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This handbook serves as a faculty guide to assessment practices at Eastern.  Particular 

emphasis is placed on classroom assessment techniques, their purpose and application of 

results to improve the teaching/learning process.  Information in this handbook has been 

compiled from the experiences of Eastern’s Academic Services staff and the wealth of 

resources available through other colleges, academic professional organizations and the 

Internet.   

 

We hope this handbook is useful for applying assessment practices in your courses and for 

improving the teaching/learning process.  This handbook is a living document providing an 

overview of assessment principles, levels of assessment, and processes in place at the College.  

Additional information will be added as we progress and evaluate our assessment processes.  

We welcome your suggestions and contributions to future editions of this handbook.  



 3 

Table of Contents 
 

 

Assessment Basics …………………………………………………..3 

 

Assessment, More Than Just a Grade ……………………………….4 

 

Assessment at Eastern ……………………………………………….6 

 

Classroom Assessment ………………………………………………7 

 

Classroom Assessment Techniques (CATs) ………………………..10 

 

Creating Scoring Rubrics……………………………………………20 

 

Closing the Feedback Loop ………………………………………....22 

 

Appendix A: Bloom’s Taxonomy …………………………………..23 

 

Appendix B: Sample Rubric………………………………………....24 

 

Appendix C: Eastern Assessment Plan Summary …………………..25 

 

Appendix D: Core Indicators ………………………………………..28 

 

Appendix E: Nine Principles of Good Practice ……………………..29 

 

References …………………………………………………………..31 



 4 

ASSESSMENT BASICS 
 

What is Assessment? 
 

There are many definitions of assessment depending on who is asking the question, the 

type of information sought, and the level of assessment being addressed.  First and 

foremost, it is important to remember that assessment is primarily about student learning.  

At Eastern, assessment is defined as the process of gathering and reviewing information 

(quantitative and qualitative) to improve student learning and to determine attainment of 

defined student learning outcomes.  Faculty define specific learning outcomes for their 

courses and determine to what degree the learning actually occurs.   

 

Assessment is not an end in itself, but a systematic process to: 

• identify what students are learning 

• determine if students are learning the intended learning outcomes 

• provide feedback to reinforce student learning 

• improve student learning 

• improve teaching strategies 

 

 

 

Why Assessment? 
 

It’s all about the students.  Given that assessment is about students, it follows that the 

main reason to engage in assessment is to improve student learning.  Carefully 

constructed assessment activities can help determine if students are acquiring the 

intended learning outcomes and achieving educational goals as compared to just 

assigning grades.  In all, assessment can help improve the quality of student learning in 

classes. 

 

 

Assessment: 

• makes the learning process more effective by linking assignments to intended 

learning outcomes 

• helps instructors become better teachers by determining effective instructional 

practices 

• provides systematic feedback to students regarding their progress in attaining 

learning outcomes   
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Benefits for Students: 
o clarifies course outcomes and instructor expectations 

§ Students develop a better perspective of important content 

o strengthens connection between assignments and course content 

o develops self-reflective learners through greater involvement in learning 

processes 

§ helps students determine if they are mastering content prior to grading 

o improves understanding of strengths and weaknesses as a learner 

o provides students with the opportunity to give feedback about what/how they 

are learning 

 

Benefits for Faculty 
o generates learning-centered, student-focused environment 

o provides opportunity to identify learning in progress 

o informs instructor of need for change in instructional strategies 

o increases responsiveness for facilitating learning 

 

 

ASSESSMENT: MORE THAN JUST A GRADE 
 

To many, the word "assessment" is just a different buzz word for standard course 

assignments and assigning grades.  Often quizzes, tests and final exams are selected as 

the means of assessment for most courses and programs.  It is true these instruments 

provide feedback regarding specific course outcomes.  While grades can be 

incorporated into assessment plans, grades only provide one part of the picture.  With 

grades, the key question, does it enhance or provide opportunity to improve student 

learning, still begs to be addressed.  Assessment is intended to provide instructors with 

information to improve teaching methods, determine if students are in fact learning 

what was intended and provide opportunity for intervention, when needed.  Grading, in 

comparison, is an evaluation for an individual student as to whether that student, at the 

close of the instructional activities, has satisfactorily complete the course materials.  It 

does not necessarily provide instructors with aggregate or group data for improving 

their teaching methods or for actively engaging students in their own learning.  As 

such, assessment provides important feedback to both instructors and students.   It is 

important to note that some testing may also be assessment, but not all assessment is 

testing.  

 

In particular, course grades do not provide the same insight as course assessment. 

• Grades give a global evaluation but do not provide sufficiently detailed 

information about which course outcomes students are mastering well and 

which are giving them trouble 

• Course grades alone don’t stimulate faculty discussions about how to improve 

student learning of particular course outcomes. 

• Grades are often based on more than mastery of course content; for example, 

participation, attendance, bonus points. 

• Grading standards often vary widely among different instructors and do not 

indicate the same degree of mastery of course outcomes. 

• Grade inflation (easy tests, generous grading, and extra-credit bonuses) 

sometimes presents a misleading indicator of student mastery of course 

outcomes. 
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The following chart lists some differences between grades and assessment: 

 

Assessment Grades 
Formative Summative 

Diagnostic Final 

Non-judgmental Evaluative 

Usually Anonymous Individual Student Identified 

Address Specific Learning Outcomes Global,  Holistic 

Aggregate Data (Instructor learns how 

students as a whole performed) 

Individual Student Data (Individual student 

knows overall evaluation of performance) 

Focus on Improvement (always used for 

improvement of instruction/learning) 

Focus on Final Evaluation (not necessarily 

used for improvement of 

instruction/learning) 
Adapted from Southern Illinois University Assessment Handbook 

 

 

 

 
Levels of Assessment 
 

To discern the effective delivery of the curriculum and validate student academic 

achievement, assessment activities occur across multiple layers of an institution from 

individual class sections, course level, program level and ultimately institutional level.  

For the purposes of this handbook, the focus is primarily on classroom assessment 

activities.  

 

Classroom Assessment: 

Activities selected or designed by an individual instructor to determine if 

students are learning the intended outcomes in a single class session or a 

number of consecutive class meetings.  The instructor evaluates collected 

information to determine need for change in instructional strategies to validate 

student learning.  The question asked: “Did students learn what I intended them 

to learn today?”   

 

Course Assessment: 

Activities selected by faculty who teach the same course to determine if 

students are learning intended outcomes across multiple sections of the same 

course.  Those faculty review data to determine need for change in course 

learning outcomes or supporting role course plays in degree program.  The 

question asked: “Do students taking this course learn what we intend them to 

learn and develop intended competencies by the end of the course?” 

