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Lumina Foundation for Education, an Indianapolis-based private foundation, is committed to
enrolling and graduating more students from college — especially 21st century students: low-

income students, students of color, first-generation students and adult learners. Lumina's goal is to
increase the proportion of Americans who hold high-quality degrees and credentials to 60 percent
by 2025. Lumina pursues this goal in three ways: by identifying and supporting effective practice,
through public policy advocacy, and by using our communications and convening power to build
public will for change.



Introduction
hrough this document, Lumina Foundation for Education offers a “Degree Qualifications Profile,”
a tool that can help transform U.S. higher education. A Degree Profile — or qualifications
framework — illustrates clearly what students should be expected to know and be able to do
once they earn their degrees — at any level. This Degree Profile thus proposes specific learning
outcomes that benchmark the associate, bachelor’s and master’s degrees — which constitute the great
majority of postsecondary degrees awarded by U.S. colleges and universities — regardless of a student’s
field of specialization.!

The learning outcomes specified in this Degree Profile are not without precedent. In fact, the Degree Profile
draws on more than a decade of widespread debate and effort, across all levels of U.S. higher education, to
define expected learning outcomes that graduates need for work, citizenship, global participation and life.

Building from this work, this Degree Profile is deliberately offered as a “beta version” that will be further
tested and refined by a variety of stakeholders. The long-term goal is to clearly define quality in American
higher education and to develop new capacity throughout postsecondary education to ensure that students
achieve the levels of learning they need and deserve.

The need for a Degree Profile

Higher learning has taken on new importance in today’s knowledge society. To succeed in the contempo-
rary workplace, today’s students must prepare for jobs that are rapidly changing, use technologies that are
still emerging and work with colleagues from (and often in) all parts of the globe. The challenges that
graduates face as citizens during their lives are similarly complex and also are affected by developments
around the world.

Recognizing the economic and societal importance of higher levels of learning, national leaders, policy-
makers, analysts and major philanthropies have called for a dramatic increase in the number of high-quality
degrees awarded in the United States. But the press toward helping many more students earn degrees has
not been grounded in any consistent public understanding of what these degrees ought to mean. Even as
colleges and universities have defined their own expected student learning outcomes — typically to meet
accreditation requirements — their discussions have been largely invisible to policy leaders, the public and
many students. Similarly, while higher education institutions have been under increasing pressure to be
accountable for the quality of their degrees, institutions have frequently responded by testing samples of
students in ways that say too little about learning and even less about what a// students should attain as they
progress through college.

The Degree Profile responds to these concerns by describing concretely what is meant by each of the
degrees addressed. Though clarity is certainly the goal, this effort is in no way an attempt to standardize
degrees. Nor does the Degree Profile define what should be taught or how instructors should teach it.
Instead, the Degree Profile describes student performance appropriate for each degree level through clear
reference points that indicate the incremental and cumulative nature of learning. Focusing on conceptual
knowledge and essential competencies and their applications, the Degree Profile illustrates how students
should be expected to perform at progressively more challenging levels. Students’ demonstrated achieve-
ment in performing at these ascending levels creates the grounds on which degrees are awarded.

" Doctorates are not included at this time because of their emphasis on advanced research skills specific to individual disciplines. Medicine,
law, and other such degrees are also excluded at this time because of their exclusive focus on advanced practice knowledge and skills.
Profiles for these advanced degrees may be proposed later.
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The Degree Profile offers reference points, in short, for all associate, bachelor’s and master’s degrees.
But no outcomes framework can or should attempt to address every element of a college education. The
Degree Profile will take on its full meaning in the context of diverse institutional missions — for example,
religious exploration or proficiency in the performing arts.

In addition, many colleges and universities emphasize their role in fostering personal growth and helping
students examine their values and commitments. But such elements of institutional mission rarely are
specified as criteria for awarding degrees. Therefore, they are not explicitly included in this Degree Pro-
file, even though values reflection and personal growth are inherent in many of the competencies that the
Profile does include.

Use of the Degree Profile over time should yield several positive results, including:
A common vocabulary for sharing good practice.
A foundation for better public understanding of what institutions of higher education do.
Reference points for accountability that are far stronger than test scores or tallies of grad-
uates, research dollars, student satisfaction ratings, job placements or patents.
More to the point, because the Degree Profile defines competencies in ways that emphasize both the
cumulative integration of learning from many sources and the application of learning in a variety of
settings, it can offer benchmarks for improving the quality of learning.

Further, because every stated learning outcome should lead to and support assessment, this resource is
also designed to encourage colleges and universities to enhance their assessment practices and/or develop
new assessments. While some institutions have developed impressive approaches to documenting what
students achieve, all should find in the Degree Profile a helpful prompt to improve on those efforts. And
every institution should expand this Degree Profile by adding outcomes that are specific to its mission
and by aligning them with assessments in use or under development.

The uses of a Degree Profile

The Degree Profile proposes a set of reference points that benchmark what it should take for students to
earn a degree at each of the three levels addressed — in addition to whatever an institution requires in
terms of credits, grades and specific course completions. Beyond encouraging thoughtful discussion and
evolution of those reference points, the Degree Profile can serve other purposes either lacking or imper-
fectly realized in American higher education today. While it is difficult to anticipate all of the purposes
that the Degree Profile can serve, there are several obvious applications that deserve mention.

