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Institute Summary/Description

In July 2005, thirteen faculty members (including three adjunct faculty) from six departments participated in the second annual Summer Assessment Institute at Green River Community College. The event was sponsored by the Learning Outcomes Committee (LOC). Acting Learning Outcomes Committee Chair, Julie Moore facilitated the event. 

The primary objectives of the Institute were to create a measurement tool, or rubric, for a Campus-wide Outcome, assess student achievement of that campus-wide learning outcome, and use the assessment results to improve teaching and learning. During the first two and a half days of the institute, the participants adapted one of the four Community Rubrics to their discipline. This allowed each participant to have a detailed rubric grounded in their chosen Campus-wide Outcome but adapted to their content area. Furthermore, each participant’s rubric followed a standard form as established by the original Community Rubrics. Then, during the final two and a half days of the Institute, participants evaluated more than 150 pieces of student work from the 2004-2005 academic year using the rubrics that they had developed during the first part of the week. In response to the assessment results, faculty identified changes they would implement to improve teaching and learning within their program.

The Summer Assessment Institute is a key component of Green River Community College’s Learning Assessment Plan as it provides assessment data for both campus-wide and program-level assessment of the Campus-wide Outcomes. While the data from the Institute is not the only method of campus-wide assessment of the Campus-wide Outcomes, it provides another snapshot of how students are performing in these outcomes across the disciplines. Together with other campus-wide assessment methods, this Institute helps form an overall campus-wide assessment of the Campus-wide Outcomes. Furthermore, the results of the Institute assessment projects may be used by programs which are scheduled to complete their Program Assessment and Improvement (PA&I) report in the coming year. In this way, the Institute also helps form assessment of the Campus-wide Outcomes at the program level. 

Part I: Rubrics

Eight rubrics were developed for the four campus-wide learning outcomes. Some of the rubrics were designed for a specific assignment in a particular course while others were designed for programs. Table1 shows the competencies and intended use of each rubric.

Table 1: Rubrics

	
	Learning Outcome
	Competencies
	Intended Use
	Developers

	1
	Written Communication
	1.2, 1.3, 1.7, 1.8, 1.9
	Specific Assignment
	Todd Johnson

	2
	Written Communication
	1.2, 1.3, 1.4, 1.7, 1.8, 1.10
	Specific Assignment
	Jennifer Whetham

	3
	Critical Thinking
	2.1, 2.2, 2.4, 2.5
	Program Level
	Mickie Hucke

	4
	Critical Thinking
	2.1, 2.2, 2.3, 2.4
	Specific Assignment
	Leann Almquist

	5
	Critical Thinking and QSR
	CT 2.2, 2.3, and QSR 4.1
	Program Level
	Michael McVay

Steve Brumbaugh

	6
	Critical Thinking
	2.2, 2.3
	Program Level
	Bob Filson

	7
	Quantitative and Symbolic Reasoning


	4.1, 4.2, 4.3, 4.4 


	Specific Assignment 


	Phil Jack



	8
	Responsibility


	3.1, 3.3, 3.4,

3.5, 3.6, 3.7, 3.8
	Program Level
	Leslie Kessler, Sandy Benteu, Diana Holz, Susan Davis, Eric 

Nelson


The rubrics themselves are provided on the following pages.

Written Communication Rubric 1

Assessment Rubric for English 110 Comparison Essay
	
	“F” Range
	 “D” Range


	“C” Range


	“B” Range


	“A” Range



	1.2  Purpose/

 Focus 

(25 pts.)

	The thesis statement cannot be found; the essay does not address the assignment. 

     The subjects of the essay do not have enough bases to be compared.

Pts = 0 – 14.9

Pts__________________
	The thesis statement is hard to find and it may not address the assignment.

    The thesis shows no strong sense of purpose for the essay.  The topic may be clear, but the purpose that the essay sets out to develop is not evident, and no real plan or focus is apparent.  The purpose may be too broad or lack depth.

Pts = 15 – 17.4

Pts__________________ 


	The thesis statement does not identify an obvious purpose and may not fully address the assignment.  The thesis has no clear, explicit focus.

                                                              There may be a partial plan for development, but the plan does not have enough appropriate points of comparison, it does not include appropriate points of comparison, or it does not control the essay’s content.  

Pts = 17.5 – 19.9

Pts_________________
	The thesis statement explicitly conveys a clear purpose for the essay and fully addresses the assignment, but it lacks complexity and deep meaning. 

      A plan/design for developing the purpose is evident, but it lacks specific focus or enough appropriate points of comparison.
Pts = 20 – 22.4

Pts_______________

	The thesis statement demonstrates a clear, strong, and meaningful purpose that fully addresses the assignment.  The thesis explicitly indicates a clear strategy for developing that purpose by identifying the topic pair, the focus (compare, contrast, or persuade) and at least three appropriate points of comparison.  

     The purpose achieves depth and meaning. 

Pts= 22.5 - 25

Pts________________



	1.3 Support

(25 pts.)


	The absence of a thesis statement leaves nothing to be supported or developed.  The support that is shown is not relevant to anything.

Pts = 0 – 14.9

Pts__________________
	The thesis statement is ultimately not supported and developed with enough details, dialogue, and examples for proof.  Lists one or two examples, but doesn’t provide details to illustrate those examples.

     The essay does not show the relationship among generated examples in order to develop an idea.

    The support is not balanced or developed equally.

Pts = 15 – 17.4

Pts__________________

	The thesis statement is supported and developed with insufficient, general details, dialogue, or examples.  There may not be enough support, or the support may be random with seemingly no analytical purpose.  Consequently, the thesis statement is not convincing.

    Some details may be provided, but not all points are developed equally, and the quality of analysis is still lacking.  

Pts = 17.5 – 19.9

Pts_________________
	The thesis statement is developed and supported by specific examples, stories, or dialogue, but not thoroughly enough; therefore, the thesis is not thoroughly proven.   

      Many of the examples provided are developed with specific details and work to support the idea being developed.

Most points are developed equally and are balanced in number and type.

Pts = 20 – 22.4

Pts_______________
	The thesis statement is thoroughly supported and proven by specific and plentiful examples, stories, or dialogue. All examples and details for the two subjects are balanced in number and type, and they all work together to develop a unified idea 

Pts= 22.5 - 25

Pts________________




	1.7 Organization

(25 pts.)


	The essay is not organized. 

    The absence of a thesis statement causes the essay to have nothing to relate back to.  

   The paragraphs do not relate to one another.

    The introduction and conclusion are ineffective and weak, or they are hard to identify.

Pts = 0 – 14.9

Pts__________________
	The essay is not organized with a point-by-point or subject-by-subject method.

    Most paragraphs relate to the thesis/essay question, and some relate to one another.

     Ideas are mostly presented in a logical order but there are many irrelevant points or details.

    Either the introduction or the conclusion is ineffective or both are weak.

   Few paragraphs are coherent and include topic sentences, support, and analysis. 

     Most transitions between points are missing.

Pts = 15 – 17.4

Pts__________________


	The essay is not consistently organized with a point-by-point or subject-by-subject method.

    Paragraphs relate to the thesis/essay question, and mostly relate to one another. 

     Ideas are presented in a logical order but irrelevant points or details are present.

     The introduction and the conclusion are effective for the most part.

     Some paragraphs are coherent and include topic sentences, support, and analysis.

     Transitions between points can usually be seen or inferred.

Pts = 17.5 – 19.9

Pts_________________
	The essay is clearly and consistently organized with a point-by-point or subject-by-subject method.

    Paragraphs relate to the thesis/essay question, and to one another. 

     Ideas are presented in a logical order with few irrelevant points or details.

     The introduction and the conclusion are effective.

     Paragraphs are mostly coherent and include topic sentences, support, and analysis.

     Transitions are present and mostly varied, and the connection between points can be seen.

Pts = 20 – 22.4

Pts_______________
	The essay is clearly and consistently organized with a point-by-point or subject-by-subject method.

    Paragraphs clearly relate to the thesis/essay question, and one another.

     Ideas are presented in a logical order without irrelevant points or details.

     The introduction and the conclusion are effective.

     Paragraphs are coherent and include topic sentences, support, and analysis.

     Transitions are present and varied, and the connection between points is explicit.

Pts= 22.5 - 25

Pts________________




	1.8 Style (15 pts.)
	The format does not meet the requirements of the assignment.  There are too many formatting errors.

      There are many awkward sentences.  

     The language is vague, superficial, or generalized in many areas.

Pts = 0 – 8.9

Pts__________________


	The format is not appropriate to the assignment or audience.  Frequent formatting errors, such as typos.  

     Style is too simple, incomplete or unclear, logic weak.  In many places, logical connections between parts of the sentences may be weak or unclear because sentences are not complete or incorrectly structured.  

     Simple sentences may be overused, resulting in choppiness.  Confusing or awkward syntax may interfere with understanding.  Inactive verbs.  

Pts = 9 –10.4

Pts__________________


	The format is appropriate to the assignment and the audience, but there may be some errors.  

     Style is generally appropriate: most sentence structures are clear complete, and correctly structured.  For the most part, sentences are logically coherent and demonstrate appropriate use of coordination and subordination.  

     Clear, mostly fluent phrasing.  Attempts complex sentences and uses mostly active verbs.  Accurate but conventional word choice.  

Pts = 10.5 – 11.9 

Pts__________________


	The format is professional and appropriate to assignment and audience, but there may be one or two places it could be revised or improved.  

     May take a risk that is generally successful.  The style is clear with complex sentence structures.  The writer uses concrete word choice, and creative language to convey his or her meaning clearly.  

     The voice of the writer is distinct and strong throughout, although it could be enhanced in one or two places.  

Pts = 12 – 13.4

Pts__________________


	The format is professional and appropriate to assignment and audience.  May take risks, but these risks are successful. 

