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Brief introduction to the project
Recognizing that 70% of ASU’s undergraduate students work while pursuing their education, ASU recently created a
Work + Learn unit to seamlessly integrate work and learning experiences. Work + Learn programs such as
Work-integrated Learning, Work+, and the Experiential Learning Network are designed to provide students with a life
transformative education that develops their sense of identity, agency, and purpose.
Goals and outcomes
Work + Learn programs are each uniquely designed with the goal of integrating work and learning. These projects are at
different stages of development and are focused on offering a variety of ways to engage in life-transformative experiences.
For students working at ASU, the Work+ program aims to redesign all student work. This program currently has over 400
working learners along with 40 supervisors participating on campus. For those working outside ASU, it offers a pathway
to assessing and understanding their work experiences through the lens of career competencies.
ASU’s Work-integrated Learning program partners faculty with employers, giving faculty the flexibility to embed
employer-generated micro-projects into courses and providing students with tools to work as a team on real-world
problems. Students design, develop, and present hands-on solutions to a problem identified by a company or non-profit
partner. This learning experience allows students to build their creative capacity while addressing industry challenges.
During the pilot phases of the program, micro-projects were embedded into 49 courses with 3,325 students participating,
resulting in 407,652 experiential learning hours completed. So far this semester (Fall 21), micro projects have been
embedded into 21 courses with 1,850 students participating, resulting in 221,665 additional experiential learning hours.
Additionally, the Experiential Learning Network will increase the awareness of, and connection to, the wealth of diverse
‘learning-by-doing’ opportunities offered at ASU through the process of recommending a curated set of experiences based
on self-identified student interests. This type of recommendation process is necessary to scale to all learners based on the
known exceptional impact experiential learning opportunities have on student academic outcomes, growth in skillsets and
success in college and beyond.
Through these programs, ASU will support learners to thrive in an integrated work and learning future. Many colleges and
universities offer rich learning experiences of this kind, but more often than not, students learn of them by chance and
engage in them through co-curricular structures. No singular experience can help a student totally clarify their identity,
agency, and purpose; learners must be able to participate in a variety of opportunities throughout their academic journey.
By integrating these initiatives across the university at scale, the serendipitous nature of connection to valuable programs
is replaced by a more intentional and consistent engagement in transformative experiences.
Future plans
Work + Learn is now a fully functioning unit within ASU’s University College and we are excited about its future. As we
look ahead, the programs within Work + Learn have many goals. Our Work-integrated Learning program has the goal of
adding an additional one million experiential learning hours embedded into the curriculum. Work+ is striving to scale to
all of ASU’s 10,000+ student workers, as well as, make the program content and resources available across the higher ed
landscape. The Experiential Learning Network has received initial funding and is working on developing a
recommendation engine to help students identify potential experiential learning opportunities based on their interests.

Purposeful Work at Bates College
Faculty Engagement and Purposeful Work at Bates College: Connecting the Classroom and the
Laboratory to the World of Work
Lori Banks, Assistant Professor of Biology (lbanks@bates.edu); Alex Dauge-Roth, Professor of
French and Francophone Studies (adaugero@bates.edu); Allen Delong, Senior Associate
Dean, Purposeful Work at Bates (adelong@bates.edu)
Brief introduction to the project
Purposeful Work at Bates guides students to identify and cultivate their interests and strengths
and provides opportunities for them to acquire the knowledge, experiences, and relationships
necessary to pursue their aspirations. It is grounded in the Bates mission, has curricular and
co-curricular aspects, and takes a four-year, developmental approach to working with students.
Today’s presentation highlights the Purposeful Work Infusion Project and the Purposeful Work
Internship Program. Participants can learn more broadly about Purposeful Work at Bates here.
Through the Purposeful Work Infusion Project, faculty members connect their course content to
discussions of meaning, purpose, work and/or careers. All Purposeful Work Infusion courses
include three elements: one reading assignment; one reflective writing assignment; and the
equivalent of one class session's discussion focused on finding connections between course
content and purposeful work.
The Purposeful Work Internship Program seeks to help students align their strengths, interests
and values with the world of work through a 300-hour summer internship, for which students are
compensated at least $4,000. Interns are part of a virtual summer cohort, formally connecting
with each other or a professional staff member weekly, and responding to eight writing prompts
developed in consultation with a Bates Psychology faculty member.
Project's connection to identity, agency, and/or purpose
The Infusion Project and the Internship Program expose students to worlds of work, questions
of identity and purpose, and reflection on decision-making in order to give them tools to seek
and achieve Purpose Well-being. When an individual enjoys high Purpose Well-Being, they are
likely to also thrive in the physical, social, community and financial domains of their lives (Harter
and Rath, 2010).
Project outcomes, successes, and shortcomings (and assessment methods)
● 96.6% of the Bates Class of 2021 graduated having had at least one Purposeful Work
experience
● During AY 2020-21, 52 Purposeful Work Infusion Courses were taught (26 in both spring
and fall), offered by 14 different academic departments.
● Roughly 115 students participate in Purposeful Work internship annually.
Future plans for continuation of the project
The current Bates Campaign includes plans to endow all aspects of Purposeful Work at Bates.

