. Just
seeing yourself and being able to think. And then just, like I said before, learning
how to do a PowerPoint presentation myself. I feel like I've had to do like many
more of those since then. [“Mary”]

Students reported learning not only such more technical speaking skills as these, but also how to
identify their own abilities to work upon and improve.

S: It [sophomore seminar] helps you recognize your weaknesses when it
comes to oral communication skills; when it comes to presenting yourself
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professionally with the presentation requirement. It was tough, but you learn a lot
about your weaknesses, and you learn a lot about your strengths. It’s, it’s a good
requirement. I don’t see, you know, I think it’s very productive...Feeling
comfortable in a big group of people is really important because if you can do
that, you can really do anything...Because if you understand the material, you
can, you can talk about it with large groups of people...That confidence is
invaluable. [“Tom”]

Further, students such as “Jenn” reported how she gained a sense of what was expected of her as
a presenter, and how to improve her connection with her audience.

S: We also did a lot of presentations, which was really good for me because
in the beginning I felt very uncomfortable talking in front of a while bunch of
people. And then by the end of the seminar, I felt more comfortable doing these,
and I kind of knew what my audience expected of me and how I can engage them
in my presentations. [“Jenn”]

Such improvements are not unique to sophomore seminars, but seem to occur whenever
some form of public speaking is required in a class. Overall, students who had had little or no
experience with public speaking reported dramatically improving their skills by taking a class
that required it. On the other side, those students who have already had some training or
experience in public speaking (these students were very much in the minority) reported little
improvement from being required to speak publicly in these seminars. We will discuss some of
the causes, details, and consequences of these patterns of reports in the following section on
public speaking at Hamilton.

Sophomore seminars also seem to have helped some students’ writing skills. Students
reported that having to write a long (20+ pages) paper for their class helped them greatly later on
in their academic career when they had to write their theses. Students at the sophomore level are
rarely required to write papers that long, and oftentimes many students are first exposed to
projects of that size in their senior years.

“Liz” commented that “it’s the longest paper I’ve had to write, and that was fun,” and her
comments were echoed by many other students, noting how their seminars gave them their first
experience dealing with issues of structure, argument, and style in longer papers.

The seminars, in some cases, proved helpful for students with little experience with the
technical intricacies of writing. “Kim” detailed how her seminar improved her writing in a
number of ways:

S: I really liked mine. I took [class name omitted], and I think it’s really
helped my writing. I'm a Math major, so I don’t really write a lot; and when I do
write, it’s'pretty simple. But I think taking that at least has made me focus more
on, like I feel like it helped me realize what you are good at and what you need to
work on — more so than just a writing intensive class. And I think that’s been
really helpful. I mean I, still now when I write a paper, I, you know, look and
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think about what the kind of things that were pointed out in my sophomore
seminar as something I can, you know, we would write all the time. So I mean I
really liked it. I thought it was really helpful, but that could be just the one I
picked, you know. [“Kim”]

From the data we have, it is difficult to make comparative conclusions about the benefits
of sophomore seminars—its hard to tell whether the seminars gave these students a unigue
experience that they probably would not have received otherwise. In other words, it is not clear
whether students benefited from their sophomore seminars because they were sophomore
seminars, or simply because they were classes. This methodological problem actually reveals a
problem within the operations of the sophomore seminar program itself—that the standards of
program, what it sets out to accomplish and present to students, are not uniform. Some seminars
emphasize writing, some emphasize public speaking, some are highly interdisciplinary and team-
taught (and some are not), and some appear to hold goals outside or beyond those set out by the
program. This problem is compounded, again, by the fact that these classes are required in order
to meet a number of somewhat disparate goals.

Sophomore seminars can certainly playa positive role in student’s education at Hamilton,
but in order to do so they should be focused around a single concrete goal (we have suggested
oral communications), not one that creates functional roadblocks, such as the goal of
interdisciplinarity has done.

Public Speaking at Hamilton College

Students overwhelmingly report that their public speaking improves over the course of
their Hamilton career,” and that improvement comes from speaking requirements in one or two
classes at Hamilton, against a prior lack of exposure to public speaking. From what students
report, oral communication skills have a steep learning curve. Students with little or no
experience giving presentations reported improving dramatically after only a few experiences of
presenting material to an audience.

Students who benefit

By almost every student account, the one or two classes that they had that required
presentations'’ improved their skills greatly, and most notably improved their comfort and
confidence in front of a group. “Jack”™ for example emphasized how he gained confidence at
speaking publicly from having to do it in classes.

? Eighty-three percent (83%) say their speaking improved, in giving presentations or talks, interviewing, or leading
class discussions.

' The majority of students reported only having one or two classes during their Hamilton careers that required
presentations.
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E Okay. Do you think that in any way your speaking ability has improved at
Hamilton — either in public speaking, talking in classes, handling yourself in
interviews such as this, or any other respect? And if 50, can you describe in detail
how you think that improvement occurred?

5 I would say definitely.
I: Okay.

S: Well I guess I don’t know if it’s just me getting older and maturing, or I
mean | guess like that’s one aspect; but it seems like every class I've taken, we
had to do some like group project we had to present to the class, which helped me
get over nerves. But I mean it seems every class always emphasizes participation
of class. As well as my organization, you know, it’s just given me an opportunity
to talk to large groups of people and present my ideas. So I think I’ve definitely
become more confident in speaking. [“Jack™]

Repeatedly, students commented on how their “public speaking has improved just from pure
exposure to it” [“Jade”], and that their improvement was not necessarily intentional, nor were
they even always aware of it.

L Do you think your speaking ability has improved since you’ve been here?
S I would say so, yeah.
L How so?

S: I mean I haven’t taken any, you know, like oral comm classes or anything;
but [ think just through, probably through a lot of my classes being really small
and being largely discussion-based that I’ve become more comfortable, you
know, speaking to other people or in front of other people...I don’t feel like I
intentionally did something to specifically improve my, you know, speaking
skills. I guess it’s just something that comes with practice and with experience.
[“Jenny”]

A number of students suggested that Hamilton should have some kind of oral communications
requirements, because, they felt, many other students were not being exposed to the same
benefits from giving presentations and talks that they were.

