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Part III:  High-impact Pedagogies
Developing inclusive assignments and activities that challenge

You	will	…
1. explore evidence base for high-impact practices and teaching strategies.
2. design transparent activities and/or assignments.

Learning Goals

I	had	success	with…

I	am	struggling	with	…

How’s it going?
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Guiding Initiatives & Research
LIBERAL EDUCATION AND AMERICA’S PROMISE (LEAP) – AAC&U
https://www.aacu.org/leap
“The key concept at the center of the LEAP Challenge is that all college students 
need to prepare to contribute in a world marked by open or unscripted 
problems—problems where the right answer is far from known and where 
solutions are necessarily created under conditions of uncertainty.” (Schneider, 
2015). Projects include
• High-Impact Educational Practices—ways of engaging and challenging 

students—such as first year programs; intensive writing, collaborative 
assignments, undergraduate research, internships, and major projects that 
help students achieve essential learning outcomes

VISIBLE LEARNING (HATTIE, 2009)
https://visible-learning.org/
“Visible Learning means an enhanced role for teachers as they become 
evaluators of their own teaching. According to John Hattie Visible Learning and 
Teaching occurs when teachers see learning through the eyes of students and 
help them become their own teachers. In his meta-analysis of over 800 meta-
analyses, Hattie identifies the interventions with the highest rate of return for 
student success.
TRANSPARENCY IN LEARNING AND TEACHING IN HIGHER EDUCATION

https://www.unlv.edu/provost/transparency
The Transparency in Learning and Teaching in Higher Education project (TILT 
Higher Ed) is a national educational development and research project that helps 
faculty implement a transparent teaching framework that promotes college 
students' success. Transparent teaching methods help students understand how 
and why they are learning course content in particular ways. Housed at UNLV, 
the project invites participants from all institutions of higher education in the US 
and abroad. Any instructor may join the project by signing up online.



Kuh,	G.	D.	(2009).	High-Impact	Educational	Practices:	What	they	are,	who	has	access	to	them,	and	why	they	
matter.Washington,	D.C.



with another person on campus—a faculty or staff member, student, coworker, or supervisor. These 
and other high-impact practices put students in the company of mentors and advisers as well as 
peers who share intellectual interests and are committed to seeing that students succeed.

Third, participating in one or more of these activities increases the likelihood that students will 
experience diversity through contact with people who are different from themselves. Study abroad 
or other cross-cultural experiences are natural venues for this. But so are learning communities, 
courses that feature service learning, and internships and other field placements such as student 
teaching. These experiences often challenge students to develop new ways of thinking about and 
responding immediately to novel circumstances as they work side by side with peers on intellectual 
and practical tasks, inside and outside the classroom, on and off campus. 

Evidence for 
High-Impact Practices

Kuh,	G.	D.	(2009).	High-Impact	Educational	Practices:	What	they	are,	who	has	access	to	them,	and	why	they	
matter.Washington,	D.C.



Note:  This listing was developed through a multiyear dialogue with hundreds of colleges and universities about needed goals for student 
learning; analysis of a long series of recommendations and reports from the business community; and analysis of the accreditation re-
quirements for engineering, business, nursing, and teacher education. The fi ndings are documented in previous publications of the Asso-
ciation of American Colleges and Universities: Greater Expectations: A New Vision for Learning as a Nation Goes to College (2002), Taking 
Responsibility for the Quality of the Baccalaureate Degree (2004), and Liberal Education Outcomes: A Preliminary Report on Achievement 
in College (2005). Liberal Education Outcomes is available online at www.aacu.org/leap.

