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3

1
W H Y  T H E  I N T E R S E C T I O N  O F 

A S S E S S M E N T  A N D  E Q U I T Y ?

Erick Montenegro and Gavin W. Henning

Horace Mann, the influential American educator and architect of 
the country’s public education system, once said that education—
beyond all other devices—is a great equalizer. This was true in 1848 

when he uttered these words, and it remains true today. Now, and perhaps 
more than ever, the importance of an education—specifically of holding 
quality higher education credentials—can determine entire families’ futures 
and future generations. 

But what happens when the promise of education remains unmet for 
some, generation after generation? When learning outcomes attainment var-
ies by student demographics? When the return on investment in a college 
education is disproportionately less for some student populations over  others? 
The answer is that inequities grow. Society continues to further divide and 
stratify instead of equalize. 

This chapter begins to merge the conversation of equity—specifically 
the ways it manifests in higher education through graduation rates, cam-
pus climate, norms, assumptions, and the uneven return on educational 
investment—with the purpose of assessment. The goal is to create a wider 
understanding for why assessment practitioners need to approach their work 
through an equity lens so that we may serve as a vehicle for just educational 
experiences and equality through equitable assessment praxis.

The Inequitable Value of Higher Education

The majority of existing high-paying jobs and jobs that will be created 
in the near future require education beyond high school or a college 
degree (Lumina, 2020). Employers are seeking applicants with advanced 
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4  WHY?

credentials including short-term credentials and certificates offered by 
quality education providers. Less opportunity for social mobility exists—
and will continue to exist—for those with only a K–12 education (Araki, 
2020), with huge disparities regarding who currently has quality credentials 
beyond high school. The Lumina Foundation (2020) reported that only 
43.2% of Americans between ages 25 and 64 had such credentials in 2018: 
63.8% of Asian Americans, 47.9% of Whites, 31.6% of Blacks, 24.6% 
of Native Americans, and 24.5% of Latinx. The disparities in attainment 
among racial/ethnic demographics are stark and offer cause for reflection 
regarding what these disparities mean for future income inequality and 
other social inequities by race and ethnicity. 

The good news is that the student population attending college is diver-
sifying and will continue to diversify in the coming years. According to the 
National Center for Education Statistics (NCES), the diversity of college 
enrollment will continue to increase in the next 5 years with an increase 
of 20% Black, 26% Latinx, 12% Asian and Pacific Islander, and 37% for 
 students who are of two or more races (Hussar & Bailey, 2018). White stu-
dents are expected to increase by 1% in that same time span, with an expected 
and unfortunate decrease of 3% enrollment among the Native American 
and Alaskan Native population (Hussar & Bailey, 2018). Diversifying the 
college-going student population offers an opportunity to close the attain-
ment gap between student populations, but in order to do that, colleges 
and universities have to first be ready to properly support diverse students 
through to completion. 

The college graduation rates of students of color are dismal compared 
to those of White students. While 74% of Asian students and 64% of 
White students graduated college in 2016 within 6 years of enrolling, 
only 54% of Latinx, 51% of Pacific Islander, 40% of Black, and 39% of 
Native American/Alaskan Native students did the same (NCES, 2019). 
Diverse learners are walking through college doors but are not graduating 
in  similar numbers as their White and Asian peers. We have to ask “why?” 
We have to understand how and which systems operating within colleges 
and  universities contribute to these disparate attainment rates by marginal-
ized student populations.

Students enroll in college with very different needs, levels of prepara-
tion, expectations, and supports. Institutions, programs, those conduct-
ing assessment, and those using assessment data to make decisions should 
be expected to meet students where they are, provide welcoming spaces 
where students feel as if they belong, and help students succeed regardless 
of differences. 
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WHY THE INTERSECTION OF ASSESSMENT AND EQUITY?  5

Systemic Issues Undermining Equity in Higher Education

At its core, “equity” means being mindful of fairness and giving everyone 
their fair share in specific situations. It is also the process that provides us 
with the underlying principles to reach equality—equity is equality turned 
into action (Smith & Gorard, 2006). Equity means acting to remedy injus-
tices. As a concept, equity allows practitioners to foster social justice by 
creating the needed considerations for institutions to have positive impacts 
across social groups by being mindful of how policies and norms create dis-
advantages, account for historical inequities, and create social change to 
reach equality (Pasque et al., 2012). It involves interrogating, reflecting, and 
improving practice, policy, and perspectives. It necessitates intentionality and 
commitment. Through being ever mindful of equity, assessment practition-
ers can make inequities visible and demonstrate where and when injustice 
and differential experiences create and sustain inequities within institutions 
(hooks, 1998; Pasque et al., 2012). But to even do equity work, we need to 
identify where those inequities take place, how they manifest, and for whom. 
We have to go beyond the conversational layer on issues of access, reten-
tion, and graduation among different student groups toward dismantling the 
 environments and customs that create these metrics. Equity requires using 
this knowledge and data to change the status quo.

