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Summary Notes

 
Members Present: 
Paul Matney, Susan Burgoon, Dan Ferguson, Joe Gandy, Jill Gibson, Ann Hamblin, Danita 
McAnally, Wendy Poling, Mark Rowh, Damaris Schlong,  
 
Members Absent: 
Sheryl Mueller, Dr. Jim Powell, Mark Usnick 
 
Others Present: 
Ann Usrey 
 
Introduction and Review of April 25, 2005 meeting: 
Paul Matney opened the meeting with introductions of the committee and thanked everyone for 
their willingness to serve on the committee.  Matney gave a brief overview of the April 25th 
meeting and reviewed the charge that was given to the committee. The committee’s charge was 
to develop student outcomes assessments for the instructional component of Amarillo College. 
Matney told the committee their task was vitally important and challenging. 
 
During the previous meeting, committee members volunteered to take one general education 
competency to see if the wording could be improved to allow for measurability. Proposals to 
revise the Amarillo College General Education Competencies were as follows: 
 
Jill Gibson: 
 

Change 
 Oral Communication Skills: organizes and expresses spoken ideas coherently and 
appropriately: 
 
To 
Verbal/Nonverbal Communication Skills: demonstrates the ability to generate, deliver 
and receive/respond to messages coherently and appropriately within public, small 
group and interpersonal communication contexts. 
 

Joe Gandy: 
 

Change 
Problem-Solving and Decision-Making Skills: searches for and test solutions using 
analytical and intuitive abilities and Critical Thinking Skills: seeks, organizes, 
assimilates, synthesizes, and uses information to solve real world problems 
 
 
To 
Critical thinking skills: ability to demonstrate solutions using analytical and intuitive 
abilities; 
Skills must be demonstrated to achieve a known outcome. This would signify maturity of 
skills. 



 
Ann Hamblin: 
 

Change 
Reading Skills: analyzes and interprets a variety of printed materials 
 
To 
Reading Skills: Demonstrates ability to read and understand information within a variety 
of genres.  
 
Or 
Reading Skills: Demonstrates literal and critical comprehension skills in various genres. 

 
General Education Competencies 
A handout was distributed to the committee with examples of general education competencies 
and assessment methodologies from other community colleges and universities. The examples 
given were of institutions that have been reaffirmed under the new guidelines for assessing 
competencies (i.e. Virginia Community College, Central Virginia Community College, Blinn 
College, Austin Community College, Surry Community College and Florida Community 
College). Danita McAnally discussed the various types of methodologies used by the 
universities. Committee members were asked to review the examples prior to our next meeting. 
 
Major/discipline assessments 
McAnally informed the committee that the focus for this year is to re-write the purpose 
statements in PET forms; next year’s PET forms will shift to writing outcomes. At the 
committee’s next meeting on September 23 there will be a PowerPoint presentation on how to 
write outcomes that can be measured.  
Other 
Matney asked for two volunteers to attend the Assessment Institute, Indianapolis, Indiana – 
October 23-25, 2005 with Danita. Jill Gibson or Dan Ferguson were asked to represent the 
Language, Communication and Fine Arts Division. Wendy Poling or Susan Burgoon were asked 
to represent the Science and Engineering Division.  Ferguson and Poling volunteered to attend 
the conference with McAnally. 
 
  
Next meeting will be Friday, September 23rd from 9-11 a.m. in Library 112. 
 
The committee adjourned at 4:30 pm. 



AGENDA  
September 15, 2005 

Attachment 1 
 

PROPOSED REVISIONS TO TIMELINE 
 September - October  2005       

o Assessment Committee reviews and determines general 
education/core curriculum competencies  

  October – December 2005 
o Instructional Sub-committee of Assessment Committee 

submits general education/core curriculum competencies to 
Academic Affairs for review and approval  

o Academic Affairs revises and/or approves general 
education/core curriculum competencies 

  January – March 2006   
o Office of I.E. and Advancement contracts with a consultant 

to draft an assessment instrument  
o Instructional Sub-committee of Assessment Committee and 

consultant develop an assessment instrument for general 
education/core curriculum competencies 

o Instructional Sub-committee of Assessment Committee 
makes recommendations regarding implementation of 
general education/core curriculum competencies (i.e. 
mandatory vs. voluntary, applicants for graduation vs. after 
completing the general education requirements or core 
curriculum, required to complete before approved for 
graduation, etc.) to Academic Affairs Committee 