Title: Bucknell-on-Purpose
In January 2020, Bucknell's CLTE grant team had big plans for mapping the "Ecosystem of
Purpose" at Bucknell University (and - we hoped - beyond.). In March, the world changed.
Through the course of early-pandemic focus groups, instrument development, surveys, and
student research, we feel we have learned much, as expressed directly by students themselves,
about the answer(s) to the question: when have you felt connected to a sense of purpose during
your college career?
In short: folks connect to a sense of purpose when they connect to their people.
Phase One consisted of seven focus groups, with just over 50 total students (more than half of
them on the cusp of graduation in the early months of the pandemic). Most of them identified as
“early adopters” of purposefulness – that is, those that found a productive pathway through. A
few self-identified or brought forth through alternative pathways. Major takeaways: our students
are hungry for conversations of this sort. There are major, positive, contributing factors. There
are also some major detractors (especially social ones). And purpose and belonging/connection
are intimately bound together.
Phase Two consisted of identifying themes from the above interviews, and turning them into
action-oriented markers. Our final 10 included – on the positive end: friendship; “real world”
application of learning; opportunity to help others; encouragement to self-reflect; investment in
academic work; and mentorship. On the negative end: over-commitment; apathy (of peers);
social alienation; and lack of inclusivity.
We received roughly 400 responses to our survey, spread over the 4 class years. In raw terms,
our three most significant responses were “The people around me socialize in ways I find
alienating;” “My community includes individuals of different backgrounds;” and “I have been
encouraged to reflect regularly on my sense of value, meaning, and purpose.” 9 out of 10
measures (inclusivity being the exception) showed substantial statistical correlation to scores on
the Life Engagement Test (Schier, et al.)
Phase Three was a student-focused design process, which eventually yielded our core
question, “How can we create conditions for exploring purpose through community at Bucknell
and beyond? And the prototype answer: by creating a 6-week small group student experience –
led by a student/staff pair – that explores our real experiences around purpose and belonging
and provides opportunities to apply practices and tools interpersonally in the flow of our real
lives. In addition, 20 Staff/Faculty participated in a workshop and feedback session over the
summer, and groups are scaling up as we speak, and we hope to have more information to
share at the end of the semester.

Program
Overview

Embry-Riddle
Aeronautical University

Personal Development Workshops

6 workshops focused on identity, agency, and
purpose
Self-reflection activities

Building Identity,
Agency, and
Purpose
(1) Passion and Focus,
(2) Strengths, Values, and
Needs,
(3) A Personal Vision and
Mission,
(4) Life Mapping,
(5) Goal Setting, and
(6) Altruistic Purpose - Service
Project

Faculty & Peer Mentors

2 Faculty Mentors, 1:1s and Cohort-Based Sessions
2 Peer Mentors, Office Hours/Cohort Experiences

Cohort Experiences

3 interest-based cohort themes (research, servicelearning, and sustainability)
Cohort-themed experiences (e.g. research
workshopping, waste processing sites, etc.)

Project Funding

Up to $2,000 award for 2021-2022 year to conduct
research and/or community-based project
individually or with a team

Goals and
Outcomes

Ultimate Goal

Strong sense; of
well-being
engagement
Milestone #3

Graduate and
secure fulfilling
career/path

Milestone #2

Persist, engage,
and succeed
Milestone #1

Active program
engagement and
completion

Contact:
Dr. Kadie Hayward Mullins
haywardk@erau.edu
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Apply concepts from various
course activities and
assignments to analyze and
synthesize lived experiences in
a variety of settings.

Student Learning Outcomes
2

3

4

Articulate the impact(s) of their
experiential learning experiences
on their understanding of course
content, long- and short-term
goals, and personal mission/vision.

Utilize meta-cognitive and personal
development strategies to improve
academic performance and prepare
for the workplace (e.g. critical
thinking, time management,
teamwork).

Understand and deploy ethical
and inclusive standards in
academic and workplace
settings.

Assessment

1

Workshop Pre/Post Assessments
Program Pre/Post Assessment (Wake Forest
Wellbeing)
Reflection Activities
Artifacts Analysis
Retention
Academic Performance
Longitudinal Analysis
2
Graduation Rate
Career Placement
Alumni Engagement
3
Wellbeing
Current and long-term sense of wellbeing
was and will bemeasured using a modified
version of the Wake Forest Wellbeing
Assessment*.
*with permission (pre and post program; in 2 years, 1 year post graduation, 5 years
post graduation)

(1) Sense of Fit (2) Satisfaction
(3) Sense Wellbeing

Preliminary Findings
Increased
efficacy on
workshop
topics for
100% of
participants
on 90% or
more of prepost
assessments

High-level of
confidence
noted in
artifact
assessment
with
communicat
-ing goals,
mission,
vision, and
values.

Compared to
like students,
participants
performed at
or above the
level of their
peers
academically.

64% expressed interest in
becoming a peer mentor; 100%
persistence rate
45% submitted project proposal
for funding*
*many reported a lack of capacity with due to COVID

95% of respondents indicated an
increased sense of wellbeing and
increased satisfaction with
institution on one or more scales
100% of respondents noted an
increased sense of fit on one or more
scales

Watch a 20 minute video to learn more.
www.tinyurl.com/CLIMBING2021CLTE

Participation & Resources
22 Participants & 6 Peer
Mentors

1
2

Time

Project Grants

$2k per
grant;
$13,000
budgeted

2-5
hrs/week

6 Faculty Mentors & 1 Project
Manager

Wages and
Stipends

Program
Funds

$1k/year faculty
stipend; up to
$600 student
wages

$2,400 for
supplies,
events, etc.

Funded Projects
Students, individually or in
teams, submitted proposals for
research and/or campus
improvement projects to
execute in the 2021-2022
school year under the
mentorship of the cohort
mentors, with funding available
up to $2,000.
Few participants opted to
complete the project proposal.
As such, the program has been
modified moving forward to
instead offer an alternative
spring break with funding
options still available through
existing undergraduate
research grants.