 



 7 

Program Assessment: 

Activities selected to measure attainment of learning outcomes intended as a 

result of completing an academic program.  Typical questions: “Are students 

able to effectively perform in internship placements?” “Are students able to 

apply concepts from key courses in an integrative capstone course?” “Do 

employers find program graduates well prepared for jobs related to their major? 

 

Institutional Effectiveness: 

The systematic and ongoing process of collecting, analyzing and acting on data 

related to goals and objectives which support the mission and vision of the 

College.  Institutional effectiveness provides documentation of planning and 

assessment, and the use of results in decision-making across an institution.  The 

typical questions: “Does the college fulfill its mission?”  How well does the 

college fulfill its mission?” 

 

Assessment at Eastern 
 

Eastern’s assessment plan examines student learning at multiple points in the educational 

process and incorporates multiple methods of assessing student academic achievement.  The 

points of assessment and data collection methods are listed in “The Assessment Process” (See 

Figure 1).  Eastern’s plan consists of four levels: entry level assessment, process assessment, 

near term assessment and long term assessment (Alfred, Peterson and White, 1992).  These 

assessment activities address student satisfaction, academic achievement, program 

effectiveness, and student success at different windows in the student’s academic career.  

Details are presented in the Eastern’s Assessment Plan.  The complete plan is available on the 

College website at http://www.eastern.wvnet.edu/accreditation%2006/self%20study.htm or by 

going to the College home page (www.eastern.wvnet.edu), selecting Self Study link and then 

selecting the assessment link.  
 

 

 The Assessment Process 

 (Adapted “The Assessment Funnel”, Alfred, et. al.) 

Process Level Measures Area(s) Responsible 

Entry Level Entry level testing Learner Support Services 

Process Level Course level assessment, program Level 
Assessment, tracking studies, student 
satisfaction surveys, withdrawing student 
survey, drop rates from courses, 
faculty/course evaluation survey 

Academic Services, Learner 
Support services 

Near-Term 
Level 

Summative assessment activities for program 
level assessment, WorkKeys, Academic 
Profile, graduating student survey, advisory 
committee survey/focus group, program 
graduation rate, placement rates, transfer data  

Academic Services, Learner 
Support Services 

Long-Term 
Level 

Employer satisfaction survey, alumni survey, 
continuing education data, employment & 
salary data 

Learner Support Services, 
Academic Services 

Figure 1 
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CLASSROOM ASSESSMENT (Adapted from the National Teaching and Learning Forum) 
 
What is Classroom Assessment 
 

Classroom assessment is a formative assessment process that serves two purposes.  It 

allows faculty to learn more about what and how students are learning so as to more 

effectively plan learning activities to structure teaching. Classroom assessment also 

involves a set of techniques, most of which are simple, non-graded, in-class activities 

providing useful feedback on the teaching-learning process.  

 

Classroom assessment differs from tests and other forms of student evaluations in that 

its purpose is course improvement, rather grade assignment.  The primary goal, then, is 

to better understand students' learning and so to improve teaching.  

 
Why is Classroom Assessment Useful 
 

Classroom Assessment Techniques (CATs) are an excellent way to “assess” whether 

students understand the materials presented during a specific or series of course 

presentations.  Students are engaged in identifying what they have learned, questions 

that still remain and trends in learning patterns.  CATs provide the opportunity to 

determine the degree of student learning before a graded activity (test, paper, etc.) is 

implemented.  Results of these activities can be used to review concepts, incorporate 

additional learning activities or revise instructional strategies prior to the graded 

experience. 

For faculty, more frequent use of CATs can:  

• Provide short-term feedback about the day-to-day learning and teaching process 

at a time when it is still possible to make mid-course corrections 

• Provide useful information about student learning with a much lower 

investment of time compared to tests, papers, and other traditional means of 

learning assessment 

• Help to foster good rapport with students and increase the efficacy of teaching 

and learning 

• Encourage the view that teaching is a formative process that evolves over time 

with feedback 

For students, more frequent use of CATs can:  

• Help them become better monitors of own learning 

• Help break down feelings of anonymity, especially in larger courses 

• Point out the need to alter study skills 

• Provide concrete evidence that the instructor cares about learning 
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Getting Started with Classroom Assessment 
Excerpt from Classroom Assessment Techniques, A Handbook for College Teachers, 2nd Ed. Angelo and Cross 
(1993). 
 

“To begin Classroom Assessment, it is recommended that only one or two of the simplest 

Classroom Assessment Techniques are tried in only one class. In this way very little planning 

or preparation time and energy of the teacher and students is risked. In most cases, trying out a 

simple Classroom Assessment Technique will require only five to ten minutes of class time 

and less than an hour of time out of class. After trying one or two quick assessments, the 

decision as to whether this approach is worth further investments of time and energy can be 

made.  

 

This process of starting small involves three steps:  

 

Step 1: Planning  

Select one, and only one, of your classes in which to try out the Classroom 

Assessment. Decide on the class meeting and select a Classroom Assessment 

Technique. Choose a simple and quick one.  

 

Step 2: Implementing  

Make sure the students know what you are doing and that they clearly 

understand the procedure. Collect the responses and analyze them as soon as 

possible.  

 

Step 3: Responding  

To capitalize on time spent assessing, and to motivate students to become 

actively involved, "close the feedback loop" by letting them know what you 

learned from the assessments and what difference that information will make.  

 
Five suggestions for a successful start:  
 

1. If a Classroom Assessment Techniques does not appeal to your intuition and 

professional judgment as a teacher, don't use it.  

2. Don't make Classroom Assessment into a self-inflicted chore or burden.  

3. Don't ask your students to use any Classroom Assessment Technique you haven't 

previously tried on yourself.  

4. Allow for more time than you think you will need to carry out and respond to the 

assessment.   

5. Make sure to "close the loop." Let students know what you learn from their feedback 

and how you and they can use that information to improve learning.” 

Matching Teaching Goals to Classroom Assessment Techniques 

Selecting appropriate CATs is closely linked with 

• your teaching goals 

• what you would like to learn  

• your comfort with certain practices” 
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Selecting a technique can be a simple as reviewing descriptions of CATs and picking one 

that looks interesting or taking a more scientific approach of selecting those that 

specifically aligns with your teaching goals.   

 

A useful selection tool is accessible through the Field-tested Learning Assessment Guide 

(FLAG) at http://www.flaguide.org/goals/goal/.php.  This site was developed by The 

National Institute for Science Education's College Level One Team, based at the University 

of Wisconsin-Madison, a nationwide community of post-secondary science, mathematics, 

engineering, and technology faculty, education researchers, faculty developers, and 

students. 

 
 
 
 
 
 
CLASSROOM ASSESSMENT TECHNIQUES 
 

The following pages contain several examples of classroom assessment techniques.  

