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BUILDING CULTURES OF EVIDENCE in student affairs is nothing new.
Since 1937, student affairs professionals have used a variety of strategies to
demonstrate how their programs, processes, and services contribute to higher
educations bottom line: student access and student success. What is new
is the increasing complexity of student affairs responsibilities, escalating
expectations for the profession, and an unprecedented proliferation of tools to
measure the effectiveness of processes, programs, and services. To respond to
these challenges, student affairs professionals are seeking assistance in a
variety of areas, from identifying gaps in their knowledge base and skill sets
to conceptualizing what a well-developed culture of evidence looks like. This
first module of Building a Culture of Evidence in Student Affairs: A Guide
for Leaders and Practitioners offers a starting point by providing
self-assessment instruments, a culture of evidence road map, and words of
wisdom from presidents and senior student affairs officers (SSAOs). It also
features snapshots of the other modules in the guide. 


Cultures of evidence offer
student affairs professionals opportunities to examine their work; make it more
effective and efficient; and increase the probability that they will design and
implement programs, processes, and services that really matter. Operating
within a culture of evidence also allows student affairs professionals to
remain in a continuous professional and personal learning loop: asking
questions that matter; building on successes; learning from failures; and
designing and implementing programs, processes, and services to help students
define and reach their educational and career goals. Cultures of evidence also
offer a degree of protection for student affairs professionals, as they
document with hard data the significant contributions student affairs makes
toward the institutions mission and goals.











Evolution
of the Culture of Evidence 


Some
student affairs professionals reminisce about working in colleges and
universities BCE (before the
culture of evidence era). Others talk about a culture of evidence revolution.
Neither perspective is completely accurate. The student affairs profession is
in the midst of a culture of evidence evolution, not revolution; the
emphasis on assessment and outcomes has been around since the dawn of the
profession. In June 1937, The Student Personnel Point of View outlined
expectations and values for the fledgling profession. Of the 23 expectations,
5 stressed the need to evaluate and conduct studies to improve student
personnel functions and services. The revised Student Personnel Point of
View, published in 1949, called for a continuing program of evaluation of
student personnel services  to ensure the achievement by students of the
objectives for which the program is designed (p. 8) and suggested criteria
that practitioners could use to assess the effectiveness of programs and
services. In the 1960s, 10 student affairs associations created the Council of
Student Personnel Associations in Higher Education (COSPA) to establish
standards to guide practice and preparation. Although COSPA was dissolved in
1976, it paved the way for the establishment in 1979 of the Council for the
Advancement of Standards for Student Services/Development Programs. Now known
as the Council for the Advancement of Standards in Higher Education (CAS), it includes more
than 40 professional associations. Among its many contributions to the
profession, CAS created and is
responsible for periodically updating the CAS Standards (2012), a document
that outlines detailed expectations and outcomes for major functional areas in
student affairs; the CAS Self-Assessment Guides
(2012),
functional area self-assessment guides coupled with a PowerPoint presentation
and an e-learning course for conducting assessments; and the Frameworks for
Assessing Learning and Developmental Outcomes (2006), a description of
learning outcomes, assessment examples, and assessment tools. Although
currently out of print, the Frameworks for Assessing Learning and
Developmental Outcomes (2006) is available as a downloadable PDF.
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It is important to be clear about the aims of a culture of
evidence. The goal is to use evidence to better understand
our students and their experiences so we can improve our
work with them. Sarah Westfall, vice president for student
development and dean of students, Kalamazoo College (personal
communication, May 24, 2012)









Risk-Reward
Continuum 


Results
of surveys conducted by NASPAStudent Affairs Administrators in Higher
Education and feedback from participants in the Culture of Evidence/Student
Learning Outcomes workshop offered before the NASPA Assessment and Persistence
Conferences in 2010, 2011, and 2012 indicate that many professionals understand
the importance of establishing a culture of evidence in student affairs but
struggle with the logistics of designing and implementing such a culture at their
institutions.
The role of outcomes (developmental, learning, and program) seems especially
challenging; the selection of appropriate assessment tools is perceived as a
demanding task; and building capacity in student affairs is viewed as a
time-consuming and expensive endeavor. Table 1.1 shows how student affairs
professionals view the risks and rewards associated with building cultures of
evidence. In the final analysis, however, student affairs leaders view the
creation of data-based and outcomes-oriented programs and services as a
critical need, a major professional responsibility, and, most important, the
right thing to do (Culp 2012).




[image: image_001]












[image: image_002]












Definitions



The
following seven definitions offer a common starting point and provide a
foundation for this culture of evidence tutorial. Additional definitions
appear, as needed, throughout the tutorial. 
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Building cultures of evidence allows student affairs staff to be
more focused and presents increased opportunities to move away
from boutique programs serving a few students well to intentionally
scaling up services to assist more students. Charlene Dukes,
president, Prince Georges Community College (personal communication,
May 23, 2012)











An
action plan is a sequence of steps that professionals must take
to reach a goal. At their most basic, action plans include five elements: (1) a
clear statement of the goal, (2) a list of the specific tasks required to reach
the goal, (3) identification of the person or group responsible for each task,
(4) a time line for each task, and (5) criteria to determine goal achievement. 


First
published in 1979 and last updated in 2012, the CAS Professional
Standards for Higher Education includes a taxonomy of learning and
developmental outcomes for student affairs as well as general and specialty
standards for functional areas within student affairs. The CAS Self-Assessment
Guides (2012)
offer new rating scales to provide colleges and universities with tools to
assess the effectiveness of programs and services. 


The
term culture of evidence refers to a commitment among student
affairs professionals to use hard data to show how the programs they offer, the
processes they implement, and the services they provide are effective and
contribute significantly to an institutions ability to reach its stated goals
and fulfill its mission. 


Every
student affairs division needs a mission statement that is
compatible with the mission statement of the institution and clearly states why
student affairs exists, what it does, and how it helps the institution fulfill
its mission. 


The
term opportunity costs refers to comparing the value of the
programs and services student affairs currently offers with the value of the
programs and services it could offer if current programs and services were
modified or eliminated. 


Student affairs describes the administrative unit
that houses nonclassroom support services. The term also refers to the body of
knowledge, professional literature, and guiding philosophy shared by all who
provide nonclassroom support services (Helfgot, 2005). 


The
term student services describes programs, services, and
activities provided by the division of student affairs. These often include,
but are not limited to, academic support, admissions, advising, articulation,
assessment, athletics, auxiliary services, career and educational planning,
college safety, college survival skills, cooperative education, counseling,
financial aid, Greek life, health and wellness, housing, job placement and
referral, orientation, outreach and recruitment, records and registration,
service learning, student behavior, student life and leadership, and targeted
support for specific student populations (e.g., adult learners, e-learners,
first-generation-in-college students, international students, and students with
disabilities) (Helfgot, 2005). 


Student development has two meanings, as
the term can refer to both a theory and a goal. As a theory, student
development describes how students change, grow, and develop as a result of the
college experience. As a goal, the term refers to the commitment of student
affairs professionals to provide programs and services that help students
develop in positive ways while they are in college (Helfgot, 2005).






Mapping the
Culture of Evidence Journey


As
this tutorial will demonstrate, there is no one-size-fits-all approach to
creating a culture of evidence in student affairs. However, mature cultures of
evidence share four essential characteristics: 




1. They are
linked to the institutions mission and culture. 


2. They are based on 10 core elements: 



  	A student affairs mission statement that is periodically reviewed and updated.

  	A student affairs culture of evidence plan that is periodically reviewed and updated.
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Kathleen Hetherington, president of Howard Community College in Columbia, Maryland, believes that
these five principles should guide culture of evidence initiatives in student affairs:


  	The culture of evidence in student affairs must be tied to the institutions culture of evidence.

  	Peer review is essential. Howard Community College, for example, measures performance in all areas against key performance indicators that relate to the colleges mission and strategic plan. The president chairs a monthly meeting of a committee composed of representatives from all segments of the college community to examine key performance indicators.

  	Establishing a robust culture of evidence takes time, but the investment is worth it. A culture of evidence leads to a more focused and fine-tuned institution and increases the accuracy and efficiency with which resources are allocated.

  	Building a culture of evidence is an ongoing process. Student affairs professionals cannot simply put a culture of evidence in place and walk away. They must continually review data generated by culture of evidence initiatives, make decisions based on the data, and use the data to strengthen programs, policies, procedures, and services.

  	Student affairs professionals must answer two questions about the programs and services they offer and the procedures they follow: (a) What difference do they make to students and to the college, and (b) how will student affairs professionals demonstrate that they make a difference? (personal communication, April 18, 2012)

















	An annual or semiannual assessment calendar for major areas, programs, and
services in student affairs.


	Programs, services, and activities with clearly defined outcomes
(developmental, learning, or program) and outcome measures.


	Budgeting, planning, and staff development procedures that are data-based, action-oriented,
and tied to institutional goals.


	Formal faculty and student evaluations of programs and services conducted on a
regularly scheduled basis.


	Formal faculty and student needs analyses conducted on a regular basis.


	Point-of-service assessment activities conducted periodically throughout the
year.


	Research studies to determine the effectiveness of and to improve major
initiatives (e.g.,
courses on life/career planning or college success), solve a problem, or answer
a
significant question.


	Data used to drive improvements in programs, processes, and services.






3.
They are built on a foundation in student affairs that includes:



	Continuous professional development opportunities that help staff implement
cultures of
evidence and correctly use data.


	A requirement for student affairs professionals to set aside time to analyze
data, identify appropriate actions to take, and reach data-based decisions.


	Clear, consistent strategies to communicate with and educate the college
community about
the contributions student affairs makes to the institutions mission and bottom
line.


	An annual report to the college community that uses hard data to show how
student affairs
programs and services help the institution fulfill its mission and achieve its
goals.





4.
They involve peer review within student affairs and across the college.



	Faculty, staff, and administrators provide feedback via needs analyses,
program evaluations, and focus groups.


	Student affairs professionals participate in collegewide committees to assess
the institutions
progress toward key indicators.


	Faculty members serve on key culture of evidence committees and task forces in
student affairs.


	Student affairs professionals continually assess the effectiveness of the assessment
measures they use and help their colleagues across the college ask and answer
two questions: (1) Are we asking the right questions? (2) Are we using the
right indicators?
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Allocate resources to support a significant amount of professional
development for student affairs staff in preparation for
launching culture of evidence initiatives. Continue to provide
professional development opportunities for existing staff and
new staff to sustain the culture of evidence effort. Paul Dale,
president, Paradise Valley Community College (personal communication,
April 17, 2012)




















Building
Capacity 


Building
capacity in student affairs is one of the most important steps in creating a
culture of evidence. It helps professionals recognize their strengths, identify
gaps, and develop strategies to acquire or access missing or incomplete
expertise. Checking the Foundation: Definitions and Resources (Exercise 1.1) is
designed to help student affairs professionals assess their understanding of
basic culture of evidence terms, identify sources of assistance within their
institutions, and discover support available in their communities. Assessing
Readiness to Implement a Culture of Evidence in Student Affairs That Includes
Learning Outcomes (Exercise 1.2) invites readers to assess their knowledge of
their district or institution, the teaching-learning process, and culture of
evidence tools. Both instruments provide the foundation for Module 2:
Establishing a Culture of Evidence Foundation and should be completed before
beginning that module. 
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Make creating a culture of evidence a clearly stated performance
expectation. Otherwise, the tasks associated with
building such a culture will never be completed. Paul Dale,
president, Paradise Valley Community College (personal communication,
April 17, 2012)









Using
the Culture of Evidence Tutorial 


Building
a Culture of Evidence in Student Affairs: A Guide for Leaders and Practitioners
grew
out of NASPAs experiences with the Lumina-funded DegreeNow project in West Virginia and feedback from
participants in NASPAs annual Assessment and Persistence Conference. Time and
time again, student affairs professionals and even leaders said they understood
the why, but they were having difficulty with the how.
Specifically, how do SSAOs identify the most effective strategies to: 






	Deal with the fears, the limited
skill sets, and lack of knowledge of some staff?

	Motivate staff members to up
their game in relation to creating cultures of evidence when there are so many
competing demands on their time and talents?

	Leverage support within the
institution and across the community?

	Justify redirecting resources in
these challenging economic times to strengthen culture of evidence initiatives?

	Design a culture of evidence
model that fits their institutions mission, traditions, and culture as well as
the skill sets of their staff ?

	Access culture of evidence
models at other institutions, study their colleagues successes, and learn from
their mistakes?

	Use culture of evidence data to
drive improvement? 





Each of the modules in this tutorial
addresses one or more of these questions.


Module
2, written by Marguerite Culp, provides an introduction to essential culture of
evidence topics. This module helps student affairs professionals process the
self-assessment instruments they completed in Module 1, distinguish between
leading and managing, and use a checklist to assess their divisions readiness
to begin the culture of evidence journey. In addition, the module provides a
PowerPoint presentation to introduce culture of evidence topics, offers a
variety of follow-up activities, and includes an adaptation for student
affairs programs of many of the Classroom Assessment Techniques first developed
by Angelo and Cross (1993).
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Assign responsibility for building and coordinating the student
affairs culture of evidence initiative to a trained professional at the
division or system level. For many years, Paradise Valley struggled
to establish a culture of evidence without dedicating any resources
to the process. This made it difficult to expand and maintain high
levels of staff participation. Once student affairs was able to hire
a part-time person to support the planning and data collection
aspects of program review and the annual learning outcomes
assessment processes, the culture of evidence grew much more
quickly. Paul Dale, president, Paradise Valley Community College
(personal communication, April 17, 2012)











Developed
by Katie Busby and Beatriz Gonzalez Robinson, Module 3 helps SSAOs understand
what they need to do to prepare the leadership team to conduct a culture of
evidence initiative. The module starts with the basics (mission, vision, and
values), identifies strategies and provides tools SSAOs can use, and concludes
with guidelines for conducting an assessment/audit. The module also covers the
importance of assessment champions and offers strategies for dealing with
assessment anxiety. 


Tisa
Mason and Shana Warkentine Meyer collaborate in Module 4 to explore the role of
outcomes (developmental, learning, and program) in student affairs, using
concrete examples to show how various areas in student affairsfrom advising to
veterans affairsweave outcomes into their culture of evidence initiatives.
This module offers valuable insights, observations, and advice from higher
education leaders who have written on the effective use of assessment and the
importance of creating a culture of evidence in student affairs. Finally, the
module addresses an essential question: If student affairs professionals focus
exclusively on learning outcomes as the centerpiece of their culture of
evidence initiative, are they in danger of appearing one-dimensional, of not
telling the whole student affairs story, or of sending the wrong message to the
institution about who they are and what they do? 


In
Module 5,
Andrew
Wall discusses the importance of using different assessment approaches to
gather data that are both credible and useful. The module describes practical
approaches to designing and implementing action research, traditional research,
and program assessment, and gives concrete examples of how different types of
institutions use assessment and research results to demonstrate the
effectiveness of student affairs programs and services. Most important, the
module frames the culture of evidence discussion by reminding student affairs
professionals that students deserve the best the profession has to offer. The
role of assessment is to help student affairs professionals determine whether
they are doing their best work and whether that work is having a positive
effect on students and the institution. 


In
Module 6, Lori Varlotta shares California State University, Sacramentos journey from a
culture of good intentions to a culture of evidence in student affairs.
Chronicling the first six years of the implementation process, Varlotta offers
unvarnished snapshots of the highs and the lows, provides tips for SSAOs, and
explains why creating a culture of evidence in student affairs is not only the
right thing to do but also the smart thing to do. This module includes a
PowerPoint presentation that outlines a seven-step assessment model, provides
numerous
examples of how to apply the model, and discusses the use of the workload
estimator approach in student affairs. 


Module
7, written by Brian Dietz and Kathryn Mueller, examines the important role CAS standards can play
in jump-starting and guiding culture of evidence initiatives. It provides a
link to a PowerPoint presentation that describes how one institution uses the CAS learning domains
in its assessment practices. The module describes strategies student affairs
professionals can use to encourage faculty to become more involved in evaluating
and shaping support programs and services. Finally, the module reinforces the
importance of action research in culture of evidence initiatives, offers action
research guidelines and examples from a variety of institutions, and provides
an introduction to the program review process. 
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Factor program and developmental outcomes into culture
of evidence initiatives. Student learning outcomes are part
of a culture of evidence; they are not the entire culture of
evidence. Integrate outcome data into the institutions larger
systems (e.g., program review, personnel evaluations, and new
program development). Paul Dale, president, Paradise Valley
Community College (personal communication, April 17, 2012)










Marguerite
Culp, Gwendolyn Jordan Dungy, and David Jones team up in Module 8 to provide
student affairs professionals with tools they can use to assess what they have
learned about building cultures of evidence in student affairs, understand the
challenges associated with designing and maintaining a culture of evidence, and
identify the steps they can take to help their institutions build cultures of
evidence in student affairs.


Throughout
the tutorial, readers will find sections dedicated to advice from experienced
professionals (Quick Tips), concrete examples of how institutions have applied
the concepts or used the tools described in the module (In the Spotlight), and
exercises to help them assess their knowledge of and ability to apply the
concepts introduced in the modules (Apply the Concepts). The tutorial also
includes practical tools such as PowerPoint presentations and assessment
instruments as well as listings of print and electronic resources.
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Exercise 1.1Checking
the Foundation: Definitions and Resources 


Student
affairs professionals rarely need to start from scratch to build a culture of
evidence, but many do so because they are unaware of the data and resources
already available at their institution. Part 1 of this survey asks respondents
to identify available institutional data. Part 2 focuses on the support
available in the institution, the community, and the higher education world.
Part 3 allows respondents to check their knowledge of essential culture of
evidence definitions. 


Part 1


Directions: Put a check in front of the data currently
available at or through your institution. If you are not sure what is
available, consult colleagues in the institutional research office, the
institutional effectiveness office, and the institutional technology office. 




___ Trend data on prospective students (e.g., ACT, College Board, or National
 Center for Educational Statistics)


___ Data from national surveys in which the college has participated
(e.g., National Survey of Student Engagement [NSSE], Community College Survey of
Student Engagement [CSSE], or Cooperative Institutional Research Program
[CIRP])


___ Data from state-mandated studies or reports


___ Data generated by or for CAS self-assessment guides


___ Comparison data that enable colleges to determine how they are
doing in major areas compared with peer institutions (Integrated Postsecondary
Education Data System [IPEDS])


___ Student data, such as admissions, financial aid, retention,
academic standing, and graduation


___ Data from locally mandated studies or reports


___ Other (please identify) 











Part 2


Directions: Put
a check in front of the assistance available to student affairs professionals
as they work toward building a culture of evidence at your institution.
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Part 3


Directions:
Match
each assessment term with the definition that best fits. Write the letter of
the definition in the space provided next to each assessment term.




[image: image_004]







Answer key on page 19.
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Exercise
1.2Assessing
Readiness to Implement a Culture of Evidence in Student Affairs
That Includes Learning Outcomes






Directions:
Put
a check in the column that best represents your knowledge or skill level in
relation to the topic. The skill levels are defined as: 



  	Developing: Limited knowledge or skills but willing to learn.

  	Proficient: Able to use knowledge/skills to develop programs and services.

  	Exemplary: Capable of helping others acquire skills and knowledge in this area.






College/District


Rate
your knowledge of the following aspects of your college, university, or
district.
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Teaching and Learning


Rate
your knowledge of and ability to apply theories and research related to the
following topics.
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Assessment of Learning 


Rate
your knowledge of and ability to use the following in helping student affairs
implement a culture of evidence that includes learning outcomes.
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Research


Rate
your ability to do the following research-related activities.
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Student Success


Rate
your overall ability to help student affairs assess the effectiveness of
programs and services in the area in which you work (e.g., admissions,
counseling, financial aid).
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Answer key for Exercise 1.1, Part 3: 1-I, 2-J, 3-C, 4-D, 5-A, 6-H, 7-G, 8-F, 9-E, 10-B


(Return to Exercise 1.1, Part 3)
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BUILDING AN EFFECTIVE CULTURE OF EVIDENCE presents a challenge to even the most
experienced student affairs professionals. This module offers a brief
introduction to essential topics that Modules 3 through 7 will explore in
depth. In addition to helping student affairs professionals use the tools
introduced in Module 1 to evaluate and strengthen their culture of evidence
skill sets, Module 2 includes a checklist to help professionals determine the
strength of student affairs at their institution, guidelines for leading and
managing the transition from a culture of good intentions to a culture of
evidence, and practical tips from presidents and higher education leaders. The
module also includes a PowerPoint presentation on basic culture of evidence
concepts.






Using Data to
Establish a Baseline and Strengthen the Team


Establishing a culture of evidence baseline begins with
analyzing responses to the self-assessment exercises in Module 1. Responses to
Parts 1 and 2 of Checking the Foundation: Definitions and Resources (see
Exercise 1.1 on p. 11) identify what student affairs professionals know about
the availability of data and resources in the college and across the community,
while Part 3 establishes what they know about basic culture of evidence terms.
Responses to the Assessing Readiness to Implement a Culture of Evidence
in Student Affairs That Includes Learning Outcomes (see Exercise 1.2 on p. 14),
help professionals recognize what they know and what they need to learn about
their institution or district, the teaching-learning process, and assessment
and research tools.
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The leadership in student affairs has to lead. They must develop
a vision based on institutional priorities and link all programs,
services, and initiatives to that vision, setting metrics and benchmarks
along the way. Student affairs professionals cannot be
insular in their thinking. They need to know about best practices
and promising practices; they must be more focused and meaningful
in taking risks to do the right things for studentsfor
the right reasons. Charlene Dukes, president, Prince Georges
Community College (personal communication, May 23, 2012)













The Student Affairs Leadership Team


Using
baseline data to strengthen the skill sets of individual student affairs
professionals, specific areas within student affairs, and the team at the top
is a fairly straightforward process that involves helping everyone recognize
their strengths, identify important gaps, and develop plans to build on the
strengths and close the gaps. Timing and focus are crucialeven
well-thought-out plans will fail if the capacity or focus required to execute
them is lacking. 


It is essential that
members of the student affairs leadership team understand the importance of
managing as well as leading. Table 2.1 provides an overview of strategies for
effectively leading and managing culture of evidence initiatives. 
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Require the student affairs team to set aside a specific number
of hours each month to analyze data. Everyday tasks will consume
the teams time unless data collection and analysis become part
of the culture. John R. Laws, vice chancellor for student affairs, Ivy
Tech Community College (personal communication, May 11, 2012)














It
also is essential for leaders to establish a culture of evidence baseline for
the student affairs team. Constructing that baseline starts with using the two
self-assessment instruments in Module 1 (Checking the Foundation: Definitions
and Resources; and Assessing Readiness to Implement a Culture of Evidence in
Student Affairs That Includes Learning Outcomes) to help team members develop
an accurate picture of their strengths and weaknesses. This picture will help
student affairs leaders:








1. Recognize and
build on areas in student affairs that already have culture of evidence
elements in place. 


2. Identify gaps
that matter. 


3. Develop a plan to build on the teams
strengths, minimize its weaknesses, and deal with gaps that have the potential
to weaken culture of evidence initiatives. 





4. Link developing and working the plan
to each staff members annuals goals and performance review. 


5. Provide a variety of opportunities for
student affairs professionals to implement their professional development
plan. Arrange in-service training, invite consultants to campus, organize study
groups, and support participation in webinars and state or national
conferences. 






[image: image-qtip]


[The idea of]  using real data to drive decisions is appealing;
interest in the activities required to develop good information
is often lower. Using an incremental approach that focuses
on achievable goals helps mitigate concerns about the time
required to implement a culture of evidence. Sarah Westfall,
vice president for student development and dean of students,
Kalamazoo College (personal communication, May 24, 2012)












6. Identify key players across the institution
who are capable of and willing to assist student affairs professionals in
designing and implementing an effective culture of evidence. 


7. Involve these key players in helping
student affairs design and implement a culture of evidence by asking them to: 




a. Provide professional development
activities (e.g., how to design and implement action plans, outcomes, rubrics,
and assessment strategies). 


b. Help student affairs professionals
identify and access institutional resources (e.g., available assessment data or
information technology support). 


c. Teach student affairs professionals
how to map student learning that results from programs and services provided by
student affairs to the institutions general education outcomes. 


d. Review culture of evidence products
as they evolve (e.g., action plans, outcomes, rubrics, assessment strategies,
and assessment results). 


e. Mentor or serve as
resources to student affairs staff members throughout the implementation
process. 




8.
Develop an initial culture of evidence plan that is realistic and leverages the
skills and resources available in the student affairs division. 


9.
Tie the culture of evidence plan to the institutions culture of evidence plan
and to the budgeting and resource allocation process in student affairs. 


10. Pilot test and refine the culture of
evidence plan.   






Student Affairs Professionals


In addition to honestly
assessing their strengths and identifying what they need to learn, student
affairs professionals must build on strengths, focus on the gaps that matter,
and demonstrate that they are able to:








1. Understand
the mission, goals, and culture of the institution in which they work.








2. Identify their
strengths and weaknesses in relation to building a culture of evidence in
student affairs, and accept the fact that building such a culture starts with
them. 
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Send a clear message to the student affairs team that all areas of
the institution are involved in supporting, facilitating, or stimulating
student learning, either by providing services or by improving the
learning process. Diana Doyle, president, Arapahoe Community
College (personal communication, March 11, 2012)











3. Design a plan
to build on their strengths, minimize their weaknesses, and close any gap that
has the potential to weaken their ability to understand or contribute to culture
of evidence initiatives. Such a plan must become part of each staff members
annual goals and annual performance review. 


4. Seek out and
participate in professional development activities at their institution, across
the state, and around the country, then share what they learn with their
colleagues. 


5. Collect examples of strong culture of
evidence practices and models in their area of responsibility. 
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John R. Laws, vice chancellor for student affairs at Ivy Tech Community College in Indiana, considers
the following five principles essential for senior student affairs officers based on his experience
creating a culture of evidence at a multicampus institution:



  	Encourage everyone on the student affairs team to build capacity by participating in professional development activities designed to increase culture of evidence skill sets.

  	Articulate two expectations: (1) the student affairs leadership team will schedule staff meetings to review data and analyze how to use the data to strengthen programs, services, policies, and procedures; and (2) end-of-year reports will be based on data and evidence.

  	Create a positive working relationship with the Institutional Research Office. Someone who understands how to extract reports from the current system and how to make sense of the data can save you hours of time searching for trends and patterns.

  	Do not view data in isolation. Look at multiple reports. Search for trends and patterns within campuses and across the system.

  	Take the time and do the work to create a real culture of evidence. Building a culture of evidence sounds good, but too often student affairs professionals are not able or willing to put in the time or the effort to create a culture that lasts. (personal communication, May 11, 2012)


























6. Read, surf the Internet, and join
e-mail lists devoted to culture of evidence topics in their area of
responsibility. 


7. Consider organizing or joining a study
group in their area of expertise that focuses on specific culture of evidence
topics. 


8. Spend a day or two shadowing professionals
at institutions with robust cultures of evidence in the area in which they
work.



9. Actively participate in designing,
pilot testing, and refining the culture of evidence model for student affairs.
Make sure that the plan is realistic and builds on the skills and resources available
in the student affairs division. 


10. Communicate with their colleagues in
student affairs and across the institution in a positive, data-based manner
about the importance of establishing a culture of evidence in student affairs
and how such a culture will strengthen the institutions ability to fulfill its
mission and achieve its goalsand increase the ability of student affairs to
compete for institutional, state, and national funding 
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Do not try to replicate what another college is doing without
determining if the colleges approach fits the culture, skill sets,
and resources of your institution. Do not purchase a piece of
software without having a plan and a clear understanding of
how the software fits into that plan. Do not underestimate
the time and energy required to design, implement, and
maintain a culture of evidence. Never create an atmosphere
where student affairs professionals feel inadequate because of
what they do not know about building a culture of evidence.
William E. Carter, vice chancellor, information technology, Houston
Community College System (personal communication, May 9, 2012)













Learning More About
Culture of Evidence Topics


Building a Culture of Evidence in Student
Affairs: Establishing a Baseline (available at
http://www.naspa.org/cultureofevidence/MOD2PP.pdf) is an interactive presentation that
takes 6090 minutes to complete. Exercises that supplement the presentation can
be found at the end of this module and are labeled as follows:








	Exercise
2.1Follow-up
Activities for the Presentation Building a Culture of Evidence in Student
Affairs: Establishing a Baseline


	Exercise
2.2Assessing
Student Affairs at Your Institution 


	Exercise
2.3 Classroom
Assessment Techniques (CATs) That Are Useful in Student Affairs 


	Exercise
2.4Snapshot
of Traditional and Authentic Assessment Tools Used in Student Affairs 





It is important for
student affairs professionals to follow up on the presentation, either
individually or in groups. An institutions culture, the goals of the senior
student affairs officer, and the skill sets of student affairs professionals
determine which follow-up activities will work best in a specific setting.
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Exercise 2.1Follow-up Activities for the Presentation Building a Culture of
Evidence in Student Affairs: Establishing a Baseline



1. Create a professional development
plan. Identify
the skills and knowledge you need to acquire to contribute to student affairs
efforts to build an effective culture of evidence. Develop an action plan to
acquire these skills. 