Looking Ahead

Analysis of US Airline Stocks performance using Latent
Dirichlet Allocation (LDA): From changes in the interest rate to
hijacking of a commercial aircraft, there are many events that
may result in a major shift in airline stock performance. Previous
studies have investigated the effects of major news
announcements on stock prices in general but hardly any
research focused on one specific industry. This study
investigates the effects of news announcements, specifically that
of the aviation industry, on US airlines’ stock prices.
Project WORM: With the effects of increasing carbon emissions
and overflowing landfills becoming more and more apparent
around the world, Project Worm hopes to spread sustainably
mindful behavior throughout Embry-Riddle Aeronautical
University. The overarching goal of Project Worm is to educate
and inform the Embry-Riddle Daytona Beach campus’s student
body on the importance of composting and its ability to
positively aid in combating our current global climate crisis.
Operation Eco-Garden: The benefits of gardens on college
campuses are that they provide for students in multiple ways.
The proposed on-campus garden would not only improve the
food variety offered but also provide a calming and stress
relieving environment. Through this project we seek the
development and establishment of an on-campus garden for the
betterment of the community with encouragement of support
from the local community. If approved, the overall wellbeing of the
Embry-Riddle community would be increased as it has been
noted at other institutions and in the local community.
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Workshops to >>
One-Day
Retreat

2

Transformation and Adaptation

Timeline
August - September: Recruitment and Peer Mentor Training
October: One Day Development and Teambuilding Retreat
October - March: Cohort-Based Programming
March - April: Project Proposals
April: Celebration and Awards
Theme
Innovative Sustainability

Spring to >>
Fall/Spring
Timeline

Spring Break
Program vs.
Program Grants

Transferability
BRINGING CLIMBING TO YOUR CAMPUS

What already works?

Contact:

Cohort theme to >>
Program Theme

Continued
Assessment

Budget $20,000

Considerations
What is your budget?
What population should you focus on?
Do your students prefer online modules, regular workshops, or a retreat
style event? What developmental content are they already receiving?
What subject matter expertise is available on your campus?
Are project proposals/funding necessary or can you empower your
students to pursue their interests with or without added costs (e.g.
alternative spring break)?
What data is already being collected?

3

Student
Grant
Programs
(OUR)

Dr. Kadie Hayward Mullins | haywardk@erau.edu

Title: Transformative Learning by doing – seeing a sea change
Presenters: Linda Vanasupa, Professor of Materials Engineering, Franklin W. Olin College, linda.vanasupa@olin.edu
Kenja McCray, Visiting Associate Professor of History, Georgia Institute of Technology, kmccray@atlm.edu
Introduction to project/Goals/Connection to identity, agency and purpose
Grounded in the assumption that humans have innate agency and sense of purpose, this project sought to recover our
instinctual (but alienated) transformational learning identities. Our plan was to bring together students, faculty, and
staff from a diversity of institutions in a candid, face-to-face retreat around educational experiences.
The objectives of this project were to recover our (student, staff, and faculty):
• sense of purpose as professionals (or nascent professionals) who are applying our abilities in service to student
and societal well-being;
• identity as learner-educators in an ever-changing, complex world;
• agency for increasingly just action that supports systemic flourishing.
Our approach was based on prior successes; in a safe social container, students’ expression of their lived experiences in
education have had the effect of liberating themselves and others into their agency and sense of purpose.
Connection to Long-term Well-being
The project was based on the work of I. Prilleltensky (2011) which has indicated that a person’s well-being is contingent
upon their experience of justice as they move through the world. That is, they must have what is due them as humans—
rights, responsibilities, resources, and obligations—and the process of distributing their due is fair—people have
transparent, democratic participation in how distributions are decided and carried out. Our basic premise is that
classrooms are learners’ primary institutional domain of experiencing (or not experiencing) these conditions of justice.
The project was aimed at transforming classroom cultures through liberating their participants.
Outcomes, successes, and shortcomings
As a shortcoming, not only did events of Spring 2020 upend our plans, but they also revealed an egregious disparity
across our community of learners—systemic racial violence and injustice, resource inequities and wide-scale prevalence
of adverse childhood experiences. In other words, prior to this work, we did not fully see the system of education that is
experienced differently by different students. These revelations shifted our attention from individuals to understanding
the sociopolitical systems affecting education and neuroscience dimensions of learning. In addition to a shift to a virtual
retreat, we conducted several small-scale interventions aimed at accounting for our whole selves. In terms of successes,
we are still assessing the results, but anecdotally, several participants (students and faculty) report “transformational”
outcomes. One participant, Ms. Jamie Butler, of Atlanta Metropolitan State College, says, “This [trauma-informed
teaching approach] has completely altered my perspective of my students in my classroom…It has helped me to revise
my entire curriculum.” She excitedly reports that students are the most engaged she has ever seen in six years of
teaching, that using the learnings from our workshop together has enlivened her as a teacher and has the students
learning more and feeling more validated in their learning identities.
Participant profile: 10 different institutions across U.S.; 47 students; 50 staff/education professionals; 82 faculty
members. (179 participants).
Resources: An additional $53K from Olin College; $2.5K from Bucknell University’s EE department (via Alan Cheville); inkind partnership of Woodland Harvest Mountain Farm as research partnering site; in-kind contributions of faculty
participants from other institutions.
Transferability: At minimum, all faculty can implement, at no cost, classroom practices that build capacity for regulating
our nervous systems for learning. We intend to share out a resource handbook at the conclusion of the work.
Future plans for continuation:
We are currently conducting participant interviews in the form of oral histories. Dr. McCray is the lead investigator in
this process. Our plan is to have a rich picture of the findings for the final report in June 2022.