This is by no means a comprehensive listing of techniques.  The following examples 

are taken from Classroom Assessment Techniques: A Handbook for College Teachers, 

2
nd

 edition by Thomas Angelo and Patricia Cross.  A copy is available in the Resource 

Center.   
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CATs: Applications Card 
 

Applications Card assessments prompt students to recognize ideas they have learned and to 

consciously transfer the learning to applications in their own environment.  Transference of 

learning is a difficult cognitive achievement. Application of learning reinforces concepts and 

helps to ensure retention of new information.  This technique allows faculty to quickly  

determine whether students understand the applications of what they have learned.  Students 

are forced to link new information with prior knowledge. They may also have an increased 

interest in the material covered if they are asked to identify ways new material can be applied 

in real world settings.  This technique is often used in social sciences, business and technical 

courses. 

 

 

Procedure: 

 

1. After presenting information regarding an important theory, principle or 

procedure, ask students to write at least one real-world application for what they 

have learned.   

2. Collect and review the student responses.  Answers can be divided into four 

groups -- great, acceptable, marginal, and not acceptable. Responses might be 

discussed in the next class, with some attention given to factors that argue for 

and against sets of responses. 

3. Select a broad range of the student examples and share with the class, elaborate 

on relevancy of application.  

4. If the theory or principle taught in class is complex, students may generate 

applications more successfully by working in pairs or small groups.  

 

• Determines how well students are transferring learning 

• Reinforces applicability of learning – transference from theory to practice 
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CATs: Background Knowledge Probe 
 

Background knowledge probes are designed to collect specific feedback on students' prior 

knowledge of the subject. Background Knowledge Probes are short, simple questionnaires 

administered at the beginning of a course, at the start of a new unit, or prior to introducing a 

new topic.  Background Knowledge Probes may pose questions requiring students assess their 

level of understanding about certain concepts or answer a series of questions about course 

concepts.  These often are in the form of short answers, multiple choice questions, or both.  

Procedure:  

1. Before introducing an important new concept, subject, or topic in the course 

syllabus, consider what the students may already know about it. Recognizing 

that their knowledge may be partial, fragmentary, simplistic, or even incorrect, 

try to find at least one point that most students are likely to know, and use that 

point to lead into other, less familiar concepts.  

2. Prepare two or three open-ended questions, short-answer questions, or ten 

multiple-choice questions to identify the students' existing knowledge of that 

concept or topic. These questions need to be carefully phrased, since a 

vocabulary that may not be familiar to the students can obscure your assessment 

of how well they know the facts or concepts.  

3. Write your open-ended questions on the board, or distribute short 

questionnaires. Ask students to answer open-ended questions succinctly, in two 

or three sentences if possible. Make a point of announcing that these 

Background Knowledge Probes are not tests or quizzes and will not be graded. 

Encourage students to give thoughtful answers that will help you make effective 

instructional decisions.  

4. Review and analyze student responses.  Divide into four groups: erroneous 

background knowledge, no relevant background knowledge, some background 

knowledge, and significant background knowledge. 

At the next class meeting, or as soon as possible, let students know the results, 

and tell them how that information will affect what you do as the teacher and 

how it should affect what they do as learners. 

• Used to identify/gauge level of knowledge/understanding of students at start of 

semester or new unit 

• Identifies difference between student preparedness and instructor’s expectations 

• Provides opportunity to adjust class materials 

• Provides opportunity to note areas of deficiency and direct students to resources to 

improve knowledge base. 

• Greatest predictor of what students will learn is what they already know about the 

discipline 

o Prior knowledge is very powerful, can override long term learning 

o To improve retention of new information, must connect prior knowledge with 

new information 
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Background Knowledge Probe Example (Questions and Scoring):  
 
POL 201 American Government and Politics 
 

What is your major? 

 

How many credit hours have you completed? 

 

What preparation have you had (courses, work experience, etc.) that you believe will help you 

in this course? 

 

What do you expect to learn in this course? 

 
To help you and me understand the level of knowledge you have regarding American government 

and politics, please complete the following questions.  In response to each name, term, or concept 

in bold print below, circle the number that best represents your current knowledge: 

 # Responses 

Federalism 
a) Have never heard of this 

b) Have heard of it, but don’t really know what it means 

c) Have some idea what it means, but not too clear 

d) Have a clear idea what this means and can explain it  

 

0 

14 

15 

1 

Separation of Powers 
a) Have never heard of this 

b) Have heard of it, but don’t really know what it means 

c) Have some idea what it means, but not too clear 

d) Have a clear idea what this means and can explain it 

 

1 

7 

17 

5 

Republic 
a) Have never heard of this 

b) Have heard of it, but don’t really know what it means 

c) Have some idea what it means, but not too clear 

d) Have a clear idea what this means and can explain it 

 

0 

6 

20 

4 

The Constitution of the U.S. 
a) Have never heard of this 

b) Have heard of it, but don’t really know what it means 

c) Have some idea what it means, but not too clear 

d) Have a clear idea what this means and can explain it 

 

0 

1 

8 

21 

The Articles of Confederation 
a) Have never heard of this 

b) Have heard of it, but don’t really know what it means 

c) Have some idea what it means, but not too clear 

      d)   Have a clear idea what this means and can explain it 

 

5 

15 

6 

4 

James Madison 
a) Have never heard of this person 

b) Have heard of him, but don’t really know who he was 

c) Have some idea who he was, but not too clear   

d) Have a clear idea what this was and his importance  

 

2 

8 

16 

4 
Adapted from Angelo and Cross, Classroom Assessment Techniques (1993) 
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CATs: Directed Paraphrasing 
 

Directed Paraphrasing allows faculty to examine students' understanding of concepts and their 

ability to translate it into meaningful information for specific audiences.  This task is more 

complex than simple paraphrasing (or summary) in that students are directed to speak/write to 

a particular audience and purpose.  This is particularly useful for students who will be asked in 

their careers to explain special information into understandable terms for clients or customers.  

Students are asked to paraphrase a given portion of the text, lecture or an article that addresses 

a key aspect of a topic addressed during the class session.  This assessment addresses 

misconceptions as well as correct interpretations.  This assessment also helps to prepare 

students for essay or short answer exams. 

 

 

Procedure:  

1. Select a complex concept, theory, or procedure that students are expected to 

understand. 

2. Ask students to write one or two concise sentences that define what (insert phrase or 

term).  Note that two descriptions are needed, one description must be clear to fellow 

classmates (students in the major) and another that students in any discipline will 

understand. 

3. Collect student responses. 

4. Analyze responses.  Answers can be grouped into four sets -- confused, minimal, 

adequate, and excellent (Note: categories can be modified to fit assessment needs). 