Assessment practitioners need to explore how the policies, norms, 
 traditions, assumptions, representation (or lack thereof ), and influences 
that comprise our assessment approaches along with elements which can 
be regarded as tangential that permeate academia—such as the campus 
 climate—can impact student achievement and our assessment data. By 
being mindful of equity, this chapter argues that assessment can give voice 
to  students who are often marginalized en masse in higher education by 
addressing systems of power and oppression and interrogating any underly-
ing Western paradigms for assessment. The goal is to use equity in assess-
ment—implementing the various lessons in this book—to inform and 
create more inclusive, evidence-based learning environments. 

To do so, we first have to recognize that assessment is not free of bias. It is 
planned and carried out by people and conducted within social institutions 
guided by norms, policies, assumptions, and preferences, which means bias 
is inherently a part of the process because assessment is socially situated. Sue 
et al. (2007) introduced the idea of environmental microaggressions—or 
invalidations, whether intentional or otherwise, that communicate negative, 
offensive, or evidently hostile racial slights and insults to a specific group or 
population. Environmental microaggressions are not person-to-person but 
instead occur through organizational policies, practices, and norms that can 
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6  WHY?

send both c/overt messages to students of color that they do not belong, are 
unwanted, and/or are unappreciated. In institutions and programs, these 
environmental microaggressions can manifest through:

 a lack of cultural houses or spaces on campus; 
 having few to no student organizations operated by students of color;
 hyper-criminalization of students of color;
 lack of representation among faculty and staff;
 seemingly segregated undergraduate housing;
 lack of representation within college majors;
 lack of culturally representative content both in classrooms and the 

cocurricular;
 lack of faculty and administrator responses to instances of racism on 

campus;
 a sense of pressure for students of color to conform and assimilate 

instead of be themselves;
 unrepresentative, nonculturally relevant, and/or noninclusive campus 

imagery; and
 low expectations of intellect from certain student groups by faculty 

and/or administrators.

The impacts of these can be either partially remedied through assess-
ment that is mindful of equity or exacerbated by assessment that ignores 
these realities. 

The reality is that students are experiencing environmental microaggres-
sions in our colleges and universities. Students of color who experience racial 
microaggressions and negative campus climates are more likely to suffer aca-
demically, and often drop courses, change majors, or drop out of college 
entirely (Lewis et al., 2019; Solórzano et al., 2000; Yosso et al., 2009). Some 
students may also suffer negatively from the assessment choices we make; 
from what we choose to count as evidence of learning; from the voices and 
perspectives we choose to include in the assessment process. If students of 
color are suffering academically due to institutional policies and practices, 
then higher education is not serving diverse students. If assessment practi-
tioners are not using assessment data to uncover, explore, and understand 
these realities so that viable solutions can be found, then we are contributing 
to the problem. 

Often, deficit models are utilized to blame students and actively divert 
fault and/or responsibility, effectively subverting the conversation from 
institutional policy and practice solutions (Clycq et al., 2014; Tewell, 2020). 
The issues that contribute to the disproportionate and inequitable returns 
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WHY THE INTERSECTION OF ASSESSMENT AND EQUITY?  7

for students of color on their college education are systemic issues embedded 
within the fabric of academia. That there is a hidden curriculum (Sambell & 
McDowell, 1998) has been known for years, and yet it still continues to affect 
first-generation students, students from low socioeconomic backgrounds, 
and students of color (Mthethwa-Sommers, 2013; Valderama-Wallace 
& Apesoa-Varano, 2020). Simply being aware of an issue does not mean 
it is resolved. We know students are affected by inequities in the learning 
 environment of which assessment is a part. 

How much longer can we continue to ignore these inequities and pre-
tend assessment does not have a role in their permanence? Or do we expect 
inequities to not wreak havoc on the very students that higher education 
swore to serve—at no fault of the students themselves, nonetheless? These 
systemic issues are systemic barriers that negate a fair opportunity to succeed 
for certain student populations. These issues are issues of equity. And the 
various chapters in this book demonstrate just why and how assessment can 
help create more equitable learning outcomes for all students. 