CLTE Presentation:
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●

Michael Bradford, Professor of Dramatic Arts
Vice Provost for Faculty, Staff, and Student DevelopmentProvost OfficeUniversity of Connecticut

* Introduction to the Project
●
●
●
●

Committed to providing all students a life-transformative education
Visionary leaders from all levels of the university met to identify best practices and create
grassroots, bottom-up change.
Through a DEI framework, we focused on impacting the development of every student’s
identity, agency and purpose
The deep impact of COVID-19 shifted our attention to short term measures

*Goals of the Project
●

●
●

The goal is to make life-transformative education the foundation of UConn’s educational
philosophy.
Imbed the “Guiding Principles” of LTE throughout the institution at the unit level.
Emphasize and grow opportunities for exceptional opportunities inside and outside the
classroom through;
o Innovative teaching and research
o Expanding the scope and access of experiential and service-learning opportunities
o Expansion of first-year programs, strategically expand Learning Community
opportunities

* Project's connection to identity, agency, and/or purpose
●
●

Connecting academic, experiential and service opportunities to real-world experiences
Developing authentic, supportive relationships with students through:
o NEXUS
o Mentoring in academic unit, Professional, and peer settings

* Project's connection to long-term well-being
●
●
●

Emphasize the University role as a necessary member of the larger community
Generational effect on the quality of life of our students after graduation
Positive impact on a pluralistic, equitable, sustainable community

* Project outcomes, successes, and shortcomings (and assessment methods)
●

●

●

Successes:
o “Cultivate” Conference identified over 140 “LTE Champions”
o LTE Speaker Series was attended by over 300 colleagues
o LTE has become part of the narrative about academic success, identified by external
reviewers as inherent to our success
Shortcomings:
o Scaling up initiative to support over 24k students at a R1 University
o Rewarding the time dedicated by faculty and staff to this work?
Outcomes:
o Embedding a DEI framework into Working Group and LTE Speaker Series planning.

o

●

Academic units revising and creating experiential and service-learning initiatives with LTE
“Guiding Principles” as a framework.
Assessment Methods
o COACHE Survey
o SERU (undergraduate and graduate)
o Undergraduate student focus groups

* Number of faculty and staff involved/number of students impacted
●
●
●

Core team with 5 members
5 Working Groups with over 60 members
Over 140 attendees at the Cultivate Conference

* Overall resources required (particularly those beyond mini-grant funding)
●
●

●

2021-22; $1K x 3 stipend for externally invited Keynotes for the LTE Speaker Series
$100K; Working with The Design Gym to help create a strategic plan (Strategic Sprint) and
facilitate two projects (Design Sprint) focused on;
o Scaling up or creating new Service-Learning opportunities
o Revising or creating new course work.
Competition that identifies “shovel ready” projects for Design Sprints.

* Transferability of the project to other institutions
●
●
●

Creating “LTE Guiding Principles” imbedded at the unit level.
Creating template for scaling up service-learning initiatives
LTE Speaker Series focused on internal and external change-makers

* Future plans for continuation of the project
●

●
●
●
●

Our plans are to continue to embed the LTE Guiding Principles at the unit level;
o Course and Curriculum Committee
o General Education Oversight Committee
o Office of Service Learning at CETL
o Office of Experiential Global Learning
o Office of University Advising
Create Award and workload support mechanisms for LTE Committee members
Create training modules for NEXUS (our student success and engagement platform)
Continue to work with all stakeholders to support current and new programming
Create/refine metrics to measure success

Across Four Years and Seven Universities: The Maine Difference
John C. Volin (presenter), Provost, University of Maine, john.volin@maine.edu
Brian J. Olsen, Associate Provost, University of Maine, brian.olsen@maine.edu

1. Brief introduction to the project – We are scaling Life-Transformative Educational (LTE) opportunities
across a state-wide university system. The seven universities in the University of Maine System (UMS)
represent a range from the state’s comprehensive research land-grant university to small regional
universities focused on undergraduate and professional education. We will incorporate LTE across all
seven universities and all four years of the students’ experience.
2. Goals of the project – We will: (a) use a pilot program at two universities to design an evidencedbased, first- and second-year experience for all of UMS—“Research Learning Experiences” (RLE); (b) use
lessons from all seven universities, best practices from the literature, and a data-driven pilot study to
increase student success in large-enrollment introductory courses—“Gateways to Success” (GTS); and (c)
use the strengths of the system to implement a state-wide plan to increase the availability, quality, and
transparency of career-relevant experiences with external university partners (e.g., internships, co-ops)—
“Pathways to Careers” (PTC).
3. Project's connection to identity, agency, and/or purpose – RLE experiences begin with a cohortbuilding bridge week before a semester-long course. The initial week aims at building students’ identity as
learners who can make a difference. Creative exploration and real-world problem solving during the course
encourage and help students develop their own agency, while the authentic products of these RLE courses
help foster a sense of purpose. Students will then use the identity, agency, and sense of purpose
fostered in RLEs and GTS to make the most out of the PTC experiences across the rest of their college
experience.
4. Project's connection to long-term well-being – Assessment of graduates in five-year intervals will
track how RLE, GTS, and PTC impact job placement and long-term well-being as compared to those who
do not take the opportunity.
6.
Project outcomes, successes, shortcomings, and assessment – Our assessment team is
designing cognitive (skills) and dispositional (attitudes and beliefs) pre- and post-surveys for students
involved in the each RLE, GTS, and PTC pilots to assess gains in identity, agency, and sense of purpose
and the skills necessary to achieve them. The change shown by these surveys (in comparison to
appropriate control groups) and standard institutional data will serve as our primary metrics for assessing
outcomes. Pre-surveys have already been implemented for the first RLE pilot project.
7. Number of faculty and staff involved/number of students impacted – To date, 60 faculty and staff
are engaged in planning and an additional 30 faculty are launching the RLE pilot courses at two campuses
for 300 students. Next year we plan to double the number of people and the number of universities involved
as we scale toward an LTE program that provides opportunities for all 30,000 students and 2,000 faculty of
UMS.
8. Overall resources required (particularly those beyond mini-grant funding) – This project is funded
largely by a grant awarded to UMS by the Harold Alfond Foundation. Funding from a mini-grant would help
us expand student and faculty support, and expand our assessment to multiple universities.
9. Transferability of the project to other institutions – As a system-wide proposal, we will inevitably
experience differences in outcomes, buy-in, and methods of execution across the seven participating
universities. By documenting these differences during our initial assessment phase, this model for university
replication will define variation in adapting LTE to diverse institutions. Our final published products will
provide suggestions for LTE institutional transferability under similarly diverse conditions.
10. Future plans for continuation of the project – The Maine Difference is part of a larger system
initiative called UMS TRANSFORMS, which lays out and funds a ten-year plan for improving student
success and retention. The Maine Difference is our current major actionable initiative that will accomplish
this, and we hope that our iterative assessment plan throughout all stages of this project will then become
part of a data-driven improvement culture in student outcomes long into the future of UMS.