Examine responses within and across the four evaluative categories for accuracy, 

suitability for the intended audience, and effectiveness in fulfilling the assigned 

purpose. An alternative is to note the clearest (best) point made by each student and the 

worst (muddiest) point. Then the responses from students can be grouped to find 

patterns of clarity and confusion. 

5. At the next class meeting, or as soon as possible, share the results with the students, and 

tell them how the information will affect what you do as the teacher and how it should 

affect them as learners. 

 

 

• Assess student’s ability to comprehend and transfer concepts 

• Categorize student’s responses according to characteristics you feel are important.   

• Analyze responses making note of  ways to address student’s needs 
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CATs: The Minute Paper 
 

The Minute Paper, also known as the One-Minute Paper or the Half-Sheet Response, provides 

a quick and simple way to collect written feedback on student learning. To administer this 

assessment, ask students to respond briefly to some variation on the following two questions: 

"What was the most important thing you learned during this class?" and "What important 

question remains unanswered?" This is generally conducted during the last few minutes of the 

class session or at the close of a unit on a particular concept.  Students write their responses 

which are collected by the instructor.  

Procedure:  

Decide first what you want to focus on and, as a consequence, when to administer the 

Minute Paper. If you want to focus on students' understanding of a lecture, the last few 

minutes of class may be the best time. If your focus is on a prior homework assignment, 

however, the first few minutes may be more appropriate.  

1. Using the two basic questions from the description above as starting points, 

write prompts that fit your course and students. Try your prompts on a colleague 

before using them in class.  

2. Plan to use five to ten minutes of your next class to use the technique, as well as 

time later to discuss the results.  

3. Before class, prepare one or, at the most, two questions to distribute.  

4. At a convenient time, hand out index cards or half-sheets of paper.  

5. Unless there is a very good reason to know who wrote what, direct students to 

leave their names off the papers or cards.   

6. Let the students know how much time they will have (two to five minutes per 

question is usually enough), the type of answers you want (words, phrases, or 

short sentences), and when they can expect your feedback. 

7. Note: It is important for you to prepare a list of concepts you expect to see 

among those listed by the students.  Compare student responses to your own list.  

Be certain to address discrepancies between student lists and the one you have 

prepared. If there are large discrepancies between student lists and your own, 

devise ways to better emphasize major points and let students know how you 

will do this. You might also ask students to suggest ways to better emphasize 

major points. 

• Quick method to assess student learning at a particular point in time 

• More positive version of  “The Muddiest Point” 

• Used to determine student focus/comprehension from the class activities 

• Assesses student recall and understanding and student evaluation of what they recall 

• Identifies students’ ability to self-assess their degree of learning and understanding 

• Provides opportunity to redirect attention if needed 

• Provides opportunity to reemphasize key points that students have missed 
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CATs: Misconception/Preconception Check 

The Misconception/Preconception Check focuses directly on prior knowledge (or beliefs) that 

may actually hinder learning. This technique can be useful in courses dealing with 

controversial or sensitive issues, or those for which students may have developed intuitive but 

inaccurate perspectives. Identifying misperceptions early in the learning process can prevent 

frustration if students attempt to link new information with incorrect or misleading 

perspectives.  This assessment can be administered as a short survey or essay evaluation.  

Students are asked to comment on key points relevant to course learning outcomes.   

Generally speaking, misconceptions are not dislodged by admonishing students to stop 

thinking that way.  Students need to deal directly with their preconceived notions before they 

can understand why those beliefs are inaccurate.  Such an activity may involve nothing more 

than sorting the responses to a set of questions, discussing the general types of 

misunderstanding with the students, giving them a chance to explore the limitations of those 

misunderstandings, and then letting them respond to a new set of problems with an opportunity 

for additional feedback and self-correction. 

 

Procedure: 

1) Prior to conducting the assessment, identify points of misperception 

a) Ask yourself the following questions: What misconceptions or preconceptions might be 

commonplace among students who take this course?  

b) Which of these are most likely to interfere directly with learning for the course?  

c) How can I deal with these misconceptions once they are identified?  

2) Provide students with a question or series of questions that address their understanding of 

concepts to be addressed in the upcoming class session. 

3) Plan to use five to ten minutes of your next class to use the technique, as well as time later 

to discuss the results.  

4) Unless there is a very good reason to know who wrote what, direct students to leave their 

names off the papers or cards.   

5) Let the students know how much time they will have to complete the assessment and when 

they can expect your feedback. 

6) Collect papers and analyze results.  Note areas of misperception as well as concepts 

correctly understood.  Note: It is important for you to prepare a list of concepts as well as 

misperceptions you expect to see among those listed by the students.   

7) Share results with students.  Note areas of misperception and identify appropriate course 

activities to reinforce correct understanding of concepts. 

• Provides understanding of background students bring to the course 

• Identifies misconceptions that students bring into the course 

• Provides opportunity to address misconceptions and redirect learning. 

• Can also be used throughout semester to: 

o Determine if misconceptions are clearing up or growing 

o Determine if student ability to evaluate information for accuracy is improving 
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CATs: The Muddiest Point 
 

The Muddiest Point is a very simple assessment technique.  It is also very efficient since it 

provides a high information return for a very low investment of time and energy.  The 

technique consists of asking students to write a quick response to one question: "What was the 

muddiest point in ........?" The focus of this assessment might be a lecture, a discussion, a 

homework assignment, a play, or a film.  

 

Exercise: 

 

What was the muddiest point discussed in this class session (or could be asked about a specific 

reading assignment)?  Or in other words, what was least clear to you? 

 

Procedure:  

1. Determine what you want feedback on: the entire class session, particular 

theory, procedure, etc.  

2. If you are using the technique in class, save a few minutes at the end of the class 

session. Leave enough time to ask the question, to allow students to respond, 

and to collect their responses.  

3. Let students know beforehand how much time they will have to respond and 

how you will use their responses.  

4. Collect the responses before students leave.   

5. Analyze responses for trends. 

6. Respond to the students' feedback during the next class meeting or as soon as 

possible afterward.  Make particular note of new instructional activities to 

clarify misunderstood concepts.   

 

• Quick method to assess student learning at a particular point in time 

• Used to determine student focus/comprehension from the class activities 

• Assesses student recall and understanding and student evaluation of what they recall 

• Identifies students’ ability to self-assess their degree of learning and understanding 

• Provides opportunity to redirect attention if needed 

• Provides opportunity to reemphasize key points that students have missed 
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CATs: RSQC2 Technique 

RSQC2 is an assessment technique that encourages students to comprehensively recall, review, 

and connect class information.  This technique allows instructors to compare detailed 

information on the students’ recall, understanding, and evaluation of a class session against 

their own.  Student feedback through RSQC2 may be crucial for identifying where students 

need help the most but get it the least (on relationships between ideas).  Students who are less 

skilled at organizing information and applying it to the supporting foundation of the course ---

or who are having difficulty figuring out the instructor's perspective--- are among those most 

likely to benefit from this assessment.  

