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How To Use This Guide 
This assessment guide provides faculty with foundational content on the various aspects of the 
assessment process. The guide will be updated periodically to ensure UWS assessment practices 
are in line with the current literature. Please review the information and reach out to 
institutionaleffectiveness@uws.edu for further assistance. Appendix A includes institutional 
definitions of assessment-related concepts. 

Faculty can use this guide to answer questions related to assessment, teaching, and learning. 
Below are some topics that may be of interest and where to learn more!   

 I am changing my textbook and need to rewrite my course learning outcomes. Help! 
Refer the discussion of learning outcomes. Check out the ABCD framework for specific 
directions on how to write student learning outcomes. 

 What do you mean by an action verb? What are some examples? 
Check out Appendix B for Bloom’s Taxonomy that provides a list of action verbs by expected 
level of learning. For example, what is the expectation of the course learning outcome: to 
memorize content knowledge or evaluate content knowledge? 

 I keep hearing the terms formative assessment, summative assessment, and authentic 
assessment. What’s the difference?  
Check out the discussion in the guide on assessment methods. When selecting an 
assessment type, consider the aligned student learning outcome and its intent. 

 I would like to include more formative assessment activities in my courses. Where can 
I find that information? 
See the of list of formative assessment activities and section on Classroom Assessment 
Activities (CATs). 

 My students did poorly on the midterm exam. How can I tell if the problem was with the 
exam or lack of student preparation? Or perhaps both? 
It sounds like you might need to review the item analysis for the quiz or exam. Consider 
completing a test blueprint as well. 

 The items analysis for my multiple-choice exam indicates that most of my questions 
are poor. 
You might need to think about revising some of the questions so that they reflect higher-order 
thinking skills.  

 How can I help my students better understand the expectations for the final project? 
Consider creating a rubric for the project and sharing it with students as part of the assignment 
instructions.  

mailto:institutionaleffectiveness@uws.edu
https://www.clemson.edu/otei/documents/Teaching%20Review%20Resources/Test_Blueprint_Guide_final.pdf
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Assessment at UWS1 

At UWS, we engage in assessment practices at the 

• Course 
• Program 
• Institutional levels 

The assessment of program (and institutional) and course learning outcomes are:  

• parallel processes and  

• co-occur each quarter.  

Barrette (n.d.) offers a couple of analogies to conceptualize the relationship between course and 
program outcomes. As she states: 

• Course outcomes identify “the ingredients” that make up the program 

• Incremental knowledge and skills that students develop bit by bit throughout the 
program 

• Aligned with – but typically narrower than – program outcomes 

• Program (institutional) outcomes characterize “the salad” – what individual ingredients 
make once they are prepared and integrated 

• Students’ cumulative learning across courses at the end of the program. 
(Barrette, n.d.) 

Below is a brief comparison of course and program assessment. The main difference is related 
to the level of the outcome being assessed. 

Dimension Course Program/Institutional 

Purpose Determines if students are achieving 
course learning outcomes 

Determines if students are 
achieving program/institutional 
learning outcomes 

Scope Focus on course learning outcomes Focus on program learning 
outcomes 

Timing End of the course End of the course/program 

Structure Outcomes, summative assessments, 
criteria, results, use of results 

Outcomes, summative 
assessments, criteria, results, use 
of results 

Goal 
Determine what changes can be 
implemented to improve student 
learning 

Determine what changes can be 
implemented to improve student 
learning 

 
1 Definitions of key terms and concepts are provided in Appendix A 
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Course Assessment 

The College of Graduate Studies (CGS) program directors select a course(s) to be assessed 
based on an annual review of program assessment results. 

For the College of Chiropractic (DCP), the learning assessment committee annually reviews the 
results of the NBCE and CCEB exams and selects two courses for review by the associated dean 
of the DCP, director of academic assessment, and instructional designer during the spring and 
summer quarters. 

Program and Institutional Assessment 

Annually, all academic programs complete assessment reports each July. Faculty review 
outcomes, methods, and criteria of success. Results and use of results for program and 
institutional learning outcomes are also reported with the follow-ups to action plans reported upon 
implementation. Program assessment reports are evaluated using the program assessment 
review rubric and this feedback is provided to faculty with follow-up from the director of academic 
assessment.  

What is Assessment? 
Assessment is the “systematic collection, review, and use of information about educational 
programs undertaken for the purpose of improving student learning and development” (Palomba 
& Banta, 1999, p. 4). Or, as Suskie (2018) states “assessment is deciding what we want our 
students to learn and making sure they learn it” (p. 8).  

The assessment of student learning: 

• Should inform faculty as to what students know, value, or are able to do.  
• Provides faculty a better understanding of how instructional techniques impact student 

learning. 
• Is part of the teaching and learning process (Suskie, 2018). 
• Establishes clear, observable expected goals for student learning 
• Ensures that students have sufficient opportunities to achieve those goals. 
• Systematically gathers, analyzes, and interprets evidence of how well student learning 

meets those goals. 
• Uses the resulting information and improves student learning (closing the loop). (Suskie, 

2018, p. 8) 

https://uws0.sharepoint.com/:x:/s/UWSAssessment/EfOLcL_hHudCuducWu1KU8ABiNA8ZK68UdyIr3WPru_S3w?e=pWLfzF
https://uws0.sharepoint.com/:x:/s/UWSAssessment/EfOLcL_hHudCuducWu1KU8ABiNA8ZK68UdyIr3WPru_S3w?e=pWLfzF
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Teaching, Learning, and Assessment Cycle 

As illustrated in the diagram below, assessment is integral to the teaching and learning processes. 

 
(Suskie, 2018, p. 9) 

Levels of Assessment 

Assessment occurs at various levels: 

• Assessing individual students within courses  
• Assessing individual student learning across courses 
• Assessing course 
• Assessing programs 
• Assessing the institution 

Below is a diagram that illustrates the relationship between these various levels and questions to 
consider at each level of assessment.  

 

1. Establish 
learning 

goals

2. Provide 
learning 

opportunities

3. Assess 
student 
learning

4. Use the 
results
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1. Assessing individual students within courses  

Typical assessment questions at this level:  

a. Is the student learning as expected?  
b. Has the student’s work improved over the term?  
c. How well has the student achieved the learning outcomes set for the course?  
d. What are the student’s strengths and weaknesses?  
e. How well is the instructor communicating with and engaging the student? (Miller & Leskes, 

2005, p. 3) 

2. Assessing individual student learning across courses 

Typical assessment questions at this level: 

a. Is the student developing the knowledge and skills expected at the graduate level? 
b. Is the student’s work meeting the expectations of the graduate program? 
c. Is the student on track to achieve program learning outcomes? (Miller & Leskes, 2005) 

3. Assessing courses 

Typical assessment questions at this level: 

a. How well is the class collectively achieving the course’s content outcomes and objectives 
(at any one point, at the end)? How well is the class collectively achieving general or 
transferable learning outcomes and objectives? 

b. Are the assignments helping students achieve the expected level of knowledge or skills? 
c. How well are students prepared for the following courses in the sequence? 
d. Is the course level appropriately targeted for the ability(ies) of the students when they 

begin? 
e. With what degree of consistency do different sections of a course achieve similar 

outcomes? 
f. How well is the course fulfilling its purpose in a larger curriculum? (Miller & Leskes, 2005, 

p. 7) 

4. Assessing programs 

Typical assessment questions at this level: 

a. Do the program’s courses, individually and collectively, contribute to its outcomes as 
planned? 

b. How well does the program fulfill its purposes in the entire curriculum? 
c. How well do the program’s sub-categories (e.g., elective courses) contribute to the overall 

purposes? 
d. Does the program’s design resonate with its expected outcomes? 
e. Are the courses organized in a coherent manner to allow for cumulative learning? 
f. Does the program advance institution-wide goals as planned? (Miller & Leskes, 2005, p. 9) 
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5. Assessing the institution 

Typical assessment questions at this level: 

a. What do the institution’s educational programs add up to in terms of student learning? 
b. How well are the institution’s goals and outcomes for student learning being achieved? 
c. How much have our students learned over their college years? 
d. How well does the institution educate students for the complexities of the twenty-first 

century? 
e. What evidence is there that the institution is fulfilling its educational mission? 
f. How can institutional effectiveness be demonstrated authentically to external 

stakeholders? (Miller & Leskes, 2005, p. 11) 

Assessment Cycle 

Below is a detailed diagram of the components of the assessment cycle encompassed in the 
teaching, learning, and assessment cycle (Suskie, 2018), detailed on page 6. 

 
(Kinzie, Hutchings, & Jankowski, 2015, p. 57) 

Below is an outline of the steps involved in the assessment cycle – this same cycle can be used 
at both the course and program level.  

1. Plan and identify outcomes  
a. Develop learning outcomes  
b. Select assessment methods (course assignments) that reflect the skill or knowledge 

identified in the learning outcome  
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c. Establish criteria (targets of success) for each assignment. These are standards that 
provide evidence of student achievement of the expected learning outcome. For example, 
80% of students will score at least a 4 out of 5 on the assignment rubric. 

i. Faculty establish criteria that are aligned with expectations of creating 
professionals. 

ii. When developing criteria, consider what the expectations are for someone new in 
the field as it relates to the content knowledge or skill being assessed by the 
learning outcome.  