Goals:



  	Establish a realistic picture of your skill sets and knowledge base.

  	Identify gaps that matter.

  	Develop a clear plan for reducing these gaps.






2. Develop a portfolio. Show how your area
currently measures and demonstrates the effectiveness of the programs and
services it offers. Share the portfolio with other areas within student affairs
and ask your colleagues to (1) identify the strengths and weaknesses of your
portfolio, and (2) suggest strategies to strengthen the ways in which your area
demonstrates the effectiveness of its programs and services. 




Goals:



  	Establish a clear culture of evidence baseline for each area in student affairs.

  	Enhance collaboration and cooperation among student affairs professionals.

  	Expand what student affairs professionals know about areas other than their own.






3. Review the CAS standards. List the elements
of the standards for the area in which you work that might prove useful in
demonstrating the effectiveness of programs and services. 




Goal:



  	Increase ability to incorporate CAS standards into culture of evidence initiatives.






4. Search the Internet. Locate three
institutions that appear to have strong cultures of evidence in student
affairs. Evaluate the cultures of evidence. Identify three elements of the
cultures of evidence that might work at your institution. 




Goal:



  	Increase ability to identify and learn from similar institutions with cultures of evidence in place in student affairs.

















5. Synthesize the information. Reflect on what you
have learned from the CAS standards, the
Internet search, and the input on your portfolio offered by colleagues. Update
your areas portfolio by including a list of the changes you would like to
make in your areas approach to demonstrating the effectiveness of the
programs and services it offers. Share your portfolio with colleagues and
incorporate their feedback into your final product. 


Goals:



  	Increase ability to analyze, evaluate, and apply information.

  	Enhance collaboration and cooperation among student affairs professionals.

  	Expand what student affairs professionals know about areas other than their own.






6. Develop templates. Collaborate with
your colleagues to develop guidelines for student affairs professionals to
follow in designing and implementing a culture of evidence in student affairs. 




Goal:



  	Increase consistency within student affairs by adopting divisionwide guidelines.
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Consider establishing a Data and Decisions Group in concert with academic affairs colleagues; task
the group with mining existing data. At Kalamazoo College, this approach built some real competence
and familiarity with both data and ways to ask interesting and relevant (to both academic and
student affairs staff) questions. Sarah Westfall, vice president for student development and dean of
students, Kalamazoo College (personal communication, May 24, 2012)
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Exercise 2.2Assessing Student Affairs at Your Institution





Directions:
Check
all the statements that describe student affairs at your institution, then
total your responses. 




___ Has
a mission statement that reflects the institutions mission and core values.


___ Follows
planning and evaluation procedures that are clearly defined and understood by
the college or university community.


___ Can
demonstrate a clear relationship between student affairs policies, programs,
and practices and the institutions mission and values.


___ Can
demonstrate a clear link between theories and research and student affairs
policies, programs, and practices.


___ Can
demonstrate with hard data that programs and services are based on
documented student, faculty, and institutional needs.


___ Can
demonstrate with hard data that student affairs policies, programs, and
practices contribute to student learning.


___ Can
demonstrate with hard data that student affairs policies, programs, and
practices contribute to student success.


___ Provides
new staff members with up-to-date job descriptions, an orientation to the institution
and to their area of responsibility, and a clear explanation of the
institutions expectations.


___ Provides
all staff members with opportunities to upgrade their skills.


___ Provides
all staff members with the opportunity to meet with supervisors to set annual
goals that clearly relate to institutional goals.


___
Evaluates staff members each year. A significant part of the evaluation is
based on their ability to achieve annual goals.


___
Offers staff members the opportunity to participate in and influence decisions
regarding hiring, the allocation of resources, and the development of goals
and outcome measures within student affairs.


___
Communicates with the college or university community effectively and in a
timely manner.


___
Provides the college or university community with opportunities to evaluate
programs and services designed and implemented by student affairs.




___ Total Number of Checks
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Note. Adapted from Community College Student Affairs: What Really Matters? (pp. 7787), by S. R. Helfgot and M. M. Culp
(Eds.), 2005, San Francisco, CA: JosseyBass. Copyright 2005 by JosseyBass. Adapted with permission.
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The bottom line for higher education right now is efficiency on investment. Student affairs must
demonstrate to the college community that the money allocated to it either generates or saves
revenue for the institution. It also must demonstrate that new programs and services are creating
efficiencies or are cost-neutral. William E. Carter, vice chancellor, information technology, Houston
Community College System (personal communication, May 9, 2012)
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Exercise

2.3Classroom
Assessment Techniques (CATs) That Are Useful in Student Affairs


This list of techniques is adapted from Classroom
Assessment Techniques: A Handbook for College Teachers by T. A. Angelo and
K. P. Cross (1993). The page numbers on which each technique can be found in
the original source are provided in parentheses.







	Background
Knowledge Probe: Use
at the start of a class or activity to assess what students already know and to
focus their attention. May take the form of a short survey or a few open-ended
questions. (p. 121)

	Focused
Listening: Use
before, after, or during an activity or class to assess what students remember
about a specific subject or concept. This approach has many variations, but all
start with asking students to list the important words or phrases related to a
topic in a limited amount of time. (p. 126)

	Empty
Outline: Use
to determine whether students understand the most important points of a
presentation, a discussion, a class, or an activity. Present participants with
an empty or partially completed outline and give them a short amount of time to
fill in the blanks. (p. 138)

	Memory
Matrix: Use
to verify that students can recall important points/concepts in a presentation,
discussion, class, or activity. Present participants with a rectangle divided
into rows and columns. Provide row and column headings but leave the boxes
empty. Ask students to fill in the boxes. (p. 142)

	Minute
Paper: Use
to help students evaluate and apply what they have learned. Stop the
presentation, discussion, class, or activity a few minutes early. Ask students
to answer two questions: What was the most important thing you learned today?
What important question remains unanswered? (p. 148)

	Muddiest
Point: Use
during or at the end of a class, activity, presentation, or discussion to find
out what remains unclear or confusing to participants. Simply ask students to
write down their answer to one question: What was the muddiest point in
________? (p. 154)

	Categorizing
Grid: Use
to help students think about and organize what they have been learning and to
provide student affairs professionals with insight into their students thought
processes. Select two or three important categories. Draw a large rectangle and
divide it into columns. Label each column with a key word, phrase, or sentence.
Provide students with a list of words or phrases, and ask them to place the
words in the correct column. (p. 160)

	Analytic
Memos: Use
to assess how well students can analyze a problem and communicate their
analysis clearly and concisely. Present a scenario and ask the students to
analyze it and make recommendations regarding appropriate responses. (p. 177)

	One Sentence Summary: Use to determine how well students
can summarize a large amount of information on a specific topic. Useful for
small and large group activities, workshops, and classes. (p. 183)

	Annotated Portfolios: Use to determine whether students
can apply what they have learned to real-life situations and whether they can
connect what they have learned over a series of workshops, classes, or
activities. Ask students to prepare a portfolio on a specific topic, as well as
a narrative explaining why they chose the elements included in the portfolio.
(p. 208) 






	Application
Cards: Use
to determine whether students can apply what they have learned. After a
discussion, group, program, or activity, distribute 3 in. x 5 in. cards to
participants and ask them to write down one way they could apply what they have
learned in the real world. (p. 236)

	Everyday
Ethical Dilemmas: Use
to determine whether students can use what they are learning to solve ethical
dilemmas. Develop a case study. Ask students to read the case study and write
brief, anonymous responses. (p. 271)

	Interest/Knowledge/Skills
Checklists: Use
to help students assess their knowledge and skills at the beginning and end of
an experience or activity. Use the results to help students understand what
they have learned. Create a checklist of topics and skills related to the
program or activity. Ask students to indicate their interest in and assess
their knowledge of specific topics. (p. 285)

	Productive
Study Time Logs: Use
to help students strengthen their study and time management skills. Create a
log for students to complete that will yield important information about how
much time they spend studying, when they study, where they study, with whom
they study, and how much they multitask while studying. (p. 300)

	Punctuated
Lectures/Groups: Use
to focus students attention on their readiness to benefit from and fully
participate in an activity, program, or workshop. Stop the activity, program,
or workshop and ask students to simply think about what they were doing during
the event and how their behavior increased or decreased the chances they would
benefit from the experience. After allowing them to reflect, ask them to
summarize their reflections in writing (index card) or electronically (text
message). (p. 303)

	Process
Analysis:
Use to help students reflect on how they approach their work. Ask them to keep
a record of how they approach a specific assignment. Periodically, ask students
to reflect on the processes they use in carrying out a specific assignment,
separate effective from ineffective processes, and identify process
improvement strategies. (p. 307)




Note. Adapted from Classroom
Assessment Techniques: A Handbook for College Teachers (pp. 121307), by T.
A. Angelo and K. P. Cross, 1993, San Francisco, CA: Jossey-Bass. Copyright 1993
by Jossey-Bass. Adapted with permission.
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Student affairs professionals must become the experts on out-of-classroom student learning; continually
review programs, services, and processes to determine what they add to student learning; and
document in a clear, concise, and easy-to-understand manner the role student affairs plays in learning.
Diana Doyle, president, Arapahoe Community College (personal communication, March 11, 2012)
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Exercise
 2.4Snapshot of Traditional
and Authentic Assessment Tools Used in Student Affairs


An effective culture of evidence blends
traditional and authentic assessment tools.
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Note. Most authentic assessment
instruments are used with rubrics, a topic that is discussed in Module 4.
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THIS
MODULE IS GEARED TOWARD demystifying institutional effectiveness practices for
senior student affairs officers (SSAOs) and helping them build the capacity of
student affairs team leaders to establish and maintain a pervasive culture of
evidence. A culture of evidence is crucial to support the work of student
affairs professionals in offering programs and services that truly advance
student learning and development. 


For some student affairs leaders, the term culture
of evidence might conjure up images of an Orwellian environment in which
the aim is surveillance and control. They may wonder how such a culture will
view effort and process. They may doubt that the impact of the work they
dowith its emphasis on developing the whole personcan be quantified. Some may
fear that a culture of evidence will lay bare their departments problems
without any assurance that appropriate resources will be applied to ameliorate
these problems. Others may think that while it is a good idea to have a clear
sense of team progress and student growth, there is not enough time to develop
an evaluation framework and stick to it. Maintaining a culture of evidence may
seem like too much work with too little (if any) payoff.


If any of this sounds
familiar, you are not alone. Anyone who has served on peer-review accreditation
teams can tell you about the apprehension and grudging acceptance that surround
culture of evidence efforts on many college campuses. Some of the terms used in
this arena sound stilted: culture of evidence, culture of assessment,
institutional effectiveness, and continuous quality improvement.
The whole concept might seem like fodder for management theory wonks, with
little application to the day-to-day work of student affairs or, for that
matter, to the college. We in higher education are guilty of promulgating some
of the pessimism and murkiness that surround the idea of adopting a culture of
evidence (Dooris, 2003) by emphasizing jargon and evaluation cycle schematics
over the practical and beneficial aspects of such an environment. If student
affairs leaders can focus their efforts not only on the necessary details of
conducting assessment but also on the broader benefits of examining programs
and services with student learning and development in mind, a culture of
evidence can develop. Such a culture promotes staff effectivenessand thus
student learningthrough the ongoing review of new data presented against
identified student outcomes. Thomas Angelo (1999) reminded higher education
professionals that assessment techniques are of little use unless and until
local academic cultures value self-examination, reflection, and continuous
improvement (p. 5).
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Remember, your team members are at different points in their
knowledge and appreciation of a culture of evidence. Take time
to teach your team. Refer to culture of evidence principles not
only as part of an annual review but also as opportunities arise,
such as when making in-year program adjustments, hiring staff,
or reconfiguring student spaces.













Using This
Module


This
module provides SSAOs with information that will enhance their understanding of
a culture of evidence in student affairs and empower them to build such a
culture at their institution. Aspiring SSAOs and other student affairs
professionals should also find the information presented in this module
helpful. Specifically, the module: 



	Defines culture of evidence and
related terms.


	Outlines key components in a
culture of evidence.


	Describes strategies that can be
used to create a culture of evidence.


	Includes resources and examples
of best practices from different institution types.


	Quotes SSAOs who are promoting a
culture of evidence on their campuses.


	Provides practical exercises
that can be used to promote a culture of evidence.











Definitions


A culture has a common language; it
allows the members to communicate and work well together. To maintain a culture
of evidence, student affairs departments should have a working understanding of
basic definitions and acknowledged standards that support a focus on proven
student learning resulting from interaction with student affairs. Banta (2004)
defined a culture of evidence as an environment in which important decisions
are based on the study of relevant data (p. 6). The terms culture of assessment and culture of
evidence are often used interchangeably; however, the former focuses
narrowly on using assessment of student learning, while the latter includes
the examination of multiple sources of data and inquiry (TLT Group, n.d.). Institutional
effectiveness, a term associated with planning and evaluation, is the
systematic, ongoing process of gathering and analyzing data to evaluate
performance in relation to the mission and goals of the institution.
Institutional effectiveness includes the evaluation of academic and
administrative units as well as support services (Head, 2011). Institutional
effectiveness focuses on campuswide performance and its effect on mission
fulfillment. Exercise 3.3What Do You Mean By...? is a useful tool to help
student affairs staff develop a common language that can be used to build a
culture of evidence. 
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The Dictionary of Student Outcome Assessment (http://people.jmu.edu/yangsx), developed and maintained by the Center for
Assessment and Research Studies at James Madison University,
is an Internet-based searchable tool that clarifies the definitions
of commonly used and often confused assessment terms.











In
a culture of evidencein which information is regularly collected for making
decisions, including the commitment of resourcescertain components are
typically present. These components enable the culture to operate with an
internal discipline focused on explicit intentions and actual outcomes. 


Components
in a culture of evidence include the following elements with which all team
members, particularly team leaders, should be familiar. Core values are
the basic principles or standards that form attitudes and guide behavior. They
are the basis for the mission statement, which describes to both
internal and external stakeholders what you do. The work of a student affairs
department of a college or university should flow from the institutional
principles and purpose. The mission of the student affairs department should be
a reflection of the institutions core values and mission. If you function in
an institution that has not articulated its core values, you can glean them
from the mission statement and certainly from the ethos of the institution,
then work to create or update your student affairs mission statement to be
congruent. As part of a larger system, your mission must align with that of the
institution for your work to be valued and resourced and for your efforts to
have maximum effectiveness. Similarly, units within the student affairs
department should develop mission statements that clearly define their role in
the system and let students and others know how the unit can help them with
their development and experience at the institution. Exercise 3.1Reflection
Questions for Developing Your Mission and Vision can be used by divisions
developing or examining their mission and vision statements. 


With a strong, shared foundation of core
values and mission, student affairs can develop a vision that aligns
with the institutional and departmental purpose. Jim Collins (2000), author of Good
to Great, defined vision in the following way:






  

Vision is simply a combination of three
basic elements: (1) an organizations fundamental reason for existence beyond
just making money (often called its mission or purpose); (2) its timeless,
unchanging core values; and (3) huge and audaciousbut ultimately
achievableaspirations for its own future. (I like to call these BHAGs, or Big
Hairy Audacious Goals). (para. 3 )






A vision statement is an aspirational
description that inspires both daily work and long-term strategic decisions.
It focuses on the future and tells everyone what you want to be. Your vision is
your doable dream. 











With
an inspiring endpoint in mind, student affairs team members can develop goals, or desired results,
to realize their vision for the department and for student development. Student
affairs should emulate the institution by developing a strategic plan with
long-range and mid-range goals and benchmarks (targets) that guide decisions
and actions. A student affairs team inculcated in a culture of evidence
maintains an action plan that does for the department what the strategic
plan does for the institution: provides a road map with a clear destination,
route, mile markers, and trip duration. As outlined in Module 1, action plans
typically include: (1) a clear statement of the goal, (2) a list of the
specific tasks required to reach the goal, (3) the identification of the person
or group responsible for each task, (4) a timeline for each task, and (5)
criteria to determine goal achievement. Following an action plan format will
enable the student affairs team to set SMART goals that are: 




	Specific with
respect to both the goals themselves and the tasks required for their
attainment;


	Measurable in terms of criteria
and assessment method;


	Assignable, so responsibility
for shepherding the goal does not fall through the cracks;


	Resource-conscious to enable realistic
and institution-aligned planning; and


	Time-limited, with time
restrictions for task and goal completion.





Your
team members might believe they are ready to develop an action plan after
having reflected on and articulated a mission and vision, but it is important
to take time to scan the environment in which the action plan will be executed.
Scanning the internal and external environment to assess your situation and
that of your students is critically important. Taking time for this step is
particularly important for institutions in which assessmentthe process of
defining, selecting, designing, collecting, analyzing, interpreting, and using
information to increase students learning and development (Erwin, 1991, p.
15)has been mostly absent. Whether it is an environmental scan, annual
evaluation of programs, or assessment of student learning, student affairs can
use data already captured by the institution in the form of responses to
nationally standardized surveys (e.g., the National Survey of Student
Engagement [NSSE] or the National Survey of First-Year Seminars) and internally
developed instruments (e.g., graduating student and alumni surveys). 








[image: image-qtip]



When it comes to goals, remember the following:



  	Goals in student affairs should be linked to the goals listed in the institutions strategic plan, enabling partnerships across the institution and providing a compelling rationale for the allocation of resources.

  	Goals are sometimes referred to as objectives or planning priorities. Dont get hung up on the labels; focus on a common understanding of the terms to be used in your own culture of evidence.

  	Goals can be geared toward improved functioning of the student affairs department or improved or acquired behaviors, knowledge, and skills of students (student learning outcomes [SLOs]).













Boone
and Kurtz (1995) created a straightforward model for situational analysis that
focuses on strengths, weaknesses, opportunities, and threatsa SWOT analysis.
Strengths and weaknesses are internal to the institution or department, whereas
opportunities and threats
are external. The SWOT framework guides goal setting by directing analysis
toward matching elements of the SWOT results:




	Strength + Opportunity = Leverage point
(maximize your existing advantages)


	Weakness + Opportunity = Constraint
(address what is restraining growth)


	Strength + Threat = Vulnerability
(keep tabs on areas susceptible to negative trends)


	Weakness + Threat = Problem (fortify
deficient areas to avoid further negative impact)







Foundations


Besides
the preliminary work of reviewing the student affairs mission and vision and
conducting a situational analysis, teams should steep themselves in the
standards and generally desired student learning and development outcomes
upheld by their professional organizations. The following summary of primary
standards and desired student outcomes is geared toward the work of student
affairs professionals. These works should be required reading in the
department and should be used to inform goals.


CAS Professional Standards for Higher
Education. For
more than 30 years, the Council for the Advancement of Standards in Higher
Education (CAS) has promoted
standards that foster sound professional practice and student development.
These standards are criteria and principles for assessing and improving
programs and services. The CAS Professional Standards for Higher
Education (2012)
provides standards for more than 40 functional areas in student support
services, such as advising and campus activities; commuter and multicultural
programs; and career, counseling, clinical health, dining, and disability
services. Each of the CAS standards has
multiple subsections (covering, for example, mission, leadership, and
resources) for which CAS publishes Self-Assessment
Guides (SAGs) that help teams identify strengths and weakness in functional
areas. CAS standards, which
also include 16 student learning domains, are additionally supported by Frameworks
for Assessing Learning and Development Outcomes (FALDOs). Thus, a SAG is a
tool for assessing programs, while a FALDO is used to assess student learning
in relation to CAS standards. The
results of assessments using SAGs and FALDOs can supply ample data for internal
elements of a SWOT analysis.


Learning Reconsidered. The publication Learning
Reconsidered: A Campus-Wide Focus on the Student Experience (Keeling, 2004)
examined and questioned conventional organizational structures in academe
vis--vis student learning and development, with a particular focus on the
effect of the student affairs department on student outcomes. The booklet was
followed by Learning Reconsidered 2: A Practical Guide to Implementing a
Campus-Wide Focus on the Student Experience (Keeling, 2006), which explored
how educators across the campus can use all institutional resources to teach
and develop the whole student. This report described the experiences of student
affairs professionals who had explicitly linked their programs and services to
expected student learning outcomes and had assessed those outcomes. Both
publications contain seven broad student outcomes, which an institution or
department can use to develop more specific learning outcomes.


CAS Learning and Developmental Outcomes. In 2008in light of
the publication of the Learning Reconsidered booksCAS revisited the 16
learning domains included in its standards and integrated the CAS learning outcomes
with the outcomes in Learning Reconsidered. The resulting document contains
6 student outcome domains and 28 outcome domain dimensions. Compliance with CAS standards requires
student affairs functional units to identify and assess student learning
outcomes associated with the six domains. The domains and related dimensions
provide a streamlined framework for developing program goals and student
learning outcomes as part of a culture of evidence. 


Professional Competency Areas for Student Affairs
Practitioners. Working
together to advance professional growth and development in higher education
student affairs, ACPACollege Student Educators International and
NASPAStudent Affairs Administrators in Higher Education (2010) published a
document listing the expected knowledge, skills, and attitudes for those
working in the field, regardless of specialization. Besides setting the basis
for professional development in student affairs, this document provides
benchmarks for individual and team growth and assessment in a culture of
evidence.
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Use the following pointers to lay a strong foundation for a
culture of evidence:



  	Work on developing the student affairs mission and vision as a team; use teamwork for action plans as well.

  	Use existing data at your institution, working with offices of institutional research, planning, or assessment. Also consider new measurements you might be able to use to accurately gauge achievement of the outcomes you intended when you set the goals.

  	Make transparency and ease of participation hallmarks of your culture of evidence to promote sustainability. Software or online planning platforms, such as Strategic Planning Online (http://www.strategicplanningonline.com), help make action plans foolproof by prompting content while also making plans accessible and easy to update.














Developing a
Culture of Evidence


Developing
a culture of evidence can be a very challenging yet rewarding endeavor. It
requires a strong commitment from an SSAO who values the use of credible data
in decision making. Other key components are a divisionwide vision and
mission, and SMART goals linked to the institutional mission and priorities.
SWOT analyses and existing data, as well as peer comparisons from nationally
administered surveys, can contribute greatly to building a culture of evidence.
Exercise 3.2Fundamental Steps in Establishing a Culture of Evidence is helpful
for student affairs leaders working to develop a culture of evidence on their
campuses.






Importance of a
Culture of Evidence in Student Affairs 


SSAOs
should consider what it means to have a culture of evidence in their division.
The activities in this module are designed to help SSAOs examine this question.
A culture of evidence demonstrates that the student affairs professionals have
a vested interest in knowing how their programs and services are affecting students
and other stakeholders, and that they use assessment results to improve
programs and services.













Conditions Needed
to Foster a Culture of Evidence


Suskie
(2009) cited four keys to fostering a culture of evidence:




	Value
campus culture and history.

	Respect
and empower people.

	Value
innovation and risk taking.

	Value assessment efforts.

 



Although
these points are made in the context of a campuswide culture of evidence and
assessment in academic programs, they are equally applicable to a culture of
evidence in student affairs.


Seagraves
and Dean (2010) examined the conditions that support a culture of assessment in
divisions of student affairs at small colleges and universities (enrollment
less than 5,000). Although their findings have not been generalized to other
types of institutions, their conclusions are consistent with the widely
accepted conditions necessary for developing and sustaining a culture of
evidence. The conditions include the following:



	Support
of the SSAO.

	Informal
expectation that assessment activities will take place.

	Belief
that assessment efforts lead to improvement in programs and services.

	Collegial working environment.





A
culture of evidence will have different characteristics on different campuses,
but many similarities will exist among institutions that are building and
maintaining these efforts, including leadership, staff involvement, and use of
results. The support and leadership of the SSAO paves the way for the culture
of evidence to grow and develop in the division. However, developing a culture
of evidence is a two-way street that runs not only from the top down but also
from the bottom up, with support from mid- and early-career professionals.
Staff members should have a shared understanding of and commitment to good
assessment practices, and should be empowered and rewarded in their assessment
and institutional effectiveness efforts. Improvements in programs and services
should be evident and based on credible data.


Changing the
Culture


Developing
and sustaining a culture of evidence will likely require significant changes in
your approach and that of your staff members as far as the collection and use
of data to inform decision making. Managing change is one of the most difficult
things a leader does. If you are not already familiar with the theories of
change and best practices in leading change, consider familiarizing yourself
with the models and stages of change and the leadership skills needed to navigate
changes. Opportunities and challenges are present whenever change is
considered. Exercise 3.5Navigating Barriers and Opportunities is designed to
help SSAOs identify the challenges and opportunities inherent in developing a
culture of evidence on campus. Table 3.1 lists some common barriers and
opportunities.
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Strategies for
Creating a Culture of Evidence in Student Affairs 


Develop
a divisionwide vision for assessment, including mission, goals, and plans for
activities. The
vision for assessment is distinct from but complementary to the divisions
vision and mission statements. Having a plan for assessment activities is
important, because there is always a temptation to focus on hot-button issues
or the problem du jour. Although it is often necessary to evaluate and act on
current issues, a well-designed assessment plan will provide evidence in a
systematic rather than a reactionary manner. A clear plan for assessment
activities will set the course and direct the work of those responsible for the
assessment. The vision for assessment can be developed by an assessment unit, a
committee, or the SSAO. In determining the priorities for assessment, keep in
mind the words often attributed to Albert Einstein: Not everything that counts
can be counted, and not everything that can be counted counts. 


Work
within the existing structures of the institution. To develop and
sustain a culture of evidence, SSAOs should work within the existing campus
climate and structure rather than going it aloneor worse, going against these
structures. For example, student affairs should be represented on campuswide or
universitywide assessment or planning committees. The Division of Student
Affairs at Tulane University actively
participates in the University Committee on Assessment. Leveraging existing
structures within the division also helpsmany campuses use divisionwide
assessment committees to develop, execute, and integrate assessment
activities.











Many
institutions use a proprietary software system or locally developed reporting
tool to support institutional effectiveness and accreditation efforts. If your
institution has an established mechanism for reporting assessment activities,
the division of student affairs should be included in that process. 
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The University of Alabama Division of Student Affairs has the
following vision and mission for the Office of Student Affairs
Assessment and Planning:



	Vision: To be an exemplary office of student affairs assessment
that actively promotes assessment activities and
contributes to the scholarship of assessment.

	Mission: The Office of Student Affairs Assessment and
Planning serves the Division of Student Affairs and the
University of Alabama by providing information, resources,
expertise, and leadership to advance student learning and
program effectiveness. (H. Hallmann, personal communication,
May 25, 2012)
  










Establish
relationships with staff and faculty who promote a culture of evidence. Establish
relationships with other campus professionals who are interested or engaged in
assessment work. The SSAO should support such partnerships and encourage
student affairs staff to collaborate with others engaging in similar work,
including staff in the division of student affairs, the office of institutional
research, or academic assessment; faculty with research interests or skills in
related areas; and other stakeholders. Without these relationships and SSAO
support for them, developing and sustaining a culture of evidence will be
nearly impossible. In some cases, the SSAO may need to initiate dialogue about
the culture of evidence with these potential campus partners. 


Disseminate
assessment-related information across the division. Communicating
assessment activities and results to all division staff is critical to
developing a culture of evidence. It is important for the SSAO and division
leaders to receive and review assessment results, either as a full report or an
executive summary. Results should also be shared with campus stakeholders who
are engaging in assessment activities or who may benefit from the findings.
Such dissemination provides an opportunity for staff to demonstrate their good
work, fosters ideas among staff members, encourages collaboration, highlights
best practices, acknowledges those who engage in such efforts, and can lead to
scholarly presentations and publications. Assessment information can be
distributed through websites, electronic newsletters, press releases, annual
reports, and campus presentations or mini-conferences. The list of
dissemination best practices that follows is only a small sample of the myriad
resources readily available online.