     Style is sophisticated, inventive, and appropriate: sentences show control and skillful, use of variety and emphasis.   Sentences are varied and logical.  

    Voice provides clarity, personality, and conviction with fluent phrasing and active verbs.  Word choice is suitable and effective, figurative and concrete.

Pts = 13.5 - 15

Pts__________________




	1.9 Mechanics/

Grammar

(10 pts.)
	There is very little evidence of proofreading.  There are blatant and frequent errors throughout the paper.

Pts = 0 – 2.9

Pts__________________

	Frequent mechanical errors, such as abbreviations, numbers, italics, spelling, the hyphen, capital letters.  

    More than one pattern of error is present, and these patterns distract the reader, blur meaning, or cause confusion and misunderstanding.  

    May use a dialect other than Standard Written English, or uses words incorrectly.  Does not choose appropriate diction based on audience or task.  

Pts = 3 – 4.9

Pts__________________

	There may be a few capitalization problems or spelling errors, but the writer appears generally capable of handling mechanics.  

     There may be some errors with pronoun agreement, spelling, verb tense, subject-verb agreement, and/or punctuation, but the meaning is still clear, and these errors are not consistent or intrusive. 

     Demonstrates control of Standard Written English.  There may be several errors with word choice, but these are not distracting

Pts = 5 – 6.9

Pts_________________
	There may be one or two capitalization problems or spelling errors, but generally the writer demonstrates control over mechanical errors.  

     Engages complex sentence structures.  There may be a minor grammar problem, such as misplaced apostrophes or missing commas in certain places, but the rest demonstrates a mastery of conventional grammar.  

     Word choice may be off in one or two places.  

Pts = 7 – 8.9

Pts_______________
	Demonstrates control over mechanical errors.  The writer effectively manages complex punctuation like commas, apostrophes, colons, semicolons, and dashes.  

     Uses correct spelling, effective use of verb tense, subject-verb agreement, and pronoun use.  

     Minor errors may exist, but there are no patterns.

Pts= 9 - 10

Pts________________


Written Communication Rubric 2

Written Communication: Creative Writing
 

	Competency
	 
	Emerging
	Developing
	Arriving
	Mastering

	 
	 
	 
	 
	 
	 

	1.1 Demonstrate use of a writing process.
	 
	The writer may be aware of the stages of a writing process (pre-writing, drafting, and revision), but when discussing portfolio pieces, the essay does not show the practice or application of a process.

 

 

 

The writer may describe attempts to complete one or more of the stages, but does not describe an attempt to modify the attempt or try again.
	The writer describes participating in some stages of the process, but the essay does not demonstrate a clear understanding of the value of the overall process.

 

 

 

 The writer may describe in detail one of the stages, but may gloss over the other two.  
	The writer describes her engagement and experimentation with all stages of the writing process, but the reflective essay shows she is still developing the ability to determine the best approach for the writing task.  

 

 The writer discusses her engagement and describes some revision of drafts. The essay contains a discussion her process of writing and her discovery of what works for the individual and the task.  (See 1.10 for more on the revision process.)
	The writer discusses active application of all stages of the writing process, including the most effective pre-writing techniques for the assignment.  Her analysis shows that the pieces discussed in the essay are not viewed as end-products, but as tools to become a better writer. 

 

The writer engages in a thorough discussion and description of her substantial revision of drafts.  The writer also describes how she has customized the writing process to serve individual writing tasks.

	 
	 
	 
	 
	 
	 

	1.2 Demonstrate a clear sense of purpose, focus, thesis, and design in writing.
	 
	The topic of the essay (the pieces in the portfolio) may be clear, but the stated purpose (how these pieces demonstrate improvement over the quarter and meet the course learning outcomes) the reflective essay sets out to develop is not evident and/or clearly developed in the essay.  

 

There is no real plan of development and/or the focus of the essay is not apparent.  

 

 
	The topic for the essay has a stated purpose, but the purpose may be vague or shallow—too general to be truly insightful (i.e. “I learned that peer review is effective.”)  

 

 

There may be a partial plan for development, but the focus is still unclear in several places of the essay.  The plan is not fully developed in several areas of the essay.
	There is a clear purpose for the essay, but it may need to be a bit deeper/more meaningful.    

 

 

 

 

 

 

 

A plan/design for developing the purpose is evident, but it may need to be more specific or focused in one or two places.
	The essay demonstrates a clear, strong, and meaningful purpose for the essay; the purpose achieves depth and meaning.  

 

 

 

The focus and design/plan for developing the purpose are evident and appropriate;  the writer indicates a clear strategy for developing that purpose in the essay.

	 
	 
	 
	 
	 
	 

	1.3 Demonstrate the ability to develop an idea through the use of concrete examples and specific details.
	 
	The writer may list one or two examples to illustrate the process for each piece in the portfolio she discusses, but she does not provide details to illustrate those examples.

 

 

The writer does not  provide enough analysis to show the relationship among generated examples in order to develop a strong main idea in each paragraph and the entire essay.
	The writer may list many examples when discussing the pieces in the portfolio, but these examples are random with seemingly no analytical purpose.  

 

 

 

The writer may provide some details for each piece she discusses, but not all points are developed equally, and the quality of analysis is still lacking.  Many of the paragraphs lack enough analysis to develop a strong main idea in each body paragraph and throughout the entire essay.  
	Many of the examples the writer provides are developed with specific details and work to support the main idea being developed.

 

 

 

 

 

Most points are developed equally, but one or two examples could be analyzed in more detail.
	Clearly supports discussion of each piece by providing concrete examples with accompanying specific details to further illustrate each example given.  

 

All examples and details work together to develop a unified idea.

	 
	 
	 
	 
	 
	 

	1.4 Demonstrate audience awareness by appropriately modifying writing.
	 
	The writer does not customize the fomrat, langauge, and/or tone of the essay appropriately.  The tone of the essay may be angry and hostile, or the writer may indulge in gratuitous praise.  

 

The reflective essay may take on the form of an informal student evaluation: the writer may criticize the course content or teaching of the material, rather than focus on her learning and the pieces in the portfolio. 
	The writer has attempted to customize assignment format, language, and tone appropriately, and has succeeded on at least one of these.

 

 

 

The writer chooses information appropriate for audience, but she may fail to address other points of view.  The writer develops some points with an awareness of audience.
	The writer has attempted to customize assignment format, language, and tone appropriately, and has succeeded on at least two of these.

 

 

 

 

 

The writer chooses information appropriate for audience, and attempts to consider multiple points of view.  The writer develops most points with an awareness of audience.
	The writer demonstrates audience awareness by customizing assignment format, language, and tone appropriately.

 

 

 

 

The writer chooses information with an awareness of audience, and thoroughly considers multiple points of view.  The writer develops points with an awareness of audience.

	 
	 
	 
	 
	 
	 

	1.7 Demonstrate clear organization of thoughts in coherent written form.
	 
	Most paragraphs relate to the focus of the essay, and some relate to one another.

 

Ideas are mostly presented in a logical order but there are many irrelevant points or details.

 

Either the introduction or the conclusion is effective or both are weak.

 

Few paragraphs are coherent and include topic sentences, support, and analysis. 

 

Most transitions between points are missing.
	Paragraphs relate to the focus of the essay and mostly relate to one another.

 

Ideas are presented in a logical order but irrelevant points or details are present.

 

 

The introduction and the conclusion are effective for the most part.

 

 Some paragraphs are coherent and include topic sentences, support, and analysis.

 

Transitions between points can usually be seen or inferred.
	Paragraphs relate to the focus of the essay and to one another.

 

 

Ideas are presented in a logical order with few irrelevant points or details.

 

 

The introduction and the conclusion are effective.

 

 

 

Paragraphs are mostly coherent and include topic sentences, support, and analysis.

 

Transitions are present, and the connection between points can be seen.
	Paragraphs clearly relate to the focus of the essay and one another.

 

Ideas are presented in a logical order without irrelevant points or details.

 

 

The introduction and the conclusion are effective.

 

 Paragraphs are coherent and include topic sentences, support, and analysis.

 

Transitions are present, and the connection between points is explicit.

	1.8 Demonstrate appropriate choice of format, style, and tone for each particular writing assignment.
	 
	The writer has not chosen a format that meets audience needs or genre conventions.  There are frequent formatting errors, such as typos.  

 

The writer's style is too simple, incomplete or unclear, logic weak.  In many places, logical connections between parts of the sentences may be weak or unclear because sentences are not complete or incorrectly structured.  

 

 

The writer may overuse simple sentences which results in choppiness.  Confusing or awkward syntax may interfere with understanding.  Inactive verbs.  
	The writer has chosen an appropriate format for the assignment and the audience, but there may be some errors such as typos.  

 

 

The writer's style is generally appropriate: most sentence structures are clear complete, and correctly structured.  For the most part, sentences are logically coherent and demonstrate appropriate use of coordination and subordination.  

 

The writer exhibits clear, mostly fluent phrasing.  Attempts complex sentences and uses mostly active verbs.  Accurate but conventional word choice.  
	The format of the essay is professional and appropriate to assignment and audience, but there may be one or two places it could be revised or improved.  

 

 

 

The writer may take a risk that is generally successful.  The style is clear with complex sentence structures.  The writer uses concrete word choice, and creative language to convey his or her meaning clearly.  

 

 

 

 

 

The voice of the writer is distinct and strong throughout, although it could be enhanced in one or two places.  
	The format of the reflective essay is professional and appropriate to assignment and audience.  

 

The writer may take risks, but these risks are successful.  The style is sophisticated, inventive, and appropriate: sentences show control and skillful, use of variety and emphasis.   Sentences are varied and logical.  