2. Collect data  
a. Provide course instruction aligned with course/program/institutional learning outcomes 

and assessments 
b. Students complete assignments aligned with course/program/institutional learning 

outcomes  

3. Analyze data  
a. How are students scoring on the assessments aligned with course learning outcomes? 
b. How do the results compare to established criteria? 
c. Are they better, worse, or about the same?    
d. Do you notice any trends over time with the collected data?  

i. Are the results going up, down, or staying about the same?  
ii. If the results are changing over time, what do think is going on?  
iii. Were changes recently made to a course, assignment, etc.?   

4. Share results  
a. Discuss the results with faculty, the dean, DCP learning assessment committee, CGS 

curriculum committee, the director of academic assessment, students and/or alumni.  

5. Identify and implement changes 
a. If they are falling below expectations, what steps can you take to improve student 

learning?  
i. Make decisions about how to respond to data and to implement a change in 

practice. Document the nature of the change made and plans for tracking changes 
in student performance – what data strategies do you have to collect both micro 
and macro changes in outcomes? Consider tracking course changes in this 
document. 

6. Assess impact of change  
a. Review the data the next time the course is taught.  

i. What changes, if any, were there in student achievement?  
ii. Are they doing better, about the same, or worse?  
iii. Do you need to make additional changes to the course or program?  

https://uws0.sharepoint.com/:w:/s/UWSAssessment/EbY6-yt7NG9Dpeb58x22MFsB-Imr_40jpR996h7yF6WzXA?e=gvAMYh
https://uws0.sharepoint.com/:w:/s/UWSAssessment/EbY6-yt7NG9Dpeb58x22MFsB-Imr_40jpR996h7yF6WzXA?e=gvAMYh
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Student Learning Outcomes 
Why are student learning outcomes important? 

Student learning outcomes can be difficult to write! It takes practice and is both an art and a 
science. But it is important to develop quality student learning for two reasons. At the course-
level, they provide the foundation for instruction, as well as course activities and assessments. At 
the program-level, student learning outcomes identify what students should know, value, 
or be able to do when they graduate (Suskie, 2018). For each course, 5-8 learning outcomes 
are recommended and similarly at the program-level.  

This section provides faculty with information on how to write student learning outcomes. In 
general, quality learning outcomes typically:  

1. Begin with a verb  
2. Are SMART and utilize the ABCD format (see the following sections) 
3. Describe a single skill, ability, or value  
4. Avoid words that can be subjective and difficult to measure such as “know” or “understand” 

(additional words to avoid are provided as part of this guide)  
5. Are reflective of the level of difficulty of the course and program  

When writing a student learning outcome, begin with the question… 

1. What do you want your students to be able to do when they complete:  
• a module,  
• your course, or  
• graduate? 

Next… 

2. Think about the level at which you would like your students to achieve these skills. For 
example: I want my students to be able to… 

• Create instructional materials 
• Explain the role of probation officers in the juvenile justice system. 
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ABCD Format 

 

Audience:  Who is being assessed? 

Example: K-6 education graduates 

Behavior: What will learner be able to do, think, or know at the completion of the module, 
course, or program? See Appendix B for a list of Bloom verbs. 

 Example: Create instructional materials 

Condition: Under what circumstances/context will the learning occur? 

– Often referred to as the stem sentence, 
■ At the end of this course 
■ At the completion of this program 
■ After completing this module 

Example: At the completion of the program 

Degree: How well or how much must the behavior be performed? 

ABCD Examples 

Program 
At the completion of the program (C), graduates (A) of the K-6 
Teacher Education program will create (B) instructional materials 
which incorporate effective (D) pedagogical practices 

Course 
At the end of the course (C), students (A) enrolled in EDU4801 will 
evaluate (B) instructional materials which incorporate effective (D) 
pedagogical practices 

Module/Unit/Week At the end of module 1 (C), students (A) will identify (B) instructional 
materials which incorporate effective (D) pedagogical practices 

The following table contains the attributes of each A, B, C, D component and provides best case 
examples to illustrate each concept (California Baptist University, 2017).  
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SMART Outcomes 

After you have created a student learning outcome, review it to be sure it meets the expectations 
of a S-M-A-R-T outcome. 
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SPECIFIC 
Specific answers the questions, "What is to be done?" and "How will you know it is done?" and 
describes the results (end-product) of the work to be done. The description is written in such a 
way that anyone reading the outcome will most likely interpret it the same way. To ensure that an 
outcome is specific is to make sure that the way it is described is observable or measurable. This 
means that somebody can see or hear (physically observe) or otherwise measure the learner 
achieving the outcome. Specific also refers to the guideline that any learning outcome should only 
address one behavior, activity, or area of knowledge. (The Outcome Project, n.d., para. 3) 

MEASURABLE 
Measurable answers the question, "How will you know the student has achieved the outcome?" 
and defines the outcome using assessable terms (quantity, quality, frequency, etc.). It refers to 
the extent to which something can be evaluated against a defined standard. (The Outcome 
Project, n.d., para. 4) 

ACHIEVABLE 
Achievable answers the questions, "Can the student do it?" and "Can the measurable outcome 
be achieved by the student?" and "Does the student have the experience, knowledge, or capability 
of fulfilling the expectation?" It also answers the questions, “Can it be done according to the 
conditions and degree specified by the outcome? and "Can the outcome be achieved at the 
student's current academic level?" (The Outcome Project, n.d., para. 5) 

RELEVANT 
Relevant answers the questions, "Should it be done?" and "Why?" and "What will be the impact?" 
Is the outcome aligned with goals and outcomes further up the hierarchy? Does the outcome 
represent a needed knowledge base or skill set? Is the outcome appropriate for the level of the 
lesson, module, or course? For example, we would not want to include an advanced pediatric life-
support objective in an introductory nursing course. (The Outcome Project, n.d., para. 6) 

•State clear and specific outcomes 
that are observableSpecific

•Can be measuredMeasurable

•Level of learning achieveable for 
the course of studyAchieveable

•Relevant to the program and/or 
courseRelevant

•Can be achieved in the specified 
timeTime-based
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TIME-ORIENTED 
Time-oriented answers the question, "When will it be done?" Often this is included in the preface 
language of an outcome: "Upon completion of this course..." or "By the end of this module...." It 
refers to the fact that an outcome has a check point or end point built into it. Sometimes an 
outcome will reference the start of another period of instruction: "Before starting module two, 
the student will explain.... (The Outcome Project, n.d., para. 7) 

Words to Avoid When Writing Student Learning Outcomes. 

These verbs are considered “fuzzy” and therefore, difficult to measure.  
• Believe  
• Capacity  
• Comprehend   
• Conceptualize  
• Depth   
• Experience  
• Feel  
• Hear   
• Realize   
• Know  

• See   
• Listen  
• Self-Actualize   
• Memorize   
• Think   
• Intelligence   
• Recognize   
• Perceive   
• Understand   
• Feel 

EXAMPLES OF STUDENT LEARNING OUTCOMES 

Difficult to measure More specific but difficult 
to measure Measurable 

Students will… 
appreciate the benefits of 
exercise 

value exercise as a stress 
reduction tool 

explain how exercise affects 
stress. 

develop problem-solving 
skills and conflict resolution 

demonstrate the ability to 
resolve personal conflicts and 
assist others in resolving 
conflicts. 

assist classmates in resolving 
conflicts by helping them 
negotiate agreements. 

be able to have more 
confidence in their abilities. 

demonstrate critical thinking 
skills, such as problem 
solving as it relates to social 
issues 

analyze arguments about 
racial discrimination. 
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Additional Resources 

The following resources provide additional information on creating student learning outcomes.  

• Writing Student Learning Outcomes, University of Wisconsin-Madison  
• Revised Bloom’s Taxonomy, Iowa State University, Center for Excellence in Teaching and 

Learning  
• Bloom’s Taxonomy Action Verbs, Fresno State University  

Curriculum Map 
After program learning outcomes are developed, it is recommended that faculty begin developing 
a curriculum map to ensure that students are provided sufficient learning opportunities to achieve 
a program learning outcomes. A curriculum map is: 

1. A visual depiction of a program’s curriculum. 
2. Ensures instruction is aligned with program outcomes. 
3. Identities gaps in the curriculum. 
4. Makes course or program improvements. 
5. Determines the degree to which there is consistency between what 

a. Faculty expect students to learn. 
b. Learning experiences faculty design. 
c. Faculty assess (Veltri, Webb, Matveev, & Zapatero, 2011). 

Here is an example of a program-level curriculum map. See Appendix C for the curriculum map 
template. 

https://assessment.provost.wisc.edu/student-learning-outcomes/writing-student-learning-outcomes/
http://www.celt.iastate.edu/teaching/effective-teaching-practices/revised-blooms-taxonomy/
http://www.fresnostate.edu/academics/oie/documents/assesments/Blooms%20Level.pdf
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Insert course names & #'s in 
columns and program 
outcomes in rows 

SY100: 
Intro to 

Sociology 

SY101: 
Social 

Problems 

SY200: 
Juvenile 

Delinquency 

SY301: 
Marriage 
and the 
Family 

SY400: 
Research 
Methods 

SY401: 
SY Theory 

 A. Insert 
credits 3 3 3 3 3 3 

Graduates will 
analyze the 
characteristics of 
the social world 
using sociological 
concepts. 

B. Insert "I," 
"R," or "A." I I R R  A 

C. Insert 
potential 
assessments 

Final exam Final paper Final project Final project  Final paper 

Graduates will 
explain the social 
world using 
sociological 
theories. 

B. Insert "I," 
"R," or "A." I I R R  A 

C. Insert 
potential 
assessments 

Final exam Final paper Final project Final project  Final paper 

Graduates will 
design  
empirically-based 
sociological 
research. 