S: I think they should have a mandatory 100-level public speaking class that
all freshman students have to take, or all sophomore students have to take. And
maybe, instead of having gym credit, you know; maybe two gym credits in one, a
2.5 credit for rhetoric and communication, maybe having a student take that
before, you know, they graduate because I think it’s such an important skill, and I
think it’s great that Hamilton emphasizes it, but I really don’t think they do it
well. [“Jean Claude”]
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S But I really wish there was more opportunity to speak. I think it’s funny.
I work in the Admissions Office and they always say like how at Hamilton you
learn how to write and speak really well. And I wish we had speaking intensive
classes like we have writing intensives. And I think that’s still like peoples’ big
fear, like just getting up and speaking in front of people. It’s sometimes fun too
when you’ve worked on something really hard in class, like I sometimes wish [
could get up and talk about it or give a report on it. [“Susan”]

And some students wished they themselves had had more exposure to public speaking while at
Hamilton.

5 I don’t think that we get enough practice with like public speaking, like we
don’t really have to do group presentations very much in classes. And so I think
that could be improved. But I think like, I think it’s great that we stress writing
skills. Ithink it’s equally important that you be able to like speak in public and
express your ideas verbally, which I’'m not the best at. I’m much better at writing.
But as far as, I think DC [the Washington Program] helped me the most, going
there and working on the Hill and that kind of thing. I became much more
confident just, you know, talking to people, meeting new people, and being more
outgoing in that area. I think that helped the most, but not really through classes.
Many encourage class participation, but especially if you’re in the larger lecture
classes, I mean you can definitely get by with not having to ever talk. So I don’t
think classes really do much for speaking. [“Katherine”]

Frequently students identified themselves as “poor public speakers,” but unlike many students
who self-identify as poor at quantitative skills, those who thought they were poor speakers
believed they could get better with practice and training. This point is significant, and we will
return to it later. -

S: [ know that I'm really bad at it, and I needed to do a lot of practice. But I
didn’t take a lot of courses where I had to do a lot of presentation skills, which I
do suggest that they, they actually, that Hamilton should probably change that. 1
think presentation skills are really essential to like, to you know, like work and
just, and handling like the rest of your life. [“Mystique”]

S: I'mean I’'m not the best public speaker. Iknow kids who are juniors and
sophomores who are taking public speaking courses who could run circles around
me in a debate, but I would say that I’ve improved. [“Jonathan”]

Most of the improvements students reported did not come from their taking oral
communications classes (because most hadn’t), but instead come from their experiences leading
discussions or giving presentations in class (which most students reported they had done). For
most students, these experiences were few in number, but significantly bettered their confidence,
comfort, and communication abilities in front of groups. The improvements came quickly, and
while students may not have refined their skills at a higher level, most seem to have taken the
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large first step to becoming better oral communicators, due primarily to classes where
presentations are required.

Part of the reason why students reported such a steep improvement in their speaking
skills has to do with the nature of public speaking itself. Students are much more emotionally
involved in giving a speech than writing a paper, simply because they are being visibly and
immediately evaluated by their peers and their professor(s) while giving it; when handing in a
paper, students can detach themselves from it until they receive feedback, and even then they
receive feedback just from their professors. The possibility of public embarrassment, especially
in front of peers, adds considerable, but largely invisible weight to presentations, and puts much
more than the student’s grade on the line. Students typically, from fear, put a great deal of work
into preparing for presentations and they improve; some students who are not concerned about it
suffer the immediate judgment of their peers and professors, and typically learn a valuable lesson
from their experience as well. They subsequently work a bit more. Hence, both students who
reported putting in a lot of time into their presentations, and students who admitted
underpreparing for them, reported improving in their public speaking skills. The power of
immediate feedback, especially from peers suggests that other academic-skill programs at
Hamilton might benefit from similar structuring.

Students who didn’t benefit

While the majority of students reported that their oral communication skills improved,
around 20% said they did not, citing one of two reasons. Either 1) they were already strong
public speakers upon entering Hamilton (and improvement required more intensive study than
for those with no experience speaking to groups), or 2) they were never required to present in
their classes. “Jen” expressed both reasons, saying:

S: I think it’s just, I mean the classes that I've taken, for the most part, don’t
really require that much speaking. And I did a lot of drama in high school, so I
had enough speaking abilities that like unless I was a communications major or an
English major or somewhere where I had to be talking to other students a lot, that
I just am not asked to do that. So I've pretty much stayed at the same level.
[“Jen™]

Students also noted how public speaking is greatly underemphasized in comparison to writing:

Iz Have you had to take any public speaking courses or had to give any

presentations or do interviews that would require you to utilize your speaking
skills?

S: Not really. The sophomore seminar we previously mentioned did have a
presentation. That was some ridiculous proportion of your grade. But other than
that, I’ve not had anything, I mean no real serious presentations. Like I don’t
think my skills have improved as greatly as say my writing skills have improved.
I'mean I don’t think, but I mean I’ve never been required to take those classes,
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and I never have; so I don’t, whereas, you know, I’ve taken a lot of writing
intensive classes. So the skill hasn’t necessarily improved at the same rate.
[“JOse”]

S: But I don’t think that my speaking ability has significantly improved at all,
or become less, after going here because I think that the emphasis has always has
been more on writing. Technically my writing has improved, but I can’t say that
my speech has. [“Jane Smith”]

While it is encouraging that 80% of students believe their public speaking skills have improved
since coming to Hamilton, the fact that 20% report otherwise is distressing; it would be easy to

give all students the initial formative speaking experience that makes such a difference to their

abilities.

Further improving oral communications at Hamilton: a suggestion

If the college wanted to, it could raise the average quality of students’ oral
communications skills dramatically by, in some way, ensuring that every student took at least
one or two classes that required presentations. This might take the form of some kind of
speaking-intensive program similar to the writing-intensive program in which students are
required to take a set number of the intensive classes in order to fulfill their degree requirements,
or it might simply consist of encouraging professors to include presentations in more of their
classes. As many students reported that their sophomore seminars provided the with their first
exposure to giving presentations, perhaps that program (with some modifications) is best suited
as the vehicle for providing that initial skill-building. As the seminar program is already in
place, and is struggling to solidify its goals and structure itself in a beneficial way, centering the
program on a strong public speaking requirement might not only benefit public speaking at
Hamilton, but also revitalize the sophomore seminars program in the students’ eyes. Regardless
of how the college might go about this, it is clear that, in regards to students’ oral communication
skills, a little experience goes a long way.