The Essential Learning Outcomes

Beginning in school, and continuing at successively higher levels across their college studies, 
students should prepare for twenty-first-century challenges by gaining:

Knowledge of Human Cultures and the Physical and Natural World
 •   Through study in the sciences and mathematics, social sciences, humanities, histories, 

languages, and the arts

Focused by engagement with big questions, both contemporary and enduring

Intellectual and Practical Skills, including
 •   Inquiry and analysis
 •   Critical and creative thinking
 •   Written and oral communication
 •   Quantitative literacy
 •   Information literacy
 •   Teamwork and problem solving

Practiced extensively, across the curriculum, in the context of progressively more challenging 
problems, projects, and standards for performance

Personal and Social Responsibility, including
 •   Civic knowledge and engagement—local and global
 •   Intercultural knowledge and competence
 •  Ethical reasoning and action
 •   Foundations and skills for lifelong learning

Anchored through active involvement with diverse communities and real-world challenges

Integrative Learning, including
 •   Synthesis and advanced accomplishment across general and specialized studies

Demonstrated through the application of knowledge, skills, and responsibilities to new settings 
and complex problems

Association	of	American	Colleges	&	Universities.	(n.d.).	Essential	Learning	Outcomes.	Retrieved	April	16,	2017,	

from	https://www.aacu.org/leap/essential-learning-outcomes



HIPs Puzzle
Which	of	the	following	Essential	Learning	Outcome	(ELO)	categories	is	each	HIP	
aligned	with?	You	can	list	some	HIPs	in	more	than	one	category.

ELO	category HIPs,	that	when	well-implemented	in	a	course,	could	help	students	
achieve	this	outcome:

Fostering	Broad	
Knowledge	of	
Human	Cultures	
and	the	Natural	
World
Strengthening	
Intellectual	and	
Practical	Skills

Deepening	Personal	
and	Social	
Responsibility

Practicing	
Integrative	and	
Applied	Learning

Which	one	or	two	of	these	HIPs	would	be	most	aligned	with	your	course	student-
learning	outcomes?	Why?

The HIP(s)	I	would	like	to	investigate	further	is		_____________________________.



What practices have highest ROI?
Divide the provided interventions and student characteristics into 3 categories of 8 each…

Strong influence on learning

Medium influence on learning

Weak influence on learning

VISIBLE LEARNING (HATTIE, 2009)
https://visible-learning.org/
15 years of research and the synthesis of over 800 meta-analyses on the influences on achievement in 
school-aged students pre-K through college. 



Notes



VISIBLE LEARNING (HATTIE, 2009)
https://visible-learning.org/
15 years of research and the synthesis of over 800 meta-analyses on the influences on 
achievement in school-aged students pre-K through college. 
• PRO: meta-analyses can address big questions that can’t be addressed any other way. 
• CON: circumstances get erased, and there is no doubt that the intricacies of particular 

issues get lost.

Strong influence on learning
• Formative assessment
• Feedback
• Quality student-teacher relationships
• Teaching metacognitive strategies
• Teaching study skills
• Concept mapping 
• Higher socio-economic status
• Teaching self-verbalization/self-questioning skills

Medium influence on learning
• Preschool programs
• Positive teacher expectations of student success
• Smaller school size
• Positive student self-concept
• Matching teaching to the students’ style of learning
• Computer assisted instruction
• Quality of school leaders
• Positive view of one’s own ethnicity

Minimal influence on learning
• Reducing class size from 30 to 15
• Mentoring 
• Being male
• Eating a good quality diet
• Being retained a year (actually negative)
• Web-based/online learning
• Which residence hall a student lives in
• Family structure



Transparent Teaching
What is Transparency? 

Transparent teaching and learning methods explicitly focus on how and 
why students are learning course content in particular ways. 

Transparency in Learning and Teaching (TILT) Project
Mary-Ann Winkelmes, University of Nevada – Las Vegas
• national research project
• faculty implement transparent teaching
• promotes college students' success
• greater benefits for underserved and first-generation
• join project at https://www.unlv.edu/provost/teachingandlearning

How transparent are your assignments?
• Pair with someone outside your discipline. 
• The less they know about what you teach the better.

Person A: 
Describe assignment to your partner(s).
Person B: 
Listen as if you are a novice student. Provide feedback using these prompts:
Purpose
Five years after taking the course …
• What essential knowledge should students retain from doing this 

assignment? 
• What skills should students be able to perform from doing this assignment?
• Why are these important to students? 
Task
As a novice, list the steps you’d take to do the assignment
Criteria
As a novice …
• Are you confident you are doing the task effectively? 
• Are you confident you are doing excellent work? 
• Do you have annotated good examples? 