March – May 2006 
o Instructional Sub-committee of Assessment Committee 

submits the assessment instrument to Academic Affairs for 
review and approval 

o Assessment Committee discusses options for reviewing 
assessment methodologies and instruments with chairman 
of major disciplines lacking any student outcome on the 
discipline’s/program’s PET form 

o Academic Affairs Committee revises and/or approves 
recommendations regarding implementation of general 
education/core curriculum competencies  

o President’s Cabinet and Board of Regents notified of general 
education/core curriculum assessment decisions 

 
 Phase II: Implementation of Outcomes Assessments for Instructional  
 Areas 
  June - August 2006   

o Finalize and duplicate the assessment instrument   



o Required students/graduates pilot the general 
education/core curriculum assessment instrument 
administered as recommended by the Assessment 
Committee and directed by Academic Affairs Committee 

September – October 2006 
o Office of I.E. & Advancement contracts with a consultant for 

scoring of the instrument   
o Consultant completes the scoring 
o Review the results from the pilot of the assessment 

instrument  
October – November 2006 

o Revise and duplicate the assessment instrument 
December 2006– January 2007 

o Required students/graduates take the first assessment of 
general education and core curriculum 

 
FREQUENTLY ASKED QUESTIONS  regarding OUTCOME ASSESSMENTS 
(Source: The University of Texas System: Student Learning Assessment: Virtual Center 
http://www.utsystem.edu/aca/assessment/faq.htm) 
  
What is "Academic Assessment"? 
Tom Angelo once summarized it this way:  "Assessment is an ongoing process 
aimed at understanding and improving student learning. It involves making our 
expectations explicit and public; setting appropriate criteria and high standards 
for learning quality; systematically gathering, analyzing, and interpreting 
evidence to determine how well performance matches those expectations and 
standards; and using the resulting information to document, explain, and 
improve performance. When it is embedded effectively within larger institutional 
systems, assessment can help us focus our collective attention, examine our 
assumptions, and create a shared academic culture dedicated to assuring and 
improving the quality of higher education." 
How is "assessment" different from regular evaluation of students?  
You assess students in your classes to determine how much they have learned 
in your classes and to assign grades.  "Assessment of academic programs" is 
intended to assess how well programs are working by looking at the 
assessment results of groups of students in those programs.  Therefore, an 
effective assessment program requires that the faculty in those programs have 
agreed upon the learning outcomes or learning goals for all students in the 
program, regardless of the courses that they take.  Then, the faculty need to 
agree upon how they are going to determine what the students have learned.  
When faculty assess students as a group rather than as individual students, 
look at the assessment results from a program perspective, analyze those 
results, and determine whether they need to revise anything in the program, 
then they are conducting assessment of the academic programs. 
Why can’t regular grades be used for assessment?  
You assign grades based upon what your students accomplished in your 

http://www.utsystem.edu/aca/assessment/faq.htm


classes.  An assessment program is designed to determine how well and/or 
how much students as a group have learned as a result of going through an 
entire program.  It is possible that the faculty will discover that there are gaps in 
the students’ learning, no matter how well individual courses were taught.  It is 
possible that faculty teaching common courses may emphasize different 
learning goals or learning outcomes, and so students who took the same 
courses from different faculty may have learned different things.  It is possible 
that students forget what they learn in their classes.  So an assessment 
program is designed to determine whether the program is accomplishing what 
the faculty intend it to accomplish.  Faculty as a group then look at the 
assessment results, analyze them, determine whether anything has to be 
changed to make their program more effective, and implement those changes. 

However, if you do want to read of ways that grades can be used for 
assessment purposes, I recommend Barbara Walvoord and Virginia Anderson's 
Effective Grading. San Francisco: Jossey-Bass, 1998. 