Equity and Assessment

Assessment can be a valuable tool in either addressing and solving inequities 
on campus or perpetuating them. Assessment—the systematic “ gathering 
and use of evidence of student learning in decision-making and in strength-
ening institutional performance and public accountability” (Kuh et al., 2015, 
p. 2)—can help identify areas where student populations are experiencing 
inequitable outcomes attainment, inform decision-making to address identi-
fied inequities, and explore how changes have impacted students. But con-
ducting assessment to uncover and remedy inequities requires intentionality 
and conviction at every step of the assessment process, even in the purpose of 
undertaking assessment in the first place. An equity lens can give assessment 
practitioners cause to reflect on the assessment process as a whole to ensure 
we do the following:

1. Check biases and ask reflective questions throughout the assessment pro-
cess to address assumptions and positions of privilege. 

2. Use multiple sources of evidence appropriate for the students being 
assessed and the assessment effort. 

3. Include student perspectives and take action based on perspectives. 
4. Increase transparency in assessment results and actions. 
5. Ensure collected data can be meaningfully disaggregated and interrogated. 
6. Make evidence-based changes that address issues of equity that are 

 context-specific. (Montenegro & Jankowski, 2020, p. 13)
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8  WHY?

Purposes of Assessment

Assessment in higher education has been used primarily for two purposes: 
accountability and continuous improvement which can also be seen as sum-
mative and formative types of assessment, respectively (Ewell, 2009). The 
goal of accountability is to ensure that colleges and universities are achieving 
their espoused goals and student learning outcomes. In other words, are col-
leges and universities “doing what they say they are doing?” Accountability 
has two thrusts. External accountability arose in the early 1980s when con-
stituents outside of higher education, primarily regional accrediting boards 
and the federal government, were concerned that colleges and universities 
were not supporting student learning and the cost of higher education was 
not consistent with the value received or the investment made (Ewell, 2009). 
Internal accountability is similar to external accountability in that the end 
result is ensuring goal achievement. However, internal accountability is 
driven by college and university faculty, administrators, and staff rather than 
external stakeholders. 

The goal of continuous improvement is to find opportunities to improve 
courses, programs, and services to advance learning. The focus for improve-
ment can be on an individual course, an academic program, a cocurricular 
program or service, or the institution. Regardless of level of focus, ideally, 
assessment processes are embedded in everyday practice providing critical 
feedback about what is working well and what needs to be improved. 

Ewell (2009) argued that while accountability and improvement are 
two main purposes of assessment, they can be in tension with one another. 
Resulting from state and federal performance mandates, accountability 
requires an organization to use evidence to demonstrate achievement of 
expected standards or outcomes “in a posture of institutional compliance, 
or at least appearance of it” (Ewell, 2009, p. 9). Improvement, however, 
centers on making changes to processes to increase student learning, devel-
opment, and success (Ewell, 2009). Not only are these purposes incentivized 
differently, but each uses data differently. Thus, while both accountability 
and improvement seem worthy goals of assessment, they may conflict with 
each other. Despite this encumbrance, both roles are critical in effective 
functioning of colleges and universities and both can further equity and 
inclusion. 

Paradigms—Limitations of and Opportunities for Assessment

Approaches to assessment are undergirded by systems of assumptions, beliefs, 
and theories regarding the construction of reality and knowledge, which in 
turn affect how assessment is implemented. These systems or paradigms, 
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WHY THE INTERSECTION OF ASSESSMENT AND EQUITY?  9

often unconscious, are philosophies or worldviews for making sense of the 
world (Patton, 2014) or a set of beliefs that guides action (Lincoln et al., 
2011). These paradigms influence the extent to which equity can be inte-
grated into assessment. 

Paradigms have their foundation in research, but those research para-
digms are relevant to assessment work. Kivunja and Kuyini (2017) argued 
that there are four research paradigms that can be applied to educational 
contexts: positivist, interpretivist/constructivist, pragmatic, and critical/
transformativist. 

