
Program Assessment Planning

The purpose of this document is to help faculty plan how to they will assess their Program-Level SLOs (PL-SLOs). Program faculty must complete and submit their plan to Eloise Orrell (orrelleloise@foothill.edu) in the Office of Institutional Research and Instruction no later than Friday, May 27 by 5 p.m. Please cc Darya Gilani (gilanidarya@foothill.edu) and Carolyn Holcroft (holcroftcarolyn@foothill.edu) when you submit. The goal is to finalize your assessment plan during the Spring 2011 quarter, with implementation of the plan beginning in Fall 2011.
The process begins by utilizing a matrix to map program core and elective courses to the PL-SLOs (previously defined during the program review process). Once mapped, faculty can reflect upon when/where students are expected to develop the identified competencies during the program and use this information to decide when, where, and how best to assess the PL-SLOs. This is also beneficial because it helps faculty to reflect on the role(s) that each course is fulfilling in the program. In addition, this is a great opportunity to collaborate with faculty in other disciplines to discuss how your learning outcomes may overlap or complement one another. For example, the biology faculty talked to the chemistry and physics faculty to complete the following:

SAMPLE MATRIX: 

	Program: Biology (A.S. degree)

	Course
	PLSLO 1
	PLSLO 2

	
	Upon successful completion of the Biol program, students can/will be able to:

	
	use the scientific method to formulate questions, design experiments to test hypotheses, interpret experimental results to draw conclusions, communicate results both orally and in writing, and critically evaluate the use of the scientific method from published sources.
	apply evolutionary theory at the molecular, cellular, organismal and population levels to explain the unity and diversity of living things.

	CORE

	Bio 1A
	X
	X

	Bio 1B
	X
	X

	Bio 1C
	X
	X

	Chem 1A
	X
	

	Chem 1B
	X
	

	Chem 1C
	X
	

	
	
	

	RESTRICTED ELECTIVES
	

	Option 1: Organic Chemistry
	

	Chem 12A
	X
	

	Chem 12B
	X
	

	Chem 12C
	X
	

	Option 2: Physics
	

	Phys 2A
	X
	

	Phys 2B
	X
	

	Phys 2C
	X
	

	OR
	
	

	Phys 4A
	X
	

	Phys 4B
	X
	

	Phys 4C
	X
	


Enough chit-chat, let’s rock this thing…

Now you can begin to plan your own program assessment strategy. To create your program matrix, you’ll need your Program-Level SLOs (from the Foothill PL-SLO summary document also attached to the email, but also available online) and a list of the courses included in your program (from your program curriculum sheet). If you have ANY trouble locating either of these, don’t hesitate to send an email to Gillian or Carolyn and we’ll help you.

A completed matrix makes it easy to see two things: which disciplines contribute to your students' development in your program, and consequently, which discipline faculty should ideally be involved in planning the program assessment.  Again, for example, when biology faculty completed the sample matrix above, it was clear how vital chemistry and physics are to student success in the biology program. This prompted biology faculty to initiate discussions with physics and chemistry faculty about learning outcomes and student success. Thus, once you’ve filled in the PL-SLOs and courses, (i.e. the row and column headers of the matrix), talk to other faculty who teach courses in the program. Spend some time to discuss and reflect carefully upon which courses contribute to the mastery of each PL-SLO, and collaborate to mark the your own matrix accordingly: 

Step 1: Complete the following matrix using the PL-SLOs and courses from your program:

	Program: 

	
	PL-SLO 1:
	PL-SLO 2:

	Courses:

	CORE COURSES

	
	
	

	
	
	

	
	
	

	RESTRICTED ELECTIVES
	

	
	
	

	
	
	

	
	
	


Now that you’ve discussed student success with your program colleagues and mapped the program courses to your Program-Level Student Learning Outcomes, you can plan your timing and assessment methods.