At the curriculum and classroom level, instructors and students can refer to the Degree Profile as a
common source of understanding and as a point of departure for agreement on more detailed and specific
expectations regarding the development of programs, courses, assignments and assessments. At the
college and university level, the Degree Profile provides reference points that allow faculty members to
articulate and better align institutional student learning outcomes with departmental objectives.

The Degree Profile also should offer students and advisers reference points for degree planning. In addition,
institutions can use the Degree Profile to help align their expectations with those of other institutions and
to give prospective students a clear statement of the outcomes they seek to assure. Regional accreditors
should find that the Degree Profile prompts them to reach the consensus on learning outcomes that is
being sought by many leaders and opinion makers. And specialized accreditors can use the Degree Profile
as a platform for relating disciplinary expectations to institutional ones.
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In addition, the focus on student learning embodied in the Degree Profile and its clear demarcation of in-
creasing levels of challenge as a student progresses from one degree level to the next should enable:

A continuing and sustainable emphasis on learning as the proper determinant for the
quality and value of degrees. This should help correct the tendency to view the credential
as an end in itself, independent of the learning it should represent.

Refinement and further elaboration of points of alignment between and among secondary
schools and postsecondary institutions regarding achievement levels in specific knowl-
edge, skill and application areas.

Guidance (a) for students on what to expect at the next degree level, (b) for students who
intend to transfer from one institution to another, and (c) for students returning to higher
education after a period of absence.

Expansion and elaboration of connections between school-based learning and out-of-school
learning, including creditable prior learning (e.g., from employment) by adult students.

Development of reference points to assess students’ progress and levels of achievement in
relation to specific learning outcomes.

Contexts for a Degree Profile

This Degree Profile was prompted and informed by similar exercises in other countries, usually called
qualifications frameworks. However, it focuses on the issues, strengths and potential that are distinctive to
higher education in the United States. American higher education is marked by a commitment to wide
access, to rich diversity, to academic freedom and its responsibilities, to broad liberal education as well

as specialized learning, to civic education for a democracy, and to innovative, integrative, inquiry-focused
and collaborative pedagogies.

American higher education also emphasizes application of skills and knowledge. Most students enrolled
at the associate, bachelor’s and master’s levels in our nation today are pursuing degrees in occupationally
related fields, from medical technology to engineering to accounting. This Degree Profile embraces both
applied fields such as these and the traditional arts and sciences by establishing learning outcomes that are
common and critical to all fields. Looking to the future, because current and prospective students will face
changing workplace demands, new technologies, civic challenges, and expanded parameters of knowl-
edge, the Degree Profile emphasizes analysis, adaptation and application within both occupational fields
and the arts and sciences.

The emphasis on application also acknowledges the importance of an educational experience rich in field-
related projects, performances, investigative essays, demonstrations and other learning-intensive activi-
ties. And it points to the many ways in which students now demonstrate their growth in knowledge and
competence. While conventional testing may still be useful, students often provide more persuasive evi-
dence of their learning through assigned tasks and major projects both within and beyond the classroom.
Any useful Degree Profile must be sensitive to these experiences and able to accommodate an increasing
diversity of evidence from a variety of valid assessment techniques.

Fortunately, the nation is not starting from scratch in crafting a transformational, competence-based

Degree Profile. Institutions representing every sector of American higher education can already present
exemplary cases of competency-based education. There also are groups of faculty, administrators and
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institutional researchers working to improve the understanding of student learning outcomes and of the
experiences and practices that move students toward those outcomes. Several disciplines have a solid
history of clarifying objectives for learning and of engaging multiple stakeholders to establish bench-
marks for reaching these objectives. National associations have launched bold projects to help craft the
kind of credential that can be negotiable well into the 21% century. However laudable, though, these
efforts are largely separate from one another and almost unknown to students or the public. One aim of
this Degree Profile is to create a platform where such worthy undertakings come together.

The Degree Profile also acknowledges recent efforts within the K-12 community to reach a deeper — and
shared — understanding of educational outcomes. Inevitably, the Degree Profile will contribute to and
enlarge the research and discussions driving these efforts. Moreover, growing support of the Degree Profile
should help K-12 and higher education work effectively together to provide the learning that individuals and
our society will need in the decades to come. This presentation, however, focuses solely on the work that is
necessary in higher education. Pre-collegiate learning standards are the proper purview of other initiatives.

The value of a Degree Profile for the student

American college students choose from among hundreds of fields of study, often with scant information
to guide them in that choice. This Degree Profile — because it clearly defines the learning that each
degree should reflect, regardless of the major field of study — should help all students develop and
pursue a coherent, meaningful and efficient education plan. In effect, it can serve as a roadmap for
navigating the often-fragmented landscape of higher education options.

We know, of course, that students must become masters of the content and methods in the fields they study
in depth. The Degree Profile contributes to that goal by providing general reference points for acquiring
field-specific knowledge and competence — core dimensions of higher learning that specific fields will
elaborate in greater detail. But we also know that most students will change jobs and even fields many
times during their lives. Therefore, the Degree Profile strongly emphasizes the kinds of crosscutting com-
petencies that graduates need for continuous learning in complex and changing environments.

Students who understand the purposes of the courses they take usually learn more effectively. Therefore,
the Degree Profile seeks to create a transparent and intentional environment to guide their learning. Such an
environment should prove particularly hospitable to working adults and returning students because it will
enable them to apply what they have learned elsewhere to their postsecondary degree programs. Indeed,
by emphasizing what students can do with their knowledge, the Degree Profile supports the idea of vali-
dating and awarding academic credit for the learning acquired in work, military or other life settings.
Thus, it should encourage efforts to expand the assessment of many different forms of experiential learning.