Websites:



	University of North Carolina at Greensboro
(http://sa.uncg.edu/assessment)

	John Carroll University
(http://sites.jcu.edu/vpsa-assessment/pages/about)

	The Ohio State University
(http://slra.osu.edu)








Newsletters:



	University of Georgia
(http://studentaffairs.uga.edu/assess/pulse/index.htm)

	University of Oregon
(http://newsletter.uoregon.edu)





Annual reports:



	The University of Alabama
(http://issuu.com/uastudentaffairs/docs/uastudentaffairshighlights/1)

	California State University, Fullerton
(http://www.fullerton.edu/sa/assessment/publications.aspx)





Presentations/mini-conferences:



	Emory University
(https://blogs.emory.edu/assessconference)

	University of North Texas
(http://studentaffairs.unt.edu/student-portrait-symposium)

	Stanford University
(http://www.stanford.edu/dept/pres-provost/cgi-bin/irds/wordpress/2010/07/student-affairs-assessment-poster-fair)

	Duke University (http://studentaffairs.duke.edu/ra/assessment/2nd-annual-assessment-and-evaluation-poster-fair)





An
assessment web page can provide a repository for division assessment results.
This page can be included in the student affairs website as well as the
institutional website dedicated to assessment, if one exists. In cases in which
complete results cannot be published online, include an executive summary. Most
divisions distribute an annual report to share information and to meet broader
campus institutional effectiveness and accreditation requirements. If your
division is not already developing and distributing an annual report, give
serious consideration to doing so.
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Division assessment committees can provide leadership for
assessment activities and professional development opportunities
for staff, and can communicate results across the division.













Engage
in assessment-related professional development. Experts emphasize
the importance of engaging faculty in assessment to improve assessment
practices and develop a culture of evidence (e.g., Angelo, 2002; Banta 2002).
This is true for student affairs staff as well. A culture of evidence is
developed through ownership of the process, and student affairs professionals
should learn the necessary skills. An SSAO who supports opportunities for
professional development demonstrates the importance of a culture of evidence
and generates buy-in from the staff. 


Opportunities
for professional development should not be overlooked, even in a time of
constrained and disappearing resources. Professional development activities
related to assessment can be offered at little or no cost and still have a
strong impact on staff members. For example, brown bag lunches or morning
coffee groups bring professionals together to discuss assessment and
institutional effectiveness practices. Although it can be difficult for staff
to dedicate the time to meet, carefully designing such an activity can ensure
that
it is manageable. One option is to conduct these meetings as four- or six-week
sessions at different times during the year. Not every staff member will be
able to attend every session, but varying the topics and time periods can allow
for greater overall participation. Organizing and implementing a common book
experience is an excellent way to engage staff in the study of assessment and
institutional effectiveness, and may serve as an opportunity for a new professional
to facilitate or lead. Staff can participate in self-directed opportunities
using as a guide the Professional
Competency Areas for Student Affairs Practitioners (ACPA & NASPA,
2010), the Assessment Education Framework (NASPA Assessment, Evaluation, and
Research Knowledge Community, 2009), or the ASK Standards (ACPA, 2007).
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The following institutions are among those that have units or
staff dedicated to student affairs assessment:



	Texas A&M University

	The University of Memphis

	University of North Carolina at Charlotte

	University of Georgia
  











Building
a library of assessment-related texts is a low-cost way to promote professional
development. These books can be available for student affairs staff to borrow.
Another low-cost strategy is to conduct unit-specific workshops on general or
specific assessment topics to develop the skills and abilities of staff
members. These workshops can be facilitated by members of the division who have
the necessary skills and experience, or by campus partners such as faculty or
institutional research professionals. Colleagues from other institutions might
also facilitate these workshops. Although there may be some costs associated
with bringing in an external speaker, the return on the investment might be
very high for the staff. 


Of
course, there are myriad professional development opportunities through
conferences and professional associations; the Resources section later in this
module lists many of them. However, the most important factor is that SSAOs
make professional development activities relevant and applicable. 


Identify
and involve assessment champions. Even in a division of student affairs with
a strong culture of evidence, some staff members will participate in assessment
efforts more actively than others. One strategy to develop and sustain a
culture of evidence is to identify and involve staff members who are willing
and able to lead this effort. This strategy has the added benefit of providing
opportunities to share the assessment workload across the division. 


Some
institutions have a staff member or unit dedicated to student affairs
assessment, research, and planning activities. Although these units are usually
found on larger campuses, institutions of any size can choose an assessment
champion in the division. The person charged with leading student affairs
assessment can identify and coordinate assessment efforts across the division. 


Identifying and involving assessment champions can
contribute to developing a culture of evidence. First, SSAOs should define the
expectations for these champions and determine their responsibilities, both
formal and informal. Responsibilities might include facilitating professional
development opportunities, holding periodic meetings, executing assessment
efforts, and communicating with the  division leadership team. SSAOs
should ensure that staff members who are interested in becoming assessment
champions possess the necessary skills and abilities to execute their
responsibilities. If they do not possess the requisite skills, professional
development and training can be provided. 


Bringing
together interested staff members can enable them to use the skills and
knowledge they have gained and to share techniques and expertise with one
another. In particular, bringing together staff from different units or
departments in the division can help break down any silos that might exist in
the division. Cross-functional committees and working groups are well
positioned to examine divisionwide issues such as retention, and intradivision
collaborations can create opportunities to combine survey efforts and reduce
survey fatigue. 


Eliminate
assessment-related anxiety. SSAOs are uniquely positioned to help
minimize staff anxiety related to assessment and a culture of evidence. Some
staff members have concerns about gathering and using data in their
decision-making processes, and in many cases those concerns are valid.
Assessment results should be used to improve the divisions programs and
services, and the budgeting process should be linked to the planning and
assessment processes. However, for new and seasoned professionals alike, the
thought that a program or initiative might be eliminated because of unfavorable
assessment results can turn a culture of evidence into a culture of fear. Assessment
and personnel review activities should be conducted separately, and that
separation should be clearly communicated across the division. Wherever
possible, simplify the process. A strong culture of evidence is developed and
sustained by using data and embracing a philosophy of informing decision making
with the right information. Burdensome reporting obligations and cumbersome
assessment plans are not necessary. 


SSAOs
can allay the fears of many staff members through frequent and consistent
communication and by demonstrating their leadership and support for assessment.
If you are in the early phases of developing a culture of evidence, start
small, set clear expectations, be flexible, and be patient. It takes time for a
culture to develop. Along the way, celebrate successes and reward assessment
efforts.






Readiness to
Develop a Culture of Evidence


As an
SSAO you may understand the importance of fostering a culture of evidence but
be unsure how to begin the process. Conducting a readiness review is an
excellent first step. Exercise 3.4What Does It Mean to Have a Culture of
Evidence? and Exercise 3.6Culture of Evidence Readiness Review are helpful for
starting the process and will allow you to ascertain staff members receptivity
to a culture of evidence and willingness to change, as well as the level of
assessment activity currently in place. 


SSAOs
are uniquely positioned to influence the culture of evidence on their campuses.
They can set an example for their own staff through their support for
assessment and, as campus leaders, they can contribute to the broader culture
of evidence. Student affairs can be a valuable partner in this culture by
gathering and sharing data that can be used by faculty and administrators. 


Issac
M. Carter, dean of students at St. Thomas University in Florida, and former
student affairs program leader at both DePaul University in Illinois, and Humboldt State University in California, worked with his
team of leaders in student affairs to develop a strategic plan and, ultimately,
a culture of evidence in the department. Carter asked each unit leader to use
the CAS SAGs as a tool to
reshape the unit mission, job descriptions, and unit-level action plans. Staff
members were assigned to working pairs across units to conduct program
reviews and action plans. The team approach created constructive, divergent
thinking; new opportunities for collaboration; and a support system for
assessment within a culture of evidence. Beyond looking at their own programs,
unit leaders focused on student development as a result of student affairs
program participation. To examine programs and procedures, the teams used CAS standards (2009)
and the Professional
Competency Areas for Student Affairs Practitioners (ACPA & NASPA,
2010) as frameworks; to review student learning outcomes, the team used the
learning and development outcome domains in the CAS standards. Having led the student
affairs team through a thorough self-assessment process and a new operating
philosophy that accentuates data-driven decision making, Carter offers the
following pointers for fostering a culture of evidence:








	Student affairs
staff must positively reframe planning and assessment into a commonplace,
intentional, professional practice rather than an additional chore necessary
only for accreditation compliance or funding.


	Student affairs
staff must be able to link planning and assessment at both the macro levels of
accreditation, strategic planning, and institutional budget allocation and the
micro levels of program implementation and student learning outcomes.


	SSAOs must use the
terminology of planning and assessment in every aspect of the division,
including job descriptions, staff meetings, program proposals, incentives, and
resource development.


	Each student
affairs staff member must be developed as a scholar-practitioner in his or her
unit and as part of the overall higher education profession. Unit programs must
be steeped in research and best practices to develop an evidence-based culture.


	Student affairs staff
must develop the planning and assessment tools necessary to evaluate the
achievement of desired outcomes as part of the strategic planning processes. It
is important to have the right tools to perform the job.


	Student affairs
staff must have regular work time scheduled for planning and assessment.


	Student affairs
professionals must share the results of their planning and assessment within
the division and with the wider university community.


	SSAOs must make a
culture of evidence a planning priority in their overall leadership and
management objectives.


	SSAOs need to
develop strong relationships with institutional research, assessment, and
planning offices.


	Student affairs
staff must model a culture of evidence when they are working with other areas
of the campus community.


	Student affairs
staff must do their homework. Each member of the staff must work individually
to deepen his or her knowledge of planning and assessment. (I. Carter, personal
communication, April
 17, 2012)







Zebulun
R. Davenport, vice chancellor for student life at Indiana UniversityPurdue
University Indianapolis (IUPUI) and former vice president for student affairs
at Northern Kentucky University (NKU), has fostered cultures of evidence
successfully throughout his career. Whether a culture of evidence in
student affairs is emerging or established, Davenport cites leadership,
systematic assessment efforts, and use of results as key factors for success. 


A
culture of evidence can only be developed with the commitment of SSAOs. Davenport emphasizes the
importance of a culture of evidence with his staff and makes sure they
understand the benefits that accrue to the division when a culture of evidence
is prevalent. He describes the importance of leadership in this process:
Without the support of the divisional leaders, there will be no culture of
evidence. It is that simple. Davenport says that having a staff member dedicated
to assessment emphasizes the importance of this work to the profession. At
NKU, Davenport created two positions:
senior analyst for planning and budgeting, and senior analyst for assessment
and evaluation. He says this decision illustrated the dedication and
importance of assessment to our work. At IUPUI, Davenport has been
intentional about positioning and empowering the director of planning and
assessment in such a way that his role has authority and prominence, and is
essential to our work. 


To
be effective, assessment efforts should be executed in a systematic manner
according to an established plan. Davenport says that assessment activities
might already be taking place across the division, but staff needed help
articulating their efforts more formally. He makes a point of celebrating their
accomplishments, promoting a common language of assessment, and creating
mechanisms to assess the impact of learning. He is also asking staff to link
programs to learning outcomes that promote student success. In particular, Davenport intends to link
resources to projects and initiatives that use evidence to show impact and
illustrate effective partnerships related to certain existing academic
initiatives, such as the IUPUI Principles of Undergraduate Learning (PULs), and
other constructs that address learning not included in the PULs. This effort
also demonstrates how the culture of evidence in student life supports the
institution. 


Using
results to inform decision making is a hallmark of Davenports efforts. He not
only uses results to support student learning outcomes and program goals but
also uses data to inform the strategic planning process. He conducted a gap
analysis to determine strengths, weaknesses, opportunities, and challenges, and
used focus group and interview results to create a situational analysis. Davenport describes his work
this way: Based on the findings of the gap analysis and situational analysis,
members of the leadership team and I prioritized the most urgent needs of the
division and constructed a plan to fill the gaps. As a result of this work, we
reorganized the division to maximize the strengths of professionals and
functions of our departments to address student needs. We also used this data
to create a new department to resolve problems expressed by the constituents
included in the gap analysis. To foster a culture of evidence, Davenport says, Assessment
is not an unnecessary second step, it is a crucial first step. He reminds us
to create learning constructs that match the skills and competencies that the
literature identifies as being critical to student success (Z. Davenport, personal
communication, May
 25, 2012).



Developing
a leadership team to establish and maintain a culture of evidence may be
challenging, but the effort will prove to be rewarding in terms of staff
effectiveness, program quality, and student growth. Using data to evaluate the
degree to which students attain important skills and knowledge that student
affairs staff have identified as critical to personal, academic, and career
success allows for the improvement of staff efforts and better student
outcomes. Further, the ability to demonstrate the integral value of student
support services vis--vis student learning establishes the vital role of
student affairs in the full development of students.
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Exercise
 3.1Reflection
Questions for Developing Your Mission and Vision






Directions:
Answer
the following questions individually and as a team to develop your mission and
vision.
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Exercise

3.2Fundamental Steps in
Establishing a Culture of Evidence 



Directions: Answer the following
questions that anchor the steps in establishing a culture of evidence. Use
various configurations of teams to discuss the questions and develop responses.
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Exercise
 3.3What Do You Mean By?






This
activity is designed as a catalyst for discussing and establishing common
terminology.






Part 1


Directions:
Listed
below are a number of terms related to a culture of evidence. Each person
should consider the item and indicate with a checkmark his or her familiarity
with the term.
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Discussion:
After
everyone has completed the table above, discuss the responses. Why are some
terms more familiar than others? What are the gaps in knowledge of these
concepts?
















Part 2


Directions:
Individually
or as a group, provide a brief definition and an example for each term.
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Discussion:
If
this exercise is completed individually, participants are encouraged to discuss
their definitions and examples as a group. Is there a common understanding of
the terms? If not, what are the differences? Which terms are unclear?
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Exercise
 3.4What Does It Mean
to Have a Culture of Evidence?






Directions:
Using
a think-pair-share strategy, each person should complete the following
worksheet independently, then the group should share responses.
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Discussion:
In
what ways would the division of student affairs be transformed by a culture of
evidence? How would a culture of evidence affect the vision, mission, and
goals of the division?
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Exercise
 3.5Navigating Barriers
and Opportunities




Directions:
Using
a think-pair-share strategy, each person should answer the following questions
independently, then the group should share responses.
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Discussion:
How
can you minimize the barriers that exist? How can you prevent new barriers from
developing? How can you maximize the opportunities to enhance the culture of
evidence? How can you promote additional opportunities in the future?
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Exercise
 3.6Culture of Evidence
Readiness Review






Directions: Check all the
statements that apply to your division of student affairs. Provide examples,
where applicable, of how the statements are enacted in your division. This
checklist is not designed to be a test; rather, it should be used to facilitate
discussion and reflection on the current culture of evidence.




___ Division has a vision and mission
statement.


___ SSAO is committed to building a
culture of evidence.


___ Staff members are committed to
building a culture of evidence.


___ Staff members are expected to use
credible evidence to inform decisions.


___ Division has a staff member or
committee designated to lead assessment efforts.


___ Division articulates divisionwide
student learning outcomes/program goals.


___ Departments within the division have
outcomes for programs and services.


___ Programs and services are linked
directly to outcomes.


___ Division has a practical and
sustainable assessment plan.


___ Assessment is conducted in a
systematic manner.


___ Data gathered and used are credible.


___ Assessment results are communicated
appropriately within the division.


___ Assessment results are communicated
appropriately to stakeholders.


___ Changes and improvements are
connected to evidence-based decisions.


___ Division engages in institutionwide
institutional effectiveness practices.


___ Division uses the common language of
assessment.


___ Culture of evidence is valued by
staff.


___ Staff members use data in
decision-making processes.


___ Use of evidence-based decision making
is included in staff responsibilities/job descriptions.


___ Staff members have the necessary
skills and knowledge to execute assessment.


___ Assessment-related professional
development opportunities are available for staff.


___ Staff members are recognized for
their assessment efforts.


___ Division celebrates and rewards
activities that promote a culture of evidence.


___ Partnerships exist with other campus
units to gather and use data.


___ Division has a web presence dedicated
to assessment efforts.


___ Resources are available to conduct
assessment activities.


___ Best practices (CAS, etc.) are used.


___ New programs and initiatives include
assessment and evaluation.










Resources


American College Personnel
Association. (n.d.). Commission for Assessment and Evaluation. Retrieved from
http://www.myacpa.org/comm/assessment


American College Personnel
Association (ACPA) & National Association of Student Personnel
Administrators (NASPA), Joint Task Force on Professional Competencies and
Standards. (2010). Professional
competency areas for student affairs practitioners. Retrieved from
http://www.naspa.org/programs/prodev/Professional_Competencies.pdf


Association of American Colleges and Universities. (n.d.).
Assessment. Retrieved from
http://www.aacu.org/resources/assessment/index.cfm


Association for
Institutional Research. (n.d.). IR linksqualityassessment. Retrieved
from http://www.airweb.org/Resources/Links/Pages/LinksQualityAssessment.aspx


Beede, M., &
Burnett, D. J. (Eds.). (1999). Planning for student services: Best practices
for the 21st
century. Ann Arbor, MI: Society for
College and University Planning. 


Bowling Green State University. (n.d.). Student
affairs history project. Retrieved from
http://www.bgsu.edu/colleges/library/cac/sahp/index.htm


Burnett, D. J,
& Oblinger, D. G. (Eds.). (2002). Innovation in student services:
Planning for models blending high touch/high tech. Ann Arbor, MI: Society for College
and University Planning. 


Council for the
Advancement of Standards in Higher Education (CAS). (2006). CAS characteristics of individual
excellence for professional practice in higher education. Retrieved from
http://www.cas.edu/wp-content/uploads/2011/03/CASIndividualExcellence.pdf


Council for the
Advancement of Standards in Higher Education (CAS). (2006). CAS statement of shared ethical
principles. Retrieved
from http://www.cas.edu/wp-content/uploads/2010/08/CASethicsstatement.pdf


Council for the
Advancement of Standards in Higher Education (CAS). (2006). Frameworks for assessing learning and
development outcomes. Washington, DC: Author. 


Council for the
Advancement of Standards in Higher Education (CAS). (2008). Council for the
advancement of standards learning and developmental outcomes. Retrieved
from http://www.cas.edu/wp-content/uploads/2010/12/Learning-and-Developmental-Outcomes-2009.pdf


Council for the
Advancement of Standards in Higher Education (CAS). (2012). CAS professional standards for higher
education. Washington, DC: Author. 


Council for the
Advancement of Standards in Higher Education (CAS). (2012). CAS self-assessment guides. Washington, DC: Author. 


Educational Testing
Service. (n.d.). Culture of evidence overview. Retrieved from
http://www.ets.org/culture_evidence


Higher Education
Resource Hub. (n.d.). Assessment in higher education. Retrieved from
http://www.higher-ed.org/resources/Assessment.htm











Keeling,
R. P. (Ed.). (2004). Learning
reconsidered: A campus-wide focus on the student experience. Washington, DC: American College Personnel
Association and National Association of Student Personnel Administrators.


Keeling, R. P.
(Ed.). (2006). Learning reconsidered 2: A practical guide to implementing a
campus-wide focus on the student learning experience. Washington, DC:
American College Personnel Association, Association of College and University
Housing OfficersInternational, Association of College Unions International,
National Academic Advising Association, National Association for Campus
Activities, National Association of Student Personnel Administrators, and
National Intramural-Recreational Sports Association.


Oburn, M. (2005). Building
a culture of evidence in student affairs. In S. R. Helfgot & M. M. Culp
(Eds.), Community college student affairs: What really matters (New
directions for community colleges, no. 131, pp. 1932). San Francisco, CA: Jossey-Bass.


National
Association of Student Personnel Administrators. (n.d.). Assessment,
evaluation, and research knowledge community. Retrieved from
http://www.naspa.org/kc/saaer/default.cfm


National
Association of Student Personnel Administrators. (n.d.). NASPA assessment and
persistence conference. Retrieved from
http://naspa.org/programs/apc/default.cfm


National Institute
for Learning Outcomes Assessment. (n.d.). Resources. Retrieved from
http://www.learningoutcomeassessment.org/Resources.htm


Society for College
and University Planning. (20012005). Assessment and quality [SCUP
Portfolio]. Ann
  Arbor,
 MI: Author.


Society for College
and University Planning. (20082009). Make way for millennials: How students
are shaping learning in higher education [SCUP Portfolio]. Ann Arbor, MI: Author.


Society for College
and University Planning. (n.d.). Retrieved from http://www.scup.org/page/index


The TLT Group.
(2007). Dealing with resistance to your study. Retrieved from
http://www.tltgroup.org/Flashlight/Handbook/Resistance.htm
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IN
THE PAST 20 YEARS, student
affairs divisions have placed a higher priority on assessment. However, some
professionals have focused primarily on student learning outcomes (SLOs) as a
one-dimensional approach in their culture of evidence initiatives. Is this
approach to assessment adequate, or do professionals risk sending an incomplete
message about the importance of student affairs to the rest of the institution
when relying on one type of data? 


The
feedback from practitioners in the field is mixed. For some, the importance of
learning outcomes is key. Fernando Padro, a Faculty Fellow in NASPAStudent
Affairs Administrators in Higher Education and chair-elect of the Education
Division of the American Society for Quality, says:






  

The era of the
learner outcome is here to stay for the foreseeable future. As someone who
studies trends in quality assurance processes in the USA and abroad, [I can say
that] learner outcomes are now so universally used that going to something else
may challenge the professions credibility or expansion of use in other
national systems. (personal communication, April 23, 2012)






While
respecting the critical and valuable nature of assessment, other professionals
believe there may be risk in focusing too much on learning outcomes. Zauyah
Waite, vice president for student affairs and dean of students at Chatham University in Pennsylvania, says:











  

The reality is that we live in an academic
world and, as a result, assessment is and always will be a critical part of our
culture and environment. However, I strongly caution that if we in student
affairs tend to focus solely on learning outcomes, we risk losing the
incidental learning moments that come with the unstructured framework of what
students and professional do so frequently. (personal communication, May 10, 2012)






Timothy
R. Ecklund, associate vice president for campus life at Buffalo State College
in New
  York,
shares his thoughts on senior student affairs officers focus on student
learning outcomes:






  

The pressures to
demonstrate to students, accrediting agencies, and budget officers the efficacy
of what we do have never been so great. This raises questions: Will SLOs define
student affairs in the future or should SLOs just be another tool to use in
addressing our complex challenges in this new culture of evidence? In the new
culture of evidence, are SLOs key to the survival of student affairs? Can we
really demonstrate how students learn and develop using SLOs? What do we base
our SLOs on? 


  

It is my fear that
we will run headstrong into the creation and use of SLOs without really
understanding their purpose, place, and effective use. As such, we risk
misinterpreting the intent of SLOs. SLOs are intended to create a large
overarching feedback loop to map change, not to be used as simple classroom
objectives. SLOs have an important place in our work but are only a piece of a
much larger picture of student learning. (personal communication, May 29, 2012).
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Lee Upcraft and I published a series of books and papers in the 1990s and early 2000s that were
designed to add a practical dimension to assessment and evaluation in student affairs. At the many
workshops and presentations that we did, we often asked the question, How many of you got into
student affairs practice because you wanted to do assessment work? Rarely did any of the participants
raise their hands. We found that participants, in many cases, needed to be convinced that
engaging in assessment was necessary. We also found that while they may have studied assessment
and evaluation techniques in graduate school, these courses were among their least favorite and
rarely had they incorporated assessment into their practice as student affairs educators. We worked
to change their minds and encourage them to begin the process of determining the effectiveness
of their work. John H. Schuh, distinguished professor of educational leadership and policy studies
emeritus, Iowa State University (personal communication, May 24, 2012)




















Lori
Reesor, vice president for student affairs at the University of North Dakota,
agrees:








  

Its more
complicated than SLOs. It is challenging to effectively assess for academic
decision makers the value of student involvement and student life components.
For example, have we clearly demonstrated to our campuses that residence halls
are more than places to live, socialize, and study? Can we document the
outside-the-classroom learning that occurs by living in a residence hall? Everything
we do must support the academic mission and be connected to that mission. And
sometimes we [student affairs] operate more in isolation and need a stronger
connection to the academic divisions. (personal communication, April 25, 2012)






Robert
D. Reason, associate professor of student affairs and higher education at Iowa State University, argues that
student affairs professionals do a disservice by narrowly defining student
learning outcomes to exclude student developmental outcomes. He says:






  

It seems a very appropriate time to
engage in a broad conversation about what constitutes learning and what
constitutes development, and how these concepts relate to one another.
Student affairs professionals have a much less well defined/articulated
understanding of development (our supposed focus) than do those folks who are
concerned about student learning. I believe we could do ourselves a service by
(1) coming to a shared understanding of development and its relationship to
learning and (2) determining how we integrate this shared understanding into
the broader discourse on learning. Learning and development are inextricably
interrelated. There is not one without the other, and to pit them against each
other hurts us and, more importantly, our students. (personal communication, April 25, 2012)
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When we were working on what became Learning Reconsidered (Keeling, 2004), we wanted to articulate that academic learning and personal development were not opposite sides of a coin but on the same side and dynamically intertwined. We hoped the word learning could be reconsidered to mean both academic learning and personal development  and feared that the word would come to mean only academic learning, as I think has happened for those who do not know the philosophy behind Learning Reconsidered. I fully support and consistently try to use the language of learning and personal development, or we present an incomplete understanding of the complexity we are seeking to promote. Susan R. Komives, professor emeritus of college student personnel, University of Maryland, College Park; president, Council for the Advancement of Standards in Higher Education; co-primary investigator, Multi-Institutional Study of Leadership; author, Learning Reconsidered (personal communication, April 25, 2012)


















Marilee
Bresciani, professor of administration, rehabilitation, and postsecondary
education at San
  Diego
 State University, concurs: 


  

If
we toss out our commitment to intentionally designing and evaluating all
systems as they relate to the facilitation of holistic student learning and
development, then it is my humble opinion that we have lost the very essence of
why our profession was created in the first place. I dont believe we are able
to assess everything we do. But I do believe we can become more committed to
articulating how the intention (i.e., outcomes) of everything we do exists to
facilitate or support whole-person education and development. I believe we
should allow holistic or integrated student learning and development to drive
the way in which we organize ourselves and deliver our services and curriculum.
If we cant articulate why what we do advances the wholeness of the human
experience in education, then what exactly is our purpose and how will
assessment inform that conversation? (personal communication, May 20, 2012) 


This
module focuses on the importance of creating a culture of evidence that
includes learning outcomes, developmental outcomes, program outcomes, and a variety
of assessment strategies, including rubrics. Definitions and examples for each
are provided, with best practices from many institutions. The module concludes
with an application exercise that may be used individually or departmentally,
and resources for further information.






The Culture of
Evidence Continuum


How
do student affairs professionals exercise due diligence in relation to
demonstrating the contributions of student affairs to the institutions
missions and goals? As Table 4.1 illustrates, the options range from building a
culture of good intentions to creating a culture of evidence. The goal, of
course, is to create a true culture of evidence through a variety of assessment
strategies, including learning, developmental, and program outcomes, as well as
rubrics. After reviewing the information in this section, readers may access
the PowerPoint presentation Using Outcomes for Assessment: A Checklist for
Identifying and Articulating Measurable Outcomes (available at
http://www.naspa.org/cultureofevidence/MOD4PP.pdf). 