Gauging just how much the college should encourage or require oral communications
requires a comparative evaluation of oral communications with the other general academic skills
the college seeks to instill, for instance, quantitative and writing skills. The current weight given
to these is clear enough in the curriculum requirements—writing is emphasized more than oral
communications, and the average student leaves Hamilton having done far more work improving
his/her writing than his/her oral communication skills. Meanwhile, while writing intensives are
required for all students, quantitative-oriented classes, like oral communication classes, are not,
and many students leave Hamilton having little experience with either.
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3. Student Life

Extracurricular Activities, Student Organizations, and Societies

What seems central to the creation, success, and student-benefit of campus organizations
are the people. Yes, the activity itself matters, but it is the other students who participate in it
who enrich the experience and make it valuable for the students. The one unifying thread
running through almost every student comment about extracurriculars was that they loved
meeting, befriending, and spending time with the other people who are part of the organization.
In other words, the most important component of extracurricular at Hamilton is the people, and
not the activity, though the activity forms the basis for the grouping of the people, and is the axis
around which social bonds are formed and flourish.

The social nature of campus organizations

While the people within the group and the group’s activity form the functional basis of all
of Hamilton’s activities, there are other important elements that formalize the group and its
activity. Most students who reported starting up their own club commented on the importance of
funding for furthering their goals on campus, so gaining formal recognition from the college in
order to obtain funding is also important. With funding, extracurriculars gain formal
mechanisms of recognition and communication by being recognized by the college—their
group’s name goes on the extracurricular roster, the group gains access to an email account
through which activities can be arranged and advertised to the campus, and the group gains
certain protections as a campus organization.

Functionally speaking, then, extracurriculars at Hamilton are constituted by (in order of
importance) 1) a group of students, 2) an activity, 3) funding, and 4) a mechamsm of formal
recognition (a club name, constitution, email account, etc.).

Students were asked to name the most important activity they took part in while at
Hamilton, and the vast majority of answers centered on one or more extracurriculars (societies,
clubs, organizations, sports teams) in which they participated. Overwhelmingly, regardless of
the specific response to the first question (that most important activity was, e.g. track, fraternity
membership, chess club, etc.), the reason students liked that activity was involvement with
people. The next most frequent response was that the activity helped build skills for them that
they believed would help them both in and beyond Hamilton.

3 That would be like my [Chinese] major training, which is kind of nice.
And it’s a nice community like thing, and you just, you know, are really close to
the other students you work with and taking in whatnot for that — just the
language people and all that type of stuff has been really nice, and going to China
with them. Our freshman year, we did that as part of the program; and then going
abroad with them. So you just spend a lot of time with these people. And then

33



I’'m dancing through, I'm in the student dance lines or this year I started dancing
on dance teams. So those girls are kind of fun. Yeah, I’d say those are important.
[“Maudie Savran™]

“Lisa” explicitly stated that it was the people who mattered, and not the activity:

5 Yeah. I mean I’m captain of the fencing team, so that’s important not
because of fencing, but because it’s a group thing. We all get together through
the week, and it’s fun. It’s just nice to be part of it for four years, I guess. [“Lisa
Simpson”]

For many students, specific events such as studying abroad, taking trips with other students,
participating in an important game, or performing in a concert or musical were key social
moments for them—bonding moments that solidified their friendships with others in their group.

S: Choir and a cappella. Since freshman year, choir sort of, you come and
like there’s like 70 people and you don’t know anybody. And then about halfway
through, you generally do a play or a musical, and everybody sort of bonds in like
January when you get back from spring break. And since freshman year, they’ve
just been my family. And you go on tour and I mean there’s 70 people, which is a
lot, a lot of people. But by the end of the year, you sort of have found the
particular 15 or 20 that you see around campus all the time, that you have the
same classes with; and they’ve sort of just been like a community... Have, just -
have this community unto themselves and support each other, that you have, I
don’t know... I mean we have, we spend so much time with these people, four
hours a week for choir rehearsal and six hours a week for a cappella, that it’s
pretty much every night other than Friday and Saturday. But if you don’t have
sort of a foothold of, these people may annoy me if I spend too much time with
them. But it’s okay because I love them when I wake up the next kind of
morning. [“Judy”]

Of all the extracurriculars students participate in, team sports seem to bond students the most
closely, largely due to the significant amount of time students must commit to their team, and
thus to each other. “Mary’s” experiences on the lacrosse team were not unique to her or to her
team—students on teams repeatedly commented on how close they are to their fellow
teammates, and how their time on their team has been a (if not the) defining experience for them

at Hamilton.

S: I think the one thing that I've been most happy to be a part of is the
lacrosse team. I played lacrosse all, well this will be my fourth year, and I'm a
captain this year. And it’s just been such a great experience because the team is
really close, and I've gotten to know girls that I wouldn’t have been able to know,
you know, from being in classes with them or just from interacting with them
socially. So I've just gotten the opportunity to know people that I wouldn’t have
known, and Ive gotten to be really close to my coaches now, and gotten to know
some of the other sports players, and that kind of thing. So that’s probably been,
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and I just love lacrosse and the experience of being on the team. So that’s been
probably my favorite experience at Hamilton. [“Mary”’]

Students in Greek societies used similar language to students on sports teams to describe their
group experience. Typically, while society membership was quite important to members, it
came secondary to sports team membership and/or academics. Still, a notable number of
students such as “Luke” reported their society membership as most significant.