Use of the Degree Profile should also help students commit themselves to prepare fully for citizenship, for
contribution to the economy, and for the accomplishment of their goals. We can imagine students signing
a statement upon enrollment that says: “I have read and understand the learning outcomes for the degree |
seek, and I commit myself to investing the time, energy, organization and creativity to qualify for that
degree.” An over-arching student learning agreement for each degree should be an indispensable out-
growth of the framework envisioned here.

Organization of the Degree Profile

The Degree Profile describes five basic areas of learning: Broad, Integrative Knowledge; Specialized
Knowledge; Intellectual Skills; Applied Learning, and Civic Learning. While sample outcomes for each
area are described independently, in practice there should be considerable overlap and integration. For
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example, students gain conceptual understanding and sophistication both by exercising their intellectual
skills and by applying their learning to complex questions and challenges in academic and non-college
settings. Still, for the sake of clarity, the Degree Profile treats each of the basic areas of learning
separately even when the language of the student learning outcomes is similar.

Here are a few guidelines for understanding the learning outcomes as presented in the Degree Profile:

They are intended to be summative for each degree addressed. Students can attain these
outcomes at any point in the course of their academic journeys. Just as learning is cumu-
lative but rarely follows a rigid sequence, evidence for learning is cumulative and reflects
programmatic and individual differences.

The learning outcomes are presented as illustrations. When they indicate a range
of performance, the implied forms of assessment are illustrative as well — not exhaustive.

The descriptions of learning outcomes are presented through active verbs that tell

all parties — students, faculty, employers, policymakers and the general public

— what students actually should do to demonstrate their mastery. These active

verbs are deliberately cast at different levels of sophistication as the Degree Profile
moves up the degree ladder. The Degree Profile avoids terms such as “critical thinking,”
“appreciation,” “ability” or “awareness” because these do not describe discrete
activities that lead directly to assessments.

The learning outcomes do not prescribe how well a student must demonstrate
mastery; they are intended to define the achievement of competence. Standards
for quality necessarily embody local judgments based on explicit criteria for
performance.

This document does not invoke illustrations from specific disciplines, occupa-
tional fields, institutions or associations. Those illustrations should emerge
through use of the Degree Profile and will, over time, enrich it.

The five broad areas of learning are not presented as necessarily of equal value
for all providers of higher education. However, the integration of these areas
should represent a widely shared curricular goal.

Finally, although some learning outcomes are reiterated for the sake of emphasis,
in practical terms, all outcomes identified for the bachelor’s degree assume those
listed for the associate degree, and outcomes stated specifically for the master’s
degree include those for the associate and bachelor’s degrees. Each section of the
Degree Profile thus demonstrates the principle of incremental challenge and
accomplishment from one degree level to the next.
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To best understand the practical
application of the Degree Profile, it
is helpful to view it as a spiderweh:

a structured and interconnected
series of ladders that simultaneously
build on and support one another.
The web is strung among five anchor
lines, each line representing one of
the basic areas of learning. Along
each line, three points are fixed to
indicate the extent of learning
required to reach each rung on the
ladder: the associate degree, the
bac or's dearee and the master*
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Two types of knowledge: Specialized and Broad/Integrative

The effective application of learning must reflect the acquisition of knowledge that is both specialized and
broad — deep enough to assure mastery of strategically chosen subject areas, broad enough to support in-
quiry into the relationships among subject areas and the integration of related realms of knowledge. This
Degree Profile significantly modifies the traditional distinction between Specialized Knowledge and Broad,
Integrative Knowledge. It does so by emphasizing the importance of both and the particular importance of
the relationship between them through the integration of ideas, theories, methods, practices and applications.

Outcomes proposed for the associate, bachelor’s and master’s levels thus begin with the major field (at
the associate level, this is most applicable in applied degree programs) and define levels of mastery meant
to apply to all disciplines. Such outcomes point to the kinds of knowledge expected at each level, suggest
ways in which students might demonstrate that knowledge, and offer grounds for developing effective
means of assessment. They also reflect the reality that students gain knowledge throughout their college
careers (indeed, throughout their lives) both in and beyond the classroom.

Outcomes proposed with respect to Broad, Integrative Knowledge at the associate, bachelor’s and mas-
ter’s levels are not seen as mere additions to foundations laid in pre-collegiate schooling in such areas as
English, mathematics, science, history, social sciences, languages and the arts. Rather, the transforma-
tional vision expressed through this Degree Profile stresses not only the acquisition of more complex and
advanced knowledge in these key knowledge areas, but also the creative integration of such knowledge
about science, culture and society with the students’ specialized interests.

Intellectual Skills

Intellectual Skills are manifestations of well-defined cognitive capacities and operations, each of which
includes applications, and all of which are directly developed through higher education. They therefore
span both knowledge and Applied Learning while providing a vital foundation for further learning.

These Intellectual Skills include two critical fluencies: in communications, both oral and written, and in
quantitative applications. Analytic inquiry lies at the core of intellectual skills, encompassing what we do
when we think — for example, scrutinizing, managing and configuring knowledge prior to communicat-
ing findings, perspectives and interpretations. In turn, both expressive activities and the cognitive
functions of analysis require students to use information resources effectively. Students need all of these
Intellectual Skills to acquire and apply both general and specialized knowledge.