Learning Outcomes


Learning
outcomes assess the intellectual or cognitive learning that you want to occur,
not emotional or affective measurements. According to Witt (n.d.), a good
learning outcome has eight components: (1) audience, (2) program/service, (3)
learning expected, (4) specific qualifiers, (5) measurement (tools and
process), (6) responsible parties (for measurement, follow-up, and reporting),
(7) a timeframe, and (8) external standards. These components can be turned
into a student learning outcome template, for example: (1) All (4) incoming
students who complete the (2) New Student Orientation program (3) will be able
to identify at least one (4) way in which they plan to get involved with
student life outside the classroom. (7) During the final session of each
orientation program, (6)
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Lee [Upcraft] and I defined assessment in 1996 as any effort to gather, analyze, and interpret
evidence which describes institutional, divisional, or agency effectiveness. We added, Effectiveness
includes not only student learning outcomes, but assessing other important outcomes, such as
cost-effectiveness, client satisfaction, meeting client needs, complying with professional standards,
and comparisons with other institutions (Schuh & Upcraft, 2001, p. 4). John H. Schuh, distinguished
professor of educational leadership and policy studies emeritus, Iowa State University
(personal communication, May 24, 2012)















orientation
staff will (5) ask students to check areas of interest as part of the program
evaluation (6) and each student will receive follow up from appropriate student
affairs personnel. (8) This outcome is in compliance with First Year
Information Grant stipulations. 


One
challenge in assessing learning is that students do not experience college in a
way that makes outcome assessment simple. In addition, some learning outcomes
may take months, years, or a lifetime to manifest. Assessing learning is more
time-consuming and more difficult than other assessments, and indirect measures
may not be accurate. Finally, open-ended survey questions do not provide
quantitative data (Feder et al., 2011). 


Blooms
Taxonomy (1956) is often used as a reference in writing student learning
outcomes. The cognitive domain involves knowledge and the development of
intellectual skills. As Table 4.1 demonstrates, the categories, listed from
simplest to most complex, provide a list of verbs that can be used to write
precise learning outcomes.
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One
test of a learning objective is Knirk and Gustafsons (1986) ABCD method. A
well-written learning objective has four parts: Aaudience, Bbehavior,
Ccondition, and Ddegree of measurement. Audience may include who is to
perform the behavior, the persons level or rank, and when he or she is
expected to perform the behavior. Behavior is an observable or measurable
action. Condition is the situation under which the behavior is to be performed;
for example, what resources will be available. Degree of measurement evaluates
mastery of the behavior, which relates directly to the criteria component of a
three-part objective. Commonly used criteria include accuracy (number and type
of errors), speed, distance, and quantity (Knirk & Gustafson, 1986). An
example of a direct learning outcome using the four components is: After attending a
sexual assault program, the learner (audience) will be given a worksheet of 50
multiple-choice questions (condition) and will select the correct answers
(behavior) for at least 85% of the problems (degree of measurement).







Developmental
Outcomes 


Developmental
outcomes assess affective dimensions or attitudes directed toward a person
(including oneself ), object, place, or idea that predispose people to behave
in certain ways (Bresciani, 2001). Developmental outcome statements describe
the affective dimensions to be instilled or enhanced; assess affective
dimensions or attitudes and values (not cognitive abilities); and consider
growth in ethical, spiritual, emotional, and social responsibility dimensions
(Denny, 2009). Examples of developmental outcomes include: 




	Being sensitive to the values of
others. 

	Becoming aware of ones own
talents and abilities. 

	Developing an appreciation for
lifelong learning. 

	Practicing ethical behavior. 

	Exhibiting personal discipline.
(Denny, 2009) 





An
example of a developmental outcome is: Students participating in the Tiger
Service Clean and Green event will show evidence of increased civic
responsibility as measured by increased civic responsibility correlation on
the pretest/posttest. 


Program Outcomes 


Program
outcomes describe what you want your program to accomplish. They differ from
learning outcomes in that they measure whether or not a specific program
achieved what it was supposed to achieve when it was designed. Too often,
program outcomes are measured in simple terms, such as Was the task or
activity completed? This kind of measurement is rarely meaningful, as it does
not provide information necessary for continuous improvement. A more useful
approach is to assess the effectiveness of what you want to accomplish in your
program. 


For
example, a program goal might be stated as: The Academic Achievement Career
Exploration Office will advise all undeclared students of all racial groups
represented in the undeclared student population. In this outcome, there
is no stated intention of assessing learning, development, or quality of
service. In addition, the outcome does not attempt to assess the level of
satisfaction of all races with advising; it only attempts to assess whether
undeclared students of all races were advised (Bresciani, 2001). Simply stated,
a program outcome is the desired aggregate effect of a program, service, or
intervention (Henning, 2010). Another sample program outcome is: At least
80% of all students will lead a student organization during their college
career. 


Rubrics 


Campbell, Melenyzer,
Nettles, and Wyman (2000) defined a rubric as multi-leveled or ranked criteria,
tabled with a scale to measure and evaluate students work. Rubrics provide qualitative
descriptions of student learning and quantitative results. They can
be used to assess observed practices, such as presentations, teamwork,
trainings, role-plays, and performances. They can also be effectively used to
analyze artifacts such as reflection papers, portfolios, journals, art pieces,
and resumes (Feder et al., 2011).
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Assessment Plans


A
true culture of evidence begins with a comprehensive plan tied to the
department or university mission. Gavin Henning (2012), founder and chair of
Student Affairs Assessment Leaders, wrote that assessment is not an activityit
is a state of mind. He listed six steps one must follow to be a successful,
strategic assessor:








1. REFLECT. The first step is
to reflect on the issue or problem to be addressedbreaking it down into its
elemental components to fully understand the complete scope of the issue.


2. SET GOAL(S). The second step is
determining what you want to achieve in resolving the problem or issue, then
developing the goals and outcomes that concretely conceptualize the end result.
Think about backwards design; that is, decide what you want to achieve, then
draw a road map that will get you to your destination. Depending on the issue,
you may need to set short-, medium-, and long-term goals. For example, with
regard to alcohol use on campus, is the goal to decrease the number of hospitalizations per
academic year, reduce the mean blood alcohol level of students taking an annual
survey, or reduce the number of alcohol incidents in the residence halls during
spring term? These are very different goals and require different routes to
reach them. 


3. CONSIDER. The third step is
to consider the issues that will affect goal achievement. Consideration should
include analyzing the institutions mission and culture, evaluating the
literature and recent research to better understand the issue, and
understanding the stakeholders and their perspectives. It is essential to
realistically evaluate the resources available to address the issue or problem.
Remember that resources are more than just money; they include fiscal,
physical, human, and intellectual resources. 


4. STRATEGIZE. This step focuses
on identifying strategies and action steps to address the problem. 


5. MEASURE. Measurement serves
two purposes: It helps document outcomes and goal achievement, and it
identifies areas for improvement. Improvement does not imply that goals were
not achieved; rather, that there may be ways to achieve them more effectively
or efficiently. 


6. REPORT and REFINE. The final step is
to share results with the appropriate constituent groups. If the goals were
achieved, the recommendations for improvement should be implemented. Without
this step, the assessment process is incomplete. 



Best Practices


Developmental,
learning, and program assessment have a place in all major areas in student
affairs. As shown in the following examples, colleges and universities across
the United
  States
are employing a variety of learning outcomes, developmental outcomes, program
outcomes, and other assessment strategies, including rubrics. 


Academic Advising


At
The University of Vermont, the division of Academic Support Programs tracks
usage; conducts needs assessment of faculty, students, and volunteers in the
Note Taking Program; tracks student grade point average and retention through
outcomes assessment; provides satisfaction studies; measures its resource
effectiveness; and sets benchmarking standards. To strategically plan for the
future, the division uses CAS standards to review the program with an external panel
(Assessment Continuum, 2010). The University of WisconsinMilwaukees College of Engineering and Applied
Science uses cognitive, skills, and affective student learning outcomes to
measure the value of its academic advising (ACCESS to Success, 2011). 


Admissions 


The
Office of Admission and Financial Aid at Pitzer College in California has created a goal
for prospective students and their families to demonstrate learning outcomes.
To achieve the eight established student learning outcomes, the office created
eight means of communication, ranging from  
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Dan Bureau, director of student affairs learning and assessment at the University of Memphis in Tennessee, offers four strategies for writing learning outcomes:



	Use a framework. The Council for the Advancement of Standards in Higher Education (CAS) lists six learning domains, each with multiple dimensions. CAS is a consensus-based body of more than 40 associations in higher education; thus, these learning domains have been confirmed by a range of student affairs functional area representatives. When we recently provided our division of student affairs with a list of options for student learning outcomes, including using the CAS domains and dimensions, people felt less fearful because they had options from which to choose.

	Identify top priorities. There is a propensity to want to assess everything, but we should be most diligent about assessing things that matter given the context and objectives of the program (which are not always learning outcomes but, rather, program outcomes). With student learning, we can have multiple learning outcomes for a department, functional area, and program, but we should not feel compelled to assess all of them all the time. What matters most this year?

	Follow a formula. Writing is hard! People feel pressure about writing learning outcomes; a good rule of thumb is to use Blooms Taxonomy for the right verb, do not compound outcomes, and follow a simple formula, such as the ABC(D) model: audience, behavior, and condition: As a result of (condition), (audience) will (know/be/be able to) (Blooms taxonomy verb) (behavior). In some cases, you will want to add a D for the degree to which something occurs. This is important if you are concerned with some level of completion across participants. For example, As a result of attending the leadership retreat, organization leaders will be able to demonstrate competence in applying registration policies in at least four of five case studies.

	Measure up. Any good learning outcome can be measured with some kind of evidence. The evidence might be the results of an evaluation or the documentation of a collection of simple observations of participants. The idea of evidence often feels very scary to professionals who view a survey as the immediate answer to all assessment demands. You need to be more creative, for example, the 4-1-1 method is a good way to assess. Have participants write down four things they learned, one thing they will do as a result of participation, and one thing with which they need more help. You can take this information and match it to the predetermined learning outcomes of the program. Knowing what they will do and what else they need to know is great for advising students. (personal communication, May 29, 2012)















information
sessions to websites to individual visits at high schools throughout the United States (Office of
Admission Student Learning Outcomes, 2012). 


Auxiliary Services



The
Office of Auxiliary Services at Nicholls State University in Louisiana supports the
institutions mission as well as the student affairs divisions goals and
objectives by fulfilling its own 11 goals and influencing five student outcome
areas (Goals and Student Outcomes, 2012). 


Campus
Centers/Student Unions 


The
Hulman Memorial Student Union (HMSU) at Indiana State University contributes to the
divisions Master Assessment Plan by conducting guest satisfaction surveys,
usage reports, reservation surveys, programming surveys, and need surveys. A
report on the measures of student behavior was created after students attended
a professional skills development workshop. Specific behavioral outcomes were
identified and measured, including strengths and weaknesses (HMSU Research and
Assessment, 2012). The Ohio State University Ohio Union used CAS College Union
standards and the Association of College Unions International Core Competencies
to create desirable student learning outcomes such as intellectual growth,
effective communication, enhanced self-esteem, realistic self-appraisal,
clarified values, and career choices (Burden et al., 2008). The unions use of
tables and specific examples of outcome behaviors is readily transferrable to a
working rubric document. 
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Dedicate a full-time position to a culture of evidence. The
impact of campus housing, recreational sports, and campus
activities and involvement is well defined, but having a
dedicated staff member to advance a culture of evidence
across the division takes these benefits to a higher level.
Norbert W. Dunkel, associate vice president for student affairs,
University of Florida (personal communication, May 24, 2012)













Career Services 


The
Career Center at Boston College in Massachusetts uses a rubric to
assess practice interviews. During a 1-hour practice interview with a career
advising staff member, the advisor offers students insights and suggestions to
improve their interviewing skills. The discussion is guided by a rubric that
defines the skills students need to demonstrate: verbal and nonverbal
communication, listening, value of previous experience, and preparation and
interest. At the end of the session, students are ranked on a scale from
occasionally to consistently. The rubric is used as a teaching tool to add
a learning element summarizing the practice interview (Using a Rubric to Assess
Practice Interviews, 2012). Learning outcomes have taken center stage at Indiana State Universitys Career Center since at least
2004. Learning outcomes are used for student internship evaluations and to
measure student behavior after workshops and interviews (Career Center Research
and Assessment, 2012).






Counseling and
Health Programs 


The Center for Health and Wellbeing at The
University of Vermont offers use and student satisfaction surveys to
determine student satisfaction. The university also tracks the number of
clinical visits (Utilization and Student Satisfaction at CHWB, 2011). The Indiana
 State University Student Counseling Center created the Counseling Outcomes
Assessment Study to determine whether clients would report learning in one or
more of the 13 counseling behavior areas (Report of Outcomes of Student
Counseling Clients, 2007). 






Disability
Support 


Meredith College in North Carolina created learning
outcomes for students who used the counseling centers disability services, as
well as learning objectives for faculty (Welcome to Disability Services, 2011).
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Establish an annual culture of evidence symposium. Peer
presentations of evidence collected and analyzed over the
course of the year can be powerful motivators for continued
staff involvement, senior managements understanding,
and increased benefits to student programs and services.
Norbert W. Dunkel, associate vice president for student affairs,
University of Florida (personal communication, May 24, 2012)













Distance
Education 


Ventura College in California keeps it simple
with two college-level student learning outcomes: information competency, and
critical thinking and problem solving. Units develop and measure specific,
goal-oriented outcomes. Outcome statements look like this: At least 20% of the
faculty completing distance education training provided by the college will use
one or more teaching tools/ techniques in their distance education course
(Distance Education, 2011). 


Fraternity and
Sorority Programs 


Since
1998, the fraternity and sorority community at Indiana UniversityPurdue
University Indianapolis has used the campuswide expectations for baccalaureate
degree recipientsPrinciples of Undergraduate Learning (PULs)as the core of
its learning outcomes. The PULs include two primary learning outcomes (critical
thinking and values and ethics), as well as four complementary learning
outcomes (core communication and quantitative skills; integration and application
of knowledge; intellectual depth, breadth, and adaptiveness; and understanding
society and culture) (Community and Program Assessment, 2011). 


Housing and
Residence Life 


Pathways
is Boston Colleges first-year
residential life experience for the 306 students living in Hardey House and
Cushing Hall. The program purposefully integrates the schools mission into a
first-year residential program that includes overall student experience,
overall resident advisor experience, Frosh.0 (small discussion groups),
resident assistant training, an alternative spring break, and an academic
initiative. Each of the components has an assessment strategy, such as short
answer surveys, rubrics, focus groups, observations, and other evidence of
learning that correlate to outcomes (What Is Pathways?, 2012).













The
Office of Residence Life and Housing at Bridgewater State University in
Massachusetts has created a multitude of learning outcomes for programs and
services, ranging from general student outcomes geared toward living in a
residential community (e.g., Students will be able to effectively
communicate with their fellow residents) to first-year student housing assignments
(e.g., Students will be able to recognize the importance of respecting the
needs of others) to programming (e.g., Residents will be able to expand
their knowledge to challenge current beliefs). Additional outcomes have
been created for the First Year Residential Experience program, the programs
held during the crucial first six weeks of the school year, the Leaders
Emerging and Developing series, Community Watch Committee programs, and
Residence Life and Housing Sustainability Committee programs (e.g., Students
will be able to identify on- and off-campus resources that promote sustainable
practices). Each residential learning community has specific outcomes
focused on its community purpose, and staff members (students and
professionals) are provided with outcomes for every step of employment, from
resident assistant recruitment, application, and experience processes to staff
training. Bridgewater even includes
facilities in its learning outcomes, from work orders to damage billing to
appeals. Additionally, every residence hall student organization has specific
learning outcomes (B. Moriarty, personal communication, April 30, 2012).
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A director of student housing typically will supervise fiscal operations
associated with campus residencespotentially tens of
millions of dollars. Clearly, the director has significant responsibility
for making sure that the fiscal operation is sound, and that the
annual budget is in balance. In this example, an important metric
is the extent to which the annual budget is in balance. Moreover,
funds need to be set aside so that building maintenance and
development can be completed on schedule. Roofs need to be
repaired, furniture replaced, technology improved, and so on, and
these requirements necessitate having funds available. Paying for
these repairs and improvements requires sophisticated budget
management; accordingly, each year the housing director will need
to demonstrate that a long-range fiscal plan has been implemented
and funds have been identified to ensure the viability
of the housing operation. The agnostic would argue that unless
a budget is in balance and facilities in good repair, student learning
would be affected negatively. John H. Schuh, distinguished
professor of educational leadership and policy studies emeritus, Iowa
State University (personal communication, May 24, 2012)













International
Students 


Ventura College helps
international students set their course by focusing on three college-level
student learning outcomes: (1) information competency, (2) critical thinking
and problem solving, and (3) social interaction and life skills. These learning
skills are translated into service unit outcomes and assessed periodically. The
following are examples of outcomes:



	International students will
demonstrate knowledge about their immigration status and understand the
requirements for maintaining their visa status. 

	International students will
demonstrate success by maintaining satisfactory academic progress. 

	International students will
demonstrate an understanding of the United States by their successful
integration into the community. (International Students, 2011) 












The
W.E.B. DuBois International House (I-House) at Morehouse College in Georgia brings together
academic affairs, student affairs, and wellness services to offer an integrated
living-learning experience for international students. I-House has established
a mission, goals, and three learning outcomes for all international students
and U.S. citizens who live
there (W.E.B. DuBois International House, 2009).


Internships and
Cooperative Education


As
part of their undergraduate humanities program, students at the State
University of New York Maritime College may enroll in internship hours,
complete with learning outcomes. Students must acquire skills in three areas to
demonstrate the acquisition and retention of understandings and competencies.
In the area of communication skills, students must demonstrate accomplishments
in oral and written communication evidenced by daily logs, e-mail communication
with faculty, and the clear and persuasive expression of ideas. Students must
demonstrate at least six learning outcomes in the category of cognitive skills,
which may include organizing and maintaining information, negotiating and
arriving at a decision, or working in cross-cultural or multinational systems.
Additionally, students must accomplish at least eight professional skills
learning outcomes, such as exercising leadership, behaving ethically, teaching
others, and participating as a member of a team (Maritime Studies Internship,
2011).


Learning
Assistance Programs/Tutoring


In
2006, Brazosport College in Texas crafted a quality
enhancement plan called Creating a Connected, Integrated Transitional
Education Program. The plan came into being after a review of institutional
research data, discussions with college faculty and staff, and examination of
national research data confirmed that transitional education offered the best
opportunity for improving student learning outcomes. To make the desired
changes, Brazosport activated the plan, adopted four learner outcomes, and
created institutional and program goals to develop a structure that supports
these goals. The plan includes assessment strategies, implementation tasks, and
timelines (Brazosport College Quality Enhancement Plan, 2006).


Lesbian, Gay,
Bisexual, and Transgender Programs


The
House of Roy is a specialty housing community at Ithaca College in New York that serves
students who are interested in issues of gender identity and sexual orientation.
Students who live in the House of Roy can explore and express who they are in
the community through learning outcomes built around the areas of effective
communication, healthy behavior, appreciating diversity, personal and
educational goals, and enhanced self-esteem (House of Roy Learning Outcomes,
2010).


Multicultural
Student Programs and Services


The
Office of AHAN (African American, Hispanic, Asian American, and Native
American) Student Programs at Boston College Opened the DOR with its Dialogues
on Race program, demonstrating programmatic and student learning outcomes.
After completing the session, 100% of the participants understood and could
correctly define institutional racism, and 100% would  
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Sandra Mahoney, director of assessment and student development services at the University of the
Pacific in California, shares the experience of the Division of Student Life in developing outcomesbased
assessment to create a culture of evidence:


Student Life bases its culture of evidence on the Total Quality Management approach to systems
thinking and improvement and uses an integrated systems approach to assess for results-based
decision making. The divisionwide, inclusive assessment processes give every division member a
participatory role in shared accountability for student success.


Challenges and Solutions


When the division began comprehensive assessment of student learning, most programs focused on assessing
student satisfaction with a program or an event. On the basis of the results of an annual meta-assessment,
staff development workshops addressed topics related to direct measurement of student learning, such as
the use of rubrics. Departments learned to commit to direct assessment of students deep learning.


The challenge of housing student life assessment data over time emerged. Some departments
needed to have their student learning outcomes from previous years readily available; other departments
wanted the flexibility to create a new set of outcomes for the year. Anticipating a universitywide
need, the Office of Institutional Research created a strategic planning and reporting database,
the Pacific Plan. Student Life trained its department assessment leaders to use the database, and
department directors now share the following information: departmental mission, vision, values,
program objectives, student learning outcomes, descriptions of assessment methods, the results
of program-level assessment, and the use of those results for formative purposes. The Pacific Plan
information is displayed in real time on the universitys Student Life assessment web page, so the
assessment information and evidence remain transparent and accessible for decision making.


Lessons Learned


Outcomes assessment must become an integrated, ongoing, and seamless part of the learning
environment, and must provide important feedback to both educators and students.


A culture of evidence based on measuring learning outcomes that are aligned with universitywide objectives
guides students and staff to pay attention to attributes of the environment that hold shared significance.


The intentional efforts to create a highly collaborative environment (cross-departmental assessment
teams, in-depth professional learning for divisionwide staff, connecting with campus partners,
staying open to new ideas to make assessment a unifying practice) have resulted in unlikely and thus
powerful relationships built on shared meaning and accountability for student learning and success.
(personal communication, May 29, 2012)


















recommend
the program to a peer. Additional learning outcomes included the ability to
articulate the importance of learning about different experiences based on
race, culture, and ethnicity; ability to demonstrate an increased level of
comfort in discussing issues of race in academic and social settings; and
ability to demonstrate a clear understanding of institutional racism and how it
affects society (Open the DOR, 2012). 


Orientation 


Students
who participate in new student orientation and first-year programs at Bowling Green State University in Ohio develop personal
action plans related to academic success, career development, leadership and
engagement, and personal and fiscal responsibility. Students also must
demonstrate the ability to recognize Bowling Greens learning
outcomes, understand how the outcomes are connected to their curricular and cocurricular
goals, and describe their rights and responsibilities in achieving these
outcomes (Invest, Engage, Attain, 2012). 


Lourdes University in Ohio offers a simple
mission statement for orientation: Orientation provides new students with
information and campus resources to help begin their college experience.
Orientation welcomes new students to campus and establishes new connections
with the Lourdes community (Mission and Outcomes,
2012, para. 1). Lourdes learning outcomes
require students who complete orientation to demonstrate their ability to
navigate the campus, identify learning opportunities outside the classroom,
identify campus services, and outline campus rules and expectations (Mission and Outcomes,
2012). 
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A number of services in student affairs are designed to provide
quick, accurate services to students but probably do not have
learning as a central outcome. Examples could include requesting
a transcript, paying fees online, ordering an ice cream cone
at a snack bar, and registering for classes after meeting with an
academic adviser. These interactions are transactional in nature.
They need to be evaluated from a student or other client satisfaction
perspective. In my years as a student affairs administrator, we
administered satisfaction surveys with students and used secret
shoppers to measure how well the services were provided
from the customer point of view. John H. Schuh, distinguished
professor of educational leadership and policy studies emeritus, Iowa
State University (personal communication, May 24, 2012)









Parent and Family
Programs 


Parents
contribute to University of Minnesota students success
by supporting the universitys goals for student learning and development
outcomes. The university asks parents to:




	Challenge their student to
identify, define, and solve problems independently. 

	Have their student set and
achieve personal goals and make responsible decisions in relation to academics,
career planning, social interactions, and community engagement. 

	Understand and support the
universitys commitment to academic excellence and integrity, ethical behavior,
diversity, and civility. 

	Empower their student to examine
personal values. 

	Encourage their son or daughter
to learn about and respect the values and beliefs of others.








	Allow their student to accept
the consequences of his or her actions and accept responsibility for personal
errors. (Desired Outcomes for Parent/Family Involvement, 2012) 

	The University of the Pacific in
California has detailed
learning outcomes and assessment measures for each new student and family
program. The result is a readable chart that outlines outcome progress, from
the stated objective to how the outcome will be assessed to the results of the
evidence and what that means to the program director (Student Learning Outcomes
for New Student and Family Programs, n.d.). 





Registrar
Programs and Services 


Union College in New York recognizes that
all student services areas can create program objectives. The objectives for
the Office of the Registrar include: (1) provide accurate transcripts to
current and former students in a timely manner; (2) import student schedules
and courses requiring final exam scheduling and arrange them to produce a
conflict-free schedule, with the fewest exams in one day for each student; (3)
process change of major/minor forms promptly; (4) meet with seniors to ensure
that they will complete graduation requirements; (5) register students for
classes in a timely manner; and (6) collect grades from faculty and report them
to students (Assessment: Registrars Objectives, 2011). 


Service Learning
Programs 


The
Volunteer and Service Learning Center at Boston College wanted to
determine whether students were learning and developing as mentors in their
roles as Big Brothers and Big Sisters. The center conducted personal interviews
pertaining to learning outcomes, student involvement, and program operations.
The interviews revealed that although participants were enthusiastic about the
program, many had difficulty articulating the value of the mentoring
relationship. The study authors recommended the creation of more opportunities
for students to recognize their own personal growth and articulate it through
structured reflection and training (Volunteer and Service Learning Center, 2012). 


Student Conduct
Programs 


Learning
outcomes for the student conduct program at Lafayette College in Pennsylvania
are simple and measurable: (1) Students will know that policies and
expectations related to student behavior are explained in the Student Handbook
and where the Student Handbook is located; (2) students will have a basic
understanding of their rights and responsibilities as members of the Lafayette
community; and (3) students who meet with staff members regarding violations
will be able to articulate how their decisions may affect the attainment of
their personal and academic goals (Division of Campus Life, 2012). 


Student Life and
Leadership Programs 


Students
at Eastern Michigan University can participate in LeaderShape, which helps
participants achieve four primary outcomes: (1) increase their commitment to
acting consistently with core ethical values, personal values, and convictions;
(2) increase their capability to develop and enrich  relationships as
well as to increase their commitment to respecting the dignity and contribution
of all people; (3) embrace the belief in a healthy disregard for the
impossible; and (4) develop the capability to produce extraordinary results. In
addition, student participants learn to work in high-performance teams;
practice decision making for ethical dilemmas; learn to deal with change;
clarify personal values and standards; and understand and respect the values of
others (LeaderShape, 2012).


TRIO and Other
Educational Programs


Grant-supported
programs such as TRIO have long had to justify their outcomes and success. Long Beach City College in California shares its
intended outcomes, means of assessment and criteria, results of assessment,
action taken, and follow-up in an online table. Assessment method categories
include pretests/posttests, internal reporting systems, internal audits, and
rubrics (Student SupportTRIO Programs, 2010).


Women Student
Programs


Learner
outcomes set the stage for a three-tiered assessment of the effectiveness of
bystander intervention education at Boston College. Students complete a pretest before
attending a 1-hour presentation; complete a posttest after the presentation;
and are surveyed again 3 months later to measure whether their behavior has
changed. The curriculum was modified on the basis of student feedback and
approved to fully implement in a strategic manner (Bystander Intervention
Education Assessment, n.d.).






The Next Steps


As
this module illustrates, student affairs professionals use a variety of
approaches and assessment tools to demonstrate the contributions their
programs, procedures, and services make to students and their institutions.
Practitioners should develop the skills needed to effectively write and use
more than one assessment strategy. Exercises 4.1 and 4.2 can be used for staff
training and development or for individual practice in creating effective,
measurable outcomes and rubrics. As
John Schuh observes, there is only one option student affairs professionals do
not have: the option to do nothing.






  

Student affairs
officers who think that they simply can outlast the accountability movement, in
my view, are making a tragic mistake and ultimately they are engaging in
professionally risky behavior. Regardless of position or responsibility, they
do need to provide information that provides assurances to their stakeholders
and provides a basis for planning and developing new programs and initiatives
or eliminating those that do not work. (personal communication, May 24, 2012)
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Exercise
 4.1Assessing
Departmental Programs and Services


The application of Module 4 concepts can
be a starting point for assessing departmental programs and services. It may be
helpful to talk through these questions first in a staff meeting, with
supervisors, or with colleagues.



1. Ask who, what, when, where, why, and
how: 



	What is the program or service
to be assessed? Why? What is to be learned about this program? What is the
specific issue or potential problem?

	How is this program or service
aligned with departmental goals or the university mission?


  	Who is the audience? What will your audience learn, know, or be able to do after participating in this program or initiative?

  	Who needs to be involved or be aware of this assessment? How might they be included in the planning?





	What techniques will be used to
conduct your assessment? What further training or information is needed to use
those techniques?

	When and where will you conduct
your assessment?





2. Define your purpose: 



	What is/are the purpose(s) of
this assessment?


  	Reinforce or emphasize the mission of your unit.

  	Modify, shape, and improve programs and performance.

  	Critique a programs quality or value compared with the programs previously defined principles.