Big picture perspective: To help us understand student learning and success in our programs, we ideally need to know their level of functioning when students start the program (baseline) so that we can compare this to their abilities at the end of the program (completion). In addition, it’s useful to assess along the way so we can measure their progress and potentially intervene if necessary. That is, we don’t want to wait until they’ve finished the program and left Foothill before we discover that we’ve failed to help them reach the outcomes at all. With this in mind, use the table below to brainstorm the timing for your assessment plan to measure student success at each time point. Think about not only which courses help students master each SLO, but also which courses program students usually complete first, last, and in between. If a sample mastery grid would be helpful, you’ll find one at the end of this document*.

Once you have brainstormed about where and when you want to assess, the remaining piece is to consider HOW you will assess. You may already have some great assessments in place for your program, which is perfect! You should certainly continue to use them. However, if you don’t, there’s a whole list of potential assessment methods below… take a look, talk with your colleagues, and decide what will be best for you! When you’re ready, complete the following table for your program:

Step 2: Complete the following Assessment Planning Grid for your Program/Certificate 
	PL-SLO 1

	Level
	When**/where?
	Possible assessments
	Who will assess/score?

	Baseline:
	
	
	

	Intermediate:
	
	
	

	At completion:
	
	
	

	PL-SLO 2

	Level
	When**/where?
	Possible assessments
	Who will assess/score?

	Baseline:
	
	
	

	Intermediate:
	
	
	

	At completion:
	
	
	

	** The “when/where” should specify a particular quarter and course


Potential Assessment Methods

NOTE:  Ideally, assessment methods will include both direct and indirect assessments.  

· Direct assessments are those in which the student is asked to create a product (this can include answering exam questions).  

· Indirect assessments can include things like completion and transfer rates or student surveys.
Capstone Courses: could be a senior seminar or designated assessment course. Program-level student learning outcomes can be integrated into assignments. (Direct assessment)

Case Studies: involve a systematic inquiry into a specific phenomenon, e.g. individual, event, program, or process. Data are collected via multiple methods often utilizing both qualitative and quantitative approaches. (Direct assessment)

Classroom Assessment: is often designed for individual faculty who wish to improve their teaching of a specific course. Data collected can be analyzed to assess student learning outcomes for a program. (Direct assessment)

Collective Portfolios: Faculty assemble samples of student work from various classes and use the "collective" to assess specific program-level student learning outcomes. Portfolios can be assessed by using rubrics; expectations should be clarified before portfolios are examined. (Direct assessment)

Content Analysis: is a procedure that categorizes the content of written documents. The analysis begins with identifying the unit of observation, such as a word, phrase, or concept, and then creating meaningful categories to which each item can be assigned. For example, a student's statement that "I learned that I could be comfortable with someone from another culture" could be assigned to the category of "Positive Statements about Diversity." The number of incidents that this type of response occurred can then be quantified and compared with neutral or negative responses addressing the same category. (Direct assessment)

Embedded Questions to Assignments: Questions related to program-level student learning outcomes are embedded within course exams. For example, all sections of "research methods" could include a question or set of questions relating to your program learning outcomes. Faculty score and grade the exams as usual and then copy exam questions that are linked to the program learning outcomes for analysis. The findings are reported in the aggregate. (Direct assessment)

Exit Interviews: Students leaving the college, generally graduating students are interviewed or surveyed to obtain feedback. Data obtained can address strengths and weaknesses of an institution or program and or to assess relevant concepts, theories or skills.  (Indirect assessment)

Focus Groups: are a series of carefully planned discussions among homogeneous groups of 6-10 respondents who are asked a carefully constructed series of open-ended questions about their beliefs, attitudes, and experiences. The session is typically recorded and later the recording is transcribed for analysis. The data is studied for major issues and reoccurring themes along with representative comments. (Indirect assessment)

Interviews: are conversations or direct questioning with an individual or group of people. The interviews can be conducted in person or on the telephone. The length of an interview can vary from 20 minutes to over an hour. Interviewers should be trained to follow agreed-upon procedures (protocols). (Indirect assessment)

Locally developed essay questions: Faculty develop essay questions that align with program-level student learning outcomes. Performance expectations should be made explicit prior to obtaining results. (Direct assessment)

