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I N T R O D U C T I O N  

 
 
The purpose of this manual is to provide Academic Faculty a resource for developing and implementing 
an effective course learning assurance plan. The guidelines herein provide an overview of the full learning 
assurance cycle at USF with reference materials for developing meaningful and manageable course 
strategies, course statement, course learning goals, course learning outcomes, rubrics, and learning 
assurance measures. Any questions regarding the contents of this manual should be directed to the USF 
Office of Student Learning Assurance, Bill Murry, x5486, wmurry@usfca.edu. 
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Guidelines for Course Level Student Learning Assurance 
30 January 2012 

 
U n i v e r s i t y  o f  S a n  F r a n c i s c o  O f f i c e  o f  S t u d e n t  L e a r n i n g  A s s u r a n c e  

 
Page ii 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

[This page left intentionally blank] 



Guidelines for Course Level Student Learning Assurance 
30 January 2012 

 
U n i v e r s i t y  o f  S a n  F r a n c i s c o  O f f i c e  o f  S t u d e n t  L e a r n i n g  A s s u r a n c e  

 
Page ii 

T A B L E  O F  C O N T E N T S  
 

Chapter 1: Introduction to Course Level Student Learning Assurance      
Purpose of Student Learning Assurance  
Best Practices in Student Learning Assurance 
 

Chapter 2: Student Learning Assurance at USF         
Role of the Office of Student Learning Assurance 
Office of Student Learning Assurance Mission Statement 
Primary Functions of the USF Office of Student Learning Assurance 
USF Student Learning Assurance Processes 
 

Chapter 3: Preparing for Course Level Student Learning Assurance       
Faculty Involvement 
Creating effective processes 
 

Chapter 4: Building the Course Syllabus for Student Learning       
Formulating Purpose Statements 
Defining Course Goals 
Formulating Student Learning Outcomes 
Domains of Learning 
Action Verbs Associated with Domains of Learning 
Developing and Using Rubrics 
Types of Evidence Based Student Learning Assurance Methods 
 

Glossary of Student Learning Assurance Terms:         
 
References:              
 
Appendix A: Sample Syllabi  
 
Appendix B: Sample Alignment with Program Outcomes 
 
Appendix C: Sample Course Goals and Learning Outcomes 
 
Appendix D: Sample Learning Outcome Rubrics 

          AAC&U Value Rubrics          
 
Appendix E: Templates 
 
Appendix F: Choosing the Right Measure 
 
Appendix G: Improving Learning 

 



Guidelines for Course Level Student Learning Assurance  
30 January 2012 

 

 
U n i v e r s i t y  o f  S a n  F r a n c i s c o  O f f i c e  o f  S t u d e n t  L e a r n i n g  A s s u r a n c e  Page 1 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

[This page left intentionally blank] 



Guidelines for Course Level Student Learning Assurance  
30 January 2012 

 

 
U n i v e r s i t y  o f  S a n  F r a n c i s c o  O f f i c e  o f  S t u d e n t  L e a r n i n g  A s s u r a n c e  Page 2 

C H A P T E R  1  
Introduction to Course Level Student Learning Assurance 

 
Purpose of Course Level Student Learning Assurance1 
 
The purpose of course student learning assurance is to enhance course quality at USF. In an academic 
context, course learning assurance involves the continuous, systematic process of collecting and analyzing 
data and using that information to improve student learning. In other words, what will students know, be 
able to do, or value when they complete an academic course at USF and how we know these things about 
our students. 
 
Benefits of a Systematic Course Level Student Learning Assurance Process: 
 

• Clarifies teaching goals and what you want students to learn; 
• Gives students a better understanding of your expectations for work in our course and how you 

evaluate their performance; 
• Opens greater opportunities for communication and feedback between you and our students; 
• Engages students to actively participate in their own learning 
• Provides greater information about student learning in the classroom and beyond;  
• Allows for immediate adjustment to course delivery as the course progresses; 
• Provides information to others such as accreditors, administration, trustees, etc. on the quality of 

the education students receive; 
• Ensures continuous improvement of courses and curricula; 
• Aligns courses with Program Level student learning assurance. 

 
What course level learning assurance is NOT: 
 

• An evaluation of individual faculty; 
• A meaningless bureaucratic exercise; 
• A waste of time. 
 

                                                           
1 Source: UMASS 
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Best Practices in Program Learning Assurance: A Prelude to Student Learning at the Course Level  
 
9 Principles of Good Practice for [Effective] Student Learning2

 

 

1. The evaluation of student learning begins with educational values. 
 

Evaluation 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, evaluation 
threatens to be an exercise in measuring what is easy, rather than a process of improving what we 
really care about. . 

 
2. Evaluation 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. Evaluation 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 student's educational experience. 

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

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

 
4. Evaluation 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 Evaluation can help us understand 
which students learn best under what conditions; with such knowledge comes the capacity to improve 
the whole of their learning. 

 
  

                                                           
2 Alexander W Astin; Trudy W Banta; K Patricia Cross; Elaine El-Khawas; Peter T Ewell; Pat Hutchings; Theodore J Marchese; Kay M 
McClenney; Marcia Mentkowski; Margaret A Miller; E Thomas Moran; Barbara D Wright. This document was developed under the auspices of 
the AAHE Assessment Forum with support from the Fund for the Improvement of Post-Secondary Education with additional support for 
publication and dissemination from the Exxon Education Foundation Copies may be made without restriction. 
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5. Evaluation works best when it is ongoing, not episodic. Evaluation is a process whose power is 
cumulative. 

 
Though isolated, "one-shot" evaluation can be better than none, improvement over time is best 
fostered when evaluation entails a linked series 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 evaluation process itself should be evaluated and refined in light of emerging insights. 

 
6. Evaluation fosters wider improvement when representatives from across the educational community 

are involved. 
 

Student learning is a campus-wide responsibility, and evaluation is a way of enacting that 
responsibility. Thus, while evaluation efforts may start small, the aim over time is to involve people 
from across the educational community. Faculty play an especially important role, but evaluation 
questions can't be fully addressed without participation by student-affairs educators, librarians, 
administrators, and students. Evaluation 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, evaluation 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. Evaluation makes a difference when it begins with issues of use and illuminates questions that people 

really care about. 
 

Evaluation 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 
evaluation 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 evaluation 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. Evaluation is most likely to lead to improvement when it is part of a larger set of conditions that 

promote change. 
 

Evaluation 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 evaluation, 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 public 
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. 

 



Guidelines for Course Level Student Learning Assurance  
30 January 2012 

 

 
U n i v e r s i t y  o f  S a n  F r a n c i s c o  O f f i c e  o f  S t u d e n t  L e a r n i n g  A s s u r a n c e  Page 5 

. 
C H A P T E R  2  

Student Learning Assurance at USF 
 
Role of the USF Office of Student Learning Assurance 
 
The USF Office of Student Learning Assurance (OSLA) was established as part of an overall campus 
commitment to continuous quality improvement of institutional programs and curricula. In an effort to 
expand the campus focus on learning assurance activities and to reinforce the importance of the learning 
assurance function as an academic priority the office is situated within the Office of the Senior Vice-
Provost for Academic Affairs along with the Office of Institutional Effectiveness and the Office of 
Institutional Research. All offices complement and support one other in promoting overall issues related 
to planning and institutional effectiveness. The OSLA reports directly to the Senior Vice Provost. In 
response to the strategic priorities set by the USF Leadership Team, WASC accreditation standards, and 
the needs of the schools, the OSLA directs learning assurance activities within four main areas: 
institutional strategic goals, program/service quality and assurance, the student/alumni experience, and 
student learning. The OSLA takes responsibility for informing all divisions of the University about the 
results and implications of various learning assurance projects. 
 
In addition, the OSLA assists faculty, staff and administrators in planning, designing, implementing, 
analyzing and reporting University-wide or more targeted learning assurance efforts. These 
responsibilities include inter alia, planning, locating or developing tools to meet learning assurance needs; 
offering opportunities for faculty and staff to learn and share learning assurance methods; assisting 
University offices and its leadership in ensuring that learning assurance results are used effectively for 
program improvement; and, producing periodic reports on the results of learning assurance efforts. In 
addition to contributing to university-wide learning assurance efforts, the Director supports 
schools/colleges or departments in their disciplinary accreditation and other department-based evaluation 
needs and interact with appropriate members of the University community. 
 