B. Insert "I," 
"R," or "A." I I R R A  

C. Insert 
potential 
assessments 

Final exam Final paper Final project Final project Research 
project  

In developing a curriculum map, faculty identify whether students--after taking the course -  

• Introduced (I) - Demonstrate introductory knowledge or skill (e.g., recall or explain facts, concepts), 
• Reinforced (R) - Have knowledge or skill reinforced (e.g., apply a procedure or analyze how parts relate to or contrast from 

one another),  
• Advanced (A) – Develop an advanced level of knowledge or skill (e.g., evaluate or make judgments based on criteria; create 

a novel approach, product, or artifact). 
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Assessment Methods 
Assessment methods provide evidence as to whether students are meeting expected learning 
outcomes. There are two basic types: 

• Direct assessments provide for the direct examination or observation of student 
knowledge or skills against measurable learning outcomes.  

• Indirect assessments of student learning ascertain the perceived extent or value of 
learning experiences. They assess opinions or thoughts about student knowledge or skills. 
Indirect measures can provide information about student perception of their learning and 
how this learning is valued by different constituencies. (Rogers, 2006) 

Examples of Direct Assessments 

• Capstone projects 
• Other written work, performance, presentations, rated using a rubric 
• Multiple choice 
• Classroom assessment techniques 
• Forum discussions, rated using a rubric  
• Portfolios 
• Score gains 
• Observation 
• Pass rates on licensure/certification exams 

Examples of Indirect Assessments 

• Student ratings of their knowledge and skill 
• Course grades 
• Assignment grades, if not accompanied by a rubric or scoring criteria 
• Test grades, if not accompanied by scores on subsets of test questions mapped to a test 

blueprint 
• Student/alumni/employer satisfaction surveys 

Authentic Assessment 

Traditional assessment typically focuses on a student’s ability to memorize content knowledge 
focusing on testing via multiple choice, true-false, fill-in-the-blank, matching, etc. Whereas 
authentic assessments “ask students to complete messy real-world tasks with multiple 
acceptable solutions, rather than fabricated problems for which there is only one correct answer” 
(Suskie, 2018, p.207). Banta and Palomba (2015) contend that an authentic assessment should 
“demonstrate learning directly related to the nature of the discipline in which students are engaged 
and reflect the outcome being assessed” (p.95). Authentic assessment seeks to integrate 
coursework with employment experiences by “replicating the tasks and performance standards 
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typically faced by professionals in the world of work” (Villarroel, Bloxham, Bruna, Bruna, & 
Herrera-Seda, 2017, p. 2). 

According to Grant Wiggins (1998), an assignment is authentic if it 

• is realistic. 
• requires judgment and innovation. 
• asks the student to “do” the subject. 
• replicates or simulates the contexts in which adults are “tested” in the workplace or in civic 

or personal life. 
• assesses the student’s ability to efficiently and effectively use a repertoire of knowledge 

and skills to negotiate a complex task. 
• allows appropriate opportunities to rehearse, practice, consult resources, and get 

feedback on and refine performances and products (Center for Innovative Teaching and 
Learning, Indiana University Bloomington, n.d.). 

Since authentic assessment focuses on providing students with the opportunity to practice 
relevant skills they will use in employment, numerous benefits have been identified. These 
include: 

• promotion of problem-solving skills,  
• autonomy,  
• motivation,  
• self-regulation, and  
• metacognition (Villarroel et al., 2017).  

COMPARING TRADITIONAL TESTS WITH AUTHENTIC ASSESSMENTS 

Traditional Assessment Authentic Assessment Indicators of authenticity 

Require correct responses 

Require a high-quality product or 
performance, and a justification of 
the solutions to problems 
encountered 

Correctness is not the only 
criterion; students must be able to 
justify their answers. 

Must be unknown to the 
student in advance to be 
valid 

Should be known in advance to 
students as much as possible 

The tasks and standards for 
judgment should be known or 
predictable. 

Are disconnected from real-
world contexts and 
constraints 

Are tied to real-world contexts and 
constraints; require the student to 
“do” the subject. 

The context and constraints of the 
task are like those encountered 
by practitioners in the discipline. 

Contain items that isolate 
skills or facts 

Are integrated challenges in 
which a range of skills and 
knowledge must be used in 
coordination 

The task is multifaceted and 
complex, even if there is a right 
answer. 

Include easily scored items 
Involve complex tasks that for 
which there may be no right 
answer, and that may not be 
easily scored 

The validity of the assessment is 
not sacrificed in favor of reliable 
scoring. 
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Traditional Assessment Authentic Assessment Indicators of authenticity 
Are “one shot”; students get 
one chance to show their 
learning 

Are iterative; contain recurring 
tasks 

Students may use knowledge or 
skills in several different ways or 
contexts. 

Provide a score 
Provide usable diagnostic 
information about students’ skills 
and knowledge 

The assessment is designed to 
improve future performance, and 
students are important 
“consumers” of such information. 

(Center for Innovative Teaching and Learning, Indiana University Bloomington, n.d.). 

EXAMPLES OF AUTHENTIC ASSESSMENT ACTIVITIES 
• Constructed-response items 
• Discussions 
• Essays 
• Experiments 
• Exhibitions and demonstrations 
• Interviews 
• Journals 
• Observations 

• Papers 
• Performance tasks 
• Portfolios 
• Presentations 
• Projects 
• Rubrics or scoring guides 
• Self and peer evaluation 

(KNILT, 2008; Utah Valley University Office of Teaching and Learning, n.d.)

MODEL TO BUILD AN AUTHENTIC ASSESSMENT (VILLARROEL ET AL., 2017, P. 8). 

 

Formative and Summative Assessment 

Formative assessment is viewed as assessment for learning (Baleni, 2015). Suskie (2018) 
defines formative assessment as occurring “while student learning is taking place rather than at 

Step 1
Workplace 

context

• Graduation profile
• Work requirements

Step 2
Design 

assessment

• Drafting a rich context
• creating a worthwhile task
• Requiring higher order 
skills

Step 3 
Judgement

• Assessment criteria and 
rubrics

• Engageme students with 
criteria

• Engage the students in 
judgement

Step 4 
Feedback

• Formative 
assessment

• Summative feedback
• Sustainable feedback
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the end” (p.157). Students are provided with feedback during the course to improve their 
performance (Nico & Macfarlane-Dick, 2006). Formative assessment allows faculty the 
opportunity to identify problem areas related to course materials, determine how to close any 
learning gaps and in the process improve teaching and learning (Baleni, 2015).  

In research conducted with faculty and students on the use of online formative assessment, Baleni 
(2015) found that formative assessment worked particularly well with lower-performing students 
when they were provided with clear and comprehensive feedback on their mistakes with 
suggestions on how to correct on them.  

STRATEGIES FOR INSTRUCTORS 
• Keep clear criteria for what defines good performance 
• Encourage students’ self-reflection 
• Give students detailed, actionable feedback 
• Encourage teacher and peer dialogue around learning 
• Promote positive motivational beliefs and self-esteem 
• Provide opportunities to close the gap between current and desired performance 

TYPES OF FORMATIVE ASSESSMENTS 
• Discussions 
• Clicker questions 
• Weekly quizzes 
• Homework assignments 
• Surveys 
• One-minute paper 
• Muddiest point 
• Student-generated test questions 
• Application cards 

Summative assessments are “completed at the end of a course, program, or other learning 
experience” (Suskie, 2018, p.157). Summative assessment is assessment of learning (Baleni, 
2015). 

STRATEGIES FOR INSTRUCTORS 
• Use a rubric or table of specification 
• Design clear, effective questions 
• Assess comprehensiveness 
• Make parameters clear 
• Consider grading assignments anonymously  
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TYPES OF SUMMATIVE ASSESSMENTS 
• Midterm exam 
• Final project 
• Final exam 
• Paper 
• Board exam 
• Portfolio 
• Final reports 
• Final presentations 
• Case studies 
• Simulations 
• Reflective writings 
• Entrustable professional activities 

Classroom Assessment Techniques 

Classroom assessment techniques (CATs) are typically ungraded and formative assessment 
activities conducted during class that provide the instructor feedback on whether students 
understand course material.  

ASSESSING PRIOR KNOWLEDGE, RECALL, AND UNDERSTANDING  

The CATS in this group are recommended to assess declarative learning, the content of a 
particular subject.  

• Background Knowledge Probe: short, simple questionnaires prepared by instructors for 
use at the beginning of a course or at the start of new units or topics; can serve as a 
pretest  

• Focused Listing: focuses students’ attention on a single important term, name, or 
concept from a lesson or class session and directs students to list ideas related to the 
“focus.”  

• Misconception/Preconception Check: focus is on uncovering prior knowledge or beliefs 
that hinder or block new learning; can be designed to uncover incorrect or incomplete 
knowledge, attitudes, or values  

• Empty Outlines: in a limited amount of time students complete an empty or partially 
completed outline of an in-class presentation or homework assignment  

• Memory Matrix: students complete a table about course content in which row and column 
headings are complete, but cells are empty  

• Minute Paper: perhaps the most frequently used CAT; students answer 2 questions 
(What was the most important thing you learned during this class?—And—What important 
question remains unanswered?)  
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• Muddiest Point: considered by many as the simplest CAT; students respond to 1 question 
(What was the muddiest point in X?); well suited to large, lower division courses but not to 
those which emphasize integration, synthesis, and evaluation  

The CATs that follow are appropriate for higher order skills such as application, analysis, 
evaluation, and creation.  

