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Overview

Drake University uses a holistic model that embeds multiple high impact practices across students’ experience to promote academic success and retention, with a focus on the first year experience. The campus community thinks about Drake’s first year experience in terms of an integrated whole. In addition, the institution uses an intentional organizational structure to coordinate and integrate both academic and non-academic components of First Year Experience program. Components of this model include the following:
· First Year Seminars (FYS) that sharpen students' writing, critical thinking, and information literacy skills; establish a sense of community; encourag active participation; and help integrate first-year students into the Drake University academic culture (see http://www.drake.edu/dc/firstyear/)

· Learning Communities that help to connect students both socially and intellectually through two distinctive features: living together in a residence hall and enrollment in a designated FYS and, in some cases, a second linked course.

· A Writing Workshop that serves undergraduate, graduate, and law students. The emphasis of the one-on-one tutoring sessions is not to fix but to devise actions that the individual can take to improve and to start dealing with writing problems or questions individually (see: http://artsci.drake.edu/english/node/4)
· Peer Mentor/Academic Consultants (PMACs) are upper-class student volunteers assigned to FYS groups. They begin communication with students during the summer and continue throughout the fall semester. PMACs supplement and enrich a successful transition to college while emphasizing the development of academic, social, and professional skills to be used during a student’s Drake experience. 

· Supplemental instruction in targeted courses that provides a small group discussion format to enhance the classroom learning experience. Labs and peer assistance are also available in selected areas (see: http://www.drake.edu/acadassist/peer-labs/index.php)
Implementation Strategies
· A variety of indicators have suggested that many first year students at Drake did not experience a strong sense of community and that the university needed to look for ways to develop a shared sense of identity, purpose and tradition.

· While a variety of high-quality academic support services were available to first year students at Drake, these services were not well coordinated and many students who could benefit from these types of programs did not take advantage of them.

· The levels of interaction, communication and cooperation between faculty and staff were inadequate. Drake needed to develop a holistic approach that recognized that student learning is not confined to the classroom and that an advantage as a residential institution is the ability to create synergies between the academic and nonacademic experience.
To address these needs, Drake wanted to create an intentional network (rather than a single office) and a set of coordinated practices designed to communicate learning goals, monitor student progress toward meeting these goals and mobilize effective support and intervention where students are falling short. The literature on best practices provide a starting point for structuring these practices. Among the ideas with support in the literature are:

· Peer-to-peer interaction with an emphasis on students' academic success and personal development are particularly important during the first year in college (Reason, Terenzini, & Domingo, 2007; Zhao & Kuh, 2004),
· Few college experiences are more strongly linked to student learning and persistence than students’ interactions with faculty members (Braxton, Sullivan, & Johnson, 1997; Johnson & Johnson, 1995; Reason, Terenzini, & Domingo, 2007; Smart, Feldman, & Ethington, 2000),
· Greater support and deeper levels of academic engagement lead to gains in social and personal competence (Zhao & Kuh, 2004), and 
· Supplemental Instruction and Writing Labs where students work in a cooperative manner with peers result in higher levels of engagement and motivation (Dion, Fuchs, and Fuchs 2007; Stone & Jacobs, 2006)
Following the work of the First Year Experience Study Group (see: http://www.drake.edu/selfstudy/resources/3/FYExperienceRec-03.pdf), we began a process of revising individual programs (e.g., First Year Seminar, Learning Communities, Peer Mentor/Academic Consultant, Orientation and New Student Days, Supplemental Instruction), improving coordination among units on campus, while focusing on practices known to work, but tailored to fit with Drake’s mission and culture
Evidence of Success

Table 1: Graduation Rates -- First-Year, First-Time, Degree-Seeking Students; Bachelor's Degree Completers Only 
	Entering Year
	Entering Cohort
	Four Years
	Five Years
	Six Years

	
	
	#
	%
	#
	%
	#
	%

	2001
	666
	361
	54.2%
	450
	67.6%
	465
	69.8%

	2002
	616
	360
	58.4%
	420
	68.2%
	428
	69.5%

	2003
	675
	410
	60.7%
	483
	71.6%
	497
	73.6%

	2004
	668
	408
	61.1%
	483
	72.3%
	489
	73.2%

	2005
	681
	438
	64.3%
	502
	73.7%
	509
	74.7%


Table 2: First-Year to Sophomore Retention

	Semester
	% Retained

	Fall 00 to 01
	81.0%

	Fall 02 to 03
	83.4%

	Fall 03 to Fall 04
	86.0%

	Fall 04 to Fall 05
	85.0%

	Fall 05 to Fall 06
	88.4%

	Fall 06 to Fall 07
	86.3%

	Fall 07 to Fall 08
	85.6%

	Fall 08 to Fall 09
	89.4%

	Fall 09 to Fall 10
	84.7%

	Fall 10 to Fall 11
	87.7%


Examining success in terms of the quality of student work resulting from these practices is currently underway.
Pascarella and Terenzini (2005) concluded that “the impact of college is largely determined by individual effort and involvement in the academic, interpersonal, and extracurricular offerings on a campus. . . . But . . . it is important to focus on the way in which an institution can shape its academic, interpersonal, and extracurricular offerings to encourage student engagement” (p. 602). Reason et al., (2007) concluded that what institutions do—their practices, policies, and values is more closely related to student change than what those institutions are (e.g., their size, control, selectivity). Finding a coordinated set of practices that fit the culture and mission of Drake supports this conclusion.
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