*Grant/presentation title including PI/presenter contact information:
● More Than A Single Story: UM-Dearborn Speaks
● Dr. Maureen Linker, mlinker@umich.edu
● Mr. Christopher Spilker, cspilker@umich.edu
● Ms. Deirdras Jones, deirdras@umich.edu
* Brief introduction to the project
● Launching in Fall 2021 More Than A Single Story: UM-Dearborn Speaks, is a digital
storytelling project offering student experience in media and other digital technologies that will
allow them to explore their identities, purposes, and communities through self-reflective
storytelling. Over the span of two academic years, the project will provide students with a chance
to share their stories while challenging the myths about Dearborn, the Detroit Metropolitan area,
regional commuter campuses, the surrounding Muslim-American community, the impact of
COVID-19 on the region.
* Goals of the project
● This digital storytelling project will provide students with the means to develop important skills,
from social-emotional capacities to critical speaking, thinking, listening, to narrative
transformation and empowerment while also giving them the space to think creatively and
experiment on their own. Digital storytelling literacy can serve as an effective means for students
to discover and articulate their values and make the connection between their values and career
readiness.
* Project's connection to identity, agency, and/or purpose
● Stories have the ability to empower or dispossess, bestow prestige or tarnish reputations. The
more storytelling communities can offer, the more their ability to shape outside perception. This
project will not only develop and cultivate storytelling skills in our students but help them reflect
on and be intentional about their decisions and plans.
* Project's connection to long-term well-being
● More Than A Single Story: UM-Dearborn Speaks will also work to lead to new digital
storytelling projects in our region outside of the university setting. Graduates from this program
will learn how to tutor others in digital storytelling and be encouraged to serve digital
ambassadors across campus and in their communities.
* Project outcomes, successes, and shortcomings (and assessment methods)
● Pending. Pre and post survey assessment and faculty assessment of critical thinking,
storytelling ability, capacity to give and provide constructive feedback on matters of
social identity, systemic patterns of racism, sexism, homophobia, Islamophobia,
classism
* Number of faculty and staff involved/number of students impacted
● Faculty: 9, Students: 10 (but expanding out to local community in year 2)
* Overall resources required (particularly those beyond mini-grant funding)
● Faculty Time, WeVideo Licensing, Student Intern Stipends
* Transferability of the project to other institutions
● Henry Ford Community College, Dearborn Public Schools
* Future plans for continuation of the project
● Graduates from this program will learn how to tutor others in digital storytelling and be
encouraged to serve digital ambassadors across campus and in their communities.

Training Engineering Students to Use Stories for Student Empowerment and CommunityBuilding: The Re-Engineering Engineering Education Program at the USC Viterbi School
of Engineering
OVERVIEW
With research about the roles of values affirmation and storytelling in STEM success and
community-building in mind, the Re-Engineering Engineering Education (RE3) program was
created to provide a space for engineering students to share their personal stories of identity and
educational development with first-year engineering students, faculty, and staff.
IMPLEMENTATION
The three phases of the program were as follows:
1.
Phase 1 - Spring/Summer 2020: Student storytellers, called “Student Trainers,” were
hired and trained to deliver storytelling modules.
2.
Phase 2 – Fall 2020: Student Trainers presented their storytelling modules in 9 out of 12
sections of a first-year engineering experience course.
3.
Phase 3 – Spring 2021: RE3 had scheduled presentations to staff, but due to scheduling
issues and pandemic-related workload, presentations were cancelled. Instead, Student
Trainers presented at two academic conferences.
SAMPLE MODULE
One-hour modules delivered by Student Trainers were designed to encourage audience members
to share stories and listen to each other. Specific active learning exercises within modules
included activities that encouraged reflection on one’s past, present, and future.
GOALS
Agency: Student Trainers exercise their agency as leaders in the engineering classroom, while
first-year students who participate in the module engage in active learning exercises.
Identity: Students Trainers and students explore their identities as they listen to each other’s
stories and consider which story they would like to share with others.
Purpose: Students inhabit roles as storytellers and community builders – thereby expanding their
conceptions of their purpose and roles as engineering learners and leaders.
Belonging: Students enhance their feelings of belonging, as they see personal stories heard and
valued in the engineering space.
OUTCOMES
Select Survey Results: Among first-year students, 93% agree that RE3 helped them build
connections with others. Among Student Trainers, 100% agreed that RE3 helped demonstrate
that stories are valuable.
Number of People Impacted: Three hundred and eighteen students, 20 faculty members, and
about 100 academic conference attendees viewed and/or participated in an RE3 presentation.
Challenges: Challenges for the program included pandemic-related issues and faculty buy-in.
TRANSFERABILITY AND CONTINUATION
Presentations at academic conferences indicate high levels of interest in using story sharing in
engineering classrooms. RE3 was a one-year pilot program.