ASSESSING SKILL IN ANALYSIS AND CRITICAL THINKING  
The CATS in this group focus on analysis—the breaking down of information, questions, or 
problems to facilitate understanding and problem solving  

• Categorizing Grid: students complete a grid containing 2 or 3 overarching concepts and 
a variety of related subordinate elements associated with the larger concepts  

• Defining Features Matrix: students categorize concepts according to presence or 
absence of important defining features  

• Pro and Con Grid: students list pros/cons, costs/benefits, advantages/disadvantages of 
an issue, question, or value of competing claims  

• Content, Form, and Function Outlines: in an outline form, students analyze the “what” 
(content), “how” (form), and “why” (function) of a particular message (e.g., poem, 
newspaper story, billboard, critical essay); also called “What, How, & Why Outlines  

• Analytic Memos: students write a one- or two-page analysis of a specific problem or issue 
to help inform a decision-maker  

ASSESSING SKILL IN SYNTHESIS AND CREATIVE THINKING  
The CATS in this group focus on synthesis—each stimulate the student to create, and allow the 
faculty to assess, original intellectual products that result from a synthesis of course content and 
the students’ intelligence, judgment, knowledge, and skills.  

• One-Sentence Summary: students answer the questions “Who does what to whom, 
when, where, how, and why?” (WDWWWWHW) about a given topic and then creates a 
single informative, grammatical, and long summary sentence  

• Word Journal: involves a 2-part response; 1st the student summarizes a short text in a 
single word and 2nd the student writes 1-2 paragraphs explaining the word choice  

• Approximate Analogies: students simply complete the 2nd half of an analogy—a is to b 
as x is to y; described as approximate because rigor of formal logic is not required  

• Concept Maps: students draw or diagram the mental connections they make between a 
major concept and other concepts they have learned  

• Invented Dialogues: students synthesize their knowledge of issues, personalities, and 
historical periods into the form of a carefully structured illustrative conversation; 2 levels 
of invention (select and weave quotes from primary sources or invent reasonable quotes 
that fit characters and context)  

• Annotated Portfolios: students assemble a very limited number of examples of creative 
work and supplement with own commentary on significance of examples  
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ASSESSING SKILL IN PROBLEM SOLVING  
The CATS in this group focus on problem solving skills of various kinds—recognition of types of 
problems, determining principles and techniques to solve, perceiving similarities of problem 
features and ability to reflect and then alter solution strategies.  

• Problem Recognition Tasks: students recognize and identify problem types  
• What’s the Principle: students identify a principle or principles to solve problems of 

various types  
• Documented Problem Solutions: students track in a written format the steps they take 

to solve problems as if for a “show & tell”  
• Audio- and Videotaped Protocols: students work through a problem-solving process, 

and it is captured to allow instructors to assess metacognition (learner’s awareness of and 
control of thinking)  

ASSESSING SKILL IN APPLICATION AND PERFORMANCE  
The CATS in this group focus on students’ abilities to apply important—sometimes referenced as 
conditional knowledge—knowing when and where to apply what know and can do.  

• Directed Paraphrasing: students paraphrase part of a lesson for a specific audience 
demonstrating ability to translate highly specialized information into language the clients 
or customers can understand  

• Application Cards: students generate examples of real-work applications for important 
principles, generalizations, theories, or procedures  

• Student-Generated Test Questions: students generate test questions and model 
answers for critical areas of learning  

• Human Tableau or Class Modeling: Students transform and apply their learning into 
doing by physically modeling a process or representing an image.  

• Paper or Project Prospectus: Students create a brief plan for a paper or project based 
on your guiding questions.  
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Alignment 

 
(Biggs, 1999) 

Alignment, “refers to the linking of intended student learning outcomes with the processes and 
practices needed to foster those outcomes” (Hutchings, 2016, p. 5).  

The basic principle of alignment is that a course is designed in such a way that the instructional 
strategies, learning activities and assessments are aligned with the student learning outcomes to 
ensure that students are learning what they are expected learn. By viewing outcomes as the 
unifying force for planning, teaching, and learning activities and assessment exercises, and 
communicating them to students, students are provided with direction and clarity as it relates to 
the course, and thereby, the opportunity to take responsibility for their learning (Blumberg, 2009; 
Ali, 2018).  

As you are developing your course, consider the following questions: 

1. Learning outcomes: What do I want students to know how to do when they leave this 
course?  

2. Assessments: What kinds of tasks will reveal whether students have achieved the 
learning outcomes I have identified?  

3. Activities: What kinds of activities in and out of class will reinforce my learning outcomes 
and prepare students for assessments? 

4. Instructional strategies: What are the learning materials, resources, and key principles 
that will facilitate achievement of learning outcomes? Are we doing what we say we are 
doing? Do these three things match? (Carnegie Mellon University, Eberly Center, 2019)  

Learning 
outcomes 

(course and 
module)

Instructional 
Strategies/ 
Materials

Feedback

Assessment
/ Activities
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In the table below2, suggestions for assessment activities and ways in which to measure are 
pressure for each of Bloom’s cognitive levels of learning. 

Level of learning Types of assessments/activities How to Measure 

Remember  
• Recall    
• Identify    

Objective test items such as fill-in-the-blank, 
matching, labeling, or multiple-choice questions that 
require students to:  
• recall or recognize terms, facts, and concepts    

Accuracy – correct v. 
number of errors  
 
Item Analysis (at the 
class level, are there 
items that had higher 
error rates? Did some 
items result in the same 
errors?)  

Understand  
• Interpret  
• Classify   
• Summarize    
• Infer    
• Compare    
• Explain    

Activities such as papers, exams, problem sets, 
class discussions, or concept maps that require 
students to:    

• summarize readings, films, or speeches    
• compare two or more theories, events, or 

processes    
• classify or categorize cases, elements, or 

events using established criteria    
• paraphrase documents or speeches    
• find or identify examples or illustrations of 

a concept or principle    

Scoring or performance 
rubrics that identify critical 
components of the work 
and discriminates 
between differing levels 
of proficiency in 
addressing the 
components  

Apply    
• Execute    
• Implement   

Activities such as problem sets, performances, labs, 
prototyping, or simulations that require students to:    

• use procedures to solve or complete 
familiar or unfamiliar tasks    

• determine which procedure(s) are 
most appropriate for a given task    

Accuracy scores, Check 
lists, Rubrics, Primary 
Trait Analysis  

Analyze    
• Differentiate    
• Organize    
• Attribute    

Activities such as case studies, critiques, labs, 
papers, projects, debates, or concept maps that 
require students to:    
• discriminate or select relevant and irrelevant 

parts    
• determine how elements function together    
• determine bias, values, or underlying intent in 

presented material    

Rubrics, scored by 
instructor, juries, external 
clients, peers, employers, 
internship supervisor, etc.  

Evaluate    
• Check    
• Critique    
• Assess   

Activities such as journals, diaries, critiques, 
problem sets, product reviews, or studies that 
require students to:    
• test, monitor, judge, or critique readings, 

performances, or products against established 
criteria or standards    

Rubrics, scored by 
instructor, juries, external 
clients, peers, employers, 
internship supervisor, etc.  

 
2 Carnegie Mellon University, Eberly Center, 2019 
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Level of learning Types of assessments/activities How to Measure 
Create    

• Generate    
• Plan    
• Produce    
• Design    

Activities such as research projects, musical 
compositions, performances, essays, business 
plans, website designs, or set designs that require 
students to:    
• make, build, design or generate something new    

Rubrics, scored by 
instructor, juries, external 
clients, peers, employers, 
internship supervisor, etc.  

Here is a link to another assessment alignment table. (University of Louisville, Delphi Center for 
Teaching & Learning, n.d.) If you are interested in examining alignment in your course, below is 
a template that might be helpful. 

Template for an Alignment Table 

Level/ 
Instruction Remember Understand Apply Analyze Evaluate Create 

Outcomes       

Instructional 
Strategies 

      

Assessments/  
Activities 

      

Use of Results 
The final two steps of the assessment cycle, acting on evidence and assessing the impact of 
change are the most difficult and most important stages of the process. Walvoord’s (2010) 
metaphor for assessment is a digestive system in which we are digesting data for the purposes 
of decision-making. In this case, the purpose of digesting data is to improve student learning.  

Use of data for improvement may be referred to as: 

• Closing the loop 
• Use of data 
• Use of results 
• Action planning 
• Continuous improvement  

They all mean the same thing – using data to improve student learning. The use of results is using 
data to revise or reinforce practice and is a specific description of the response or reaction to the 
current year’s assessment results.  

It is likely we all use data/evidence every time we teach. At the end of every teaching experience, 
we reflect on what worked and what didn’t work in our courses. We, then, may tweak a lecture, a 
learning outcome, a quiz, or assignment.  

It is often difficult to convert data into action and to measure the impact of the change. 

https://louisville.edu/delphi/resources/-/files/resources/pages/Blooms-Taxonomy-Handout.pdf
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Use of Data 

Data are used in one of two ways: 

1. Monitoring: Monitor student performance, collect data again, and review results 
2. Action planning: Concrete strategies designed to improve student learning. 

TYPES OF ACTION PLANNING 
Tier 1 – actions related to course-level assessment    

• Select a course learning outcome to be tracked over time   
• Revise course learning outcomes  
• Review the alignment between course learning outcomes and assessments  
• Consider different or additional assessment methods such as authentic 

assessment techniques    
• Remapping one or more learning outcomes to course assessments   
• Mapping additional course assessment items to an outcome   
• Revise performance targets   
• Add classroom and formative assessment techniques to monitor student learning over 

the course of the quarter     
• Develop a rubric to assess student work, as appropriate   
• Revise assignments  

Tier 2 – actions related to instruction or course content   

• Minor revision to course content    
• Collaborate with other faculty on program curriculum content and scaffolding important 

skills/knowledge throughout the curriculum   
• Provide coaching or guidance to an instructor   
• Consider other pedagogical strategies such as active learning   
• Check out Vanderbilt University’s Center for Teaching website on Pedagogies & 

Strategies.   