SWITCH	&	REPEAT



Transparent Assignment Design
Assignment:
Due	Date:

Purpose:

Skills

Knowledge

Task:

Criteria	for	Success:	
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tion, underrepresented, and low-income students indicated most often 
the following aspects:

 � In this course, I knew the purpose of each assignment. 
 � Each assignment included a section that explained how the 

assignment was related to the objectives of the course.
 � In this course, I knew the steps required to complete my 

assignments.
 � Coursework and course activities benefited my learning.

 � In this course, I knew how my work would be evaluated.
 � My instructor provided students with annotated examples of 

past students’ work.
 � My instructor provided tools I could use to assess the quality of 

my and others’ work.
While all students in the aggregate in the more transparent 

courses reported an increase in their mastery of the skills that 
employers value most (Hart Associates 2015, 2013), these were the 
specific skills for which underserved students in our study noticed 
the greatest increases:

 � connecting information from a variety of sources; 
 � learning on your own;
 � applying knowledge and skills to different contexts; 
 � writing effectively;
 � judging the reliability of information from various sources; 
 � considering opinions or points of view different from your own;
 � judging the strengths and weaknesses of ideas.

In science, technology, engineering, and mathematics courses that 
offered more transparency, there were small increases to students’ 
academic confidence and their sense of belonging, in comparison with 
the less transparent courses in these disciplines (fig. 8). In more trans-
parent humanities, arts, and social science courses, students experienced 
medium effect size increases in the skills valued by employers, as well 
as small-to-medium effect size increases to their academic confidence 
and sense of belonging, in comparison with the courses that offered less 
transparency in these disciplines (fig. 9).

Students’ short-term retention rates in the more transparent 
courses were slightly higher than those of students in the less 

FIGURE 2. ALL DISCIPLINES/ALL STUDENTS IN LESS  
TRANSPARENT VERSUS MORE TRANSPARENT COURSES—END 
OF TERM

1.0 1.5 2.0 2.5 3.0 3.5 4.0 4.5 5.0

Amount of Transparency
ES=0.70

All Disciplines/All Students, End of Term

KEY: N: number of students responding    
 ES: effect size (Hedges’ G). Effect sizes of 0.25 standard deviations or larger are  
  “substantively important” (US Dept of Education WWC, 2014, p. 23).
 Less Transparent: mean perceived transparency <3.3/4 
 More Transparent: mean perceived transparency ≥3.3/4

*Hart Associates 2015, 2013
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Employer-valued Skills*
ES=0.43

Academic Confidence 
ES=0.35

Sense of Belonging
ES=0.43

Less Transparent N=596

More Transparent N=587

Less Transparent N=610
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one standard error: 0.021 – 0.041

FIGURE 3. FIRST-GENERATION COLLEGE STUDENTS IN LESS 
TRANSPARENT VERSUS MORE TRANSPARENT COURSES—END 
OF TERM

1.0 1.5 2.0 2.5 3.0 3.5 4.0 4.5 5.0

Amount of Transparency
ES=0.80

First-Generation College Students, End of Term
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Employer-valued Skills*
ES=0.58

Academic Confidence 
ES=0.50

Sense of Belonging
ES=0.64

Less Transparent N=246

More Transparent N=188

Less Transparent N=245

Less Transparent N=242

Less Transparent N=246

More Transparent N=188

More Transparent N=183

More Transparent N=188

KEY: N: number of students responding    
 ES: effect size (Hedges’ G). Effect sizes of 0.25 standard deviations or larger are  
  “substantively important” (US Dept of Education WWC, 2014, p. 23).
 Less Transparent: mean perceived transparency <3.3/4 
 More Transparent: mean perceived transparency ≥3.3/4

*Hart Associates 2015, 2013

one standard error: 0.038 - 0.071
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FIGURE 4. MULTI-RACIAL STUDENTS (MORE THAN ONE  
NON-WHITE ETHNICITY) IN LESS VERSUS MORE  
TRANSPARENT COURSES—END OF TERM