 

The writer's voice provides clarity, personality, and conviction with fluent phrasing and active verbs.  Word choice is suitable and effective, figurative and concrete

	 
	 
	 
	 
	 
	 

	1.10 Improve the ability to evaluate, revise, edit, and proofread individual work and the work of others.
	 
	The writer, when discussing the pieces in the portfolio, discusses only surface revision—perhaps minor proofreading—

without demonstrating an understanding of the process of the different types of revision.  

The writer does not demonstrate the ability to edit and make required changes (i.e. “I would have my peers/teacher read it over and tell me what to fix.”)

The writer does not demonstrate the ability to proofread for final grammar and mechanical errors (i.e. “I had my mom/roommate/brother/girlfriend” read my paper for errors.)
	The writer shows that he or she has engaged in somewhat more substantial revision engaging at least two distinct stages of revision (e.g. some conceptual and/or technical revision as well as proofreading). 

 

The writer illustrates the beginning stages of engaging evaluation skills to determine needs for revision.  
	The writer shows that he or she has engaged in some evaluation of needs for revision and distinguishes some of the individual processes for a thorough revision. 

 

 

 

 

 

The writer’s discussion of each piece may omit revision of actual content (e.g. adding or deleting details or analysis to support ideas), and may show that he or she is not thorough in the overall proofreading and editing.
	The writer demonstrates in the essay that the his or her revision process includes the ability to evaluate (assess what is working and what isn’t working in an essay, what needs to be added or deleted, and the overall effectiveness of the ideas, organization, and presentation of the ideas).

 

Discussion of the pieces demonstrates the ability to revise (polish, restructure, add or delete details as needed).

 

Demonstrates the ability to edit and make required changes.

 

Demonstrates the ability to proofread for final grammar and mechanical errors.  

 

Demonstrates a distinction of these separate stages of the revision process.

	 
	 
	 
	 
	
	 


 

Critical Thinking Rubric 1

Critical Thinking: OT

Definition: Critical thinking finds expression in all disciplines and everyday life. It is characterized by an ability to reflect upon thinking patterns, including the role of emotions on thoughts, and to rigorously assess the quality of thought through its work products. Critical thinkers routinely evaluate thinking processes and alter them, as necessary, to facilitate an improvement in their thinking and potentially foster certain dispositions or intellectual traits over time.

	Competency
	
	Emerging
	Developing
	Arriving
	Mastering

	2.1 Apply relevant criteria and standards when evaluating information, claims, and arguments. 
	
	When evaluating research information, including design, subjects, type and application of electrotherapy agents, identifies and applies criteria and standards that are 

· poorly identified

· seldom clear 

· poorly connected.
	When evaluating research information, including design, subjects, type and application of electrotherapy agents, identifies and applies criteria and standards that are 

· somewhat identified

· sometimes clear

· partially connected

· 
	When evaluating research information, including design, subjects, type and application of electrotherapy agents, identifies and applies criteria and standards that are 

· mostly identified 

· usually clear

· well-connected


	When evaluating research information, including design, subjects, type and application of electrotherapy agents, identifies and applies criteria and standards that are 

· completely identified

· consistently clear

·  highly relevant 



	Points
	
	0-2
	3-5
	6-8
	9-11

	
	
	
	
	
	


	Competency
	
	Emerging
	Developing
	Arriving
	Mastering

	2.2 Use appropriate reasoning to evaluate problems, make decisions, and formulate solutions. 
	
	When evaluating a hypothesis and clinical implications, makes decisions, and formulates solutions, uses reasoning that is

· flawed: does not demonstrate how data/information confirms or does not confirm the hypothesis

· poorly connected results/conclusions and clinical applications

· seldom follows professionally and academically accepted conventions


	When evaluating a hypothesis and clinical implications, makes decisions, and formulates solutions, uses reasoning that is

· adequate: partially demonstrates how data/information confirms or does not confirm the hypothesis

· partially connected results/conclusions and clinical applications

· sometimes follows professionally and academically accepted conventions 
	When evaluating a hypothesis and clinical implications, makes decisions, and formulates solutions, uses reasoning that is

· well developed: substantially demonstrates how data/information confirms or does not confirm the hypothesis

· well connected results/conclusions and clinical applications

· usually follows professionally and academically accepted conventions
	When evaluating a hypothesis and clinical implications, makes decisions, and formulates solutions, uses reasoning that is

· flawless: clearly demonstrates how data/information confirms or does not confirm the hypothesis

· highly relevant results/conclusions and clinical applications

· always follows professionally and academically accepted conventions

	Points
	
	0-2
	3-5
	6-8
	9-11

	
	
	
	
	
	


	Competency
	
	Emerging
	Developing
	Arriving
	Mastering

	2.4 Seek out new information to evaluate and re-evaluate conclusions, assumptions, beliefs, and hypotheses.
	
	When evaluating and re-evaluating conclusions, results, and hypotheses, seeks out minimal information within and uses

· minimal analysis of information

· poorly connected information

· information that is not stated 


	When evaluating and re-evaluating conclusions, results, and hypotheses, seeks out partially adequate information within the article using

· partially complete analysis of information

· partially connected information

information that is unproven
	When evaluating and re-evaluating conclusions, results, and hypotheses, seeks out substantially complete information within the article using

· substantially complete analysis of information

· well connected information

information that is widely accepted within the field
	When evaluating and re-evaluating conclusions, results, and hypotheses, seeks out complete and exhaustive information within the article using

· thorough analysis of all information

·  relevant new information

· information that is from academically or professionally supported sources

	Points
	
	0-2
	3-5
	6-8
	9-11

	
	
	
	
	
	

	2.5 Exhibit traits evidencing the disposition to reflect, assess, and improve thinking or products of thinking.
	
	When reviewing the results and clinical implications of this study, seldom exhibits a few traits evidencing the disposition to reflect, assess, and improve thinking or products of thinking
	When reviewing the results and clinical implications of this study, sometimes exhibits several traits evidencing the disposition to reflect, assess, and improve thinking or products of thinking.
	When reviewing the results and clinical implications of this study, frequently exhibits many traits evidencing the disposition to reflect, assess, and improve thinking or products of thinking.  
	When reviewing the results and clinical implications of this study, almost always exhibits most traits evidencing the disposition to reflect, assess, and improve thinking or products of thinking.

	Points
	
	0-1
	2-3
	3-4
	5-6

	
	
	
	
	
	


Critical Thinking Rubric 2

Critical Thinking: History

Definition:  Critical thinking finds expression in all disciplines and everyday life.  It is characterized by an ability to reflect upon thinking patterns, including the role of emotions on thoughts, and to rigorously assess the quality of thought through its work products.  Critical thinkers routinely evaluate thinking processes and alter them, as necessary, to facilitate and improvement in their thinking and potentially foster certain dispositions or intellectual traits over time.

	Competency
	Emerging
	Developing
	Arriving
	Mastering
	

	2.1 Apply relevant criteria and standards when evaluating information, claims, and arguments.


	When evaluating historical information,  applies criteria and standards that include 

● an inadequate number of women   

● women who do not fit stated time periods

●  writing that is seldom clear and poorly connected
	When evaluating historical information,  applies criteria and standards that include 

● an adequate number of women 

● women who fit stated time periods 

●  writing that is sometimes clear and  partially connected

 
	When evaluating historical information,  applies criteria and standards that include 

● an adequate number of women 

● women who fit stated time periods

● writing is usually clear and well connected
	When evaluating historical information, applies criteria and standards that include 

● an adequate number of women 

● women who fit stated time periods 

● writing is consistently clear and highly relevant
	

	
	
	
	
	
	

	2.2 Use appropriate reasoning to evaluate problems, make decisions, and formulate solutions.


	When evaluating the impact of historical figures, uses reasoning that is

● flawed  with little understanding of negative and/or positive contributions

● poorly connected

 
	When evaluating the impact of historical figures, uses reasoning that is

● adequate with some understanding of negative and/or positive contributions

● partially connected
	When evaluating the impact of historical figures, uses reasoning that is

● well developed with a good understanding of negative and/or positive contributions

● well connected
	When evaluating the impact of historical figures, uses reasoning that is

● flawless with a very good understanding of negative and/or positive contributions

● highly relevant
	

	
	
	
	
	
	

	Competency
	Emerging
	Developing
	Arriving
	Mastering
	

	2.3 Give reasons for conclusions, assumptions, beliefs, and hypotheses.


	When supporting conclusions on why three women had impact,  gives reasons that are

● skimpy

● poorly developed

● confused

● poorly connected


	When supporting conclusions on why three women had impact, gives reasons that are

● adequate but incomplete

● adequately developed

● sometimes clear

● partially connected
	When supporting conclusions on why three women had impact,  gives reasons that are

● nearly complete

● well developed

● usually clear

● well connected
	When supporting conclusions on why three women on impact,  gives reasons that are

● complete

● fully developed

● consistently clear

● very well connected
	

	
	
	
	
	
	

	2.4 Seek out new information to evaluate and re-evaluate conclusions, assumptions, beliefs, and hypotheses  
	When evaluating and re-evaluating conclusions on  the impact of three women, the student provides   

●  little  if any new  information 

● poorly connected information


	When evaluating and re-evaluating conclusions, on the impact of three women, the student provides 

● adequate new information

● partially connected information


	When evaluating and re-evaluating conclusions, on the impact of three women, the student provides 

● substantial new information

● well connected information


	When evaluating and re-evaluating conclusions, on the impact of three women, the student  provides

● reliable and credible new information

● extremely well connected  information


	

	
	
	
	
	
	


Critical Thinking Rubric 3

Critical Thinking:

Biology 100 Pre and Post Test Rubric

	Competency
	
	No Competency (0)
	Developing (1)
	Competent (2)
	Mastering (3)

	CT2.2 Use appropriate reasoning to evaluate problems, make decisions, and formulate solutions. 