Tier 3 – actions related to the department and/or curriculum   

• Revise the program learning outcomes   
• Review the curriculum map   
• Major revision to course content    
• Assign a new instructor   
• Evaluate prerequisite requirements for a course (please talk with your dean)   
• Evaluate admissions requirements for the program (please talk with your dean)   
• Evaluate course sequence (please talk with your dean)   

https://cft.vanderbilt.edu/teaching-guides/pedagogies-and-strategies/
https://cft.vanderbilt.edu/teaching-guides/pedagogies-and-strategies/
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STRATEGIES FOR USING DATA 

Presenting Situation  Use of Results  
Criterion was not achieved and there appears to be a downward trend 
in student performance  Action planning  

Criterion was not achieved but student performance has been 
consistently above expectations.  Monitoring  

Criterion was achieved but student performance has been declining 
over time  Action planning  

Results are difficult to interpret  Action planning  
Results can be interpreted but do not provide sufficient detail to inform 
a meaningful decision  Action planning  

Improvement noted but criterion was not achieved  Action planning  

Criterion was achieved  
Action planning  
Monitoring 

Rubrics 
 A rubric is an assessment instrument that helps instructors communicate their expectations to 
students and focus on important criteria as they grade. Rubrics divide an assignment into parts 
and provide a detailed description of what constitutes acceptable or unacceptable levels of 
performance for each of those parts. Rubrics provide both a grade (summative evaluation) and 
detailed feedback to improve future performance (formative evaluation). (Huba and Freed, 2000). 
Here is a short video on What is a Rubric? (Nestor, 2014).  

Why Use a Rubric? 

Here are some primary reasons to use rubrics (Hawaii, 2012).  

• A rubric creates a common framework and language for assessment.  
• Complex products or behaviors can be examined efficiently.  
• Well-trained reviewers apply the same criteria and standards. 
• Rubrics are criterion-referenced, rather than norm-referenced. Raters ask, "Did the 

student meet the criteria for level 5 of the rubric?" rather than "How well did this student 
do compared to other students?" 

• Using rubrics can lead to substantive conversations among faculty. 
• When faculty members collaborate to develop a rubric, it promotes shared expectations 

and grading practices. 

Specifically for students, rubrics: (Eberly Center, n.d.) 

• Improves student learning by:  
o Defining and clarifying instructor’s expectations. 

https://www.youtube.com/watch?v=2vEldvPK6rc&t=2s


 

27 

o Encouraging critical thinking through reflection and self-assessment.  
o Providing an organizational structure for the assignment. 

• Shifts the learning experience from:  
o What have I learned? to 
o How well have I learned it?  

Specifically for instructors, rubrics: (Eberly Center, n.d.) 

• Creates objectivity and consistency in the grading process.  
• Helps reduce the amount of time teachers spend evaluating student work.  
• Refines teaching skills through the evaluating of rubric results. 

Rubrics in Practice 

When using a rubric, it is recommended that faculty: 

• Use student-friendly language that is appropriate for the discipline and course-level. 
• Include the rubric with the assignment instructions and in the syllabus. 
• Explain the expectations for each rubric criteria to students, emphasizing that the rubric 

provides a framework or an outline for successful completion of the assignment. 

Types of Rubrics 

There are two basic types of rubrics: holistic and analytic. The table below provides a brief 
explanation of each.  

Types  Purpose/Distinction Focal Use 

Holistic  
Provides a single score based on an 
overall impression of learner 
achievement on a task across multiple 
criteria.  

To provide overall evaluation guidelines 
that clarify how grades relate to 
performance or achievement, such as 
in course grades.  

Analytic  Provides specific feedback along 
several dimensions.  

To break assignments or scores down 
into separate components for grading 
(description, analysis, grammar, 
references, etc.).  

At UWS, we recommend the use of analytic rubrics. With our core-value of being student-focused, 
working for the common good of students’ academic and professional success, analytic rubrics 
offer students specific feedback to promote improved academic performance. 

HOLISTIC RUBRICS 
There are three parts to a holistic rubric: (Brophy, n.d.) 

1. Task description describes the assessment activity that serves as a reminder to the 
grader. 

2. The performance scale identifies the levels of performance.  
3. Cell descriptions operationalize each level of performance. 
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Advantages and Disadvantages of Holistic Rubrics (DePaul University Teaching Commons, n.d.) 

Advantage Disadvantage 
Easy to construct Lack of targeted feedback 

How to Develop a Holistic Rubric 

1. Determine all the skills and abilities students need to demonstrate to achieve the learning 
outcome. 

a. Clarity, organization, and grammar. 
2. Determine the appropriate levels of accomplishment. 

a. Needs improvement, developing, sufficient, and above average. 
3. Write an overall description of how a student would demonstrate the learning outcome for 

each level of accomplishment. When creating a holistic rubric this step cannot be skipped. 

Example of a Holistic Rubric: Breakfast in Bed (Finckel & Searle, 2016). 

Performance 
Scale Description 

Excellent (4) All food is cooked correctly, all the meal is presented in a clean and well-
organized manner, and the recipient is kept comfortable throughout the meal. 

Good (3) 
Most of the food is cooked correctly, most of the meal is presented in a clean 
and well-organized manner, and the recipient is mostly comfortable throughout 
the meal. 

Fair (2) 
Some of the food is cooked correctly, some aspects of the meal are presented 
in a clean and well-organized manner, and the recipient is somewhat 
comfortable throughout the meal. 

Poor (1) 
Little, if any of the food is cooked correctly, very little or none of the meal is 
presented in a clean and well-organized manner, and the recipient is not 
comfortable throughout the meal. 

Use a holistic rubric when:  

• You want a quick snapshot of achievement.  
• A single dimension is adequate to define quality.  
• The assignment is low-stakes. 

 ANALYTIC RUBRICS 
There are 4 parts of an analytic rubric: 

• Task description  
o Describes the assessment activity that serves a reminder to the grader 
o Example: Students will write a research paper in the appropriate scientific style. 

• Task dimensions  
o Describe the parts of the task and are listed in the first column of the table 
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o Example: Thesis statement, Literature Review, Conclusion, Mechanics, 
References 

• Performance scale  
o Identifies the levels of performance along each of the dimensions and is presented 

in the first row of the table. 
o For example: Exceeds standards, Meets standards, Somewhat meets standards, 

Does not meet standard 
• Cell descriptions 

o Operationalizes what each level of performance means for each dimension. 
(Brophy, n.d.) 

Advantages and Disadvantages of Analytic Rubrics (DePaul University Teaching Commons, n.d.) 

Advantage Disadvantage 
Students have a clear understanding of their 
scores Takes a good deal of time to create 

Allow for the assessment of complicated skills Takes more time to grade assignments. 

How to Develop an Analytic Rubric 

Here are some steps to take when developing an analytic rubric (Hawaii, 2012; Brophy, n.d.).  

1. Review the course learning outcomes (Nestor, 2014). 
2. Determine the type of rubric you wish to use –holistic or analytic (Carriveau, 2010). 
3. Identify what you want to assess.  

a. These form the criteria for the assessment. 
b. These are usually part of the description of the assignment or task. 

4. Identify the characteristics to be rated (rows).  
5. Specify the skills, knowledge, and/or behaviors that you will be looking for.  

a. Limit the characteristics to those that are most important to the assessment.  
6. Identify the levels of mastery/scale (columns). 

a. Aim for an even number because when an odd number is used, the middle tends 
to become the "catch-all" category.  

b. Describe each level of mastery for each characteristic (cells). 
c. Describe the best work you could expect using these characteristics. This 

describes the top category. 
d. Describe an unacceptable product. This describes the lowest category.  
e. Develop descriptions of intermediate-level products for intermediate categories. 

Important: Each description and each category should be mutually exclusive.  
f. Focus your descriptions on the presence of the quantity and quality that you 

expect, rather than on the absence of them. However, at the lowest level, it would 
be appropriate to state that an element is “lacking” or “absent” (Carriveau, 2010).  

g. Keep the elements of the description parallel from performance level to 
performance level. In other words, if your descriptors include quantity, clarity, and 
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details, make sure that each of these outcome expectations is included in each 
performance level descriptor. 

7. Try out the rubric. 
a. Apply the rubric to an assignment. 
b. Share with colleagues.  

i. Faculty members often find it useful to establish the minimum score needed 
for the student work to be deemed passable. For example, faculty members 
may decide that a "1" or "2" on a 4-point scale (4=exemplary, 3=proficient, 
2=marginal, 1=unacceptable), does not meet the minimum quality 
expectations. They may set their criteria for success as 90% of the students 
must score 3 or higher. If assessment study results fall short, action will 
need to be taken. 

8. Discuss with colleagues. Review feedback and revise. 
a. Important: When developing a rubric for program assessment, enlist the help of 

colleagues. Rubrics promote shared expectations and grading practices which 
benefit faculty members and students in the program. 

Notes on levels of performance 

Consider the following questions when developing cells descriptions for the performance scale. 

• Are the levels of performance consistent from one level to the next? 
• Is the tone of the levels of performance consistent from one level to the next? 

Below is an example of consistent and inconsistent cell descriptions. 