1.0 1.5 2.0 2.5 3.0 3.5 4.0 4.5 5.0

Amount of Transparency
ES=0.70

Multiracial Students, End of Term

KEY: N: number of students responding    
 ES: effect size (Hedges’ G). Effect sizes of 0.25 standard deviations or larger are  
  “substantively important” (US Dept of Education WWC, 2014, p. 23).
 Less Transparent: mean perceived transparency <3.3/4 
 More Transparent: mean perceived transparency ≥3.3/4

*Hart Associates 2015, 2013
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Academic Confidence 
ES=0.46

Sense of Belonging
ES=0.55

Less Transparent N=134

More Transparent N=167

Less Transparent N=133

Less Transparent N=132

Less Transparent N=134

More Transparent N=167

More Transparent N=165

More Transparent N=166

one standard error: 0.041 - 0.091

5-
Po

in
t 

Sc
al

e

WINTER/SPRING 2016 | PEER REVIEW | AAC&U  35

transparent courses. While 9.18 percent of students (65 of 708 
students) withdrew before the end of the term from the twenty-
four less transparent courses where we gathered withdrawal data, 
only 7.50 percent of students (44 of 586 students) withdrew from 
the twenty-one more transparent courses where we gathered 
withdrawal data. In a parallel study of 1,143 University of Nevada, 
Las Vegas undergraduates in more transparent introductory-level 
courses, 90.2 percent of students returned the subsequent aca-

demic year, in contrast to the average retention rate of 74.1 percent 
for first-time, full-time, first-year students.

Most of the faculty and instructors in our study now incor-
porate transparently designed, problem-centered assignments in 
all the courses they teach—not just the courses that our study 
included. We expect this to benefit long-term retention rates of 
students at these institutions.

LONG-TERM IMPLICATIONS
Our study identifies transparent teaching 
about problem-centered learning as an easily 
replicable teaching intervention that produces 
learning benefits already linked with students’ 
success. Providing greater transparency about 
academic work on two assignments resulted 
in significant benefits for first-generation, 
low-income, and underrepresented students, 
who experienced increases in areas that are 
established predictors of student success: their 
academic confidence, sense of belonging, and 
awareness of their improved mastery of the 
skills employers value most when hiring. In 
addition to students, faculty also experienced 
benefits. Faculty noticed increases in stu-
dents’ motivation in class, higher-level class 
discussions with sharper focus, more on-time 
completion of assignments, and fewer disputes 
about grades (Winkelmes et al. 2015). 

FIGURE 5. BASELINE EQUIVALENCE, ALL DISCIPLINES/ALL STUDENTS— 
BEGINNING OF TERM

1.0 1.5 2.0 2.5 3.0 3.5 4.0

All Disciplines/All Students, Beginning of Term

 Students in Less Transparent Courses (N=630)        
 Students in More Transparent Courses (N=485)            one standard error: 0.003 - 0.036

ES: effect size (Hedges’ G)
*Hart Associates 2015, 2013

ES=0.07

ES=0.003

Confidence to Succeed
Please rate your confidence about your ability to succeed in this field.

Please rate your confidence about your ability to succeed in school.

Skills Highly Valued by Employers*
I am capable of learning effectively on my own.

I tend to consider the ethical implications of my actions.

I am able to apply the things I have learned to new problems and situations.

When I get information from multiple sources, I have an easy time making 
connections between them.

I an good at breaking down theories, ideas, and experiences into pieces, so 
I can consider them.

I collaborate well with others on academic work.

I can communicate effectively when I speak.

I can express my ideas effectively when I write.