(Answering Question)
	
	When evaluating problems, making decisions, and formulating solutions, one or more of the following conditions is present

· Response wrong


	When evaluating problems, making decisions, and formulating solutions, one or more of the following conditions is present

· Response correct

· Solution poorly developed

· Solution poorly connected

· Seldom follows professionally and academically accepted conventions 
	When evaluating problems, making decisions, and formulating solutions, one or more of the following conditions is present

· Response correct

· Solution developed 

· Solution well connected 

· Usually follows professionally and academically accepted conventions
	When evaluating problems, making decisions, and formulating solutions, one or more of the following conditions is present

· Response correct

· Solution well developed

· Solution highly relevant

· Almost always follows professionally and academically accepted conventions

	CT2.3 Give reasons for conclusions, assumptions, beliefs, and hypotheses.

(Reason for Answer)
	
	When supporting conclusions, assumptions, beliefs, and hypotheses, gives reasons that are

· Doesn’t provide any rationale and/or

· Skimpy

· Development doubtful

· Confused

· Poorly connected 
	When supporting conclusions, assumptions, beliefs, and hypotheses, gives reasons that are

· Provides one reason to support conclusion 

· Incomplete

· Poorly developed

· Sometimes clear 

· Partially connected 
	When supporting conclusions, assumptions, beliefs, and hypotheses, gives reasons that are

· Provides one reason to support conclusion citing the data

· Nearly complete

· Adequately developed

· Usually clear

· Well connected 
	When supporting conclusions, assumptions, beliefs, and hypotheses, gives reasons that are

· Provides several reasons to support conclusion citing the data often times from multiple perspectives

· complete

· Well developed

· consistently clear

· highly relevant 

	QSSR4.1 Recognize which quantitative or symbolic reasoning methods are appropriate for solving a given problem, and correctly implement those methods.


	
	· Is unable to extract data presented in a direct form

· Is unable to extract implied data in most contexts

· Is unable to discriminated between relevant and irrelevant data
	· Extracts data presented in a direct form

· Extracts implied data in most contexts

· Occasionally discriminates between relevant and irrelevant data
	· Extracts data presented in a direct form, demonstrated by citing the data

· Extracts implied data in most contexts, demonstrated by citing the data

· Frequently discriminates between relevant and irrelevant data, demonstrated by citing the data
	· Extracts data presented in a direct or indirect form, demonstrated by citing the data

· Extracts implied data in any context, demonstrated by citing the data

· Discriminates between relevant and irrelevant data, demonstrated by citing the data


Critical Thinking Rubric 4

Critical Thinking: Geology

	Competency
	
	Emerging (0)
	Developing (1)
	Arriving (2)
	Mastering (3)

	
	
	
	
	
	

	2.2 Use appropriate reasoning to evaluate problems, make decisions, and formulate solutions. 
	
	When evaluating problems, making decisions, and formulating solutions, answer is incorrect or uses reasoning that is

incorrect or absent
	When evaluating problems, making decisions, and formulating solutions, answer is correct, but is poorly explained 
	When evaluating problems, making decisions, and formulating solutions, answer is correct and the explanation is well developed but slightly incomplete


	When evaluating problems, making decisions, and formulating solutions, answer is correct and the explanation is clear and complete

	
	
	
	
	
	

	2.3 Give reasons for conclusions and hypotheses.
	
	When supporting conclusions and hypotheses, gives reasons that are

· skimpy or

· absent or

·  poorly developed or

·  confused 
	When supporting conclusions and hypotheses, gives reasons that are

· adequate but incomplete or

· adequately developed or

· sometimes clear 
	When supporting conclusions and hypotheses, gives reasons that are

· nearly complete or

· well developed or

· usually clear
	When supporting conclusions and hypotheses, gives reasons that are

· complete and

· consistently clear



	
	
	
	
	
	

	Students construct a mental model of the map area (Note: This is a course outcome, not a Campus-wide Outcome)
	
	No cross-section given

(this is a departmental outcome, not a campus-wide outcome)
	Cross-section illustrates the layers, but the layers are backwards
	Cross-section illustrates the layers in the correct direction, but the layers are too steep
	Cross-section illustrates the layers and dip correctly.


Quantitative and Symbolic Reasoning

Quantitative and Symbolic Reasoning: English 113


Definition: Quantitative Reasoning encompasses abilities necessary for a student to become literate in today’s technological world. Quantitative reasoning begins with basic skills and extends to problem solving.

	Competency
	
	No Competency
	Emerging

	Competent
	Mastering

	4.1 Evaluate and interpret quantitative and symbolic reasoning information/data.
	
	· Is unable to extract data presented in a direct form

· Is unable to extract implied data in most contexts

· Is unable to access resources to find unknown data

· Is unable to discriminate between relevant and irrelevant data
	· Needs assistance to extract data presented in a direct form

· Needs assistance to extract implied data in most contexts 

· Needs assistance to access resources to find unknown data 

· Needs assistance to discriminate between relevant and irrelevant data
	· Extracts data presented in a direct form

· Extracts implied data in most contexts

· Is able to access resources to find unknown data with limited guidance

· Discriminates between relevant and irrelevant data
	· Extracts data presented in a direct or indirect form  

· Extracts implied data in any context

· Independently accesses resources to find unknown data

·  Independently discriminates between relevant and irrelevant data

	4.2 Recognize which quantitative or symbolic reasoning methods are appropriate for solving a given problem, and correctly implement those methods. 
	
	No Persistence

· Has no clear idea of what task is to be accomplished

· Unable to brainstorm methods that might apply

· Unable to apply different methods 

· Unable to assess if a method makes progress in identifying an issue.

· Unable to clearly identify an issue even with considerable assistance
	Low persistence

· Has a clear idea of what task is to be accomplished

· Is able to brainstorm a limited number of methods that might apply

· Is able to apply a limited number of methods

· May not be able to assess if a method makes progress in identifying an issue.

· May not clearly identify the issue.

· May need considerable assistance
	Mostly persistent

· Has a clear idea of what task is to be accomplished

· Is able to brainstorm methods that might apply

· Is able to apply different methods 

· Is able to assess if a method makes progress in identifying an issue.

· Clearly identifies the issue with some guidance
	Consistently persistent

· Can clearly state what task is to be accomplished

· Is able to brainstorm methods that might apply

· Is able to apply different methods

· Is able to assess if a method makes progress in identifying an issue.

· Clearly identifies the issue independently

	4.3 Demonstrate the ability to estimate a solution to a presented problem.
	
	Is unable, even with considerable assistance, to:

· Use minimal but essential parts of a problem solving method along with approximate numbers to get a quick answer

· Check the reasonableness of an answer
	Needs Considerable Assistance to:

· Use minimal but essential parts of a problem solving method along with approximate numbers to get a quick answer

· Check the reasonableness of an answer
	Needs Limited Guidance to:

· Use minimal but essential parts of a problem solving method along with approximate numbers to get a quick answer

· Check the reasonableness of an answer
	Independently can: 

· Use minimal but essential parts of a problem solving method along with approximate numbers to get a quick, reasonable answer

· Check the reasonableness of answer

	4.4 Translate data from and into various formats such as symbolic language, equations, graphs, and formulas. 


	
	· Cannot correctly read necessary information from a graph or logic chart 

· Cannot visually represent symbolic information with a graph or logic chart clearly or correctly


	· Can correctly read some necessary information from a graph or logic chart 

· Can visually represent symbolic information with a graph or logic chart somewhat clearly and correctly


	· Can correctly read most necessary information from a graph or logic chart 

· Can visually represent symbolic information with a graph or logic chart mostly clearly and correctly


	· Can correctly read all necessary information from a graph or logic chart 

· Can visually represent symbolic information with a graph or logic chart clearly and correctly


Student Responsibility

Responsibility: Early Childhood Education

Definition:  Responsibility encompasses those behaviors and dispositions necessary for students to be effective members of a community.  This outcome is designed to help students recognize the value of a commitment to those responsibilities which will enable them to work successfully individually and with others.

	Competency
	Seldom/

Weak
	Occasionally/

Adequate
	Frequently/

Very Good
	Almost Always/

Excellent

	3.1  Identify and comply with clearly stated expectations, policies, and procedures


	Seldom follows policies and procedures.


	Aware of policies, and procedures, but

occasionally attempts to negotiate for inappropriate exceptions.
	Frequently follows  policies and procedures.

Acknowledges violations. 
	Identifies and complies with policies and procedures.

. 

	
	
	
	
	

	3.3  Recognize and accept consequences resulting from a failure to comply with stated expectations, policies, and procedures
	Seldom understands and seldom accepts consequences of stated expectations, policies, and procedures.
	Occasionally accepts consequences of stated expectations, policies, and procedures.
	Usually accepts consequences of stated expectations, policies, and procedures.
	Understands and

accepts consequences of stated expectations, policies, and procedures.

	
	
	
	
	

	3.4  Meets obligations necessary to complete individual and group tasks and

3.5 Clearly communicate to affected parties any difficulties that may prevent them from fulfilling obligations.
	Seldom completes individual and group tasks. Seldom contributes and prepares.

Seldom reliable.
	Minimally competent completion of individual and group tasks. Occasionally contributes and prepares.
	Usually completes individual and group tasks. Frequently contributes and prepares.
	Completes individual and group tasks.

Contributes.

Participates.

Prepares.

Is reliable.

 

	
	
	
	
	

	Competency
	Seldom/

Weak
	Occasionally/

Adequate
	Frequently/

Very Good
	Almost Always/

Excellent

	3.6  Demonstrate common courtesies and show respect for the needs, difficulties, and rights of others.


	Rarely tolerant, patient, thoughtful, considerate, supportive, or encouraging.
	Occasionally tolerant, patient, thoughtful, considerate, supportive, and encouraging
	Frequently tolerant, patient, thoughtful, considerate, supportive, and encouraging
	Tolerant.