Yet these traditional Intellectual Skills are not sufficient qualifications for a degree. Regardless of their
degree level, students certified to go forward as adaptive, creative and entrepreneurial persons must demon-
strate competence in understanding and applying differing cultural, political and technological perspectives.
The Degree Profile treats these competencies under the heading, “Engaging Diverse Perspectives.”

Applied Learning

The Degree Profile includes a set of competencies that typically has not been stressed in discussions of
higher education outcomes: Applied Learning. Such competencies provide a connecting theme both for all
degrees and for the other three areas of learning listed here. The Applied Learning outcomes make it clear
that, beyond what graduates know, what they can do with what they know is the ultimate benchmark of
learning. They emphasize a commitment to analytic inquiry, active learning, real-world problem solving,
and innovation — all of which are vital in today’s evolving workplace and in society. Applied Learning
should be viewed as a core element of the student experience.
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Students demonstrate Applied Learning competencies not only through traditional assignments, but also
by actively presenting evidence of mastery. They do this through performances in work settings, interper-
sonal communication and everyday encounters with economic, social and cultural affairs. In all of these
cases, students call on their prior learning while embracing an opportunity for additional learning.

Constantly evolving social, economic and technical environments challenge individuals to continue learn-
ing and acquire new skills. By emphasizing the application of learning, higher education helps students
anticipate the challenges they will encounter as their jobs and lives become more complex. Therefore, as
the Degree Profile indicates, Applied Learning marks the development of student competence in addressing
unscripted problems, in weighing competing perspectives and in making decisions in ambiguous contexts.

Civic Learning

Preparing students for responsible citizenship is a widely acknowledged purpose of higher education.
Like other forms of application, civic inquiry requires the integration of knowledge and skills acquired in
both the broad curriculum and in the student’s specialized field. But because civic preparation also re-
quires engagement — that is, practice in applying those skills to representative questions and problems in
the wider society — it should be considered a discrete category of learning.

Higher education is experimenting with new ways to prepare students for effective democratic and global
citizenship. Virtually all of these efforts use experiential or field-based learning as a means to develop
civic insight, competence in public affairs and the ability to contribute to the common good. By defini-
tion, field-based learning about civic issues is likely to immerse students in public debate about contested
positions.

In developing civic competence, students engage a wide variety of perspectives and evidence and form
their own reasoned views on public issues. Civic Learning — which is related to but goes beyond the In-
tellectual Skill we have labeled “Engaging Diverse Perspectives” — also involves active engagement
with others. Exposure to these different perspectives helps students develop their own responses to social,
environmental and economic challenges at the local, national and global levels.

The Degree Qualifications Profile (beta version)

This report has so far attempted to describe the Degree Profile by explaining its goals, its structure and the
factors that have prompted its development. We turn now to the proposed Degree Profile itself, directly
addressing the competencies that the Profile seeks to define.

The Degree Profile is presented here in two ways: First, we describe it in narrative form; second, begin-
ning on Page 18, we show how it might be arrayed on a grid or matrix. (Naturally, to present the Degree
Profile accurately using both methods, some amount of repetition is unavoidable — even desirable.)

KNOWLEDGE

This Degree Profile offers a significant modification of the traditional distinction between the broad
knowledge acquired through the entire course of one’s education and that gleaned through pursuit of a
specialized field of study. It emphasizes the integration of ideas, methods, practice and theory across
broad and specialized knowledge realms.

Specialized Knowledge

Sooner or later, most of those who receive degrees pursue a specialized area of study. Each discipline
defines specific requirements and may articulate field-dependent outcomes. The parameters for most
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professional and occupationally oriented fields may also be spelled out by specialized accrediting associa-
tions and licensure bodies. But across all fields that we call “majors” lie common learning outcomes in-
volving terminology, theory, methods, tools, literature, complex problems or applications, and cognizance
of the limits of the field. These are addressed in the ascending set of illustrative challenges presented below.

At the associate level (if and only if a degree award of A.A.S., A.F.A,, etc.; see Broad Integrative Knowl-
edge for A.A., A.S. and A.G.S. recipients), the student

Describes the scope and principal features of his/her field of study, citing at least some of
its core theories and practices, and offers a similar explication of at least one related field.

[lustrates contemporary terminology used in the field.

Generates substantially error-free products, reconstructions, data, etc. or juried exhibits or
performances as appropriate to the field.

At the bachelor’s level, the student

Defines and explains the boundaries and major sub-fields, styles, and/or practices of the
field.

Defines and properly uses the principal specialized terms used in the field, both historical
and contemporaneous.

Demonstrates fluency in the use of tools, technologies and methods common to the field.

Evaluates, clarifies and frames a complex question or challenge, using perspectives and
scholarship drawn from the student’s major field and at least one other field.

Constructs a project related to a familiar but complex problem in his/her field of study by
independently assembling, arranging and reformulating ideas, concepts, designs and/or
techniques.

Constructs a summative project, paper, performance or practice-based performance that
draws on current research, scholarship and/or techniques in the field.

At the master’s level, the student

Elucidates the major theories, research methods and approaches to inquiry and/or
schools of practice in his or her field; articulates their sources; and illustrates both their
applications and their relationships to allied fields.

Assesses the contributions of major figures (and/or organizations, if applicable) in his or
her field, describes the major methodologies and/or practices in his or her field; and
implements at least two of them through projects, papers, exhibits or performances.