ES=0.009

ES=0.031

ES=0.036

ES=0.004

ES=0.063

ES=0.140

ES=0.028

ES=0.008

FIGURE 6. UNDERREPRESENTED STUDENTS (NON-WHITE), IN 
LESS VERSUS MORE TRANSPARENT COURSES—END OF TERM

1.0 1.5 2.0 2.5 3.0 3.5 4.0 4.5 5.0

Amount of Transparency
ES=0.62

Underrepresented Students (Non-White), End of Term

KEY: N: number of students responding    
 ES: effect size (Hedges’ G). Effect sizes of 0.25 standard deviations or larger are  
  “substantively important” (US Dept of Education WWC, 2014, p. 23).
 Less Transparent: mean perceived transparency <3.3/4 
 More Transparent: mean perceived transparency ≥3.3/4

*Hart Associates 2015, 2013
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Sense of Belonging
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Less Transparent N=359

More Transparent N=343

Less Transparent N=371

Less Transparent N=353

Less Transparent N=359

More Transparent N=265

More Transparent N=246

More Transparent N=253

one standard error: 0.038 - 0.069
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FIGURE 7. LOW SOCIOECONOMIC STATUS STUDENTS  
(BOTTOM QUARTILE), IN LESS VERSUS MORE TRANSPARENT 
COURSES—END OF TERM 

1.0 1.5 2.0 2.5 3.0 3.5 4.0 4.5 5.0

Amount of Transparency
ES=0.67

Low Socioeconomic Status Students (Bottom Quartile), 
End of Term

KEY: N: number of students responding    
 ES: effect size (Hedges’ G). Effect sizes of 0.25 standard deviations or larger are  
  “substantively important” (US Dept of Education WWC, 2014, p. 23).
 Less Transparent: mean perceived transparency <3.3/4 
 More Transparent: mean perceived transparency ≥3.3/4

*Hart Associates 2015, 2013
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ES=0.40

Academic Confidence 
ES=0.39

Sense of Belonging
ES=0.34

Less Transparent N=283

More Transparent N=207

Less Transparent N=283

Less Transparent N=279

Less Transparent N=283

More Transparent N=207

More Transparent N=200

More Transparent N=207

one standard error: 0.034 - 0.068
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tion, underrepresented, and low-income students indicated most often 
the following aspects:

 � In this course, I knew the purpose of each assignment. 
 � Each assignment included a section that explained how the 

assignment was related to the objectives of the course.
 � In this course, I knew the steps required to complete my 

assignments.
 � Coursework and course activities benefited my learning.

 � In this course, I knew how my work would be evaluated.
 � My instructor provided students with annotated examples of 

past students’ work.
 � My instructor provided tools I could use to assess the quality of 

my and others’ work.
While all students in the aggregate in the more transparent 

courses reported an increase in their mastery of the skills that 
employers value most (Hart Associates 2015, 2013), these were the 
specific skills for which underserved students in our study noticed 
the greatest increases:

 � connecting information from a variety of sources; 
 � learning on your own;
 � applying knowledge and skills to different contexts; 
 � writing effectively;
 � judging the reliability of information from various sources; 
 � considering opinions or points of view different from your own;
 � judging the strengths and weaknesses of ideas.

In science, technology, engineering, and mathematics courses that 
offered more transparency, there were small increases to students’ 
academic confidence and their sense of belonging, in comparison with 
the less transparent courses in these disciplines (fig. 8). In more trans-
parent humanities, arts, and social science courses, students experienced 
medium effect size increases in the skills valued by employers, as well 
as small-to-medium effect size increases to their academic confidence 
and sense of belonging, in comparison with the courses that offered less 
transparency in these disciplines (fig. 9).

Students’ short-term retention rates in the more transparent 
courses were slightly higher than those of students in the less 

FIGURE 2. ALL DISCIPLINES/ALL STUDENTS IN LESS  
TRANSPARENT VERSUS MORE TRANSPARENT COURSES—END 
OF TERM

1.0 1.5 2.0 2.5 3.0 3.5 4.0 4.5 5.0

Amount of Transparency
ES=0.70

All Disciplines/All Students, End of Term

KEY: N: number of students responding    
 ES: effect size (Hedges’ G). Effect sizes of 0.25 standard deviations or larger are  
  “substantively important” (US Dept of Education WWC, 2014, p. 23).
 Less Transparent: mean perceived transparency <3.3/4 
 More Transparent: mean perceived transparency ≥3.3/4

*Hart Associates 2015, 2013
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one standard error: 0.021 – 0.041