 

RSQC2 is a multifaceted assessment tool that takes time to administer and evaluate. “The 

Connect” component is critical because it forces students (and the instructor) to confront 

course structure.  Exactly what is the relationship of this topic to the overall course plan? Why 

is this material important?    

 
• Recall  

o Write the words or phrases most remembered from the class 

discussion/presentation  

o Provides opportunity to discern which concepts students have connected with 

and those they have missed.    

o Identifies areas requiring additional reinforcement or support  

• Summarize 

o Summarize the concepts listed   

§ How would you explain this information to someone who missed the 

class session? 

o Helps students build internal checks for understanding new information 

§ Moves students to becoming independent learners 

• Question 

o Identify which questions still remain regarding the concepts listed 

§ What questions do you still have relating to…? 

o Serves as indicator of areas requiring additional attention via discussion or 

classroom activities 

• Comment 

o Reflection:  

§ How do you feel about what was learned? 

§ Do you notice any patterns in the information presented? 

• Connect 

o Connecting information to a larger body of knowledge helps to build 

understanding of processes, integrates learning, increases likelihood to retain 

and use information over time 

§ How does this information link with the information you learned in the 

last class session? 

§ How is this information useful (link to specific aspect of the course 

being taught)? 
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Procedure:  

 

1. Ask students take two minutes to recall and list in rank order the most important ideas 

from the class.  

2. Then ask the students to take another two minutes to summarize each of those points in 

a single sentence.   

3. Ask students to write at least one major question that they want answered.  

4. Students are asked to comment on their observations about the learning, feelings they 

may have or common themes they have noticed. 

5. Finally, students identify a thread or theme to connect this material to the course's 

major goal or other learning experiences.  As an option, students may add a comment 

regarding their confidence in or wariness of the specific course content.   

6. Collect the responses before students leave.   

7. Analyze responses for trends. 

8. Compare the students' responses to your own, and note any major omissions, patterns, 

questions, or errors. 
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CATs: Walk and Check 
 

Walk and Check is an assessment/application that requires students to apply concepts and solve 

problems as a small group activity.  The instructor provides the students with a problem to 

solve.  The problem is directly linked to course learning outcomes and parallels application 

exercises the students will be expected to complete as part of graded course activities.  

Students work in small groups to resolve the problem and are required to present their solution 

and rationale back to the larger group of students.   

 

While students work in small groups, the instructor walks around the classroom to monitor 

group progress making note of effective and ineffective applications.  This assessment 

technique helps to determine the concepts the students have internalized and the concepts the 

students still find challenging.  During the small group sessions, the instructor has the 

opportunity to redirect individual groups is necessary making note of common misperceptions 

among the small groups.   

 

Each group is asked to summarize the results from their discussions.  This works best if 

students are given a specific series of questions to direct their discussion and reporting.  After 

each small group presents their solutions, the teacher provides a summary of strengths, correct 

applications and readdresses areas students have not mastered.   

 

Complex process can be addressed as a continuous learning thread through out the course of 

the term building on previously presented materials.  Doing so allows the instructor to note is 

students are able to synthesize and integrate concepts into a working model. 
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Creating Scoring Rubrics 
 

Adapted from: 

Developing and Using Rubrics (Rodrigues), Empire State College 

http://www.calstate.edu/AcadAff/Sloa/links/using_rubrics.shtml      

http://edtech.kennesaw.edu/intech/rubrics.htm 

(http://www2.gsu.edu/~mstnrhx/457/rubric.htm) 

http://www.santarosa.edu/projectlearn/handbook/rubric_template.pdf  

http://www.skidmore.edu/~mmarx/sewid/rubrics.htm 

 

A rubric is a fairly simple measurement used to rate student performance against an established 

set of criteria.  Rubrics evaluate student's performance based on a full range of criteria rather 

than a single numerical score. Rubrics can be used to assess writing, research reports, 

performances, portfolios, internships, lab activities and other course activities.  Using a rubric, 

faculty can evaluate or assess student work consistently and efficiently through the use of 

predetermined, standard criteria.  A rubric generally consists of a series of categories that 

define important components of work being completed by the students.  Each category also 

contains performance levels to be used in the evaluation of the assignment.  Rubrics are usually 

distributed to the students before the assignment begins to orient students to the criteria by 

which their work will be evaluated.  Rubrics can be created in a variety of forms and levels of 

complexity, however, they all contain three common features: 

 

• focus on measuring a stated outcome (performance, behavior, or quality) 

• use a range to rate performance 

• contain specific performance characteristics 

 

Benefits of Using Rubrics 
 

• requires faculty to develop more precise criteria for evaluating student work 

• makes grading more consistent and fair 

• establishes standards for student achievement and makes the standards clear to students 

• improves student performance by clarifying evaluation standards and expectations 

• helps students evaluate own work by applying rubrics as a self-assessment for 

assignments 

 
Developing a Rubric 
 

• decide outcomes to assess 

• gather samples of student work that illustrate a range in quality 

• identify criteria for success in accomplishing the task (characteristics of good and bad 

performances) 

• describe strong, middle, and weak performances for each criterion 

• test the rubric 

o does it guide students in evaluating own work 

o does it help faculty make accurate judgments about student work 

• revise the rubric until it reflects desired qualities 
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A Good Rubric Should… 
• address relevant content and learning outcomes 

• define consistent standards for evaluation 

• help students achieve learning outcomes by providing criteria they can use for self-

evaluation 

• be easy to understand and use 

• yield consistent results, even when administered by different scorers 

 

Rubrics are flexible assessment tools.  Depending on the assessment needs, the criteria and 

assessment levels can be changed.   

 

Four-Level Rubric Template 

(The number of rows & columns can be changed as needed.) 

 Performance Level Descriptions 

Assessment Criteria 1 2 3 4 

A             

B             

C             

D             

E             

Source: http://www.calstate.edu/AcadAff/Sloa/links/using_rubrics.shtml       
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Closing the Feedback Loop 
 

The main purpose of assessment is improvement… improvement of student learning.  

Assessment activities should be designed with this goal in mind.  Classroom assessment 

results can be fed immediately back into instructional planning activities to make 

immediate changes as needed.  Students need to be informed of special assessment 

related activities they are required to complete.  After analysis of any assessment data, 

results should be shared with those involved.  Be certain to provide students with a 

summary of  findings and how this information will used to improve learning 

opportunities.  Although classroom assessment is formative in nature and generally 

affects only the sections you are teaching, it may be important to share your findings 

with other faculty and the academic program director(s).  The results of your efforts 

may indicate a need for more review or possible curriculum change.   