The positivist paradigm includes a number of assumptions including the 
tenet that knowledge is objective, measurable, and generalizable (Egbert & 
Sandeen, 2014). Another belief is that there are universal, unchanging facts, 
and to comprehend these facts researchers must be external to that which 
is being researched (Taylor & Medina, 2013). Additional assumptions are 
that results of inquiry can be quantified, research should follow the scientific 
method of investigation, and the goal of research is to develop theory to 
account for behavior (Kivunja & Kuyini, 2017). The main theme of posi-
tivism is objectivity—the belief that knowledge can only be generated by 
unbiased observation of the phenomenon from a distance. A subcategory of 
positivism is postpositivism that contends that while objectivity is not fully 
possible, it is still an important state to which one should strive (Mertens, 
2019). A positivist paradigm applies criteria such as internal validity, external 
validity, reliability, and objectivity (Burns, 2000). These criteria are achieved 
through the use of quantitative methods of data collection and analysis that 
center on the ability to generalize from a sample to a population, which 
unintentionally minimize attention to variation in a sample. The underlying 
assumptions of positivism and the procedures built upon it have implications 
for equity. Data gathered through quantitative methods are aggregations of 
individual responses with a goal of discovering what is common among par-
ticipants. In an attempt to be objective, the results of a positivist approach 
are general, not specific; lifeless, not robust; blunt. Quantitative assessment 
results do not take into account students’ subjectivity of their experience and 
thus only provide limited understanding of a phenomenon. Assessment built 
upon a positivist paradigm is often inequitable because individuality and the 
context for data is not part of the assessment process. 

The goal of the interpretivist/constructivist paradigm is to understand 
the subjective element of the human experience (Guba & Lincoln, 1989), 
providing the context that a positivist approach cannot. Emphasis is placed 
on the individual and their interpretation of their experience and world 
around them (Kivunja & Kuyini, 2017) and an important belief is that real-
ity is socially constructed (Bogdan & Biklen, 1998). There is an assumption 
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10  WHY?

that the researcher (or assessor) is connected to and engaged with the phe-
nomenon rather than “objectively” distanced from it as in the positivist 
paradigm. Additional assumptions include that realities are multiple rather 
than being singular and immutable, knowledge and findings are value laden, 
there is a need to understand the individual in relation to the phenomenon 
being studied, and contextual factors need to be considered when interpret-
ing findings (Kivunja & Kuyini, 2017). Assessment emanating from an 
 interpretivist/constructivist paradigm utilizes qualitative data collection and 
analysis methods. As such, there is a value placed on individual interpreta-
tion of reality, and culture and context are paramount to understanding. This 
focus on individuality and context makes assessment based on this paradigm 
more equitable than one based on a positivist paradigm. 

A pragmatic paradigm bridges positivist and interpretivist/ constructivist 
paradigms in an effort to implement methods that are most appropriate, 
or practical, for the phenomenon being studied (Kivunja & Kuyini, 2017), 
whether they be quantitative or qualitative. Assumptions of this paradigm 
include rejection of the notion that a study must be situated in either a 
positivist or interpretivist/constructivist paradigm, focus on using the meth-
odology most appropriate for the topic of study, and search for points of 
connection to facilitate understanding (Kivunja & Kuyini, 2017). This para-
digm further supports the integration of equity and assessment as it is not 
beholden to any one set of assumptions regarding reality and knowledge and 
multiple methodologies can be employed providing a more complete picture 
of complex phenomenon from various vantage points. Pragmatism breaks 
free from a traditional objective or subjective stance to broaden the set of 
assumptions underlying assessment practice. 

The main foci of a critical paradigm are the roles of power and oppres-
sion in understanding reality. There is recognition of the impact of power 
and oppression on individual interpretation and social construction of a phe-
nomenon (Bronner, 2011). Key assumptions within this paradigm include 
concern with power relationships and social structures that perpetuate them, 
acknowledgment that some versions of reality are privileged over others, 
and an emphasis on construction of reality rather than discovery of  reality 
(Kivunja & Kuyini, 2017). When a critical paradigm involves action to 
change systems of power and oppression it is sometimes called a transforma-
tive paradigm (Hurtado, 2015; Kivunja & Kuyini, 2017; Mertens, 2019). 
A goal of assessment using a critical paradigm is to understand the role of 
power in regard to the interpretation and construction of reality and mov-
ing toward social justice to dismantle systems of power and oppression. This 
approach supports the use of both qualitative and quantitative methods of 
data collection and analyses to expose the social structures that perpetuate 
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WHY THE INTERSECTION OF ASSESSMENT AND EQUITY?  11

oppression and to identify strategies to dismantle these structures. Assessment 
based on this paradigm has the most promise for integrating equity and 
assessment. It builds on interpretivist/constructivist assessment to take into 
account subjectivity but recognizes that power affects reality and thus equity. 
It affords the use of multiple methods for a more complete understanding 
of a phenomenon. Equity-centered assessment cannot be undertaken with-
out acknowledgment of the role that power and oppression play in student 
learning, development, and success and recognition that assessment can be a 
vehicle to address power and oppression when it is used to identify solutions. 