FIGURE 3. FIRST-GENERATION COLLEGE STUDENTS IN LESS 
TRANSPARENT VERSUS MORE TRANSPARENT COURSES—END 
OF TERM

1.0 1.5 2.0 2.5 3.0 3.5 4.0 4.5 5.0

Amount of Transparency
ES=0.80

First-Generation College Students, End of Term
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Employer-valued Skills*
ES=0.58

Academic Confidence 
ES=0.50

Sense of Belonging
ES=0.64

Less Transparent N=246

More Transparent N=188

Less Transparent N=245

Less Transparent N=242

Less Transparent N=246

More Transparent N=188

More Transparent N=183

More Transparent N=188

KEY: N: number of students responding    
 ES: effect size (Hedges’ G). Effect sizes of 0.25 standard deviations or larger are  
  “substantively important” (US Dept of Education WWC, 2014, p. 23).
 Less Transparent: mean perceived transparency <3.3/4 
 More Transparent: mean perceived transparency ≥3.3/4

*Hart Associates 2015, 2013

one standard error: 0.038 - 0.071
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FIGURE 4. MULTI-RACIAL STUDENTS (MORE THAN ONE  
NON-WHITE ETHNICITY) IN LESS VERSUS MORE  
TRANSPARENT COURSES—END OF TERM

1.0 1.5 2.0 2.5 3.0 3.5 4.0 4.5 5.0

Amount of Transparency
ES=0.70

Multiracial Students, End of Term

KEY: N: number of students responding    
 ES: effect size (Hedges’ G). Effect sizes of 0.25 standard deviations or larger are  
  “substantively important” (US Dept of Education WWC, 2014, p. 23).
 Less Transparent: mean perceived transparency <3.3/4 
 More Transparent: mean perceived transparency ≥3.3/4

*Hart Associates 2015, 2013
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ES=0.53

Academic Confidence 
ES=0.46

Sense of Belonging
ES=0.55

Less Transparent N=134

More Transparent N=167

Less Transparent N=133

Less Transparent N=132

Less Transparent N=134

More Transparent N=167

More Transparent N=165

More Transparent N=166

one standard error: 0.041 - 0.091
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Winkelmes,	M.-A.,	et	al.	(2016).	A	Teaching	Intervention	that	Increases	Underserved	College	
Students’Success.Peer Review,18(1/2),	31–36.
https://www.aacu.org/peerreview/2016/winter-spring/Winkelmes
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DRAFT CHECKLIST FOR DESIGNING A TRANSPARENT ASSIGNMENT 
 
PURPOSE: 
      Skills 

o Does your purpose statement specify content knowledge that students will gain from doing this assignment? 
o Does your purpose statement link that particular knowledge to the larger context of: 

§ recent topics of class sessions? 
§ this part of the course? 
§ the whole course? 
§ the major? 
§ the discipline? 
§ your institution's main learning outcomes? 

o Does your purpose statement indicate the relevance and/or usefulness of this knowledge to the students' lives: 
§ beyond the course?   beyond the major?   beyond college? 

      Knowledge 
o Does your purpose statement specify a skill or skill set that students will practice while doing the assignment? 
o Does your purpose statement link that particular skill/skill set to examples/contexts where this skill was important in the 

context of: 
§ recent class sessions? 
§ this part of the course? 
§ the whole course? 
§ the major? 
§ the discipline? 
§ your institution's main learning outcomes? 

o Does your statement indicate the relevance and/or usefulness of this knowledge to the students' lives: 
o beyond the course?   beyond the major?   beyond college 

o Would this assignment benefit from segmenting it into several assignments, each one focused on a discrete set of skills that 
should be mastered to insure students’ successful completion of the next assignment in the sequence? 

 
TASK:    

o Does your description of the task: 
§ Identify the very first thing students should do when they begin working on the assignment? 
§ The very next thing they should do? 
§ The next, etc. 

o Does your description of the task help students to avoid wasting their time on unnecessary steps, unproductive time 
expenditure? 

o Does your description help students to focus their time efficiently on producing the highest quality work possible in the 
time given? 

o Would students benefit from some practice exercises (in the form of a pre-task) in class to prepare them to perform the 
task outside of class on the graded assignment? 