 Does not meet 
standards 

Somewhat 
meets 

standards 
Meets standards Exceeds 

standards 

Consistent 

Entries are not all 
clear and include 
very few of the 
required 
elements. 

Entries are 
somewhat clear 
and include some 
of the required 
elements. 

Entries are 
mostly clear and 
include most of 
the required 
elements. 

Entries are clear 
and include all 
the required 
elements. 

Inconsistent 
Writing is messy 
and entries 
contain spelling 
errors. 

Entries are 
incomplete and 
there may be 
grammatical 
errors 

Entries are 
mostly clear and 
include most of 
the required 
elements. 

Entries are 
creatively written; 
procedures and 
results are clearly 
explained 

Example of an Analytical Rubric: Chocolate Chip Cookies (Hall & Salmon, 2003). 

  Taste Delicious 
(4) 

Taste Pretty Good 
(3) 

Taste Ok 
(2) 

Taste terrible 
(1) 

Number 
of chips 

Chocolate chip 
in every bite 

Chocolate chips in 
about 75 percent of 
the bites taken 

Chocolate chips in 
about 50 percent 
of the bites taken 

Chocolate chips in 
about 25% of the 
bites taken 
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  Taste Delicious 
(4) 

Taste Pretty Good 
(3) 

Taste Ok 
(2) 

Taste terrible 
(1) 

Texture Chewy 
Chewy in the 
middle, but crispy 
on the edges 

Texture is either 
crispy/crunchy 
from overcooking 
or doesn't hold 
together because 
it is at least 50 
percent uncooked 

Texture 
resembles a dog 
biscuit 

Color Golden brown 

Either brown from 
overcooking, or 
light from being 25 
percent raw 

Either dark brown 
from overcooking 
or light from 
undercooking 

Burned 

Taste Home-based 
taste 

Quality store-
bought taste  Tasteless  

Store-bought 
flavor, 
preservative 
aftertaste, stale, 
hard chalky 

Richness Rich, creamy, 
high-fat flavor Medium fat content Low-fat content  Nonfat contents 

Use an analytic rubric when you want:  

• To see relative strengths and weaknesses.  
• Detailed feedback.  
• To assess complicated skills or performance.  
• Students to self-assess their understanding or performance. (Schreyer Institute for 

Teaching Excellence, 2007, para.2). 

Grading/Rating Scales for Rubrics 

This section presents options for grading/rating rubrics scales 3, 4, 5, or 6 levels. Typically, 3-5 
levels are recommended. When selecting the number of levels, consider the student learning 
outcomes associated with the assignment and the type and purpose of the assignment.  

THREE LEVELS 
• Weak, Satisfactory, Strong 
• Beginning, Intermediate, Advanced 
• Poor, Average, Excellent 
• Developing, Competent, Exemplary 
• Low Mastery, Average Mastery, High Mastery 

FOUR LEVELS 
• Unacceptable, Marginal, Proficient, Distinguished 
• Beginning, Developing, Accomplished, Exemplary 
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• Does not meet expectations, Somewhat meets expectations, Meets expectations, 
Exceeds expectations 

• Poor, Fair, Good, Excellent 

FIVE LEVELS 
• Poor, Minimal, Sufficient, Above Average, Excellent 
• Novice, Intermediate, Proficient, Distinguished, Master 
• Unacceptable, Poor, Satisfactory, Good, Excellent 

SIX LEVELS 
• Unacceptable, Emerging, Minimally Acceptable, Acceptable, Accomplished, Exemplary 

Rubric Variations  

There are two variations of rubric scoring that can be used successfully, if well calibrated by the 
users.  

• Point system rubrics provide a range of points for each level of achievement; points are 
given at the scorer’s discretion. Each level receives the same number of points. Use this 
method when each criterion is weighted equally. Use this method, as in the case of the 
chocolate chip cookie rubric, the texture, color, taste, and richness are all worth the same 
number of points.  

• Weighted point system rubrics are a variation of the point system rubric, where different 
criteria are “weighted” by assigning different point ranges to the criteria. These rubrics 
convert levels descriptors into points, which creates scores that are compatible with the 
score ranges used in common grading scales (Brophy, n.d., p.6). Use this method, as in 
the case of the chocolate chip cookie rubric, if the criteria, texture and color are worth 
more points than taste and richness.  

This determination is made based on your expertise as an instructor and the purpose of the 
assignment. 

Test Construction 
Please review the tutorial provided by Weber State University (WSU Online, 2021). The modules 
on planning, developing, and implementing a test are an excellent resource for test construction.  

Guidelines for Writing Multiple Choice Questions 

Multiple choice (MC) tests are a popular assessment tool in higher education (Scully, 2017). MC 
tests are easy to administer and grade which is particularly important in large classes. Faculty are 
also able to assess students on a greater percentage of course content. Finally, faculty can 
access the performance of test items to make improvements for future assessments (Scully, 
2017).  

https://weber.instructure.com/courses/351442
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MC tests consist of the following components: 

• A stem - the text of the question. 
• Options/alternatives - the choices provided after the stem. 
• The key - the correct answer in the list of options. 
• Distracters - the incorrect answers in the list of options. 

MC tests are not without their challenges. According to Zimmerman (2015), MC tests are 
laborious to construct. As discussed in the Test Construction section above, to develop a MC test 
create a Test Blueprint. Below are recommendations for developing multiple choice questions. 

Constructing Effective Options/Alternatives (This information is derived from Brame, 
2013)  

1. All alternatives should be plausible. The function of the incorrect alternatives is to serve 
as distractors. Alternatives that are implausible do not serve as functional distractors and 
thus should not be used. Common student errors provide the best source of distractors. 

 
2. Alternatives should be stated clearly and concisely. Items that are excessively wordy 

assess students’ reading ability rather than their attainment of the learning outcome. 

https://www.clemson.edu/otei/documents/Teaching%20Review%20Resources/Test_Blueprint_Guide_final.pdf
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3. Alternatives should be mutually exclusive. Alternatives with overlapping content may 

be considered “trick” items by test-takers, excessive use of which can erode trust and 
respect for the testing process. 

 
4. Alternatives should be homogenous in content. Alternatives that are heterogeneous 

in content can provide cues to student about the correct answer. 
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5. Alternatives should be free from clues about which response is correct. 

Sophisticated test-takers are alert to inadvertent clues to the correct answer, such 
differences in grammar, length, formatting, and language choice in the alternatives. It’s 
therefore important that alternatives 

• have grammar consistent with the stem. 
• are parallel in form. 
• are similar in length. 
• use similar language (e.g., all unlike textbook language or all like textbook 

language). 
6. The alternatives “all of the above” and “none of the above” should not be used. 

When “all of the above” is used as an answer, test-takers who can identify more than one 
alternative as correct can select the correct answer even if unsure about other 
alternative(s). When “none of the above” is used as an alternative, test-takers who can 
eliminate a single option can thereby eliminate a second option. In either case, students 
can use partial knowledge to arrive at a correct answer. 

7. The alternatives should be presented in a logical order (e.g., alphabetical, or 
numerical) to avoid a bias toward certain positions. 
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8. The number of alternatives can vary among items if all alternatives are plausible. 

Plausible alternatives serve as functional distractors, which are those chosen by students 
that have not achieved the objective but ignored by students that have achieved the 
objective. There is little difference in difficulty, discrimination, and test score reliability 
among items containing two, three, and four distractors. 

Constructing Stems (This information is derived from Brame, 2013)  

1. The stem should be meaningful by itself and should present a definite problem. A stem 
that presents a definite problem allows a focus on the learning outcome. A stem that does 
not present a clear problem, however, may test students’ ability to draw inferences from 
vague descriptions rather serving as a more direct test of students’ achievement of the 
learning outcome. 
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2. The stem should not contain irrelevant material, which can decrease the reliability and 
the validity of the test scores (Haldon and Downing 1989). 

 
3. The stem should be negatively stated only when significant learning outcomes 

require it. Students often have difficulty understanding items with negative phrasing 
(Rodriguez, 1997). If a significant learning outcome requires negative phrasing, such as 
identification of dangerous laboratory or clinical practices, the negative element should 
be emphasized with italics or capitalized. 

 
4. The stem should be a question or a partial sentence. A question stem is preferable 

because it allows the student to focus on answering the question rather than holding the 
partial sentence in working memory and sequentially completing it with each alternative 
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(Statman, 1988). The cognitive load is increased when the stem is constructed with an 
initial or interior blank, so this construction should be avoided. 

 
Additional Guidelines Alternatives (This information is derived from Brame, 2013)  

1. Avoid complex multiple-choice items, in which some or all the alternatives consist of 
different combinations of options. As with “all of the above” answers, a sophisticated test-
taker can use partial knowledge to achieve a correct answer. 

 
2. Keep the specific content of items independent of one another. Savvy test-takers can 

use information in one question to answer another question, reducing the validity of the 
test. 

Examples of Multiple-Choice Questions that Assess Higher-Order Thinking Skills 

Below are examples of questions that are transformed from knowledge questions to higher order 
questions. 

REAL-WORLD SCENARIOS (The Learning Coach, n.d.) 

Example 1: 

• Before: What is the first concern of an emergency worker?  
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• After: You arrive at the scene of an accident where people are panicked and yelling. Three 
people appear to be injured. What action will you take first? 

Example 2: 

• Before: Which of the following are measures of morbidity? (Check all that apply)  
• After: A researcher is interested in recording the number of individuals in a particular 

geographic region who have a common cold at some point during the month of February 
2001. Which of the following measures of morbidity would be most appropriate in 
answering this question? 