Currently, the OSLA consists of the director who is responsible for providing technical and analytical 
support related to campus learning assurance activities, as necessary. The director, William D. Murry, 
Ph.D., has significant experience in institutional learning effectiveness, research, and psychometrics. He 
is also a Teagle Assessment Scholar with the Wabash College Center for Inquiry that work as applied 
anthropologists/political scientists/sociologists who focus on developing an understanding of a campus's 
culture, values, politics, governance structures, and history so that they can help a campus identify ways 
of using evidence to improve student learning. Bill was also part of the AAC&U’s LEAP initiative 
(Liberal Learning and America’s Promise) for championing the imp0ortance of undergraduate student 
learning in all of the Essential Learning Outcomes areas for success in college, the workplace and as 
global citizens. Specifically the project was to develop VALUE rubrics (Valid Assessment of Learning in 
Undergraduate Education) for fifteen essential learning outcomes. Most recently, Bill was a key staff 
person in the University’s WASC reaffirmation process. Prior to USF, Bill was on the faculty at 
Duquesne University in Pittsburgh Pennsylvania, a peer Catholic institution. In his position as Director of 
Student Learning Assurance here at USF, Bill has established an accessible, client-based office whose key 
role is to support all campus units in their learning assurance efforts. 
 
USF Office of Student Learning Assurance Mission Statement:  
 
The Mission of the Office of Student Learning Assurance (OSLA) shall be to promote "Excellence in 
Learning" within the University of San Francisco academic and non-academic units through the 
development of a faculty and staff led learning assurance process. The primary function of the OSLA 
shall be to advise, support and oversee "student-centered learning" assurance processes in keeping with 
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the University mission, vision, and values. 
 
Primary Functions of the USF Office of Student Learning Assurance:  

The primary goals of the OSLA in meeting its mission shall be too systematically: 

• Provide leadership and support to the University for student learning assurance of programs and 
activities including the identification and evaluation of student learning goals and outcomes;  

• Design workshops and information dissemination strategies to support student learning assurance 
efforts by faculty and staff;  

• Provide support of program reviews; 
• Participate in regional and specialty accreditation efforts; 
• Serve as an expert to Academic Affairs and University Life for current student learning assurance 

practices and research findings about student learning in higher education;  
• Participate in the analysis and reporting of results of major University-wide learning assurance 

projects; 
• Assess University-wide efforts to address issues including but not limited to:  

o the implementation of the University's Mission;  
o student learning;  
o alumni;  
o improving student retention;  
o optimizing the first year student experience;  
o enhancing student leadership and empowerment;  
o enriching graduate and professional student life;  
o expanding and enhancing student services;  
o and, increasing the effectiveness of the co-curricular learning environment  

• Monitor trends and provide information on the student experience; 
• Promote opportunities for shared data collection across divisions and across learning assurance 

projects; 
• Participate in the integrated learning experiences and provide support for evidence collection. 

USF Student Learning Assurance Processes. 
 
Course level learning assurance at USF is integrated with the program and other institutional processes 
related to student learning. This type of iterative cycle is graphically represented below. 
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At the beginning of the student learning assurance cycle, faculty should produce a comprehensive course 
learning assurance syllabus (see Chapter 4) that includes the following components. 
 

• Course/purpose statement. 
• Articulation of how the course purpose aligns with the program mission. 
• Overarching course learning goals aligned with the program outcomes. 
• Intended student learning outcomes aligned with each course learning goal. 
• For each learning outcome, a set of rubrics that articulates the range of levels of student success. 
• For each learning outcome, articulation of the intended evaluation method(s) of learning 

assurance. This should include at least one direct measure of student learning. Faculty are 
strongly encouraged to utilize multiple measures, both direct and indirect, that incorporate 
evaluation of student work products, attitudes, behaviors, satisfaction and perceptions with regard 
to their learning. 

 

Change and 
Improve 

 
Reflect and Discuss 

 
Evaluation 

Institutional, 
Program, & 

Course 
Learning Outcomes 

Institutional, 
Program, & 

Course 
Goals Alignment 

University &  
Program 
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C H A P T E R  3  
Preparing for Course Level Student Learning Assurance 

 
Faculty Involvement. 
 
There are two primary purposes that ensure effective course learning: 
 

• A faculty commitment to initiate and support the process; and 
• A willingness by faculty to use learning assurance results for decision-making and, ultimately, 

course improvement. 
 
The USF Office of Student Learning Assurance works with faculty to provide resources to assist with 
learning assurance efforts The OSLA provides consultation in developing outcome statements and 
learning assurance methods as well as facilitating the supply of information such as best practices. 
 
Creating Effective Processes 
 
Planning for course learning assurance is imperative in order to ensure that the critical needs of the 
faculty person are being met and that learning assurance activities provide meaningful data for the least 
cost in terms of faculty time/effort. Course level learning assurance should incorporate the following 
inclusive processes in order to be effective and meaningful in the long term:  
 

• A process for developing the course statement. 
• A process for developing course-learning goals. 
• A process for developing intended course-learning outcomes and learning assurance measures. 
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C H A P T E R  4  
Building the Course Syllabus for Student Learning 

 
Formulating Statements 
 
Why do we need a purpose statement? 
 

Purpose statements are often derided as trite with little or no value in course or curricular 
activities, hardly read by students. This is a common misconception about the role of purpose 
statements in the student learning assurance process. Purpose statements should be the guiding 
philosophy of ALL course activities. Such statements, if thoughtfully developed, provide the 
foundation, which supports all other aspects of course learning assurance. Purpose statements 
clarify the raison d’être of the course to all students, allowing faculty to focus their resources and 
efforts on issues that are critical to their course. 

 
What is a purpose statement? 
 

The purpose statement should be a distinctive description of the course that identifies what the 
course is, what it does, and for whom it does it . 

 
Characteristics of a Well-Defined Purpose Statement:  
 

• Brief, concise, distinctive. 
• Clearly identifies the course’s purpose. 
• Clearly aligns with the program. 
• Explicitly articulates the essential functions/activities of the course. 

 
General Format of Course/Purpose Statement:  
 
“The purpose of the [insert name of course] is to [insert primary purpose] by providing [insert essential 
functions/activities of the course]”. 
 
Examples of Well-Defined Course/Purpose Statements:  
 
Defining Course Level Student Learning Goals 
 
In a few brief (3-4), succinct statements state the overarching goals of the course, particularly as they 
relate to student learning. Course goals are generally broadly stated and focus on the semester long 
outcomes of the course. 
 
Characteristics of Well-Defined Course Goals 
 

• Clearly related to the course/purpose. 
• Reflective of program priorities in the long-term. 
• Reflective of course priorities over the semester. 
• Illustrate the ‘ideal’ learner of the course. 

 
Writing Course Goals 
 

• Focus on a handful of goal statements; less than 5 is best. 
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• Describe the actions of the course in facilitating the acquisition of certain skills, knowledge or 
attitudes of the ideal student. 

• Use a general format for the goal statement such as “to [insert action verb] [insert object] [insert 
modifiers]”. 

 
Examples of Course Goals 
 
Formulating Course Level Student Learning Outcomes. 
 
What is a student learning outcome (SLO)? 
 
A student learning outcome is a specific, measurable statement of what a student should know, be able to 
do, or value when they complete a course.  
 
How is a SLO different from other types of course goals or outcomes? 
 
A SLO focuses on specific behaviors, attitudes, abilities, etc that a student will demonstrate or possess as 
a result of instruction or other course activity. There may be other types of outcomes or outcomes that a 
course might have that are not focused on student characteristics such as targets for student research, 
service, community outreach, etc. These types of outcomes or outcomes are known as process or 
performance outcomes. Faculty are encouraged to assess these types of outcomes, but they cannot 
substitute for a SLO. 
 