The USC Viterbi Ethos Project
*Gisele Ragusa, Ph.D. **Harly Ramsey, Ph.D. ***Martha Townsend, Esq. J.D.
The Ethos Project, embedded in the University of Southern California’s Viterbi School of Engineering’s
Division of Engineering and Society, intends to infuse humanitarian values and ethical practices in
undergraduate engineering and computer science students. The project melds four interrelated subprojects which embed guided experiential curricular and co-curricular learning. Sub-project 1: Freshman
Academy Renovation, touches the lives of all first semester freshmen across engineering majors and in
computer science. Guided by the principles of project-based learning and human-centered design,
freshmen students work together with faculty leaders and near-peer, upper division student mentors to
design and create protypes of potential solutions for the National Academy of Engineering’s Grand
Challenges. Sub-project 2: Engineering Moment is a short-form podcast series that fosters a sense of
professional identity and social responsibility in students. Sub-project 3: Engineers Engaging Community
helps students understand that public engagement is integral to the practice of humanitarian engineering
and that engineering does not exist in a vacuum, but instead is part of a larger community discourse. It
engages students with public audiences, creating speaking opportunities for them in diverse communities.
Sub-project 4: The Good Life engages students with ethical considerations of engineering and technology
professions by holding a series of discussions between undergraduate and graduate students.
Project Goal: Ethos’ goal is to develop students’ mindsets as contributors to and creators of societal
change via technology and its role in improving outcomes for diverse groups. This is accomplished
through citizen-centric engineering design and development of engineering identity through practices of
humanitarian communication. Ethos strives to leverage communication, ethics, and technology for the
common good.
Identity, Agency, and Purpose: Each Ethos sub-project builds upon another commencing in students’
freshman year, extending through their senior year, and into their professional careers. The sub-projects
build students’ individual and collective engineering identities and situate them personally and
professionally with humanitarian foci for their future engineering and computer science practice.
Connection to Long-term Well-being: Taken together, the projects provide holistic opportunities for
engineering and computer science students to develop technical and other professional skills in full
preparation for diverse careers within the engineering and computer science disciplines.
Project Outcomes, Successes, and Shortcomings: Ethos is in its first semester of operation and therefore
its outcomes are formative. Accordingly, this presentation is a “work in progress” opportunity for the PIs
with hopes to receive feedback via a panel presentation and “Q and A” from the audience members to
inform Ethos’ outcomes. To date, the Freshman Academy Renovation sub-project has provided training for
fourteen student mentors, 240 freshmen, and six faculty members on human-centered design, challengebased learning and near peer mentorship. Student training is in progress. Teams have been created and are
having design brainstorm meetings. The projects and student/near-peer interaction will be assessed using a
multidimensional observational rubric paired with an ABET aligned product checklist and narrative
evaluation. Teams are beginning work in USC’s Baum Family Maker Space. The remaining three subprojects are in planning and student hiring stages. These sub-projects will be assessed via user satisfaction
surveys and impact counts with all participants. Focus groups may also be convened after each major event.
Faculty/Staff Involvement and Students Impacted: There will be eight faculty, three staff members and
approximately 375 students impacted by Ethos at the end of its first year.
Required Resources: The project costs are faculty, staff and student time, materials and supplies for the
sub-projects. These costs exceed CLTE funding. Therefore, the Viterbi School has earmarked funds for
student support and materials and supplies for miscellaneous meeting costs and team projects.
Transferability to Institutions: Each of the four sub-projects are highly transferable across diverse types
of colleges and universities. The four sub-projects can be embedded together or individually in any college
of engineering especially those which commence with a “first-year” experience for students.
Future Plans/ Project Continuation: The PIs have university commitment of a cost share for Ethos in
addition to CLTE funding. Moreover, the intent is for the four sub-projects to become institutionalized by
the Viterbi School.
* ragusa@usc.edu ** hramsey@usc.edu

*** mjt@usc.edu

Understanding Barriers and Supports for Building Sustainable,
Relationship-Rich Academic Environments
Dorothe Bach, Associate Director; Lynn Mandeltort, Assistant Director for Engineering Education;
Michael Palmer, Director; Jessica Taggart, Post-doctoral Research Associate; Lindsay Wheeler,
Assistant Director for STEM Education; Cabell Williams, Graduate Student Research Associate
Contact: Dorothe Bach (bach@virginia.edu) and Lynn Mandeltort (lam9fg@virginia.edu)

1. Background
In recent years, efforts to address persistent challenges, such as a struggling advising system and failure
to ensure that our marginalized students feel that they belong, have resulted in a proliferation of new
programs and initiatives at the University of Virginia (UVA).
Our project focused on gaining a better understanding of the current landscape of UVA initiatives aimed
at fostering supportive student–faculty interactions. Our initial research questions included: What
models already exist on our campus for prompting meaningful conversations between faculty and
students? How intentional are they about fostering interactions that help students develop their
identity, agency, and sense of purpose? What personal characteristics, skills, and support do individual
instructors need to support students’ personal development? What are the structural supports and
barriers to creating a culture in which everyone understands that supportive relationships are central to
learning and students’ personal growth?
To begin answering these questions, we secured IRB approval and conducted nine interviews with
program directors and two focus groups with ten total faculty.