Locally developed exams with objective questions: Faculty create an objective exam that is aligned with program-level student learning outcomes. Performance expectations should be made explicit prior to obtaining results. (Direct assessment)

Matrices: are used to summarize the relationship between program level student learning outcomes and courses, course assignments, or course syllabus objectives to examine congruence and to ensure that all learning outcomes have been sufficiently structured into the curriculum. (Indirect assessment)

Observations: can be of any social phenomenon, such as student presentations, students working in the library, or interactions at student help desks. Observations can be recorded as a narrative or in a highly structured format, such as a checklist, and they should be focused on specific program-level student learning outcomes. (Indirect assessment)

Primary Trait Analysis: is a process of scoring student assignments by defining the primary traits that will be assessed, and then applying a scoring rubric for each trait. (Indirect assessment)

Reflective Essays: generally are brief (five to ten minute) essays on topics related to identified learning outcomes, although they may be longer when assigned as homework. Students are asked to reflect on a selected issue. Content analysis is used to analyze results. (Direct assessment)

Scoring Rubrics: can be used to holistically score any product or performance such as essays, portfolios, recitals, oral exams, research reports, etc. A detailed scoring rubric that delineates criteria used to discriminate among levels is developed and used for scoring. Generally two raters are used to review each product and a third rater is employed to resolve discrepancies. (Direct assessment)

Standardized Achievement and Self-Report Tests: Select standardized tests that are aligned to your specific program-level student learning outcomes. Score, compile, and analyze data. Develop local norms to track achievement across time and use national norms to see how your students compare to those on other campuses.  (Both direct and indirect assessment)

Surveys: are commonly used with open-ended and closed-ended questions. Closed ended questions require respondents to answer the question from a provided list of responses. Typically, the list is a progressive scale ranging from low to high, or strongly agree to strongly disagree.  (Indirect assessment).

Transcript Analysis: are examined to see if students followed expected enrollment patterns or to examine specific research questions, such as to explore differences between transfer and freshmen enrolled students. (Indirect assessment).

Source: Allen, Mary; Noel, Richard, C.; Rienzi, Beth, M.; and McMillin, Daniel, J. (2002). Outcomes Assessment Handbook. California State University, Institute for Teaching and Learning, Long Beach, CA.

AAHE ASSESSMENT FORUM 9 Principles of Good Practice for Assessing Student Learning

1. 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.

2. 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.

3.  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.

4. 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. 
5. 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.

6. 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.

7. 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.

8. 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.

9. 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.
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*SAMPLE ASSESSMENT PLANNING GRID

	PL-SLO 1: students will be able to use the scientific method to formulate questions, design experiments to test hypotheses, interpret experimental results to draw conclusions, communicate results both orally and in writing, and critically evaluate the use of the scientific method from published sources.

	Level
	When/where?
	Possible assessments
	Who will assess/score?

	Baseline:
	Fall 2011: students entering Bio 1A
	Embedded questions, self-reporting, classroom assessments
	Biology faculty

	Intermediate:
	Winter and Spring 2011: During Bio 1B 
	Observations, classroom assessment, essay questions, self-reporting
	Biology faculty

	At completion:
	Upon completion of ALL core and restricted elective courses; Spring 2011 and Fall 2011 students who have completed Bio 1 series
	Capstone course, exit interview
	Biology faculty

	PL-SLO 2: students will be able to apply evolutionary theory at the molecular, cellular, organismal and population levels to explain the unity and diversity of living things.

	Level
	When/where?
	Possible assessments
	Who will assess/score?

	Baseline:
	Upon entry into Bio 1A
	Embedded questions, self-reporting, classroom assessments
	Biology faculty

	Intermediate:
	During Bio 1B
	Observations, classroom assessment, essay questions
	Biology faculty

	At completion:
	Upon completion of ALL core and restricted elective courses; Spring 2011 and Fall 2011 students who have completed Bio 1 series
	Capstone course, exit interview
	Biology faculty