Characteristics of a Well-Defined Student Learning Outcome.3(S.M.A.R.T.) 
 

• Specific; SLOs should be specific to your course and should be stated in clear, definitive terms. 
• Measurable; SLOs must be stated in terms that are clearly measurable either quantitatively or 

qualitatively. The use of action verbs in SLO statements can maintain a focus on measurability. 
Sample action verbs can be found below. Faculty should consider whether data collection for a 
particular SLO is reasonable and feasible given program resources. 

• Attainable; faculty should consider the reality of what they hope to achieve. SLOs should be a 
reasonable statement of what the course can contribute in terms of student skills, knowledge and 
abilities. 

• Results-oriented; SLOs should focus on the end result rather than an action to be implemented or 
provided by the course. SLOs should be clearly stated in terms of what exactly a student should 
know, be able to do, or value. 

• Time-bound; SLOs should be framed in such a way that they can be measured within a time 
period over which the course has some control. 

 
Anatomy of a Student Learning Outcome. 
 

• In a SLO statement the focus must be on the student and what s/he will know, do, or value 
Possible formats of SLOs are as follows:  

• Students will [insert action verb] [describe expected skill, knowledge or value]. 
• Students are able to [insert action verb] [describe expected skill, knowledge or value]. 
• Students will demonstrate the ability to (or knowledge of) [insert action verb] [describe expected 

skill, knowledge or value]. 

                                                           
3 Adapted from University of Central Florida Program Assessment Handbook (2004). 
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Examples of Student Learning Outcome Statements. 
 

• Students will demonstrate the ability to organize and deliver a clear and substantive business 
presentation. 

• Students will demonstrate the ability to formulate hypotheses, analyze data and draw conclusions. 
• Graduates will be able to evaluate their own artistic skills and that of their peers through critical 

reasoning about the use of materials, formal elements, and content. 
• Students will investigate basic social scientific concepts by systematically studying the 

observational and analytic methods and findings of social science disciplines. 
 
Domains of Learning. 
 
What types of skills/knowledge are appropriate for SLOs? 
 
The most effective way to develop specific learning outcomes is to use a taxonomy of learning domains 
These types of matrices provide a standardized framework on which to structure your SLOs. By far, the 
most well-known and utilized of these taxonomies is Bloom’s Taxonomy of Educational Outcomes4

 

which was first developed in 1956. Bloom’s taxonomy recognizes three domains of educational 
outcomes:  
 
Cognitive Learning:  
 

Cognitive 
Domain  Description  

Knowledge  Mastery of subject material; includes observation and recall of information; knowledge of 
dates, events, places; knowledge of major ideas. 

Comprehen
sion  

Ability to predict consequences and future trends; includes understanding information; 
grasp of meaning; translating knowledge into new contexts; interpreting, comparing and 
contrasting material; ordering, grouping and inferring causes. 

Application  Ability to solve problems using required knowledge/skills; includes using information 
material, methods, concepts, theories, etc. in new situations. 

Analysis  
Ability to break down material and recognize structure of organization; includes seeing 
patterns; organization of parts, recognition of hidden meanings, identification of 
components. 

Synthesis  Ability to use old ideas to create new ones; includes generalizing from given facts, 
relating knowledge from several areas, predicting and drawing conclusions. 

Evaluation  
Ability to judge and assess value of material; includes comparing and discriminating 
between ideas; assessing value of theories, presentations, etc., making choices based on 
reasoned argument; verifying value of evidence, recognizing subjectivity. 

 
 
 
 
 

                                                           
4 Bloom, B, Englehart, M, Furst, E, Hill, W, and Krathwohl, D (1956) Taxonomy of Educational Outcomes: Cognitive Domain New York: David 
McKay. 
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Affective Learning:  
 

Affective Domain  Description  
Receiving Awareness; willingness to participate 
Responding Actual participation in learning activity; demonstrates interest 
Valuing Attaching value or worth to object, person, activity, phenomenon 
Organization Prioritizing values; comparing and contrasting values to build new value system 
Characterization 
by value Modifies behavior based on new value system 

 
Skill-based Learning:  
 

Skill Domain  Description  
Perception Use of sensory organs to guide actions 
Set Readiness to act 
Guided 
Response Imitation; knowledge of steps required to complete task 

Mechanism Ability to repeat complex motor skill 
Complex Overt 
Response Display complex movement with skilled performance 

Adaptation Modifies motor skill to address changed situation 
Origination Creates new movement pattern in changed situations 

 
Action Verbs Associated with Types of Learning. 
 
It is helpful to use specific actions verbs associated with the various learning domains in the construction 
of meaningful learning outcomes. Use of these verbs helps to explicitly articulate what you expect a 
student to demonstrate in the course of learning outcomes assurance. 

 
Learning 
Domain  Examples of Action Verbs  

Knowledge  Articulate, describe, define, name, indicate, order, recognize, know, repeat, 
memorize, label, tabulate, quote, etc.  

Comprehension  Discuss, explain, interpret, distinguish, suggest, summarize, understand, 
translate, classify, contrast, etc.  

Application  Apply, investigate, experiment, solve, practice, predict, utilize, develop, 
illustrate, etc.  

Analysis  Analyze, categorize, correlate, inform, infer, prioritize, criticize, 
differentiate, examine, interpret, etc.  

Synthesis  Arrange, collect, compose, assemble, compile, create, design, formulate, 
organize, manage, propose, validate, etc.  

Evaluation  Rate, conclude, appraise, evaluate, judge, defend, grade, assess, etc.  
Receiving  Identify, select, choose, describe, etc.  
Responding  Recite, discuss, present, answer, etc.  
Valuing  Describe, explain, differentiate, join, share, etc.  
Organization  Order, arrange, combine, integrate, synthesize, generalize, etc.  
Characterization 
by Value  Qualify, practice, listen, influence, share, propose, etc.  

Perception  Identify, detect, describe, isolate, etc.  
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Learning 
Domain  Examples of Action Verbs  

Set  Respond, show, react, display, etc.  
Guided 
Response  Construct, manipulate, assemble, etc.  

Mechanism  Build, fix, organize, work, calibrate, etc.  
Complex Overt 
Response  Manipulate, measure, mix, dismantle, etc.  

Adaptation  Alter, revise, change, vary, etc.  
Origination  Compose, construct, design, etc.  

 
Developing and Using Rubrics in Student Learning Outcomes 
 
One of the most effective ways to evaluate student work products in learning outcomes assurance is to use 
a standardized rubric. A rubric is simply a scoring guide used in learning assurance to provide an explicit 
description of the learning or performance being measured. Some of the benefits of using rubrics in 
outcomes assurance include the following: 
 

• Expected levels of learning or qualities of performance are clearly defined on a pre-determined 
rating scale . 

• Allows faculty to explicitly articulate their criteria for learning to all students. 
• Facilitates discussion of the results and their ultimate incorporation into decision-making 

processes regarding course or curricular changes. 
 
Best Practices for Developing (see template below) and Using Rubrics in Student Learning Outcomes 
 

• Identify the skill/knowledge you are assessing. 
• Break down the skill/knowledge into its characteristic parts (e.g., if you are assessing the ability 

to problem solve determine the ideal steps a student would take to successfully demonstrate their 
ability to solve a problem). 

• Develop a scale that would describe low, intermediate and high levels of performance for each 
characteristic of the skill/knowledge you are assessing (e.g., Beginning, Developing, 
Accomplished, Exemplary or Beginning, Competent, Outstanding, etc). 

• Pilot the rubric on student work with several reviewers and students and obtain feedback. 
• Make learning assurance rubrics available to students at the beginning of all assignments. 
• Allow students to use rubrics in peer and self-evaluation exercises. 
• Develop process to aggregate results of learning assurance using standard rubrics; disseminate 

results to students and incorporate results into course decision making processes. 
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Rubric Template5  
 

(Rubric Title: Describe here the skill/knowledge this rubric is designed to evaluate) 
 

 Exemplary  
4 

Accomplished  
3 

Developing  
2 

Beginning  
1 Comments 

Stated Objective 
or Performance 

Description of 
identifiable 
performance 
characteristics 
reflecting the 
highest level of 
performance 

Description of 
identifiable 
performance 
characteristics 
reflecting 
mastery of 
performance. 