 

Questions to Consider 
 

• What connections or trends do you see in your data? 

• Is there other information you need to know based on your assessment 

activities?  

• What are the successes in this course? 

• How can teaching, curriculum, or processes be changed to improve attainment 

of course learning outcomes? 

• How can this information be used to help students? 

• Who can benefit from the information I have collected? 

 

 
Assessment: Some Practical Advice 
 

• Don’t try to assess everything at once 

• Plan to assess learning outcomes over a brief period of time (1 – 3 years, 

depending on number and complexity of outcomes) 

• If you get the same results with repeated assessment activities, you do not need 

to keep assessing the same outcome; focus on a new area 

• Use different types of assessment techniques (direct and indirect measures) 

• Focus assessment efforts on key areas of concern; what do you really want to 

know 

• Assessment activities will evolve over time.  

o If something is not working or new questions have come up, it is OK to 

change the way you assess 

• If you note areas of concern, share that information with your Academic 

Program Director. 
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Appendix A 
Assessing Learning: Blooms Taxonomy 
Source: http://www.ion.uillinois.edu/resources/tutorials/assessment/bloomtaxonomy.asp 

 

Bloom's Taxonomy provides a useful structure in which to categorize test questions when assessing student 

learning. The table below describes skills demonstrated for each level of thinking according to Bloom as well as 

question cues that can be used to elicit student responses within that level. The same content information can be 

assessed at different levels of cognition.  

 

Competence Skills Demonstrated 

Knowledge  • observation and recall of information  

• knowledge of dates, events, places  

• knowledge of major ideas  

• mastery of subject matter  

• Question Cues: 

list, define, tell, describe, identify, show, label, collect, examine, tabulate, quote, name, 

who, when, where, etc.  

Comprehension • understanding information  

• grasp meaning  

• translate knowledge into new context  

• interpret facts, compare, contrast  

• order, group, infer causes  

• predict consequences  

• Question Cues:  

summarize, describe, interpret, contrast, predict, associate, distinguish, estimate, 

differentiate, discuss, extend  

Application • use information  

• use methods, concepts, theories in new situations  

• solve problems using required skills or knowledge  

• Questions Cues:  

apply, demonstrate, calculate, complete, illustrate, show, solve, examine, modify, relate, 

change, classify, experiment, discover  

Analysis • seeing patterns  

• organization of parts  

• recognition of hidden meanings  

• identification of components  

• Question Cues: 

analyze, separate, order, explain, connect, classify, arrange, divide, compare, select, 

explain, infer  

Synthesis • use old ideas to create new ones  

• generalize from given facts  

• relate knowledge from several areas  

• predict, draw conclusions  

• Question Cues: 

combine, integrate, modify, rearrange, substitute, plan, create, design, invent, compose, 

formulate, prepare, generalize, rewrite  

Evaluation • compare and discriminate between ideas  

• assess value of theories, presentations  

• make choices based on reasoned argument  

• verify value of evidence  

• recognize subjectivity  

• Question Cues: 

assess, decide, rank, grade, test, measure, recommend, convince, select, judge, explain, 

discriminate, support, conclude, compare, summarize  
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Appendix B 

Writing Rubric 

Source: 

http://www.calstate.edu/AcadAff/Sloa/links/rubrics.shtml 

 

 
1 Beginning 

(below standard)  

2 Almost 

(approaches 

standard)  

3 Competent 

(meets 

standard)  

4 Exemplary 

(exceeds standard)  

Organization 

(unity / 

coherence) 

1.5, 1.8  

serious errors in 

organization, lacks 

introduction 

and/or conclusion, 

thought patterns 

difficult to follow  

poor transitions, 

inconsistencies in 

unity and / or 

coherence  

organized but 

may have 

minor lapses, 

transitions 

evident, 

usually has 

clear focus  

organized from 

beginning to end, 

clear focus, fluent, 

cohesive  

Purpose 

1.5  

no clear purpose, 

lacks clarity of 

ideas, minimal 

awareness of 

audience / task  

attempts to 

establish purpose, 

rudimentary 

development of 

ideas, some 

awareness of 

audience / task  

establishes a 

purpose, 

develops ideas, 

awareness of 

audience / task  

establishes and 

maintains clear 

purpose, ideas 

developed in 

depth, clear 

understanding 

audience / task  

Details/Evidence 

1.5  

details are 

random, 

inappropriate, or 

barely apparent  

details lack 

elaboration or are 

repetitious  

details are 

elaborated and 

appropriate  

details are 

effective, vivid, 

explicit, and 

pertinent  

Grammar, Usage, 

Mechanics 

1.6  

errors are frequent 

and severe  

multiple errors and 

/ or patterns of 

errors are evident  

some errors 

are present  

few, if any, errors 

are present  

Voice/Tone 

(personal 

investment/ 

expression) 

1.5  

little or no voice 

evident, tone 

absent or 

inappropriate for 

writer's purpose  

evident of 

beginning senses of 

voice, some 

evidence of 

appropriate tone  

evidence of 

voice, tone 

appropriate for 

writer's 

purpose  

distinctive voice 

evident, tone 

enhances personal 

expression  
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Appendix C 
Eastern WV Community & Technical College 

Assessment Plan Summary 
 

Eastern’s complete assessment plan is available on the College website at 

http://www.eastern.wvnet.edu/accreditation%2006/self%20study.htm 

 
Assessment of Developmental Courses/Program  
  

Students are placed into developmental or college level courses based on results from entry 

level assessment (Acuplacer).  Eastern assesses effectiveness of this process by use of exit 

exams incorporated into courses to determine attainment of expected competencies and 

minimum performance standards.   

 

Tracking Studies: Tracking studies are conducted to assess the effectiveness of developmental courses 

which prepare students for college level coursework.  Students completing developmental courses are 

tracked for enrollment into and successful completion of first college level courses in the appropriate 

disciplines.  Performance Standard: 80% of developmental students will enroll and successfully complete 

the first college level course (C or higher in the appropriate discipline.  Standard for Second Level 

Course:  Of those successfully completing the first level college course, 80% will enroll and successfully 

complete the second college level course (C or higher) in the appropriate discipline. 

 

Persistence Rate: Developmental students are tracked throughout their education at Eastern to determine 

their persistence to attainment of self-defined educational goals.  Standard: Seventy percent of students 

completing developmental courses will continue in college level courses and complete intended goal 

within five years of entrance into college level courses. 