2. Methods
In Spring 2021, we conducted a qualitative descriptive study consisting of surveys and semi-structured
interviews with program directors/staff (i.e., faculty/staff who lead formal programs/initiatives at UVA
that provide opportunities for building supportive student–faculty relationships) and focus groups with
faculty (i.e., individuals who are exceptional at forming relationships with students in the context of
formal programs, their courses, and/or in informal ways). This work was approved by UVA’s IRB-SBS
(Protocol #4106).
Audio recordings of interviews with nine program directors/staff and two faculty focus groups were
transcribed, read holistically, and then coded based on Felten and Lambert’s (2020) four guiding
principles of meaningful relationships for students: 1) students must experience genuine welcome and
care, 2) relationships provide inspiration for students to learn, 3) students need webs of relationships in
college, and 4) meaningful relationships help students examine “big” questions of meaning and
purposes in their lives. We also included codes to capture two additional dimensions identified by the
Coalition of Life Transformative Educational Experiences: 5) fostering students’ agency and 6) respecting
students’ identities and helping them develop their sense of self.
Hotel D, 24 East Range
P.O. Box 400136 • Charlottesville, VA 22904-4136
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3. Findings
3.1. Interviews with program directors/staff
Overall, UVA provides a number of programs that have the potential to facilitate meaningful faculty–
student interactions and relationships that could increase the likelihood of students’ thriving. Not
surprisingly, no single program attended to all six components identified above. The majority of program
directors/staff reported that their programs aspired to extend genuine welcome and care and inspire
students to learn and be academically engaged. In addition, several programs are conceiving of their
role as helping students build relationship networks with peers and staff in addition to facilitating
faculty–student relationships.
Noteworthy is the dearth of evidence related to intentional efforts to open spaces for students to
explore questions related to meaning and purpose. When program directors spoke about purpose, it
was largely in the context of helping students see the purpose of their chosen field and their role as
developing professionals. Relatedly, a significant number of program directors/staff had difficulty
articulating how their program respected students’ identities and allowed them to further develop their
sense of self beyond a professional identity. This stood in sharp contrast to programs that specifically
targeted marginalized students where identities were primarily understood as social identities.
Interestingly, there seems to be a parallel to the 2014 Gallup-Purdue Index Report finding that while
63% of students strongly agreed that they had at least one professor who made them excited about
learning, only 27% of students strongly agreed that they had professors who cared about them as a
person, and only 22% strongly agreed that they had a mentor that encouraged them to pursue their
goals and dreams. This experience of not being seen and supported as a person with hopes and dreams
may be the result of a lack of programmatic attention, in addition to other institutional barriers.
Barriers to supporting students identified by program directors/staff included a lack of institutional
accountability and mechanisms to identify whether or not faculty advisors and mentors “are doing their
job.” They also noted that faculty have little or no preparation for being good advisors and mentors. In
addition, program directors/staff pointed to the complexities of a decentralized system that makes it
difficult for individual students, faculty and staff to navigate student support services and understand
how the resources work together. This further increases logistical challenges that take time away from
relational work that program staff and faculty may want to engage in.
Regarding institutional culture, there was agreement among a large portion of program staff,
particularly those serving marginalized students, that there is a misalignment between public messaging,
targeted fundraising, and resource allocations for programs dedicated to mentoring, advising, and
relational work.
Our study also found that, with one note-worthy exception, programs did not conduct rigorous impact
assessment aside from gathering mid-year and end-of-year reports and satisfaction survey data.
Study participants pointed to factors that increase program success, including well-trained and
dedicated faculty and program staff, leadership accountability, sustained funding streams, clearly
defined goals, and institutional support and resources.
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3.2. Faculty focus groups
The relationship builders in faculty Focus Group 1 (FG_01) consisted of five Academic General Faculty
Members (Tenure-Ineligible) and two tenured Associate Professors. Thus, as a group, their voices are
more representative of faculty with lower status and power.
FG_01 participants saw the relational aspect “core to why I teach in the first place." At the same time,
they described the work as “invisible” and at times “extractive” and doubted that their school or the
larger university “truly supports and values this investment in relational aspect with our students.” They
expressed confusion about the institution’s expectations and questioned whether or not the work with
students “is actually part of [their] job.” They noted that UVA expects someone to build relationships
when they tell prospective students: “UVA might be big, but you can always build these relationships
with your faculty.” “But the question is, who's doing it?” Participants of this focus group agreed that
students were more likely to approach female faculty and minority faculty for support and that this
labor remained invisible and unappreciated, often to the detriment of faculty’s careers.
One FG_01 participant remarked that the current generation of students may have increased
expectations and needs for support and there was agreement that UVA lacks resources for supporting
students in crisis. In their experience, students returned to them for help when they could not get an
appointment for or had exceeded the limited number of counseling sessions allotted to students or
didn’t find the counseling services helpful.
As a result, faculty in FG_01 who excel at building relationships with students and are willing to support
them beyond their academics report feeling frustrated and overwhelmed. This group suggested that
relational work should count in promotion and tenure and be rewarded by being given back time. The
faculty of FG_01 further affirmed that they are good at relationship building and that they did not
necessarily want all of their colleagues to take on this work, noting the potential for harm particularly
around supporting students of color.
By contrast to FG_01, Focus Group 2 (FG_02) included two senior tenured faculty members in leadership
positions and one experienced tenure-track assistant professor. All three faculty had received a
fellowship early in their time at UVA that allowed them to pursue a teaching project focused on
relationship building. The participants of this focus group were largely satisfied with the resources
provided by the institution. The tenured faculty in FG_02 agreed that their schools’ norms and culture
are central to the behaviors of faculty. One tenured faculty observed that the culture at UVA had shifted
and that being popular with students has become a detriment to a faculty member's advancement.
This assessment directly mirrors the sentiment of FG_01, that they would like to see the current culture
change from one that is “pitying” colleagues who are supporting students to one that recognizes and
rewards those contributions.
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Beyond mental health