An emerging research paradigm being applied to assessment is an 
Indigenous paradigm. An Indigenous paradigm is rooted in four axial 
assumptions: responsibility, respect, reciprocity, and rights and regulations 
(Snow et al., 2016). Assumptions of this paradigm include the belief that 
people are connected to each other, the earth, and the cosmos; that knowl-
edge is relational, constructed, shared, and cannot be discovered or owned by 
any one person; equity, equality, and inclusion are key values (Wilson, 2008). 
Assessment rooted in this paradigm emphasizes the role of participants as 
equitable partners with assessors in the assessment process as cocreators of 
knowledge as part of an inclusive, connected, collaborative process. Since 
knowledge is shared, not owned, understanding the relationships of those 
who share knowledge is integral to understanding. Indigenous and critical 
paradigms complement each other in their underlying beliefs.

Each paradigm has a set of beliefs, a perspective, and a lens that is applied 
to the assessment questions and unconsciously affects methods, data collection  
systems, policies, and the institutional structures put in place to implement 
and support assessment processes and practices. Thus, recognizing and scru-
tinizing the paradigms that undergird assessment is needed if we are to inten-
tionally integrate equity into assessment practice. To fully realize the benefits 
of assessment as a vehicle for equity, traditional assessment approaches must 
be interrogated with a critical lens to make unconscious beliefs conscious 
to effectively attend to them. Assessment as inquiry is a broad approach to 
assessment that can accommodate nontraditional paradigms. Table 1.1 offers 
a summary of the paradigms discussed. 

Shifting assessment from accountability and improvement to inquiry 
provides another way to answer key questions in higher education. Inquiry 
seeks to answer “why” questions rather than “what” questions. “Why” ques-
tions attempt to understand the reasons for something happening rather than 
simply describing a phenomenon. Inquiry takes into account the relational 
nature of reality, acknowledging that student experience and learning does 
not occur in a vacuum, but takes place in institutions of higher education 
that are steeped in centuries-old systems of power and oppression. 
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12  WHY?

An example could be with graduation rates across student identity 
groups. An assessment approach that tries to answer a “what” question would 
identify that there are differences in graduation rates for White students 
compared to Black/African American, Latinx, Asian/Asian American, and 
Native students. San Diego State University took an inquiry approach to this 
issue by trying to answer “why” questions to understand why these differ-
ences exist in order to improve these achievement gaps (Montenegro, 2020). 

Until underlying paradigms are understood, assessment  methods 
rooted in these beliefs cannot address inequity in higher education. 
Without change, higher education is destined to continue to perpetuate 
societal inequities. Moving beyond a focus on accountability and improve-
ment, implementing assessment as inquiry with equity in mind can be a 
powerful tool for change. 

TABLE 1.1 
Research Paradigms and Equity

Paradigm Characteristics Connection to Equity

Positivism Knowledge is objective, measurable, 
and generalizable; a single truth

None

Postpositivism Knowledge is measurable and 
generalizable, but not fully objective; 
a single truth

None

Interpretivism/
Constructivism

Emphasis on individual and their 
interpretation of their experience; 
multiple truths

Considers individual 
context and culture

Pragmatic Focus on methods most appropriate 
and practical for the phenomenon 
being studied, not underlying 
philosophy of knowledge

Allows for flexibility 
in use of appropriate 
methods and is not 
constrained by specific 
philosophy

Critical Considers the role of power 
and oppression on individual 
interpretation and social 
construction of phenomenon

Power and oppression 
play a central role

Indigenous Rooted in Indigenous knowledge 
systems and includes four axial 
assumptions: responsibility, 
respect, reciprocity, and rights and 
regulations

Eschews Western ways 
of knowing and values 
decolonization
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WHY THE INTERSECTION OF ASSESSMENT AND EQUITY?  13

The Intersection of Assessment and Equity

Assessment data can be a valuable tool to explore inequities on campus and 
in our assessment approaches to inform appropriate ways to remedy them. 
While it can be easy to think that assessment is free from the concerns of 
environmental microaggressions or won’t feed into the effects of a negative 
campus climate, the reality is that not disaggregating data, not involving the 
perspective of students in assessment, using language in outcomes and assign-
ments that is not easily understood by students, lacking transparency in grad-
ing, and so forth are examples of the same negative practices that contribute 
to inequities. Assessment is not apolitical. Assessment is not fully objective. 
Assessment happens within a campus context that is situated within a larger 
society, and assessment is conducted by human beings with specific prefer-
ences, perspectives, experiences, dispositions, and so on. Those conducting 
assessment need to be well versed on the issues of equity that impact students 
in their classroom, in their program, and in their institution. 