Description of 
identifiable performance 
characteristics reflecting 
development and 
movement toward 
mastery of performance. 

Description of 
identifiable 
performance 
characteristics 
reflecting a 
beginning level of 
performance. 

 

Stated Objective 
or Performance 

Description of 
identifiable 
performance 
characteristics 
reflecting the 
highest level of 
performance 

Description of 
identifiable 
performance 
characteristics 
reflecting 
mastery of 
performance. 

Description of 
identifiable performance 
characteristics reflecting 
development and 
movement toward 
mastery of performance. 

Description of 
identifiable 
performance 
characteristics 
reflecting a 
beginning level of 
performance. 

 

Stated Objective 
or Performance 

Description of 
identifiable 
performance 
characteristics 
reflecting the 
highest level of 
performance 

Description of 
identifiable 
performance 
characteristics 
reflecting 
mastery of 
performance. 

Description of 
identifiable performance 
characteristics reflecting 
development and 
movement toward 
mastery of performance. 

Description of 
identifiable 
performance 
characteristics 
reflecting a 
beginning level of 
performance. 

 

 
For further examples of learning outcome rubrics see Appendix D. 
 
Types of Evidence Based Student Learning Assurance Methods 
 
Faculty should develop learning assurance methods that are appropriate to the outcome being assessed. 
Best practice is to utilize a variety of methods in order to expand the pool of information available for use 
in the decision-making process. Methods can be considered direct or indirect, quantitative or qualitative. 
SLOs should incorporate direct measures of actual student work. Below are some guidelines and 
examples of the types of learning assurance methods that can be used.  
 
Direct Measures of Student Learning6 
 
                                                           
5 This template was developed by the College of Education at San Diego State University available at 
http://edwebsdsuedu/triton/july/rubrics/Rubric_Templatehtml. 

6 A note on student learning assurance methods vs. grading: When the issue of course-based assurance method is raised, faculty members often 
say, “I already do learning assurance (assessment). I grade student assignments.” Course grades are indeed one measure of student achievement. 
However, there are significant drawbacks to using grades to meet the primary goal – to improve teaching and learning. Student learning assurance 
links student performance to specific learning outcomes in order to provide useful feedback to the instructor and students about how successfully 
students are meeting these outcomes. Traditional grading, which offers one “score” to represent the sum total of students’ performance across a 
whole host of outcomes, does not provide the sort of detailed and specific information necessary for linking student performance to improvement. 
Because grades don’t tell you about student performance on individual (or specific) learning goals or outcomes, they provide little information on 
the overall success of your course in helping students attain the specific and distinct learning of interest to the faculty. Grades are global 
evaluations that represent the overall proficiency of students. They don’t tell you about student performance on individual learning goals and 
outcomes. 

http://edweb.sdsu.edu/triton/july/rubrics/Rubric_Template.html


Guidelines for Course Level Student Learning Assurance  
30 January 2012 

 

 
U n i v e r s i t y  o f  S a n  F r a n c i s c o  O f f i c e  o f  S t u d e n t  L e a r n i n g  A s s u r a n c e  Page 15 

Direct measures of student learning are those designed to directly measure what a targeted subject knows 
or is able to do (i.e., requires a subject to actually demonstrate the skill or knowledge). Direct measures of 
student learning utilize actual student work products as the basis for evaluation as opposed to indicators of 
student perception or satisfaction. Common direct measures include evaluation of:  
 

• Projects or exams. 
• Culminating experiences (e.g. internships, senior thesis, etc). 
• Juried review of student projects or performances. 
• Student work samples (e.g., case study responses, research papers, essay responses, etc). 
• Journals 

 
Indirect Measures of Student Learning. 
 
Indirect measures of student learning are those designed to indirectly discern what a target subject knows 
or is able to do (i.e., what a subject perceives about his/her skills or knowledge). Indirect measures in the 
context of course SLO assurance focuses on how a student perceives their level of learning and/or their 
satisfaction with some aspect of the course and for making decisions for course adjustments during the 
semester or for future improvements. Some examples of indirect measures include:  
 

• One minute paper 
• Surveys (open-ended, response ratings, etc). 
• Interviews. 
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G L O S S A R Y  O F  L E A R N I N G  A S S U R A N C E  T E R M S  
 
Like many academic activities, the practice and scholarship of learning assurance has a terminology 
specific to its aims and shared by its practitioners. It is important that all involved in learning assurance 
activities have a common understanding of what different terms mean in a learning assurance context. 
Below is a list of terms and definitions that allows us to ‘speak the same language’ when discussing 
course learning assurance activities here at USF. 
 
Purpose A brief, concise statement that articulates the purpose of the course. 
Student Learning 
Goals 

Statement of what the course wants students to be able to accomplish upon 
completion of the course. 

Student Learning 
Outcome  

Statement of what students should know, think, or be able to do upon completion 
of the course. 

Rubric 
A scoring guide used in learning assurance to provide an explicit description of 
the learning or performance under consideration. A rubric defines the expected 
levels of learning or qualities of performance on a pre-determined rating scale. 

Learning Assurance 
Method  

A systematically designed process to gather information related to a specified 
outcome.  

Learning Assurance 
Instrument  A tool designed to measure the extent to which an outcome has been achieved.   

Direct Method  
A learning assurance method designed to directly measure what a targeted 
subject knows or is able to do (i.e., requires a subject to actually demonstrate the 
skill or knowledge). 

Indirect Method  
A learning assurance method that indirectly measures what a target subject 
knows or is able to do (i.e., what a subject perceives about his/her skills or 
knowledge). 
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A P P E N D I X  A  

Sample Course Syllabus 
 
MGMT 499 STRATEGIC MANAGEMENT 

[Partial] Course Syllabus Spring 2006 

 

William d. Murry, Ph.D. 
Assistant Professor 
A.J. Palumbo School of 
Business Administration 
Duquesne University 
Pittsburgh, PA 15282 
 
ph. (412) 396-6256 
fax (412) 396-4764 
 
e-mail: murry@duq.edu 

Office: 
 
Office Hours: 
 
 
 
Secretary: 
 
 
Class Meeting 
Times:  

Rockwell Hall 
 
MW 12:00-14:00 
  W 17:00-18:00 
and by appointment 
 
Ms. Karen Plack 
396-6246 
 
MW 14:00-15:15 
  W 15:30-16:45 
 

Room 806 
 
Room 806 
 
 
 
Room 806  
 
 
Room RH502 
Room RH502 

 
This Strategic Management course is intended to be a challenging integrative capstone course that is about 
"strategy" and "managing for success". Drawing upon many of the business courses that you have completed in the 
past, this course integrates, and extends previous learning to provide a "bigger picture" of the organization. It is 
structured to improve your abilities to think "strategically," and solve real business problems while viewing business 
processes from the perspective of the total organization rather than from a narrow functional focus. Corporate 
executives have told us that this is the most important attribute an undergraduate business student can show beyond 
their individual expertise in a single functional specialty. Rapid development of new technologies, deregulation, new 
information media, and globalization of markets has blurred the lines between industries and given rise to 
unexpected new areas of business. These conditions pose major challenges for corporations, their strategic 
management, and for analyzing their industries and their organization for the sole purpose in seeking competitive 
advantage in a high velocity world.  
 
Course Goals and Outcomes: At the end of this course students should have achieved the following in their 
learning: 
 
Goal 1: To develop an understanding of the role a mission and vision statement plays in driving the strategic intent 

of an organization. 
 

Learning outcome: Students will analyze the mission and vision statements of existing organizations and 
determine the implication for developing a strategic plan. 
Learning outcome: Students will write a mission and vision statement. 
Measurement technique: Class Discussion; Strategic Analysis Report; Case Analyses; Class Exercises 

 
Goal 2: To learn the importance of strategic analysis and the role it plays in creating competitive  

 advantage. 
 