Exploring the pandemic’s impacts on student wellbeing,
identity, agency, meaning, and purpose
Brocato, N., Shang, S., Zhao, Y., McLaughlin, T., Nix, X., & Hix, L. E.
INTRODUCTION
Higher education is currently facing a two-part challenge to student
wellbeing: (a) a recent history of mental health deterioration among
students, and (b) the coronavirus pandemic. These two factors have
interacted with each other to create ever-more-precarious student
wellbeing outcomes, including potential detriments to mental health,
identity, agency, and purpose. While multiple studies have documented
declines in mental health, little research has been done to understand the
potential impact on identity, agency, meaning, and purpose. Our national
survey research with Wake Forest University’s Wellbeing Assessment seeks
to answer the question: Has the pandemic impacted some components of
wellbeing more than others, and if so, which ones?
CONCLUSION
Optimism could be a powerful, accessible intervention point that requires
little training or programming. We ask you to dialog with us: How feasible is
optimism as an intervention point? What might some “drop in the bucket”
approaches to optimism look like?
Identity: My life matters
Identity:
what I find meaningful
Identity: My
life Know
matters
Agency: Actively worked to define my goals
Identity: Sense of how I fit in this world

Identity: Know what I find meaningful

WHAT IS THE WELLBEING
ASSESSMENT?
Developed by a multidisciplinary
team of researchers and
program staff at Wake Forest
University, the Wellbeing
Assessment is designed to help
higher education institutions
develop targeted, effective, and
data-driven programming to
support student wellbeing.

WHO WAS SURVEYED?
286,252 undergraduate
students at 74 four-year
institutions were invited to
participate during the spring
2019, spring 2020, and fall 2020
semesters. After cleaning and
conditioning the data, our final
data set included 29,429
responses.

Agency: Actionable plans

Perseverance FS

Agency: Actively worked to define my goals

Identity: Sense of how I fit in this world

Perseverance FS

Meaning FS

Agency: Actionable plans
Purpose FS

Meaning FS

Coping FS

GPA

Subjective Wellbeing FS

Optimism FS

Coping FS

Job in 6 mos

Purpose FS

Job in 6 mos

Grad school

Transfer or leave

Belonging FS

GPA

Activity Engagement FS

Subjective Wellbeing FS

Optimism FS

Grad school

Transfer or leave

Belonging FS

Activity Engagement FS

Learn more at WellbeingCollaborative.wfu.edu

WHAT DID WE DO?
Using statistical modeling
(ANOVAs), we briefly
demonstrate that while most
students’ subjective wellbeing
was negatively impacted
during the pandemic, the
pandemic’s effects on identity,
agency, meaning, and
purpose were comparatively
minor. We use another set of
statistical models (path
modeling with extracted
factor scores) to demonstrate
the importance of identity,
agency, meaning, and
purpose for both subjective
wellbeing and academic
outcomes. Optimism is
associated with many
variables in the model,
making it a promising
intervention point.

The January Project: Developing Identity, Agency, and Purpose in an Unusual Year
Carol Bate [cbate@wellesley.edu]
Senior Associate Dean of Students

Erin Konkle [ekonkle@wellesley.edu]
Program Director Civic Engagement

Overview
This has been an unprecedented time in all of our lives. So much about the Wellesley academic
experience changed leading up to the beginning of the 2020 – 2021 academic year. Amidst these changes
there was tremendous innovation in terms of instructional formats, and opportunities for connection and
engagement. The January Project sought to use this moment to create an opportunity for students to
connect, engage and reflect on what it means to be a Wellesley student, a community member, and a
global citizen during this unprecedented time.
The January Project began as collaborations in the Academic Fall Planning Committee and grew to
include 17 faculty members, 14 staff, and more than 75 student leaders from across campus. Championed
by our President and Provost, the January Project is an excellent example of the powerful synergies that
can be created when we work together to help our student discover their own identities, agency, and
purpose. The January Project sought to engage every Wellesley student who wanted to participate in three
immersive programs that took place from January 3 to January 31st:
• The First-year Common Read
• Sophomore Community Engagement Experience
• Hive Internship Projects
Or one of the 15 January Project Seminars that occurred throughout the month and bridged the Wellesley
community with the world beyond.
Participation and Assessment
The January Project engaged 359 students in the immersive experiences and more than 2,000 community
members in the seminars.
In addition to a pre-post assessment using the Wabash study learning outcomes for the liberal arts,
overall program satisfaction (on a scale of 1 - 10 with ten being the highest) across the January Project
was:
7-10: 82% (recommend)
1-6: 17% (would not recommend)
The Hive Internship Projects also saw the following pre-post growth:
1. I really enjoy a task that involves coming up with new solutions to problems. (p= 0.01616)
2. I lead a purposeful and meaningful life. (p = 0.01961)
3. I am competent and capable in the activities that are important to me (p= 0.0261)
4. People respect me (p = 0.01107)
Funding

The $25,000 grant from the Coalition for Life Transformative Education made the January
Project possible. We supplemented these funds from Centers, Institutes, and Offices across
campus to provide a matching $25,000 budget to cover supplies and speakers. With the $25,000
from CLTE we were able to provide 75 students with financial need with $200 - $400 stipends
and one student intern with an $800 stipend. During a year of financial hardship for many of our
students this funding allowed these students to be able to participate in the January Project.