Articulates a full range of challenges involved in practicing the field; elucidates the lead-
ing edges of the field; and delineates the current limits of theory, knowledge and/or
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practice in the field by independently initiating, assembling, arranging and reformulating
ideas, concepts, designs and/or techniques in carrying out a project directed at a chal-
lenge in his or her field that lies outside conventional boundaries.

Broad, Integrative Knowledge

The foundations for general knowledge are laid in pre-collegiate education and should be carried to a
higher level in colleges so that graduates acquire the foundation for participation in work, life and citizen-
ship both at home and in the world. Broad higher learning should involve students in the practices of core
fields ranging from science and the social sciences through the humanities and arts, and in developing
global, cultural and democratic perspectives. While many institutions of higher education relegate general
knowledge to the first two years of undergraduate work, this Degree Profile takes the position that broad
learning should be integrated and furthered at all degree levels, and should provide a cumulative context
for students’ specialized studies.

At the associate level, for each of the core areas studied, the student

Describes how existing knowledge or practice is advanced, tested and revised.

Describes and examines a range of perspectives on key debates and their significance
both within the field and in society.

Ilustrates core concepts of the field while executing analytical, practical or creative tasks.

Selects and applies recognized methods of the field in interpreting characteristic disci-
pline-based problems.

Assembles evidence relevant to characteristic problems in the field, describes the signifi-
cance of the evidence, and uses the evidence in analysis of these problems.

Describes the ways in which at least two disciplines define, address and interpret the im-
portance of a contemporary challenge or problem in science, the arts, society, human
services, economic life or technology.

At the bachelor’s level, the student

Frames a complex scientific, social, technological, economic or aesthetic challenge or
problem from the perspectives and literature of at least two academic fields, and proposes
a “best approach” to the question or challenge using evidence from those fields.

Produces, independently or collaboratively, an investigative, creative or practical work
that draws on specific theories, tools and methods from at least two academic fields.

Explains a contemporary or recurring challenge or problem in science, the arts, society,
human services, economic life or technology from the perspective of at least two aca-
demic fields, explains how the methods of inquiry and/or research in those disciplines can
be brought to bear in addressing the challenge, judges the likelihood that the combination
of disciplinary perspectives and methods would contribute to the resolution of the chal-
lenge, and justifies the importance of the challenge in a social or global context.
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At the master’s level, the student

. Articulates how his or her own field has developed in relation to other major domains of
inquiry and/or practice.

. Designs and executes an applied, investigative or creative work that draws on the per-
spectives and/or methods of other fields, and assesses the resulting gains and/or
difficulties of including fields other than his or her own.

. Articulates and defends the significance and implications of his or her own specialized
work in terms of challenges, trends and/or developments in a social or global context.

INTELLECTUAL SKILLS

While the different academic disciplines appropriately define their respective competencies, the five
crosscutting Intellectual Skills illustrated below define competencies that should transcend disciplinary
boundaries. They frequently overlap and obviously interact with and enable the other major realms of
learning described in this Degree Profile. In addition, it should be kept in mind that the competencies at
the bachelor’s level subsume those at the associate level and that those at the master’s level subsume all
competencies at prior degree levels.

Analytic inquiry

Because the synthesizing cognitive operations of assembling, combining, formulating and reconstructing
information constitute integrative learning, they are principally covered elsewhere in this Degree Profile.
But analytic inquiry, though it may involve synthesis, requires separate treatment as a core Intellectual
Skill. The following illustrative outcome statements suggest what is meant.

At the associate level, the student

. Identifies, categorizes and distinguishes among elements of ideas, concepts, theories
and/or practical approaches to standard problems.

At the bachelor’s level, the student

. Differentiates and evaluates theories and approaches to complex standard and non-stan-
dard problems within his or her major field and at least one other academic field.

At the master’s level, the student

. Disaggregates, adapts, reformulates and employs principal ideas, techniques or methods
at the forefront of his or her field of study in the context of an essay or project.

Use of information resources
At the associate level, the student

. Identifies, categorizes, evaluates and cites multiple information resources necessary to
engage in projects, papers or performance in his or her program.
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At the bachelor’s level, the student

. Incorporates multiple information resources presented in different media and/or different
languages, in projects, papers or performances, with citations in forms appropriate to
those resources, and evaluates the reliability and comparative worth of competing infor-
mation resources.

. Explicates the ideal characteristics of current information resources for the execution of
projects, papers or performances; accesses those resources with appropriate delimiting
terms and syntax; and describes the strategies by which he/she identified and searched for
those resources.

At the master’s level (and in addition to the competencies indicated for the bachelor’s level), the student

. Provides adequate evidence (through papers, projects, notebooks, computer files or
catalogues) of contributing to, expanding, assessing and/or refining either a broadly
recognized information resource or an information base within his or her field of study.

Engaging diverse perspectives
At the associate level, the student

. Describes how knowledge from different cultural perspectives would affect his or her
interpretations of prominent problems in politics, society, the arts and/or global relations.

At the bachelor’s level, the student

. Constructs a cultural, political, or technological alternative vision of either the natural or
human world, embodied in a written project, laboratory report, exhibit, performance, or
community service design; defines the distinct patterns in this alternative vision; and
explains how they differ from current realities.

At the master’s level, the student

. Addresses a core issue in his/her field of study from the perspective of either a different
point in time, or a different culture, language, political order, or technological context,
and explains how the alternative perspective contributes to results that depart from
current norms, dominant cultural assumptions, or technologies — all demonstrated
through a project, paper, or performance.