Learning outcome: Students will conduct an analysis of an organizations external environment. Learning 
outcome: Students will conduct an analysis of an organizations internal environment. 
Measurement technique: Case Analyses; Strategic Analysis Report; Class Exercises. 

 
Goal 3: To bridge the gap between strategy formulation and strategy implementation. 
 

Learning outcome: Students will be introduced to a framework for understanding how to construct a 
strategic analysis of a business. 
Learning outcome: Students will create a strategic analysis for a simulated business. 
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Learning outcome: Students will implement their strategic analysis for their simulated business 
environment. 
Measurement Techniques: Strategic Analysis Report; Business Simulation. 

 
 
Goal 4: To become better decision-makers through critical thinking and problem solving 
 

Learning outcome: Students will analyze organizational and environmental information for the purpose of 
identifying problems and issues that affect organizations and develop recommendations for solution 
(including an assessment of each recommendation) in making appropriate decisions.  
Measurement technique: Strategic Analysis; Business Simulation 

 
Goal 5: Become effective in written business communication 
 

Learning outcome: Students will create a professionally written business report that links the business 
simulation to strategic management principles. 
Measurement technique: Strategic Plan; Business Simulation 

 
Goal 6: To develop an understanding of the interrelationship among core business functions.  
 

Learning outcome: Students will participate in a business simulation that develops their skills and 
understanding of the entire business processes across all core functional disciplines. 
Learning outcome: Students will be divided into teams that include different disciplines for the purpose of 
drawing on the knowledge and skills of their teammates for problem solving. 
Measurement technique: Business Simulation 

 
Text: David, F.E. (2004). Strategic Management: Concepts & Cases, 10th ed. ISBN: 0-13-128878-4 
Simulation: CapSim Internet Strategy Simulation <www.capsim.com>. 
 
Expectations 
 
This is your senior year "capstone" management experience, meaning that everything you have learned up until now 
from your core courses comes together in practice. To accomplish this successfully it will require a significant 
commitment on your part outside of the classroom to achieve the desired performance level you aspire to. It has 
been my experience in this course that a minimum commitment per week equal to about 6 to 9 hours on average is 
necessary to achieve a performance level equivalent to an ‘A’. Of course this depends on your ability to quickly 
assimilate and understand the material, your study habits, and other personal factors for which I do not have control 
over. At the very minimum, it is expected that you will have read all the assigned readings for each class prior to 
entering the classroom, have thoroughly read the user manual for the simulation, have frequently practiced the 
simulation during the trial period, have turned in all assignments in a completed and professional state on time, and 
have participated in your team processes and contributed to the discussion in the class room. Sincere effort and high 
quality output are expected of you. In addition, you are expected to exhibit a high degree of professionalism and 
integrity in all matters concerning this course.  
 
Knowledge is a source of power and staying "current" is the name of the game in today's business world. Business 
periodicals such as Wall Street Journal (WSJ), Business Week, Fast Company and Fortune help keep you up to date 
on current events and I strongly urge you make it a habit to read these periodicals on a regular basis, as do today's 
managers. 
  

http://www.capsim.com/
http://interactive.wsj.com/home.html
http://www.businessweek.com/
http://www.fastcompany.com/
http://www.fortune.com/fortune/
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A P P E N D I X  B  

Sample Alignment with Program Outcomes 
 

Learning outcomes Assessment Course Mapping 
 

1. Develop core business competencies 
2. Develop an ethical and moral perspective on organizational behavior 
3. Develop leadership and management skills 
4. Become effective in written and oral communication 
5. Become better decision-makers through critical thinking and problem solving 
6. Develop the proficiency to adapt technology to communicate, analyze and support core business 

competencies 
7. Acquire a knowledge and appreciation of diverse business environments. 
8. Develop an understanding of the interaction among core business functions 
9. Acquire the knowledge to successfully function in the evolving global marketplace. 

10. Become life-long learners through intellectual discovery and professional and personal development 
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QSMIS 182           
QSMIS 183           
103           
QSMIS 281 U    E U  U   
QSMIS 284 U    E U  U   
ACCTG 214           
ACCTG 215           
ECON 201 E E   E U   I I 
ECON 202 E    E U   I  
BLAW 251           
300           
ECON 342           
FINAN 331           
MGMT 361 E U E U E  E  U I 
MKTG 371           
MGMT 367           
MGMT 368           
MGMT 499  I U U E U I E I I 
           

 
I = Introduced 
E = Emphasized 
U = Utilized 
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A P P E N D I X  C  

Sample Program Goals and Learning Outcomes7 
 
What are some examples of effective goals and outcomes? 
The goals and outcomes that follow are examples for you to consider as you think about your own. 
 
Biology 

Course Goal 
Students will learn and demonstrate use of the scientific 
method for original scientific research. 
Outcomes 
- The student will demonstrate that s/he has formulated an 
hypothesis, designed a good experiment, controlled variables, 
operationally defined terms and interpreted data appropriately 
- The student will demonstrate understanding of the scope and 
sequence of the scientific report format by outlining and 
completing a report based on one of the in-class experiments. 
adapted from California State University Multi-Campus Team Drafts (1998). 

 
English Composition 

Course Goal 
Students will learn to acknowledge and adjust to a variety of 
writing contexts. 
Outcomes 
- The student will demonstrate through discussion, planning and writing an awareness that audiences 
differ and that readers’ needs/expectations must be taken into account as one composes text 
- The student will demonstrate in writing the ability to draft and revise work with a sense of purpose 
and an awareness of audience 
adapted from California State University Multi-Campus Team Drafts (1998). 

 
Management 

Course Goal 
The student will identify those activities that are most likely to distinguish effective, well-
managed technology development programs from ineffective programs.  
Outcomes 
- The student will outline the six components of an effective management development program. 
- The student will develop a formal evaluation checklist to assess program success. 
adapted from Diamond, Designing and Assessing Courses and Curricula (1998). 

 
Religion 

Course Goal 
The student will demonstrate an understanding of the theological foundation of the course. 
Objective 
- When given a definition of the term “religion,” the student will identify which of the following 
characteristics is emphasized: feeling, ritual activity, belief, monotheism, the solitary individual, social 
valuation, illusion, ultimate reality, and/or value. 
adapted from Diamond, Designing and Assessing Courses and Curricula (1998 

 
 
 

                                                           
7 UMASS 
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History 
Course Goal 
The student will learn to work as a “knowledgeable practitioner” in the discipline. 
Outcomes 
The student will be able to: 
- describe relevant historical events and people 
- argue as an historian does 
- take a position on a debatable historical issue 
- use historical data as evidence for a particular position or point of view 
- raise and answer counter-arguments 

 
Mathematics 

Course Goal 
The student will be able to apply course concepts to mathematical problem-solving models. 
Outcomes 
- The student will be able to solve algebraic and quadratic equations 
- The student will demonstrate the ability to explain each step in the problem solving process 

 
Economics 

Course Goal 
Students will use economic theory and modeling to explain government policies and their effects. 
Outcomes 
- Students will choose one topic relevant to current economic events and explain its relevance in terms of 
economic principle and theory 
- Students will develop and run a statistical model analyzing the current rate of inflation in relation to 
the CPI 
 
Physics 
Course Goal 
The student will be able to state and apply physical concepts in their own words and to discuss 
what they don’t know. 
Outcomes 
- The student will select one physical law and design an experiment to demonstrate its application 
- The student will write a report on the experiment, including a section addressing unanswered questions 

 
Education 

Course Goal 
As a result of taking this course, the student will be able to evaluate and apply educational theory 
and philosophy to the reality and challenge of today’s system of education. 
Outcomes 
At the conclusion of this unit, the student will be able to: 
- discuss the philosophical foundation of education 
- identify popular theories of education and teaching 
- begin to apply philosophy and theory of education to their own development as an educator 
- assess the contribution and development of the other members of the assigned task group 
Examples on this page have been adapted from Walvoord & Anderson, Effective Grading (1998). 
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A P P E N D I X  D  

Sample Learning Rubrics 
 
Example Rubric for Scientific Experiment in Biology Capstone Course8 
by Virginia Johnson Anderson, Towson University 
 

Task Assignment:  Semester-long assignment to design an original experiment, carry it out, and write it up in scientific report format. 
Students are to determine which of two brands of a commercial product (e.g. two brands of popcorn) are "best." They must base their 
judgment on at least four experimental factors (e.g. "% of kernels popped" is an experimental factor. Price is not, because it is written on 
the package). 