S: Just like getting to know the guys in my class like really well. There’s like
ten of us. And like it’s, it’s like having ten best friends. And I mean that’s just
great because I mean, like I made friends like before that and, you know, I’ve
stayed friends with those kids; but you know, just having ten people that are
really, really close to me is great. And football is fun just because I love playing
football. And I’m not really involved with the coach, but you know, it was still
great. And I mean Llove the guys there too. It was just great to like run around
with those guys for four years. [“Luke”]

While there are numerous different types of extracurriculars and organizations for
students on campus, they are all defined by the strength they gain from the social networks that
grow from them. These groups not only give students something to do outside of class, but
oftentimes give them a way to orient and identify themselves within the college community.
This is clearest with students who have made their own organizations from the ground up, and
whose identities are directly tied to their groups.

Making your own

While some students suggest that the school is missing some vital sports, doesn’t have
certain types of clubs, or is somehow lacking extracurriculars, an equal amount of students seem
to think that extracurricular opportunities at Hamilton are plentiful. What students did seem to
agree upon is that if something is missing from Hamilton, students have the ability to fill in the
gap—Hamilton, through the office of Student Activities, makes it relatively easy to create a
student organization, receive some degree of funding, and receive the benefits of becoming a
recognized club, society, sport, or activity.

Ten percent of the students in our panel reported that they had created or helped create an
organization on campus, and all of their experiences in doing so were similar. They recognized a
lack of a certain kind of activity on campus, got friends and interested students together to help
start the organization, met with the appropriate members of the administration, filled out the right
forms, and became a recognized organization. Sometimes the students who started the club were
already involved in the activity beforehand, and then simply decided to take the next step
towards recognition,

S: Sophomore year when I was playing chess with just one of my friends,

like he just told me to start a Chess Club, and I kind of did. And so then finally
this year, we finally made it an actual club...
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I: So you had the opportunity to do that. Tell me about getting that going,
what was that like?

S Actually it wasn’t even that hard. Like originally, like the first couple of
years I was just sending out random e-mails through the school’s mass e-mailing
list. So I did that; and then this year, we sat down and wrote a Constitution. It
wasn’t that hard at all. [*“Jack”]

And sometimes the students found that the only way they could participate in their activity was
by making an organization. Asked about his most significant activity, “Jose” replied:

Se Au Cobain, a music club. I would say that, since it’s sort of been like a
personal project almost to like build it up from the ground, make it a successful
organization that will last well into the future.

I: Yeah. So what made you decide to do that?

S: Sophomore year, I first had a car here and like I started going to a lot of
concerts in the local area. And I was disappointed in that there weren’t, that CAB
sort of brought like big concerts but that really wasn’t what [ was into musically;
and so I wanted to bring smaller, more, or less well-known acts to Hamilton

College.
13 Did you expect to have that kind of opportunity when you came here?
S: No. It wasn’t even, I mean it was a totally unexpected sort of, I had this

idea with a bunch of friends on the way to Albany to see a concert. So it came out
of that, grew out of that. But it was, ] mean it was very, a very unexpected thing.
I never thought I'd come and start my own club.

I: Are you, do you see the opportunity for other people, or do you think it’s
more to you?

S: Yeah. Ithink while it’s, while there’s a lot of bureaucracy involved, that I
find irritating, I think that anyone who had a club-worthy idea or activity could
easily start and maintain a club.

I Okay.

S And I mean it wasn’t really a club until like junior year. I mean it was like
me and my friend doing stuff all of, well I guess all of sophomore year. And then
sort of more into junior year, it was, [ mean it was still, and, and now it’s finally
where it’s not just me in it. There’s a group of people. I guess that started
January of this year, was when we first really did an event that everyone took part
in and helped out with. [“Jose”]
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“Jade” remembers her freshman year how she helped form a sorority with a group of friends and
interested students,

S: The most important extracurricular activity I’ve participated in the past
four years, three and a half years, has definitely been the formation of the Kappa
Sigma Alpha sorority.

L: Okay.

S We started it as freshmen, my friends and I were, you know, Greek part,
Greek life is a much bigger part of life than most people recognize. And so we,
you know, I have a lot of friends who have pledged Greek elsewhere, and so I was
interested in it myself and I looked at what was available, and my friends did as
well, and we did not see people like us fitting in with societies on campus. And
so we started the Kappa Sigma Alpha sorority as an alternative to girls who
wanted to go Greek, who were interested in what Greek life offered, but could not
see themselves fitting in. Independent, young girls who are involved in other
things, the sorority is important to us, but is not our life. [“Jade”]

Asked what his most significant Hamilton experience has been, “Dex” replied:

S: I"d have to say the Capoiera Club. I mean it’s a group of guys that Ive
gotten to know really, really well. Some people actually, jokingly, liken us to a
frat because we’re always doing everything together. But it’s a group, group of
people who like to hang out with each other and have a good time. ..

I: Do you feel like there were opportunities to do things that you wanted to
do while you were here — again, in any realm?

N? Well, the one thing about Hamilton, I’d say like is that if there’s

something you want to do and it doesn’t exist, you can set it up yourself. Like the

Capoiera Club, for example, when I came here freshman year, there was no club.

There was this guy, Roberto, and he had studied it and wanted to, you know, -

practice it with people. And so for the first year, it was really unofficial. The

second year, we built the club up and got it approved and everything. [“Dex”]

“Dex’s” statement that “the one thing about Hamilton, Id say like is that if there’s
something you want to do and it doesn’t exist, you can set it up yourself,” and “Jose’s” statement
earlier that “while there’s a lot of bureaucracy involved, that I find irritating, I think that anyone
who had a club-worthy idea or activity could easily start and maintain a club,” was repeated by a
number of students when questioned about the availability of opportunities at Hamilton. This
points not only 6 a suitably flexible bureaucracy within student activities, but also to a simple
but structured process for gaining club recognition. Perhaps more importantly though, this
suggests that a good deal of students are aware of and happy with the breadth of opportunities
available at Hamilton.
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4. Conclusions

We have said, in previous years, that the assessment of liberal arts colleges is difficult
work for the simple reason that these colleges do not lay out concrete goals in the same way, say,
a job training business does. Yes, there are a collection of skills, experiences, and maybe even
values colleges hope to bestow upon students, but at the same time, members of the faculty,
administration, student body, and alumni all seem to recognize that Hamilton, like most other
liberal arts colleges, derives much of its strength from not explicitly stating, formalizing, and
institutionalizing a list of concrete goals. The flexibility and openness of liberal arts is what
defines it as liberal arts in the first place.