CRITERIA: 
o Can students use the criteria while they are working on the assignment to determine whether they are completing the 

assignment efficiently and effectively? 
o Do the criteria take the form of a checklist students can use to evaluate the quality of their efforts while they are 

working on the assignment? 
o Does the checklist specify characteristics of high quality work for this assignment? 
o Can you help students apply the checklist to evaluating some sample work in class, so they understand how each 

criterion would look in practice? 
o With your guidance, can the students collaboratively annotate several examples of work to indicate where/how the 

work satisfies the criteria? (These annotated examples may then be shared as a reference for students to use while 
they work on their own assignments.) 

o Would a rubric (AAC&U VALUE examples) be helpful to students for this assignment? 
o Does the rubric provide an amount of information that helps students at this phase in their learning? 
o Does the rubric provide an overwhelming or counterproductive amount of information for students at this phase in their 

learning? 
o Did you provide examples of good work, annotated to identify exactly where and how this work satisfies your criteria? 
o Can you provide students with examples in class so they and you can test outyour criteria checklist or rubric to be sure 

students know how to apply the criteria to multiple examples of work, and eventually their own work? 
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3.  Transparent Assignment Templates for Students and Faculty 

The Unwritten Rules: 
Decode Your Assignments and 

Decipher What's Expected of You 
 

 

Breaking News 
 

The Transparency in Learning and Teaching in Higher Education Project at 
UNLV demonstrated in a national study that transparency around academic 
assignments enhances students’ success -- especially that of first-generation, 
low-income and underrepresented college students -- at statistically significant 
levels (with a medium-to-large sized magnitude of effect for underserved 
students).  Students who understand the purpose, tasks and criteria of an 
academic assignment before they begin to work on it (in comparison with 
students who don’t share that understanding) experience higher academic 
confidence, an increased sense of belonging, and greater awareness 
that they are mastering the skills that employers value, as well as higher 
rates of returning to college the following year. (Winkelmes et al., Peer 
Review 2016; Gianoutsos and Winkelmes, PADE Proceedings 2016). 

 

  

Background 
 

Researchers have demonstrated that 
increases in college students’ academic 
confidence and sense of belonging are 
linked with higher GPAs, persistence 
and retention rates, especially for 
underserved students (Walton and Cohen 
2011). In addition, struggling college 
students increased their test scores after 
endorsing the belief that intelligence is not 
fixed but rather malleable. A year later, 
these students were 80% less likely to drop 
out of college (Aronson et al 2002).  
 

 
 

WHAT STUDENTS CAN DO: 

 
 

Aronson, J., Fried, C., & Good, C. “Reducing the effects of stereotype threat on African American college students by shaping theories of intelligence.” Journal of Experimental Social 
Psychology 38 (2002): 113–125. 

Gianoutsos, Daniel and Mary-Ann Winkelmes. ”Navigating with Transparency.” Proceedings of the Pennsylvania Association of Developmental Educators (Spring, 2016). 
Walton, G. M., & Cohen, G. L.. “A brief social-belonging intervention improves academic and health outcomes among minority students.” Science 331 (2011): 1447–51. 
Winkelmes, Mary-Ann, Matthew Bernacki, Jeffrey Butler, Michelle Zochowski, Jennifer Golanics, Kati Harriss Weavil. “A Teaching Intervention that Increases Underserved College 

Students’ Success.” Peer Review (Winter/Spring 2016). 

 
Before you begin working on an assignment or class activity, ask the instructor  
to help you understand the following. (Bring this document to help frame the 
conversation.) 
 
Purpose 
• Skills you’ll practice by doing this assignment  
• Content knowledge you’ll gain from doing this assignment 
• How you can use these in your life beyond the context of this course, in and beyond college 

 
Task 
• What to do 
• How to do it (Are there recommended steps? What roadblocks/mistakes should you avoid?) 