In assessment, environmental microaggressions take the form of using 
aggregate data, eliminating small sample sizes, and not including students’ 
voice—these are systematic issues and systems of power and subjugation 
that turn assessment into a tool for the perpetuation of inequities. Using 
aggregate data, doing surface-level data disaggregation, or simply identify-
ing gaps in data analysis is not in itself equitable assessment. Equitable 
assessment requires a deeper dive into the data, disaggregated by differ-
ent student populations, its subpopulations (e.g., further analyzing Latinx 
populations by comparing the outcomes of Mexican Americans and 
Cuban Americans), and intersection between different student character-
istics (e.g., first-generation Mexican American students who also identify 
as female and are commuter students; Montenegro & Jankowski, 2020). 
Failing to take this deeper dive into the data can lead to false understand-
ing and missing potential inequities—not to mention the issues that arise 
when populations are continuously disregarded due to small sample sizes 
(Montenegro & Jankowski, 2020). If assessment practitioners continuously 
do assessment in ways that are not mindful of inequities, then we are doing 
our students a disservice. 

There also cannot be equitable assessment without purposefully includ-
ing the student voice in the assessment process (Montenegro & Jankowski, 
2017, 2020). Nothing sends a clearer message of not being valued than to be 
excluded from processes that ultimately have a direct impact on students’ own 
success. Meaningful student involvement in assessment can help mitigate 
issues created when assumptions are made about students without evidence, 
can help make the assessment process more relevant for different student 
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14  WHY?

populations, and can inform changes that minimize negative unintended 
consequences while strengthening their intended impacts (Montenegro & 
Jankowski, 2020). 

Assessment can help institutions meet their goals, set benchmarks, and 
make evidence-based changes to improve. It is a process that helps institu-
tions be at their best and be accountable, but institutions cannot do this 
when there are inequities happening on campus. Equity ensures that stu-
dents of color are in the best position to succeed, attain the learning out-
comes set forth by their institutions, and ultimately graduate. Assessment 
and equity work together to more effectively help institutions and students 
achieve their goals. 

Conducting more equitable assessment is not a radically different way of 
doing assessment. In fact, it relies on a sound assessment process already being 
in place and adding an intentional focus on equity throughout. Equitable 
assessment involves more instances of reflection to interrogate the assessment 
process in place, to consider how the assessor’s identity impacts the assess-
ment, to identify which perspectives are missing from the assessment process, 
and act accordingly to address any and all issues. 

Conclusion

It should go without saying, but equitable assessment does not mean we use 
assessment to only identify and close equity gaps (Montenegro & Jankowski, 
2020). However, seeking to identify and fix equity gaps should be part of 
the purpose of assessment. Without conducting assessment from an equity 
perspective there is a risk of further contributing to the marginalization of 
students of color, failing on the promise of education for an ever-growing 
number of college students. These issues will worsen if higher education 
does not act now. With the continued diversification of college enrollment, 
and the expected reliance of the American economy on ensuring these 
diverse populations attain quality credentials, the ramifications of failing 
to right the course can be widespread. It is a moral and practical imperative 
to conduct equitable assessment, and it begins by interrogating our own 
practice. We need to look inward and ask: what role do higher education 
assessment processes have in either perpetuating or remedying the inequities 
affecting students? 

The chapters in this book interrogate the role that assessment processes 
and practices can play in fixing the inequities that impact students’ learning 
outcomes attainment. The chapters provide an overview of why assessment 
must be conducted equitably, what is currently being done in the field to 
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WHY THE INTERSECTION OF ASSESSMENT AND EQUITY?  15

advance such an approach, and how these practices can be tailored to fit the 
context and needs of different programs and institutions. The goal is to help 
you look inward at your practice and identify examples that can help you 
implement more equitable approaches, so that individual and institutional 
competencies can be built and scaled to advance equitable assessment that 
can truly support and drive the success of diverse learners.
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