What is "authentic assessment"?  
"Authentic assessment" involves evaluating students' ability to perform real-
world tasks.  It is an attempt to measure more directly  whether students can 
perform well on intellectual tasks that are valued outside of the classroom.   This 
is in contrast to indirect measures of student ability, such as multiple choice 
tests.  Techniques range from portfolios to class projects to examinations that 
require students to respond to real world situations or tasks.  For more 
information on authentic assessment, go here for ERIC resources or here for a 
university report.  
What is "embedded assessment"?  
Embedded assessment is an assessment process that involves using the 
regular work that students produce in their classes as the material that is 
assessed or evaluated.   The student work may be a final research paper, a set 
of questions embedded in a final exam, a lab project, or anything that the 
professor would regularly use to evaluate the students in the class. One of the 
advantages of this type of assessment is that the students do not know that 
their efforts are being used for assessment and therefore do not have any 
additional pressure or effort required of them.   The work they produce is more 
indicative of their normal work rather than being something produced just for 
assessment purposes.  So, for example, one might assess the general 
education competencies of students when they reach the junior or senior year 
and are in the major by selecting specific assignments in specific courses and 
sending them to a team of faculty to evaluate.  For more information on 
embedded assessment, go here for conference presentations.  
 
What is "high stakes testing"? 
"High stakes testing" refers to tests that determine whether individual students 
have reached a specific level of proficiency and that are intended to be used to 
determine whether the student is qualified to advance to another level or has 

http://ericae.net/pare/getvn.asp?v=2&n=2
http://www.umuc.net/distance/odell/irahe/arc/section2.html
http://www.brevard.edu/fyc/FYA_contributions/PalombaRemarks.htm


met minimum standards.  Examples are the Texas Assessment of Academic 
Skills (TAAS), the examination for certification of teachers (ExCET), and the 
Graduate Record Exam (GRE). The debate over the value of high stakes testing 
is quite heated, especially in the public school arena.  For sites favoring such 
testing programs, go here.  For sites opposed to such testing, go here.    For 
more information on high stakes testing in higher education, especially as it 
relates to second language learners and students of color, go here.  
 
What is to prevent our assessment from becoming a high stakes test? 
South Dakota, for example, has mandated that their assessment be a high 
stakes test.  Students must pass it within a year of completing the general 
education program or withdraw from the university.  Universities have one 
percent of their formula funding dependent upon the results of their students.  
So, the question is a valid one. 

Assessment should be developed by faculty to achieve the appropriate end of 
assessment:  to provide the information that faculty need to improve their 
students'  learning.  When faculty assume ownership of the assessment process 
and hold themselves accountable for assessing student learning as effectively 
as they can, then they can demonstrate to external constituencies that they are 
accountable and serving the needs of the students whom they are working with.

If we use a standardized test, such as the ACT CAAP or ETS Academic Profiles 
test or the Missouri-developed C-BASE, a key question concerns what incentive 
we need to provide students to do well.  South Dakota has provided the 
assessment--student cannot continue unless they perform satisfactorily on the 
test.  Our question is:  do we want to create an additional testing requirement for 
the students of Texas?  If we keep students from continuing with their education 
through such an assessment, aren't we working against the intent of the Texas 
Higher Education Coordinating Board's "Closing the Gap" plan. 

Please explain "value-added."
In assessment, "value-added" usually refers to the difference between some 
statistically-determined base measurement of a student or a group of students 
and a final assessment measure or measures.  Thus, it is used to determine 
whether a particular curriculum has added any "value" to the students as a 
result of their education with that curriculum.  It can be useful when trying to 
compare the education of groups students who are very different in their 
characteristics.  One site, here, notes that growth in and of itself is not 
necessarily "competence."  An MBA site used employers' evaluations of 
graduated students to determine value-added.  A journal of articles on value-
added in history curricula recounts their experiences.  A consortium of 7 
universities working on a value-added project concluded that a good and 
thorough data base of information on students is absolutely essential in applying 
value-added measures.  A large study in the United Kingdom sought to 
determine the most effective value-added indicators for the nation.  And value-

http://edreform.com/education_reform_resources/
http://www.alfiekohn.org/standards/resources.htm
http://www.cast.org/ncac/index.cfm?i=920
http://www.ris.sdbor.edu/publication/pressreleases/pr062598-2.htm
http://ncrve.berkeley.edu/CenterFocus/CF10a.html
http://www.nu.edu/nuri/llconf/conf1995/williams.html
http://www.oah.org/pubs/chairsnl/v1n3.htm
http://www.ed.gov/offices/OPE/FIPSE/LessonsI/calif.html
http://www.ed.gov/offices/OPE/FIPSE/LessonsI/calif.html
http://www.qca.org.uk/ca/5-14/durham_report.asp


added vocational education also has been reported here. 
 