  	Inform planning.

  	Inform decision making.

  	Evaluate programs.

  	Contribute data to assist in requesting for additional funds from the university or the external community.

  	Help meet accreditation requirements, models of best practices, and national benchmarks. (Bresciani, 2001)

	Other___________________


 








3a. Write one program outcome, using the ABCD model:













3b. Is this is an acceptable outcome? Check
by posing the following questions:



	Is it clear what you are
assessing?

	Is the intended outcome
measuring something useful and meaningful?

	Is the outcome measurable?

	How will this outcome be
measured? (Bresciani, 2001)





4a. Write one student learning outcome,
using the ABCD model:












4b. Is this is an acceptable outcome? Check
by posing the following questions:



	Is it clear what you are
assessing?

	Is the intended outcome
measuring something useful and meaningful?

	Is the outcome measurable?

	How will this outcome be
measured? (Bresciani, 2001)





5a. Write one developmental outcome, using
the ABCD model:












5b. Is this is an acceptable outcome? Check
by posing the following questions:



	Is it clear what you are
assessing?

	Is the intended outcome
measuring something useful and meaningful?

	Is the outcome measurable?

	How will this outcome be
measured? (Bresciani, 2001)






6. In what situation might a rubric be used
in place of outcomes?
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Exercise  4.2Create Your Own
Rubric


1.
Create your own rubric, using the following template.
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2.
Check your rubric against these questions:




a. Is the learning outcome SMART?


  Specific?

  Measurable?

  Aggressive but attainable?

  Results-oriented?

  Time-bound?



b. Does the learning outcome follow the 3 Ms?

  Manageable?

  Measurable?

  Meaningful?


c.
Do you have more than one learning outcome per statement? (Hint: If you have
the word and, you might!)


d.
Do you use verbs like learn, appreciate, value, or develop?


e.
Does it focus on outcomes, not processes?


f.
Is the behaviorthe learningsomething the audience was unable to do before
exposure to the program?


g.
Are your
learning outcomes wordy and complex? (Hint: If you have to read the learning
outcome more than once to understand it, it probably is!)






Answer Key:


The
responses to a, b, c, and d should be yes; all other responses should be
no. Responses that deviate from this indicate that it is probably necessary
to edit the learning outcome.


Note.
Adapted
from Boston College Student Affairs
Assessment Handbook, by
J. Lackie, 2011, p. 27. Copyright 2011 by Boston College. Reprinted with permission.
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THE
USE OF DATA IN ASSESSMENT is central to
developing a culture of evidence in student affairs practice (Keeling, Wall, Underhile,
& Dungy, 2008; Schuh, 2008). The ability of student affairs professionals
to use data is often determined by the credibility and utility they perceive
in the information gathered through assessment processes (Wall, 2011).
Credibility refers to the belief in the quality or believability of the data by
those who have a vested interest, while utility refers to whether the data are
seen to have meaning for informing change or action (Cronbach et al., 1980;
Patton, 2008). 


This
module offers a fresh perspective on the origins and importance of assessment
and research in student affairs and outlines four approaches to data
collection: traditional research, action research, traditional assessment
strategies, and authentic assessment strategies. First, the module frames the
selection of data collection approaches and methods as responses to the needs
of stakeholders. Second, it defines and provides examples of each of these
terms in relation to each other. Third, the module outlines a model with six
domains of practice as a way of illustrating how learning about assessment
must involve weaving together technical understanding and practical experience.
In addition to describing examples of assessment and research in action, the
module provides a model for developing competence that frames assessment as a
critically reflexive dialogue.







Why Use Various Data Gathering Strategies?


Developing
a culture of evidence means not only gathering information in a systematic way
but also using that information to improve practice, tell others about the
work, build new knowledge related to the impact of programs and services, and
engage in critical self-reflection. To ensure the effective use of assessment
in practice, student affairs professionals must understand various approaches
to data gathering and select an approach that will be seen as credible and
useful. To foster a culture of evidence through the use of assessment, people
who are leading data collection and implementation efforts must have a clear
understanding of their organization and its information needs (Patton, 2008). 


Understanding
an assessment situation in a student affairs organization requires
understanding the key stakeholders and the purpose of the assessment process.
Key stakeholders are those with a vested interest in an assessment process. If
the process is examining learning outcomes of alcohol education programs in the
division of student affairs, stakeholders would include the people responsible
for implementing the alcohol education activities, such as health educators,
residential life staff, judicial officers, and counseling center staff. Other
stakeholders would include those responsible for and affected by alcohol use by
students, such as senior student affairs leaders, faculty, parents, and
community members. The students themselves, as the recipients of alcohol
education efforts, would be the final group of stakeholders. While an
assessment process might not be able to answer the questions and honor the
divergent perspectives of all stakeholders, it is the responsibility of those
conducting assessments to explicitly consider stakeholder needs as they select
and implement their data gathering approach.
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Be inclusive. Assessment should not be a process that excludes.
Intentionally include multiple stakeholders in the process.










Considering
the information needs of stakeholders helps those conducting assessment
processes define the purpose of assessment as a part of building a culture of
evidence. Assessment has five broad purposes in student affairs: 



	To develop
information that can be used to improve programs and practices.

	To generate
systematic information to tell the performance story of student affairs
activities. 

	To develop data
that can be used to support decision making, most often related to resource
allocation. 

	To generate new
knowledge; for example, seeing assessment as applied research with the aim of
creating new knowledge or developing best practices. 

	To use as a
pedagogical tool to explicitly enhance student learning. (Ewell, 2005; Hursh
& Wall, 2011; Maki, 2004) 





Assessment
for
rather
than of learning occurs when assessment is seen as a way to directly
facilitate learning; for example, when people are asked at the end of an
educational session to identify the three things they learned from
participating (Angelo & Cross, 1993). The act of reporting on three things
that one has learned from an educational program forces synthesis toward
meaning-making.











Clarity
about the purpose or purposes of an assessment process is essential to select
an approach that will allow for the collection of data that key stakeholders
will perceive as credible and usable. Stakeholder concerns and the purpose of
the assessment are also important factors in selecting an effective approach to
data gathering. In this way, data gathering becomes a response to information
needs rather than an approach in which the assessment tool drives the process.
Good assessment processes must be responsive to organizational needs. The
selection of an approach to systematic data gathering should flow from an
understanding of the information needs and intended uses of key stakeholders.






Defining
Different Approaches to Assessment


To
select a credible data gathering process, assessment practitioners must be
aware of the various approaches to gathering data about student affairs
programs and policies, and the impact of each approach on students. In general,
data gathering approaches in student affairs are derived from social science
research, which uses the terms we define here: traditional
research, traditional assessment, authentic assessment, and action
research. Three of these terms are approaches to thinking about social
science research; authentic assessment is a method for gathering direct
evidence of learning in applied settings. Figure 5.1 shows some of the
approaches to social science research, including traditional research, program
evaluation, assessment, and action research. Social science research has been
described as the application of scientific logic and methods to the systematic
inquiry of social phenomena. Traditional social science research seeks to
understand social behavior and develop social theory (Gall, Gall, & Borg,
2006).
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Good assessment practice involves:



	Identifying the purpose of conducting assessment.

	Scanning the environment to understand information
needs of multiple individuals at different levels of a student
affairs department and division.

	Identifying stakeholders and their information needs. This
involves conversation prior to and as a part of the process
of conducting assessment. Make sure to include students
and otherwise less visible individuals, as well as people in
positions of power.

	Being careful to avoid having one assessment process
address multiple purposes. While conceptually possible, it
is difficult to accomplish successfully in practice.

	Developing clarity and transparency around assessment.
This will help build support for assessment
practice generally.














Within
the social sciences, multiple approaches and associated methods can be found.
Traditional research, traditional assessment, and action research are not
mutually exclusive. They employ a collection of techniques and practices that
are overlapping, but they use them differently. For example, traditional
research, traditional assessment, and action research all use both qualitative
(i.e., interviews and focus groups) and quantitative (survey) data gathering
approaches. The difference lies in how each approaches the use of these methods
in terms of defining quality (credibility), the underlying purpose,
how  stakeholders are involved, and how data collection processes are situated
toward data use (see Figure 5.1). Approaches to assessment are more than a set
of procedures or methods; they are a collection of practices associated with a
thought process on how best to apply procedures of data collection and use
toward an identified purpose. Assessment practice is the weaving together of
technical know-how with practical doing toward identified purposes that meet
the needs of stakeholders.
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As
shown in Figure 5.1, traditional research, assessment (traditional assessment),
and action research are interrelated and yet unique approaches to social
science research. Table 5.1 provides a series of six categories that indicate
places of overlap and difference among approaches to assessment. The table also
describes the data collection approach of authentic assessment, which can be
employed as a part of the traditional research, traditional assessment, or even
action research approaches.
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Traditional
Research 


Traditional
research in the social sciences has used both quantitative and qualitative
methods of data collection to describe and/or develop theory about the social
world. Common methods include collecting survey or objective test
datacross-sectional, longitudinal, or even experimental or
quasi-experimentalthen using statistical analysis to transform data into
information that describes or explains. In the qualitative tradition of data
collection, researchers use observation, interviews, and focus groups, then
analyze and interpret the data for emergent themes and ideas. A limitation of
most traditional research, particularly quantitative work, is that it relies on
self-reported data. Traditional research is driven by the researcher or the
person engaged in conducting research for the purpose of extending knowledge
(as in filling a research gap) or richly describing a social phenomenon or
situation. Traditional research is considered to have high quality when the
methods (qualitative, quantitative, or mixed) are correctly implemented
according to their respective tradition. Peer review and publication in
academic outlets (journals or conferences) are well-established procedures for
determining the quality of work and for disseminating the results. 


An example of how traditional research has been
employed by student affairs professionals comes from Monroe Community College (MCC)
in Rochester, New York. MCC Damon City is an urban community college campus
with a nearly 75% traditionally underrepresented student population. To better
understand these studentsand all community college students who attend urban
institutionsthe student affairs staff at MCC partnered with researchers from
a local university to develop two traditional research studies in the past 3
yearsone on student alcohol use and the other on student experience with the
financial aid process. After gaining access and agreeing with MCC student
affairs staff on the topics to be examined, the researchers developed
questions, determined how they  would address those questions, and implemented
the study. MCC staff saw the research questions, helped with data collection,
and were informed of the results, but their involvement was quite limited in
decision making regarding the purpose, methods, analysis, and reporting of the
study. In both studies, mixed methods were rigorously employed to gather data
that would meet standards for excellence, whether through maximizing survey
returns of a carefully selected clustered random sample or purposefully
selecting students to participate in semistructured interviews about their
alcohol or financial aid experiences.
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Good assessment involves considering the use of information
at each step of the process. Do not wait until the end of the
process to think about how information from assessment will
be utilized.











Both
studies have been or will be reported at professional conferences (student affairs
and academic) with an eye toward adding to the peer-reviewed literature in the
areas of community college alcohol use and student experiences with financial
aid. The utility of the research lies in its rich description of the attitudes
and behaviors of students around alcohol and financial aid in the context of
the community college. The explicit benefits of the research projects to MCC are less clear,
although it is quite possible that practitioners have used the knowledge gained
to inform their practice. 


The
MCC example
illustrates the possibilities and challenges of using a traditional research
approach to conduct assessment in student affairs. There is a need for
foundational understanding of the social dynamics of student life and related
student affairs activities in the community college setting. However, using a
researcher-driven process that focuses on studying gaps in the literature means
that local concerns might not be examined. It is essential to advance basic
foundational understanding and theory regarding key student experiences and
the related professional programs and policies, but it is also necessary to use
approaches that focus on local needs and action.






Traditional
Assessment 


Traditional
assessment builds on the traditional research approach. It generally employs
the methods and approach of traditional research, but it incorporates a focus
on local stakeholder needs and moves toward considering how to make assessment
useful beyond increasing foundational human understanding of the social world
(see Table 5.1). The following practical examples differentiate traditional
assessment from traditional research. The first example involves the
long-running implementation of the Core Institutes alcohol and other drug
(AOD) survey in Illinois, while the second describes the implementation of
student learning outcomes and template-driven assessment at the Hobart and
William Smith Colleges in Geneva, New York. 


Every
two years since 2000, approximately 25 higher education institutions in Illinoisincluding
community colleges, 4-year public institutions, and 4-year private
not-for-profit institutionshave used the Core survey, a traditional assessment
tool, to assess student substance use. Funded by the Illinois Department of
Human Services, the survey enables the creation of a snapshot of student AOD
use across state institutions. In addition, the biannual assessment provides
campus-specific  trend
data on substance use and an opportunity for institutions to do cross-section
evaluations of their own programmatic efforts to curb high-risk drug and
alcohol use. In this assessment process, each campus works with the Core
Institute at Southern Illinois University Carbondale to develop its student
sample population and implement the survey; campuses receive a detailed report
of the findings (including benchmark comparisons for key data on student
substance use) along with raw data for further analysis as desired. Although
these data have been used in an aggregate form for research (see, e.g., Wall, BaileyShea,
& McIntosh, 2012), the primary purpose is to provide each campus with local
information to inform its own AOD abuse prevention efforts. The Illinois Higher
Education Center for Alcohol, Drug, and Violence Prevention has conducted
training over the past 12 years to help schools interpret and use
campus-specific Core data to develop strategic prevention plans to address
substance use and abuse. 


The
multi-institutional and multiyear nature of the Core survey mirrors other
national assessment projectssuch as the Educational Benchmarking, Inc. (EBI) survey in
housing; the Cooperative Institutional Research Program (CIRP) Freshman Survey
by the Higher Education Research Institute at the University of California, Los
Angeles; and the National Survey of Student Engagement (NSSE) survey from
Indiana Universityin providing valuable benchmarking and institution-specific
data that can inform prevention activities, housing services, and efforts to
further engage students in their learning. The projects also provide a rich
resource for knowledge development purposes that mimics traditional research in
its ability to inform foundational questions associated with student experiences
in higher education. 


Multi-institutional
traditional survey assessment efforts employ rigorous methods (in terms of the
survey instrument, sampling, and analysis) to ensure credibility based on the
quantitative research paradigm, but they can be limited owing to their
inability to provide explicitly tailored information on campus-specific
programs or individual students. For more tailored information about student
learning, we turn to the Hobart and William Smith
Colleges (HWS) example of
developing student learning outcomes and related template-driven data
gathering. This is another way of implementing traditional assessment in
student affairs. 
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Student affairs practitioners should be aware of different
approaches and methods of assessment as well as the difference
between the two terms. Methods include focus groups,
interviews, surveys, observations, and more, while an approach
is a way of thinking that guides your work. Your approach and
methods to conducting assessment should flow from the
purpose of the assessment, not the other way around. Student
affairs organizations should foster the development of skills
in a repertoire of approaches and methods to assessment.
Work as a team to have competency in different approaches
across a group. By working as a team, no one person has to be
competent in every approach or method.











HWS Colleges used traditional assessment to create
a culture of evidence in their division of student affairs. They asked each
department leader to develop a program theory (Chen, 1990; Weiss, 1997) or an
explicit articulation that aligned the departmental resources and activities
(programs) with the actual work output (what was implemented and who attended),
including short- and long-term  learning outcome statements. The
statements linked programs with outputs and desired learning, and provided the
clarity necessary to create program-specific learning-focused survey questions.
Each department wrote five student learning outcome questions based on its
program theory; these questions were added to three standard divisional
learning outcome questions, providing each department leader with a customized
eight-question survey that he or she could use to examine the learning
associated with various programs.


Each
department leader was responsible for working with the coordinator of student
affairs assessment to create and implement a survey administration plan. All
departmental surveys were centrally scored and analyzed by the assessment
coordinator, and the results were reported back to each department and used
for centralized reporting across the division of student affairs. Each
department leader chose the program that would be examined by the survey, wrote
five survey questions related to identified learning outcomes, and implemented
the survey in a manner that would generate the most credible response. If
department directors wanted to enhance their surveys with additional questions
or additional data collection methods, they were encouraged to do so. In
addition, each department received training and a template of procedures for
how to implement a focus group, which enabled them to acquire the data
collection skills to collect qualitative information if they thought this more
descriptive type of data would be useful in improving their programs.


The
HWS assessment used
clarification of program activities and related goals (articulated learning
outcome statements) in combination with self-reported data in the form of
locally generated surveys to collect specific information on departmental
programs. This process used a traditional assessment approach to collect
locally situated information, and student affairs department leaders were
highly involved in each step. The goal was to involve stakeholders in designing
and implementing assessment so that the data generated from the process would
be more salient and could be used to drive program decision making and
improvement. The strength of this approach is that it places the assessment
process very close to the intended users (i.e., student affairs professionals
engaged in daily practice); the limitation is that the data are less rigorously
collected (e.g., more limited sampling, surveys that are less validated).
However, what one gives up in traditional procedural correctness, one can gain
in information that is meaningful for the intended users.


Authentic
Assessment


A significant limitation of traditional assessment
approaches in student affairs is that they employ self-report measures of
student experiences and learning (e.g., surveys, interviews, and focus group
data collection methods). Authentic assessment is, at its core, concerned with
the direct observation and systematic scoring of the ability of students to do
things in real settings (see Table 5.1). The residential life training program
Behind Closed Doors is an example of authentic assessment. The exercise asks
resident assistants (RAs) to address simulations of situations they might
encounter in their work. From noise concerns to an alcohol overdose to a
students emotional distress, Behind Closed Doors helps RAs learn how to work
assertively, confidentially, and appropriately with their collegiate peers.
Behind Closed Doors is a training activity; it becomes authentic assessment
when it includes a systematic process for observing, scoring, and providing
individual feedback on expressed abilities in action. Authentic assessments use
real-life observations (or as close to them as possible  through
simulation) scored on detailed rubrics to create data on the expressed ability
of a person to apply knowledge to a task. 


Rubrics
are explicit sets of criteria with performance levels that observers can use to
score actions in complex social situations. In Behind Closed Doors, a rubric
might articulate levels of performance in how RAs confront their peers about
excess noise. The complex social skills of showing confidence, communicating
clearly, displaying knowledge of policy, and providing clear alternatives for
conflict resolution would all be elements of a rubric designed to score
individual performance in this activity. 


One
of the advantages of authentic assessment methods is that they provide direct
evidence of student learning, expressed by behavior in real-life situations.
This direct evidence, in turn, creates an opportunity to provide feedback to
participants about their performance. In Behind Closed Doors, the rubrics
include clear, well-developed guidelines on how to suggest improvement in
addressing situations that RAs will experience in their work. Direct observation
and the development of rubrics are both resource-intensive tasks, but they
result in rich data that directly examine student learning. 


The
credibility and utility of authentic assessment in Behind Closed Doors are
apparent in a comparison of this approach with traditional assessment. In
traditional assessment, RAs self-report (via survey or interviews) on their
learning skills and evaluate their ability to use that knowledge in their
position. However, there is a huge difference between reporting that one can do
something and actually doing it under pressure. Traditional assessment might
provide some insight into the effectiveness of RA training, but authentic
assessment offers the opportunity to actually observe whether the training has
been integrated to the point that the RAs can apply it in a simulated
situation. 


Authentic
assessment is an important element in the repertoire of the student affairs
assessment practitioner. Observed leadership is far different than
self-reported leadership ability. Another example is the observed ability of
students to interact across racial and ethnic lines compared with the described
desire to do so. Authentic assessment can provide insight for feedback to drive
further learning for students and for student affairs professionals who are
responsible for providing opportunities for learning outside the classroom. 


Action Research
as a Process of Assessment 


Just
as authentic assessment addresses one of the limitations of traditional assessment,
action research focuses assessment on solving local problems through a cyclical
process of using data to inform professional practice. Action research involves
gathering data to investigate a local social problem, using that information to
advance solutions, gathering more data, reflecting on that data, and further
advancing positive change. The process is ongoingimproving social conditions
is not simply an end but rather a process of trying to improve the world. The
action research process has been explicitly connected to qualitative data
gathering strategies and is described formally as a spiraling process of (1)
planning; (2) action; (3) observing systematically (most often qualitatively);
(4) reflecting (critically, honestly, and deeply); and then repeating the
process. The process is collaborative by design, seeking to involve more and
more people, and it requires professionals to open their practice to critique,
revision, and re-evaluation (Mettler, 2011). 


Action research has often been employed in the
classroom. In one example, a student affairs graduate class focused on using
action research in service learning. The students used an action research approach
to help urban middle school youth strengthen their college awareness and
readiness. First, they planned and implemented activities based on their
personal and professional knowledge. The activities focused on developing
informational materials outlining key steps to college readiness. Immediately
after presenting their materials, the students gathered information through
interviews and systematic observation that indicated that their efforts had
not had the desired impact. The students critically reflected on their work,
using the data they had collected, and tried a new approach: new materials,
presented differently. This approach was better in some ways but not in others.
The graduate students realized that they needed to engage not only the middle
school students but also their parents and teachers; this realization led to
new plans and new implementation and data collection procedures. The process
was engaged and authentic; the graduate students often had to reframe what they
thought they knew, but they kept the original focus on making life better for
urban middle school students.


Action
research uses systematic data collection as a tool in the process of problem
identification, planning, action, data gathering, reflection, new planning,
action, and so on. It is an approach to assessment that situates data close to
practicedata are used to improve local practice and address specific problems.
Because action research is so close to the problems and practices of concern,
it is highly credible and has great utility in informing new planning and
action. Action research should not be used simply in addition to other kinds of
assessment; rather, it should be an essential component of professional
practice.


Dialogue:
Developing Competence and a Culture of Evidence


Developing
a culture of evidence requires student affairs professionals to integrate
assessment into their daily practice, rather than perceiving it as an addition
to their practice. Integrating assessment means adopting an approach that is
credible and useful to you, your colleagues, students, and the organization.
This module has outlined four different ways to approach assessment data
collection: traditional research, traditional assessment, authentic assessment,
and action research.


Competent
assessment practitioners in student affairs employ different approaches and
methods in different situations to address varied purposes and diverse
stakeholder needs. To prepare themselves to implement various approaches, those
who practice assessment must develop technical knowledge of the approaches as
well as the practical competence that comes from experience. True assessment
competence emerges from balancing technical know-how (related to implementing
particular data collection methods or specific approaches to assessment) with
the experience of observing, listening, sharing, and negotiating difficult situations
that arise in practice.


To
illustrate competence in assessment practice in student affairs, the author
proposes five domains of assessment practice, connected by a circle labeled
dialogue (see Figure 5.2). This figure reflects the view that the best
assessment practice engages practitioners in ongoing dialogue about what
matters in their work. The ability to engage in dialoguewith yourself, as in
critical self-reflection, and with others, as in discussing work in meaningful
waysis a central competency of assessment practice. Learning to have dialogue
about the strengths and limits of organizational functioning related to student
learning is not an easy task, but it is important. Dialogue is the uniting
activity of the five domains:








	Purpose: the
ability to have transparent and clear dialogue about why assessment is taking
place.


	Ethics/morality:
the skills and awareness to discuss openly how information has power elements,
including what is assessed, by whom, including whom, and for whose benefit.


	Stakeholders: the
intentional articulation of who are the stakeholders, what are their diverse
needs, and who is being left out of the assessment process (i.e., whether we
are marginalizing people unintentionally).


	Credible evidence:
understanding that multiple approaches and methods related to data collection
are necessary to accommodate different assessment situations in an
organization.


	Action: an ongoing
and explicit concern for the use of assessment processes to meet explicitly
articulated goals.







Combining
technical and practical competence with dialogue about purpose,
ethics/morality, stakeholders, credible evidence, and action results in good
professional practice.
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Technical
competence requires the development of skills typically thought of as research
skills (data collection or methods skills) as well as skills associated with
interpersonal communication, critical thinking, conflict management,
listening, and managing ones emotions. Thus, assessment reflects both specific
skills related to method competence and skills associated with a broader
student affairs professional practice. Research skills are best learned in
formal training settings that provide the time, depth of content, and
facilitation of learning required to master complex technical concepts. Student
affairs professionals should consider formal research coursework and
professional conferences and workshops. 


Formal
learning develops technical skills, but true competence comes from weaving
together technical know-how of various approaches to assessment and practical
experience in the messy world of student affairs practice. This weaving
together happens through dialogue associated with self-reflection, mentoring,
and engaged practice. Nothing can replace applying technical skills in practice
as a way to integrate technical knowledge with practice experience.
Associations and divisions of student affairs should provide formal assessment
training, but they must also consider how to create spaces for ongoing dialogue
that fosters reflective practice. One excellent approach is through mentoring,
where experienced professionals partner with less experienced individuals to
support active reflection and learning (Schon, 1987). 
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Good assessment fosters dialogue, not simply data collection.
Schedule time to talk about the process and results of assessment
efforts.









Conclusion


The
practice of assessment is grounded in approaches to social science research,
but it must have purpose: Information must be used to improve and support
decision making, build new knowledge, foster learning, and illustrate
performance. Done competently, assessment can engage student affairs
professionals in dialogue about what truly matters. With credible evidence that
can be used by diverse stakeholders, assessment provides a process through
which each of us can ask ourselves whether we are doing our best work to
advance learning, to meet the lofty missions of our institutions, and to ensure
that students are prepared to be engaged citizens in a global society. Students
deserve our best; assessment can be a positive tool to ensure it.
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IN
THIS MODULE, THE AUTHOR provides a personal account of how the Division of
Student Affairs at California State University, Sacramento, designed and
implemented a culture of evidence, skillfully using the Western Association of
Schools and Colleges (WASC) reaccreditation process as leverage. The module
outlines the inclusive process by which student affairs managers partnered with
colleagues from the Office of Institutional Research (OIR) to develop specific
program objectives and learning outcomes; describes the six-step model and
template that departments used to conduct and report on their assessment
efforts; and shares the lessons learned and key insights garnered from missteps
and challenges. In addition, the module reviews how student affairs moved from
a vertical approach to assessmentin which directors measured outcomes
associated with a single department to a horizontal approach that measures
outcomes across multiple departments. Finally, the module chronicles the story
of how student affairs professionals continuously examined and improved their
assessment strategies and instruments, moving away from measuring the simple stuff
 toward measuring the things that matter most. A detailed PowerPoint
presentation accompanies the module.






Spring
2005: Facing Changes in Leadership and the Start of the Reaccreditation Process



In January 2005, following a national search process, I was
appointed vice president for student affairs at California State University, Sacramento.
The Division of Student Affairs comprises 22 campus life  and
enrollment management departments. At the time, the division was gearing up for
the second phase of a three-phase WASC reaccreditation process, which, for the
first time in university history, focused on student learning outcomes. I was
well acquainted with WASC and the accreditation process, having served on the
Phase 1 steering committee in my previous role as associate vice president for
student affairs at the same campus. The convergence of new divisional
leadership and an outcomes-based reaccreditation process laid the groundwork
for establishing a culture of evidence in student affairs. Since then, this
culture has not only taken hold, but has been expanded and sustained, often at
an unprecedented pace. 


One
of the most significant expectations associated with the change process was for
student affairs to assume a leadership role in conceptualizing and implementing
a comprehensive learning-outcome-based assessment plan. The multiyear assessment
program, launched in 2005, is now the pride of the division and, according to
some, the envy of colleagues in other departments. However, the journey has not
been totally linear nor smooth, as this overview reveals. 


A New Vision, Mission, and Values
Statement for Student Affairs 


In
addition to the WASC process, other sparks catalyzed student affairs
transformation into a culture of evidence. One such spark was the revision of
the university mission statement in spring 2004, which prompted the Division of
Student Affairs to reexamine its governing documents (see
http://www.csus.edu/about/mission.html). 


I
circulated the revised university mission to engage the directors in a spring
2005 conversation about the divisions mission. (Before I assumed the vice
presidency, the directors had been working on revamping the division mission,
but their efforts had been delayed by vacancies in divisional leadership.) In
consultation with the directors, I took a somewhat innovative approach toward
developing a new statement by forming an ad hoc task force of midlevel,
frontline student affairs staff to begin anew the mission revision process.
This group of staff members, who provided direct services to students, had a
strong sense of what students wanted and needed, and thus what the division
should value. This tactic helped increase buy-in from all levels of staff, not
just the senior administrators or directors. The seven midlevel staff members,
dubbed the mission committee, were excited by the charge. Within 3 months,
the committee had collaborated with staff throughout the division to formulate
drafts of the mission, vision, and values statements; the committee unveiled
its work with a formal presentation during a directors meeting. After incorporating
some of the feedback delivered at that meeting, the committee presented the
final versions of these statements (see http://saweb.csus.edu/students/mission.aspx).
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Make sure that department missions are congruent with
university and divisional statements, so there is explicit
alignment at each level.


