 

 

Assessment of General Education 

 

General education is assessed through the use of a nationally normed, standardized test of general 

education.  A standardized test is administered annually during the spring semester to students who have 

successfully completed 60 + college level courses including English composition and college level 

mathematics.  The scores are analyzed in comparison to state and national standards; tracked by major in 

a five year cycle; and analysis of course content in relation to exam subject areas and scores.  Downward 

shifts in performance serve as an indicator to begin a comprehensive curriculum review to determine 

reason for downward trend and to identify appropriate corrective action. 

 

WorkKeys are administered to graduating students in Applied Science programs to assess mathematical 

and reading competencies.  Three tests used to assess competencies related to entry level professional 

requirements.  These areas are “Reading for Information”, “Applied Mathematics”, and “Locating 

Information”.  These tests are administered annually in the spring semester.  Scores are compared to 

performance standards established at the state level (Standards and Measures for Perkins III Core 

Indicators).  Scores falling below the designate standard serve as an indicator to begin a comprehensive 

curriculum review to determine cause and appropriate corrective action.  Performance standard for 

Applied Mathematics: Seventy-one percent of program completers shall score at or above the appropriate 

WorkKeys level for their given occupational area.  Performance standard for Reading for Information: 

Seventy-one percent of program completers shall score at or above the appropriate WorkKeys level for 

their given occupational area.  Performance standard for Locating Information: Seventy-one percent of 

program completers shall score at or above the appropriate WorkKeys level for their given occupational 

area.   
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Assessment in Degree Programs 

 

Assessment of student academic achievement will be incorporated into a Capstone/Internship course 

required in all majors.  All programs have defined outcomes and performance standards that are derived 

using the DACUM process to assure the attainment of essential skills as determined by area 

professionals.  These outcomes and standards will be identified through curriculum mapping and 

assessed in the capstone course by activities identified by the discipline faculty.  Performance standards 

for the profession as defined by a licensing body or professional organization will also be included as 

appropriate. 

 

National licensing examination scores will be incorporated into assessment where appropriate.  The 

scores will be analyzed in comparison to state and national standards; scores by majors in a five year 

cycle; and analysis of course content in relation to exam subject areas and scores.  Curriculum mapping 

will be conducted by the discipline faculty for effective tracking of outcomes and student learning in 

courses.  This will help to ensure linking the data with appropriate points in the curriculum requiring 

improvement. 

 

WorkKeys is required for all Associate in Applied Science graduating students to assess mathematical 

and reading competencies.  Additional tests in the WorkKeys series will be added as recommended by 

the program advisory committee and faculty.  These tests are administered annually in the spring 

semester.  Scores are compared to performance standards established at the state level (Standards and 

Measures for Perkins III Core Indicators).  Scores falling below the designate standard serve as the 

indication to begin a comprehensive curriculum review to determine cause and appropriate corrective 

action.   

 

The program level assessment activities are completed on an annual basis with a comprehensive review 

completed every 5 years.  Data is maintained in the appropriate department for curriculum review and 

improvement activities, however, the results are shared institutionally.  The results and analysis are 

presented to the Institutional Board of Governors, and advisory and Learner Outcomes Team (LOT).  

Results will be incorporated in strategic planning processes and institutional budgeting processes. 

 

Alumni surveys will be administered to track student job placement, attainment of professional goals, 

perceptions of program effectiveness and continuing education activities. 

 

Employer surveys/focus groups will be conducted to assess employers’ perception of job competencies 

of program graduates.   

 

Course Level Assessment 
A course level pilot project was initiated in fall 2006 to determine attainment of student learning 

outcomes across course sections.  Two pilot courses were selected from each department.  Standard exam 

questions linked to specific course learning outcomes were administered in each section of selected 

courses in the pilot project.   

 

Course outcomes for targeted courses are assessed on a cyclical basis over a three-year period.  At least 

four course learning outcomes from target courses are assessed annually.  Exam questions linked to 

course learning outcomes are included in final examinations for all target course section.  Students’ 

performance in answering these questions will be analyzed across sections and semesters.  Minimum 

performance standards vary by major field of study. 

 

Additional Assessment Activities 

 

Eastern has the opportunity to incorporate assessment as a cornerstone of its quality initiative in the early 

stages of its operation.  To build a culture of assessment in the institution we have decided to include 

standardized tests and surveys to benchmark progress against national standards.  However, because local 

issues and trends are also of utmost importance, institutionally generated surveys are being developed as 

well. 
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Instruments currently administered include: under development include:   

Ø  Graduating Student Survey 

Ø  Alumni Survey (1year cycle) 

Ø  Classroom/Faculty Evaluation (Administered in each course each semester) 

Ø  Tracking Studies in the major: issues addressed include years to complete degree, drop rates 

in program, success in sequenced courses, drop points in program, etc. 

Ø  Faculty Survey 

 

Instruments currently under development include:   

Ø  Withdrawing Student Survey 

Ø  Non-returning Student Survey 

Ø  Employer Survey/Focus Groups 

Ø  Syllabus analysis (to be conducted on a 2 year cyclical basis) 

Ø  Transcript analysis (minimum of 5 years within each program) 

Ø  NCA’s Levels of Implementation (Rubric was developed by the North Central Association 

to help describe the degree of institutionalization that assessment has achieved on any 

campus) 
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APPENDIX D 

Core Indicators of Achievement and Measurement Sources 

Adapted from: The American Association of Community Colleges (AACC) publication, Community Colleges: 

Core Indicators of Effectiveness  

• Student Goal Attainment: The proportion of students who on leaving the college report that their 

original goal in attending (or subsequent goal decided while enrolled) has been met.  

o Data Sources:  Student Withdrawing/Non-returning Survey, Alumni Survey, Graduating 

Student, Licensure/Certification reports 

• Persistence (Fall to Fall): The proportion of identified entering student cohort that is still enrolled for at 

least one credit the following fall term and has not completed a degree or certificate, reported each year 

from entry to exit. 

o Data Sources: Student enrollment data, tracking studies 

• Degree Completion Rates: The proportion of an identified entering student cohort officially enrolled in 

a degree program that actually completes a degree or certificate, as reported at annual intervals 

o Data Sources: Graduation Data 

• Placement Rate in the Workforce: The proportion of an identified entering student cohort achieving a 

“marketable skills” (i.e. completing at least three occupational/technical courses in a particular field of 

training) who obtain employment in a field directly related to this skill within one year of last attendance. 

o Data Sources: Alumni Surveys, Graduate Followup Survey, Tracking Study of Skill Set 

Completers. 