What do we mean by "critical thinking"?  Doesn't this concept involve a 
multitude of skills and attitudes?
You are absolutely right--it is an all-encompassing concept. Peter A. Facione 
reports on the results of a project that brought together experts from higher 
education and business to define critical thinking (see ERIC ED 315 423 and 
Critical Thinking: A Statement of Expert Consensus for Purposes of Educational 
Assessment and Instruction. Peter A Facione, principle investigator, The 
California Academic Press, Milbrae, CA 1990). Here is their consensus 
statement. 

"We understand critical thinking to be purposeful, self-regulatory judgment 
which results in interpretation, analysis, evaluation, and inference, as well as 
explanation of the evidential, conceptual, methodological, criteriological, or 
contextual considerations upon which that judgment is based.  CT is essential 
as a tool of inquiry.  As such, CT is a liberating force in education and a 
powerful resource in one's personal and civic life.  While not synonymous with 
good thinking, CT is a pervasive and self-rectifying human phenomenon.  The 
ideal critical thinker is habitually inquisitive, well-informed, trustful of reason, 
open-minded, flexible, fairminded in evaluation, honest in facing personal 
biases, prudent in making judgments, willing to reconsider, clear about issues, 
orderly in complex matters, diligent in seeking relevant information, reasonable 
in the selection of criteria, focused in inquiry, and persistent in seeking results 
which are as precise as the subject and the circumstances of inquiry permit. 
Thus, educating good critical thinkers means working toward this ideal.  It 
combines developing CT skills with nurturing those dispositions which 
consistently yield useful insights and which are the basis of a rational and 
democratic society." 

What is "primary trait analysis"?   
Primary trait analysis is a way for faculty to specify the exact criteria against 
which they will judge student work.  Using it, faculty create a scale for grading or 
scoring student work.   To create this scale, they must (1) identify the exact 
characteristics that they will be looking for; (2) construct a scale; and (3) 
evaluate the student's work against the scale.  The scale can be changed for 
each type of assignment or task that the student is asked to complete.  Most 
important for the students' benefit, when they know the traits that their work will 
be judged against, they can more knowledgeably address the assignment.  For 
purposes of program assessment, faculty can construct primary trait scales for 
each of the types of student work that they will be evaluating, whether the 
evidence for the assessment is provided by the student portfolios, essays, 
science projects, mathematical solutions, case study analyses, or whatever.  A 
major benefit of primary trait analysis to the assessment process is that it is a 
tool for faculty to use when working to reach consensus on what is worth 
evaluating in student work.  For a discussion of primary trait analysis as used in 

http://ncrve.berkeley.edu/CenterFocus/CF10a.html


one discipline, go here. 
 
Our major is regularly reviewed for accreditation. Won't that meet the need 
to assess general education or the major? 
To answer that question, you have to determine whether your accreditation 
review requires that you assess actual student learning.  If you do assess 
student learning for the major program, then it does meet what is expected 
when we assess our  academic programs.  Regarding general education, 
however, the issue then is whether your accreditation and assessment of the 
major also assesses general education competencies or learning outcomes.  
For example, do you assess your students' ability to write or solve problems or 
use technology as part of their learning? If you do, then your assessment of the 
major may indeed be a way to assess general education. 
Then our question becomes: what of the other majors? 
Do they also assess general education competencies or learning outcomes? If 
some majors do and others do not, then our challenge becomes: how do we 
assess general education learning outcomes in a way that assures us that we 
are somehow assessing general education learning outcomes for all of our 
students? And if different majors assess general education in differing ways, 
does the total picture that such assessments give us enable us to learn what we 
want to learn about the effectiveness of our general education efforts?  
If we can answer yes to that last question, then, yes, accreditation reviews can 
serve to assess general education learning outcomes.  For one institution's 
response to ABET accreditation as it relates to this question, go here.  
 
I don't understand how the assessment of the major can also serve as an 
assessment of general education.  Aren't we assessing very different 
competencies? 
To a great extent, yes, what we expect students to learn from the major 
program is different from what we expect them to learn from general education.  
However, we can find ways to assess general education learning outcomes 
within the major by choosing to assess those learning outcomes that are of 
most value to the major.  For example, do we want students to be able to write 
well within the students' disciplines.  If so, we can use the writing projects that 
they do for the major to assess student writing ability.  