 5 4 3 2 1 
Title Is appropriate in tone and 

structure to science journal; 
contains necessary descriptors, 
brand names, and allows reader 
to anticipate design. 

Is appropriate in tone 
and structure to science 
journal; most descriptors 
present; identifies 
function of 
experimentation, 
suggests design, but 
lacks brand names. 

Identifies function, brand 
name, but does not allow 
reader to anticipate 
design. 

Identifies function or 
brand name, but not 
both; lacks design 
information or is 
misleading 

Is patterned after 
another discipline 
or missing. 

Introduction Clearly identifies the purpose of 
the research; identifies interested 
audiences(s); adopts an 
appropriate tone. 

Clearly identifies the 
purpose of the research; 
identifies interested 
audience(s). 

Clearly identifies the 
purpose of the research. 

Purpose present in 
Introduction, but must 
be identified by 
reader. 

Fails to identify 
the purpose of the 
research. 

Scientific 
Format 
Demands 

All material placed in the correct 
sections; organized logically 
within each section; runs parallel 
among different sections. 

All material placed in 
correct sections; 
organized logically within 
sections, but may lack 
parallelism among 
sections. 

Material place is right 
sections but not well 
organized within the 
sections; disregards 
parallelism. 

Some materials are 
placed in the wrong 
sections or are not 
adequately organized 
wherever they are 
placed. 

Material placed in 
wrong sections or 
not sectioned; 
poorly organized 
wherever placed. 

Materials and 
Methods 
Section 

Contains effective, quantifiable, 
concisely-organized information 
that allows the experiment to be 
replicated; is written so that all 
information inherent to the 
document can be related back to 
this section; identifies sources of 
all data to be collected; identifies 
sequential information in an 
appropriate chronology; does not 
contain unnecessary, wordy 
descriptions of procedures. 

As 5, but contains 
unnecessary information, 
and/or wordy 
descriptions within the 
section. 

Presents an experiment 
that is definitely 
replicable; all information 
in document may be 
related to this section; 
however, fails to identify 
some sources of data 
and/or presents 
sequential information in 
a disorganized, difficult 
pattern. 

Presents an 
experiment that is 
marginally replicable; 
parts of the basic 
design must be 
inferred by the 
reader; procedures 
not quantitatively 
described; some 
information in Results 
or Conclusions cannot 
be anticipated by 
reading the Methods 
and Materials section. 

Describes the 
experiment so 
poorly or in such a 
nonscientific way 
that is cannot be 
replicated. 

Non- 
experimental 
Information 

Student researches and includes 
price and other non-experimental 
information that would be 
expected to be significant to the 
audience in determining the 
better product, or specifically 
states non-experimental factors 
excluded by design; interjects 
these at appropriate positions in 
text and/or develops a weighted 
rating scale; integrates non- 
experimental information in the 
Conclusions. 

Student acts as above, 
but is somewhat less 
effective in developing 
the significance of the 
non-experimental 
information. 

Student introduces price 
and other non- 
experimental 
information, but does not 
integrate them into 
Conclusions. 

Student researches 
and includes price 
effectively; does not 
include or specifically 
exclude other non- 
experimental 
information. 

Student considers 
price and/or other 
non-experimental 
variables as 
research 
variables; fails to 
identify the 
significance of 
these factors to 
the research. 

                                                           
8 (From Walvoord and Anderson, Effective Grading: A Tool for Learning and Assessment, 1998, pp. 197-201) 
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Task Assignment:  Semester-long assignment to design an original experiment, carry it out, and write it up in scientific report format. 
Students are to determine which of two brands of a commercial product (e.g. two brands of popcorn) are "best." They must base their 
judgment on at least four experimental factors (e.g. "% of kernels popped" is an experimental factor. Price is not, because it is written on 
the package). 

 5 4 3 2 1 
Designing an 
Experiment 

Student selects experimental 
factors that are appropriate to the 
research purpose and audience; 
measures adequate aspects of 
these selected factors; establishes 
discrete subgroups for which data 
significance may vary; student 
demonstrates an ability to 
eliminate bias from the design 
and bias-ridden statements from 
the research; student selects 
appropriate sample size, 
equivalent groups, and statistics; 
student designs a superior 
experiment. 

As 5, but student designs 
an adequate experiment. 

Student selects 
experimental factors that 
are appropriate to the 
research purpose and 
audience; measures 
adequate aspects of 
these selected factors; 
establishes discrete 
subgroups for which data 
significance may vary; 
research is weakened by 
bias OR by sample size 
of less than 10. 

As 3, but research is 
weakened by bias 
AND inappropriate 
sample size 

Student designs a 
poor experiment. 

Defining 
Operationally 

Student constructs a stated 
comprehensive operational 
definition and well-developed 
specific operational definitions. 

Student constructs an 
implied comprehensive 
operational definition and 
well-developed specific 
operational definitions. 

Student constructs an 
implied comprehensive 
operational definition 
(possible less clear) and 
some specific operational 
definitions. 

Student constructs 
specific operational 
definitions, but fails 
to 
construct a 
comprehensive 
definition. 

Student lacks 
understanding of 
operation 
definition. 

Controlling 
Variables 

Student demonstrates, by written 
statement, the ability to control 
variables by experimental control 
and by randomization; student 
makes reference to, or implies, 
factors to be disregarded by 
reference to pilot or experience; 
superior overall control of 
variables. 

As 5, but student 
demonstrates an 
adequate control of 
variables. 

Student demonstrates 
the ability to control 
important variables 
experimentally; Methods 
and Materials section 
does not indicate 
knowledge of 
randomization and/or 
selected disregard of 
variables. 

Student 
demonstrates the 
ability to control 
some, but not all, of 
the important 
variables 
experimentally. 

Student 
demonstrates a 
lack of 
understanding 
about controlling 
variables. 

Collecting Data 
and 
Communicating 
Results 

Student selects quantifiable 
experimental factors and/or 
defines and establishes 
quantitative units of comparison; 
measures the quantifiable factors 
and/or units in appropriate 
quantities or intervals; student 
selects appropriate statistical 
information to be utilized in the 
results; when effective, student 
displays results in graphs with 
correctly labeled axes; data are 
presented to the reader in text as 
well as graphic forms; tables or 
graphs have self-contained 
headings  

As 5, but the student did 
not prepare self- 
contained headings for 
tables or graphs. 

As 4, but data reported in 
graphs or tables 
contain materials that 
are irrelevant. and/or not 
statistically appropriate. 

Student selects 
quantifiable 
experimental factors 
and/or defines and 
establishes 
quantitative units of 
comparison; fails to 
select appropriate 
quantities or 
intervals and/or fails 
to display 
information 
graphically when 
appropriate. 

Student does not 
select, collect, 
and/or 
communicate 
quantifiable 
results. 

Interpreting 
Data: Drawing 
Conclusions/Imp
l ications 

Student summarizes the purpose 
and findings of the research; 
student draws inferences that are 
consistent with the data and 
scientific reasoning and relates 
these to interested audiences; 
student explains expected results 
and offers explanations and/or 
suggestions for further research 
for unexpected results; student 
presents data honestly, 
distinguishes between fact and 
implication, and avoids over- 
generalizing; student organizes 
non-experimental information to 
support conclusion; student 
accepts or rejects the hypothesis. 

As 5, but student does 
not accept or reject the 
hypothesis. 

As 4, but the student 
over-generalizes and/or 
fails to organize non- 
experimental information 
to support conclusions. 

Student summarizes 
the purpose and 
findings of the 
research; student 
explains expected 
results, but ignores 
unexpected results. 