This being said, the possibility still remains for us to asses what Hamilton does well,
what it does poorly, what it wants to do better at, and from this judge what and how it can
Improve.

Developing academic skills

We have used what we might call an “industry standard” set of academic skills — writing,
speaking, and critical thinking — as one of the bases for our evaluation of academics at Hamilton.
This division is far from arbitrary, and we have stuck to it for three reasons. 1) Students
overwhelmingly think of academic skills in these terms, and this has practical effects for their
own work, as well as for how their work is evaluated. 2) The ways in which these skills are
taught and learned (as well as the rate at which they are developed) differ radically, according to
students. 3) The college has institutionalized this skill-codification into the Hamilton
community—we have a Writing Center and an Oral Communications Center, as well as a
Quantitative Literacy Center—and this too has practical effects on students’ skill-building, their
work, and how they are evaluated. Further, what we have found from our alumni interviews is
that academic content—the actual material students learn—is far less important (both in and out
of college) than the academic skills they developed in processing the content. All of this points
to the importance of evaluating the teaching and learning of these skills at Hamilton, which is a
large part of what we have attempted to do in the Mellon Assessment Project.

The data we have suggests that there is no one trend regarding Hamilton students’
academic skill building, but instead a number of smaller and interrelated trends, which we will
list here according to their skill division, and then comparatively analyze.

1) Writing:

The average student’s writing at Hamilton clearly improves over the course of four years.
Students recognize this, and attribute their improvements primarily to repeated exposure to
writing assignments (which is furthered by the writing intensive course requirement), and the
abundant availability of help with writing (from professors, peers, and the writing center). In
terms of relative improvement then, the majority of students in all fields suggest that their writing
has improved, and the data suggest the same.

38



In terms of an absolute scale of writing ability, students graduating in the sciences and
mathematics report a significantly lower writing ability than students in the humanities, arts,
history, and social scierices. While 62% of humanities and arts, and 63% of history, and social
studies students report that they “write effectively,” only around 46% of students in the sciences
and mathematics feel they have this ability."’

Students’ writing abilities are significantly determined simply by their exposure to
writing, and also by their gaining the relevant means to critique and revise their work. The
writing intensive program, which requires students to take classes marked writing 1nten51ve
by student accounts the primary way students’ writing improves. While numerous arts,
humanities, history, and social sciences classes are writing intensive, far fewer mathematics and
sciences classes are (relative to the number of classes available in each division), explaining the
discrepancy between science and math students’ reported weakness in writing.

2) Oral Communications:

Similar to writing skills, the average student’s oral communication skills improve
significantly over their four years at Hamilton, and again students attribute this improvement
simply to exposure to giving presentations. As Hamilton has no oral communications
requirement, the majority of students simply receive these experiences from those classes (often
few) in which the professor requires some form of presentation.

In terms of an absolute scale, far fewer students (in every academic division) reported
that they felt they could “communicate well orally;” however there was far less of a reported
skills discrepancy between the three academic divisions in terms of oral communications than
there was for writing—in other words, student abilities in oral communications are significantly
less dependant upon their field of study than writing skills. Overall, though, students feel
significantly less confident about their oral communication skills than they do their writing skills,
regardless of their field. When asked if “Hamilton greatly impacted their ability” in oral
communications, 37% of students responded “yes,” whereas for writing, 60% responded “yes.”

We can probably attribute the differences in students’ writing and oral communication
skills to the fact that writing forms one of the bases of the core curriculum (i.e. students can’t

" Drawn from the HEDS senior surveys (see earlier reports). Unfortunately, given the data we have, we cannot yet"
distinguish between academic fields within these broad categories of intellectual divisions—we cannot determine,
for example, whether a computer science major’s reported writing skills are higher than that of a mathematics major,
since both are included within the same category (science and mathematics). This is a symptom of the sampling
method of the senior surveys, which uses a fixed set of potential responses to the question of the student’s major,
fixed responses that do not perfectly align with Hamilton’s majors. Hence, this comparison of intellectual divisions
(arts and humanities, history and social studies, science and mathematics) is the most reliable and meaningful
comparison possible.

2 The general requirements of which typically include writing a number of papers or a single paper of significant
length, revising papers for re-submission, and going to the writing center for further assistance in revision.
Oftentimes the standards of “writing intensive” are not fixed, but vary from professor to professor.
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avoid it even if they tried), whereas with oral communications, whether students gain experience
giving presentations is simply luck of the draw.

3) Quantitative Skills:'

There is a clear, significant, and distressing quantitative skills discrepancy between fields
of study at Hamilton. Students reported quantitative skills vary most widely according to their
field of study — while just over 40% of science and mathematics students reported that "Hamilton
greatly impacted my ability to use quantitative tools," only 20% of history and social studies
students, and less than 10% of humanities and arts students, responded in the same way.

One reason for these discrepancies were largely discovered in last year's progress report,
which suggested that, since the installation of the new core curriculum, and increasing number of
students with majors outside of quantitative fields are avoiding science, lab science, and
mathematics courses. In other words, quantitative courses are more and more being filled only
by students majoring in quantitative fields.

Other reasons for the discrepancies were also outlined in last year's report, reasons
reinforced by this year's panel study. Students overwhelmingly feel that, while everyone can
improve at writing, not everyone can improve at quantitative skills. The perceived learnability of
academic skills probably has an effect on enrolment in certain academic fields, and may also
have a direct effect on the reported abilities of students. In other words, students who do not feel
they are "math students," do not enroll in mathematics classes, hence their skills in the field do
not improve (in effect demonstrating their original reason for not taking math classes, whether
that reason be sound or imaginary). Further, it may be the case that students who self-report as
not being the fpe of student who does well with quantitative work, also self-report as not having
gained quantitative skills from Hamilton, simply by virtue of the fact that they are not
"quantitative students." .