• Employer Assessment of Students: The proportion of employers in a given field indicating that their 

employees who received training at the college exhibit skills and job performance at rates equivalent or 

superior to all employees. 

o Data Sources: Employer Survey, Reports of Program Advisory Committees, Internship, Field 

Placements, Clinicals 

• Number and Rate Who Transfer: The proportion of an identified entering student cohort actively 

enrolled in a degree program and completing at least 12 semester hours of credit who enroll within two 

years in a degree program at a 4 year institution. 

o Data Sources: WVCCTCE and HEPC Transfer Data, Alumni Surveys 

• Performance After Transfer: The proportion of college level courses completed with a “C” or better by 

students transferring to a 4 year institution. 

o Data Sources: Alumni Surveys, WVCCTCE and HEPC Transfer Data 

• Success in Subsequent, Related Coursework: The proportion of an identified entering student cohort 

assessed as deficient in one or more basic skills who subsequently: a) successfully complete 

developmental coursework intended to remediate the deficiency, and b) within one year, complete with a 

grade of “C” or higher their first college-level courses requiring use of this skill. 

o Data Sources: Tracking Studies 

• Demonstration of Critical Literacy Skills: The portion of an identified entering student cohort who 

meets or exceeds the established national average on Academic Profile and WorkKeys assessments.   

o Data Sources: Academic Profile, Work Keys: Reading for Information 

• Demonstration of Citizenship Skills: The portion of students participating in service learning activities. 

o Data Sources: Capstone course assessment 

• Client Assessment of Program and Services: The portion of respondents indicating satisfaction with 

student skill attainment as demonstrated in job related environments.    

o Data Sources: Employer evaluation survey, Advisory Committee Focus Groups/Surveys, 

Internship/Field Placement assessments 
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APPENDIX E 
Nine Principles of Good Practice for Assessing Student Learning 

$ The assessment of student learning begins with educational values. 
Assessment is not an end in itself but a vehicle for educational improvement. Its 
effective practice, then, begins with and enacts a vision of the kinds of learning we 
most value for students and strive to help them achieve. Educational values should 
drive not only what we choose to assess but also how we do so. Where questions about 
educational mission and values are skipped over, assessment threatens to be an exercise 
in measuring what's easy, rather than a process of improving what we really care about. 

$ Assessment is most effective when it reflects an understanding of learning as 
multidimensional, integrated, and revealed in performance over time.  

  Learning is a complex process. It entails not only what students know but what they can 
do with what they know; it involves not only knowledge and abilities but values, 
attitudes, and habits of mind that affect both academic success and performance beyond 
the classroom. Assessment should reflect these understandings by employing a diverse 
array of methods, including those that call for actual performance, using them over time 
so as to reveal change, growth, and increasing degrees of integration. Such an approach 
aims for a more complete and accurate picture of learning, and therefore firmer bases 
for improving our students' educational experience. 

$ Assessment works best when the programs it seeks to improve have clear, explicitly 
stated purposes.  

Assessment is a goal-oriented process. It entails comparing educational performance 
with educational purposes and expectations -- those derived from the institution's 
mission, from faculty intentions in program and course design, and from knowledge of 
students' own goals. Where program purposes lack specificity or agreement, assessment 
as a process pushes a campus toward clarity about where to aim and what standards to 
apply; assessment also prompts attention to where and how program goals will be 
taught and learned. Clear, shared, implementable goals are the cornerstone for 
assessment that is focused and useful. 

$ Assessment requires attention to outcomes but also and equally to the experiences 
that lead to those outcomes.  

Information about outcomes is of high importance; where students "end up" matters 
greatly. But to improve outcomes, we need to know about student experience along the 
way -- about the curricula, teaching, and kind of student effort that lead to particular 
outcomes. Assessment can help us understand which students learn best under what 
conditions; with such knowledge comes the capacity to improve the whole of their 
learning.  

$ Assessment works best when it is ongoing not episodic.  
Assessment is a process whose power is cumulative. Though isolated, "one-shot" 
assessment can be better than none, improvement is best fostered when assessment 
entails a linked series of activities undertaken over time. This may mean tracking the 
process of individual students, or of cohorts of students; it may mean collecting the 
same examples of student performance or using the same instrument semester after 
semester. The point is to monitor progress toward intended goals in a spirit of 
continuous improvement. Along the way, the assessment process itself should be 
evaluated and refined in light of emerging insights. 
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$ Assessment fosters wider improvement when representatives from across the 
educational community are involved.  

Student learning is a campus-wide responsibility, and assessment is a way of enacting 
that responsibility. Thus, while assessment efforts may start small, the aim over time is 
to involve people from across the educational community. Faculty play an especially 
important role, but assessment's questions can't be fully addressed without participation 
by student-affairs educators, librarians, administrators, and students. Assessment may 
also involve individuals from beyond the campus (alumni/ae, trustees, employers) 
whose experience can enrich the sense of appropriate aims and standards for learning. 
Thus understood, assessment is not a task for small groups of experts but a 
collaborative activity; its aim is wider, better-informed attention to student learning by 
all parties with a stake in its improvement. 

$ Assessment makes a difference when it begins with issues of use and illuminates 
questions that people really care about.  

  Assessment recognizes the value of information in the process of improvement. But to 
be useful, information must be connected to issues or questions that people really care 
about. This implies assessment approaches that produce evidence that relevant parties 
will find credible, suggestive, and applicable to decisions that need to be made. It 
means thinking in advance about how the information will be used, and by whom. The 
point of assessment is not to gather data and return "results"; it is a process that starts 
with the questions of decision-makers, that involves them in the gathering and 
interpreting of data, and that informs and helps guide continuous improvement. 

$ Assessment is most likely to lead to improvement when it is part of a larger set of 
conditions that promote change.  

Assessment alone changes little. Its greatest contribution comes on campuses where the 
quality of teaching and learning is visibly valued and worked at. On such campuses, the 
push to improve educational performance is a visible and primary goal of leadership; 
improving the quality of undergraduate education is central to the institution's planning, 
budgeting, and personnel decisions. On such campuses, information about learning 
outcomes is seen as an integral part of decision making, and avidly sought. 

$ Through assessment, educators meet responsibilities to students and to the public. 
There is a compelling public stake in education. As educators, we have a responsibility 
to the publics that support or depend on us to provide information about the ways in 
which our students meet goals and expectations. But that responsibility goes beyond the 
reporting of such information; our deeper obligation -- to ourselves, our students, and 
society -- is to improve. Those to whom educators are accountable have a 
corresponding obligation to support such attempts at improvement.  

 

Authors: Alexander W. Astin; Trudy W. Banta; K. Patricia Cross; Elaine El-Khawas; Peter T. 
Ewell; Pat Hutchings; Theodore J. Marchese; Kay M. McClenney; Marcia Mentkowski; 
Margaret A. Miller; E. Thomas Moran; Barbara D. Wright 

(http://www.aahe.org/principl.htm) 
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