Student may or 
may not 
summarize the 
results, but fails to 
interpret their 
significance to 
interested 
audiences. 
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American Association of Colleges and Universities 
Value Rubrics 

 
Overview 
 
As part of AAC&U’s Liberal Education and America’s Promise (LEAP) initiative, the VALUE project 
seeks to contribute to the national dialogue on assessment of college student learning. It builds on a 
philosophy of learning assessment that privileges multiple expert judgments of the quality of student 
work over reliance on standardized tests administered to samples of students outside of their required 
courses. The assessment approaches that VALUE advances are based on the shared understanding of 
faculty and academic professionals on campuses from across the country. 
 
VALUE assumes that: 
 

• to achieve a high-quality education for all students, valid assessment data are needed to guide 
planning, teaching, and improvement; 

• colleges and universities seek to foster and assess numerous essential learning outcomes beyond 
those addressed by currently available standardized tests; 

• learning develops over time and should become more complex and sophisticated as students 
move through their curricular and cocurricular educational pathways toward a degree; 

• good practice in assessment requires multiple assessments, over time; well-planned electronic 
portfolios provide opportunities to collect data from multiple assessments across a broad range of 
learning outcomes while guiding student learning and building self-assessment capabilities; 

• eportfolios and assessment of work in them can inform programs and institutions on progress in 
achieving expected goals. 

 
As part of the VALUE project, teams of faculty and other academic and student affairs professionals 
engaged in an iterative process over eighteen months wherein they gathered, analyzed, synthesized, and 
then drafted institutional level rubrics (and related materials) for 15 of the AAC&U Essential Learning 
Outcomes, creating the set of VALUE rubrics that appears below. The rubric development teams relied 
on existing campus rubrics when available, other organizational statements on outcomes, experts in the 
respective fields and faculty feedback from campuses throughout the process. Each VALUE rubric 
contains the most common and broadly shared criteria or core characteristics considered critical for 
judging the quality of student work in that outcome area. 
 
The VALUE rubrics reflect faculty expectations for essential learning across the nation regardless of type 
of institution, mission, size or location. In several cases, outcomes that AAC&U paired in the Essential 
Learning Outcomes (e.g., written and oral communication) have been separated with the intent of 
developing individual VALUE rubrics for each. 
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A P P E N D I X  E  
Templates 

 
Defining Your Student Learning Goals: 
 
Planning courses by asking ourselves what we want students to know and know how to do by the 
end of our classes helps us create courses that include reading, assignments, and exams that help 
students meet those goals. However, even though we often begin course planning with learning 
goals in mind, we sometimes do not share those goals with our students. Research on learning 
suggests that students learn more if we let them know at the beginning where they will end up. 
Such knowledge allows them to create a kind of roadmap, drawing the connections between the 
major places in the course, and identifying purposes for what faculty ask them to do and think 
about. This page provides faculty with information on articulating and assessing course goals. 
 
In the boxes below briefly list words or descriptions of the actions of the course that facilitate the 
acquisition of certain skills, knowledge or attitudes of the ideal student as they relate to the 
course/purpose, are reflective of program priorities in the long-term, are reflective of course priorities 
over the semester, and that illustrate the ‘ideal’ learner of the course. 
 

Actions of the course 
that facilitate the 
acquisition of attitudes 
or values developed as 
related to the purpose 
statement and that 
illustrate the ‘ideal’ 
learner of the course 

 

Actions of the course 
that facilitate the 
acquisition of skills or 
performance ability 
acquired as related to 
the purpose statement 
and that illustrate the 
‘ideal’ learner of the 
course. 

 

Actions of the course 
that facilitate the 
acquisition of 
knowledge and 
concepts students will 
have as related to the 
purpose statement and 
that illustrate the 
‘ideal’ learner of the 
course. 

 

 
  



Guidelines for Course Level Student Learning Assurance  
30 January 2012 

 

 
U n i v e r s i t y  o f  S a n  F r a n c i s c o  O f f i c e  o f  S t u d e n t  L e a r n i n g  A s s u r a n c e  Page 31 

Drafting your Learning Goals: 
 
In the boxes below write a few brief (3-4), succinct statements state the overarching goals of the course, 
particularly as they relate to student learning. Course goals are generally broadly stated and focus on the 
semester long outcomes of the course 
 

1  

 

2  

 

3  

 

4  

 

5  
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Writing Your Student Learning Outcomes: 
Knowledge, Skills, Abilities, Values and Attitudes9 
 
In the boxes below briefly list works or descriptions of attitudes, skills, performance level, or knowledge 
that you would like your students to have or do as a result of this course. 
 

Attitudes or values 
developed as a result of 
this course. 

 

Skills or performance 
ability acquired as a 
result of this course. 

 

Knowledge and 
concepts students will 
have as a result of this 
course. 

 

 
  

                                                           
9 Adapted from SRJC Project Learn: Course and Program Student Learning Outcomes Assessment Handbook 
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Drafting your Learning Outcomes:10 
 

1  

 

2  

 

3  

 

4  

 

5  

 

6  

 

7  

 

 
  

                                                           
10 Op. cit. 
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Writing Your Rubrics 
 
Example 1: Build you learning rubrics 
 

Outcomes 

Very Poor 
Achievement of 

Outcome  
(1)* 

Poor Achievement 
of Outcome  

(2) 

Average 
Achievement of 

Outcome 
[Benchmark 
Standard]  

(3) 

Good 
Achievement of 

Outcome  
(4) 

Very Good 
Achievement of 

Outcome 
(5) 

 
     

     

 
     

     

 
     

     

 
     

     

 
     

     

 
     

     

 
     

     

 
*Rubric criteria explain “explicitly” a particular level of success on a given criterion. Space below each criterion is a space for 
grading comments by the professor. 
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Example 2: Using your outcomes/rubrics for grading purposes 
 

Outcomes* Initial  
(1)** 

Emerging  
(2) 

Developed  
(3) 

Mostly 
Developed  

(4) 

Highly 
Developed  

(5) 

 
     

     

 
     

     

 
     

     

 
     

     

 
     

     

 
     

     

 
     

     

 
*Criterion would be the parameters by which you are going to grade a given assignment. 
**Rubric criteria explain “explicitly” a particular level of success on a given criterion. Space below each criterion is a space for 
grading comments by the professor. 
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A P P E N D I X  F  

Choosing the Right Measure 
 
 
Choosing the Right Assessment Tools11  
Examples of various assessment tools are included in the table below. It should be noted that 
the categorizations may vary depending upon your perspective and the way in which you 
construct the assessment. 
 

Tool 
Method 
D= Direct 
I=Indirect 

Domain 
C= Cognitive 
P= Psychomotor 
A= Affective 

Usage Type 
F= Formative 
S= Summative 

Bloom's level 
K= Knowledge 
C= Comprehension 
A= Application 
ASE= Analysis or 

  Synthesis or 
  Evaluation Pros Cons 

Multiple 
Choice Exam D C F or S 

K, C 
If carefully 

constructed ASE 

easy to grade; 
objective 

reduces 
assessment to 
multiple choice 
answers 

Licensing 
Exams D C S K, C, A 

easy to score and 
compare 

no authentic 
testing, may 
outdate 

Standardized 
Cognitive 
Tests 

D C S K, C, A? 
comparable 
between students 

heavily dependent 
on exposure to 
topics on test 

Checklists D C, A, P F or S Variable 

very useful for skills 
or performances; 
students know 
exactly what is 
missing 

can minimize large 
picture and 
interrelatedness; 
evaluation 
feedback is 
basically a yes/no - 
present/absent - 
without detail 

Essay D C, A F or S K, C, A, ASE 
displays analytical 
and synthetic 
thinking well 

time consuming to 
grade, can be 
subjective 

Case Study D C, A F or S K, C, A, ASE 
displays analytical 
and synthetic 
thinking well; 
connects other 
knowledge to topic 

creating the case is 
time consuming, 
dependent on 
student knowledge 
form multiple areas 