Weighing academic skills

Intentionally or otherwise, the Hamilton curriculum contains inherent value judgments
concerning different academic skills. While all students are required to undergo courses that
seek to improve their writing, oral communications and quantitative skills are treated as optional,
and while the majority of students report they improve in oral communications, this
improvement is of course relative to their initial inexperience giving presentations at the college
level. Further, the distressing discrepancies between quantitative skills among students in
different divisions suggests that, as the curriculum stands, the only academic skill Hamilton
actively seeks to develop in all of its students is writing.

We should recognize that the curriculum of a school must include value Judgments about
academic skills and content, and that, for the purposes and uses of assessment, our job should be

" We should note here that, in this year's panel study, we did not collect data regarding relative improvement of
student's quantitative skills in the same way we did for their writing and oral communication skills.
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simply to outline what Hamilton could do to improve the experiences and development of its
students.

We have suggested earlier that the writing program at Hamilton is quite strong, and
should be a model for other academic skills programs, should they be created and developed.
Hamilton's writing program is strong because it requires students to gain numerous experiences
writing and revising, and because it also provides students with the resources to recognize the
strengths and weaknesses of their writing (a vital step towards improvement). With a little
organization, funding, and probably an adjustment to the core curriculum, Hamilton could create
a comparable oral communications program, which could also provide students with the
experiences and resources vital to improving their skills. While many students still seem to hold
fast to the view that only some people can be good at oral communications, they at the same time
seem to recognize their own improvement with the skill, and hence, to some degree, recognize
that everyone could benefit from some degree of training in the field.

To a large degree, students feel that quantitative skills are unlearnable, or inaccessible to
all but those already within the field. Students’ inhibitions towards quantitative skills are the
single largest barrier preventing them from learning these skills, and overcoming this barrier then
is an issue of overcoming the stigma attached to quantitative skills and work. While there is still
disagreement among students, and certainly among faculty as well, as to how much quantitative
training students need, we should only worry about this issue once the stigma of unlearnability is
eroded from quantitative skills—this is a difficult task, and one that requires further focused
research that can study both students who do and do not take and thrive with quantitative course
work.

We have focused on three skills so far, but these are not necessarily the only skills
Hamilton, and liberal arts in general, should emphasize. Reading, foreign language, and critical
reasoning skills, to name three more, can and do all play a major role in students’ lives in and
beyond college, yet these are not required, nor are there institutional means (beyond the advising
program) to encourage these.

Integrating students' academic and extracurricular life

Students' academic life is unequivocally tied to their relationships with their professors,
and most importantly to those professors closest to them. Further, student intellectual life is not
limited to the classroom, but expands into their extracurricular and independent activities as well.
Students repeatedly noted how they wish their academic and extracurricular lives were more
integrated, and displayed an active interest in integrating them through research projects and
independent studies. This interest should be furthered, as the experiences students gain from
combining outside interests with academics create the strongest and most formative intellectual
moments of their college career. Members of the faculty have been, and should continue to be,
the most important links between the two sides of student life—life in the classroom, and life
outside the classroom—and the administration should look into further ways to formally
encourage the intermixing of student academic and extracurricular experiences.
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PART II A FIVE-YEAR STUDY OF STUDENT WRITING
(Sharon F. Williams, Director of the Writing Center, Daniel F.
Chambliss, Mellon Project Director)

1. Design and Impleﬁlentation of the Writing Study
(Sharon F. Williams)

Overview of the Writing Assessment Study

The goal of the Mellon Foundation Assessment Project, a multi-faceted, five-year study
of the Hamilton College class of 2005, was the assessment of the effectiveness of liberal arts
education. The purpose of the Writing Assessment Study, one portion of the Assessment
Project, was to assess whether the quality of Hamilton students’ writing improves over time.

The study’s main focus was the evaluation of four years of written assignments submitted by a
randomly selected group of 100 students in the class of 2005 (identified as “the Panel”). Starting
in 2001-02 and continuing through 2004-05, Panel students were asked to provide an example of
their best writing for each year; in addition, as part of a series of multi-topic interviews, Panel
students were interviewed about their writing experience at Hamilton. In addition to papers
written by Panel students, papers from other, non-Panel students also were used in the study.
With student permission, faculty submitted entire class sets of non-Panel papers. Inclusion of the
non-Panel papers increased both the sample size and the statistical power of the findings.

Over four years, an archive of student papers was developed. The final archive consisted
of the following categories of student papers: original high school papers written by Panel
students and provided by the Admission Office, self-selected papers submitted by the Panel
students for some or all of the four college years, and class sets of non-Panel papers collected by
faculty with student permission. All students submitting papers were asked to submit their best
example for a given year of a standard essay, three to ten pages in length. The majority of papers
submitted fit these criteria. Some papers included in the study did not match the requested form
or length, particularly Panel papers.

Collection of papers

The process of collecting papers was a more complicated endeavor than originally
envisioned, both in the amount of time and effort required to collect papers and the annual
success of the collection effort (see “Limitations” discussion, below). After four years, the total

number of students represented in the final data set was 541; the total number of papers collected
was 1,100.
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Preparation of papers for evaluation

To prepare papers for evaluation, all identifying information was removed, and each
paper was given an eight digit code: six digits for the individual student ID, one digit for the
category of paper (described above), and one digit for the year the paper was written and
evaluated. An additional code for each of the six evaluators also was added. The coding system
allowed for longitudinal assessments of individual students and cross-sectional comparisons of
cohorts of students across years.

The scoring rubric

The evaluators used a nine-item evaluation scale, “the rubric,” to score each of the papers
evaluated over the four years of the study (final version attached). The language of the initial
version of the rubric was preserved throughout the study; some additions and clarifications of
rubric items were added each year. For example, when upper level papers began to be assessed,
item #8 was added (“Author demonstrated complexity of intellectual reach”). With revision, the
evaluators found the rubric to be flexible enough to apply to all types and levels of writing
assessed. See below for further discussion of rubric changes.