But, what has that to do with general education?  Well, it can help inform our 
general education writing program.  If students still have major weaknesses in 
their writing, even after they are in the major, perhaps the writing program can 
be modified to address those weaknesses.  Or the faculty may decide upon a 
different solution or solutions.  Some institutions, for example, have 
implemented a junior or senior level writing course for each major.  Some have 
devised "writing intensive" courses within the majors.  Some have writing-
across-the curriculum or writing-across the disciplines workshops for faculty 
who want to improve students' abilities to write.  Although such solutions are not 
part of the general education program, the assessment of a general education 

http://www.rutgers.edu/Accounting/raw/aaa/aen/spring00/fd02.htm
http://ira2.rose-hulman.edu/assessment2000/prog2k.html


competency (in this case, writing) has led to the program changes.  

NOTE: It may not be worthwhile trying to assess all general education 
competencies in all the majors, for some will be more pertinent to the major than 
others.  
Please see the PowerPoint presentation on "alternative assessment" for ways 
that assessment can be implemented within the major.  
Suppose a particular competency involves more process than content. 
For example, suppose we want to evaluate the process that a student 
uses to solve a problem or to create something. Can a process be 
assessed? 
Yes. But this assessment will require a different approach from assessing the 
end product of student work. Portfolio assessments are particularly valuable for 
this purpose, for students can be asked to demonstrate the different phases of 
their work in their portfolio. For example, drafts of the writing can be saved for 
the portfolio. Or students could be asked to record the process that they use in 
arriving at a solution to a scientific experiment. If early stages of a student's 
work are destroyed or lost as the student works (for example, creating a 
painting), then other solutions might need to be required, such as asking 
students to take photos of their work in progress.  
A key faculty task, here, is to develop a set of criteria that can be applied by the 
faculty in evaluating student work. The program faculty might develop an 
analytic scale to judge the student work, so that the student is evaluated on 
each criterion that they faculty are looking for, perhaps using a scale from 1 to 
5, where 1 is poor and 5 is excellent. And, of course, the faculty evaluating the 
student work have to be sure that they are agreed upon what constitutes a 1 or 
3 or 4 on the scale.  
 
What about qualitative assessment?  Does everything have to be 
numerically quantifiable?  Can't the evaluators simply describe what they 
observe in student work? 
If the faculty can agree upon how they choose to make their qualitative 
judgments, then qualitative assessment can serve the purposes that the faculty 
want. They might even translate the qualitative judgments into numeric scores if 
they use an analytic scale such as that described in the previous answer above. 
A drawback to descriptive reports is that, while they can serve the purposes of 
faculty well, they are not easily communicated to those outside the discipline. 
So, if external constituencies, such as board members or legislators, want easily 
comprehensible assessment reports, then qualitative judgments and 
descriptions may not work.  
How do we deal with our transfer student population when we assess 
general education?  They may not have taken our core curriculum.  In fact, 
we may have some of our own students who take core curriculum courses 
at the local community college.  Are we to be held responsible for their 
learning? 
To include all student results in one report, as though all students are the same, 

http://www.utsystem.edu/aca/assessment/Powerpoint/Alternative%20Approaches%20Assessment.htm


does not provide us the information that we need for a valid assessment. 
Transfer student assessment results need to be disaggregated statistically in 
our analysis. We need to decide what categories we wish to include in our 
analysis as part of our process. Then, we can report results separately, and 
those results may give us clues as to how we can adjust the curriculum to 
address different populations, if the results indicate differences. We can also 
use these results to inform the community colleges that send us students about 
how their students perform once they arrive at our universities. 
 

 

  

MOST COMMON TYPES OF OUTCOMES 
 

Based on a review of all assessments found in accreditation (regional and 
discipline areas) documents, the most often used types of student learning 
outcomes: 

 98% of the time: skill outcomes (may also result in behavior 
outcomes): what students should be able to do as a result of the 
program experiences; use verbs such as demonstrate or apply 
(Research study found examples  

 90% of the time: knowledge outcomes (may also encompass 
expertise outcomes): what students should know as a result of 
their program experience; use verbs such as describe or explain  

 80% of the time: attitudinal outcomes (may also result in 
behavior outcomes): what students should be like as a result of 
their program experiences; use verbs such as act  
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