Example 3: 

• Before: What symbol does a formula always start with in Excel?  
• After: If you want to total the first ten data cells in column b, which one of the following 

formulas should you use? 

ANALYSIS OF VISUALS (The Learning Coach, n.d.) 

Example 4: 

• Before: What are the components of a computer’s video system? (Select all that apply.)  
• After: Using the repair flowchart shown here, what should you check if the monitor stops 

working?  

Example 5: 

• Before: Choose the best definition of rate card.  
• After: Using the rate card, what is the best time for a customer in the United States to 

make an international call to Brazil?  

Example 6: 

• Before: Which country has the largest population?  
• After: What does this graph predict about world population in the year 2020?  

Example 7: 

• Before: Select the best definition of active listening.  
• After: Which video best demonstrates active listening during a call with an irate customer? 

THE ANSWER PLUS THE REASON WHY (The Learning Coach, n.d.) 

Example 8: 

• Before: What are three signs of edema? 
• After: A patient entered the hospital with edema of both lower extremities. What action 

should the nurse take and why?  

Example 9: 

• Before: Select the most effective tone for writing technical documentation.  
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• After: Select the paragraph and reasoning that best demonstrate how to start a technical 
document. 

Example 10: 

• Before: Name three qualities of effective entrepreneurs.  
• After: Review the financials of these three startup companies. Which one would you invest 

in and why? 

ITEM FLIPPING (Scully, 2017) 

According to Piaget’s theory of cognitive development, what is accommodation? 

A. The ability to think logically 
B. The diminishing of a response to frequently repeated stimulus 
C. Altering one’s existing schemas because of new information 
D. An inability to understand perspectives besides one’s own 

--To-- 

After Sarah learned that penguins can’t fly, she had to modify her existing concept of  
birds. This best illustrates the process of:   

A. Accommodation 
B. Conservation   
C. Habituation   
D. Egocentrism  

MULTI-LEVEL THINKING OR TAPPING MULTIPLE NEURONS (Scully, 2017) 

Tim’s second grade teacher is concerned because of the following observations about Tim’s 
behavior in class: 

A. Withdraws from peers on the playground and during group work 
B. Often confuses syllables in words (example says mazagine instead of magazine) 
C. Often confuses b and d, p, and q, etc. when writing or recognizing letters 
D. Loses his place when reading 

The teacher has arranged a meeting with Tim’s mother to discuss these concerns. Which of the 
following statements is best for the teacher to say to Tim’s mother? 

A. Tim needs extra practice reading and writing problematic letters and words at home at 
least 30 minutes per day. 

B. Please discuss the importance of schoolwork to Tim so that he will increase his efforts in 
classwork. 

C. These are possible symptoms of dyslexia so I would like to refer him to a specialist for 
diagnosis. 

D. Please adjust Tim’s diet because he is most likely showing symptoms of ADHD due to 
food allergies. 
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A Revised Taxonomy of Multiple-Choice (MC) Item-Writing Guidelines  

(Haladyna, Downing, & Rodriguez, 2002)  

 GENERAL  
1. Every item should reflect specific content and a single specific mental behavior, as called 

for in test specifications (two-way grid, test blueprint).  
2. Base each item on important content to learn; avoid trivial content.  
3. Use novel material to test higher level learning. Paraphrase textbook language or 

language used during instruction when used in a test item to avoid testing for simply 
recall.  

4. Keep the content of each item independent from content of other items on the test.  
5. Avoid over specific and over general content when writing MC items.  
6. Avoid opinion-based items.  
7. Avoid trick items.  
8. Keep vocabulary simple for the group of students being tested. 

 WRITING THE STEM  
9. Ensure that the directions in the stem are very clear  
10. Include the central idea in the stem instead of the choices  
11. Avoid window dressing (excessive verbiage)  
12. Word the stem positively, avoid negatives such as NOT or EXCEPT. If negative words 

are used, use the word cautiously and always ensure that the word appears capitalized 
and boldface  

 WRITING THE CHOICES  
13. Develop as many effective choices as you can, but research suggests three is adequate.  
14. Make sure that only one of these choices is the right answer.  
15. Vary the location of the right answer according to the number of choices.  
16. Place choices in logical or numerical order.  
17. Keep choices independent; choices should not be overlapping.23. Keep choices 

homogeneous in content and grammatical structure.  
18. Keep the length of choices about equal.  
19. None-of-the-above should be us ed carefully.  
20. Avoid All-of-the-above.  
21. Phrase choices positively; avoid negatives such as NOT.  
22. Avoid giving clues to the right answer, such as  

a. Specific determiners including always, never, completely, and absolutely.  
b. Clang associations, choices identical to or resembling words in the stem.  
c. Grammatical inconsistencies that cue the test-taker to the correct choice.  
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d. Conspicuous correct choice.  
e. Pairs or triplets of options that clue the test-taker to the correct choice.  
f. Blatantly absurd, ridiculous options.  

23. Make all distractors plausible.  
24. Use typical errors of students to write your distractors. 

OTHER RESOURCES  
Here are links to additional resources: 

• Martin, C. (2019, November 19). Raising the bar: Creating multiple-choice questions to 
assess higher-order thinking skills.  

• Martin, C. (2021, July 21). How to write effective test questions.  

Canvas: Quiz and Item Analysis 
This section provides information on quiz and item analysis for new quizzes in Canvas. To review 
reports for new quizzes, review the instructions provided by Canvas for reviewing quiz reports: 
How do I view reports for a quiz in New Quizzes?. 

The next two sections focus on the available statistics and information on to interpret these 
statistics. 

Canvas Quiz Analysis (Instructure, n.d.) 

The available quiz analysis statistics are listed below: 

1. High Score [1]: displays highest percentage score (Instructure, n.d., para. 9). 
2. Low Score [2]: displays lowest percentage score (Instructure, n.d., para. 9).  
3. Mean Score [3]: displays average percentage score (Instructure, n.d., para. 9). 
4. Standard Deviation [4]: represents the amount of variation from the mean score 

(Instructure, n.d., para. 9). 
5. Mean Elapsed Time [5]: displays average time to complete quiz (Instructure, n.d., para. 

9). 
6. Cronbach’s Alpha [6]: measures internal consistency of how closely related a set of items 

are as a group. The coefficient of internal consistency is an indicator of reproducibility, i.e., 
how likely is it that a student would score the same on the test if they took it again. 
(Instructure, n.d., para. 9). The higher the reliability indicates students answering 
questions designed to measure similar constructs the same (Butcher, 2019; Cherry, 
2020). Scores above 70% are satisfactory. (See Table 3).  

 
Alpha values  Interpretation 

0.90 and above  Excellent reliability; at the level of the best standardized tests  

0.80 – 0.89  Very good for a classroom test  

https://ftp.uws.edu/udocs/Employees/Institutional_Effectiveness/Assessment%20Resources/Raising%20the%20bar_Creating%20multiple-choice%20questions%20to%20assess%20higher-order%20thinking%20skills.pdf
https://ftp.uws.edu/udocs/Employees/Institutional_Effectiveness/Assessment%20Resources/Raising%20the%20bar_Creating%20multiple-choice%20questions%20to%20assess%20higher-order%20thinking%20skills.pdf
https://ftp.uws.edu/udocs/Employees/Institutional_Effectiveness/Assessment%20Resources/Writing%20effective%20test%20questions.pdf
https://community.canvaslms.com/t5/Instructor-Guide/How-do-I-view-reports-for-a-quiz-in-New-Quizzes/ta-p/619
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0.70 – 0.80  Good for a classroom test; in the range of most. There are probably a few 
items which could be improved.  

0.60 – 0.69  
Somewhat low. This test needs to be supplemented by other measures 
(e.g., more tests) to determine grades. There are probably some items 
which could be improved.  

0.50 – 0.59  
Suggests need for revision of test unless it is quite short (ten or fewer 
items). The test needs to be supplemented by other measures (e.g., more 
tests) for grading.  

Less than 0.50  Questionable reliability. This test should not contribute heavily to the course 
grade, and it needs revision.  

(Office of Educational Assessment, 2021) 

 

Canvas Item Analysis (Instructure, n.d.) 

The available item analysis statistics are listed below: 

1. Difficulty Index [1]: measures the proportion of students who answered the question 
correctly. Calculated by dividing the number of correct answers by the number of times 
the item was included in the quiz. (Instructure, n.d., para. 11).  

2. Discrimination Index [2]: measures how well a question can tell the difference between 
students who do well on the exam and those who do not. (Instructure, n.d., para. 11). 
Calculated by subtracting the bottom 27% of difficulty index scores from the top 27% of 
difficulty index scores. It indicates how effective the question is at sorting out able students 
from those who are less able (Butcher, 2019). Parameters for interpretation are presented 
in the table below.  
 

Discrimination index value Interpretation 
>50  Very good discrimination  
30 – 50  Adequate discrimination  
20 - 29  Weak discrimination  
0 - 19  Very weak discrimination  
<0  Mis-keyed or another major flaw  

(Butcher, 2019) 
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3. RPB (Point-Biserial Correlation Coefficient) [3]: measures the correlation between a 
given item and the total score. (Instructure, n.d., para. 11). 