Summary of papers evaluated

Approximately 1,100 papers were evaluated over four years. Almost all papers were
written by Hamilton College students in the class of 2005; some senior papers from the class of
2002 were included in the first year of the study to make an initial comparison of freshmen to
seniors. The 1,100 papers represented a wide range of undergraduate writing assignments, from
high school essays to senior theses. Effort was made to include writing from a range of
disciplines. For example, of the 186 senior papers evaluated in 2005, 70 were papers self-
selected by Panel members, and 116 papers were collected from philosophy, history, economics,
biology, and sociology classes.

Summary of papers evaluated each year

2002: 351 papers evaluated

73 first year Panel papers; 72 high school papers; 128 first year English 110/150, non-
Panel papers; and 78 senior non-Panel papers, class of 2002

2003: 300 papers evaluated

60 sophomore Panel papers, 120 Sophomore Seminar non-Panel papers, and 120
sophomore non-Panel papers

2004: 228 papers evaluated

53 junior Panel papers; 96 junior non-Panel papers; 47 high school non-Panel papers
(class of ’05); and 32 non-Panel senior theses, class of 2004
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2005: 189 papers evaluated
70 senior Panel papers; 3 Panel papers from previous years; and 116 non-Panel senior
papers (entire senior theses were not included, but some thesis sections were included.)

The assessment process

For each of the four years of the study, six outside evaluators and the Director of the
Writing Assessment Study met at Hamilton College for three days in June for an assessment
workshop. The group first participated in a group norming session, consisting of reading,
scoring, and discussing the scoring of one or more student papers and discussing the applicability
of the scoring rubric. Over the next two days, the six evaluators read and scored student papers,
each reader evaluating approximately 75 pages of student writing each day. The total number of
papers read varied somewhat depending on the length of the papers to be read. Across the four
years of the study, the papers became longer, and the number of papers evaluated decreased.

In this study, evaluators used a nine-item rating scale to assess student writing quality
across five years. Despite limitations to the study's design, the findings provide an unusually
complete picture of the quality of college student writing across time for students at a highly
selective liberal arts college. Discussion of the specific strengths and limitations of the study
follows. ' '

Strengths of the Studv Design

The evaluators

The outside evaluators were highly experienced writing program faculty and
administrators with recognized expertise in the field; all were from institutions with student
bodies and curricula similar to Hamilton’s. All six of the evaluators participated for all four
years, a factor greatly increasing the reliability of the scoring. The evaluators expressed strong
loyalty to the study, in large part due to their recognition of the study’s potential value for
writing administrators and faculty at other liberal arts institutions. The evaluators formed a
strong group bond. They recognized the value of the study; they shared a common interest in the
teaching of undergraduate writing; and they enjoyed being together. The group’s conversations
extended far beyond the specifics of the study, and individuals continue to contact one other for
advice on professional and other concerns.
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Multiple years of study

Four years of student papers were needed to measure the learning of individual students
across time. There were additional benefits to a four-year project. Data collection errors
decreased over time. In addition, multiple years of working together allowed the evaluators to
develop a sustained connection to each other and to the study. Finally, multiple years offered the
evaluators the opportunity to modify the rubric to fit the changing nature of student writing
across four years (see discussion “Rubric flexibility”).

If the assessment had been scheduled for a single year, with multiple years” of papers
collected in advance, perhaps the data collection errors could not have been addressed. The
evaluators would not have connected as closely with each other and would not have felt the same
commitment to the study, and evaluator burnout might have occurred if all 1,100 papers had
been evaluated in a single year. In addition, the rubric would not have been tested and adjusted.
For these reasons, it 1s likely that taking multiple years to evaluate multiple years of student
writing produced more reliable findings.

Over time, the evaluators developed remarkable consistency in scoring. At the very first
group scoring session, they produced a wide range of scores due to differing interpretations of
the rubric items. Through four years of collaboration, they came to a shared understanding of
what each item measured. At the time of the final group scoring session, scores were remarkably
consistent.

Rubric flexibility

Because the study spanned four years and the scoring rubric had some flexibility in
language and design, the evaluators were able to refine the rubric over time. As a result, they
created a fair, usable tool for assessing undergraduate papers ranging from high school essays to
senior papers in a number of disciplines.

The initial version of the rubric was a more mechanical, barebones rubric, although
words such as “effectively” and “wise” allowed for some flexibility in scoring. During the initial
meeting of the evaluators, the evaluators scored and discussed several student papers. As a result
of this exercise, the initial version of the rubric was revised prior to beginning the assessment of
the first year’s paper set. Each year thereafter, evaluators made some small changes during the
initial group scoring session. Care was taken to add only additional explanatory language; the
original language of the first rubric was maintained across the four years. The rubric changes
allowed the evaluators to assess complexities of composition that were not fully accounted for in
the initial rubric. In other words, the evaluators molded the rubric over time to reflect writing
professionals’ understanding about how to evaluate writing; even when using a quantitative
scoring rubric, which is not the typical way writing professionals evaluate writing.

For some rubric items, the evaluators agreed verbally what the item measured. For
example, for item #7 (““Author developed an interesting theme or argument’), the final version of
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item #7 has the identical wording as the initial version, but the evaluators agreed verbally on the
application of the item. The group concurred that the emphasis should be on the author’s
development of an idea, not on the interesting aspect, which is subjective. The evaluators agreed
that the mechanics of the punctuation of quotations fell under item #1, but the use of textual
evidence in an argument fell under item #5 (“Author used evidence effectively”). One entirely
new item was added two years into the study; item #8 (“Author demonstrated complexity of
intellectual reach”) was added as higher level papers were introduced. For item #8, the
evaluators agreed that the emphasis was on the word reach to measure the writer’s attempt to
work with serious sources and to attempt significant analysis. :

A-rhetorical assessment

The evaluators assessed each paper apart from the paper’s rhetorical context. The
evaluators had no knowledge of the assignment, the intended audience, the class, or the student
(year, major, etc.). A significant advantage to this feature was that the bar for writing excellence
was set quite high: papers had to succeed strictly on their own merits. The evaluators assessed
only the writing; the texts had to be complete for the reader in order to meet standards. An
additional advantage was that the evaluators were not responsible for weighing factors apart
from the text, a responsibility that would have been a daunting challenge. Logistically, with the
number of papers used in the study, it would have been very difficult to collect and manage all
contextual information.