Academic Year 20052006:

Formulating Strategies to Build a Culture of Evidence 


Armed
with new mission, vision, and values statements that delineated the role of
student affairs in California State University, Sacramentos futureone
focused on student learning and student successthe division began preparing
for its continuing role in the WASC reaccreditation process. As steering
committee discussions started to lay the groundwork for universitywide
assessment efforts, neither the university nor the division had developed a
strong culture of evidence. Data-driven decisions were not the norm in most
divisions at the university, and student affairs was no exception. Decisions
were most often made through trial and error, anecdotal evidence, and
after-the-fact reactions rather than proactive strategic plans. Administrators
and staff often had difficulty generating data to support or defend their
decisions and concretely link them to institutional values and priorities.
This reality needed to be changed to help the campus and the division build a
culture of evidence. 


Student Affairs
Takes a Lead Role 


In
academic year 20052006, the university was in Capacity and Preparatory Review
(Phase 2) of its WASC process. As part of Phase 2, student affairs was charged
with demonstrating the extent to which the campus offers robust experiential
and cocurricular programs that result in student learning. In simple terms,
this required student affairs to show (in data-driven ways) how effective the
divisions programs are (i.e., show the value of what it was already doing) and
what students learn by participating in them. With strong support from the
division and from the WASC steering committee, I committed the division to
launching a comprehensive assessment initiative. Specifically, I pledged that
every student affairs unit would be able to demonstrate by 2008when the WASC
team came to campus for the Educational Effectiveness Review (Phase 3, see
http://www.csus.edu/spc/WASC%20Final%20Report.pdf)what students are likely to
learn by participating in its programs and how well those programs are
responding to student needs. 


My
colleagues on the WASC steering committee were pleased with this commitment.
They were happy to have student affairs take the lead with the institutional
assessment/culture of evidence initiative, as most of them knew it would be
easier to get the 22 student affairs managers and their staffs on board as
opposed to the 1,500 faculty members. Thus, student affairs put itself on the
line as both guinea pig and campus leader.
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At least at first, tie the building of a culture of evidence and the
conceptualization of an assessment plan to something big, like
the campuss overall reaccreditation process.











To make the student affairs commitment to
developing a culture of evidence a formal component of the WASC process, the
following hypothesis to the Campus Life section of the CPR was added: Student
Affairs has assessment plans that identify and assess the learning outcomes
that occur in cocurricular and experiential learning programs. When the
hypothesis was set in print, only a rudimentary foundation of the
student affairs assessment infrastructure had been built, but I was confident
that my division would be able to prove the hypothesis by the time the
university entered Phase 3.






Revising the
Department Mission Statement 


With
the commitment finalized, I requested as a preliminary step that all directors
spend some time researching what other campuses were doing in terms of assessment
and reviewing what WASC was expecting of campuses undergoing reaccreditation at
that time. Even more important to the task at hand, I asked each director to
carefully review his or her department mission statement with an eye toward
aligning it with the newly revised mission, vision, and value statements for
the division and for the campus. 


The
departmental mission revision process took place during the fall 2005 and
spring 2006 semesters and laid the groundwork for the goals, program
objectives, and learning outcomes to follow. During the revision exercise,
directors were asked to engage their entire staffs in writing a department
mission statement that was directly aligned with those of the university and
the division. To ensure consistency, clarity, and conciseness, explicit
directions were provided on how to write a statement: Identify the name of the
department, primary functions, modes of delivery, and target audience, and
limit it to two
 to five
sentences. The directors and I engaged in a back-and-forth process of reviewing
the drafts they had formulated with their staff members. The process was
lengthy and challenging (612 months in most cases), and even now some of the
mission statements could be revised for clarity, but it ensured that all criteria
were met. The accompanying PowerPoint presentation titled A Distinguishing Mark
of a Culture of EvidenceA Comprehensive Assessment Program
(http://www.naspa.org/cultureofevidence/MOD6PP.pdf) contains examples of
department mission statements, as does the website for the California State
University, Sacramento, Office of the Vice President of Student Affairs
(http://www.csus.edu/student/assessment/index.html). 


By
spring 2006, I realized that the divisional efforts could be accelerated with
the assistance of campus colleagues with expertise in assessment. It took a
single call to the director of OIR to find that support. From that point
forward, the OIR director and one of his senior analysts became partners in the
student affairs endeavor. Together they worked on the student affairs
assessment plan and began presenting workshops on their emerging partnership.
They made their first presentation at the annual WASC conference in spring
2006.
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As a senior student affairs officer, be prepared to lead a
campus effort by example. Building a culture of evidence is
challenging; it may be easier to start the development in the
parts of campus that have defined reporting structures and
clear systems of accountability, characteristics that may be
more prevalent in divisions other than academic affairs.


















Academic
Year 20062007, Year 1:

The Directors Get Started 


The
assessment cycle truly began in academic year 20062007. This was the first
year in which the cycle was completed and a report was submitted. 


Department
Planning Goals 


After
the directors had finalized their mission statements, I asked each one to
formulate three to five broad planning goals that would guide their
departments work over the next 3 to 5 years. The directors took different
approaches to formulating their goals but were again encouraged to engage their
staffs in the process (see the PowerPoint presentation
at http://www.naspa.org/cultureofevidence/MOD6PP.pdf). 


On-campus and
Off-campus Partnerships: OIR and UCF 


I
first asked OIR staff to help with the formulation of department goals and then
tapped their expertise
in formulating outcomes. For several reasons, both pragmatic and political,
bringing OIR to the table was a positive move. First, it increased the pace at
which work got done, since it placed two experts at the divisions service.
Second, it showed the campus that a culture of evidence must be cultivated
through cross-divisional commitments and partnerships. Third, it demonstrated
that the evolving image of the new student affairs would be shaped by people
both within and beyond the division. Fourth, the partnership leveraged OIRs
support and positioned both OIR and student affairs to sing the praises of the
teamwork. All these factors not only made student affairs and OIR look good but
made staff members feel good and do well. 


Around
this time, I initiated another important partnership, this one with colleagues
from another campus. After attending an assessment conference in July 2006, I
invited colleagues from the University of Central Florida (UCF) who had
presented at the conference to deliver a two-and-a-half day assessment workshop
at California State University, Sacramento.
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Allow plenty of time for mission statement development, but
hold staff accountable for meeting deadlines at different points
in the process. Mission statements are brief, but the writing
process can be time-consuming.









The Six-step
Assessment Model and Template 


Together
with colleagues from OIR and UCF, I introduced the student affairs directors to
a six-step assessment model fashioned on materials from UCF. The steps were (1)
mission, (2) goals, (3) program objectives/learning outcomes, (4) measures, (5)
results, and (6) conclusions. This model was formulated into a template that
all directors were required to work from as they fleshed out their emerging
assessment plans (see http://www.csus.edu/student/assessment/images/regions/document/2006ap.pdf).













At
first, the directors balked at the regimented approach, but they soon realized
that the easy-to-follow template was a highly useful tool (even if early
versions of plans were rather lackluster). The template helped uniformly guide
the assessment plans and prompted a very consistent approach to actually doing
assessment. When the directors were given the chance several years later to
revise the template or create a new one, all of them gravitated back toward the
original (although the current reporting template has evolved somewhat). 


Learning Outcomes
and Program Objectives 


Writing
broad planning goals seemed relatively easy, but writing measureable objectives
and outcomes did not. The first step was to help directors differentiate
between program objectives and student learning outcomes. The former are
related to program improvement around issues such as timeliness, efficiency,
and participant satisfaction. The latter address what a student learns or how a
student changes by participating in a program or using a service. The directors
worked with the consulting colleagues from UCF at the fall 2006 workshop to
formulate their emerging outcomes and consider how they would measure them.
During the workshop, all units reviewed their two or three overarching planning
goals and their three or four program objectives and student learning outcomes
with the consultants; at this point in the process, every department was
required to have at least one student learning outcome. Before the directors
left the workshop, they had completed Steps 1 through 3 on the template
(mission, goals, and objectives/outcomes). During the workshops, the directors
were encouraged to consult the Council for the Advancement of Standards in
Higher Education guidelines as they formulated their initial goals and
outcomes. At the workshops concluding session, the directors were instructed
to spend the early part of the fall semester working on the next steps of the
template (methods, results, and conclusions) with me and the OIR research
partners. 
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Tap the expertise of internal and external colleagues. Reach
out to campus partners who may have experience in gathering,
reporting, and analyzing data. Identify top-notch assessment
experts beyond the campus and ask their permission to draw
from relevant resources.










After
the workshop, the student affairs directors decided that their student learning
focus supplemented rather than supplanted the emphases on student satisfaction
and program improvement that had been prominent throughout the 1990s. The
emerging planning and assessment program focused on all three areas (student
satisfaction, program improvement, and student learning) so that half of the
three or four departmental objectives/outcomes were based on student learning
(with an eye toward WASC), and the remaining objectives targeted student
satisfaction or program improvement. It took most of the directors about 6 months
to determine the appropriate balance of program improvement and student
learning objectives/outcomes, and then to write all the objectives or outcomes
in ways that were SMART (specific, measurable, aggressive yet attainable,
results-oriented, and timely) (see Module 3). 




Test Run 


Finally,
as part of the just-get-started year, each director was required to complete a
test run of a single outcome or objective and follow  it through the
entire process: developing an instrument to assess the outcome, gathering data,
analyzing the data, drawing conclusions, and writing it up in the report
template. By the end of Year 1, every director had completed the whole process
for at least one outcome, from conceptualization to assessment to reporting. Although
the data collection and analysis were rudimentary in most cases, the directors
experienced the complete assessment cycle, with the accompanying sense of
achievement. 
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Early in the culture of evidence process, rather than asking
directors to complete a report with multiple outcomes and
objectives, ask them to follow one outcome through the whole
cycle and write it up in the reporting template.











Wrapping Up Year
1 


After
completing the test cycle, all directors uploaded their first year-end
assessment report to the student affairs website, which started the annual
trend of publicly posting these reports. The directors annual evaluations
noted that they had successfully completed the Year 1 assessment activities;
however, they were not held accountable for actually achieving the outcomes
delineated in Round 1 of the cycle. The primary expectation set and met for the
first cycle was to get started. To cap off a very productive Year 1, I
presented and co-presented the divisions early trials and triumphs at several
regional, national, and international meetings and published a short piece in Student
Affairs Today (see Varlotta, 2007). 








Academic Year 20072008, Year 2:

Direct and Indirect Measures of Student Learning 


During
Year 2 of the assessment cycle, the directors took a close look at exactly what
they had measured the previous year and came to two important realizations.
First, most of them realized that they had formulated their Year 1 outcomes in
ways that led to indirect rather than direct measures. Indirect measures
reflect students perceptions of what they have learned, whereas direct
measurements reflect demonstrated outcomes (see the PowerPoint
presentation at http://www.naspa.org/cultureofevidence/MOD6PP.pdf). To remedy
this, several directors transformed their self-reported survey tools into pre-
and posttests that generated direct measures of learning outcomes and, thus,
helped reveal what students actually learned by participating in the program. 


Second,
the directors began to realize that the things that matter most are often the
most difficult to measure. Early pre- and posttest instruments typically
included the types of questions that touch on very basic aspects of the program
or service being assessed. With these types of instruments, students scores
demonstrate (at best) short-term knowledge acquisition about a fairly simple,
discrete point or fact. Such questions do not reveal whether long-term learning
or behavior change is taking place. For example, it is much easier to measure
whether student athletes have learned about (i.e., can recall or recite)
National Collegiate Athletic Association compliance rules than to measure the extent to
which they learn and model teamwork and good sportsmanship. Most educators will
probably agree that the latter is more important than the former. 
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The senior student affairs officer needs to set the expectation
that everyone must just get started. Especially in the early
phases, the processes will be imperfect, but the senior student
affairs officer must make the call to just do it, and he or she
must do it as well.










The
following example illustrates two important points: (1) how to move from
indirect, self-reported measures to more direct measures of student learning;
and (2) what can happen if directors, staff, and student assistants do not
understand the difference between assessment processes and performance
evaluations. 


During
summer 2006, orientation staff rewrote their assessment instrument in an
attempt to augment the indirect satisfaction data they had been collecting with
direct student learning data. Before the rewrite, the test was mainly based on
self-reported satisfaction (e.g., True/False: I understand how a student can
drop a class). When questions are posed in this way, the answers reflect only
a perceived increase in knowledge or understanding, which is an indirect
measure of student learning. To directly measure student learning, orientation
staff added multiple choice and fill-in-the-blank questions that prompted
participants to reveal what they had actually learned (e.g., List the three
ways a student can successfully drop a class). 


Orientation
leaders administered the assessment instrument before the orientation started
and after the last session concluded. Normally, researchers expect to see lower
scores on pretests and higher scores on posttests. Curiously, in summer 2006,
the data showed that the vast majority of orientation attendees scored very
high on both the pre- and posttestas if they already knew a lot about the
subject matter, and the workshop didnt teach them much. After scrutinizing the
data, the director spoke with the orientation leaders (student employees), who
admitted that they had coached the attendees on both tests because they
believed (erroneously, of course) that attendee test scores would have an
impact on their performance evaluations. They thought that if their attendees
scores were low, their continued employment could be at risk. Clearly, the
philosophy, strategy, and purpose of assessment had not been communicated to
the orientation leaders who were administering this assessment. Regrettably,
neither the orientation director nor her supervisors realized that there was
mounting (but unfounded) fear about job security. When the situation came to
light, the orientation director brought the student leaders more fully into the
assessment loop and gave them appropriate training. 


The
next years data (summer 2007) looked very different: Posttest scores were much
higher than pretest scores, suggesting that the orientation attendees had
retained much of the information that had been presented. The misunderstanding
at the core of this example provided a valuable lesson from which the entire
division benefited. 


Wrapping Up Year
2 


During
Year 2 of the process, the divisions comprehensive assessment program started
to incorporate more direct measures of student learning, but it continued to
rely on a vertical approach to this  measurement. While all the
departments were assessing key programs and services, they did so from a
departmental perspective. That is, the directors examined programs only within
their own department, and there was no mutual planning for or measurement of
any cross-departmental outcomes. Some of the directors annual evaluations
(depending on which division leader conducted the review) included a brief
comment or two about the extent to which they had engaged in the assessment
program, but they were not yet held accountable for actually attaining the
outcomes they set out to achieve. Finally, as part of a continued effort to
publicize their efforts and reach colleagues beyond the campus, two directors
and I presented Year 2 processes and findings at the annual WASC meeting
following the completion of the 20072008 cycle. 


Academic Year 20082009, Year 3:

Direct and Horizontal Measures of Student Learning 


Year 3
was important for at least two reasons. First, it was the year when directors
moved even closer to direct measures of student learning outcomes. Second, it
was the year when several directors noticed the limitations of vertical
assessment and began to develop an interest in horizontal assessment. Both
developments prompted directors to significantly refine or completely redesign
their instruments. 


Limits of a
Vertical Approach to Assessment 


Although
great strides had been made, the assessment cycle was far from routine during
Year 3, as nearly every department continued to refine its processes and
instruments. Amid the adjustments, some directors expressed a new (and
justifiable) concern about continuing with an exclusively vertical assessment.
Those directors realized that the regimented process and reporting template all
but required such an approach: The design of the process and its corollary
tools prompted each department to examine only its own programs and services
or determine what students learned by accessing them. Recognizing that some
learning outcomes (e.g., those related to leadership, student employment, and
wellness) are best examined by multiple departments, they wanted to attempt to
formulate some cross-departmental or horizontal assessment measures. 
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Let directors know it is okayespecially at firstif they cannot
measure the things that matter most.











At
the same time, the senior analyst from OIR, who had been a strong partner,
retired. Luckily, she agreed to come back to the university and work with
student affairs as a part-time assessment coordinator via the retired annuitant
program. Her first assignment in this new role was to work with several
midlevel staff to form the Horizontal Assessment Team (HAT). The team came
together quickly and began to conceptualize outcomes that both spanned
departments and benchmarked student experiences at California State University, Sacramento, against those of
students at other universities. One of HATs initial and very substantial
efforts was to register the Student Organizations and Leadership office at
California State University,  Sacramento, in a multi-institutional study
of leadership organized by the National Clearinghouse for Leadership Programs
at the University of Maryland (see http://www.nclp.umd.edu). Participation in
this national survey proved to be the basis for important improvements later
(see Revitalization Efforts: The Student Affairs Assessment Committee below). 


Wrapping Up Year
3 


Although
the division had been producing assessment reports since 20062007, it had
completed only two full assessment cycles, and the directors were still being
held accountable only for getting started and collecting data. As in Year 2,
directors had to show that they were measuring what they set out to measure,
but they were not penalized for failing to reach the goal or outcome delineated
in the plan. Although some directors began to think about cross-departmental
assessment in Year 3, they were primarily in the conceptualization rather than
implementation phase. Participation in the national survey was the one concrete
step they took in that directionthis participation ultimately shaped the
efforts in horizontal assessment carried out in Year 5. 


I
continued to publishsometimes with the assessment coordinatorarticles that
described the divisions challenges and successes. In Year 4, I finished a case
study of the assessment efforts to date at California State University, Sacramento (see Varlotta,
2009), and wrote a how-to article on implementing a comprehensive student
affairs assessment program (see Castillon & Varlotta, 2009). 
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The senior student affairs officer should differentiate very
clearly between assessment and performance evaluation at the
onset of the process, in ways that staff throughout the division
hear and believe.









Academic Year 20092010, Year 4:

Using the Fiscal Crisis to Link Assessment to Budgeting



By Year
4, the emphasis in most directors assessment reports had finally shifted to
direct measures. Although many directors were still measuring students
short-term acquisition of facts, figures, and perspectives rather than their
long-term understanding of substantive ideas or content, each cycle moved the
program in the right direction. As directors did their best to continue with
what was becoming assessment business as usual, they were growing concerned
about the budget situation for the next year. The looming budget call created a
palpable tension among managers. 


The
assessment efforts described in this module can position a student affairs
division (and an entire campus) well in a reaccreditation process. Toward that
end, the division was using the assessment data it collected primarily to
assess student learning; this was a nod to WASC reaccreditation requirements. 


However,
assessment and its corollary outcomes can be used in any number of strategic
ways, and it is vital for senior student affairs officers to leverage them in
the best possible way in a given situation. For example, the budget crisis in California and in the states
university system prompted me to use  assessment data to substantiate a
necessary (but untimely) budget request for additional staff. Fearing that
student affairs departments might become a target for cuts at the very time
they needed more staff, I asked myself how I could show that my division needed
additional resources to support the academic mission and help the university
meet its priorities. To answer this question, we generated and used workload
data to show that if the divisions baseline were not augmented, even during
these very trying times, the essential services it provided would be so
negatively affected that the university itself would not be able to meet the
goals it had set for student recruitment, retention, and graduation.


Assessment as
Part of a Budget Call: Workload Estimators


One
of the primary instruments I used to build the case for the divisions
allocation needs was workload estimators. In student affairs, workload
estimators can be used to reflect how long it reasonably takes to complete a
unique activity (e.g., reviewing an admission application). The estimated time
spent on each activity (in this case, 30 minutes of review time per
application) is multiplied by the total number of assignments that must be
completed during a specific period (in this example, the overall number of
admission applications that must be evaluated during the priority filing
months). The resulting total reveals to managers how many staff hours are
needed to assess applications and make acceptance and denial decisions. The
hours can then be used to predict how many admission counselors will be needed
to complete the job in the allotted time.


Workload
estimators can be especially crucial during tough budget cycles, when
allocations are likely to be reduced. In lean times, workload estimators can be
used to corroborate the need to maintain or even increase current staffing
levels. During the economic recession, student affairs used workload estimators
and other assessment instruments to show the divisions significant salary
deficit, which would worsen considerably if it took any baseline reduction. The
data generated by these instruments were so compelling that student affairs was
able to secure from the University Budgeting Advisory Committee 27 new
positions in key processing areas such as Financial Aid, Academic Advising, and
the Registrars Office, at a time when other offices were facing drastic
reductions.


Assessment as
Part of Program Improvement: Student Health and Counseling Services


In
Year 4, most directors had a small inventory of data that shed some light on
basic office functions; however, the data from two major departmentsStudent Health
Services (SHS) and Psychological
Counseling Services (PCS)were still very
thin. The anecdotal evidence from the departments (which were completely
separate at this time) suggested that both had a way to go in terms of
providing the types of programs and seeing the number of students expected
among comparable collegiate centers.


To
move the centers in the right direction, a national search was launched for a
senior health administrator who could function as a change agent in the SHS area. The top candidate
was a professional with no college health experience but extensive experience
in both private and community health care. Shortly after the new executive
director came on board, she began asking her medical providers basic questions
about the number of patients they were seeing per day/week, utilization rates
(percentage of overall student population using the services), and cost per
visit information. To her surprise, few clinicians had the answers to any of
these questions.


Meanwhile,
the counseling services were also in a bit of a slump and were experiencing a fairly
rapid
turnover of directors. For reasons that extend beyond the scope of this module,
the two centers were merged and placed under the leadership of the new director
of SHS. Today, the two
entities are a completely integrated unit in the campuss state-of-the-art WELL facility (a large
recreation and wellness complex). The services function under a single name,
Student Health and Counseling Services, and students who use the center have a
single medical record that is accessed by medical doctors and psychologists
alike. 
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A culture of evidence can drive many processes in the
universitynot only reaccreditation, but processes related to
budgeting, program improvement, and departmental reorganization
as well.










Within
a year of the merger, the executive director was able to gather a great deal of
benchmark data, including client satisfaction rates (both at the university and
at the systemwide level for comparison) and clinician productivity rates. The
benchmark data have led to the formulation of four primary goals: increase
productivity for counselors/clinicians; increase satisfaction for all student
clients; better identify and intervene with students who are at risk (by having
the vast majority of health service users screened for depression during their
routine health center visit); and teach students to be better health consumers.
Since their formulation, the first three goals have been met according to
ongoing data collection; efforts to meet the fourth goal are ongoing and headed
in the right direction. 


Although
this summary of change in the health and counseling areas is short and general,
the reorganization process was an arduous one that involved many stakeholders.
The data that drove the reorganization and change processes described briefly
here were some of the assessment programs most compelling and powerful to
date. See the accompanying PowerPoint presentation
(http://www.naspa.org/cultureofevidence/MOD6PP.pdf) for more information on
the Student Health and Counseling Services Assessment Case Study, as well as
the article Toward a More Data- Driven Approach to Counseling Center
Management (Varlotta, 2012).





Wrapping Up Year
4 


The
culture of evidence from which assessment best develops canand shouldshape
other university processes as well. Year 4 was the year in which it began to
shape the way I substantiated budget requests and conceptualized a major
reorganization. In Year 4, the directors and I began to demonstratein
data-driven waysthe value and cost-effectiveness of many of the divisions
programs, services, and staff. This verification helped the division secure
additional resources in an era of declining budgets and successfully integrate
programs that had long been separated. 


As assessment and data-driven decisions were
becoming the norm, I asked both associate vice presidents to comment more
substantially in directors annual evaluations about their performance in the
assessment area. However, the two associate vice presidents at the timesenior
leaders to whom most of the managers directly reportedwere relatively new and
did not believe they had enough expertise in assessment or the emerging campus
culture to formally critique  their direct reports in this area. Thus,
despite most directors genuine efforts to develop and improve their assessment
plans, their annual evaluations did not include the thorough feedback and
insight that would have been helpful at this point in the process. 





Academic Year 20102011, Year 5:

Refusing to Allow the Budget Crisis to Become an
Ongoing Distraction from Culture of Evidence Efforts 


Concerns
about the budget not only lingered but increased in Academic Year 20102011.
Despite the fact that the division had secured 27 new positions, there was
understandable fear that those positions could be eliminated at any time.
Related issues took center stage as vacancies were not filled as a cost-saving
measure and directors became consumed by day-to-day management challenges. The
initial interest and anxiety about divisional assessment were fading. Staff
could not see the forest for the trees, and their assessments reflected the
blur. They could not focus on the big picture while day-to-day issues were
consuming their time and attention. Their uncertainty manifested itself in
stagnant assessment reports; few directors had changed the outcomes, methods,
and measures they had been using since Year 1 or 2. While those outcomes and
instruments had served them well at the start of the learning curve, they were
no longer yielding valuable data. Essentially, the reports had become just
another annual job requirement, and many directors were simply going through
the motions and checking the boxes on their templates. They were neither
modifying their assessment instrument or outcomes nor using their findings to
improve programs or services. 


A
booster shot was needed to help fight the sense of inertia. During the spring
2011 retreat, the associate vice presidents, various staff, retired OIR
annuitant, and I provided full-day training for all directors and invited
midlevel staff. The retreat was structured as a train-the-trainers program in
which senior-level directors taught workshops and showcased their own
successes. Midlevel staff members were invited to participate, as many of them
implemented and oversaw the programs and services being assessed. Increasingly,
these midlevel staff members were expected to help the directors formulate the
assessment plan and use the findings to modify programs or close the loops.
Involving midlevel staff increased overall buy-in and added depth to the
departmental benchimportant factors, as many directors were experiencing staff
turnover and feeling a need for departmental reorganization. 
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Determine and share early in the process exactly how directors
will be held accountable for designing and implementing their
assessment plans.









Revitalization
Efforts: The Student Affairs Assessment Committee 


As
anxiety over the budget grew, progress with assessment stalled. Thus, I invited
several strong directors to participate in an ad hoc assessment committee,
which became the Student Affairs Assessment Committee (SAAC). This committee
was born from the confluence of several factors.









First,
the addition of a few directors and decision makers to the HAT. Although the
HAT effort in the previous year had gained momentum rapidly, frustration set in
nearly as quickly because a lack of senior leader involvement made it difficult
for team members to get their ideas off the ground. Second, several members of
SAAC had been energized by attending a workshop on student surveys. Third, a
desire for student learning outcomes in assessment reports to align with the
universitys Baccalaureate Learning Goals, which were under revision at the
time. Finally, SAAC was charged with supporting all the directors and helping
them implement their ideas for measuring what matters. 


The
creation of SAAC led to several brighter spots in 20102011. The committee
engaged many staff members throughout the division and, through their
recommendations, suggested changes to the assessment process. One suggestion
was to completely revamp the old reporting template. In its place, committee
members suggested that the division post the assessment report in an
attractive, interactive online magazine format that could be navigated via a
web browser. Once implemented, this improvement streamlined the divisions
reporting out function; now, all new student affairs assessment reports are
available in this more contemporary format. 


The
SAAC, in consultation with an associate vice president, suggested adding a new
research question step to the six-step model and template. The research
question step was added as an explicit prompt for directors to think about an
important question to be answered, a skill to be developed, or a problem to be
solved. This step helped directors decide on what to study and measure in the
first place, which was an ongoing challenge for some. Once the broad topic was
identified, managers found it was somewhat easier to formulate an assessment
research question. The formulation of such questions guided subsequent steps
and helped directors focus on important macro-level issues. Assessments that
grow organically out of such questions typically yield more useful results.
Naturally, this is the type of assessment that departments value. 


SAAC
also recommended that the division administer a cross-departmental student
employee leadership survey adapted from one used at California State University, Chico. The survey was
meant to examine how working on campus affected other areas of student
development (e.g., leadership, communication, problem solving). The impetus for
this survey were the surprising and alarming results of the Multi-institutional
Study of Leadership (MSL) survey
administered at California State University, Sacramento, a few years earlier.
Student employee responses on that survey indicated that many of them did not
believe that their on-campus jobs helped them develop leadership skills or
efficacy. The Student Affairs Student Employment Survey was delivered to
roughly a third of student affairs departments in 20102011, and the results
were presented at a student affairs directors meeting. The results yielded
interesting insights and were more nuanced and encouraging than the results of
the MSL. 