Quantitative fluency
At the associate level, the student

. Presents accurate calculations and symbolic operations, and explains how such calcula-
tions and operations are used in either his or her specific field of study or in interpreting
social and economic trends.

At the bachelor’s level, the student

. Translates verbal problems into mathematical algorithms and constructs valid mathematical
arguments using the accepted symbolic system of mathematical reasoning.
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. Constructs, as appropriate to his or her major field (or another field), accurate and relevant
calculations, estimates, risk analyses or quantitative evaluations of public information
and presents them in papers, projects or multi-media events.

At the master’s level:

. Students who are not seeking a degree in a quantitatively based field employ and apply
mathematical, formal logic and/or statistical tools to problems appropriate to their field
in a project, paper or performance.

. Students seeking a degree in a quantitatively based or quantitatively relevant field articu-
late and/or undertake multiple appropriate applications of quantitative methods, concepts
and theories within their field of study.

Communication fluency
At the associate level, the student

. Presents substantially error-free prose in both argumentative and narrative forms to
general and specialized audiences.

At the bachelor’s level, the student

. Constructs sustained, coherent arguments and/or narratives and/or explications of technical
issues and processes, in two media, to general and specific audiences.

. In a language other than English, and either orally or in writing, conducts an inquiry with
a non-English-language source concerning information, conditions, technologies and/or
practices in his or her major field.

. With one or more oral interlocutors or collaborators, advances an argument or designs an
approach to resolving a social, personal or ethical dilemma.

At the master’s level, the student

. Creates sustained, coherent arguments or explanations and reflections on his or her work or
that of collaborators (if applicable) in two or more media or languages, to both general
and specialized audiences.

APPLIED LEARNING

An emphasis on Applied Learning suggests that what graduates can do with what they know is the most
critical outcome of higher education. The presentation of illustrative learning outcomes in this section
properly underscores the interaction of academic and non-academic settings and the corresponding inte-
gration of theory and practice. Research of different kinds and intensities and “field-based” experiences
(internships, practicums, community and other service-learning) all are cases of applied learning that may
be found in the outcomes articulated below. Again, each degree level assumes and builds on competencies
acquired at the previous degree level.
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At the associate level, the student

. Describes in writing at least one substantial case in which knowledge and skills acquired
in academic settings are applied to a challenge in a non-academic setting; evaluates, using
evidence and examples, the learning gained from the application; applies that learning to
the question; and analyzes at least one significant concept or method related to his or her
course of study in light of learning outside the classroom.

. Locates, gathers and organizes evidence on an assigned research topic addressing a
course-related question or a question of practice in a work or community setting; offers
and examines competing hypotheses in answering the question.

At the bachelor’s level, the student

. Presents a discrete project, paper, exhibit or performance, or other appropriate demonstra-
tion that links knowledge and/or skills acquired in work, community and/or research
activities with knowledge acquired in one or more disciplines; explains in writing or an-
other medium how those elements were combined in the product to shape its intended
meaning or findings; and employs appropriate citations to demonstrate the relationship of
the product to literature in its field.

. Formulates a question on a topic that addresses more than one academic discipline or
practical setting, locates appropriate evidence that addresses the question, evaluates the
evidence in relation to the problem’s contexts, and articulates conclusions that follow log-
ically from such analysis.

. Completes a substantial field-based project related to his or her major course of study; seeks
and employs insights from others in implementing the project; evaluates a significant
challenge or question faced in the project in relation to core concepts, methods or
assumptions in his or her major field; and describes the effects of learning outside the
classroom on his or her research or practical skills.

At the master’s level, the student

. Creates a discrete project, paper, exhibit, performance or other appropriate demonstra-
tion reflecting the integration of knowledge acquired in practicum, work, community,
and/or research activities with knowledge and/or skills gleaned from at least two aca-
demic disciplines in different segments of the curriculum (e.g., computer science and an-
thropology); fully documents the sources of the knowledge and/or skills reflected in the
integration; articulates in writing how these elements influenced the resulting product;
and assesses the significance of the work in light of major debates or developments in the
student’s primary field(s).

. Creates, designs and implements a project or performance in an out-of-class setting that
requires the application of advanced knowledge gained in the program to a practical chal-
lenge; articulates in writing or another medium the insights gained from the field experi-
ence; assesses, with appropriate citations, selected approaches and/or scholarly debates
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applicable to the problem; articulates a reasoned judgment on selected issues encountered
in the field; and assesses his or her own standards for professional performance and
continuing development with specific reference to the experience.

CIVIC LEARNING

The objectives of Civic Learning rely considerably on students’ out-of-classroom experiences and their

development of a capacity for analysis and reflection. Both knowledge and a commitment to action are

necessary for the development of Civic Learning, a co-curricular juxtaposition that may challenge tradi-
tional higher education learning outcomes.

The illustrative outcomes articulated below rely principally on the types of cognitive activities (describ-
ing, examining, elucidating, justifying) that are within the direct purview of institutions of higher educa-
tion, but they also include evidence of civic activities and learning beyond collegiate settings. These
outcomes also reflect the need for analytic inquiry and engagement with diverse perspectives. Together,
they underscore the interplay of competencies from the major components of higher learning presented in
this Degree Profile.

At the associate level, the student

. Describes his or her own civic and cultural background, including its origins and
development, assumptions and predispositions.