Range of disciplines

The focus of the study was assessment of student writing across four years, but the study
also assessed writing across a range of disciplines. For example, as described above, the 186
senior papers evaluated in 2005 included 70 papers self-selected by Panel members and 116
papers collected from philosophy, history, economics, biology, and sociology classes. There was
a comparable distribution of papers across a range of disciplines in the other years as well.
Funding

The Mellon Foundation committed significant funds for this study; these funds were
necessary for a study as complex as this one to succeed.

Workshop design

The assessment workshops were well designed and allowed time for socializing and
relaxation during the three days.
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Limitations of the Study Design

Unequal disciplinary representation of student writing

Effort was made to collect papers from across the disciplines; however, many of the
papers came from the humanities and, to a lesser extent, the social sciences. This outcome
reflects the form and distribution of writing assignments across the disciplines. When designing
the study, we chose to include only standard essays for evaluation, eliminating other types of
student assignments such as laboratory reports, creative writing, etc.

To some extent, the unequal disciplinary representation in the study reflects the nature of
the distribution of writing across the curriculum at Hamilton. All Hamilton students are required
to take a minimum of three writing intensive (WI) courses in the first three years, and students
take a mean of six WI courses. Each semester approximately 120 W1 courses are offered from
across the curriculum and across levels. In addition, many other, non-W1 courses include writing
assignments. For all of these reasons, we anticipated that more students would be writing papers
in more departments than actually seemed to happen. We failed to anticipate that some students
in some years would not have papers to submit that fit our criteria for submission. An additional
limitation to paper collection is that it appears that less writing is assigned for the sophomore and
junior years, particularly outside of the humanities.

Other difficulties with collection of papers

Other difficulties with paper collection included students studying off-campus, students
leaving the college, lack of student response to requests for papers, poor photocopying,
submission of the same paper for two categories, poor timing of requests for papers, and the
submission of papers not fitting the study criteria (e.g., journal entries, film review). Of the 100
students originally selected as the Panel group, 82 students graduated from the college four years
later. In the second year of the study, we discovered too late that 56 students had submitted two
or more papers for multiple categories. In these cases, Panel submissions were kept and non-
Panel submissions dropped. To some extent, the collectors of papers learned over time to avoid
certain problems, and the collection process became more effective.

Sample size

The total number of students represented in the final data set was 541; the total number of
papers collected was approximately 1,100.

The original design for the study was to collect across four years 400 Panel student
papers, one papet per year for the 100 Panel students. Due to the difficulties in collecting papers
described above; the final sample of Panel papers differed considerably from the original design.
In the final sample, variation occurred in the number of papers of each type. For example, the
final sample contained nineteen Panel papers for all five years (high school through college), 22
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Panel papers for all four college years, 44 Panel papers for either three or four college years, and
52 Panel papers for three or four years with the high school essay included. Among the possible
paired comparisons of Panel students by year, 51 Panel students submitted first year and senior
year papers, the largest set of pairs for Panel students.

‘The limitations in the number of Panel papers were offset somewhat by papers collected
from non-Panel students and especially by the collection of papers from pairs of years for the
same student, Panel and non-Panel combined. In the end, it was possible to make same-student
paired comparisons between freshmen to senior papers for 67 students; sophomore to senior
papers for 90 students; junior to senior papers for 54 students; freshmen to junior papers for 45
students, and sophomore to junior papers for 58 students. The same-student paired comparisons
increased the sample size and the statistical power of the study’s findings.

A-rhetorical assessment

The a-rhetorical nature of the assessment process was a limitation as well as a strength of
the writing study. The evaluators sometimes felt that it was more difficult to evaluate a paper not
knowing its rhetorical context; this factor became more crucial with upper-level papers that
involved more discipline-specific knowledge, analysis, and sources. The evaluators had to
assume that the writer had followed the assignment, fully answered the question, used
appropriate sources, etc. On the whole, the evaluators did not evaluate writing as a course
instructor could and would.

Rubric limitations

Evaluation rubrics need to be sufficiently general to be useful for wide-ranging studies,
but their usefulness decreases as student writers compose more specialized essays. At upper
levels, students are not necessarily writing for a general audience in content or in form.
Standards become increasingly more discipline-based, and general readers are less able to judge
upper level assignments, e.g., judge the difference between a score of 5 and a score of 6 on a
rubric item. When evaluating upper level papers, the need for greater knowledge of disciplinary
conventions, of what counts as best evidence, and for a greater understanding of paper topics
becomes far more important. Generalist evaluators maybe too forgiving, or too demanding, or
look for qualities not central to the assignment. The evaluators expressed concern that their
effectiveness as readers sometimes was compromised when reading upper level papers outside
their field of study. Especially as they evaluated progressively more advanced papers, the
evaluators became more aware of their dependence upon their professional instincts and their
intuitive sense of the logic and coherence of good writing.

This difficulty in scoring higher-level papers may account for the lack of statistically
significant difference between junior and senior year papers. The types of papers collected and
evaluated for senior year, mostly short papers rather than senior theses, may also have affected
this finding. Seniors may not put their best effort into shorter assignments.
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A related concern was how accurately the rubric measured student improvement over
time. There is the danger of over-simplification when trying to use a rating scale to measure the
complex conceptual task of learning to write well. Related to this is the concern whether the
rubric could account for students’ efforts to meet more complex challenges as they advance
through levels of study. Could an individual student’s scores over time change little while, in
fact, the student is achieving gains as a writer? As with the a-rhetorical nature of the evaluation,
the bar for demonstration of writing excellence was set high, which may have suppressed finding
some actual improvement in student writing.

Despite these real concerns about the elasticity of the rubric, the evaluators expressed
confidence that that they were able to make reliable and valid judgments about student writing
across time. They found that the rubric allowed for the evaluation of the student’s ability both to
compose correct, clear text and to meet the challenges of higher-level assignments. The earlier
items on the rubric measured the surface features of writing, while later items measured
intellectual reach and maturity.

The rubric should have a NA (“not applicable”) option for each of the items. The rubric
reflects assumptions about ‘typical” papers that sometimes do not apply (e.g., item #5, “Author
used evidence 