Patient.

Thoughtful.

Considerate.

Supportive.

Encouraging.



	
	
	
	
	

	3.7  Strive for excellence in contributions, performances, and products.


	Minimal effort. Seldom participates in activities or prepares for class.
	Minimally adequate effort.

Minimally adequate participation in/ preparation for classroom activities.
	Good effort, tries very hard.

Regularly participates in activities and is prepared for class.


	Consistently high effort that is reflected in performance and product. Actively participates in activities. Always prepared and goes beyond stated requirements.

	
	
	
	
	

	3.8  Complete work independently and appropriately acknowledge the source of ideas and contributions of others.
	Plagiarizes. Engages in academically dishonest behavior.  

Rarely uses correct citation form and/or style.


	Occasionally fails to cite appropriately or acknowledge secondary sources.


	Recognizes appropriateness of citing and acknowledging secondary sources but sometimes uses improper citation form and/or style.
	Consistently and appropriately cites secondary sources and produces own works.


Note:  Competency area 3.2 was removed because the creators of the rubric were unable to interpret the language. 
What We Learned As A Result of Building Rubrics

Following the first part of the Institute in which participants adapted one of the Community Rubrics for their own discipline area, each participant was asked to reflect on what he/she learned through the process and how the process might impact his/her teaching in the years to come. The following are participant reflections that address how the first part of the Institute impacted participant teaching and learning.

1) What did you learn through the process of adapting a Community Rubric for your discipline/classes? 

· I gained a better understanding of what a rubric is and how it can be helpful in understanding the learning process. I also learned that much of the language in the Critical Thinking outcome can be adapted to the History classes I teach and to specific assignment within my classes. I found most of the language in Critical Thinking 2.1, 2.2, 2.3 and 2.4 usable and applicable to part of the final exam in my Women’s History class.   


· The first thought that comes to me is not new, but I am reminded that critical thinking is different in the sciences and the humanities. I found it difficult to use the community rubric to establish the rubric for my area. There is more dependence on transfer of concepts and skills and visualization in the science; while in the humanities, there is more analysis of work versus a set standard. I learned that I did not have to use all of the competencies in the critical thinking outcome and this was helpful. I learned that the intent of the rubric is to use it for assessment of student work AND for students to use prior to completing an assignment. It is difficult to phrase the items in the rubric broadly enough for students to use and still be able to evaluate the student work. For example, one could give lots of direction in the rubric, but this clearly would short-circuit the critical thinking by the students. 


· I learned that creating a rubric specifically for Early Childhood Education can just as easily be applied to other disciplines such as English or Business.  Responsibility is the same regardless of the subject area.  What was interesting is that instructors in ECE tend to want to word things in only positive ways.  It was difficult at times to deal with descriptors that seemed unkind. We worked hard at trying to phrase areas of noncompliance in a way that was respectful to the student. We also put forth a great deal of energy in making the language consistent.   


· We use quite a few technical terms that are specific to the sciences and our discipline in particular. There are some underlying ideas that are universal but I needed to add descriptors for these ideas to be applicable in this specific project.  Just going by the original rubric would make it difficult to grade this specific project consistently between instructors. This project was a piece of a larger synthesis that occurs in my class but it’s OK to just take a snapshot of one part of learning that occurs in the classroom as a starting point, the rubrics seem to need refining just like the class projects/presentations seem to require revision for improvements. A single project might have a rubric with several parts where more than one campus-wide outcome is being applied.  I felt like I was trying to grade only one piece of the project requirements with this rubric, but I also saw a way to connect several outcomes into one grading rubric.


· I learned a few things through the process of creating the rubric.  First, I learned that I need to create better assignments.  Creating the rubric, I learned that I was looking to assess certain criteria that were not mentioned on my assignment.  Subsequently, I also learned that it is important to create the assignment and the rubric simultaneously.  In doing so, there is less chance of having different criteria on each.  Secondly, I learned that there is a vast pool of existing resources for rubrics.  The LOC web page is very helpful and there are other pages on the Internet that are helpful as well.  By utilizing the existing resources, I am able to follow patterns and standards that have already been developed by faculty.  Thirdly, I learned that creating a rubric is much more difficult than I ever anticipated.  Creating a new rubric that is concise, fair, and measurable takes more time and energy than I thought it would.  


· The process of creating a rubric for the responsibility outcome has given me the opportunity to reflect on the behaviors that I expect from my students. Our group has spent a lot of time defining and categorizing various behaviors and expectations, and we have been able to come to a consensus in most areas. I have learned a lot during these group conversations about rubrics and about how other instructors view responsibility.


· It demonstrated how closely tied together critical thinking is to responsibility, quantitative and symbolic reasoning skills, written communications. It demonstrated how word choice is critical, for examples words I would use in a rubric for student use would be different than words I might use in a rubric designed for faculty use. It demonstrated how the rubric can be used as a tool to improve the assignment. 


· I learned quite a few things!  The first one was that I need to start using rubrics again.  I have been using critique forms, and while these are effective, they don't show the range of skills and behaviors that an analytical rubric does.  I find that I have to write out far more comments on the critique form to explain both what the student has not done and what she needs to do.  Using a rubric will allow me to make less marginal comments, and then write a more succinct end comment. I also learned that my reflective essay assignment needs a lot of work.  Right now, it is pretty much a recipe-- I tell students exactly what to do, without really explaining why they need to do those things.  In my defense, I do have students complete a process analysis for each paper they turn in, and the reflective essay assignment I currently use is a more formal version of the questions I have them answer in the process analysis (and we spend a lot of class time going over these pieces.)  I am realizing, however, that right now, my assignment doesn't ask for any of the things that are on my rubric!  In addition, the current form may take out some of the guesswork for the student, a more open-ended assignment would probably yield better results. I also learned that the reflective essay really is a great assignment!  It has a lot of potential to assess those trickier areas of the writing outcomes-- especially the ones that deal with process and the recursive nature of the writing process.  


· Clarified the competencies by articulating in detail what they would mean in my course; the four levels of competence. Got the beginnings of where grades might fall. Started to think about whether my descriptions of the four levels of competence would be observable or measurable.


· I gained a better understanding of the importance of having clarity in my own thinking before I try to communicate to my students my expectations. When I signed up to work on the Quantitative and symbolic reasoning section of the workshop, I realized this was an area that I needed to work on. Taking the time to analyze the points provided in the Community Rubrics and to think about how to apply them in ENGL 113 helped me clarify my expectations in my own mind. I also realized that the language we use has different meanings in different disciplines, and that I need to be aware that my students may have a different understanding than I expect. I need to be able to explain clearly and completely enough for them to know what I am looking for. One thing that has always troubled me about using rubrics to grade is that I have a hard time attaching a quantitative value to the work. I can evaluate a paper, identify its strengths and weaknesses, and give guidance on how the work can be improved – but I have a problem when it comes to attaching a numerical value, or a grade, to it. I keep hoping that I will be able to develop a rubric that will make this easier for me, but I haven’t been successful. Perhaps it can’t be done.  


· I learned two fairly elementary things—but these are the kinds of things we most often have to revisit! 1) I Learned a good operational definition of a rubric. 2) I learned how important many instructors feel it is to use positive language—even in negative categories—for the competencies. There was a consensus among my colleagues that it is important to use positive language because of its psychological impact on students.


· It was my impression that using the community rubric proved to be an exercise in cooperation and reflection. Our group was able to carefully revisit all of the different competencies within the rubric of responsibility. One of the things that we struggled with was competency area 3.2. It was our group’s opinion that this competency was written in a way that was unclear or confusing. We choose to eliminate it from our rubric all together and suggested that it be sent back to committee for review. I believe that one of the primary things that I learned from this experience was how critical it is to be very clear about expectations. Because the outcome for responsibility is often about behavior we had to really focus on correct verbiage so that both the student and the instructor were operating on the same page. In addition I learned a great deal about how the different competencies related to the rubric. 

2) What did you learn through the process of beta testing your rubric on student work? (Note: Participants used student work to assess their rubrics in order to find out where further revisions were needed. This took place prior to the second part of the Institute during which participants used the rubric to assess student work.)

· I am beginning to wonder if whether when I grade, I may be looking for information that is not directly asked for in the question. I may have deducted points from students for not providing information.  After further consideration, it occurred to me that the question as stated may not call for that information.  It makes you think more about the wording used in an assignment or in a question.  It makes you think about whether directions for an assignment were clear to the students and if they really understood the question and my expectations for their work.  The mastering level is very difficult for students to achieve especially the inclusion of “flawless” in 2.2.


· I found that I did not have enough explanation-type responses in my assessment tool. I had thought that I would use an overall score to assess the degree of transfer by the students without much explanation. This approach did not seem to work, so I changed to a more item-by-item approach. I needed more explanations from the students to assess their thinking. I also realized that creating a mental model is a critical skill in geological critical thinking. Many tasks are difficult with a mental model (or visualization), but without this model, the tasks are almost impossible. I plan to require that students create cross sections across their group maps to help them create a physical representation of the geology. On future quizzes, I will also include a cross-section in the Part IV portion of the quiz to assess their mental model of the new map. 


· I found that with student work, I could easily apply the rubric to “task related” areas, but could not apply it to the behavior areas.  Areas of attendance, showing up to class on time and being respectful to others can not be assessed based on student work.