 
P-value 
(item 
difficulty)  

Point biserial (Item Discrimination, D-value) 
D = < 0.1 D = > 0.1 to < 0.30 D = > + 0.30 

≥ 0.75 (easy)   
Requires review & 
revision (easy item; 
does not discriminate)  

Consider Review (easy 
item)  

Keep & Use (easy item; 
high discrimination)  

0.25-0.75  
(medium)   

Requires review & 
revision (moderate item; 
does not discriminate)  

Consider Review 
(moderate item)  

Keep & Use (moderate 
item; high 
discrimination)  

< 0.25 
(difficult)   

Requires review & 
revision (difficulty item; 
does not discriminate)  

Consider Review 
(difficult item)  

Keep & Use (difficult 
item; high 
discrimination)  

 
4. Mean Earned Score [4]: displays average point score. (Instructure, n.d., para. 11). 

 

Item Analysis Summary  

As the instructor, you are the content expert and develop assessments based on your 
expectations and experiences as a professional educator. With any exam, an important thing to 
always keep in mind is that decisions about item revision should be based on the extent to which 
item performance matches your intent for the item and your intent for the overall exam (Tobin. 
n.d.)  

Item analysis is an empowering process. Knowledge of score reliability, item difficulty, item 
discrimination, and crafting effective distractors can help an instructor make decisions about 
whether to retain items for future administrations, revise them, or eliminate them from the test 
item pool. Item analysis can also help an instructor to determine whether a particular portion of 
course content should be revisited. In any case, all indices should be considered together before 

https://en.wikipedia.org/wiki/Point-biserial_correlation_coefficient
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making decisions or revisions. One important thing to always keep in mind is that decisions about 
item revision should be based on the extent to which item performance matches your intent for 
the item and your intent for the overall exam. (Tobin, n.d., para. 49)  

Conclusion 
The guide closes with a summary of how assessment can work. Kelly (2017) captures the heart 
of what assessment can be if we remember its focus on student learning.  

Assessment works when we learn to look at it as a process for improving the quality of 
our teaching.  

It works when we dialogue with colleagues, both within our discipline and across campus, 
and create new ideas to help students learn.  

Assessment works when we try something new and don’t get disheartened when it 
doesn’t work; instead, we reevaluate and try something else.  

Assessment works when something new proves effective and we gain information that 
moves our curriculum forward.  

Assessment can work if we quit making excuses as to why it’s so difficult and messy and 
instead look to the information to reinforce what works and discard what doesn’t.  

Assessment works when we embrace the challenge of always getting better. (Kelly, 2017, 
para 7). 

Finally, use assessment to tell the story of your program, your course, your students! 
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Appendix A 

Key Terms and Concepts 

Alignment – a course is designed in such a way that the instructional strategies, learning activities, and 
assessments are aligned with the student learning outcomes to ensure that students are learning what they 
are expected to learn (Biggs & Tang, 1999). 
Assessment – A systemic process that uses empirical data to make a judgment regarding pertinent areas 
of performance at the university, including student learning and operational effectiveness. 
Closing the loop – When changes are made in response to outcome data, the outcome is measured again 
to see if the changes had an impact.  
Continuous improvement – Regular review and change based on formal and informal assessment of 
processes, content, methods, and practices to assure accuracy, efficiency, and effectiveness.  
Curriculum map(ping) – a visual depiction of a curriculum for documenting what and where content is 
taught, ensuring instruction is aligned with program and institutional learning outcomes and identifying gaps 
in the curriculum. 
Direct measures – Assessments of student work products or performances that provide demonstrated 
evidence of program level student learning outcomes using exams, papers, projects, presentations, 
portfolios, or other performance related measures.  
Indirect measures – Assessments of student work products or performances that substantiate evidence 
of program level learning outcomes including attitudes, perceptions, feelings, and values as demonstrated 
through surveys, interviews, course evaluations, reports on retention, graduation, and placement, etc.  
Institutional learning outcomes – Knowledge, skills, abilities, and attitudes that all students are expected 
to develop from their university education and training experiences. Also known as ILOs. 
Learning outcome – The desired learning or standard of what students will know, be able to do, or value 
as a result of taking a course or completing a program.  
Outcome – The desired end result based on actions taken by the university.  
Program assessment outcome reports – Annual report from a program that describes the outcomes 
measured during the past year, the findings from the assessments, and how the results were used to make 
decisions and improvements.  
Program learning outcome plan – A detailed explanation of how and when the defined outcomes of the 
program will be measured. 
Target – A desired level of performance. 
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Appendix B 

Bloom’s Taxonomy  

Remember Understand Apply Analyze Evaluate Create 

Cite Add Acquire  Analyze Appraise Abstract 

Define Approximate Adapt Audit Assess Animate 

Describe Articulate Allocate Blueprint Compare Arrange 

Draw Associate Alphabetize Breadboard Conclude Assemble 

Enumerate Characterize Apply Break down Contrast Budget 

Identify Clarify Ascertain Characterize Counsel Categorize 

Index Classify Assign Classify Criticize Code 

Indicate Compare Attain Compare Critique Combine 

Label Compute Avoid Confirm Defend Compile 

List Contrast Back up Contrast Determine Compose 

Match Convert Calculate Correlate Discriminate Construct 

Meet Defend Capture Detect Estimate Cope 

Name Describe Change Diagnose Evaluate Correspond 

Outline Detail Classify Diagram Explain Create 

Point Differentiate Complete Differentiate Grade Cultivate 



 

53 

Remember Understand Apply Analyze Evaluate Create 

Quote Discuss Compute Discriminate Hire Debug 

Read Distinguish Construct Dissect Interpret Depict 

Recall Elaborate Customize Distinguish Judge Design 

Recite Estimate Demonstrate Document Justify Develop 

Recognize Example Depreciate Ensure Measure Devise 

Record Explain Derive Examine Predict Dictate 

Repeat Express Determine Explain Prescribe Enhance 

Reproduce Extend Diminish Explore Rank Explain 

Review Extrapolate Discover Figure out Rate Facilitate 

Select Factor Draw File Recommend Format 

State Generalize Employ Group Release Formulate 

Study Give Examine Identify Select Generalize 

Tabulate Infer Exercise Illustrate Summarize Generate 

Trace Interact Explore Infer Support Handle 

Write Interpolate Expose Interrupt Test Import 

  Interpret Express Inventory Validate Improve 

  Observe Factor Investigate Verify Incorporate 

  Paraphrase Figure Layout   Integrate 
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Remember Understand Apply Analyze Evaluate Create 

  Picture graphically Graph Manage   Interface 

  Predict Handle Maximize   Join 

  Review Illustrate Minimize   Lecture 

  Rewrite Interconvert Optimize   Model 

  Subtract Investigate Order   Modify 

  Summarize Manipulate Outline   Network 

  Translate Modify Point out   Organize 

  Visualize Operate Prioritize   Outline 

    Personalize Proofread   Overhaul 

    Plot Query   Plan 

    Practice Relate   Portray 

    Predict Select   Prepare 

    Prepare Separate   Prescribe 

    Price Subdivide   Produce 

    Process Train   Program 

    Produce Transform   Rearrange 

    Project     Reconstruct 

    Provide     Relate 
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Remember Understand Apply Analyze Evaluate Create 

    Relate     Reorganize 

    Round off     Revise 

    Sequence     Rewrite 

    Show     Specify 

    Simulate     Summarize 

    Sketch       

    Solve       

    Subscribe       

    Tabulate       

    Transcribe       

    Translate       

    Use       

(University of Arkansas, 2018) 
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Appendix C 

Curriculum Map Template 

Please see 
completion 
instructions A 
through E below.  

A. Insert course names & #'s in columns 
and program outcomes in rows Course 1  Course 2 Course 3 Course 4 Course 5 

A. Insert credits 
     

Program outcome 1                                      
B. Insert "I," "R," or "A."      
C. Insert potential assessments      

Program outcome 2 
B. Insert "I," "R," or "A."      
C. Insert potential assessments      

Program outcome 3 
B. Insert "I," "R," or "A."      
C. Insert potential assessments      

Program outcome 4 
B. Insert "I," "R," or "A."      
C. Insert potential assessments      

Program outcome 5 
B. Insert "I," "R," or "A."      
C. Insert potential assessments      
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INSTRUCTIONS     
A. Insert course and program outcomes 
[link for samples] 

B. Insert expected knowledge or skill level 
of each course 

C. Insert how the outcome is assessed in 
the course 

1. Insert program outcomes in the rows 
labeled "Program outcome #."  Insert 
additional rows if needed. 
 
2. Insert an abbreviated course name, 
number, and number of credit hours in 
labeled columns. Insert additional columns if 
needed. 
 
It is helpful to insert course information in the 
sequence in which they are typically taught. 

1. Request that faculty teaching each course 
listed in the columns to determine which, if 
any, of the program outcomes are addressed 
and/or assessed in their course. 
 
2. Ask those same faculty members (from 
B.1.) to identify whether students--after taking 
the course--are expected to demonstrate 
introductory knowledge or skill (e.g., recall or 
explain facts, concepts), reinforced knowledge 
or skill (e.g., apply a procedure or analyze 
how parts relate to or contrast from one 
another), or advanced knowledge or skill  
(e.g., evaluate or make judgments based on 
criteria; create a novel approach, product, or 
artifact). 
 
Insert an "I" for introductory, an "R" for 
reinforced, or an "A" for advanced into the cell 
to represent each faculty member's 
determination. 

1. Request that faculty teaching each course 
state how student knowledge or skill is 
assessed in their course, as aligned with the 
program-level outcomes. 
 
2. Insert potential assessment methods into 
the appropriate cells. 
 
Frequently used assessments are listed 
below. (This list is not all-inclusive; faculty 
should insert any activities not found in this 
list.) 
 
--case study 
--client project 
--debate 
--exhibition of work 
--exam 
--group work 
--lab 
--oral presentation 
--performance 
--problem sets 
--public review 
--service learning 
--studio 
--written work 
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