Finally,
SAACs horizontal assessment efforts included initiating a pilot longitudinal
study of the seven dimensions of wellness, a holistic palette of types of
wellness that form core values for the universitys health and wellness
programs. The wellness types are: intellectual, sociocultural, emotional,
environmental, physical, career/financial, and spiritual. The study, led
primarily by Student Health and Counseling Services, was structured to compare
the wellness behaviors of incoming freshmen with any behavioral changes they
experienced as they progressed toward their degree. Unfortunately, the
collection of baseline data was hindered by a logistical problem that impeded
the examination of  the incoming freshmens behavior. (After the large
survey had been completed, it was discovered that the original, baseline data
set was irretrievable.) Given the growing concerns about youth obesity,
juvenile onset diabetes, and the sedentary lives of many teenagers, the
division hopes to resume the pilot program.


Wrapping Up Year
5


The
directors started Year 5 at a low point in the cycle, but the changes that were
conceptualized and brought to fruition during this year empowered and
revitalized many of them. Several directors described Year 5 as the year when
they started to come out of the funk. Their attitude adjustment was fueled in
large part by the positive results that emerged from the horizontal assessment
and from the dramatic program and service improvements charted in several areas.
The area with the most impressive turnaround was the counseling center. The
executive director of health and counseling, the clinical director of
counseling and psychological services (CAPS), and I joined forces to help CAPS double the
productivity rates of counselors and increase the number of clients using the
services (see Varlotta, 2012). In an effort to share these unusually strong
turnaround statistics with a national audience of senior student affairs
officers, I co-presented with the vice chancellor for student affairs from the
Missouri University of Science and Technology at the Summer 2011 Association of
Public and Land-grant Universities Council on Student Affairs meeting in Jackson Hole, Wyoming.


Academic Year 20112012, Year 6:

Measuring Things That Matter and Tying Them to
University Initiatives


With
the previous years research questions in place, the directors began to focus
on measuring what matters. This meant aligning departmental assessment efforts
with the systemwide and campuswide graduation initiatives that aim to increase
the universitys 6-year graduation rate and close the achievement gap between
underrepresented minority (URM) and non-URM students. Several directors began
to formulate more sophisticated and meaningful objectives/outcomes to garner
data that will help the university chart progress toward meeting these
important goals. Currently, the Academic Advising Center, New Student
Orientation, Student Health and Counseling Services, the Veteran Success Center, and the Student Athlete Resource Center all have data that
suggest a positive correlation between the use of their services and timely
progress to degree. (For a detailed look at these data, see the assessment
plans from each department at http://www.csus.edu/student/assessment.)


Wrapping Up Year
6


After
six years of going through the cycle, the culture of evidence has become
established, and the student affairs assessment program from which it has grown
continues to develop. The comprehensive assessment program that grew out of
this new culture has triggered several positive changes, even transformations.
First, the assessment program helped position both the division and the campus
during the WASC reaccreditation process. During the last phase of the WASC
processthe Educational  Effectiveness and Review visitdata were
used to verify that student affairs programs augment student learning,
sometimes in very important ways. Second, assessment helped the division make
data-driven requests for budget augmentation and enabled the division to
maintain many relatively new positions, even as other areas were forced to make
drastic reductions. Third, it facilitated a data-driven reconfiguration and
integration of critical services offered in health and counseling. By relying
on emerging data to close the loop, the newly integrated department has
drastically improved the services it offers and has significantly increased the
number of students who access them. Finally, the assessment program has
produced data that suggest that many student affairs programs and services help
retain students and move them along in a timely fashion toward their degrees.
In addition, the directors annual performance reviews now include a mandatory
evaluation with detailed feedback of performance in the area of assessment.
This holds directors accountable and supports the significant advances they
have made. 


I
continue to get the word out by sharing insights, trials, and tribulations with
regional audiences at WASC and other national and regional conferences, and
through publications such as this one. Recently, I published an article that
shows how assessment can dramatically improve a specific student affairs
department (the Student Health and Counseling Center) (see Varlotta,
2012), and the executive director of student health and counseling services and
I co-presented a half-day workshop at the annual WASC meeting. Each time I give
a presentation, someone comes up to thank me. Their appreciation is not for the
wonderful presentation I have just delivered, but, rather, for my willingness
to tell the whole storythe good, the bad, and the uglyin ways that help
prepare them for their own work. I am proud of what has been accomplished thus
far at California State University, Sacramento, though the journey has been
bumpy and long and is far from over.
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GONE
ARE THE DAYS WHEN student affairs
professionals could simply share a few stories about what students were
learning in co- and extracurricular settings, then walk away believing they had
provided adequate proof that student affairs contributed to the institutions
bottom line: student persistence and completion rates. With ever-diminishing
resources on college campuses, mandates for accountability, new accreditation
standards, and demands for transparency, student affairs professionals must
create cultures of evidence that clearly demonstrate the contributions their
programs and services make to the institutions bottom line. Anecdotes are
still valuable in demonstrating effectiveness in student affairs, but the
stories must be supported by data.




  

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. (Angelo, 1995, p. 7)






The
purpose of Module 7 is to fill in the gaps and supplement the information
provided in Modules 16. The module starts by reminding readers that assessment
is the core of any culture of evidence and  that student affairs
benefits when faculty members have the opportunity to both shape and evaluate
programs, services, and processes. It explores the role of CAS standards in anchoring
cultures of evidence in student affairs, highlights essential questions that
are useful in framing culture of evidence initiatives, and provides a link to a
PowerPoint presentation that describes how one institution used the CAS learning domains in
its assessment practices. The module also reinforces the importance of action
research in any culture of evidence initiative and offers examples of how to
use action research to strengthen programs and services. Finally, the module
outlines the comprehensive program review process currently in place at Orange
Coast College (OCC) in Costa
  Mesa,
 California. 


This
module includes additional resources for student affairs professionals who are
beginning the culture of evidence journey, as well as those who are committed
to strengthening existing culture of evidence initiatives. Most of the
examples, approaches, and tools can be adapted for use in a variety of
institutions, from small rural community colleges to large urban universities.
The important thing to remember is that even small steps move culture of
evidence initiatives forward. 


Culture
of Evidence and Assessment 


Assessment
is an essential element of any culture of evidence initiative. Cosumnes River
College (CRC) in Sacramento, California, identified four
principles that are essential in framing assessment discussions:



	Assessment is a
collaborative, dynamic, and continuous process to improve courses, degrees,
certificates, and programs. It is in dialogue among practitioners that the
seeds of true institutional improvement are sown.


	There is a
considerable difference between using data for accountability and using it for
institutional improvement. While there is a call for accountability  the
onus is on the institutions to evaluate themselves to ensure quality education
for our respective communities and to place value on improvement through
reflection on assessment data.


	A focus on learning
is the goal of teaching, research, and educational leadership. All
professionals who interact with students play a critical role in the way
students learn and develop as individuals.


	Assessment is
integrated in daily classroom and service practices and not something over and
above what staff members already do. The solution lies in striking a balance
between making the process thoughtful and meaningful rather than simplistic and
compliant while still dealing with the reality of already taxing workloads. (Cosumnes River College, n.d.)





Citing
a 1996 Assessment Forum by the American Association for Higher Education, The
Research and Planning Group for California Community Colleges (1996) stated
that assessment is improved when there is participation from constituencies
across the campus: Student learning is a campus-wide responsibility, and
assessment is a way of enacting that responsibility. Faculty play an
especially important role (para. 6). In addition, participation is critical
from student-affairs educators, librarians, administrators, and students (para.
6). An institution may also choose to involve non-campus constituents such as
trustees, alumni, and employers. Ultimately, assessment is a collaborative
endeavor, not a task for small groups of experts (para. 6).











Assessment
and Faculty Partnerships


Although
this tutorial features several examples of faculty members helping student
affairs professionals develop culture of evidence initiatives, more needs to
be said about the unique opportunity assessment provides both to educate
faculty colleagues about the contributions student affairs makes to the
institutions mission and goals and to build bridges between academic and
student affairs. Four of these opportunities are described here.





	Needs analysis: Provide faculty
members with periodic opportunities (every 23 years) to evaluate the
importance of existing programs and services and the need for new ones.
Inviting faculty members to complete a brief needs analysis instrument helps
them reflect on the programs and services required to help the institution
fulfill its mission, understand that student affairs is aware of the
opportunity costs associated with the programs and services currently offered,
and have a voice in identifying new programs and services. The results provide
student affairs professionals with data to support decisions to reallocate
existing resources or request additional resources.


	Process
improvement: Invite
faculty members to serve on process improvement teams to analyze, evaluate, and
streamline major processes in student affairs that have the potential to affect
student enrollment and classroom performance (e.g., admissions, advising,
educational planning, financial aid, and course placement). Not only does
participation educate faculty and provide student affairs with an infusion of
new ideas, but it also gives faculty members a vested interest in making sure
the restructured processes work.


	Program evaluation:
Provide
faculty members with periodic opportunities (every 23 years) to evaluate the
programs and services offered by student affairs. Inviting faculty members to
evaluate programs and services serves three purposes: (1) It educates the
faculty about the programs and services offered by student affairs; (2) it
provides student affairs with concrete information about how faculty colleagues
view programs and services; and (3) it enables student affairs to establish a
baseline against which to measure future performance.


	Training and
education: Recruit
faculty members to share their knowledge of assessment techniques, outcomes,
and rubrics with their colleagues in student affairs. Invite them to evaluate
the culture of evidence model as it evolves. Recruit them to help with data
gathering and data analysis. Ask them for assistance in identifying the most
effective strategies to share culture of evidence data with the college
community.





Leveraging
the CAS Standards


As
mentioned throughout this tutorial, the Council for the Advancement of
Standards (CAS) has a long
history of helping student affairs professionals and institutions of higher
education improve the quality of student learning and development by
strengthening programs, processes, and services. The revised CAS Professional
Standards for Higher Education (2012) contains five new functional areas
of standards and guidelines: (1) Campus Police and Security, (2) Parent and
Family, (3) Sexual Assault and Relationship Violence Prevention, (4) Transfer
Students, and (5) Veterans and Military;  and expands General
Standards to include technology and distance education. It also revises functional
area standards in relation to Campus Information and Visitor Services; Career
Services; Conferences and Events; Counseling Services; Lesbian, Gay, Bisexual,
and Transgender Services; and Undergraduate Admissions. 


As
Susan Komives, past president of CAS, noted in her keynote address at the 2006 CAS National
Symposium, the CAS approach is
distinct in higher education because it sets minimum standards that everyone
should reach, offers guidelines that can be tailored to individual
circumstances, and provides a basis that professionals can use to gauge the
quality of a program or service. Patricia Carretta (2008), assistant vice
president of university life at George Mason University in Fairfax County, Virginia, clustered the
benefits of using CAS into four areas:
credibility, accountability, improvement, and staff development. Carretta also
offered seven questions that institutions can use to guide the assessment of
programs and services: 






	Is the program or
service functioning effectively to achieve its mission?


	What evidence is
available to support that determination?


	How is the evidence
used to guide decisions?


	What is the impact
of this program on students?


	How are students
different as a result of interacting with or experiencing this program or
service?


	What did students
learn by participating in this program or using this service? How can student
affairs demonstrate this learning?


	What measurement
tools should student affairs use to measure each program or service? 





Many
student affairs professionals are incorporating CAS standards into culture of evidence
initiatives and using data effectively on their campuses. At the 2010 NASPA
International Assessment and Retention Conference, Carretta and Annemieke Rice
provided an overview of how several institutions used CASs new learning
domains in assessment. Their PowerPoint presentation is available at
http://www.naspa.org/cultureofevidence/MOD7PP.pdf. 


The
University of Alaska Anchorage (UAA) offers another example. As one of its key
initiatives for 20112012, the UAA Student Affairs Executive Team conducted a
full CAS self-study of
major functional areas in student affairs. The coordinator of student affairs
research and assessment agreed to chair the four-member CAS Self-Study
Steering Committee. To build capacity quickly, the committee developed clear
processes and timelines, attended the 2011 NASPA Assessment and Persistence
Conference, and invited John Purdie from Western Washington University in Bellingham, Washington, to design and implement
two training sessions for student affairs leaders. The sessions focused on the CAS approach, building
a self-study team, the self-study process, and implementing an action plan for
future program improvements. The committee chair built a website that included
links to the CAS guidelines in each
area, examples of completed CAS self-studies at other institutions, data sources, and
helpful tools (see
http://www.uaa.alaska.edu/studentaffairsassessment/resources.cfm). The Advising
and Testing Center, Career Services Center, Disability
Support Services, Educational Talent Search, Student Information Office,
Student Support Services, and the Student Union and Commuter Students completed
the self-study process and submitted their reports in June
2012.  The
remaining areas submitted their reports in August 2012. (A summary of the
reports and a PowerPoint presentation are available at
http://www.uaa.alaska.edu/studentaffairs/student-affairs-cas-self-studies.cfm.) In
20122013, the UAA Student Affairs Executive Team began to use CAS self-study results
to connect numerous specialty areas and increase the knowledge base of student
affairs professionals, identify opportunities for program enhancement, and
build a foundation for strategic planning and assessment activities, including
identifying developmental, learning, and program outcomes. 
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Parker Palmer (1999) describes being stranded on a cliff
face and unable to move. Then he remembered the Outward
Bound philosophy: If you cant get out of it, get into it. We need
to proceed as if we can do thisand we will. Admit what is hard
and address it: Begin talking across disciplines; valuing different
strategies for measurement; acknowledging the tensions; and
unfolding the process. (Komives, 2006, pp. 1112)











Orange Coast College offers a third
example. Using the 2009 CAS standards, OCC
designed and implemented guidelines to reduce staff uncertainty, provide a
shared structure, and guide efforts to define and assess outcomes. Table 7.1
illustrates these guidelines with examples from the 2009 CAS Self-Assessment
Guides and
outlines the prompts provided for staff members completing the form and the
process. 


A
basic example of how OCC uses data to strengthen services and provide valuable
information to the college is the Answer Center, part of the Enrollment Center. Staffed by hourly
employees, the Answer Center routes callers to
the appropriate departments and employees, but staff also answer questions from
prospective students, parents, employees, and the community. Answer Center staff members, who
view themselves as both learners and educators, collaborate with colleagues in
Information Technology and District Information Services to collect and analyze
data from incoming calls. Some of the information collected is basic: the
number of incoming calls, how long calls are on hold, and the length of calls.
But much of the information collected is designed to help the college learn
about the types of questions asked and the information requested. Periodically,
data are analyzed to identify patterns; the analyses show that OCC adjusts
staffing patterns to better meet student needs, provides up-to-date training
for Answer Center staff, anticipates trends, and tracks what students and
members of the community are learning and want to know about the college.
Thanks to the data collected and the learning that is taking place, OCC has not
reduced the staff level in the Answer Center, even in an era of brutal budget cuts. 


A
final example of incorporating CAS standards into culture of evidence initiatives is
offered by current and former Texas A&M University student affairs professionals who
chronicled their efforts in Learning Is Not a Sprint: Assessing and
Documenting Student Leader Learning in Cocurricular Involvement (Collins
& Roberts, 2012). A must-read for student affairs professionals involved in
student life and leadership programs, residence life, clubs, organizations, or
student activities, the book offers strategies for assessing and documenting
student learning, writing rubrics for teams and groups, overcoming obstacles,
and managing change.
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Note. Adapted from Student Services Program Student Learning Outcomes (PSLO) Assessment Model, retrieved from
http://www.orangecoastcollege.edu/student_life/deanofstudents/Documents/IV.SLO%20Rubric%20052412.pdf.
Adapted with permission.




Using
CAS Standards: The
Pioneers Perspective 


Many
student affairs professionals blazed a trail for others to follow in using CAS standards to guide
culture of evidence initiatives. Six of these pioneers collaborated at the 2009
CAS National Symposium
to describe what they had learned about using the CAS standards. The
observations by Bonfiglio, Nagy, Hillman, Tobin, Childress, and Johnson focused
on three areas: assessment, the CAS standards, and lessons learned. 


Assessment 


Assessment
is a cost-effective way to benchmark colleges and universities against local,
state, and national institutions. It provides student affairs with data to
document in a very concrete manner  how it helps the institution fulfill its
mission and achieve its goals. Assessment enables student affairs leaders to
leverage culture of evidence initiatives and build partnerships across the
institution.


CAS Standards


The
CAS standards educate
professionals about the outcomes associated with specific areas in student
affairs, thus removing some of the stressors (fear, frustration, uncertainty)
involved in creating a culture of evidence. Using the standards promotes a
shared vision for excellence in student affairs, provides a common language,
and removes politics from the culture of evidence equation. Application of the
standards supports the development of new programs, strengthening of existing
programs, and reduction or elimination of programs no longer needed. In
addition, applying CAS standards sends a
message to the college or university community that those who work in student affairs
are true professionals and capable of self-regulation.


Lessons Learned
Along the Way


Colleges
and universities need to limit the number of reviews for campus teams and make
sure that timelines are realistic: Evidence collected over a long period can
become outdated. Always recruit more faculty and staff volunteers than you
initially think you will need. Do not be afraid to customize the standards, if
necessary, since customization rarely compromises the integrity of a standard (Bonfiglio
et al., 2009).


Action Research


The
Center for Collaborative Action Research offered the following definition of
action research (Riel, 2010):


  

Action research is
the systematic, reflective study of ones actions, and the effects of these
actions, in a workplace context. As such, it involves deep inquiry into ones
professional practice. The researchers examine their work and seek
opportunities for improvement. As designers and stakeholders, they work with
colleagues to propose new courses of action that help their community improve
work practices. As researchers, they seek evidence from multiple sources to
help them analyze reactions to the action taken. They recognize their own view
as subjective, and seek to develop their understanding of the events from multiple
perspectives. (para. 1)


The
key to understanding and designing action research studies is understanding
that action research is a practical application with the primary goal of
program improvement. It is a cyclical process designed to improve the programs,
services, and initiatives in a given department, division, or institution. This
kind of research is likely to resonate with student affairs professionals,
because they tend to be action-oriented and practical people who value
continuous improvement as well as reflective learning in both students and
themselves. Understanding the value of action research is not a leap for
student affairs professionals; in fact, many already are practicing action
research, or some version  of it, even if the work is not called by
that name. This section provides an overview of the concept and components of
action research, discusses its importance to student affairs, and offers
examples of how action research has been used on campus. 


The
cyclical process of action research starts with a problem that needs to be
resolved or addressed in a particular department, program, or institution. This
module expands the concept of problem as the starting point of action
research and posits that the starting point can also be an area for study and
improvement. The following five steps are adapted from models discussed by
OBrien (2001) and Riel (2010):





	Identify a problem
or target area for improvement.


	Gather data.


	Interpret data.


	Design and
implement an action plan.


	Evaluate impact and
reflect on action. 





An
additional stepStep 6is a return to Step 1. In practice, the cycle may return
to the original identified problem, which requires additional work, or it may
target a different area. Action research and the culture of evidence process
in generalinvolves continuous assessment and improvement. Embracing action
research means accepting the fact that the work will never be finished.
Institutions, personnel, and student needs are in a constant state of change,
which means ongoing work to establish a culture of evidence that permeates an
entire division or institution. 


Applying the
Five-step Model 


Step
1: Identify the problem area. This model of action research expands the
notion of problem identification to include addressing areas without problems.
This is important, because although many areas on campus have high success
indicators, they should still be reviewed for potential improvements to
enhance student learning. 


A
problem can be identified by external sources, such as a student who is
concerned about a particular issue or another department that is concerned
about a program or process that does not seem to work as well as it could.
Problems can also be identified internally by staff or through review of direct
assessments of students and learning outcomesobviously, students not meeting
stated learning outcomes is a problem. Other problem areas can be programs or
services that students are not aware of or satisfied with; for example,
complaints about the quality and performance of laundry facilities in residence
halls, low attendance at lectures on campus, low knowledge of campus policies,
and dissatisfaction with recreational opportunities on campus. 


Step
2: Gather data. Once
the problem or area for investigation is identified, the next step is to begin
gathering data. This step can seem daunting, but institutions and divisions
should not allow data gathering to overwhelm them or become impossibly taxing.
In fact, as they begin conducting action research, many student affairs
divisions discover that they already have a lot of data they can use. Data can
come from various institutional sources, including survey instruments such as
those produced by the National Survey of Student Engagement (NSSE), the Community
College Survey of Student Engagement (CCSSE), and the Collegiate Learning
Assessment (CLA). Data also can be  gathered through homegrown surveys and
using existing instruments, many of which can be easily amended to collect
additional action research data.


New
information can come from focus groups, exit interviews, journaling activities,
aggregated collections of reflection exercises, and casual encounters that are
recorded and assessed using a previously developed rubric. The point to remember
is that the focus should be on how data and research can be used to improve
programs. The goal is not to publish journal articles or improve programs at
institutions nationwide; the goal is to improve programs, processes, services,
and learning at your institution. Keeping this goal in mind greatly reduces the
pressure to ensure that data collection processes and procedures are perfect.


Step
3: Interpret data. Many
colleges and universities are data-rich and information-poor. Effective action
research requires that student affairs professionals analyze and evaluate the
data to determine what they mean in relation to the stated problem or area of
investigation. One of the most effective data analysis strategies is to
assemble a team of faculty, student affairs staff, and representatives from
both institutional research and information technology to mine the data,
looking for trends and answers related to the identified question/problem. The
team might begin by looking through various sources and connecting the dots.
Sometimes, team members might have to collect more data to clarify, confirm, or
disprove possible trends. This often happens with quantitative data gleaned
from survey instruments, when analysis identifies conflicting trends. Getting
some concrete examples through qualitative data collection allows the team to
place the trend data in context. This additional data gathering can be done
through focus groups and convenience sample interviews (e.g., student
organizations, teams, residence hall floors, student staff members).


Step
4: Develop and implement an action plan. Once the data have spoken and the
patterns are clear, student affairs professionals need to determine how to use
the data to address the original question or problem. This work involves
identifying potential strategies and solutions, and developing an action plan.
Creating a successful plan of action requires a complete understanding of the
problem, including what the data reveal about the issues involved with or
causing the problems. These findings must then be coupled with available
resources and potential solutions to determine the course of action that will
most likely result in learning, change, and a positive outcome. The action plan
must contain provisions that student affairs professionals will use to evaluate
how the elements of the plan play out in the real world. Frequently, additional
data collection is required during Step 4 to determine whether the intended
outcome or change has been accomplished.


Step
5: Evaluate impact and reflect on action plan. During this fifth
step, student affairs professionals observe the outcome of the action plan to
determine whether the problem has been resolved. In many cases, there will be a
shift and some sort of impact, but the problem might not be completely
resolved. This situation might occur for various reasons: The student affairs
professionals might not have adequately understood the problem, or new or
previously unobserved variables entered the equation after the implementation
was initiated. The following is an example of the five-step model in action. It
demonstrates the importance of observing the outcome before determining that
the problem has been resolved.


Students in a residence hall were complaining that
secondhand smoke from smokers standing outside the main entrance was blowing
into their rooms through open windows. The institution  had previously
made the building smoke-free, which required smokers to step outside if they
chose to smoke. This solved one problem but created another one: how to keep
secondhand smoke from entering open windows on the second and third floors.
After some assessment and data collection, the institution decided to implement
a 30-foot rule. The new policy prohibited smoking within 30 feet of any
building or building entrance; it was designed to move smokers away from the
building and the open windows. Surveys were distributed, and respondents said
the secondhand smoke had been reduced. The institution thought the issue was
resolved until the ground maintenance crew reported that cigarette butts had
become a big problem in lawn areas outside buildings. Investigation revealed
that when the 30-foot rule was implemented, the smokers moved but the
receptacles for cigarette butts remained outside the building entrances or were
nonexistent. The institution installed receptacles at least 30 feet away from
all building entrances; finally, smoke drifting into windows was reduced and
litter was kept under control. 


This
example illustrates the cyclical nature of action researchhow a problem moves
from identification through data gathering and interpretation, to action plan
implementation, and finally to reflection and evaluation. In this case, the
university had to address the problem three times before the original outcome
(smoke-free buildings) and the unintended secondary problems (smoke in rooms,
cigarette butts on the lawn) were resolved. 


Why
Use Action Research? 


Action
research complements much of the work student affairs professionals engage in
on campus. It is pragmatic, practical, and results-orientated, so it aligns
with many of the goals and methods of operation student affairs divisions
employ on campuses across the nation. In essence, action research involves
studying and understanding programs and services with the goal of improving
programs, strengthening services, and enhancing learning outcomes for students.
Action research is critical to creating a culture of evidence; it enables
practitioners to make informed, practical, and effective decisions about
programs and services. 


In
an era of 24/7 communication, unending student needs and demands, limited
resources, and shrinking budgets, it is hard to imagine adding to the workload
of a student affairs department or division. For many, engaging in action
research might seem like a noble but impossible task. An individual, division,
or institution concerned about how to get it all done should not perceive
action research as adding work to an already impossible schedule but rather as
a way to enhance and streamline existing efforts. Action research is designed
to identify a problem and fix it. Getting started takes some effort and energy,
but the long-term benefits greatly outweigh the time and resources put into the
effort. 


To
truly capitalize on the concept of action research, student affairs
professionals must recognize that the process involves more than going through
the motions of assessing programs and ensuring that surveys and evaluations are
completed. The key lies in understanding and interpreting data, and then using
the data to strengthen and improve programs, processes, and services. The goal
is to use data to become information-rich.
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The social programming board at Kalamazoo College in Michigan wanted to increase attendance at weekend events. The board identified the problem as low attendance and conducted a survey to determine the kind of events students would attend. The responses indicated that students wanted access to free feature films on campus. The board reviewed the data and developed an action plan that included the creation of weekend movie nights. The movie nights achieved only limited success and attendance, so the board developed a second survey to identify the problem. Students responded that the constantly changing movie locations and times were confusing and frustrating; they also identified poor sound quality and an unappealing atmosphere as concerns. After analyzing the data and validating the responses, the board developed the following five-step action plan to improve the movie series:



  	Schedule movies at the same time every week.

  	Show the movies in a venue with less seating but improved sound and video capabilities.

  	Borrow a popcorn machine and provide free popcorn during the movie.

  	Advertise the film series with a regular time and location.

  	Change movie titles once a week.




Within a year, attendance doubled; a few years later, students ranked the film series as a top activity on campus. The college now includes information about the series on campus tours and in materials for prospective students. The program board still evaluates movies on a regular basis and reviews the interests and requests of movie-going students. The formula for success has not changed much over the past few years, and the ongoing evaluation has revealed problems (e.g., broken seats and an inoperable speaker). The survey also has been used to provide support for much-needed improvements to the screening room, including enhancements to the sound and video equipment that benefit regular classes as well as the weekend movies.













Additional
Culture of Evidence Options


As
evidenced by the approaches and tools discussed in this tutorial, student
affairs professionals have many options when they are building cultures of
evidence. Two important options not mentioned in previous modules are the
program review process and the continuous quality improvement approach.


Program Review
Process


A
well-developed program review process can provide the foundation for culture of
evidence initiatives, especially in the community college. The Student
Services Division at OCC has had a program  review process in
place for nearly two decades. Four years ago, after extensive conversations
across the college, instructional and non-instructional areas agreed to
establish a common annual timeline, a 3-year evaluation cycle for all areas, an
annual calendar, and a shared set of guidelines for writing the
self-evaluation. This approach provides the college with shared requirements,
structure, timelines, language, and processes. In turn, the planning and
resource allocation processes are more efficient and effective, as all areas
are on the same page in collecting and analyzing data, and identifying
resources and directions for programs and services. 


All
four areas of the college (Administrative Services, Instruction, Office of the
President, and Student Services) include peer review as part of the program
review process. Student Services appoints a peer review committee composed of
staff, faculty, managers, a student, and the colleges program review
coordinator. The committee provides feedback on the program review document (is
it well written?); data collected (are they sufficient, if not robust?); and
data analysis (are the data meaningful? is the program meeting its mission and
its goals? are students engaged and learning? are needs appropriately
identified? are assertions backed by data?) before offering recommendations and
commendations. 


Student
Services completes a comprehensive program review every 3 years. During the
other 2 years, programs and services complete annual program reviews that
include defining and measuring student learning outcomes, strategic and
operational planning, and identifying needed resources. (Exercise 7.1 outlines OCCs
program review requirements.) 