· I found the “holes” in the rubric language that required me to add more detail.I got more ideas about how this rubric could help us prove that my teaching is satisfying specific accreditation requirements for our program because the language of the rubric turned out to be similar to some of the language in our Normative Model (national standards). I learned to tighten up my grading standards by assigning specific values to each part of the rubric; consistency should be more apparent to students as I use the assigned values in each section. My previous grading of projects was reinforced in terms of results; it didn’t change the outcome of what I thought was a good vs. mediocre project.  I was able to articulate more reasons as to what made the difference between the different pieces of student work.


· I learned a few things through testing the rubric.  First, I learned that, as I mentioned above, the criteria for my assignment and my rubric did not match.  In testing the rubric with student papers, I learned that I needed to add content to the rubric that more directly and accurately reflected my expectations for the assignment.  I found that I needed to change the language in the “Purpose” and “Organization” sections the most.  Another thing that I learned through the testing process is that I needed to add another competency because the four that I had used did not allow for enough thorough assessment.


· Data collection is hard tedious work, it documents what we already knew simply by looking at student work, but now there is a number associated with the dismal performance or the outstanding performance. It demonstrated that the we needed to eliminate one of our competencies and merge some of the ideas we had for that competency with another competency. We learned more about the critical thinking competencies.

· That my rubric needed to assess organization at the paragraph level!  Originally, I wanted my rubric to focus primarily on those criteria that assessed things like process-- the student's understanding that there are multiple stages of writing, and that he or she could not only apply that knowledge, but also use process to become a better writer for the rest of her college career and her life.  Those are hard to assess without the teacher having to examine muliple drafts and then theorize about the progress the student has made.  The reflective essay is powerful for both teacher and student in that the student is doing the theorizing.  Rather than expecting the teacher to analyze the drafts (as the expert) the student becomes the expert on his or her own writing.  Since the portfolio is all "product" pieces, the student can't expect the teacher to look at the drafts and see what he or she is writing about.  The student really has to examine previous writing, as well as the experiences she had while writing. That said, I realized that the student reflective essays I was looking at still needed to be judged as writing themselves-- particularly in terms of paragraph development.  Often, the student papers I read did not have enough analysis at the paragraph level to really achieve that pedagogical goal of student as expert-- student as expert on his or her own writing.  That lack of analysis at the paragraph level often kept the entire reflective essay from really developing a sharp focus. I also learned that the reflective essays were not as good as I thought they were!  This is partly due to the lack of analysis and sharp focus, but also because I think the formulaic assignment (plug this information in here) kept many students from truly engaging with the assignment and writing to discover.


· When I began applying the rubric to assess student works, I had a better understanding of why they have been falling short of what I had hoped they would accomplish. I discovered that my grading has been more subjective than I had realized. Using the rubric will help me explain what I’m looking for more precisely. I hope it will also help me make better use of my time by keeping me focused on the points I want to evaluate. Hopefully it will help me remain consistent in my grading.
 

3) How will the activities of adapting and testing a rubric impact the way you teach in the future?  

· The activities will make me consider assignments more carefully and even the wording of essay questions.  I am considering doing more to help prepare students for the assignments and exams, possibly a student-friendly rubric.  It makes you think that making standards and expectations clearer could raise student grades and help students succeed in college. It may also make it easier for students to understand how exams and assignments were graded and why points were deducted by the instructor.   
 

· I have a better sense that the tasks I require from students are difficult. As I mentioned above, helping students create a visual image or mental model of their map is critical to answer the quiz questions correctly. I had not thought of assessing this aspect of the students’ understanding before.


· I believe that responsibility is not something you can automatically expect that students will know.  It is up to the instructor to inform students of his or her expectations both verbally and in writing.  A student’s interpretation of some of the items on the rubric may be entirely different from that of the instructor.  In our group, we grappled over a number of the items and at times did not agree of what each item meant.  If we are doing this as instructors, the students will probably struggle as well.  It’s important for the language to be clear.


· I will be using and refining this rubric in my class next year. The rubric helps me state my expectations for the project clearly, I hope that students will gain a better understanding of what I am looking for in the project by seeing both the project instructions and the rubric prior to being graded. Creating rubrics takes time so I am setting a goal to create at least one new rubric per class per quarter so that I can eventually have my class grading structure transparent to students and accreditors.


· This week’s activities will impact my teaching in many ways.  First, I intend to make rubrics for every assignment in every class.  As I prepare to create every new rubric, it will give me a good chance to redesign much of the content and methodology that I use.  I plan to use the rubrics as the main “maps” for my classes and to have them better guide me and the students through the learning process.


· I plan to use the rubric we create this week in my classes. I plan to discuss the rubric at the beginning of the quarter with students, which will clarify my expectations. I will then have the students complete a self-check at the end of the quarter—using the rubric.


· It assisted me in test question construction and design. To give consideration to the placement of more difficult questions in the exam. To give consideration to the type of questions I typically give on exams How I can alter the questions to improve student thinking or stimulate it. Our hope is the pre/post test will give us a measure of CT competency 2.5. The pre/post test also will serve as a guide to instructors to be sure to highlight certain topics as the quarter proceeds.

· Well, I will be using rubrics again in the classroom to supplement my marginal and end comments.  I have a problem with "over-teaching," and I think rubrics will help me make only key marginal comments and shorter end notes.  In addition, I plan to focus on only one area of the rubric per assignment-- so, for example, during Paper #1, I'll fill out the whole rubric, and then make marginal and end comments solely on thesis.  For Paper #2, I will fill out the whole rubric, but only make marginal and end comments on support/analysis.  Since students can really on focus on one thing per cycle of revision, and they tend to get overwhelmed by too much feedback, this way I can begin to train myself to teach my writing courses the way I used to teach my swimming lessons: focus on one thing at a time, in order of importance. 


· More on this to come, but for now I’m thinking I’ll spend more time in the first week going over the rubric – the competencies will be listed in the syllabus. Also I’m thinking that periodically during the course, and also at relevant moments, I will bring them up as food for thought.


· I plan to make some significant changes in the way I teach ENGL 113. Most of my emphasis has been on the structure and format of the essays the students write. I’m going to spend more time discussing quantitative reasoning in the class. While it is not a math or science class, it is supposed to prepare them to write papers that utilize mathematical and scientific principles. Many of our students do not make the connections between classes: They don’t think about English when they are in their history class, nor do they make the connection between what they learned in history when they are in their literature class. Perhaps I can help them make the connection between their specialized fields of study and their writing classes. While I won’t change the assignments I will use, I will revise the directions that I give for my assignments to make my expectations more clear. Also, I do plan to use a form of the rubrics as a means to communicate more clearly with my students. In fact, I hope to use my rubrics to open discussions with other faculty who teach technical writing. One thing that I realize is that it will be impossible to develop a “universal rubric” that will apply to every assignment in every class. In fact, I only plan to use the rubric I’m developing for two specific courses, and for only one assignment in each course.


· I will be more inclined  to articulate competencies for various assignments, etc., as a result of this experience.


· One of the most profound ways that I feel this will impact my teaching is through the continued development of other rubrics for my courses and assignments. Since last year I have really begun to focus more on creating more detailed rubrics for each of my assignments. With this added experience I will be able to further hone my skills in this area.

Part II: Assessment of Student Work

Assessment Methodology

Each participant was asked to bring with them to the institute 25 – 30 pieces of student work. The planned assessment approach was for two different institute participants to independently score each piece of student work using the same rubric. Then participants would discuss discrepancies between their ratings and negotiate a single score for each piece of work. In most cases, individuals partnered with other individuals to complete this process. However, for two groups (Science instructors assessing Critical Thinking and those assessing Student Responsibility), the participants worked in teams to complete the process of assessing student work. 

Assessment Results

The next several pages detail the results from each of eight assessment projects. The projects differed widely as is seen in the presentation of the results.

Written Communication 1 Assessment Results

Nine comparison contrast essays written by English 110 students at GRCC were evaluated on a scale of 1-4 for five competencies of the Written Communication Outcome. The following table provides the results.

	
	Beginning
	Developing
	Capable
	Accomplished
	Exemplary

	Competencies/Level
	0
	1
	2
	3
	4

	Demonstrate a clear sense of purpose, focus, thesis, and design in writing. (1.2)
	1
	6
	2
	0
	0

	Demonstrate the ability to develop an idea through the use of concrete examples and specific details. (1.3)
	3
	3
	3
	0
	0

	Titles, subheadings sections, pictures relevant to topic, organization of information. (1.7)
	2
	5
	2
	0
	0

	Demonstrate appropriate format for writing assignment. (1.8)
	2
	3
	4
	0
	0

	Use appropriate mechanics, grammar, correct spelling, and word usage (1.9)
	3
	1
	5
	0
	0

	Grand Total
	11
	18
	16
	0
	0


Written Communication 2 Assessment Results

Nineteen reflective essays produced by students in English 151 and 152, Creative Writing and Advanced Creative Writing, were evaluated on a scale of 0 to 4 for six competencies of the Written Communication Outcome. A summary of the assessment results follows.

	
	Beginning
	Developing
	Capable
	Accomplished
	Exemplary

	Competencies/Level
	0
	1
	2
	3
	4

	Demonstrate a clear sense of purpose, focus, thesis, and design in writing. (1.2)
	5
	6
	0
	5
	3

	Demonstrate the ability to develop an idea through the use of concrete examples and specific details. (1.3)
	5
	6
	0
	5
	3

	Demonstrate audience awareness by appropriately modifying writing (1.4)
	6
	4
	1
	6
	2

	Titles, subheadings sections, pictures relevant to topic, organization of information. (1.7)
	5
	6
	0
	5
	3

	Demonstrate appropriate format for writing assignment. (1.8)
	5
	6
	0
	6
	2

	Improve the ability to evaluate, revise, edit, and proofread individual work and the work of others. (1.10)
	5
	4
	0
	6
	4

	Grand Total
	36
	32
	1
	33
	17


Written Communication Analysis of Data

The two participants in the Written Communication group responded to the following questions, and their responses serve as an analysis of the numerical data.