 
Criteria 
• Checklist (Are you on the right track? How to know you’re doing what’s expected?) 
• Annotated examples of successful work  
       (What’s good about these examples? Use the checklist to identify the successful parts.) 
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WHAT FACULTY CAN DO: 
 

 

Transparent Assignment Template 
 

© 2013 Mary-Ann Winkelmes 
 

This template can be used as a guide for developing, explaining, and discussing class activities and out-of-class assignments.   
Making these aspects of each course activity or assignment explicitly clear to students has demonstrably enhanced students’ 
learning in a national study.1 

Assignment Name  
Due date: 

 

Purpose: Define the learning objectives, in language and terms that help students recognize how this assignment will 
benefit their learning. Ideally, indicate how these are connected with institutional learning outcomes, and how the 
specific knowledge and skills involved in this assignment will be important in students’ lives beyond the contexts of 
this assignment, this course, and this college. 

 
Skills:    The purpose of this assignment is to help you practice the following skills that are 
essential to your success in this course / in school / in this field / in professional life beyond 
school: 

Terms from Bloom’s Taxonomy of Educational Objectives may help you explain these skills in language 
students will understand. Listed from cognitively simple to most complex, these skills are: 
o understanding basic disciplinary knowledge and methods/tools 
o applying basic disciplinary knowledge/tools to problem-solving in a similar but unfamiliar context  
o analyzing 
o synthesizing 
o judging/evaluating and selecting best solutions 
o creating/inventing a new interpretation, product, theory 

 

Knowledge:  This assignment will also help you to become familiar with the following 
important content knowledge in this discipline: 

1.   
2.  

 

Task: Define what activities the student should do/perfom. “Question cues” from this chart might be helpful: 
http://www.asainstitute.org/conference2013/handouts/20-Bloom-Question-Cues-Chart.pdf. List any steps or 
guidelines, or a recommended sequence for the students’ efforts. Specify any extraneous mistakes to be avoided. 

 
Criteria for Success: 

Define the characteristics of the finished product. Provide multiple, annotated examples of what these characteristics 
look like in practice, to encourage students’ creativity and reduce their incentive to copy any one example too closely. 
With students, collaboratively analyze examples of work before the students begin working. Explain how excellent 
work differs from adequate work. It is often useful to provide or compile with students a checklist of characteristics of 
successful work. This enables students to evaluate the quality of their own efforts while they are working, and to 
judge the success of their completed work. Students can also use the checklist to provide feedback on peers’ 
coursework. Indicate whether this task/product will be graded and/or how it factors into the student’s overall grade for 
the course. Later, asking students to reflect and comment on their completed, graded work allows them to focus on 
changes to their learning strategies that might improve their future work. 

																																																								
1 Winkelmes, Mary-Ann. “Transparency in Teaching: Faculty Share Data and Improve Students’ Learning.” Liberal Education 99,2 (Spring 2013); Winkelmes et 

al, “A Teaching Intervention that Increases Underserved College Students’ Success.” Peer Review (Winter/Spring 2016).  
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Descriptors were understandable

Scoring levels provided sufficient range

Useful for evaluating student work

Faculty & staff saw the VALUE 
rubrics as valid.
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What we ask our students to do makes a difference for the quality of the learning. 
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impact

solid
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“
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Is agreement among scorers 
possible? Here too VALUE 

is on solid ground. 
Weighted percent 

agreement ranges from the 
low end of 84% on some 

dimensions of Quantitative 
Literacy to 94% on some 

dimensions of Written 
Communication. 

92 institutions submitted 
21,189 student work 
products for assessment 
by 288 faculty using 
VALUE rubrics.

VALUE Project map: The Multi-State, Minnesota, and 
Great Lakes Colleges Association Collaboratives

WANT TO LEARN MORE?  Access the full report here: 
http://www.aacu.org/OnSolidGroundVALUE

Participation in VALUE has diversified and 
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Hamline University
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rubrics

SCORERS

faculty judgment

Multi-state Collaborative
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Questions to guide your reading:
1. Briefly	summarize the	work
2. What	was	the	main	takeaway?
3. What	methods	were	used	to	collect	this	evidence?
4. How	confident	are	you	in	the	results?
5. What	does	this	research	tell	you	about	student	learning?
6. How	might	you	apply	this	information	to	your	teaching?

Notes