Continuous
Quality Improvement 


The
Accrediting Commission for Community and Junior Colleges (2011), the two-year
college accreditor of the Western Association of Schools and Colleges, provided
a list that institutions can use to assess the extent to which they have
succeeded in institutionalizing a culture of evidence and reaching the deepest level
of implementation: sustainable, continuous quality improvement. At this level
(as shown in Table 7.2), an institution has continuous and systematic student
learning outcomes and assessment; pervasive, robust, and ongoing dialogue
across the campus; an organizational structure that is regularly evaluated and
improved for student learning; and an intentional and obvious link between
program reviews and student learning.









[image: image_031]







Conclusion


Even
if an institution, division, or department has not yet begun to design and
implement a culture of evidence in student affairs, it is never too late to
start. The good news is that many resources and tools exist today that were
unavailable a decade ago. As the Resources section in this tutorial demonstrates,
todays student affairs professionals can learn from their early-adopter
colleagues which strategies and tools yield essential information and which
ones lead to dead ends. The goal is to institutionalize culture of evidence
processes and reach a level at which continuous quality improvement is a way of
life, and the culture of evidence in student affairs is increasingly more
robust and meaningful.
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Exercise
 7.1Orange Coast College Student Services
Comprehensive Program Review Requirements



Purpose of Program Review 


The
purpose of a comprehensive program review and assessment is to make the
department more responsive to the needs of the college and community, increase
its indirect contribution to student mastery of the institutional student
learning outcomes (ISLOs), and provide information for decisions regarding
resource allocation. It is an analytical critique of a program that defines its
current and future needs to meet the demands placed on it in an effective,
efficient, timely, and cost-effective manner. This process is designed to: 




	Provide a rigorous examination
of services and their outcomes. 

	Engage departments in planning
program improvements that are responsive to student and community needs. 

	Provide information for resource
allocation within departments and across the college. 





All
identified programs will undergo a comprehensive program review every 3 years.
Annual program reviews will be done by all programs in three resource areas:
staffing, facilities, and technology. Through the program review process, the
following outcomes will be ensured: 




	Improve programs and services
consistent with the college mission, academic master plan, and the ISLOs.
Though support programs do not contribute directly to helping students learn,
the services provided enable students and faculty to engage in teaching and
learning, so the programs contribution is crucial. 

	Determine program direction and
goals for the next 35 years. 

	Foster cooperation among college
departments. 

	Develop information to assist in
the allocation of resources. 

	Increase responsiveness to
student and community needs. 

	Improve response to external and
demographic changes. 

	Respond to state and federal
mandates for accountability.








I. Description of Program


Use
the following guidelines to describe the program being reviewed.




A. Description and mission of program.
Describe the program under review in one
page or less. Be sure to include your program mission/philosophy statement and
how it supports the colleges vision and mission statements.


B. How the programs outcomes relate to the
colleges ISLOs. Briefly describe how your program links to each identified
ISLO: communication, thinking skills, global awareness, personal development,
and responsibility. List each relevant ISLO and describe the anticipated
student learning outcome.


C. Description of community and compliance
influences by external factors, such as state laws, external accreditation
requirements, and changing community demographics that affect your programs
outcomes. For instructional areas, refer to Title V compliance (California
Education Code for institutions of higher education) and Course Outline of
Record (COR) revision.


D. Did program meet recommendations from
previous program review? Indicate met, not met, or in
progress,
and provide details.




II. Enrollment
and Access


A. Analyze the programs enrollment and/or
utilization (e.g., students enrolled, students served, staff served) for the
past 6 years.
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B. Analyze the demographics of the students
served in this program. Is the ethnic breakdown of students you serve
proportional to the general college ethnic distribution? If disproportionate,
please describe known or possible factors.


C. Describe the programs workload measures as
developed within the Student Services process. Include budget details. Workload
measures include:




1.
Budget analysis categories of expenditures, as in the example
below.
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a.
List
all sources of income with dollars and
the percentage of program budget that revenue source represents. Please present
a pie-chart graphic. 


b.
List
primary categories of expenditures, with dollars and the percentage of
program budget that each expenditure represents. 






2.
Provide a staffing analysis including current number of staff, minimum staffing
needs, and effect of workload on staffing. Use the prompts below to guide you
in this analysis. 


a.
Provide
the programs 5-year staffing profile using the table below. Be sure to include
full-time, permanent part-time, hourly, and student assistant positions. 
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b.
Explain whether the staffing structure meets the program or departments needs.
If yes, please explain. If no, consider the following prompts in framing your
answer: 




i.
Which aspects of the work are keys to the institutions mission? 


ii.
Has the staff increased, decreased, or remained the same to meet those changes?



iii.
Has technology made it possible to do more work with the same staff ? Or has
technology increased your workload (e.g., adding Internet-based features that
need updating)? In what way? 


iv.
Does the workload have significant peaks and valleys during the fiscal year? If
yes, describe. 


v.
Do you anticipate that the workload will increase, decrease, or remain constant
in the upcoming 13 years? Is this a temporary situation? 


vi.
If your workload is increasing and resources will not allow for increased
staffing, how do you anticipate being able to ameliorate the negative
consequences of too much work and maintain a positive atmosphere? 


vii.
What steps can be taken to improve your programs or departments organizational
efficiency within its current budget? 


viii.
What strategies have been used to improve the delivery of support services
within the program or department? 






3.
Provide details on staff development and training needs. What changes in
necessary skills have occurred and what is needed to meet those changes? Discuss
needed in-house and/or offsite training.











D. Describe the additional data the
program needs to collect annually to appropriately assess enrollment and access
of this program.




E. Describe any technology and facility
needs of the program, with supporting details.


III. Success and
Retention


A. Analyze program effectiveness measures.
Program effectiveness focuses on measuring a programs progress toward its
goals and outcomes.




1.
State your programs goals and discuss whether you have achieved them since
your last comprehensive program review. If not, why? What were the challenges?
These goals should also be included in your 3-year department, division, or
wing plan.


2.
Other measures of program effectiveness for service areas are satisfaction
measures that are not linked to the programs student learning outcomes in
Section IV of these guidelines.



B. Please provide the following
information regarding student satisfaction surveys:


1.
Briefly state how the survey was conducted (e.g., paper and pen, computer, how
distributed and collected).


2.
Present each item of the survey and the response raw scores and percentages.


3.
Summarize the survey results in narrative form in one paragraph.


4.
If evaluations have been made by outside agencies, summarize their findings in
no more than one-half page each.


5.
Include a copy of your satisfaction survey as an appendix.




C. What, if any, additional data need to
be collected annually to appropriately assess program effectiveness?


IV. Learning
Outcomes


A. Describe the programs student learning
outcome assessment plan and process.


B. Present findings from assessment using the
5-column assessment model (Student Services Program Student Learning Outcomes
[PSLO] Assessment Model) included in this exercise.


C. Analyze Use of Results conclusion (fifth
column of rubric) to determine planning needs.




1.
Describe improvements/changes already made to the program, student learning
outcome, and/or assessment.


2.
Describe improvements/changes that will be made to the program, student
learning outcome, and/or assessment.


3.
Include timeline for any anticipated improvements/changes (e.g.,1 semester,1
year, 3 years).


4.
Identify the resources that will be needed to make these program
improvements/changes.


V. Planning


A. Develop 35 strategies, based on the
programs analysis of the program review areas. Strategies must include at
least one 35-year planning strategy.


B. Complete the planning matrix for each
strategy (Three-Year Planning Strategies for Years   20132016) included
in this exercise. Address how the strategy supports the academic master plan
and objectives for the Division of Student Services. 


C. Identify and describe the programs
staffing, facilities, and technology needs. For staffing, include hiring and
staff development/training needs. For facilities and technology, the identified
needs must be tied to division and campus planning documents.


Note.
Adapted
from Orange Coast College 20122013 Student Services Comprehensive Program
Review Requirements, 2012, retrieved from
http://www.orangecoastcollege.edu/student_life/deanofstu-dents/Documents/ProgramReviewRequirements20122013052412.doc.
Adapted with permission.
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THIS
MODULE DEMONSTRATES that
Building a Culture of Evidence in Student Affairs: A Guide for Leaders and
Practitioners has implications far beyond the state of West Virginia:
Moving from a culture of good intentions to a data-based culture of evidence is
essential in any occupation whose members wish to be considered self-regulating
professionals. In addition to inviting readers to review what they learned from
the tutorial, this module gives readers an opportunity to apply their new
knowledge to a case study and to identify the next steps for themselves and
their departments. The module concludes with an observation that the national
College Completion Agenda provides student affairs professionals with a
once-in-a-generation opportunity to showcase their contributions to their
institutions bottom line: student access, student success, and student
completion rates. 


Building
a Culture of Evidence in Student Affairs was made possible through a
partnership with the West Virginia Higher Education Policy Commission (WVHEPC)
and the West Virginia Community and Technical College System (WVCTC) and funded
by a grant from the Lumina Foundation, but it contains a universal message for
student affairs professionals across the country: cultures of evidence matter.
They matter to the student affairs division, to the higher education
institutions that allocate resources to the division, to the students who look
to student affairs for support, and to the faculty members who rely on their
student affairs colleagues to design and implement programs, services, and
processes that enhance the quality of each students educational experience. 


As
part of the DegreeNow initiative to strengthen nonclassroom support programs
and services  for
adult learners, WVHEPC and WVCTC sponsored a series of 3-day Train-the-Trainer
workshops throughout 20112012 developed by Maggie Culp and designed for
student affairs leaders. Workshop participants completed a detailed SWOT
(strengths, weaknesses, opportunities, and threats) analysis of higher
education in West
  Virginia,
assessed the student affairs climate on their campuses and throughout the
state, and evaluated their readiness to support DegreeNow. Participants also
completed four modules designed to increase their knowledge and skill sets in
four essential areas: understanding the goals of DegreeNow; designing and
implementing non-classroom support services for adult learners; building and
sustaining partnerships between academic and student affairs to benefit adult
learners; and creating a culture of evidence in student affairs. Each module
provided opportunities to apply theories and research results to real-life
situations and offered dozens of examples of best practices and processes
nationwide. 
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Developing an understanding of student needs, program and
service impacts, and opportunities for improvement makes no
sense unless the results are going to be put to good use. As
senior leaders, we need to be as invested in application as we
are in the assessment. We need to be prepared to respond
to what we learn in an appropriate and timely manner.
Dennis Black, vice president of student affairs, University at
Buffalo (personal communication, July 16, 2012)











Train-the-Trainer
graduates became the nucleus for change on individual campuses and across the
state. On their home campuses, graduates designed and implemented new support
programs and services for adult learners, strengthened or redirected existing
programs and services, and examined current processes to determine their impact
on persistence and graduation rates for adult learners. Across the state,
graduates collaborated to design Leveraging DegreeNow to Support Adult
Learners, an 8-hour workshop to help student affairs staff members and
non-classroom support service personnel better meet the needs of adult
learners. It did not take Train-the-Trainer graduates long to realize that
improving their assessment skills and increasing their ability to build
effective cultures of evidence in student affairs were essential steps in
revitalizing the student affairs profession, strengthening support programs and
services at individual institutions, and increasing the college persistence and
graduation rates of adult learners.
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Evidence-based defense of higher education is becoming an inescapable reality in our current environment
questioning higher educations value. Dean Bresciani, president, North Dakota State University
(personal communication, June 5, 2012)


















The
Big Bang Moment


In
The New World of Student Affairs, a chapter in Exceptional Senior Student
Affairs Administrators Leadership, Larry Moneta and Michael L. Jackson
(2011) offered four observations that readers need to keep in mind as they
reflect on building a culture of evidence in student affairs: (1) the drastic
reduction of student affairs operations at some institutions is a cautionary
tale, not a trend; (2) if student affairs programs disappeared, students would
still graduate and succeed, although in smaller numbers and with narrower
perspectives; (3) student affairs professionals must remain in a continuous
learning mode; and (4) the essential question is what is student affairs worth?


In
West
  Virginia,
the culture of evidence module started out as the last and smallest part of the
Train-the-Trainer workshops. Participants recommended that NASPA increase the
time allocated to this topic, include it in the Leveraging DegreeNow workshops,
and develop a culture of evidence tutorial for professionals in nonclassroom
support service areas. As one Train-the-Trainer graduate commented in his
workshop evaluation, Todays workshop was, for me, like discovering the big
bang theory. And the big bang in student affairs is data! Data must be at the
heart of everything we do, every story we tell. Without data, we are just
well-intentioned people trying to do some good in the world, not knowledgeable
professionals who can demonstrate in a concrete way that what we do makes a
difference.


This
tutorial is an attempt to provide student affairs professionals with an
opportunity to learn how to collect, analyze, and evaluate data; how to build,
nurture, and use cultures of evidence; and how to demonstrate the value of
student affairs by telling its storyand telling it well. It is designed to
give professionals the tools they need to demonstrate the value of the programs
and services they offer, to enter and remain in a continuous learning mode, and
to increase their ability to identify and respond quickly to the changing
realities on their campuses.
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There is no turning back. The pressure and need for accountability will continue to be a factor in all we do, and the need for assessment will grow, not go away. The clock is ticking. Colleges and universities are sometimes seen as thinkers more than doers (although by higher education standards, student affairs does a lot). But a students life on our campuses and our opportunity to impact it is relatively short. We cannot squander the limited time we have. We need to be prepared to act as needed, and to act when needed. Dennis Black, vice president of student affairs, University at Buffalo (personal communication, July 6, 2012)
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Celebrate success. Assessment and application should not
be seen as drudgery. They must be seen as being vital to
student and instructor success. One way to promote that
sense is to recognize progress and impact. Link successes to
what we learned, and tie decisions in a visible manner to the
data collected, researched, and analyzed. Let people know that
you are using information and it is making a positive contribution.
That form of encouragement is not only welcome,
it is needed. Dennis Black, vice president of student affairs,
University at Buffalo (personal communication, July 6, 2012)













Building
Capacity 


Module
1 helps readers assess the infrastructure already in place to support a culture
of evidence and offers guidance in developing individual and institutional
baselines. In addition to putting the current emphasis on cultures of evidence
in perspective, the module maps the culture of evidence journey and includes
definitions, resources, and instruments to help student affairs professionals
assess their readiness to become involved in assessment initiatives. The
module also supplies the answer to the WIFM question: Whats in it for me?
Whether reluctant professionals are concerned about the campus credibility of
student affairs or the impact building a culture of evidence will have on their
own career trajectory, Module 1 clearly demonstrates that the rewards far
outweigh the actual or implied risks. The final statement in the modules
opening paragraph offers one of the most persuasive arguments for building
capacity at all levels in student affairs and using that capacity to create
cultures of evidence: Cultures of evidence offer a degree of protection for
student affairs professionals, as they document with hard data the significant
contributions student affairs makes toward the institutions mission and
goals. 
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Assessment is often seen as a secondary responsibility for a dean or director. It comes after attending
to programs, submitting a budget, supervising people, and so on. Assessment has not been a priority
or has been an afterthought in determining a programs success or a departments success. A thoughtful
program begins with assessment in mind. Carolyn Livingston, special assistant to the senior vice
president, Emory University (personal communication, July 7, 2012)











Module
2 invites professionals to use the tools introduced in Module 1 to establish
individual and team baselines, then offers practical suggestions for
strengthening these baselines and filling gaps. The module provides a checklist
professionals can use to assess student affairs at their institution, a
PowerPoint presentation that introduces essential culture of evidence concepts,
and an exercise to help student affairs professionals use Classroom Assessment
Techniques (CATs) to measure the effectiveness of the programs and services
they offer. Most important, the module includes powerful messages  from presidents and
higher education leaders about the importance of moving from a culture of good
intentions to a culture of evidence in student affairs. 


Module
4 is an excellent resource for readers who want to learn how to create and use
developmental, learning, and program outcomes, and how to write effective
rubrics. The module provides dozens of concrete examples in a variety of
areasfrom academic advising to orientation to women student programsfrom
colleges and universities across the country. The module also includes a
culture of evidence table that clearly outlines the characteristics of the four
major cultures in student affairs today and a robust list of resources and best
practices for 24 program areas in student affairs. Finally, the module sends
two important messages: (1) A culture of evidence for student affairs is
broader than student learning outcomes, especially when learning is narrowly
defined, and (2) student affairs professionals must document their
effectiveness in mission-relevant ways, using strategies and tools that align
with their institutions mission, goals, and student characteristics. 
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Connect assessment to the budget and the strategic plan to
form a triangle of assessment, budgets, and strategic planning.
Carolyn Livingston, special assistant to the senior vice president,
Emory University (personal communication, July 15, 2012)











Module
5 offers a comprehensive rationale for why student affairs should consider
creating a culture of evidence through ongoing assessment activities; the
module does an impressive job of showing the conceptual relationship among
various approaches to inquiry. The matrix that differentiates traditional
research, traditional assessment, authentic assessment, and action research is
masterfula must-read for everyone in the profession. The modules explanation
of credibility and utility is extremely important; its emphasis on technical
know-how and practical doing toward identified purposes that meet the needs of
stakeholders should become the golden rule for creating a culture of evidence.
Too often, data collection and research become ends in themselves, and little
action is taken as a result of the findings. The module also reminds readers
that it is important to involve stakeholders in designing and implementing
cultures of assessment. As stated in Module 5, assessment efforts at Hobart and
William Smith Colleges demonstrate that what one gives up in traditional
procedural correctness, one can gain in information that is meaningful for the
intended users. 


A
thread woven into the fabric of many modules is the importance of CAS standards in
designing cultures of evidence. Module 7 picks up that thread and explores in
depth the role CAS standards can play
in anchoring culture of evidence initiatives. The module reinforces the
importance of action research (introduced in Module 5) and reminds everyone
that there is more to a culture of evidence than surveys. Module 7 advises
student affairs professionals to use multiple assessment tools and cautions
them that assessment is not finished simply because practitioners have completed
the fifth (or sixth or seventh) step in a process. Assessment is cyclical:
Student affairs professionals must continually revisit their processes to
identify problems or unintended consequences, and they must use data to make
decisions about processes, programs, and services.











The
Leadership Edge 


How
important is leadership in culture of evidence initiatives? Module 2 stresses
the importance of both leading and managing, provides concrete examples of
both, and outlines strategies that senior student affairs officers (SSAOs) can
use to lead and manage culture of evidence initiatives. Module 3 stresses that
the team at the top plays a crucial role in preparing student affairs
professionals to design and implement a culture of evidence. Leaders set the
pace, help the division or department focus on what really matters, and
encourage everyone to follow the data, even when the data contradict previously
held (even cherished) beliefs. The module emphasizes the importance of finding
and empowering champions: professionals with an interest in and the expertise
to build cultures of evidence who can help to identify and coordinate
assessment efforts across the division. The module also sends a clear message
that a major responsibility of student affairs leaders is to make their team
understand that building a culture of evidence is a continuous process and that
assessment is simply a means to positively affect student success. 


Module
6 illustrates the importance of leadership at all levels in a very concrete
way. In one of the innovations at California State University, Sacramento, the vice
president for student affairs formed the Horizontal Assessment Team, composed
of midlevel staff. Team members were champions of the assessment process.
Despite their hard work, however, senior administrators had to become involved
to support the work and get ideas off the ground. In another innovative
leadership move, the vice president tied building a culture of evidence to the
Western Association of Schools and Colleges (WASC) reaccreditation process,
committed the division to launching a comprehensive assessment initiative, and
volunteered to have student affairs take the lead in the institutional
effectiveness/ culture of evidence portion of the WASC process. As Module 6
describes, the move paid off for student affairs and for the university, and
the lessons learned are invaluable for other institutions. Most importantly,
the vice president excelled at assisting the student affairs team to build
capacity, learn from their successes and failures, and leverage assessment data
to benefit student affairs during challenging economic times. 
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Understanding the diversity of assessment methods and
integrating them into a broader purpose that is connected to
an overall assessment plan is important. People can easily get
overwhelmed and, without careful planning, can be gathering
all kinds of data without really having a plan for its use. This
usually results in a lot of data and limited information. People
need to be thinking about what they really need to assess,
have a data collection plan, and then an intentional review and
appropriate use of the information. Not closing the loop and
modifying practice as a result of the assessment activities is a
shortcoming. Laura Wankel, vice president of student affairs,
Northeastern University (personal communication, July 2, 2012)











Partnerships



A
central theme of Building a Culture of Evidence in Student Affairs: A Guide
for Leaders and Practitioners is the essential role that developing and
maintaining partnerships plays in creating cultures of evidence. Module
2 talks about the importance of internal and  external
partnerships to train staff and share data. Module 3 encourages SSAOs to support
partnerships, build relationships, and collaborate with others across campus
to develop and sustain a culture of evidence. Module 5 offers an example of how
everyone benefits when a university and a community college collaborate on a
research project to better understand community college students. Module 6
describes the important partnerships within student affairs and between student
affairs and the Office of Institutional Research that anchored the culture of
evidence initiative at California State University, Sacramento. 
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Student affairs professionals need to collect data on what we
dont know rather than to only collect data to validate and
reaffirm what we think we know. We tend to get feedback
from those attending a program, but those in populations
targeted for attendance who did not attend should be periodically
surveyed as well. Ken Stoner, assistant vice chancellor
for student affairs, The University of Tennessee, Knoxville (personal
communication, June 17, 2012)











Module
7 reminds student affairs professionals that faculty partnerships are the
building blocks of an effective culture of evidence initiative. Partnerships
matter. They supplement the skill sets that already exist in student affairs.
They help student affairs professionals view what they do and how they do it
through a different lens. They develop student affairs champions outside the
division, champions with a vested interest in seeing student affairs succeed.
They educate the college community about student affairs and its contributions
to the institution. Most important, partnerships send a clear message that
collaboration and transparency, not competition and isolation, are the keys to
institutional success. 
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To get faculty interested requires first showing and demonstrating interest in their concerns.
For example, at Texas A&M, student affairs began an extensive longitudinal study about what
out-of -class activities most complement rather than compete with academic success. In addition
to fascinating results, faculty developed a new interest in the study of this topic, which opened
countless doors and started us down a very different path of discovery and inquirytogether.
Dean Bresciani, president, North Dakota State University (personal communication, June 5, 2012)









Conclusion



The national College Completion Agenda
gives student affairs an opportunity to shine a spotlight on the significant
role that nonclassroom support services, programs, and processes play in
helping  higher
education institutions increase persistence and completion rates for all
students. To take full advantage of this opportunity, student affairs divisions
across the country must demonstrate their value to students, to faculty, and
to their institution by providing a data-based answer to the age-old questions:
What is student affairs worth, and why should we allocate resources to it?
Creating strong cultures of evidence that ask and answer challenging questions
about student affairs programs and services, cultures that include vertical as
well as horizontal assessment, is an important step toward focusing attention
on the many contributions student affairs makes to the College Completion
Agenda and to higher education institutions throughout the country.
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Too often, a student affairs assessment program is run by one
person on staff and it becomes their mission. Others respect
what they are doing, but dont learn the how or why of
the process. We need to expand appreciation for assessment
processes to a broader campus audience and make sure that
there is an ongoing system in place that will not just survive, but
can thrive if the key staff person leaves the campus or moves on
to another role. Dennis Black, vice president of student affairs,
University at Buffalo (personal communication, July 6, 2012)
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Exercise
 8.1Applying What You
Have Learned: A Case Study


  

Modules 17 provide an introduction to
designing and implementing a culture of evidence in student affairs. The
modules offer insights and lessons learned from seasoned higher education
professionals across the country, including many who were pioneers in early
assessment and culture of evidence initiatives. Now it is your turn to assess
and apply what you have learned. Take a few minutes to reflect on the lessons
in each of the modules, and then complete the following case study. Use your
performance on the case study to identify the modules you need to revisit, and
determine the next steps you need to take to strengthen your ability to design
and implement a culture of evidence in your area.


Charles River University (CRU), located
an hour south of the states primary metropolitan center, was recently
recognized by the major newspaper for the superb internship opportunities it
offers to its students, opportunities that benefit the students as well as the
businesses and industries at which they intern. The day after the article
appeared, the senior student affairs officer (SSAO) received an email from CRUs
president, congratulating the division on the positive press for the program
and the university. The president asked the SSAO what data student affairs had
to help the university evaluate the effect of this program on student learning
and eventual career placement. The SSAO tells the president that the student
affairs division is in the preliminary stages of building a structure to assess
the impact of all of its programs, and he looks forward to sharing progress
reports with her throughout the year. The SSAO has invited you to be a part of
the Student Affairs Culture of Evidence Task Force. In the following case study
exercises, show how you would use the knowledge you gained from reading Building a Culture
of Evidence in Student Affairs: A Guide for Leaders and Practitioners in your work with
the task force.












In Module 1, you learned that mature
cultures of evidence share four essential characteristics. You hope to persuade
the task force that student affairs needs to create a model that reflects the
best elements of cultures of evidence already in place at higher education
institutions across the country. To prepare for the first task force meeting,
take a few minutes to list the four essential characteristics of a mature
culture of evidence. Write a sentence or two to explain to your colleagues on
the task force the importance of each characteristic to student affairs at your
institution.
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Module 2 focuses on how to address the
challenges institutions and individuals face in establishing a culture of
evidence baseline. List five strategies, in priority order, that you believe
the SSAO should use at CRU to strengthen the student affairs division and the
professionals who work there before initiating the culture of evidence design
and implementation processes.




[image: image_038]















Module 3 highlights the importance of the
student affairs leadership team and discusses how to prepare the team to lead
culture of evidence initiatives. As a task force member, what five recommendations
would you offer to the SSAO to help her prepare the team at the top (e.g.,
associate and assistant vice presidents, deans) and the team in the middle
(e.g., directors, coordinators, and program heads) to lead a culture of
evidence initiative?
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Three members of the task force arrive
for the first meeting with examples of what their areas are doing to create
cultures of evidence. The director of counseling offers a copy of the annual
report for the counseling area; the director of services for students with
disabilities contributes an example of a rubric that the department recently
developed; and the director of admissions provides an example of a student
learning outcome for his area. Review these materials, which are provided at
the end of this exercise. Take a few minutes to think about what you learned in
Module 4, and then offer advice to the task force about the three items.
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At the first task force meeting, your
colleagues ask you to develop a presentation for the next meeting that brings
members up to speed on the major approaches to assessment and research. After
reviewing Module 5, you design a table that focuses on traditional and
authentic assessment, traditional research, and action research. Take a few
minutes to think about Module 5, and then complete the table below.
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Module 6 chronicled the six-year
evolution of a culture of evidence at a major state university. Think about the
lessons shared in the module; identify the five lessons to which the task force
should pay special attention, and describe how CRU can use these lessons in
designing and implementing a culture of evidence that meets the needs of its
own student affairs division.
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Experience has taught you that the need
for assessment typically arises from pressure to evaluate a specific program or
answer a specific question. In the case of CRU, the president wants to
understand the effect of the internship program on student learning. From
reading Module 7, however, you realize that an effective assessment process is
a cyclical one designed to strengthen programs, services, and processes. You
also believe that action research is an approach to information gathering and
decision making that might work at CRUif you can educate your colleagues about
its use and importance. Before introducing the topic at a task force meeting,
take a few minutes to organize your thoughts on how to use action research to
generate answers to the original question asked by the president: What data
currently exist to help the university evaluate the impact of internships on
students learning and eventual career placement?
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How Did You Do?


The process you just completed offers a
snapshot of what you learned from Building a Culture of Evidence in Student
Affairs: A Guide for Leaders and Practitioners. To assess your performance,
review each of your responses, and then use the following chart to score your
efforts.
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Annual Report for
the Counseling Department, Charles River University 


The
counseling department provided services to 2,322 students (unduplicated head
count). 



	34% of the students participated
in career counseling activities. 

	31% requested assistance with
educational planning. 

	25% were referred or referred
themselves for personal counseling. 

	10% participated in support
groups for students on academic probation. 

	In the annual survey of student
satisfaction, students who used counseling services rated their satisfaction
levels as follows:


  	Very satisfied: 11%

  	Somewhat satisfied: 24%

  	Neither satisfied nor dissatisfied: 41%

  	Somewhat dissatisfied: 13%

  	Very dissatisfied: 7%

  	No response: 4%









Rubric to Assess the Ability of Students
with Disabilities Who Completed a Series of Workshops Sponsored by Student
Affairs to Locate, Evaluate, and Apply Information
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Student Learning
Outcome for the Admissions Office, Charles River University


Note. This outcome
supports Charles
  River
 Universitys General Learning
Outcome #4: Students will formulate strategies to locate, evaluate, and apply
information.
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