Problem 
Solving D C F or S K, C, A, ASE 

displays analytical 
and synthetic 
thinking well; 
authentic if real 
world situations are 
used 

difficult to grade 
due to multiple 
methods and 
potential multiple 
solutions 

                                                           
11 (Based on Fulks, Janet, “Assessing Student Learning in Community Colleges”, Bakersfield College, 2004 obtained at 
http://online.bakersfieldcollege.edu/courseassessment/Default.htm) 

http://online.bakersfieldcollege.edu/courseassessment/Default.htm)
http://online.bakersfieldcollege.edu/courseassessment/Default.htm)
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Tool 
Method 
D= Direct 
I=Indirect 

Domain 
C= Cognitive 
P= Psychomotor 
A= Affective 

Usage Type 
F= Formative 
S= Summative 

Bloom's level 
K= Knowledge 
C= Comprehension 
A= Application 
ASE= Analysis or 

  Synthesis or 
  Evaluation Pros Cons 

Oral Speech D C F or S Variable 
K, C, A, ASE 

easily graded with 
rubric; allows other 
students to see and 
learn what each 
student learned; 
connects general 
education goals 
with discipline- 
specific courses 

difficult for ESL 
students; stressful 
for students; takes 
course time; must 
fairly grade course 
content beyond 
delivery 

Debate D C, A F or S K, C, A, ASE 

provides immediate 
feedback to the 
student; reveals 
thinking and ability 
to respond based 
on background 
knowledge and 
critical thinking 
ability 

requires good 
rubric; more than 
one evaluator is 
helpful; difficult for 
ESL students; 
stressful for 
students; takes 
course time 

Product 
Creation & 
Special 
Reports 

D C, P, A F or S Variable 
K, C, A, ASE 

students can 
display skills, 
knowledge, and 
abilities in a way 
that is suited to 
them 

must have clearly 
defined criteria and 
evaluative 
measures; "the 
look" can not over- 
ride the content 

Flowchart or 
Diagram D C F or S C, A, ASE 

displays original 
synthetic thinking 
on the part of the 
student; perhaps 
the best way to 
display overall high 
level thinking and 
articulation abilities 

more difficult to 
grade, requiring a 
checklist or rubric 
for a variety of 
different answers; 
difficult for some 
students to do on 
the spot 

Portfolios D C, P S Variable 

provides the 
students with a 
clear record of their 
work and growth; 
best evidence of 
growth and change 
over time; students 
can display skills. 
knowledge, and 
abilities in a way 
that is suited to 
them; promotes 
self-assessment 

Time consuming to 
grade; different 
content in portfolio 
makes evaluating 
difficult and may 
require training; 
bulky to manage 
depending on size 

Exit Surveys D and I A S ASE 

provides good 
summative data; 
easy to manage 
data if Likert-scaled 
responses are used 

Likert scales limit 
feedback, open- 
ended responses 
are bulky to 
manage 
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Tool 
Method 
D= Direct 
I=Indirect 

Domain 
C= Cognitive 
P= Psychomotor 
A= Affective 

Usage Type 
F= Formative 
S= Summative 

Bloom's level 
K= Knowledge 
C= Comprehension 
A= Application 
ASE= Analysis or 

  Synthesis or 
  Evaluation Pros Cons 

Performance D C, P F or S Variable 
K, C, A, ASE 

provides best 
display of skills and 
abilities; provides 
excellent 
opportunity for 
peer review; 
students can 
display skills. 
knowledge, and 
abilities in a way 
that is suited to 
them 

stressful for 
students; may take 
course time; some 
students may take 
the evaluation very 
hard - evaluative 
statements must be 
carefully framed 

Capstone 
project or 
course 

D C, P , A F orS ASE 

best method to 
measure growth 
overtime with 
regards to a course 
or program - 
cumulative 

focus and breadth 
of assessment and 
understanding all 
the variables to 
produce 
assessment results 
are important; may 
result in additional 
course 
requirements; 
requires 
coordination and 
agreement on 
standards 

Team Project D C, A F or S Variable 
K, C, A, ASE 

connects general 
education goals 
with discipline- 
specific courses 

must fairly grade 
individuals as well 
as team; grading is 
slightly more 
complicated; 
student interaction 
may be a challenge 

Reflective 
self- 
assessment 
essay 

D and I C, A S ASE 

provides invaluable 
ability to evaluate 
affective growth in 
students 

must use evidence 
to support 
conclusions, not 
just self- 
opinionated 
assessment 

Satisfaction 
and 
Perception 
Surveys 

I C, P, A S C, A, ASE 

provides good 
indirect data; data 
can be compared 
longitudinally; can 
be used to 
determine 
outcomes over a 
long period of time 

respondents may 
be influenced by 
factors other than 
those being 
considered; validity 
and reliability most 
be closely watched 
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A P P E N D I X  G  
Improving Learning 

 
Collection and Analysis12 
 
Identifying how you can use the results of your assessment data to improve teaching and 
learning in your course is essential to the assessment process.  The first step is organizing 
the information you have collected. Think about what you were assessing and what 
assessment method you used. What type of data did that method yield? For example, if 
you decided to assess student knowledge at the beginning of the course you may have 
chosen to use a Student Background Probe as an initial assessment tool.  This probe 
provides a variety of data, both qualitative and quantitative, on each student in your class 
and offers a good starting point from which to implement other evaluations and 
assessments. 
 
After you determined the types of data you collected through the background 
knowledge probe, you will want to analyze the data and determine what these results tell 
you. There are a variety of ways to analyze your data, ranging from informal “eye-
balling” analysis to more formal statistical manipulation. You may find the following 
worksheet helpful in organizing the information you’ve collected. 
 
Analyzing Your Data ( the first entry offers examples of answers you may give) 
 

Assessing What? Assessment     
Method 

Type of Data 
Collected 

What Do the 
Results Say? 

What Will         
You Do? 

Any Surprises? 

Student 
knowledge 
of course content 
prior to beginning 
course 

Student 
background probe 

Quantitative 
survey data and 
open-ended 
response 

60% of students 
have some pre-
knowledge. 
40% have none. 

Challenge those 
who know, bring 
those who don’t 
up to speed. 

I thought more 
students would 
already know the 
information I 
asked for. 
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An Action Plan (entries 1 and 2 offer examples of answers you may give)13 
 

Action Item Action to Take Steps to Improve 
 

1 
Encourage students who 
have demonstrated prior 
knowledge 

1. From the data, identify 
content areas of greater 
knowledge  
2. Develop extra credit tasks 
for students to complete to 
build on their knowledge 
3. Establish a reward system 
to eliminate sense of extra 
work as “punitive” 

 
2 

Bring those with less prior 
knowledge up to speed 

 
1. 
 
2. 
 
3. 
 

 
3 

  
1. 
 
2. 
 
3. 
 

 
4 

  
1. 
 
2. 
 
3. 
 

 
5 

  
1. 
 
2. 
 
3. 
 

 
Using an action plan such as the one above can help you determine and frame your experience 
with assessment in terms of these results. This information can help you determine what you 
liked about the process, what you didn’t like and what you found out. A plan like this can also be 
useful if you are thinking about adjusting your instructional methods during the semester, or at 
the beginning of the course when you teach it again, based on the results of your assessment 
work. Collecting and analyzing the data, then deciding in a concrete way what you will do with 
the data in the context of course instruction and student learning can help you to document your 
own effectiveness in the classroom as well as to identify areas of assessment that might be more 
broadly useful. 
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Reporting Your Results14 
 
In many cases, the sole purpose of your assessment activity may be for your own edification. If 
so, you need go no further with your results. However, in other situations, your assessment 
information may also be valuable to your department’s curricular revisions, general education 
reform, or to granting organizations that help support your course revisions. In order for your 
findings to be more broadly useful, you will need to communicate your findings to other 
audiences. This type of “report” should cover five major components of assessment: 

1. the goals and objectives you established for your course 
2. the assessment methods you chose or designed 
3. what you found out about student learning in your classroom 
4. how these findings are being used for improvement 
5. action to take 

 
The matrix which follows may help you organize your results. 
 
Assessment Matrix 
 

Goal/Outcome Method Results Interpretation Action to Take 

     

     

     

     

     

     

 

                                                           
14 adapted from Palomba, C. A., & Banta, T. W., Assessment essentials (1999). 
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