. Describes diverse positions, historical and contemporary, on selected democratic values
or practices, and presents his or her own position on a specific problem where one or more
of these values or practices are involved.

. Takes an active role in a community context (work, service, co-curricular activities, etc.),
and examines the civic issues encountered and the insights gained from the community
experience.

At the bachelor’s level, the student

. Explains diverse positions, including those of different cultural, economic and geo-

graphic interests, on a contested issue, and evaluates the issue in light of both those

interests and evidence drawn from journalism and scholarship.

. Develops and justifies a position on a public issue and relates the position taken to alter-
native views within the community/policy environment.

. Collaborates with others in developing and implementing an approach to a civic issue,
evaluates the strengths and weaknesses of the process and, where applicable, the result.

At the master’s level, the student
. Assesses and develops a position on a public policy question with significance in the

student’s own field, taking into account both scholarship and published positions and
narratives of relevant interest groups.
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The Degree Profile matrix

A Degree Profile illustrates what students are expected to know and do across different degree levels.
Such frameworks are usually presented in a table or matrix that arrays an ascending sequence of creden-
tials (e.g., associate, bachelor’s, master’s) on one axis, and specific areas of knowledge or performance
(e.g., written communication, use of specialized tools, using data) on the other axis.

Cells in the table contain specific descriptions of the competency expected at that level and in that area.
When read on one axis, the framework describes ascending competencies in a given area at increasingly
higher award levels. When read on the other axis, the framework describes all of the competencies across
areas required for a given degree.

This Degree Profile offers a framework of specific student learning outcomes intended to transcend arbitrary
distinctions between the pursuit of degrees in the arts and sciences and those in applied and professional
fields. They benchmark the associate, bachelor’s and master’s degrees, regardless of a student’s field of
specialization. These degrees constitute most of the degrees granted by U.S. institutions of higher educa-
tion. Doctorates are not included at this time because of their emphasis on advanced research skills spe-
cific to individual disciplines. Medicine, law and other such degrees are also excluded because of their
exclusive focus on advanced practice knowledge and skills. Such degrees may be addressed at a later stage.

Please note the following: (1) For better readability, the competency statements contained in this grid are
reduced versions of the full statements presented on Pages 9-16. (2) Each degree level assumes expecta-
tions already articulated. In other words, expectations at the bachelor’s degree level include those listed
for the associate degree. (3) Specific tasks or assignments are cited in the competency statements only as
illustrative examples. (4) Within the column headed “Intellectual Skills,” expectations are further catego-
rized according to five broad categories as indicated in parentheses at the end of each item.
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At the Associate level, the student
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At the Master’s level, the student

Specialized Knowledge

Broad, Integrative Knowledge

Knowledge acquired in a specialized field of study

Describes the scope and principal features of the field of study, citing core theories
and practices, and offers a similar explication of a related field.

[llustrates the field's current terminology.

Generates substantially error-free products exhibits, or performances in the field.

Defines and explains the boundaries, divisions, styles and practices of the field.

Defines and properly uses the principal terms in the field, both historical and contem-
poraneous.

Demonstrates fluency in the use of tools, technologies and methods in the field.

Evaluates, clarifies and frames a complex question or challenge using perspectives and
scholarship from the student’s major field and at least one other.

Constructs a project related to a familiar but complex problem in the field of study by
assembling, arranging and reformulating ideas, concepts, designs or techniques.

Constructs a summative project, paper or practice-based performance that draws on
current research, scholarship and/or techniques in the field.

Elucidates the major theories, research methods and approaches to inquiry, and/or
schools of practice in the field; articulates relevant sources; and illustrates their rela-
tionship to allied fields.

Assesses the contributions of major figures and organizations in the field; describes its
major methodologies and practices; and implements at least two such methodologies
and practices through projects, papers, exhibits or performances.

Articulates major challenges involved in practicing the field, elucidates its leading
edges, and delineates its current limits with respect to theory, knowledge and practice.

Initiates, assembles, arranges and reformulates ideas, concepts, designs and tech-
niques in carrying out a project directed at a challenge in the field beyond conventional
boundaries.

Knowledge acquired in general education fields

Describes how existing knowledge or practice is advanced, tested and revised.
Describes and examines perspectives on key debates within the field and in society.
lllustrates core concepts of the field while executing analytical, practical or creative tasks.
Selects and applies recognized methods in interpreting discipline-based problems.

Assembles evidence relevant to problems, describes its significance, and uses it in
analysis.

Describes the ways in which at least two disciplines define, address and justify the
importance of a contemporary challenge or problem.

Identifies, categorizes and distinguishes among ideas, concepts, theories and practical
approaches to problems.

Frames a complex scientific, social, technological, economic or aesthetic challenge or
problem from the perspectives and literature of at least two academic fields and pro-
poses a “best approach” to the question or challenge using evidence from those fields.

Produces, independently or collaboratively, an investigative, creative or practical work
that draws on specific theories, tools and methods from at least two academic fields.

Explains a problem in science, the arts, society, human services, economic life or tech-
nology from the perspective of at least two academic fields, explains how the methods
of inquiry and research in those disciplines can be brought to bear, judges the likeli-
hood that the combination of disciplinary perspectives and methods would contribute
to the resolution of the challenge, and justifies the importance of the challenge in a so-
cial or global context.

Articulates how the field has developed in relation to other major domains of inquiry or
practice.

Designs and executes an applied, investigative or creative work that draws on the per-
spectives and methods of other fields and assesses the resulting gains and difficulties.