What did you learn from the process of creating a rubric and then assessing student work by using that rubric? 


· I learned a few important things from the process of assessing the student work using the rubric.  First, I learned that the rubric needs some additional revision.  I learned this on my own as I discovered that I was marking the border between assessment levels for several of the competencies.  For example, I found that I sometimes could not fully commit to, say, “Emerging/Developing” or “Arriving,” so I ended up marking the borderline between them.  This happened often as I was assessing student work, and it tells me that I need to be more precise in the rubric language and make it more easily measurable.  Secondly, I learned that my assessments of the student work were different from my partner’s assessment of the same work; therefore, once again, I realized that the rubric language was not as precise as it should be. Todd Johnson, English

· From the process of creating a rubric, I learned that I need to use them for all my assignments.  They really are a vital part of the process of creating effective assignments, as well as excellent teaching tools to show students your expectations of product.  I also learned how hard it is to distinguish between emerging and developing, between developing and arriving, and between arriving and mastery.  Trying to create a rubric that would show students those subtle differences, as well as help me remain consistent, is truly a challenge!  As I assessed my student work, I realized that I was too easy—too lenient—too influenced by factors like student improvement and/or vision for the writing, as well as how the student performed in comparison to others.  

 

I also think that rubrics are a really valuable piece in the portfolio process.  I can be more honest in my assessment of a student when I know she will get a chance to revise. Jennifer Whetham, English

How do you plan to respond to the findings from this week’s activities? (How will this week’s activities influence your teaching?)

· I plan to respond to the findings from this week’s activities by doing some revision of my rubric and assignment.  Taking what I learned from the creation and assessment processes, I will use my notes to begin revising my rubric.  As I mentioned above, one of my main concerns is to make my rubric more precise and measurable.  At the same time, I’ll be thinking of ways that my assignment will have to be changed to match the rubric revisions.  After I finish another round of revision for the rubric and assignment, I plan to once again test the rubric against the same set of student work.  If needed, I will repeat the same process until I’m more satisfied that the rubric, assignment, and student work are not only a closer match, but that the assessment process is more easily measurable and accurate. This week’s activities will improve teaching and learning in my classes and/or program in many positive ways.  First, I intend to make rubrics for every assignment in every class.  As I prepare to create every new rubric, it will give me a good chance to redesign much of the content and methodology that I use.  I plan to use the rubrics as the main “maps” for my classes and to have them better guide me and the students through the learning process.  I hope that this will improve the consistency of my teaching and learning and that of the program. Todd Johnson, English
· My first plan is to go through all of my major assignments and create rubrics for them—beginning with my reflective essay assignment!  I also plan to use the campus-wide outcomes for writing to influence the development of my rubrics—it will be a nice way to show students how we are meeting those campus wide outcomes in each assignment (especially in creative writing.) I think my assignments in all my courses will be stronger, as well as how I teach those assignments.  In addition, I know I’ll be a more competent, accurate, and fair grader. Jennifer Whetham, English
Critical Thinking 1 Assessment Results

Five student reports from OT students at GRCC were assessed on a scale of 0-4 for four competencies of the Critical Thinking Outcome. A summary of the assessment results follows.

	
	Beginning
	Developing
	Capable
	Accomplished
	Exemplary

	Competencies/Level
	0
	1
	2
	3
	4

	Apply relevant criteria and standards when evaluating information, claims, and arguments. (2.1)
	0
	0
	1
	2
	2

	Use appropriate reasoning to evaluate problems, make decisions, and formulate solutions. (2.2)
	0
	2
	2
	1
	0

	Seek out new information to evaluate and re-evaluate conclusions, assumptions, beliefs, and hypotheses. (2.4)
	0
	0
	4
	0
	1

	Exhibit traits evidencing the disposition to reflect, assess, and improve thinking or products of thinking. (2.5)

	0
	1
	2
	2
	0

	Grand Total
	0
	3
	9
	5
	3


Critical Thinking 2 Assessment Results

The essay portion of 22 final exams in a History class at GRCC were assessed on a scale of 0-4 for four competencies of the Critical Thinking Outcome. A summary of the assessment results follows.

	
	Beginning
	Developing
	Capable
	Accomplished
	Exemplary

	Competencies/Level
	0
	1
	2
	3
	4

	Apply relevant criteria and standards when evaluating information, claims, and arguments. (2.1)
	1
	2
	2
	16
	1

	Use appropriate reasoning to evaluate problems, make decisions, and formulate solutions. (2.2)
	1
	1
	5
	14
	1

	Give reasons for conclusions, assumptions, beliefs, and hypotheses. (2.3)
	1
	2
	5
	11
	3

	Seek out new information to evaluate and re-evaluate conclusions, assumptions, beliefs, and hypotheses. (2.4)

	1
	3
	8
	9
	1

	Grand Total
	4
	8
	20
	50
	6


Critical Thinking 3 Assessment Results

Ten exams in a Biology class at GRCC were assessed on a scale of 0-4 for two competencies of the Critical Thinking Outcome. A summary of the assessment results follows.

	
	Beginning
	Developing
	Capable
	Accomplished
	Exemplary

	Competencies/Level
	0
	1
	2
	3
	4

	Apply relevant criteria and standards when evaluating information, claims, and arguments. (2.1)
	0
	5
	4
	1
	0

	Give reasons for conclusions, assumptions, beliefs, and hypotheses. (2.3)
	0
	5
	4
	1
	0

	Grand Total
	0
	10
	8
	2
	0


Critical Thinking 4 Assessment Results

Forty seven map exams from a Geology class at GRCC were assessed on a scale of 0-3 for two competencies of the Critical Thinking Outcome. A summary of the assessment results follows.

	
	Beginning
	Developing
	Capable
	Exemplary

	Competencies/Level
	0
	1
	2
	3

	Use appropriate reasoning to evaluate problems, make decisions, and formulate solutions. (2.2)
	11
	21
	13
	2

	Give reasons for conclusions, assumptions, beliefs, and hypotheses. (2.3)
	11
	13
	19
	4

	Grand Total
	22
	34
	32
	6


Critical Thinking Analysis of Data
The five participants in the Critical Thinking group responded to the following questions, and their responses serve as an analysis of the numerical data.

What did you learn from the process of creating a rubric and then assessing student work by using that rubric? 


· Perfection isn’t a realistic option.  My “mastering” level needs to allow for the fact that you can be a master without being perfect.  Incorporating the word “flawless” was a flaw in my original rubric, it should have been “nearly flawless”.  So I learned that I am not a master at creating rubrics yet! I found that wording from my program’s national accreditation standards can be adapted directly into parts of a rubric. I was pleasantly surprised to see that campus wide outcomes can be individually adapted to specific disciplines via the rubrics but maintain some common general threads.  Instructors from other disciplines can recognize and agree that they are seeing the same general levels of competency even when looking at work outside their disciplines. Mickie Hucke, Physical Therapy

· The community rubric can be adapted to my history classes with some modification of words. The rubric can be useful in helping me assess work in a field very different from my own. As an instructor, I need to carefully consider the language used in my rubric and make sure that it matches my intent in giving an assignment or an exam question.  The wording of the rubric can change the way an assignment is graded and potentially alter grades. Students should clearly understand what an instructor is looking for on an assignment or on an exam. Leann Almquist, History
· Sometimes the best laid plans don’t always match to the assignment given.  I learned that our rubric didn’t quite measure up to the answers given on the test that Michael and I devised to assess student preparedness for entry into Biology 100.  While we were able to make it work more tweaking is necessary for a direct application. Steve Brumbaugh, Biology


· It is work, tedious generally. It is hard to grade work outside your discipline. Question placement in an exam is critical to student success. Using only words in an exam or assignments does not address more visual learners’ needs. The rubric is a useful tool for testing the usefulness of an assignment. (Are we really asking what we want to ask?) Critical thinking is an overarching campus wide outcome and is close tied to quantitative skills, responsibility, written communication, and oral communication.  Critical thinking in sciences differs from CT in humanities/social science in that in science we don’t do a lot of comparison to a standard so much but rather try to determine if the data is realistic or compare it to a control, so competency 2.1 is not that useful for us as written in the community rubric. Michael McVay, Biology
· As I went through the process of determining where my papers ranked in my rubric, I felt reasonably confident that I was putting the student responses in the correct spot on the rubric. However, when Michael, Steve and I talked on Thursday afternoon, I found that I was more generous in my assessment than Michael and reasonably close to Steve’s marks for my papers. I found it difficult to assess the papers from the biology students. Michael and Steve also reported that it was difficult for them to evaluate the papers from my students. It is apparent that knowledge of the content in the sciences is critical to correctly assess the papers. Working with rubrics this week has reminded me of some research work that I did as a graduate student at the University of Washington. I recall (I hope correctly) that rubric-type assessments are considered ordinal data (ordinal data are rank-ordered). In an interval data scale, such as temperature scales, the value between each point on the scale is equal. An example of an ordinal scale is if we take rank baseball players from the best hitter down; the differences between the hitters will not necessarily be equal. As I recall, rubrics are considered ordinal data because it is not possible to know if the values between the levels are equal. The significance of this is that one should not take means and standard deviations of ordinal data. So, I wonder if the values that we calculated this week are appropriate since we should assume these data are ordinal.  Bob Filson, Geology
How do you plan to respond to the findings from this week’s activities? (How will this week’s activities influence your teaching?)


· I will plan to make assignments and my expectations clearer to my students. I will try to make sure the wording in a question reflects what I am looking for in an answer. I am considering using some type of a rubric for at least some assignments in my classes. I give students many oral directions in class and in the future, I may try to provide students with a written hand out to guide them through their work. I will pay more careful attention to directions given to the students and also to the wording of questions on exams and used in assignments. Students will benefit from having a better understanding of what I expect from their class work and students will better understand my comments, point deductions, and grades on exams, essays, and assignments.  Leann Almquist, History
· I intend to create a few new rubrics each quarter, try to incorporate standards that will help me prove that I am teaching to national as well as college requirements and give myself permission to be constantly refining my rubrics, just as I seem to be constantly refining assignments and classes. The findings reinforced my positive feelings about my teaching and grading and it gave me an additional tool to clearly show where my students are in terms of meeting an outcome.  The process helped me clarify what I am looking for when I grade projects and that will change the instructions that I give students about this particular project next year.  I also thought that the idea of creating a rubric on my own teaching will help me define what I think makes a good teacher in this area and where I am currently teaching so that I can set targets for my own development.  It’s a kind of teacher outcome rather than a campus wide outcome but I think that it will improve my skills and hopefully improve the product that my students get in the classroom. Mickie Hucke, Physical Therapy


· I found that writing a specific rubric to reveal trends in a specific piece of work might be easier said than done.  We found ourselves continually adjusting our rubric and our mental assessment to try and make both fit into the standard critical thinking campus rubric.  I think we accomplished a lot, but still have a lot to do. If the data can reveal where our students are at the beginning of the course compared to the end we can then assess teaching strategies to best meet student needs.  Maybe we are expecting too much of our entry level students or not expecting enough.  The data should reveal the trend and we can then adjust out teaching styles to fill the need. Steve Brumbaugh, Biology

· Well our hope is that we will see a dramatic improvement in the pre/post test scores. If we don’t it could be an instructor issue but it also could be related to the close ties that critical thinking has with responsibility, quantitative skills, and written communication. Michael McVay, Biology

· I found that my students did not do as well on the assessment as I thought they might.  I have a couple of thoughts:


· My spring quarter class was an unusual class of students. I cannot recall a more bi-modal group in my history of teaching. There was a substantial group that did very well in the class and an equally large group that did not do well in the class. This difference was apparent throughout the entire quarter.  Normally, the scores are distributed about the mean in a more typical bell-shaped distribution.

· I thought the questions that I created for the assessment were reasonable, but as I started to read the student answers more carefully, I realized that some of the questions were not as clear as they could have been. In addition, only some of the questions had space for students to write responses to their answers. I had to base my assessments for the rubric on only a few questions, rather than the whole instrument. 


There is very little I can do about students who decide to not apply themselves to the class, but I can improve the way I teach and the quality of the questions I ask in the assessment. This is common process for me with new instruments. I frequently need to modify questions and procedures after the first time I use them. I can change the way I approach the geological map lab by requiring the students to do cross-sections across their group map. These cross-sections will help them better understand the structure of their group map. If the students understand this process, they should be better prepared to answer the questions on the assessment instrument.  I will use the information from the workshop and the data collected to continue to improve the critical thinking in my classes. I know that critical thinking is difficult for many students and I can continue to improve what I do in the classroom. Over the past four years I have had the opportunity to join a group of geoscience educators in organizing and presenting national workshops for other geoscience educators. One of the topics that I have presented at these workshops is using critical thinking exercises in introductory geoscience classes. I will continue to improve my classes and emphasize critical thinking as much as possible. Bob Filson, Geology
Quantitative and Symbolic Reasoning Assessment Results

Twelve research papers from an English 113 class at GRCC were assessed on a scale of 0-3 for four competencies of the Quantitative and Symbolic Reasoning Outcome. A summary of the assessment results follows.

	
	Beginning
	Capable
	Accomplished
	Exemplary

	Competencies/Level
	0
	1
	2
	3

	 Evaluate and interpret quantitative and symbolic reasoning information/data (4.1)
	3
	1
	4
	4

	Recognize which quantitative or symbolic reasoning methods are appropriate for solving a given problem, and correctly implement those methods. (4.2)
	7


	1


	3


	1



	Demonstrate the ability to estimate a solution to a presented problem. (4.3)
	7
	1
	2
	2

	Translate data from and into various formats such as symbolic language, equations, graphs, and formulas.  (4.4)

	5
	0
	7
	0

	Grand Total
	22
	2
	16
	7


Quantitative and Symbolic Reasoning Analysis of Data
The one participant in the Quantitative and Symbolic Reasoning group responded to the following questions, and his response serves as an analysis of the numerical data.

What did you learn from the process of creating a rubric and then assessing student work by using that rubric? 

· I think the most important thing that I learned from the process is that I haven’t been as clear in outlining my expectations for the students as I thought. Part of the reason for this is that my expectations were really not that clear in my own mind. Taking the time to analyze the points provided in the Community Rubrics and to think about how to apply them in ENGL 113 helped me develop clearer expectations. I’ve understood the difficulties involved in finding clear and specific language that communicates the same concepts to everyone. Whenever we come together to design a document to define any standard, we spend a significant portion of our time debating over which words should be used. Going through this process helped me realize this difficulty also exists when we attempt to present information to our students. Phil Jack, English
How do you plan to respond to the findings from this week’s activities? (How will this week’s activities influence your teaching?)

· I have already begun to respond to the findings from this week’s activities in the ENGL 113 class I’m teaching this quarter. Last Wednesday, I used my revised rubrics to clarify my expectations on the next assignment. The questions that the students asked during the lecture leads me to believe that they had a better understanding of what I want them to accomplish than previous classes have had. I plan to continue working on my rubric and using it to improve the way I present and assess my students’ work. I would also like to develop a class that I could teach in conjunction with the math and/or science divisions. Going through this process also helped me realize that there are significant benefits to working together. We often complain that our students are not able to connect ideas from other classes, but how can we help them acquire that skill when we have well-defined borders between our divisions that we refuse to cross? My teaching will improve as a result of the findings because developing an effective rubric will help clarify my thinking and the way I present the material to my students. It will help me provide clearer directions and critiques of my students’ works. Also, I hope to share my findings with my peers and develop ways to work with instructors in other divisions to improve “crossover” courses and assignments. Phil Jack, English
Student Responsibility Assessment Results

To assess student responsibility, three instructors in the Early Childhood Education Program at GRCC formulated a questionnaire. This questionnaire was first completed by the student as a self evaluation and then completed by the instructor. During the Summer Institute, these instructors gathered to discuss and further evaluate the students based on both the self evaluation and the instructor evaluation. Since the three instructors in the Early Childhood Education Program share many of the same students, they asked for two instructors from outside of their program, one from English and another from Accounting, to join them in their discussion. In this way, they tried to come up with a fair and more objective evaluation of their students’ levels of responsibility. Twelve students were evaluated for this project on a scale of 1-4 for seven competencies of the Student Responsibility Outcome. A summary of the assessment results follows.

	
	Beginning
	Capable
	Accomplished
	Exemplary

	Competencies/Level
	1
	2
	3
	4

	 Identify and comply with clearly stated expectations, policies, and procedures. (3.1)
	2
	1
	4
	5

	Recognize and accept consequences resulting from a failure to comply with stated expectations, policies, and procedures. (3.3)
	1


	1


	1


	9



	Meets obligations necessary to complete individual and group tasks (3.4) and

Clearly communicate to affected parties any difficulties that may prevent them from fulfilling obligations. (3.5)
	1
	3
	5
	3

	Demonstrate common courtesies and show respect for the needs, difficulties, and rights of others. (3.6)
	1
	3
	1
	7

	Strive for excellence in contributions, performances, and products. (3.7)
	2
	3
	3
	4

	Complete work independently and appropriately acknowledge the source of ideas and contributions of others. (3.8)

	1
	3
	4
	4

	Grand Total
	
	
	
	


Student Responsibility Analysis of Data

The five participants in the Student Responsibility group responded collectively to the following questions, and their responses serve as an analysis of the numerical data.

What did you learn from the process of creating a rubric and then assessing student work by using that rubric? 

· Creating the rubric clarified the language of the competencies for us.

· We learned the importance of dialog with colleagues.

· We learned the importance of working with colleagues from different disciplines.

· Creating the rubric will be a work in progress.

· The devil is in the detail. That is, although it’s useful to articulate the niceties of each competency, it may greatly increase the labor involved at arriving at a final grade for a student – to the point where the cost exceeds the benefit.

· The angel is in the detail. That is, articulating the competencies helps to clarify assessment for the teacher and, potentially, for the student.

· While creating the rubric we began to think about applying it to the assessment of student work/behavior.

· It was difficult to understand the language and/or usefulness of some competencies, particularly 3.2.

· This outcome - responsibility – is more about assessing behavior than assignments.

· Some competencies are more important to us than others – weighting?

· Remember that this outcome is just one component of the student’s course grade.

· Remember that not all competencies are used on every assessment.

· Started to think about where grades might fall.

· Started to think about whether the behavioral element, wherever it fell in the scale of the competency, was observable or measurable. An example of this for competency 3.3 is  “Understands…consequences of stated expectations, policies, and procedures.” Responsibility Group: Eric Nelson, Candy Benteu, Leslie Kessler, Diana Holtz, Susan Davis
How do you plan to respond to the findings from this week’s activities? (How will this week’s activities influence your teaching?)

· Some of us may not provide the rubric to students, but it has helped us to think more carefully about how we would assess responsibility.

· Some of us will provide the rubric to students at the beginning of the quarter to clarify the responsibility portion of their grades. At the end of the quarter, students may be allowed to self-assess using the rubric. 

· We will be able to look more closely at this outcome.

· We will be able to grade more objectively using the rubric.

· We will be more inclined to consult with other instructors who have worked on this outcome. Responsibility Group: Eric Nelson, Candy Benteu, Leslie Kessler, Diana Holtz, Susan Davis
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