Articulates and defends the significance and implications of his or her specialized work
in terms of challenges, trends and developments in a social or global context.
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Intellectual Skills

Applied Learning

Identifies, categorizes and distinguishes among ideas, concepts, theories and practical
approaches to problems. (Analytic inquiry)

Identifies, categorizes and appropriately cites information for an academic project,
paper or performance. (Use of information resources)

Describes how cultural perspectives could affect interpretation of problems in the arts,
politics or global relations. (Engaging diverse perspectives)

Presents accurate calculations and symbolic operations and explains their use either in
the field of study or in interpreting social or economic trends. (Quantitative fluency)

Presents substantially error-free prose in both argumentative and narrative forms to
general and specialized audiences. (Communication fluency)

Differentiates and evaluates theories and approaches to complex standard and non-
standard problems within his or her major field. (Analytic inquiry)

Incorparates multiple information resources in different media or languages in proj-
ects, papers or performances, with appropriate citations; and evaluates the relative
merits of competing resources with respect to clearly articulated standards. (Use of
information resources)

Constructs a cultural, political or technological alternate vision of either the natural or
human world through a written project, laboratory report, exhibit, performance or com-
munity service design; defines the distinct patterns in this alternate vision; and ex-

plains how these patterns differ from current realities. (Engaging diverse perspectives)

Translates verbal problems into mathematical algorithms, constructs valid arguments
using the accepted symbolic system of mathematical reasoning, and constructs accu-
rate calculations, estimates, risk analyses or quantitative evaluations of public infor-
mation through presentations, papers or projects. (Quantitative fluency)

Constructs sustained, coherent argument or presentation on technical issues or
pracesses in more than one language and in mare than one medium for general and
specific audiences; and works through collaboration to address a social, personal or
ethical dilemma. (Communication fluency)

Disaggregates, adapts, reformulates and employs in an essay or project principal
ideas, techniques or methods at the forefront of the field. (Analytic inquiry)

Provides adequate evidence through papers, projects, notebooks, computer files or cat-
alogues of expanding, assessing or refining either a recognized information resource or
an information base within the field. (Use of information resources)

Addresses in a project, paper or performance a core issue in the field from the per-
spective of a different point in time or a different culture, political order or technologi-
cal context, and elucidates how the perspective contributes to results that depart from
current norms, dominant cultural assumptions or technologies. (Engaging diverse
perspectives)

Not seeking a degree in a quantitative field employs and applies mathematical, logical
or statistical tools to problems within the field in a project, paper or performance,
while the student seeking a degree in a quantitative field articulates and undertakes
multiple appropriate applications of quantitative methods, concepts and thearies.
(Quantitative fluency)

Creates sustained, coherent explanations and reflections on the student’s own work in
two or more media or languages to both general and specialized audiences.
(Communication fluency)

Describes in writing a case in which knowledge and skills acquired in academic set-
tings are applied to a challenge in a non-academic setting; evaluates the learning
gained; and analyzes a significant concept or method related to the course of study in
light of learning from outside the classroom.

Locates, gathers and organizes evidence on an assigned research topic addressing a
course-related question or a question of practice in a work or community setting; offers
and examines competing hypotheses in answering the question.

Presents a project, paper, performance or other appropriate task linking knowledge and
skills from work, community or research activities with knowledge acquired in aca-
demic disciplines; explains how elements were combined to shape meaning or find-
ings; and shows the relationship to relevant scholarship.

Formulates a question on a topic that addresses more than one academic discipline or
practical setting, locates appropriate evidence that addresses the question, evaluates
the evidence in relation to the problem’s contexts, and articulates conclusions that
follow logically from analysis.

Completes a field-based assignment in the course of study that employs insights from
others; evaluates a significant question in relation to concepts, methods or assump-
tions in at least one academic field; and explains the implications of learning outside
the classroom.

Creates a discrete project, paper, exhibit, performance or other appropriate task re-
flecting integration of knowledge acquired in practicum, work, community or research
activities with knowledge and skills from at least two disciplines representing different
segments of the curriculum (e.g., computer science and anthropology); documents the
sources of the knowledge and skills reflected in the integration; articulates in writing
how these elements influenced the resulting product; and assesses the significance of
the work in light of major debates or developments in the primary field(s).

Creates, designs and implements a performance or project in an out-of-class setting
requiring application of advanced knowledge to a practical challenge; articulates in-
sights gained from the field experience; assesses, with appropriate citations, selected
approaches or scholarly debates applicable to the problem; articulates a reasoned
judgment on selected issues in the field; and assesses standards for professional
performance and continuing development with specific reference to the experience.




Civic Learning

Institution-specific areas

Describes his or her own civic and cultural background, including origins, development,
assumptions and predispositions.

Describes historical and contemporary positions on democratic values and practices,
and presents his or her position on a related problem.

Takes an active role in the community (work, service, co-curricular activities) and exam-
ines civic issues encountered and insights gained.

Explains diverse perspectives on a contested issue and evaluates insights gained from
different kinds of evidence reflecting scholarly and community perspectives.

Develops and justifies a position on a public issue and relates this position to alterna-
tive views within the community or policy environment.

Collaborates in developing and implementing an approach to a civic issue, evaluates
the process and, where applicable, weighs the result.

Assesses and develops a position on a significant public policy question in the
student's field, taking into account scholarly and community perspectives.

(Users of the Degree Profile matrix should use this column to list other
areas of learning they wish to include.)
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